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The purpoze of this study was to examine the relation.hip bgtg//;
selected desﬂgns of curricula and teacher attitudes toward elé;entary
school gymndstics and perceived knowledge regarding the theme of balance
at the Graee Four level.

Attiﬁﬁde and perceived knowiedge questionnaires were used in a
pretest and posttest situation around teacher's implementation of a
selected curriculum design. Interviews were qpnducted to probe further
into teachers ‘use of their Curricylum and to verify the results from the

‘ : .-
. questionnaires. ‘ . ‘ . -

-

The indications from this study were that moxe spee;fie and detailed
deeigns of cgrricula appear to be the most influential“in affecting -
'teacher ettitudes and perceived'knowledée. The valuing of a curricular '
design as an aid in deéisibn-making depends largely on the individual
teaeber's needs, preferences and implemenéétion strategiee used with the

curriculum.

iv
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Chapter 1

PURPOSE OF THE STUDY

1

Introduction

¥

It was the purpose of this study to examine the relationship between
selected designs of curricula and 1) teacher attitudes toward elementary
school gymnastics at_thé Grade Four level and 2) teachers' perceived

knowledge regarding the -theme of balance.

-

Background to the Study

"Studies are needed to show with rigor and precision how bést to
arr;nge (Curriculum) materials for effectiVe,teaching" (Goodlad, 1966,
-p; 137). The value to teachers of curricula developed for use in
. elementary school gymnastics needs study.

Gymnastics education in the'élementary school has undergone
considerable change. This' change hag relafed-to.contént and teaching
methods with an increased emphasis on a ﬁovemént education approach.
Movement education has been defined as' ""A process through which a chiid
gains an appreciation and an understanding of functional and expressive
mé#ement" (Lumby, 1980, p. 48). Kruger and Kruger (1977) stated,

.(ﬁovement;education)'embraces the content, methods and objectives
of a creatively oriented learning experience that seeks to develop
learner awareness of .where and how the body moves to fulfil some

expfeSS%Ve or functionalvpurpqse‘(p. 13).

The content iﬁplied in the movement education approach to teaching

gymnastics is the universal set of functional skills which underlie all

physical movement (Kirchner, 1978; Kruger and Kruger, 1977). The

1



method of-:eaching encouraged in elementafy school gymnastics is one of
problem—solving,(Mauldonvand Layson, 1979; Williims, 1979). The mﬁig
recent literature has encouraged teachers to use movement themes to
provide focus and to present movement experiences to children in
gymnastics (Mauldon and Layson, 1979; Morison, '1969; Willia;s, 1974).

A th;me is " . . . a particular aspect of merment chosen by the teacher
as the focal point round which he can build é series of lessons"
(Williams, 1974, p. 13).

a:There are ihdications»that gymnastics, as outiined in selec;ed

¥

ula, has not been implemented as intended (Bell, 1974; Thompson,

cur
19%9). Research by Bell (1974) suggested that teachers have not always
planned objectives f&r gymnastics. His research indicated that except
when teacﬁers are using curricula designed in lesson plan fbrmat
prepared by supervigore, few teachers plan specific objectives for their

lessons. Thompson (1979) indicated that one curricular source for

’ B

teaqhers, the Elementary Physical Education Curriculum Guide (Alberta
Depértment‘oﬁ Education, 1969), has not béeh effective in helping
teachers plan for and implement‘thg gymnastics dimension of elementary
schooi pﬁysical eduCation(“ There ére indications that other types of
available curricular sourceé suchvas textbooks andrresburcg units have
not been effective in helping teéchers with gymnastics. 'Textbooks, //
where available, enable ‘the reaéer'to carfi_out a sensible. program /
ofrmovement education within the framework of physical | |
education as it is constituted today" (Kruger and Kruger, 1977’“P' xii);
They do not appear to be as readily accessible a curricular so;rce,'and,'

_ as a result, have limited influence on gymnastics programs.

Curricula, designed in lesson plan format, are made available by
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school systems in this prdvinee's larger urban centers. The Red Deer
. Public School System developed a series'of sequential lesson plans in‘
~ each of the dimensions of the elementefy school physical\Education
program (Red Deer Public School Distriet,P.E.P.. 1978).‘ The choice of
' this type‘of cerricular‘design was based on the ‘decision by the developers"
that generalist teachers would best be served by lesson pians. There are
'indications that implementation practices made use of thia
type of ¢urricula, even though teachers seem,to prefer prepared units of
'lessons as guides in their planning (Thompson, 1979). Other curricula,
in designs which af; less epecific and prescriptive, are available in
other school systems (Calgary Public School Systeﬁ’- P.E.E.k., 1976;.
Calgary Separate School Board Cal. Sep. P.E.P., 1978). Up'ro this time,
little study has been undertaken- into the relationship between the design
of cuxricula used in‘school systems fer teaching\the dimensions of the
eleﬁentery school physical education program and iﬁ;iemegtation . =
practicesr, Thompson (i979) moved in this‘direerion by ex;;ihiqg\reacher
preferences regarding design of curricula. While it appeared fro;\ﬁer
study that teachers preferred curricula in designs which are prescriptive\x
(i.e. preﬁared~units of lessons), no implementation/of curricula
occurred. As e resuit, little insight resulted from the influence of
designs'of curricula in relation to ipplemeqtation. This current study
attempted to examine this relationship.

It is recognized by the reseercher rhat curricular design is only
ene factor influencingrimplementetion. Fullan and Pomfret (1977) have
seggested thet, while conceptual deGelopment of an implementation theory

is -required which goes beyond derived determinants of implementation,

examination of determinants of iﬁplementation is nonetheless useful.



They proposed that there are at least two chéracteristics of innovations
which can be viewed as determinants ofAimplementation; explicitnesé
associated with the innovations, and'comple#ity. The implication is that ~
reaeafch in implementation should continue to focus on curricular
explicitness and complexity. The researcher attempted an initial step

'in this direction by examination of the relationship of the designs of-
three curricula to teacher attiﬁudes and knowledge tow;rds elementary
school gymnastics and the-theie éf balance at the Grade Four Level.

The basic differenge being the speéificity of teaching material provided

. in each curriculum where tHe’exélicitness and content compléxity varied

among three curricula. .
Curricula pro&idé.the conteﬁt of a course in written format and are -
sourceé for a feachér's selecti§ﬁ and orgaﬁization éf content. Poll (1970)
has stated, " . . . curricula are to be used by classroqm teachers as
points‘bf>departure for“plahning edﬁCational experience"l(p. 6). Bjork
(1976) stated that " . . . the purpose of curriculum implemenﬁation is to

‘have teacheréﬁpse the curriculum as the point of departure for teaching"

(p. 46). 1t is apparent that unless curricula are effective in assisting

r

teachers in implementation, then the curricula are of little value.

&

Purpose of the Study

It was the purpose of this study to examine the relationship of

selected curriculum designs to teachers' attitudes towards gymnastics
and peréeiﬁed'knowledge regarding the gymnastics theme of balance. The
following questions provided the framework on which the research was

based

1. Does the design of gymnastics curricula have a relationship



to teacher attitudes towards elementary school gymnaaticl?v
it o :

2. Does the design of gymnastics curricula have a relationqpip
" to teachers' perceived knowledge regarding the theme of

balance? \

3. How do teachers perceive and value selected chrricula provided

to assfat their decision-making in the impleme%tation prdcess?
; s |

Methodology Uaed in the Study

Three designs of curricula were developed on the gymnastics theme of

4

~ balance for Grade Four teachers, the basic difference between the

three designa being the specificity of teaching material’ provided
inyeach curriculum. This specificity was determined by the amount of.
theme-material provided, the degree of detail provided, and the
arrangement of the teaching material.

This study was designed to examine the relationship between selected‘

designsfof curricula and teacher attitudes towards elementary school

gymnaatics prior to and after implementation of a selected curricular

format. This required the development and validation of an attitude

AT
B

questionnaire.
This study was designed to examine the relationship between selected

designs of curricula and teachers' perceived knowledge regarding the

. gymnastics theme of balance prior to and after implementation of a

i

T

: .~
_selected curricular format. This required the development and

validation of a perceived knowledge questionnaire regarding balance.
This study was designed to use interviews.'to probe into teachers'
implementation‘of a selected curricular format. This required the

development and validation of an interview schedule, one which would
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' classroom teachers teaching in the Edmonton Public School System.

" designs of curricula.

.,

N

verify and validate the results from/ﬁhe questionnaires. \\
The s&mple of thirty teachers was selected from the Grade Four
; ' .
Teachers selected were non-specialists who were teaching just their
own cl&ssroom physical education. The sample was randomly divided

into three groups of ten teachers for implementation of the three

)

' Teachers 1mp1emented their curricula over a four week period,

" teaching two éymnastics classes a week on the theme of balance.

Prior to and after implementation, the attitude and perceived

knowledge questionnaires were administered.  Interviews were

-

-
conducted after implementation.

The responses from the questionnaires have been recorded on tables -

which appear in Chapter 4. A sﬁmmary of responses for each question

is included. This describes the differences between the pretest and

posttest for users . pf each curricula. As well, this summary includes

descriptions of responses in the posttest, comparing the results of

users of each curricula.

Significance of thé Sfudy
f

A variety of curricular designs has been made available to-

classroom teachers for implementati@ﬁjgf physical education program

dimensions. There appears to be some agreement by selected authors om

certain tasks involved in developing curriculum (Beauchamp, 1975;

Goodlad, 1966;'Taﬁa, 1962). But questions remain on how teaching

material can best Be arranged and curriculum designed in physical

education for the non—specialist teacher which will positively influence



teaching. It remains an area in which research is lacking.

Curriculum development decisions require clear specification which

can come from knowledge of the effect on teachers of the designs of

curricula. This may well eliminate the need to " . . . make arbitrary

decisions about what the curriculum shall comprise" (Almond, 1976,

p. 109). From such knowledge, models underlying curriculum design

decisions may be developed; not only for physical education subj@cta‘

such as gymnastics, but for academic subjects as well. As Almond (1976)

has stated:

Only when we have a better understanding of what we can do in the
teaching context will we be in a position to make proposals for
change which are based on'what is possible rather than theories,
ideoclogies and slogans which are out of touch with the realities
of the classroom (p. 104).

Scope of the Study

The study was delimited to one tﬁeme in.each curriculum - the themev
of balance. ~Tﬁis theme was chosen- for its appropriateness for
children at a Grade Four level. |

The stﬁdy was delimited to the selection of three designs of
curricula,‘with thé specificity aﬁd arrangement ;f theme méterial
provided in omne compoﬁent.being the variabies which differed.among
each design Ofvcurricula..tThe three deéigns chosen were.cénsidered
representative ;f the gymnastics curricﬁla most pieva;ent and
available to the researcher.

The study was delimitednto Grade Four claésréom teachers who
volunteered for the study, and had no more than one university leyel
céurse in ﬁovement education. The minimum requirement for movement

education in Alberta continues to be one course. Teachers chosen



were teaching their own physical education class and were considered
non-specialiéts in elementary school physical education. The present
situation in schools indicates.that elementary school classroom
teachers will be expected to cont¥nue to teach their own physical
eéucation.

The study was delimited to perceived knowlédge rather than éctual
knowledge. This was done to put the tgachers in a self-assessment
type of situation, eliminating any preséure they might have felt if

assessed by the researcher.

Limitations of the Study

The study was limited to the teachers who volunteered for the étudy.

-This may have meant that only teachers who were favourable to

physical education volunteered, influencing the results.

The stﬁdy was limited by teachers' interpretations énd choices of
implementation strategies of teaching material within each curriculum.
This maf have influenced the results achieved by children which in
turn affected attitﬁdes and perceived knowledge.

The study was limited by individual teachers' abilities and
experiences in presenting‘the gymnastic themes, and by children's
abilities and experiences in introductory themes and in the theme

of balance. This may have resulted in varying levels of perceived
success in realizing curricular objectives.

This study was limited to a sufvey of attitudes and_peréeived
knowledge. A mofe cbmplete study of teacher implémentation practice
would have included a study of teacher performance. A lack of time

mitigated against a performance assessment in this study.



Definitioh of Terms

Movement Education

Elementary School Gymnastics

Theme’°

Balance

- A term which embraces the content,

. methods and objectives of a

creatively-oriented learning
experience that seeks to develop
learner awareness of where and how
the body moves to fulfil some
expressive or functional purpose
(Lumby, 1980, p. 48).

A program dimension included in
the Alberta Curriculum quﬁe‘
(Elementary Physical Education,
1969). Iés aims afe to develop

gkilled and efficient use of'thé

‘ body.in practical situations, and

to understand and appreciate

ogjective movement ﬁith an ability
to insent and select aféropriate
actions. |

" . 1s a particular aspect of
movement chosen by tgé'téééhet as
the focal point round which he can
build a series of lessons"
(Wiliiams, 1974, p. 13).

"This theme involvés‘the experience

of holding the body in stillness

while decreasing the area of the
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weight-bearing surfaco as far as
possible” (Williams, 1979, p. 43). -
Curricula . | - Documents prepared by selected
school-related personnel, including
curricuium specialists and
teachers, revealing the intention
of the Qchool—related personnel
with respect to goals and subject
matter to be implemented. They
are intended to be tools f§r use
by teache:s‘in developing their-
teaching strategies. Curricula
may include tex;books, curriculum
r guides and uﬁits of lesson plans,

Curriculum Design - " . . . the basic organization and

plan for action for developing the
scope and'sequence of subject
matter. Any curriculum design
.-feflects a‘theorecical position"
(Jewett and Mullan, 1§77,'p. 1).
Components - Parts of a curriculum,
which, for heuristic
purﬁoses, congtitute the
curriculum.
Attitude . ~ The way individuals act and'think
"~ toward people, objects and

‘situations they encounter.

[
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Pgrcoiﬁcd Kndtwledge \ - What a teacher thinks or faals
- - hia/her knowledge is about a

topic.

Division Two. : . - Grades &ur, Five and Six in the

Province oflAlberta.

Organization of the Study

Chapter 1 Aincguses”the purpose of the study. Bacﬁground
information to the égﬁdy, purpépé of the Study, aignifi‘ance of theistudy,
definition of terms, outiiﬁe.of.the-study, and limitations and scope of the
study sre presented as well. . |

Chapter 2 discusses.the literature fertineht~to the
study, andoutlines the rationalé.for the design of the iesource.‘ The
design of ;he attitude and pérceived kn&wledge scales, and ;héid;sign of
the final interview questionnaire are discusséd in Chgp:et~3. iTﬁe
‘findings-from the teache; use of the selected curriculi, théif\resﬁbpses

to the scales and to the interview questionnaire are ptéséntéd in

Chapter 4. Chapter -5 presents the conclusions to the study.



Chapter 2
A REVIEW OF RELATED LITERATURE |

Introduction

This chapter presents a review of literature. It is organized

around five gehcral topics:

1. Curriculum development theory, with an emphasis on curriculum
design. \

2. Elementary school gymnastics, with an cmpﬁasia on the structbre
of gymnastics content’and design of elementary school |
gymnastics curricula,

3. Theory fegarding attitudes, with a review of methods of gathering
1nformat16n regarding attitudes.

4. Theory regarding knowledge, with a re#iew of methods of gathering
information regarding knowledge. *

5. Theory regarding interviews, with an emphasi{s on methods of
gathering information through interviews.\

This chapter provides the theoretical foundation of the

study.
Lurriculum

Areas relaﬁed.to curriculum development and implementation were
reviewed. This was done to provide the researcher with an overview of
curriculum thought which has influenced decisions regarding design and

curriculum. Beauchamp (1975) has suggested that a curriculum is a
’ ’ )

12



_ writtenudocumeﬁ;,'and_yhe devélopers.bf a curriculum provide for thé
careful. organization of content and methodology to provide one influence

on learning environments. They accommodate a well-defined role funcéion.

Schaffa;zick7(1975) stated: ) ' ,”*%&

It is generally recognized that curriculum developers do not create
new knowledge in the course of their work. Instead, what they do
accomplish is to select facts, ideas and concepts that are already
acquired . . . and to create new and more effective ways of
communicating this selected knowledge through the creation of new
embodiments, new learning approaches, or both (p. 233).

 Shaffarzick (1975) has suggested that, developers often make procedural
decisions solely‘on the basis of personal preference. Therefore, what

1s needed is ‘a sharpéned technoiogy by which such materials are produced.

N

Curriculﬁm‘Design

Thé.initial area of review concerned curriculum design issues.

> ) N e . : .
Ulrich et al., (1972) have stated: '"The curriculum is the heart of.the

teaghing-léarning'process. Basic to construction of any curriculum is
the creation of the design to be used" (p. l1). Regarding curriculum

“design, Jewett and Mullan (1977) have stated:
The term curriculum desigﬁvis considered most descriptive of
current efforts in developing curriculum theory or subtheories.
A curriculum design is defined "as the basic organization and plan
+ for action for developing the scope and sequences of subject
matter: - Any curricqlum design reflects. a theoretical position
(p. 1. ' :

¢

- Beauchamp (19755 suggested that-ﬁhe design ofzéurriculum should
inclLde objectives, subject outlines, instructio;ai materials and pupil
ﬁctivities.v Taga's (1962) theoreticalecurrtcﬁlum pﬁanning position
inciuded‘questions coacerning_formulating objéctiveé,‘identifying |
educatibn;l experiences, organizing the gxperiencesiand evaluation.

Acritical task in the development of a Eurricdlum design is the

"L iaentification and choice of components or d}mensions of an
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innovation" (Leithwood, 1981, p. 13). Curriculum dgvelop;rs can’
", .‘. find the dimensions useful in determining the focus of their
design decisions" (Leithwood, p; 13). Leithqood (1981) suggested that,
for heuristic purposes, the dimensions or set of components of a \\\\\\
curriculum may be taken as a definition of the major paraﬁe;ers of a
"complete'" curriculum. Leithwood‘also identifiea-nine components:
(p. 9)

‘1. Platform

2. ,0Objectives

3. Student entry behaviors

4, Assessment tools and procedures

Instructional material

U

6. Learner experiences

7. Teaching strategies

8; Contenf |

9. Time (p. 27)
In Leithwood's (1981) framewofk, the platform comﬁonent is implicit in and
underlies other'components. This 18 " . . . the system or patterns of
implicit and explicit beliefs accepted as the basis for decisions about
what to include and eiclude from a cufricﬁlum" (p. 27).

"Other factors, besides’the choice of components to Befused in
curricﬁlum, influence ‘design decisions. Studies concerned with
implementation of extérnally prepared curricula bave provided insight
into some of these qurricplum design issues. They have 1qc1uded
assessment of determinanté of implementation (Fullan ghd Pomfret, 1977),
determination of degree of implementation or levels of use’;f>curricu1um

(Hall and Loucks, 1977), and factors affecting implementation (Crowther,
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~~.1972;* Rogers and Sh : ~1971). 1In assessment of determinants of

implementation, the characteristics of curriculum materials being
designed have been‘soggested as factors which influence implementation
(Fullan and Pomfret,'l977). " Designers need to ioclude explicitness and
complexity; With regard to explicitqess, Fullah and Pomfret (1977) have

suggesteﬁ that the essential features of curricule, the speclfication

by developers of characteristics or attributes, are significant.' With
" regard to the complexity, they have stated: " . . . (complexity) means
the degree of complexity or difficulty in using the innovation" (p. 370).

Rogers and Shoemaker (1971) have proposed that complexity be measured as
\ ;J?

perceived complexity by potentia}ﬂﬁsers. Fulxgn and Pomfret '(1977)-
proposed that a type of ;elatiodship exists betveen complexity and
rexplicitness: "It ienlikely that complexity affects explicltness, that
is, the greater thercomplexity, the more difficult it 1s to be explicit
about the opeﬁﬁtlonal characteristics. . . ." (p. 371). h

~ Hall and Loucks! (1977) "levels of uSeV‘%ramewbrk has provided ausefu

A
1"

tool to curriculum developers for wheg Leithwood.(l981) terms the e e
i = ,

identificatioﬁ of desirable end-pointe?or goals for implementation, and staged

of development toward those end—pointe" (p;'25). Leithwood (1981) proposed

lookihg at curriculum’in terms of its design components and suggested

thet curriculum developers ﬁay find the process of assessing levels of

use of particular components usefql"in detefmiﬁing'the'foci of their

design decisions. This may influence such curriculum design v;%iables as

length, breadth and organizational‘structure. | |

lmplicit in the area of curriculum design are two aspects:

curriculum developer intentionsjand indlvidual teacher needs. ' Connelly

(1974) referred to curriculum developer intentions as " . . . the



16

instructional design requirements of the original producers. .;. M
(p. 16). What did the developer intend through the design of the
curricula and how may the intentions be assessed?
Connelly (19f4) has outlined guiding principles which serve as
guides for analysis of curriculum:
(1) the recognition of the intentions of curriculum developers,
and the discovery of both explicit and implicit objectives in the
program, whether it is one clear assumption or not; (2) the
examination of the expression of these intentions and objectives-
in the prepared material. That is, did they write good materials
to begin with? 1Is it a good idea? Does it show up in the
material? Then does it show.up subsequently in what they call
the technical reality; (3) the classification of the vital
conditions for implementation and efficient ways to achieve stated
objectives is another theme running through these evaluation models;
(4) the judgement of these programs as to their quality. Here the
‘criterion of quality is bureaucratization of goals and objectives.
Evaluators look for goals that are stated in very clear, specific,
precise terms, consistent with logical reorganization, range of
compatibility, various target populations, cost of implementation
and so on (p. 16). , :
The second aspect, individual teacher needs, is concerned -
with teacher professional growth and the concerns and needs of
teachers at different stages, according to Kass and Wheeler,
(1975) . They postulated three stageé of geacher'prpfessional
growth. At each stage, teachers have varying'needs, their
personal requirements in developing an effective unit reflects their
stages of growth. The stage one teacher is "teacher-centered", concerned
‘with achieving adequacy and security. The stage one-teacher 1is
characterized by a high degree of directiveness and domination of
classroom activities. The stage two teacher is at a content-structure-
- tentered stage, concerned over instructional strategies and what is to
be taught. fhe structure of the subject matter fréquently serves as the

theoretical framework for teéching at this stage. The stage thréé

teacher is at a student-centered stage, concerned over individual

’
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learning problems. Thg stage three teacher is characterized by allowing

experiment on and exploration with a high degree of conce;g;plgcedwen"*

growth and 1earnihg problems.

The assumption that teachers have varying needs provided a
framework on wbich design.decisions weré made for the cufricula used in
this étudy. Three designs of curricula in varying degreés of specificity

were prepared for teacher use in this study.

Application to the Study

Three degigns of curricula were developed to give teachers
information for iﬁplementation of the gymnastics theme of balance. Each
design was developed sq'tegghers_could select implementation‘btratggies
according to the;r var?ing;needs and stage of professionél growth (Kass
‘and Wheeler, 1975). The designs, as weil, reflected theoretical
positigns discussed earlier, i.e. identification and choice of curricular
qompoﬂents tonbe.used in each curr;cula (Leithwood, 1981), curriculum
pléhning decisions conéerﬁing formulating objecti?es, identifying
educatioﬁai.expérienceg, organizing these experiences>and evaluation
(Taba; 1962; Beauchamp,’1975), and consideration for cgrricular
characteristics of e#plicitness and complexity as determinants of
implementation (Fullan and Pomfret, 1977).

The basic difference among the three designs of’curricula was 1in the
degree of épecificity of each. One design was very detaiied and
specific with eight pfogressive lesson plans_includgd as the uniqué
component, The choice of a lesson plan design was ﬁased 6n a study by
Thompsoh (1979) 4in which teachers indicated a preference to use this

design of curriculumbto develop units. The researcher believed that the

choice of this type of curricular design would be valid also because of the

R
e

1
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\

proposed 9seA;ﬁ lessoﬁ plan type formats for curriculum being'developed in
school_systems such as the Red Deef Public School District (Red Deer Public
School Distr“ié.t, P.E.>. , 1978).

The second design cﬁﬁsen was to arraﬁge_teachipg maﬁerial in a
somewhat less spe%iffé and.detailed format. The design ha& selected
.teaching material outlined in aﬂ@%stetype format undgr selected headings
of flogr work, apparatus work and teacher suggestions. The Alberta

Curriculum Guide, Elementary Physical Education, 1969, provided the model

forithe outlining of matexials in this form as this curric&%um's'unique
component. |

The third'design cﬁoéeniwas to prqvide teachers with a curricﬁlum
designed with the least amount of specificity and detail of the three
curricular designs ﬁsed. Choice of implementatioﬁ strategies %or
teaghers using this desfgn was determined by the teachers'-dse of thé
gehgrai cbmponents which were basic information common to all three curricula.

¢

The unique components found in the previbus two curricula were missing in

this curriculum. . o ' ’ ' v

Curriculum Implementation

.The second aréa of review concerned curriéuluﬁ implementation and
factors affécting teacher implementation of curriculum._ One‘factor is
teacher addption of curriculum (Selected). Selected charactéristics of
curficulum influehce teacher adoption or réjecfion”of an innovation or
curriculuﬁ for implemeptation. In one.study~of prepared curricuium and
teacher practice, cerpaip characteristics of curriéulum wére found to be
influential (Rogers and Shoemaker, 1971, p. 23)

1. Its relative advantage (to the teacher) °

2., Its complexity



3. 1Its compatibility with existiné valuéisystem-

4. TIts divisibility

5. Its communicability

Their study indicatgd that the adoption of a curriculumjby teachers
was affected by its characteristics or " . . . by the attributes of the
innovation" (pp. 22-23). Crowtheris\thesis (1972) attempted to idenﬁify -
factors which facilitate or impede adoption and 1mp1emeﬁtation of
curriculum. He suggested that some iﬁnovatiopé fail‘ﬁo be adopted and
referred to Rogefs and Shoemakgr's five charaéteristiés as sources for
explanation of this. Sikoréki (1976) suggested that resistance to
curriculum can be minimized and acceptanée enhanced when the curriculum
or inno&ation is perceivedmgsﬁigportént by teachers. ;

The organizational éif;ate_for changéiin schools was found to be
_influentiai witﬁ regérd to teacherdéurriculumiimplementation. This was
true, partiéélarly with rega;d\to teacher readiness to adopt innovations
(Berman, et al., 1975; McGeowan, 1979). Studies conducted by the .Rand
Corporétion (Berman et al., 1975) found that elementé which influenced
‘ innovation in schools included: a problem—solving capacity, openness to |
discussion, procedures ana relationshigsf;hich enable a séhool'to learn
from its succeéses and failures, andx;taff involveﬁent_in.inﬁovation,
decision making and leadership."McGebwan (1979) has stated, regarding
such elements: "Theré exists (if is poétuléted), certain identifiable
structural and procedural ft;ributes of schools which afe likely to
facilitate or imhibit Surficﬁium change"/(p. 251). ‘

Another aspectvreviewed concerned curricular iﬁplementation and

supervisory assistance received by teachers in implementing ex;ernally—

B prepared curricula. Bjork (1970) found that teachers &hé réceived
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direction and supervisory assistance during implementation perceived
themseives to have implementéd curricula to a greater degree than those
not assisted. Studies have indicated‘that the type and amount of
supervisory assistance given té a practising teacher can have a positive
influence on curriculum implementation (Sikorski.\1976).

In the context of curriculum implementation by teachers, Connéliy
(1974) stated: " . . . there is plenty of evidence to show that teachers
- modify, radically modify, the contenF, roles and aims of curriculum,
whether or not it is centralized" (p. 10). The indicﬁtions"g;e thaﬁ
teachers are involved in curriculum planning.whether or not ﬁhis
'curfigulum is centrally prepared. Their actual role in planning can
vary, however. Connell§ (1974) suggested that teachers are thought of
either as sole.developers, as field testers (or critical filfers of
exﬁernallg preéared éurricula) or as "on~thg—spot interpfeters" of’/
prograﬁbmaterials. Teachers make " . . . decisions on fhe
spot in ipétructional se;tings'to modify goals, programs and content"
(Conneil;;mi974, p. 11).- Where‘Fhé teagher‘is a "field—tester" serving
the developer's purposevby‘implementing externally p:epared gurricula,_
the function of the curriculum developer (Connelly, 1974) is " . . . to
elaborate theoretical conceptions of society, of knowledge, of sﬁﬁject
métter, of teachers and learners, and to translate those conceptions
into coherent curriculum materials" (p. 14). The teacher's role is
" . . to choose from the field of curriculum.materials those that are
best sui;ed for his interests, (choice being) guided by th;”theoretical
and practical considerations. . . M (Cdénelly, 1974, p; 15), and

D
“accordingly, the most useful materials are "those materials which

minimize the clericél description, stéy away from prescriptions, and
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maximize theoretical and empirical descriptions of the material and its
various uses" (p. 15).

The teacher's role in curriculum development can 1nvoive more than
support. of developerlintentions. Teachers can m;dify de;elopeés'
intentions, and serve as arbitrators between the démands of ﬁhe cu£r1culum
materials and the instructional setting. Connelly has suggested that 1f
teachérs modify curriculum developer intentions, then thgy should be
t;ught well to do so. This presupposes the development of qodels of
analysis that could be applied to externally preparéd curriculum maﬁerials.
Models would help determine what range of potential exists in available
curriculum materials. If teachers become successful arbitrators or
implementors of curricula, perhaps exte?nally prepared curriculum
matefials should continue to be made available. Incfeased attenfion
should then be given‘té teacher traﬁglation or implementétioﬁ of these
materials. |

Teacher involvement in curricula planning and the impleméntation
process has resulted in a variety of categorizations regarding the
preactivé and in£eractiﬁe phases of teaching. Kane (1976) has outlined
four categories affecting teacher implementation:

1. Objectives

2. The teacher context ‘ : ~

3. Evaluation

4. The teacher (p. 76)

A curriculum planning model called the 'objegtives-first model" has been
described by McCutcheon (1980). This teacher involvement process

assoclated with implementation involves:

1. Formulating objectives
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2. Choosing appropriate learning activities
3. Organizing those activities into a sensible order
4. Selecting evaluation precedures a
This "means to ends" perspective has not gone unchallenged. Kane (1976)
_ has stated that: " . . . curricula are not in fact planned in this way and
' 9
that the teachers do not prespecify their ends according to any very
organized or precise system" (p. 76); Studies by Zahorik (1975) have
indicated that teachers' initial planning decisions are around students and
activities. Taylor (1970) has supported this, indicating that it seems
unlikely that teachers set down their ends or short-term objectives, then
work backwards to the planning of appropriate learning experiences. L
Studies of teacher reactions to systematic curriculum implementaticn
have revealed some decisions and patterns of behavior.of teachers in
planning. Tom (1973), in his study of implementation of externally
prepared curricula, found consiétenr‘patterns of'behéyior. Curriculum
decisions were found to be largely based on praématic criteria, such as
children's enjoyment of the content presented to them. As well, teachers
'showed tendencies to prefer concrete activity as opposed to abstract
thinking. Teachers reacted to demonstrations of teaching using new
curriculum by focueing on the actual teaching strategies used. They
engaged less in abstract analysis cf curriculum issues and analysis of
the goals of the curriculum until they had used the materials with
students and were then able to identify the pedagogical problems in the
materials (p. 88). Thisbsugéestssthat teacher planning and useiof

curriculum probably changes™ during implementetion.

Taylor (1970) suggested that a difference exists between planned
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and "actual" curriculum. He distinguished between the "intended
curriculum" and the "operational curriculum". The former describes the
plan or guide which the teacher pursues; the lattet‘describes"what is
actually taught. Tom (1973) suggested that, because of the variancevof‘
actual teacher?behavior from thevbehavior assumed in rationale or
systematic curricuium planning models, a reconceptua;ization Qf
curriculum planning needs should be undertaken. This would include such
issues as teacher selection of material they estimate to be appropriate
for students, and wafs in which te?éhers #nalee curricula and plan
teaching. The latter means restructuring the curriculum analyticai

process to allow teachers . . theif initial pragmatic and concrete
‘fesponses to a new curriculum. . . ." (p; 91). Kane (1976) supported
this b& stating:

Clearly some form of rational planning must be’ undertaken since

without some idea of his intended direction, a teacher must

necessarily be at a loss concerning the choice of curriculum

content and teaching approach, (p. 77).

Implementation of curriculum involves at least two aspects; choice
of content and teaching ééproach. It may be that through the study of
the implementation process, insight into teacher decision making can be
best échieved.

Implementation, as defined by Fullan and qufret (1977), "o
refers to the actual use of an innovation or what an innovation consists
of in practicé" (p. 336). This differs from the decision to use and o
from the planned use, the former beiﬁg defined as adoption. They suggested
that there are at 1éast five dimensions associated with implementation. .
These include:

1. Changes in structure

2. Role behavior
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3. Knowledge
4, Understanding

5. Value internalization (p. 361)

+

They proposed that impiementation is concerned with wﬁat happens to an
innovation between the time it was designed and the time the consequences
of its use are seen. They have suggested that problematic aspects of
bringing about change involvg more tﬁan development ;f curriéulum
materials.’ Change 1s seen to be influenced by the setting and the
rélationships of people in the setting in which the change is to occur.
Fullan and Pomfret (1977) have,callgd this ' . . . changes in roles and
role relationships of these organizatibnal members most'directly involved
in'putt£ng the innovation into practice" (;. 337).  These changes are
'often ", . . left implicit in the (curriculum) desigp" (p.,346).

Gross, Giacquinta and Bgrnstein (1971) have,suggeéted that successful
implementation requires an adaptation By teachers to meet the requirements

»

of the curriculum. They have stated that the degree of implementation is:

~
~

. . . the extent to which organizational members have chahged their

behavior so that it is congruent with the behavior patterns required

‘by the innovation. One indication of implementation 1is - -that some

components of an innovation .are more difficult to implement than

others (p. 16). ’ _ -

Hall and Loucks (1977) have conceptualized the '"fidelity" orientation,
the planned use of curriculum as compared to its actual'?se. They
postulated that individual teachers reflect levels of use or degree of
implementation of a curriculum over time. They formulated the following
levels:

1. non-use

.

2, orientation (initial information)
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3. preparation.(to use)
4. mechanical ﬁse

5. routine

6. refinement

:7. integration

8. renewal (p. 262)

Fullan and Pomfret (1977) stated that: " . . . it may be that the

f

fidelity perspective, with consequent sbecific instruments, is most
applicable when studying the implementation of prepackaged, relatively
explicit innovations" (p. 367). They_haveﬂérganized into four categories
thé various factors or determinants of implementation:

A. Characteristics of the Innovation
1. Explicitness (what, who, when, how)
2. Complexity

B.. Strategies
l. In-service training
2. Resource support (time and materials)
3. Feedback mechanisms o
4. Participation

Characteristics of the Adopting Unit
1. Adoption process

2.  Organizational climate

3. Environmental support

4. Demographic factors

aracteristics of Macro-Sociopolitical Units

D. Cha
1. Design questions
2. Incentive systems
3. Evaluation

4,

Political complexity (Fullan and Pomfret, 1977, pp. 367-368).

Application to the Stu&j“f““\~\\

Each curricular design was intended to facilitate teacher initial

adoption and subsequent implementation of the curriculum. The researcher —— -

designed each format in the light of those characteristics of curriculum
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which have been found to influence adoption and implementation. These
included complexity, communicability and compatibility with existing -
teaching systems (Rogers and Shoemaker, 1971).

The opportunity to use a curriculum compntible with an accepted
movement -education system of teaching gymnastics no doubt influenced
teachers' initial adopgion of the curriculum. The validation of each
design of curriculum by supervigsory personnel who were known to the sample
teachers could have facilitated adoptionm.

Teachers were asked to interpret and implement their particular
curricula, endvattempt to modify developer intentions only to suit
individual teaching needé and to facilitate the enjoyment of the children.
Where the 'operational' curriculum differed from the 'planned' curriculum,
teachers were asked to comment. Individual adaptations and the reason for
their choice was given in interview to the researcher. The interviews
would attempt to ascertain levels of use and.adaptations of each curriculum
used over the relatively brief implementation period.

Thompson (1979) found that teachers preferred to use detailed and.
progressivé lesson plans to help them develop units. Teachers in Thompson's
study indicated that they preferred, as well, that curricula be designed to
allow flexibility in selecting.components which would meet their own needs;

This study was an extension of Thompson's (1979). Teachers were asked in
the first format to implement curricula designed ;f varying levelq of

»

specificity., The lesson plan format was used in Thompson's study (1979) and

-~

indicated that teachérs preferred to use this design of curriculum. A less
specific désign was chosen for the second- format in the present study as
indicaﬁions are that teachers desire some flexibil;ty in choosing components
for developing a unit. The»variéty of curricula designs being provided in

-~

—
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many of Alberta's school divisions points to thé need to exﬁlore the

o~

implementation of lesé Specific designs of curriculum. Finally, a
] - ‘ ‘
-relatively non-specific design was chosen for the third format to give -
. /“ - . ) . -
teachers a high degree of flexibility regarding choice of implementation

strategies.

Elementary School Gymnastics

" The Structure of Gymmnastics Content

Th; Alberta Interim Curriculum Guide for Elementary Physical Education
(1981) has suggested that "Throﬁgh,mqvemenﬁFcentered experiehceé, physical
.éduéétion provides a basis on which the individual's development can be
maximized iﬁ'the.psychomoto£, cognitive and affective domains" (Department

of Education, 1981, p. 5). The original,Alberﬁa Curriculum Guidé,

Elementary Physical.Education (1969) has recommended that "Emphasis is placed

upon»the development of movement concepts and understandings and the
applications of these to a variety of practical situations" (Department of
Education, 1969, p. 2). 'Gymnaéfics is one of seven dimensions which
, présehtly constitute physical education in Alberta.

Through gymnastics,Apractical experience inﬂgovement is provided and
" . . . systematic and progfessive éxperiences of movement caﬁ be built up"
(Mofison, 1969, p. 3). Morison (1965) has stated that, " . . . the
funétional, objective action side of movement can best be served by
educational gymnastics” (p. 3). Williams (1979) has stated, "Educational
gymnastics is an activity in which the attention of the performer is focused
immediately and completely on the movement of his owP body" (p. 6). The

b O B
fundamentals of functional movement are experienced, developed and understood

as children are taught to move in meaningful ways. Meaningful experiences
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are provided by drawing upon tﬁe child's natural desire to come to terms
with his physical environment" (Mauldon and Layson, i965, P. xii). Morison-
(1969) has suggested that functional movéments, " . . . have'an extérnal
focus and deal with objects to be handled or practical tasks to be done"

(p. 5). From this, skill is acquired " . . . as a means by which children
can experience and understand movement in a variety of practical
situations' (Mauldon and Layson, 1965, p. xi).

The platform for decisions in designing much of the contemporary
curricula in gymnastics has been movement edﬂéation. The curricula used in
gymnastics indicate thaf four main movement principles provide the framework
for the nafure and content of gymnastic qaterial (Kruger and Kruger, 1977;
Logsdon, et al.,, 1977; Morison, 1969). Sfanley (1977) has arranged
gymnastics matefial under the headiﬂgs of these four principles of
movement: body, space, effort»quélity and relationships, The elaboration
and application of this framework provides the content of gymnastics.
Logsdon et al.-(1977) have suggested that identifying the requirements of
~ the movement associated with gymnastics means identifying its content.

Once we know the content, the task of the teachers is Eb o}der the content \
in a logical progression., Themes and their use enable teachers fo accomflish
this.

A gymnastics theme " . . is a particg%ar aspect of movement chosen by
the teacher as the focal point round which he can build a series of lessons"
(Williams 1979, p. 18). The use of gymnastics themes has become
established by authorgvin gymnastics as the accepteéd method of struqturing
gymnastics content. This is done to help ensure the progressive,

o]

hierarchical nature of challenges (Kruger and Kruger, 1977; Mauldon and
: R B 1

Layson, 1979; Williams, 1970). "Themes enable teachers to build their
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work systematically and give them a way'of making consistent progress"
(Morison, 1969, p. 174). General guidelines are provided in the
literature to assist teachers in their selection.andfpreé%ntation of

. . “/,
themes. Observations of children provide insight into present levels of

skill, maturify and ability td understand églécted movement conc;pts g
(Morison, 1969; Mauldon and Layson, 1979). This provides information for
teachers to teach .initial and subsequent themes.

Gymnastics themes are classified, as Williams (1979) has stéted,
" _ . . according to their direction of focus" (p. 19). Although
classification schemes differ among authors, the intent 1s common. This is
to arrange themes to assdist teachers‘in_a logical presentation of theme
material to meet the observed needs éf children, and to aid teachers in
understanding the content of gymnastics (Maulden and Layson, 1970;
Williams, 1979). | |

Themes have also been classified hierarchically by selected aufhors.
This suggests an approximate ;rder of progression for tgaching the themes
(Kfuger énd Kruger, 1977; Mauldon andyLéyson, 1979; Morison, 1969;

\

Williams, 1979). Introductory themeé place an emphasis on what the body

is doing and on uses of specific body parts in action (Mauldon and Layson,
1979). Themes for introductory work include iocomotionl stillnéss, weight
bearing, weight transference and body sﬁapes (Mauldon and La&sqh, 1979;
Morison,‘l969). Intermediate themegzsiace an empha§%§§on "L, .‘refiniﬁg
and clarifying the action and introducing more ehallé;ging and dangerous
work (Williéms, 1979, p. 24). Themes for intermediate Qork include flight,
balance and overbalance, fwisting and turning, leyels and directions

(Kruger and Kruger, 1977; Mauldon and Layson, 1979, Morison, 1969).

Advanced themes place an emphasis on " . . . widening the movement
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experience. . . 3" (Mauldon and Layson, 1979). Williams (1979) has stated

that advanced themes "

. . . further refine bodily movement and make heavy
physiéal and aesthetic. demands" (p. 24). Advanced work emphasizes the
spatial and dynamic aspects of movement while " . . . relating and
integrating aspects of movement previously worked on at elementgry and
intermediate levels" (Mauldon and Lays;;, 1979, p. 208).

The claséification of themes;LaCCOrding to their focus and into a
hierarchical struéture’is'intended to.provide the teacher with a framework
for teaéhing. This 1s so that gymnastics experieﬁces can be developed
progressively. Morison (1969) has suggested that themes are intended to be
“absorbed into~éach other. .Loésddn_et al. (1977) have stated: |

The extent to which the learner can géin from learning experiences

built from this movement content depends to a measurable degrée

on the teacher's capacity to understand, interpret and implement

the movement content (p. 99).

Not only must teachers understand the nature and content of each theme

(Logsdon, et al., 1977), they mustmunderstand how and when to inco o

3

work from other themes. "Every relevant aspect (of movement) is usediin
developing the ﬁain theme in order to give wide, all round experience and
understanding of what is involved in the theme'" (Morison, 1969, p. 141).
The focus of a theme stresses one aspect of movement (Morison, 1969;
Williéms% 1979). Other movement ideas drawn from other themes enrich this
- theme. A body awareness theme such as balance can be supported by action .
themes (locomotion iﬁto balances), spatial themes (levels and balances) and
dynamic themes (strong and light actioﬁs associated with balancing).

A balance theme might be used for children who are'goodtmovers, but Qho
need greater body control. Williams (1979) stated, '"Balance is experienced

using different body surfaces and parts and load-bearing bases" (p. 43).
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Imﬁlicit in balance work is an emphasis on bodily tension and use ofmiimbs
to assist in balancing. Bgcause of this, themes liké travelling and
stopping, weight bearing, transference ofﬁweight and shapes are necessary
prérequisites. They will help debelop ﬁée,of body limbs and promote an
experience of controlling one's body. Arriving into and leavipg.balaﬂce
are aspects which are included in’balance work. Developmenﬁyof these
techniques leads to development of skill iﬁ using balance effectively.

A variety 6f curricular resources ha; been produced intended to help
teachers reach this goal. Units of‘m;£eri;ls aréfbeing developed in

. Alberta's‘schpol systems (Calgary Public‘schoél System, P.E.E.R., 1976;
Calgary Séparate School Board, Calgary Separate P.E.P., 1978; Red Deer _
‘Public School District;‘P.E.P., 1978). The arrangement of gymnastics.
content.différé among systems; The Calgary Public School Sygﬁem has
arranged selected gympastics content in themes according to movément
principles that reflect the functipnal human movement common-to gymnastics.
Red Deer Public School Districc has arr;nged essentifily the same
gymnastics content but with a greater emphasis on the detaiiing‘ana
prescribing of the content into lesson plans., Cglgary Separate School -
System’has provided gymnastics content around selected concepts such as -
maneouvering weight and spatial awareness.

Textbooks have outlined fhemé material and téaching sugé;stions
(Mauldon and Layson, 1979; Stanley, 1977; Williams, 1979). Williams (1979)
has arranged matefial under thehheadings of themes which are intended to
be " . ... a series of ideas for starting—po%gts in thg'development of
(teachers') own materials for teaching" (p. 2). Mauldon and Layson (1979)

provided material in which " . . . each theme is (divided) into material, -

.teabhing and apparatus" (p. 5).
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g@a}icétion to the Study

The choices of elementary school gymnastics and ;He theme of balance
were gﬁided by theoretiéal congsiderations outlined above. Gyﬁnastics in
the elementary school provides practical and functional movement experiences
in a progressi&e:and systematic way. This is aécémplished in one way;vby
use of themes. The choice of’the theme of balance was considered
appropriate for childrgn at a Grade Four level. ' The organizétion of the
‘theme material however, into cufriculum’fof te;éﬁer use; required the
examination of the variety of types of gym#gstics curricula available. The
choice of format or désign fgr eacﬁ curriculum on balance was influencedbby
this examination. |

ﬁith the availébility of a variety of types of curricular materials for
teacher use in gymnastics, there are questions which need to be answered.
lWhich types of gymnastics curricula will best assist teachers in planning
and imp;ementing gymnastics programs? What format or design should selected
:gymnastics curricula assume? . How are teachers' attitudes towards, and

knowledge in gymnastics and selected themes affected by the designs of

curricula used?

Theory and Methods of Measuring Attitudes

1

The second general issue of this chapter concerned the theory and
methods regarding the measurement of éttitudeé.

An attitude is defined by Thurston and Chave (1956) ag " . . . the
intensity of positive or negalive effect for or‘against a psychological
object” (p. 39). They have suggested that a psychological object is any
symbol, person, phrase, slogan or idea toward which people can differ as

regards positive or negative effect. Stanley and Glock»(l969) have
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provided a definition which expands on the above definitioh. Thef stated,
""The concept éf attitude refers to the way individuéls act and think to@ard
and about people, objects and situations they encounter as a result of
previous‘exp;rience" (p. 455). Thurston and ChéVe (1956) concentrate on
one effect or dimension, that is, evaluativeness. They fit into the
category that gttitudes are "feeliﬁgs towards'". .

Others suppdrt a multidimensional view and éuggest tﬁét attitudes are

i .
cdmposed of affective, cognitive and behayioural components. These
_correspond to one's evaluation of, knowledge of, and predisposition to act
toward theiobject of the evaluation. This multi;dimensional view of
attitudes is suppérted by Katz and Stotland (1959) and Krech (1962) who
have éuggested that “attitudes consist of th;ee componénts - cognitive,
emotional and action tehdency. Thurston and-Chave (i956) suggested that a
person may not, in fact, acf in accordahce with the attitude he has
indicated. They stated, "The measurement of aftitudes expressed by a man's
opinions does not necessarily mean the prediction of what he will do"
(Thurston and Chave, 1956, p. 7). There are differences, it appears, in
investigator's concepts of attitudes, which would affect each in@estigator's
method of measuring attitudes.. As well, in measurements of attitudes, one
can only assume truthfulﬁégs'and consisténcy‘in repliés. Summefs (1970)
stated thatf

Despite the wide vériéty of interpretations, there are areas of

substantial agreement: 1. attitudes are predispositions to respond

to an object rather than the actual behaviour, 2. attitudes are

persistent over time, 3. attitudes produce consistency in behaviour,

4, attitudes have a directional quality (p. 2)..

Issues of relevance to attitude measurement 1nc1udevcontent and

construct validity. Validity indicates " . . . the degree to which an

instrument measures the construct which is under investigation“ (Bohrnstedt,

L
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1970). " Two types of validity are listed in Standards for Educational and

Psychological Tests and Manuals (The American Psychological Asgociation,

1966). Content validity refers to the degree that the score or scale
represents the concept about which genefaliza;ions are to be made.
Construct validity is evaluation by investigating what qualities a test
measureé, by assessing the degree which éxplénations or constructs account

for performance on the test.

Application to the Study

A Likert—type scale i1s one commonly used method to. gather information
regarding attitudes. These are generally presented as a series of
statemehts describing potential answers to the stimuli. The respondent
indicates degree of agreement or»disagreemépt to each étatement on five-
point scales. The researcher chose a Likert-type scale for gathering
information regarding‘attitudeé. A validation of the questionnaires used

was’ implemented.

Theory and Methods of Measuring Knowledge

The third general issue of this chapter concerned the theory and
methods of assessment regarding knowledge. Knowledge, aS'definéd by
Webster (1976)4 is " . . . awareness of facts, truth or principles,
cognizéﬂ;e.'. . i" (p. 260). ‘H.H. Price (1965) has stated, "In knowledge,
the mind is directly confronted with certain facts or with a certain
particulgra (p. 76). Powellv(1967) h;s suggested for knowledge claimsg
that there must be a body of kndwledge with structured concepts, methodélof

application and tests of veracity. -A distinction between two types of

knowle&ge -~ 'knowing how' and 'khowing that' has often been postulated.
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Controversy e#ists on whethet;fhat notion of knowiﬁg how depends upon a
prior act of knowing tha; (Ryle, 1949; Scheffler, 1965): Review of these
types of knowledge has raised three specific issues which have been
reviewed in this section of this chapter: particular types of knowledge,
knowledge and action, and individuals' responses reflecting knowledge and
methods of‘gathering knowledge information.

The first issue re§iewed concerned particular types of knowledge.
Ryle (1949) has suggested that there are two different kinds of knowledge
- propositional and procedural. He sees knowledge as a disposition to
behave or act in certain ways in particular circumstanées. There exists a
distinction and priority of propositional knowledge (know-that) and
procedural khowledge (know-how). Ryle (1949) postulates that the discovery
of an.action that is successful in achieving its purﬁése may precede an
analysis of the action. Powell (19§7) has suggested that it is not
possible toAdivorce knowing~how frbm knowing-that, and in fact, knowing—
that is prior to knowing;how. She hés stated,

We can hardly hold that whether or not someone ﬁas learned a number

of truths is of little importance i&%settling whether or not he

possesses a skill. The difference ﬂetween knowledge of certain

truths and having an ability to do certain things is not so great

as we are invited to believe (Powell, 1967, p. 10).
The notion that knowledge is explained as.a disposition, and that,there is
a distinction between dispositions to 'know—hbw' and 'know-that', raises
questioné regardiqé recognition of knowledge.

Aspin (1977) states: : ‘

P

Moreover, man's knowledge - whether of fact or procedure - may in case
not necessarily be manifested at all; either the knower might have
good reasons for concealing his knowledge, or he may simply know it

on a single occasion, after which its -expression 6r demonstration may
never again be relevant or called for (p. 27). '

Knowledge of propositions depénds upon and involves the skill of juéfifying
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the knowledge claims (Aspin, 1577). Rynin (196f) qtated, " . . . both the
affirmation and denial of knowledge claims presupposes é‘subject matter :
conéerning which the claim; are made" (p. 15). ‘It may be suggested that
examination of one's 'know-how' may not necessarily reveal one's 'know-
that’. |
A second issue reviewed concerned knowledge and action. Ryle (1949)
has suggested that successful Practice precedes definition and»explanation
of procedural elaborations for it. He hasv&istinguished practicé-acquired
behaviour into habits and intelligent capacities. Scheffler (1965)
suggested.the:e exists a aistincpion between habits, involving 'closed'
skills in which there are limits to the development of competence (e.g.
walking.or spelling) and 'open' skills which éall for constanf application
of observatioﬁ; attention, judgment, modification and correction (skiing
and teaching). Scheffler (1965)'has stated that, " , . . knowing-that
depends solely on having true belief, but, i? the stroﬂg sense, it requires
something further -~ for example tﬁe ability tb back up the belief in a
relevant manner" (p. 9). Do behaviours or patterns of actionypresuppose a
pergon has acquired the relevant knowledge? Sheffler (1965) suggested that
a person can acquire a new traiﬁ or patfern of behaviour that is not
necessarily based on terms of knowledge, but rather in ferms of active
propensities, tendencies or habits of conduct" (Sheffler, 1965, p; 17).
Knowing~how, he has sugges;ed, represents the possession of a skill, a -
trained capacity, a competen;y.or a technique. Reeducation of knowing-that
to knowing-how has led some to concludé that knowing-how is logically prior
to kﬁowing-that (Ryle,vi949).

The third area of review concerned indiyidual responses reflecting

: knowledge. Reduction' of knowing-that to knowing-how, has been carried,

.
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specifically to what Aspin (1977) has. suggested 1s knowing how to reply
appropriateiy to questions. For this follows that 'khow' is a
dispositional term and an allowable attribution of knowledge of a
propositional kind rests upon the ability of the respondent to reply

correctly, or give an "intelligent performance" (Aspin, 1977).

Application to the Study

To perform successfully seems to presuppose that the respondent knows
what the structure, concepts and methods of application of a subject are.
Aspin (1977) has noted that skill and its propositions are " . . .
peculiar in character to that kind and are highly context-bound and.field;
dependent" (p. 10). A number of procedures are used to assess knowledge in
particular contexts. These include examinations in various formats.
Criteria-referenced examinétiéns provide objective measures. Subjective
measures include scales in which respondents indicate\their béliefé about a
topic. The researcher chose a subjective-type/self—assessment measure to

gather information regarding knowledge of the theme of balance.

Theory and Methods of Gathering Interview Information

The Shorter Oxford English Dictionary (1947) defines an interview as
"A meeting of peréons face to face, especially for the purpose of formal
conference on some point" (p. 1033). Anderson et al., (1976) suggésted
that it may be thought of as an oral questionnaire. ‘They distinguished
between structured and unstructured interviews. They stated, "The
structured interview has its content and procedures standardized in
advance. . . . The unstructured interview is rather like a-free-response

of open-ended questionnaire" (Anderson et al., 1976, p. 214).
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Thére are continuing arguments over the relative merits of interviews
in research. Anderson et al., (1976) have indicated that some concerns
include: the training of interviewers, the effect of~the personality of
the inferviewer on the interview, and the standardization of proéedures of
questioﬁing and recording throughout all interviews. Barber (1973)
suggested that interviewers often have difficulty in‘following expérimental

protocol" closely even when the "protocol" is standardized. He suggested
that difficulties often arise in research when interviews vary in the way

o , v
they greet their sgbjects, the way they read instructions, and the way
they implement’the specific procedurggs. Interviews have been found to
deviate from protocol by, " . . . skipping questions that were to be
. asked gnd holding discussions with the subject that’were not‘part.éf the
script" (Barber, 1973, p. 390). )

Relatively few studies have been conducted on the topic of the
interview. Areas of concerns regardihg interviews,rémain unexamined.
Barber (1973) has suggested a few. These include: the effect of an
interviewer giving positive feedback, the éffect of males interview;ng
fémales and vice-versa, failure to :gco;d subject responses correctly,
and the effect of interview bias on the tendency of the interviewer to
follow protocol closely if results are in harmony with the interyiewef's
hypothesis. Anderson et al;; (1976) have stated:

(The) interviewer bias can be minimized by carefui interview

construction, by training procedures which make the interviewers

aware of the possible problems and sometimes by matching

interviewer characteristics to characteristics of the sample
being interviewed. Of course, the less the interview bias, the

greater the validity of the data (p. 51).

Application to the Study

The researcher sought to probe further into teachers' use of

5
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selected curricula. Information gathered from interviews provides

insights about teacher reactions to curricula not easilf‘obtained-from

a questionnaire. An interview allows a personal contact with ;he

opportunity for interviewer-probing of reactionq, attitudes and knowledge.
; ] )

Summary

This chapter pfesented a review of literature relating to the five
;ssues uponf;hiéh the research was based. The first issué.concerned'
rglevant_purriculum development'theory. The second issue concerned
elementary school gydnastics and the design of gymnastics curricula. The
third and fourth issues concerned theory regarding attitudes and knowledge
with a review of methods of assessment in each. The fifth issue concerned
the theory regarding interviews.

The following chapter provides the application of the theoretical

background to the design andvimpelmentation of the study.



Chapter 3
THE DESIGN QF THE STUDY

Introduction

The first part of this chapter outlines the development of three
formats of curricula designed for teaching the theme of balance. The
second parf of this chapter describes the sample of teachers involved
with the curriculum and their implementation of the cufriculum. The

third and fourth parts of this chapter describe the development of the

attitude and perceived knowledge questionnaired{ ed as data collection

instruments. The final'part of tﬂis chapter #Xp a3ns the two interview

3

schedules used as data collection instrpmentff‘

. Development of Curricula

This study required the development of selected gymmastics curricula

¥l

designed for teachers of Grade Four. The Alberta Curriculum Guide,

. Elementary School Physical Edﬁcation (1969), provides gymnastics content
arranged for divisions of grade levels. The researcher attempted to be
c;ﬁsistent witﬁ this classification, and designed the selected cﬁrricﬁla

for Grade Four. The researcher chose teachers at the Grade Four ievel
for'implementation of the curricula bécause of the appropriateness of
bal;ncéﬁﬁérk at the Grade Four level. The theme of balance was based -
on the general guidelines‘preseﬁted by selected authors regarding its
appropriateness fo;;Division Two or Grades Four, Fivé or Six chilaren

(Kruger and Kruger, 1977; Mauldon and Layson, 1979; Williams, 1970).

40
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Curricula commonly used in elementary school gymnastics were
reégarche& to determine the designg of curricula most commonly used.
Tﬁreettypes of désign were prevalent: cutricula.wure dusigned in lesson
plan format (Red Deer Public School District, P.E.P., 1978; Williams,
1979), curticula were designed in outline format with curricular material

(_ )

listed as in the Alberta Curriculum Guide, Elementary PhySical Education,

1969, and curricula were designed with teacher and learmer

suggestions implicit within statements describing themeAméterial, goals
and objectives (MoriSop, 1969). A1l curticula for gymnastics were
generally found to be organized into components og infurmation on content
material, teaching suggestions and legrner suggestions. The design of
thgse components of information and the order in which they appeared in
'curricula,ivaried.

From {he research un available curricula, three formats for .design
of curricula to be used in this study were selected. The»design
decisions were influenced by the following theoreti;al consluerations.

First, teacher planning models suggested_gy varicus individualu;
(Beauchamp, 1975; Taba, 1962) indicated that teauherS’plan“iuhatéa§:fhuolving
objectiveé, learning activities, q;ganlzation of learning uéthitiés audl
ev;luation. Zahorik (1975) suggested eight areas im which teacﬁe;,ﬂg_

decision—making occurs: objectives, content, activities, materials,
' A

diagnosis, evaluatiun; instruction and organization.

Second, curricular plannlng and implementation models suggested by

/

vatious individual% (Hall and Loucks, 1977; Leithwood, 1981) indicated

F

. that curricula are designed by components and can be viewed in the light
: b

N,

of their components. Leithwood (1981) has stated that a set of

components " . . ."méy be taken (fot heuristic purposes) as a
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definition of the major parameters of a complete curriculum" (p. 26).
Leithwood (1981) identified nine curriculum components: " . . . platform
objepﬁivesl student entry behaviours, assessment tools énd procedures,
insprg;tional materials, learner experienées, teaching étrategies, |
" content and time. . . ." (p. 27).

Third, the curriculum development process outlined by various
individuals (Schaffarzick, 1975; Taba, 1962) meant consideration for
theoretical foundations of curriculum development. Schaffarzick (1975)
suggested‘that format -of curricula is influenced by theoretical

foundations whicﬁ incorpbrate " . . . views about learning,
characteristics of learners, abéut the~su5ject matter to be taught

.. . or about any other topics that behr on the work to be done"

(p. 216).

% *

In preparing the ‘three diffeient curricula on the theme of balance,
the researcher selected components which reflected the views noted above.

Sixteen components were developed and inecluded in-the three curricula.

c
«

Fifteen Componénts!temained coﬁstant for each curricula (Appendix
LA - CurriculumVQOmponents Common to the Three Curricula).
Components were‘pecessary for teaching the gymnastics theme and thelir

inclusion was dbkemed necessary in each curriculum. These were:

© Curriculum A v Curriculum B Curriculum C

FOREWARD . . FOREWARD - FOREWARD

A. The Concept of ~A. The Concept of A. The Concept of
‘Balance . ' Balance ) Balance

B. The Purpose and - B. The Purpose and B. The Purpose and
Place of Balance ' Place of Balance Place of Balance

C. The Components in  C. The Components in C. The Components in
Balance -~ Balance Balance

D. The Development of D. The Development of D. The Development of
Tasks in Teaching Tasks in Teaching . Tasks in Teaching

Balance : Balance Balance

|
|



Curriculum A

E. Apparatus Work and
Balance

F. Partner Work and
Balance

G. The Child and
Balance

H. Summary

INTRODUCTION

A. Goals

B. Instructional -

‘ Objectives

C. Development of the
Theme Material

_ THE UNIT
THE LESSON PLANS

Evaluation
Definitions
Bibliography

Curriculum B

E. Apparatus Work and

Balance

F. Partner Work and
Balance

G. The Child and
Balance

H. Summary

A. Goals

-B. Instructional

Objectives
C. Development of the
Theme Material

THE UNIT
THEME MATERIAL

Evaluation
Definitions
Bibliography
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Curriculum C

E. Apparatus Work and
Balance

F. Partner Work and
Balance

G. The Child and
Balance

H. Summary

A. Goals

B. Instructional
Objectives

C. Development of the
Theme Material

THE UNIT
SAMPLE LESSON PLAN

Evaluation
Definitions
Bibliography

in the unit component, the choicarand organiza;ion‘of'content
varied among.the three>curricula. In éurriculum A (Appendix B -
Unique Componenﬁ of anricu;ﬁn A),_eignt lesson plans were
containen in the unit. In Cﬁrrigulnm B (Appendix C - Uniqne
Component of.Curriculum 3), an'outliné o§ content, teaching -
strategies and learner experiences we;e'tontained in the unit and
listed under major headings. Tnesé ware‘palied Floorwork,
Apparatus Work and Teaching Suggestions. ‘In Curriculum C (Appandix-
D - Unique‘Component of éurriculum c), tné unit connainad no theme

~In its place, one sample lesson plan was included

‘;‘ :

material;

and was intended to be used 93 a guide in developing lessons using

W

information presmnted in the fourteen comuon components

} The next concern-%f the researqher was validation of the curricula.



44

Two valida?ion procedures were used simultaneously and involved different
validators and procedures. One validation procedure for each curriculum
was deéigned to assess the clarity of language used, tﬁe organization of
content in bach component and the overall structure of each curriculum

(Appendix E - Outline of Explanation and Questions for Construct Validation of

Curricula). The validators were Grade Four teachers, non-specialists in

elementary school phySical'educatioq.‘ They were chosen because the sample

. Cowhb A
used in the study was one of Grade Four&ﬁg;%mgwg who were non-specialists
SR £ .

E
in elementary school physical education (Appendix F - Validators). - *

A second validation proce&ufe was designed to assess whether the theme
of balance had been developed comprehensively and sequenfially within the
framework of each éurriculum. The vaiidation procedure sought information

regarding the amount of information providedfin the foreward and

jp components, the clarity of language used in these components,
Ef of theme material provided, ﬁhe phrasing of the instructional

g Fi;es, the amount, clarity and applicability of content in the component
égl;gd;The Unit, the clarity of the evaluation scheme, and the clarity of the
teaching suggestions (Appendix G - Outline of Explanatiqn and Questions for
Content Validation of Curricula). Specialists in the field of elementary
school physical education were selected for the validation of content.

These specialists weré chosen because of their training, expeience and
knowledge in the field of elementary school gymnastics and because of their

present roles ,in either supervision‘of physicél education programs or

university‘teaching positions (Appgndix F - Validators).

Development of the Attitude Questionnaire

The variables being tested dealt with teachers' éttitudes towards
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Division Two gymnastics and to the theme of balance. Five categories
fegarding attitudes were developed to represent the variables being
tested. Twenty-three components were selected to elaborate upon the
five categories. From the twenty—fhree components, ninety-three items
were developed as possible questions to be included on the final
questionnaire. Tugnty—nine questions appeared on the final
questionnaire. |

A five-stage validation procedure was designed to assess thé content
and construction of the categories, componehts and final qﬁestionnaire.
This procedure allowed the researcher opportunity to probe into the ‘
responses from the validators at each stage. Validators selegted were
considered knowledgeable about elementary schobl gymnastics because of
_present or past teaching involvement in this area (Appendix E“-
.Validators). Each stage of the vélidation procedure involved written
feedback which the researcher used for development of the next stage.

A

The five stage validation procedure is outlined below.

Validation Procedure - Stage 1 ' , \\

45

Five categories were developed which represented the variables \

| being tested i.e. teacher attitude to gymﬂastics and to the theme of
balance. The validatqfs indicated their degree of agreement whether the
categories elaborated on the variable. They responded on a five-point
Likert-type scale for each categqry: 1 - strongly agree, 2 - agree,

3 - undecided, 4 - disagree, 5,‘ strongly disagree. This fype of scale
was chosen for its high degree of validity and reliability, and for its
ease of marking. The responses were assigned a welighting: strongly

»

agree +2, agree +1, undecided O, disagtee -1, strongly disagree ~2.
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This permitted the researcher to quantify results and assess whether
the majority of the validators favoured a category. A ca;egory must
~have received a total weighting of +4 to be considered for use in
developing components at stage two. Each of the five categories were
accepted‘with at least a +4 weighting as presented to them. Minor
changgs in wording were suggested and completed (Appendix H ~ Five

Categories - Attitudes).

Validation Procedure - Stage 2

Twenty-three components were developed which represented the five
categories (Appendix I - Original Twenty-Three Components and Validity
Weightiﬁgs). The validators indicated their degree.of'agreement whether
the components elabérated on the categories. They responded on a five-
point Likert-type scale for each component: 1 -~ strongly agree, 2 - agree,
3 - undeéided, 4 - disagree, 5 - strongly disagree. Each validator's

- : ’
response.was agsigned a weighting: strongly +2, agree +1, undecided -0,
disagree -1, strongly disagree ~2. This permitted the researcher to
quantify results and assess whether the majority of the validators
beliéved the component elaborated on the categories and favoured a
component for development of attitude questions. A component must have
received a total weightiﬁg.of +4 or higher in order to be considered
for use in deyeloping quesfions for the final questionnaire. Sixteen

components received a8 welghting of at least +4 and were accepted by the

researcher for the questionnaire (Appendix 3 - Final Sixteen Components).

Validation Procedure - Stage 3

Ninety-five questions were developed which represented sixteen

components (Appendix K ~ Original Ninety-Five Attitude Items). The

=
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validators indicated their degree of agreement whether the questions
elaborated on ;he components. The Validétors responded on a five-

point Likert-type scale for each qpeétion: 1 - strongly agree, 2 ; agree-
3 - undecided, 4 - disagree, 5 - strongly disagree. The responses were
assigned a weighting: strongly agree +2, agree +1, undecided 0,
disagree'-l, strongly disagree -é. This permitted the researcher to

~ -~

*quantify results and assess whether the majority of validators believed

Y,

tﬁe questions elaborated on the components and- favoured questions for
deveioémént of the final queétionnaire. A question must have -
received a total weighting of +4 or higher in order to be

_coﬁsidered for inélusion oﬁ}the final questionnaire. Twenty-nine

quéstions received at least a +4 weighting and -composed the

questionnaire.

Validation Procedure - Stage 4

A balanced representation of nuﬁbers of questions in components was
achieved by including a minimum of one and maximum of three questions

in each component. A balanced rebresehtation within components of

g

questions was considered necessary to examine later Th the étudy those
areas of elementary school gymnastics and the theme of balance which were -
strong for teachers. Originally, two‘eomponents included more thah
three‘questions. Three questions were selected randﬁyly:in each

component for inclusion on the final questionnairé. The femaining
t&enty—nine questions were‘re—ordered for the final questionnaire. The
random listing of questions separated similar quest: ‘»veloped within
one component. The Roman numeral_of the category and ilettering of

the component for each question were included on the
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questionnaire. This allowed analysis of teacher responses regarding

components,

Validation Procedufe - Stage' 5

The twenty—ning questions_were submitted for validation to a panel
pf four elementary school teachers who were non-gspecialists in physical
educatién (Appendix F - Validators). This panel included teachers who
were similar in training and in their present teaghing situation regarding
elementary physical education to :the sample used in the study. The
validation procedure sought information regarding botﬁ fﬁe cons;ruction
and contént of the scales and the questionnaire (Appendix L -
Validation Questioﬁnaire). As a result‘of_this, changes in wording
in éelected questidns and in the diagnostic guide were implementedf

The final attitude questionnaire appears in Appendix M,

Development of the Perceived Knowledge Questionnaire

-

The variable tested was teachers' gerceived knowledge regarding the
theme.of balance in~¢rade Four gymnastics.* Fourteen comporients were
developed which elaborated on the variable being tested. Seventy-five
ques;ions were developed to elaborate on the components. From these
questions, twenty-four questions were s;lected and appeared on the final
questionnaire,

A four4staée validation procedure wés designed to aséess the content
and construction of the components aﬁd final questionnaire. This
procedure allowed the researcher the opportﬁnity to probe’into the

] [
validators' responses at each stage. Each stage involved written“if

feedback which the researcher used for development of the next stage.
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Validators selected were considered knowledgeable in the field of

elementary school gymnastics (Appendix F - Validators).

Validation Procedure - Stage 1

Fourteen components were developed which represented the variable
being tested, i.e. ggfchers' perceived knowledge regarding the theme of
balance.' The validators indicated their degree of ggreement whether
the category elaborated on tge variable. The validators responded on a
five-point Likert—type éc;le for each component : 1 - strongly agree,

2 - agree, 3 - undecided, 4 - disagreé, 5 - strongly disagree. This

type of scale was chosen for its ease in marking and its high degree of
reliability and vélidity. The responses were assigned a welghting:

+2 —'strongly agree, +1 - agree, 0 - undecidéd, -1 - disagree,_—2 -
strongly disagree. Tﬁis permittéd the researcher to quantify the results

and assess whether the majority of the validators believed the component

elaborated on the category and faveured the components for development
of quesFions for the final questionnaire. A component must have
receivéd a total weighting of +4 to be considered for use in develéping
items for the final questionnaire. |
Validators were askeh to eliminate redundant components and reword
components where required. Two éomponents were eliminated. Questions

were developed from the remaining twelve components (Appendix N - List

of Twelve Components Regarding Perceived Knowledge of Balance).

Validation Procedure — Stage 2

Seventy-five questions were developed which represented the twelve
components. The validators indicated their degree of agreement whether

the questions elaborated on the components. The validators responded on
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a five-point Likert-type scale for each question: 1 - strongly agree,

2 - agree, 3 - undecided, 4 - disagree, 5 - strongly disagree. The
responses were assigned a weighting: strongly agree +2, agree +1,
undecided 0, disagree -1, strongly disagrgé -2. This permitted the
researcher to quantitatively assess whether a question received the
Eupport from the majority of the validators. The validators were asked
to eliminate redundant questions and rewo;d questionslto incfease

N clarity. Thirty-six questions réceived at least a +4 weighting and were

considered for inclusion on'the final scale.

Validation Prqcedure - Stage 3

- A balanced representation of questions in each component was achieved
By includ%?g two Auestions in each component. This balance of questions
was considered necessary to examine which areas of elementary school
gymnastics and the theme of balance were strong for teachers. 1In
coﬁponents Where>more than two questions were weighted +4 or higher, a
random selection ofitwo items was made. Twenty-four items were .
considered for inclusion in the final questionnaire (Appendix 0 -

Perceived Knowledge Components and Questionnaire Items).

Validation Procedure - Stage. 4

The twenty-four questions were submitted for validgtion'to a
panel of four elementary school teachers who were non-specialists
in physical education (Appendix F - Teacher Validators). This
panel involved teachers who were similar in school situation,
training and knowledge regarding elementary school physical
éducation tb the sample to be used in the study. A four-

point scale was added: 1 - no knowledge, 2 - a little
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knowledge, 3 - sufficient knowledge, 4 ~ comprehensive kdowledge. The
validation procedure sought information regarding the construction and
content of the scales and the questionnaire (Appendix M - Validation
Questionnaire of Final Attitude and Perceived Knowlgdge Questionnaire).
VChanges in wording in selected questions‘and in the diagnostic guide vere
implemented. ‘ ’ '

The final questionnaire appears in Appendix P (Appendix P - Perceived

Knowledge Questionnaire).

Posttest In-person Interviews

<

Nine teachers were féndomly selected for in-person interviews. These
interviews were designed to probe extensively into teachers' uée of the
selected curricula. As well, interviews attempted to validate responses
from the questionnaires. Regarding interviews, Kerlinger (1973)
suggested that responseslreflect beliefs, opinions, attitudes and feelings
that respondents have about objects with an estimatevfor their own reasons
for doing or believing something.

A fifteen~question interview wde designed for ‘teachers,
using Curricula A, B aﬁd C. TFeedback was sought in two areas: teacher
» reaction to the entire cufriculum used and teacher reaction te the
components within each curriculum.

Teachers who used Curriculum A responded tovan additional three
questions regarding their component of leseod plans. Teachers who used
Curriculum B'respoﬁded to an additional four questions regarding the
component containing the theme material. Teachers who used Curricuium C

responded to an additional three questions regarding the absence of

lesson plans and theme material and the usefulness of the components in



this curriculum for designing lessons. The interview questionnaires
appear in Appendix Q (InQPerson Interview Questionnaire).

All intervigws were conducted by the researcher and responses tape-
recorded. Interviews.were arranged by telephone and were conducted at
.mutually agreed-upon times at the teacher's school or home. Thé
transcripts were summarized by the interviewer and appear in Chapter 4.

Choice of questions for the interviews was based on a question's
potential in representing selected areas‘regarding curricula.
Determinants of imﬁlementation of curricula sqggested explicitness
and complexity (Fullan and Pomfret, 1977). Components of curricula and

levels of use suggested organizational structure, curricular components,

length and breadth (Hall and Loucks, 1977; Leithwood, 1981).

Posttest Telephone Interviews

The remaining twenty-one teachers were iﬁterviéwed by telephone.
Telephone interviews were used because the length of time and size of
sample available to the researcher made it necessary to conduct a less
in-depth interview in this way. A four-question interview schedule was
~ designed for teachers using Curriculum A, Curriculum B and Curriculum C
(see Appendix R - Telephone Interview Questionnaire and Schedﬁle). The
‘initial.three questions sought feedback from each teacher in two areas:
the teacher's reaction to the curriculum as a whole, and the teacher's
reaction to the various compéhents within eaéh éurriculum. Teachers who
used Curriculum A responded to én additional question regarding the
component containing the lesson plans. Teachers who used Curriculum B
‘responded to an additional question régafding the component containing

the theme material. Teachers who used Curriculum C responded to an

52
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additional question regarding the absence of lesson plans and theme
material and the usefulness of the components ih this curriculum

for designing lessons. The inter;iew schedule appears in Appendix R -
Telephone Interview Questionnaire. All interviews were conducted “
by telephone and responses were written by the researcher.

The written reactions were summarized and appear in Chapter Four.

Sl

The Sample

The population from which the séﬁple was chosen for the study
included Gfade Four non-specialist teachers qf physical education in
the Edmonton Public Schoél System. The sample was delimited to the
Edmonton Public Schoo{ System to limit researcher tra;el and ensure
maximum sample contact. For éhe purpose of this study, non-specialists
were teachérs who had completed no more than ;ne elementary school
physical education course at the university level and who were teaching
their own class in the regular program. The present sitvation in the
schools indicates that classroom teachers will be gxpécted to continue
to teach their own physical education. An analysis of the sample of
teachers is in Table 1. \

The Supervisor of Physical Education for the Edmonton Public School
District provided a list of schools employing Grade Four Teachers who

met the above-mentioned requ1rements of the study. Principals of the
7»

gj

schools were contacted by telephone and asked if they had a Grade Four “”;

teacher on staff who might be interested in taking part in a physical

4

I)r

keducation—related curriculum study. Principals in the thirty—elght 5 }kr

schools invited the researcher to talk to those teachers who had

expressed interest in being involved in a physical education study.

L
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Table 1

ANALYSIS OF SAMPLE OF TEACHERS .,

n = 30
Respondents: !
Sex Male 6
Female 24
Teaching Experience 1 year ’ 1
2-5 years 8
6-10 years 8
- 11+ years 13
Physicél Education '1 year 5
Teaching Experience 2-5 years 12
6~-10 years ¥ 5
11+ years . PR 8 .
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Thirty schools were sele._ted randomly, and thirty teachers were
contacted. The sample was limited to thirty teachers to allow maximum

amounts of personal contact and feedback from interviews, to make

: q
reasonable pretest and posttesting procedures possible and to have ten

£

teachers use each cutrdculum design. Procedures to be used for the study

were outlined. Suitable dates and times for delivery of the -

questionnaires and curricula were arranged.

-Data Collection Procedures

B Vid i
e B

FE . IR . -

" Three groups of ten teachers Jgfe seiécted’r;;domly to implemen§
Curricula A, Bzand C. Teachers were asked:to implement the'gymhastié
Cu:fihula over fbur'weeks, éeaching two gymnastics classes a week. This
implementatioﬁ period was considerea necessary for comprehensive
imﬁlementatiOn of the tﬁeme ﬁaterial outlined in each curricula. The
imple#entation time périod occurréd between Octéber 13th énd November 6th,
1981. Teachers were asked to‘complete qqestionnaireé rggarding their
attitudesAtowardé gymnastics and perceived‘kﬁowledgefregarding the theme
of balance prior to and after using their curriéulai
> Teachers were contacted.iﬂ person prior to the:implementation
period. The attitude and perceived knowledge questionnaires and
curricula were léftlwith each?tgacher. Teéchqgs were_asked to complete
- the questionnaires before.reading phe curricula. Qﬁestionnaires were
retﬁrned to the ;esearcher in gelf—éddressed stamped envelopes ;rovided
by the researcher Postfést questiongaires We e distribu{ed';o éeachergl‘
at the éna of t. ar-week implementatibn period. Delivery was by the

interschool mail system and instructions were given to the teachers by
- N B

.telephone to ' return the questionnaires in the self-addressed stamped



envelope provideé.» This procedure was used to minimize the difficulties

in coordinating in-person distribution of questionnaires.

Interviews lasting approximately forﬁy minutes were é_'f

teachers after completion of the implementation period;;l;x;uwz éws were
designed to p;obe into the impiemenfation of eéch curriculum.ﬂ.Teachers
'were contacted approximately one weék prior to the completion of the
implementatipn period by telephone to' arrange suitable‘times and places
for the interviews. “ .. B

Détéils regarding the development of the questionnaires and the

interview schédqle’are outlined in the following chapters.

e

;Summagz

This chapter outlined the désign of the study. The development of
the selected curricula, the choice of sample, and the methods of data
collection -have been presentgd{ Chapter 4 outlines the analysis of the

data.
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Chapter 4 ‘
¢ ANALYSIS OF THE DATA

Introduction §

.

The purpose of this chapter is to present a detailed analys}s of
the informationvgained through.responses to the attitudé questioﬁnairé,
perceived knowledge questionnaire, and to the interview:.

The first part of the chapter provides a description of teachers'

\

responses to the.attitude questionnaire and tables outlining the \

numerical breakdown-of responses. The second part of the chaptér
/‘provides a descriptidn of teacher responses to the knowledge questioﬁnaire
and tables outlining the numerical breakdown of respbnses; The
validation procedurés resulteéyfn elimination of some initial components.
As a result, the‘numbering system is broken throughout this chapter. The
third part of the chapter providgs a description og%respoﬁses to the
interviews. #

The sample of ghi;ty teachers‘wéé'randomly divided iﬁ%%%tﬁree
groups} Each’group implemented a selected curriculum. CurriculumiA
contained téaching.content organized in eightblesson plans in a
component. Curricjlum B céﬁtained teaching cdntent and strategies and
learner experienceé outlined under major headings in a component.
Curriculum C incl@ded material common to A and B. The attitude and perceived

knowledge queStioﬁnaires were administered before and after implementation.

> v
Interviews were c%nducted after implementation. .

Twenty—nine Fttitude questions were grbuped under sixteen selected

/ 57
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components which were designed to give a comprehensive representation of the
variable being tested. The respondent selected one of five responses:

1) strong agree, 2) agree, 3) undecided, 4) disagree ahd 5) strongly disagree.

The information for each question has been summarized in the followiﬁg

manner:

1) Where it was significan;, the paragraph in theiResults.seézion
discussed Fhe chénges froﬁ pretest to posttest fog\each group and
‘discussed the differences among groups in the posttest, |

2) A summary of responses for each component which had two or more
questions has been included, |

3) A numerical breakdown of responses outlined in tables follows each
question,

4) A summary of weightings for each question has been included.

5 A Veighting system has been used to facilitate a comﬁarison of
the changes from pretest to posttest among the three groups for
‘each question. The procedures used were:

a) The increase or decrease in number of responses from pretest
to posttest in the strongly agree (SA; agree (A), undecided
w, disagree (DA), and strongly disagree (SDA) categories
have been noted for each group for each question,

b) The categories (strongly agree, agree, undecided, disagree,
strongly disagree) have been assigned a weighting (strongly
agree +2, agree +1, undecided 0, disagree' -1, strongly
disagree -2). The number of increasgé p;*ﬁecreases for each
catego?y has been multiplied by theM;eightings. This result
for each categofy, and the total for the group (i.e. Users

of Curriculum A, B or C) have been recorded‘be;ow the write-
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up of the results for each question in this chapter.

Table 31 illustrates a comparison of all groups for all

’

questions and cbmponents-related to attitudes.

c) Where questions have Been worded positively, higher positive

totals should be used for comparisons. Where questions have

been ﬁ&rded negatively, higher negative totals should be

. for comparison.

Indication is given in Table 31 (+) dr ).

Description of Responses to the Attitude Questionnaire j

Component IA - Teacher attitudes toward the teaching of gymnastics as an

Question 8 -

Results -

Curriculum A
Curriculum B
Curriculum C

Question 23 -

1
Results -

enjoxable‘endeaVOur (Table 2).

- \

I enjoy teaéhiﬁg elementary school gymnastics.

The number of teachers reporting that they enjoy teaching

elementary schopl gymnastics increased in all three groups

in the posttest.

59,

However, the teachers using Curriculum B indicated somewhat

the number of teachers indicating strong enjoyment

decreased while the number of teachers indicating a lack

of enjoyment increased.

SA A U
2 1 0
-4 3 0
0 3 0

excessive (Table 3).

DA SDA Total
2 0 5

-1 -2 4
2 0 5

The effort required to teach gymnastics correctly is

less enjoyment than the other two groups. In the posttest,

In all three groups there was an increase in the number of

teachers who believe tha

he effort required to teach



Table 2 : : o

-Pretest and Posttest Responses to Question 8

Question 8: I enjoy teaching elementary school gymnastics.

. ) -
SA A ' U DA SDA

Curriculum A

Pretest 4 4 2

Posttest 1 5 4

Curriculum B ' e

Pretest 3 3 4

Posttest o1 6 1 1 1

Curriculum C

Pretest 1. 3 3 2 1

Posttest h l/yy 6’ 2 . 1

&




Table 3

Pretest and Posttest Responses to Question 23

Question 23: The effort red
‘ excessive.

Curriculum A

Pretest

Rosttest

Curriculum B

Pretest

Posttest

Curriculum C

Pretest

Posttest

;yed to teach gymnastics correctly is

SA

61

U DA SDA
3 4
1 5 1
4 6,
8
1 3 4 1
1 4 5
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gymnastics is not excessive. Th‘increase was most

evident for users of Curriculum C.

SA A U DA SDA Total
Curriculum A 0 0 0 -1 -2 -3
Curriculum B 0 2 0 -2 0 0
“Curriculum C -2 1 0 0 -8 -11
Question 10 - I have fun with my ‘children in gymnastics classes (Table

4).
Results - In all three groups‘the number of teachers reporting that |
they have fun-with the children in gymnastics'increased
in the posttest.
However, the teachers using Curriculum B were a little

less enthusiastic than the teachers in the other two

groups.
SA A U DA SDA Total
Curriculum A 4 1 0] 1 0 6
Curriculum B -2 2 0 0 0 0
Curriculum C 0 2 0 1 0 ‘ 3

Summary of Responses to Component 1A

rhe majority df all teachers who use Curricula A, B a;d C indicated
thaé they enjoyed teaching elementary school gymnastiés in both pretest
éﬁd posttest. Each gfﬁup showéd increases from prétest to posttest
in three 'questions: tHhose who enjoyeé teaching gymnastics, those
who did not feel that the effort required tq teach gymnastics correctly
is rexcessive, and those who had fun with their children in gymnastics.
Users of Curriculum C, followed by users of Curriculum A polled slightly

higher increases in these questions.

°Component IC - Teacher attitudes toward their own perceived state of

competence in teaching gymnastics.



Table 4 v

Pretest and Posttest Responses to Question 10

Question 10: I have fun with my children in gymnastics.

. ‘\1“ <
SA A U DA SDA
*

Curriculum A

Pretest . 1 5 3 1
Posttest 3 6 1

Curriculum B

Pretest 2 4 3 1

r 4

Posttest 1 ) 2 ' 1
Curriculum C

Pretest 1 6 _ 2 1

i
Poéttest 1 8 1




Question 9 -

Results- -

Curriculum A
Curriculum B
Curriculum C

Question 27 -~

Results -

Curriculum A
"Curriculum B
Curriculum C
Question 28 -

Results -

64

I would feel uncomfortable if a supervisor observed my
work in gymnastics (Table 5).

In the groups using Curriculum A and Curriculum B, the
number of teachers who reported that they would feel
comfortable if a supervisor observed their work increased.
The teachers using Curriculum C were unchanged in their
willingness to have a supervisor ogserve their work, as
fewer teachers here disagreed with this statement.

SA A U DA SDA - Total

-2 -1 0 -2 -2 -7
0 -2 0 =2 ~2 -6
2. -1 0 0 0 1

I am_personally quite able to improve my own teaching

of gymnastics (Table,G)(

The number of teachers reporting that they felt éble to
improve their own teaching of gymnastics increased for the
groups using Curriculum A and>CurriculQm C.

However,.the group using Curficulum B was less confident
abodt improving their own teaching. In thé posttest

the number of teachers indicating that they could improve

their own teaching decreased in B.

SA A U DA SDA Total
2 1 0 1 0 4
-2 -1 0 1 0 -2
-2 3 0 1 0 2

I am able to decide what to teach in gymnastics (Table 7).
The number of teachers reporting that they wexre able to
decide what to teach in gymnastics did not increase

appreciably in the posttest for‘any group.



Table 5

Pretest and Posttest Responses to Question 9

Question 9: I would feel uncomfortable if a supervisor observed my work
in gymnastics.

SA A U ﬂ DA SDA
Curriculum A
Pretest 1 3 3 3
~
Posttest 2 2 5 1
Curriculum B
Pretest 3 . 1 ~ 6
Posttest . 1 ~ 8 1
Curriculum C
Pretest 3 2 5
Posttest 1 } 2 2 5 .




Table 6 [

Pretest and Posttest Responses to Question 27
1

]

Question 27: I am personally quite able to improve my own teaching of

gymnastics.
‘ 1
SA A U DA SDA

Curriculum A

Pretest 1 5 2 4 2
Posttest ' 2 ’ 6 1 ’ 1
Curriculum B

Pretest 2 5 : 3

- .

Posttest 1 4 3 2
Curriculum C

Pretest 1 3 4 ' 2
Posttest 6 3 1




Table 7

Pretest and Posttest Responses to Question 28

Question 28: I am able to decide what to teach in gymnastics.

SA DA SDA

Curriculum A

Pretest 3
Posttest 1 2
Curriculum B

Pretest 3
Posttest 4
Curriculum C

Pretest 2
Posttest -3
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R ‘ ' "
SA A U DA SDA Total
. ;‘\! !
Curriculum A 2 -1 0. 1 0 Y 2
Curriculum B 0 0 0 -1 0 -1
.vﬁgrticulum c 0 2 0 -1 0o 1

Summary of Responses to Component IC

More teachers who used Curfzculum A than Curricula B or C perceived
themgselves competent, gfter implementation in aspects of teaching
gymastics, referred to by this component's questions.

Component ID —NTeaching attitudes toward the ptoblem-sol?ing approach
that has been advocated for teaching gymnastics by
selected authors.

Question 15 - I prefer the movement education approach to teaching
gymnasticsH(Table 8).

Results -~ The number‘of teachers reporting that they prefer the
ﬁ;oblem-solQing ;pproach to teaching gymnaétics increased
™ . in groups using Curriculum A and Cdrriéulum B, and
decréagéd:in the group using Curricglum C.
,Howéver,iﬁhe group using Cprriculgm>kfreported more of an
incfease'ipiprefefence towards problem-solving {B the
pbsttést'thén did the other groﬁps.

“SK . A U ' DA SDA Total

Curriculum' A 2 3 0 1 , 0 ; 6
Curriculum B 0 2 0 -2 0 ) 0
Curriculum C 0 -1 0

-2 0 -3

Component'IG - Teacher attitudes toward constraints and difficulties that

are typically associated with teaching gymnastics.
Question 26 - Pragtical constraints (like shortage of class time,

setting up apparatus) are aspects which make teaching

gymnastics unpleasant (Table 9).



Table 8

Pretest and Posttest Regponses to Question 15

o

-

Question 15: I prefer the movement education approach.to teaching

69

gymnastics.
K [
SA ‘U DA SDA
Curriculum A i
Pretest 8 1
(2
Posttest 1 5
Curriculum B | oA
Pretest 7
I
* ) -
- Posttest: 3 2
' ¢
Curriculum C
Pretest : 9
Posttest 8 2




-Table 9

Pretest and Posttest)Responses to Question 26

Question 26: Practical constraints (like éhortage oi class time, setting
aching gymnastics

up apparatus) are aspects which make t

unpleasant.
SA A 1 DA SDA
Curriculum A
. v )"W
Pretest 1 7 1 -
Posttest > 3 5 1
Curriculum B
Pretest h 1 6 1
S
"Posttest 3 4 3
Curriculum C
Pretest 3 5 ¥ 2 .
i \
Posttest 8 2

o

B



{
|
Result# -

[

!

Curriculum A
Curriculum B
Curriculum C
Question 4 -

#

.Results -

Curri culﬁ\@
Curriculud

Curriculum C

Question 19 -

71

In all three groups there was a stfong indication that
practical constraints are gspects for the teacher which |
make teaching gymnastics unﬁleasaﬁt._ The use of any of

the three curricula did not appreciably alter this

feeling the teachers had regarding constraints.

SA A U DA SDA Total
4 -2 0 1 -2 1
4 -2 0 -2 .0 0

-6 3 0 3

0 0 T

The teacher's ability to demongtrafe a skill in /
gymnastics is important (Table 10). - . // M

The ;umbe£ of teachers reporting that 3 teachet's
ability"to demonstrate is important decreased siightly in
the pokttest for groups using Curriculum{% and |
Cuf;ipulué C. The group using Curriculum A did not show

appreciable change in attitudes towards this aspect.

sA A U DA SDA Total
0 1 0 0 -2 -1
o =3 . - 0 -1 2 -2
2 -3 0 -1 =2 <4

/
A specialist teacher is required to teach gymnastics

correctly (Table 11).

Results -

Curriculum A
. Curriculum B
Curriculum C

The number of teachers reporting that a specialist teacher
is required to teach gymnastiés increased slightly for the
grdups,ﬁsing Curriculum B and Curriculum C. The most
aniceable shift in attitudes opposed to specialist

teachers .was noted by the group using Curriculum A.

-y

SA A U DA SDA Total
-2 0 0~ - -3 0 -5
2 1 0 -1 2 4

o 1 0 2 0 3



Table 10

Pretest and Posttest Responses to Question 4

Question 4: The teacher's ability to demonstrate a skill in gymnastics
) is important. . :

SA A U DA SDA

Curriculum A

Pretest 3 3 3 1

Posttest 4 a1 3 2

Curriculum B

Pretest 4 2 2 2
Posttest 1 [ 5 3 1
‘Curriculum C \

Pretest . ’ 4 2 ' 4

Posttest 1 1 2 ' 5 1




Table 11

Pretest and Posttest Responses to Question 19

Question 19: A specialist teacher is required to teach gymnastics
correctly.

SA A ' U 1 DA - SDA

Curriculum A

X
Pretest 1 1 3 AQM? 1
o P d
Posttest -1 4 1 ‘ ( 7 1
\i v.‘

Curriculum B ~ ! R 5
Pretest ' 1. 3 5 - 1
Posttest : 1 .2 1 | 6
Curriculdm C

\. f

Pretest 1 | 1 3 5

Posttest -1 2 4 3

73



Summary of Responses to Component IG

Users of Curriculum A became generally more positive about aspects
of gymnastics .related to possible constraints and difficulties than did

users of Curriculum B or Curriculum C.

Component ITA - Teacher attitudes toward the enjoyment children derive

Question 24

Results

e

Curriculum A
Curriculum B
Curriculum C

Component IIB

Question 1

Resglts

from gymnastics.

4

reporting® that children ej
posttest. However, the gt.

recorded la;ger increasds ¢

gymnastics.
‘SA
6
-2
-4

- Teacher attitudes toward the acfiievement and performance

b§ children in gymnastics.

at (Table 13). -

A

0
2
1

U

0
0
0

14

any

i

ing Curriculum B, the number of t

DA

0
-1
-1

Rk ;
Curriculum B in terms of child

:g‘

Most children enjoy gymnasﬁics (Table 12).

Bk

However, in two groups, the group using Currig
'S;_‘i(

the group us

SDA

s

0.
0

' -
en's enjoyment of

Total

6
-1

i

- The numbér of teachers reporting that children's

. L
gymnastics sequences should be pleasing to look at

&

incfeased-sliﬁitly in ‘all three groups. While most

74

s vy A : '
2 child¥en's gymngstic sequences should be pleasing to look

teachers in each group agreed with the question, a slightly

larger move towards agreement was noted by users of

Curriculum A.



. : Table 12

Pretest and Posttest Responses to Question 24

Question 24: Most children enjoy gymnastics.

75

SA A U {)1 DA SDA

Curriculum A
Pretest 2 : A 4
Posttest, ‘1w 5 4 1 W
Curriculum B
Pretest 3 % 2 g‘%
Posttest 2 7 1

‘ 5
Curriculum C
Pretest 4 5 1
Posttest 2 : 6 1 1




%

>

Curriculum A

Pretest

-Posttest

Curriculum B

Pretest ///

Posttest

Curriculum C

Pretest

Posttest

Pretest and Posttest Regponses to Question 1

Table 13

“.

DA

SDA

76

Question 1: Children's gymnadtics sequences should be pleasing to look at.
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SA A U DA SDA Total
Curriculum A 4 -1 0 1 0 4
Curriculum B 0 1 0 0 0 1
Curriculum C 0 2 0 3 0 3
Component IID - Teacher attitudes toward the educational contributions of

.

gymnastigs in meeting the selected aims and objectives
outlined in the Program of Studies.
Question 16 —.Gymnastics is of inherent valﬁe to childreﬂ (Table 14).
Results ~ The number of teachers agreeing that they believed
gymnggt;gs is of inﬁgrént value to children remained

i wd -»fairly hiéh’ln the posttest for each group. In the

posttest though, the largest move towards strong
: \

agreemahk that gymnastics is valuable was polled by

users of Curriculum A.

SA A U DA SDA Total
Curriculum A 4 1 0 0 2 7
Curriculum B 2 -1 0 0 0 “1
Curriculum C -2 0 0 1 0 -1
Question 29 - Gymnastics is educationally valuable (Table 15).

The response.polled for each group was very positive in
both the pretest and posttest. The majority of teachers
believed that gymnastics is valuable.

Results —~fn the groups using Curriculum B and Cufﬁiculum C, the
number‘of*teachers reporting that gymnasgics is
educatio%ﬁlly valuable decreased slightly in the posttest.
The group that used Curriculum A reported .a slight
increase in teachers who believed gymnastics is

. e . :
valuable, The majority of teachets in each group agreed

before and after implementation.



Table 14

’

Preteat and Posttést Responses to Question 16

Question 16{ Gymnastics is of inherent value to children.

é‘;{;rh
"

T

SA U ‘DA SDA
F

Curriculum A

Pretest 2 1

Posttest ' 2

Curriculum B

Pretest 3 1

Posttést . 4 1

Curriculum C ;

Pretest 3 1 1

Posttest 2 2

78



Table 15

Pretest and Posttest Responses to Question 29

Question 29: Gymnastics is educationally valuable.

SA A U 1 DA SDA

Curriculum A
k4 :
Pretest 1 : 7 2
©
Posttest 3 7
Curriculum B . N
¥
Pretest ' "5 5
Posttest 7 2 1
-

Curriculum C(
Pretest : . 3 6 : 1 '

»
Posttest 2 w0 6 2

79.




Curriculum A
Curriculum B
Curriculum C

v

SA A U
4 0 0
4 -3 0

-2 0 0

80

DA SDA Total
0 0 4
-1 0 0

0 0 -2

Summary of Responses to Component IID

Generally, more users of Qurriculum A than users of Curriculum B

and Curriculum C in the posttest believed that gymnastics makes an

educational contribution.

Numeriéally speaking, this belief became even

stronger after using the particular curriculum. Users of Curriculum B

had the next largest number of responses in agreement, followed by users

of Curriculum C.

Component IIIA - Teacher attitude as recipients of preplanned curriculum

Question 2 -

~elementary school gymnastics (Table 16).

Results -

Curriculum A
Curriculum B
Curriculum C

Component IIIB -

materials for teaching gymnastics:

There 1is a lack of useful curriculum materials for \

In each group, there was

i
1

either no or very little

increase in the numbers of teachers who agreed that there

is a lack of useful curriculum for elementary school

gymnastics.
However, the groﬁp using

positive in the posttest
towards stro

agreement

slightly more evident in

SA A \u
-2 1 0
4 -1 0

o 0 0

Teacher attitudes téward

materials.

W
Curriculum A became more

about curriculum. Thié‘shift

.regarding curricula was

the group using Curriculum A.

DA SDA Total

-4 -2 -7
1 -2 2
1 0 1

sources of .prepared curriculum
|



Table 16

Pretest and Posttest Responses to Question 2

Question 2: There is a lack of useful curriculum materials for
elementary school gymnastics.

Curriculum A

Pretest

* Posttest

4

Curriculum B

Pretest

Posttest

Curriculum C

Pretest

POSttEétﬂ“

1
SA 4] DA SDA
,,,,,,,,, -
1 1 5
4 . 1 1
3 2
2 2 1 1
A}
1 1 2
1 2 1

81

3



Question 11 -

Results -

82

Rl
1 am able to teach gymnésticn'from someone else's

preplanned curriculum materials (Tablg 17).
The majority of teachers in each group agreed that they
. I’

could use someone else's curriculum to teach gympastics.

- This agreement was evident both before and after

Curriculum A
Curriculum B
Curriculum C

Question 17 -

Results -

Curriculum A ﬁ‘:

Curriculum B
Curriculqm C

“about content, s |

implementation.
The group using Curriculum A hbwever, reported the largest
move towards strong agreement about being able to use

someone else's curriculum in the posttest. The group using

‘Curriculum B reported the next largest move towards strong

agreement. The group using Curriculum C remained constant.

sA A U DA SDA Total
2 4 0 0 0 6

2 1 0 o 0 3

-2 1 0 o | o 1

: . }
Information about the content of gymnastics is more useful
' J

than information concerning appropriate methods (Table 18).
Generally,ﬁin all three groups, the majority of  teachers

favoured information about methods more than iq&ormation

/
i

/

/

The number of teachers disagreeing that info#;étioh_abouJ

: ¢ .
the content was more useful increased in the posttest in.
/

the‘grbup uéing Curriculum B; and decreased slightly in

the other two groups.,

SA A U DA __ SDA Total
o 3 0 1 0 4
0 -1 0 -3 0 -4
0 2 0 1 0 3



 Table 17 RS

Pretest and Posttest Res?onses to Question 11 (\‘

Question 11: I am ablé'to teach gymnastics from someone else's preplanned
curriculum materials.

— - 1 -
Curriculum A
Pretest . < 5 1 5 .

\
Posttes't ' 1 .- 9
Curriculum B . - :
N . . . . L - ; 1 ..‘ \ . ’s ' .

.+ Pretest ' . ... L 3] ~-6 e 3

-3 -w'it"" } Co ' . '
-

Posttest 2 7 1 1
Curriculum C .
Pretest 2 7 1 :
, _ R
Posttest 1 8 o1




* Table 18

A

Pretest and Posttest RespOnséé to Question 17 -

\\\

Question 17: Information about the content of gymnastics is more
than information concerning appropriate methods.

3 .
b B b

useful

84

. . ' N [ .
SA A ' u DA SDA
Curriéulum A
“ ‘\'(’\ . .
Pretest : S N 2 8
5 )
- : - o : \,
*=Rosttest * ~ - 3 ’ ' 7
- : . .
Curriculum B '{ - ‘ R
Pretest 1 3 \\ %
Posttest 1 9
"Curriculum C
. Pretest 2 8
' 2 1 7
Posttest;§~ —_ -
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. duestion 21

'Sumnary'of Responses to Component I1IB

85

[

Most teachers in each group were favourable towards externally

prepared curricula.; While most_teachers in each group were supportive of

curricula as sources for teaching methods rather,than sources of content, the

group using Curriculum A became slightly more supportive in this regard.

Component IIIC - Teacher attitudes toward the clarity of content in

Question 7

Resulté

Curriculum A
Curriculum B

‘Curriculum C

e

~
\\\

Results

A

preplanned curriculum materials.

It i8 important to understand a gymnastics theme .or
topic before teaching it (Table 19).

EN &) .

Generally, nearly all'teachers in. each group agreed that.

it 1s important to_understand a theme before teaching.
.,4; -
(] ’ : }

.No design of curricula used appeared to influence this

«

belief'any more than did another design.

For the groups using Curriculum B and Curriculum C,
»

'
s .

 there were only slight increases in the posttest towards

_strong agreement that understanding a theme is important

¥

forot#aching. There was no increase for the group using

Curriculum A,

SA A U pA  sm;A Total
2 -1 0 -1 o 0
2 0 0 0 0 2
0 1 0 -0 0 1

Someone else'S‘preplanned curriculum‘materiale are weak
in showing me how to bring about their written
objectives (Tatle 20).

Only the group‘using Curriculum C shoWed an increase in

agreement with the view that curricula are strond as -

guides in directing teachers in'realizing objectives.



7 | , | Table 19 U
. - .

Pretest and Posttest Responses to'Question 7

8 "

Question 7: It is important to undérstand a gymnastics theme or topic
before teaching it. '

-

( SA A S DA - SDA

Curriculum.A

Pretest 2 7 v 1

Posttest -3 ‘ 6 : ~ ' 1.

Curriculum, B

Pretest R 3 6 1

Posttest = 4 6

Curricuium 6

] . LS

Pretest 3 6 ' 1

Posttest : 3 7




"' . oy . R ’ . o
Question 21: Someone else's preplanned curriculum materials are weak in
' showing me how to bring about their writt

‘Table 20

Pretest and Posttest Regponses to Question 21

o

4 .
7
Curriculum A

Pretgst

' Posttest

A

* Curriculum B .

Pretest

Posttest”

Curriéulum C

. Pretest.

Posttest

N
.

2y

egyobjec;ives.

s

87

#sa U DA "SDA |
LY ) r .
| #
6 3
2 4 2 1
6 4
3 4
3 4 1
7 3
// - |
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The groups using Curriculum A and Curriculum B were less

.agreeable in the posttest towards the curricula 8 strengths

I [

v dn this\erea. These two groups each had almost equal

L}

numbers of teachers both agreeing snd disagreeing\with
the 1dea that curricula are weak in showing how to‘bring
_about objectives.

)

. SA A U ., DA SDA Total

) .Curricmlum{ 4 o o 1 . -2 3
Curriculum B 0 3 -0 0 - 0 -3
1

Curriculum C 0. -2 0 . 1 2

Summaryfof Responses to Component IIIC™

Responses to questions from this componentlsuggested teachers were
v generally satisfied in both pretest and posttest with the content in , ‘»
available curriculum materials.‘ Most teachers in each group believed ‘
that it is important to understand a gymnastics theme before teaching
‘it; However, a large number of teachers in each group indicated in

the posttest that preplanned curricula were weak in showing them how to

«bring about. the curricula's written objectives. -

Component ITID - Teacher attitudes toward the various formats ot
S - | preplanned curriculum materials.- |
Question l2 S - Someone else's preplanned lesson materials are best for
| ( my teaching of gymnastics (Table 21)
Results - The number of teachers agreeing that someone else s
o 2 preplanned lesson materials are best for their gymnastics
| teaching increased in all three groups‘in the posttest.

The groyp using Curriculum B was the most enthused ~

about using someone else's lesson materials.

o . . - .
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Table 21

Pretest and Posttest Responses to Queéstion 12

-+ *SA v A 1 U ) DA . SDA

Currfculum'A

Pretest = - 1 3 : 4 ‘ 2
- !
* Posttest = 1 4 3 2
} Nt - (
) b

Curriculuﬁ B

Pretest . 1 3 ‘ 2 - b

Posttest N : ) ’ /1 3

Currictilum €

Pxetést ] 1 5 3 1.

~Posttest . 1 5 ‘ 4




Currichlum A
Curriculum B

»Curriculum C

SA A v DA SDA Total
[y 3 s
0 -1 0 0 0 1
+2 3 0 +1 0 6
0 ~.0 0 1 0 1

Component IIIE - Teacher attitudes toward perceived success of

©

Question 6

Results

Curriculum A
Curriculum B

Curriculum C

Component IVB

Quesqiqn.ZS

Results

implementation in relation to curriculum materials
used,

Thg content of my gymnastics classes differs from what
the Program of Studies recommends (Tablé 22). fwfﬂ*w
The majority of teachers in each group agreed #!;ﬂ‘?
posttest that the content of their gymnastics class is
the same as what thg Program of Studies recommendéu .
Howevef, slightly mofe teachers using Curriculum A and
Curric;lum B indicated a confidence about tﬁe validity
of their program bpth before and after implementation
than aid teachers in the other groups.

SA A U DA SDA Total

0 0 0 1 0 1
0 1 0 -2 2 1
0 1 0 2 0 3

Teacher attitudes toward the implied or stated,purﬁoses

in gymnastics. |

The majorbvalue of'gymn;stics in the scﬁodl setting’ié.;
that it is a break from academic studies (Table 23).
Generally, most teachers‘inAeach group believed that

theré is more value to gymnastics than serving as a break in
academic studies. No significant trend was noted in the
groups towards agreéing or disagreeing with this

statement.



A ]

Table %4

<
Pretest and Posttest Responses to Question 6

144

Question 6: With respect to what is meant by the théme of balfﬁfe, 1

ta

Curriculum A

Pretest

Posttest

Curriculum B

- Pretest

rPosttest

Curriculum C

Pretest

Posttest

feel I have

No A Little Sufficient | Comprehensive
Knowledge . Knowledge Knowledge Knowledge
2 6 2
2 7 1
1 4 5
3 7
N, :
9 1
4 6
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A, and Curriculum C, reported the largest increases.

NK LK SK CK Total
Curriculum A 4 4 5 2 15
Curriculum B 2 1 2 0 5
Curriculum C 0 5. r 6 -2 9

Question 21 - With respect to other movement concepts which help develop

the theme of balance, I feel I have . . ., (Table 55).
Results ~ The number of teachers geporting that they have a.little

or sufficient knowledge increased in the posttest only in
the group using Curriculum A,
Generelly, the use of the different‘curricula did not affect
teachers' knowledge regarding other movement concepts which
help develop the theme of balance. Most teachers in each
group reported either no knowledge or a 1ift1e knowledge in

the posttest.

NK LK SK - - K Total
Curriculum A 6 -2 1 0 5
Curriculum B- 0 - 0 ‘ 0 0 0
Curriculum C -2 0 -1 0 -3

Summary of Responses to Component II

Users of Curriculum A polled the g££atest increase in responses
towards the comprehensive knowledge regarding related movement
concepts.

Table 56 has provided a. summary of the weightings for each question.
This system facilitates a comparison of changes from pretest to
posttest among the three groups for all questions related to perceived
knowledge. The conclusions outlined in Chapter 5 have been drawn from

information provided in this chapter and in this table.



Curriculum A

Pretest

Posttest

Curriculum B

‘Pretest

Posttest

Curricﬁlum‘n

Pretest

Table 55

Pretegt and Posttest Responses to Question 21

146

Question 21: With respect to other movement concepts which he;; develop
the theme of balance, I feel I have
No A Little Sufficient | Comprehensive
Knowledge Knowledge Kngﬁledge Knowledge
5 5
2 77 1
3 5 2
3 5 : 24‘
2 6 2
3 6 1

Posttest
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Table 22 .

Pretest and Posttest Responses to Question 6

-~

‘Question 6: The content of my gymnastice classes differs from what the
Program of Studies recommends.

Curriculum A

Pretest

Posttest

Curriculum B

Pretest

Posttest

Curriculum c

Pretest

Posttest

91

SA ) DA SDA
1 9
2 8
4 3 1
2 5
8
1 6




" Table 23.

_‘ : ‘\.

L4 ﬁ ) .

Pretest and Posttest Responses to Question 25

Question 25: The major value of gymastics in the school setting is that
it is a break from academic studies.

sA A v 1  oa ~ SDA

Curriculum A _ - : . \ c CoR
. Pretest A o ‘ 1 ' | 6 . 3

Posttest . o ; 3 . g 5 ' 2

Curriculum B !
' "Pr'ete'st' ' ' 1 4. 5

B .(\[ ' ‘
\.

Posttest ' B ' 7 .2

Curriculum C

Pretest - e . 1 - -1 5 3

;
Posttest - : 1 7 2




Curriculum A
Curriculum B
Curriculum C

Question 18 -

Results. -

93

SA U DA SDA  Total
0 -1 .0 1 2 2
0 1 0 -3 6 4
- p : -1 0 _—2 +2 -1

I underétand the objeptives in gymnastics for children

(T;ble 24).

In ‘all three groﬁps, the number of teachers reporting
that they‘understood ﬁhe obje;tives in gymnastics
increased in the posttest.

ﬁoweve:, this increase was a little less evident for

users of Curriculum C.

‘The groups using Curriculum A and Curriculum B mdyéd

towards agreement about their ability to understand

©

- gymnastics' objéctives while the other gfoup in the"

Curriculum A
- Curriculum B
Curriculum C

Question 22 -

Results -

posttest showed less confidence and change.

SA A U DA SDA Total -
0 30 . 2 0 5
0 4 0 1 . o0 5
0 0 0 2 0 2

I am unéure of what is expected by children in

gymnastics (Table 25).

The number of teachers agreeing that they were unsure of
what was expected by the childfen increased in the
posttest for groups that used Curriculum-B anq Cufriculum
C. Only oup ﬁsing Curriculum A had a shift towards
agreement that they were,sﬁre of thé expectations.

More teachers using Curriculum A were sure of what is

‘expected byvchildrén after use of their curriculum than

were the other two groups. .
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Table 24

Pretest and Posttest Responses to Question 18

Question 18: I understand the objectives in gymnastics for children.

SA A v DA ' SDA
Curriculum A ' i, ¢
Pretest 5 3 2
Posttest 8 .2
Curriculum B
Pretest ‘5 S 4 1
Posttest ' 9 1
: Curriculum‘C
Pretest 6 1 ' 3
'Posttist g 6 ’ 3 1




Table 25

Pretest and Posttest Responses to Question 22

w

Question 22: I am unsure of what is expected by children in gymnastics.

SA A v 1 a - SDA
Cufriculum A
Pretest : 6 1 : 2 1
Posttest 2 ' . 8
Curriculum B
Pretest ' ' 2 4« 4
Posttest J 6 . ‘ 1 v3
) Curriculum C
Pretest 1 2 , s 7 ’ /
Posttest- - . 4 2 4
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Curriculim A
Curriculum B
Curriculum C

Summary of Responses to Compénent IVB

96
SA . A .U . DA SDA  Total
0 -4 0 -6 -2 .12
0 4 0 1 o 5
2

2 0 3 0\ 3

Generally, the teachers who used Curriculum A'were the most aware of

the implied or stated purposes in gymnastics.

Component IVC -~ Teacher attitudes toward the subject content of Division

*« Two gymnastics at the Elementary School level.

«

‘Question 5 -

"Results -

It is necessary to know how to use themes in brder‘to.
teach gymnastics (Table 26).
Genefally, most teachers in each group agreed that themes

and their use are importantQ4 Howeée:, the gréup‘using

- Curriculum B moved to&érds agreement .in slightly more

numbers in the posttest than teachers using the other two

curricula.

The number of teachers reporting that the§féggged that it

Curriculum A
Curriculum B
Curriculum C
Question 14 -

Results -

' - Ry
is necessary to know how to use themes increased in~groups
B _ . Gy

e

using Curriculum B and Curriéulum-C and decreased in the

group using Curriculum A.

SA A U DA SDA Total

2 -2 0 -2 0 -2
2 3 0 1 -0 6
0 4. 0 0 0 'y

Gymnastits is an inherently dangerous activity (Table 27).
Generally, the majority of all teachers in each group did

not agree that it is\ipherently déngerous and no curriculum

appeared to significantly alter this belief after

implementation. - - ' ) ’ - ~.

. . . - . > ~ :

eg'is?ggZ”;
;j

H i
v

The number Qf'teachérs in&icating that gymnasti



- o ‘Table 26 | S

" Pretest and Posttest Responses to Question 5

’/;/ . \ . )
'*;*/'Question 5: It is necessary to know how to use themes in order to teach
gymnastics. ' '

SA A U DA SDA

Curriculum A -

Pretest ‘ 7 3
Posttest 1 5°° | 2 2

Curriculum B

Pretest 4 ) 4 ' 2

"Posttest 4 1 ' -7 | T | 1

Curricﬁlum C

Pretest ' 5 4 ' 1 o

- Posttest ' . 9 o 1 .




Table 27

i

Pretest and'Posttest Responses .to Que t;on 14

Question l4: Gymnastics is an inherently dangerous activity.

1 ) \

. . - ‘
SA A U, DA SDA
Curriculum A \
Pretest | ‘ 3 3 4
, .- ‘ \
Posttest « _ 3 RN 5 1
. Curriculum B
* Pretest : ' 1 N 7 1
‘Posttest 2 7 1
Curriculum C S
Pretest 1 , 2 5
#
", Posttest - . 1 8 1
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dangerous activity increaseéd in the groups using Curriculum
A and Curriculum C in the‘posttest. Little significant
change from pretest to posttest was noted for users of

Curriculum B.

SA A U DA SDA Total
Curriculum A 0 0 0 -1 -2 -3
Curriculum B 0 1 0 0 0 1

0 -1 0 -1 -2 -4

Curriculum q
Summary of Responses to Component,IVC
The majority of all teachers were positive towards the selected aspects
of the content of gymnas;ics discussed inithis component. No cufricular
design appeared to be ﬁore influential, genefally, than the others for this
componént;

&

Component VA -~ Teacher attitudes toward the skills achiewved by children in

work on the theme of balance.
Question 2 = - Communicating to a parent what children should learn inh a
tafme like balance is diffiéult (Table 28).
Results - The number of teachers reporting that communicating to a
parent is difficult decreased pdly‘for the group using-
Curriculum A‘in the posttest. The groups using Curriculum B
and Curriculum C showed no significant move towards

agreement that they could communicate to a parent what

o children should learn in balance.

SA A U DA ' SDA Total

Curriculum A -2 -1 0 -2 -2 -7

Curriculum B’ 0 0 0 0 0. 0

Curriculum C -2 3 0 0 0 1
Questidn 13 - Children can be expected to understand a concept like balance

from their work on balance (Table 29).



Question 3: Communicating to a parent what childr
theme like balance is difficult.

Curriculum A

Pretest

Posttest

Curriculum B

Pretegt

- Posttest

Curriculum C

Pretest

Posttest

Table 28

Pretest and Posttest Responses to Question 3

-
en should learnjin a

100

SA

DA

SDA




Pretest and Posttest Responses to Question 13

Table 29
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& -
Question 13: Children can be expected to understand a concept like
balance from their work on balance.
1

SA A U DA SDA
Curriculum A
Pretest 1 > 4
Posttest 3 7
Curriculum B
Pretest ’ 2t' 6 2
Posttest 2

N

Curriculum C

Pretest 2

Posttest‘
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Results -~ Generally, the majority of all teachers agreed that work on
balance can contribute to children's understanding of balance,
and implementation of each curriculum only reinforced this .

agreement further in each group. The number of teachers.

\
reporting that children can be expected to understand a
concept like balance from their work on balance increased in
all three groups in the posttest.
SA A U DA SDA ~Total

Curriculum A 4 2 0 0 0 6

Curriculum B 0 2 0 0 0 2

Curriculum C =4 T4 0 -0 0 0

Summary of'Responses to Component VA

The use of Curriculuﬁ A appeared té be slightly more influential in the
posttest in causing teachers to believe that children can understand balance,
both as a skill and a concept. The users of Curriculum A were the only group

\ .

which showed an increase in responses. in the posttest towards strong dis-

N

agreement that it is difficult to communicate to a parent what children should

learn about balance.

Component VB - Teacher attitudes toward ‘preparation for instruction of the

theme of balance.
Question 20 - It is necessary to-understand,a concept like balance bef;fe
teaching it (Table 30).

Results -~ Generaily, most teachers believed it is necessary to ﬁnderstand
balance, and no curricular design.appeared to be any moré sig;\
nificantly influential than the other in alteringbthis belief;
The number of teachers reporting that it is necessary to under=-
stand balance before teaching it increased in all three groups

in the posttest.



Question 20: It is necessary to understand a concept like balance before
teaching 1it.

Curriculum A

Pretest

Posttest

Qurriculum B

Pretest

‘Posttest

Curriculum C

Pretest

‘Posttest

Table 30

Pretest and Posttest Responses to Question 20

103

SA DA SDA
.
3 1
1 L
2 1
1

14
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Question 20:

SA A U DA - SDA Total
Curriculum A 2 0 0 -1 0 1
Curriculum B 2 0 0 0 0 2
2 0 1 0. 1

Curri;ulum C . -2

Table 31 haL“providéd-a summary of the weightings for each question.

A

This sfstem'facilitates a comparison of changes from pretest to posttest
among the thiée groups for all questions related to attitudes. The

conclusions outliﬁed in‘Chépteer have been drawn from the information

provided in this chapter and in this table. 2

A
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Description of Responses to the Perceived Knowledge Questionnaire

v

- Through this qnestionnaire, the researcher attempted to obtain
information about teachers' perceived knowledge regarding the theme of
balance. A knowledge questionna}yé/was given to each teacher before
.and.after implementation‘of a selected curriculum. Twenty—four questions
were grouped under twelve selected components which‘were designed to
give a comprehensive renresentation‘of the variable being tested. The
.iESpondents-selected one of four responses: 1) no knowledge,.Z) a
" little knowledge, 3)}sufficient knowledge, and 4) comprehensive
knowledge. The information for each qnestion has been summarized in the
following ﬁanner: ’ \ | Z
| 1. Where it was significant, the paragraphs in.the Results‘section
discussed the changes from pretest:to posttest . for each group
andidiscussed the differences among groups in the posttest.

A summary of re%ponses for each component has been included.
3. A numeriCal breakdown of_responses outlined in tables follows

each question. V : ;2 |
4, ‘A summary of weightings has been included for_each question.

A weighting‘systen has been used to facilitate a comparison of

changes from pretest to posttest for‘each QUestion. The

procedures used were:

a) the increase or decrease in number of responses from‘pretest to.

posttest in the no knowledge - (NK), a little knowledge (LK),
N sufficient knowledge (SK), and comprehensive knowledge (CK)

categories have been noted for each group for each question,

b) The categories have been assigned a weighting (no knowledge
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-2; a little knowledge -1; sufficient knowledge +1; and
comprehensive knowledge +2. The number of'incréaseé or
decreases for egchvcategory havevbeen multiplied by thé
ﬁeighfings; This result, and the total for the g;ouprhave
been recorded below the writeup of the results, Table 56
illustrates a comparison of each group for all questiops.

c) whefe»questions have been worded positively, higher positive
totals should be used for compafisons. Where questioﬁs‘
have been worded negatively, higher negative totals should

P

be used for comparison.

Cémponent IA - Teacher perceived knowledge regarding curriculum materials ,

in Grade Four_ﬁork,on the theme of balance.

Question 7 - Concerning my understanding of prepared curriculum
materials regarding balance, I feel I have . . . le

32). - - .
Results - The number of teachers indicating that they Have
undersfandiné ébout curricula used to teach balancé
{ increased>ih all fhree groups- in the pOSttest. The
largest incréase was noted'for the group @Sing Cu?riculum :
A.
Slightly more téachers usingoCurricglum A indicated
sufficient knowledge about curricula in the'posttest‘than

did teachers in the other groups.

NK LK SK CK . Total
Curriculum A 2 2 3 0 7
Curriculum B 4 -2 0 0 2
Curriculum C 4 -3 -1 0 0 X

Question 19 -~ Concerning preparing gymnaséics activities from preplanned



Question 7:

Curriculum A-

Pretest

‘Posttest

Curriculum B

Pretest

3

.
‘\Rgiftest

Curriculum C

Pretest

Posttest

Pretest and Posttest Responses to Question 7

Table 32

i
{

Ia
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Concerning my understanding of prepared curriculum materials
regarding balance, I feel I have

A Little

Sufficient.

No Comprehensive
| Knowledge . Knowledge Knowledge Knowledge

1 5 4
3 7 :

2 4 4 .
6 4

3 4 3

1 7 2
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-curriculum materials, I feel I have , . (Table 33)
Resultg - The number of teachers reporting that they have sufficient
knowledge concerning preparation of gymnastics activities
from curricula increased in the posttest for the groups
using Curriculum A and Curriculum C, and decreased
slightly for the group using Curriculum B.. The largest
increase towards and largest numbers of teachers reporting ’

increased knowledge occurred with the group using

Curriculum A.

NK K SK cK Total .
‘Curriculum A 2 4 4 ' +2 : 712
"Curriculum B 2 -2 oo~1 0 -1
Currlculum C 4 - 0 o 2 0 . 6

Summary ofrﬁeeponses to Component'IA

More users of'Curriculum’A than either Curriculum B or Curriculum C
replied that they had sufficient or comprehensive knowledge reéarding
curriculum materials in the posttest. Users " of Curriculuh A also polled

the greatest increases in sufficient knowledge in the posttest.

Component 1B —,Teacher_perceived_knowledge regarding aims for Grade Four

A
- S

work on the theme of balence.
Quesfion 1 - Concerning the knowledge children should have about
~balance, I feel I have . . . (Table 34).

VResults - In" all three groups there was an increase in‘the posttest
in the number‘of’teachers who‘reported thatvfheir‘
knowledge had increased concerning the knowledge children
should haue about balance, |
Again, however,  the largest increase was noted for‘the

>

-group using Curriculum A.



Table 33

Pretest and Posttest Responses to Question 19
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Question 19: Concerning preparing gymnastics activities from preplanned .
, curriculum materials, I feel I have

Curriculum A

Pretest

Posttest

Curriculum B

Pretest

Posttest

Curriculum C

Pretest

Posttest

No A Little Sufficient | Comprehensive
Knowledge . Knowledge Knowledge Knowledge

1 6 3

o2 7 1
1 3 6

5 5 -

2 5 3

5. 5




Pretest and Posttest Responses to Question 1

Table 34
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Question 1: Concerning the knqwledge children should have about balance,

I feel I have

(#\

No - A Little Sufficient | Comprehensive
Knowledge Knowledge Knowledge Knowledge
Curriculum A
. . ”i
Pretest N 1. 9
Posttest 5 5
Curriculum B
Pretest - [ 2 6 2
 Posttest 6 4
Curriculum C
Pretest 1 8 1
Posttest 9 1
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Slightly more teachers using Curriculum A and Curriculum

B indicated sufficient knowledge about children's knowledge

in the posttest than did teachers. using Curriculum C.

NK LK SK CK Total
Curriculum A -~ 2 4 5 : 0 11
Curriculum B 4 0 2 0 ' 6
Curriculum C 2 -1 0 0 1
Question 8 - Regarding the educational value of the theme of balénce,

I feel I have . . . (Table 35).
Results - The number of teachers reporting that they have sufficient
knowledge regarding the educational value of the theme of
balaﬁce increased in all three groups in the posttest.
Slightly more teachers uéing Curriculum A and Curriculum
C than teachers using Curriculum B indicated sufficient or
comprehensiv% knowledge in the posttest regarding the

educational value of the theme of balance.

NK ‘LK ‘ SK . CK - Total
Curriculum A, 2 4 4 2 12
Curriculum B 2 +1 -2 ‘ 0 5
Curriculum C ‘ 6 -1 2 0 7

Summary of Rééponées to Component IB

Users of Curriculum A polled the greatest increases in responses in
the posttest towards compréhensive knowledge in quesﬁions regarding the
aims of Grade Four work on balance.

Component IC - Teacher perceived knowledge regarding settingﬁobjéctives

for Grade Four work on the theme of balance.
Question 15 - Concerning the steps in the buildup of the use of
apparatus for balance, I feel I have . . . (Table 36).

Results - In all three groups.there was an increase in the posttest



Table 35

Pretest and Posttest Responses to Question 8§
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Question 8: Regarding the educational value of the theme of balance I

Curriculum A

Pretest

Posttest

Curriculum B

Pretest

Posttest

Curriculum C

Pretest

Posttest

feel I have

No A Little Sufficient | Comprehensive
Knowledge . Knowledge Knowledge Knowledge
1 6 3
2 7 1
1 3 5. 1
2 7 1
3 5 2
6 4
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Table 36

Pretest and Posttest Responses to Question 15

Question 15: Concerning the steps in the buildup of the use of apparatus
‘ for balance I feel I have

No A Little Sufficient Comprehensive
Knowledge Knowledge Knowledge Knowledge

Curriculum A

Pretest S 4 5 ' 1

Posttest . 5 5

Curriculum B

i Preﬁest 2 B 6 2 -

Posttest ' 4 6

Curriculum C

Pretest : 5 5

Posttest : 10




Curriculum A
Curriculum B
Curriculum C

Question 18 -

Results -

" Curriculum A
Curriculum B
Curriculum C

Summary of Responses to Component IC
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in the number of teachers indicating that they had gained
some knowledge concerning the use of apparatus. The
largest increases in sufficient knowledge occurred in the

groups using Curriculum A and Curriculum B,

NK LK SK CK Total
8 0 4 0 12
4 2 4 0 10
10 -5 0 0o - 5

Concerning children performing individual sequences with
balance, I feel I have . ; . (TableA37).
The number of teachers reporting that they have sufficient
knowledge concefnidg Ehildren's sequences with balance |
increased in all three groups in the posttest. The
largest increase occurred in the grodp using Curriculum A.
In the posttés#, the largesf number\dfxteachers reporting
-

sufficient or comprehensive knodledge concérn;ng éhildren

performing individﬁal sequences, was reported in the group

~

«

usiné’Curriculum A.

NK LK SK CK Total
4 5 6 2 17
2 0 1 0 3
4 2 4 0 10

|

Users of Curriculum A changed most in knowledge in\the posttest in

the component's questions regarding setting objectives for balance.

Component ID - Teacher perceived knowledge regarding selecting content

for Grade Four work on the theme of balance.

+ Question 20 -~ Concerning the use of themes that should precede and.

Ll

follow the theme of balance, I feel I have . .
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Table 37 .

- Pretest and Posttest Responses to Question 18

Question 18: Concerning children performing individual sequences with
balance, I feel I have

No A Little Sufficient Comprehensive
Knowledge Knowledge Knowledge Knowledge
Curriculum A ' ‘ e
Pretest L2 6 2
Posttest o 1 8 1
Curriculum B
Pretest 2 3 5
Posttest 1 3 6
" Curriculum C
Pretest 2 L 7 1
Posttest 5 - 5




119

(Table 38).

Results - The number of teachers indicating that they had sufficient
knowledge about the themes that should precede and follow
balance increased in the posttest in all three groups.
Slightly more teachers ip the posttest using Curriculum A
indicated sufficient or comprehensive knowledge about the
themes that should precede and follow the theme of balance

than teachers in the other groups.

NK IK SK CK Total
Curriculum A 8 -1 2 2 11
Curriculum B 6 -2 1 0 5
Curriculum C 6 -2 1 0 5
Question 9 - Concerning my choosing appropriate warmup activities, I
feel I have . . . (Table 39).

Results - The number of teachers reporting that they have sufficient
knowledge about appropriate warmup activities increased in
all three groups in the posttest.

Again, both the lérgest increase and”largest number of
teachers reporting sufficient knowledge after implementation
concerning warmups were reported in the group using

Curriculum A.

NK | IK SK CK Total
Curriculum Au 2 7 8 0 17
Curriculum B , 4, 1 2 2 9
Curriculum C 2 1 1 2 6

-~

Summary of Responses to Component ID
More responses from users of_Curriculum A than either Curriculum B
or Curficulum C were polled towards comprehensive knowledge in posttests

in the component's questions regarding section of contemnt for work omn



"Table 38

Pretest and Posttest Respdénses to Question 20
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Ques%ion 20: Concerning the use of themes that should precede and

/'

Curriculum A

Pretest

Posttest

Curricnlum B.

Pretest

Posttest

Curriculum C

Pretest

Posttest

JEN

follow the theme of balance I feel I have

‘A Little

Sufficient

No Compfehensivec
Knowledge - Knowledge - Knowledge Knowledge

5 5

1 6 2 1

6 4

3 6 1

6 4

3 6 17




. Table 39

Pretest and Posttest Responses to QUEstion 9
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Question 9: Concerning my choosing appropriate warmup activities, I

Curriculum A

Pretest

Posttest

_Curriculum B

Pretest

Posttest

Curriculum C

Pretest

Posttest

feel I have
No A Little Sufficient Comprehensive
Knowledge . Knowledge Knowledge Knowledge
1 8 1
1 9
2 5 3
4 5 1
1 6 3
5 4 1




balance.

Component IE -

Question 13 -

Results -

Curriculum A
Curriculum B
Curriculum C

Question 10 -

Results -

122

Teacher perceived knowledge regarding teaching methods \
for Grade Four work on the theme of balance,.
Concerning the appropriate use'of problem-solving and

exploration for balance lessons, I feel I have . . .

(Table 40).

The number of teachefs indicating that fhey have a little
or sufficient knowledge regarding problem-solving and
exploration increased in the posttest for the group’ using
Curriculum A.

The gfbup using Curriculum C did not increase as much in
the posttest.in sufficient knowledge as did the other two .
groups. The_groués using Curriculum‘A and Curriculum B
increasedbmore towafds'suffiqient”knowledge |

regarding problem-solving and exploration.

NK LK - SK CK Total
8 0 4 0 ' 12
2 2 3 0 7
8 -4\ ' 0 o 4
Concerning the use of demonstrations, I feel T have . . .
(Table 41),

The number of teachers reporting that they have sufficientﬁ:
knbwledge concerning demonstrationé, increased in the
posttest for each group. ﬁ%ﬁ

No curriculuﬁ used appearéd;tp be more influential than the
other regarding teacher's knowledge gains concerning the
use of de;onstrations.

However, the group using Currigulum B increased in
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Table 40

T

Pretest and Posttegst Responses to Question 13

Question 13: Concerning the abpropriate use of problem-solving and..
exploration for balance lessons, I feel I have

€

No A Little Shfficient Comprehensive

Knowledge - . Knowledge §howledge Knowledge
- T ‘
Curriculum A '
‘Pretest - : 5 ‘ 4 1
Posttest . 1 4 5
~ Curriculum B ) .

Pretest -2 7 ' | 1

Postteést g 1 5 . 4 v .

v

Curriculum C

Pretest 4 ' 5 1

- Posttest -9 ’ 1
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N
' Table 41

Pretest and Posttest Responses to Question 10

Question 10: Concerning tﬁe use of demonstration, I feel I have

v
>

1

No A Little éufficient Comprehensive
.(\¥nowledge' . Knowledge Knowledge Knowledge

3
Curriculum A““w/ -

Pretest ' 2 -6 . 2
Posttest 2 | 5" ‘ 4
© Curriculum B - o ’ , ' -
Pretest k 2 _ 5 3
. B : E : ) AL
Posttest v 1 37 )

Cufricﬁium C

Pretest . 1 8. 1

Posttest ' 2 o 4 4




Curriculum A
Curriculum B
Curriculum C
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knowledge to a slightly greater exteﬁt.

NK LK SK CK Total
2 1 2 0 5
2 2 3 0 7
) 4 3 0 5

Summary of Responses to Component IE

The groups who used Citriculum A and Curriculum B polled greater -

\

increases in the posttest in’ responses towards sufficient knowledge

v'regarding selected teaching methods than the group who used Curriculum C.

Component IF -

Question 23 -

Results -

Curriculum A
Curriculum B
Curriculum C

Question 2 -

]

Results -

Tegcher perceived knowledge regarding organizing a

lesson for Grade Four teaching of the theme of balance.
Concerning the organization of a lesson to get the best
results from hy children in balahce, i feel I have . . .
(Table 42). , k |

The number of teachers reporting that they have sufficient
knowledge abqgt organizétion of lessons in gymhastics
increased in all three groups in the posttest. The
largest increase ih, ags well as the lhrgest numbérs amohg,

groups reporting sufficient knowledge in the posttest

occurred with the group using Curriculum A.

NK = IK SK - CK Total
2 5 s o2 s
5 .0 1 0 ’ 3
6 SR S 3 0 , 9

.

Concefning questioning my children to help them improve in
their work on balance;hf}feel I have . ... (Tablek43),\
The number of te&dchers reporting that they have sufficient ™.

knowledge concerning questioning techniques increased in

the posttest for all three groups. The largest increase,
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Table 42
‘Pretest and Posttest Responses to Question 23
] B . »
. "*“Quesfion 23: Concerning the organiéation of a lesson to get the best

results from my children in balance, I feel I have

No ‘ A Little Sufficient | Comprehensive

| Knowledge . Knowledge Knowledge Knowledge

Curriculum A

Pretest 1 7 ' 2

Posttest ¥_. E 2 7 1

Cprriculum'B

Pretest - 2 .  >- ‘ 5 3
Posttest ' 1 ' 5 - 4
Curricdlum C ' o ’ T

Pretest 7 3 ' 6 1

Posttest 6 v 4




Table 43

Pretest and Posttest Responses to Question 2
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Question 2: Concerning questioning my children to help them improve
their work on balance, I feel I have

3

Curriculum A

Pretest

Posttest

Curriculum B

Pretest

Posttest

Curriculum C

Pretqst

.

Posttest:

No- A Little Sufficient | Comprehensive
. Knowledge Knowledge Knowledge Knowledge
2 8
3. 6 1
2 - 6 2
5 5
3 6 1
1 6 3
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however, occurred in the group using Curriculum A.
Again, the group using Curriculum A had slightly more ‘
. teachers who indicated that they had either sufficient

or comprehensive knowledge in the posttest than the other

groups.
NK - IK SK CK Total
Curriculum A 4 5 6 2 17
Curriculum B 4 1 3 0 8
Curriculum C 4 0 2 0 6

4

Summary of Responses to Component IF

In the posttest, users of Curriculum A polled the greatest increase
in responses towards comprehensive knowledge in selected aspects of
organizing lessons for teaching balance, Users of Curriculum: B and
Curriculum:C.were approximately équal in the amount of increase they
showed_towards increased knowledge in questions 'in this component.

Component IG - Teacher perceived knowledge regarding class management

in Grade Four work on the theme of balance.
Question 17 - Concerning organizing my“children to do balance woéklon
apparatus, I feel I havef.i. . (Table 44).

Results - The number of teachers féporting that they have sufficient
knowledge'concerning-organizing children for apparatus
work iﬁcreased‘in the posttest in all three groups. The
largest increases in teachers reporting sufficient -
>kﬁowledge occurred in the groups using Curriculum A and

Curriculum C.

NK IX SK CK Total
Curriculum A 4 2 3 2 11
Curriculum B 2 0 1 0 3
Curriculum C 2 3 4 0 9



Pretest and Posttest Responses to Question 17

Table 44
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Question 17: Concerning organizing my children to do balance work on

Curriculum A

Pretest

Posttest

Curriculum B

Pretest

Posttest

Currjculum C

Pretest

Posttest

apparatus, I feel I have

No A Little Sufficient Comprehensive
Knowledge . Knowledge Kriowledge Knowledge
2 4 3 4
2 7 1
1 4 5
4 6
1 5 4
2 8
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Question 14 - With respect to achieving maximum activity and
participation by children in lessons on balance, I feel
I have . . . Table 45).

Results -~ The number of teachers reporting that they have sufficient
knowledge’ concerning maximizing children's éctivity and
participation increased in tﬁe posttest in all three
groups.

No curriculum appeared to be more influential than'anothe;
on the results in the posttest with respect to the
knowledge teachers have conceraing achieving maximum

activity and participation in balance lessons.

NK LK SK CK Total
Curriculum A 4 1 2 2 : 9
Curriculum B 6 -1 - 2 0 7
Curriculum C 4 2 4 0 10

Summary of Responses to Component IG

Users Qf Curriculum A and C polled the greatest increase in
responses towards comprehensive knowledge in the posttest
regarding the selected aspects of cléss management for work on
balance. . e

Component IH ~ Teacher perceived knowledge regarding evaluation in Grade

Four work on the theme of balance,
Question 3 - Regarding the érocess used in evaluatiﬁg my children's
work in balance, I feel I have . . . (Téble 46) .
Results - The number of teachers reporting that they have sufficient
knowledge concerning evaluation processes increased in the
posttest for all three groups. The largestkincreases

however, occurred amoﬁg the groups using Curriculum A and
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Table 45

Pretest and Posttest Responses to Question 14

Question 14: With respect to achieving maximum activity and participation
by children in lessons on balance, I feel I have

No A Little Sufficient | Comprehensive
Knowledge Knowledge Knowledge Knowledge

Curriculum A

Pretest. 2 4 4

Posttest 3 6 1
Curriculum B

Pretest - 3 2 ; 5

Posttest 3 7

Curriculum C

Pretest : 2 -7 1

Posttest 5 : 5




Table 46

Pretest and Posttest Responses to Question 3
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Question3: Regarding the process used in evaluating my children's work
in balance, 1 feel I have

Curriculum A .

Pretest

Posttest

Curriculum B

Pretest

“

Posttest

Curriculum C

Pretest

Posttest

No A Little Sufficient | Comprehensive
Knowledge Knowledge Knowledge Knowledge
1 7 2
/
4 5 1
2 7 1
8 2
2 7 1
6 3 1




Curriculum A
Curriculum B
Curriculum C

Question 16 -~

Results -
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Curriculum C,

The groups uaing Curricula A and C appeared to have

more teachers indicating more knowledge after
implementation concerning the process used in evaluating

children than did the other groups.

NK LK SK CK  Total
2 3 3 2 10
4 -1 1 0 4
4 1 2 2 9

With respect to the variety of ways to evaluate children's

work in balance, I feel I have . . . (Table 47).

The number of teachers repo:ﬁing that they have sufficient
.

Lol
knowledge reﬁarding the vaM éky of ways to evaluate

P b .
children increased in the o
b

The largest increase in teade

est in all three groups.

rs reporting sufficient

; knowledge occurred in the group using Curriculum A. The

Curriculum A
Curriculum B
‘Curriculum C

teachers in the group using Curriculum C reported fairly

substantial gains .in knowledge as well.

NK K SK X Total
6 L 5 .0 13
4 -1 1 0 4
8 -3 0 2 7

Summary of Responses to Component IH

Users of Curriculum A polled the greatest increases in responses in

)

the posttest towards comprehensive knowledge regarding evaluation in the

posttest.

Teacher perceived knowledge regarding observation in Grade

Four.work on the theme of balance.

Question 4 - With respedt to what I should be obserﬁing to improve my

J
I
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Table 47

Pretest and Posttest Responses to Question 16

Question 16: With respect to the Yarietonftways to evaluate children's
‘work in balance, I feel I have =~

- No | . ALittle | Sufficient’ Comprehensive
Knowledge = | = Knowledge - Knowledge Knowledge
Curriculum A
Pretest 3 6 1
. N . .——\\

Posttest ' . » 4 - 6 ~
Curriculum B

Pre@éstb | .2 7 1

Posttest 8 2

Curriculum C

Pretest’ | 4 ? 1

A

Posttest ~ . 8 ' : 1 1
! )

2%
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children's work on balance;‘I feel I have . . . (Table
48).

Results - The number of teachers indicating that théy havé a little
or sufficient knowledge regarding observation increased in
the posttest in all three groups. Slightly more teachers
using Curriculum A indicated sufficient or comprehensive

knowledge in the posttest than teachers in thé other

N

groups. ’ \

NK LK K CK Total
Curriculum A 4 4 5 2 15
Curriculum B 4 -2 0 0 2
Curriculum C 2 ' 0 1 0 3

Question 11 - With respect to what to 1ook for to ensure safety, I feel
I have . . . (Table 49).

‘Results - The nuﬁber of tgachﬁrs repofting-that théy‘have sufficiént
knowledge about observation for safety's sake incredsed in
the posttest‘in each group, No curriculum appeared to be
significantly more influential than another ip affecting
knéwledge gains after their respective implementation,
although use of Curriculum C appeared to be‘slightly more

$ influentfal here.

NK K Sk CK ° Total
‘Curriculum A 2 0o 1 0 3
Currfculum B o 2 1 2 5
‘Curriculum C 2 2 3 0 7

Summary of'Respohses to Component II
More users of Curriéulum A than Curriculum B or Curriculum C
increased in knowledge in the posttesf rega;ding évaluation.
Component IJ°- Teacher perceivéd‘knowledge regarding apparatus in Grad§§§M%
IR

SRR
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Table 48

Pretest and Posttest Responses to Question 4

Question 4: With respect to what I should be observing to improve my
children's work on balance, I feel 1 have

No ‘ A Little Sufficient | Comprehensive
Knowledge . Knowledge Knowledge Knowledge

Curriculum A
' Pretest 3 7

Posttest : 1 3 5 1

<

Curriculum B

Pretest ‘ 2 . 5 3

Posttest N -1 3

-

Curriculum C

Pretest 2 ) / 7. i 1

Posttest B ’Lyf' . 7 2
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Table 49

Pretest and Posttest Responses to Question 11

Question 11: With respect to what to look for to ensure safety, I feel

I have
" No A Little Sufficient | Comprehensive
| Knowledge Knowledge Knowledge. | Knowledge
Curriculum A
_ Pretest 1 5
Posttest v 4 o 6 3
Curriculum B
i 2 f'
fst o b 5
Wesriiretest 1 4 5
ﬁ%: Posttest , 1 2 b ‘ 1
Curriculum C \
Pretest 1 5 4
Posttest ‘ 3 7
L
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Four work on the theme of balance.
Question 5 ~ With respect to the types;of apparatus children can use
for balance activities, I feel I have . . . (Table 50).
Results - The number of teachers indicating that they had gained

knowledge about apparatus'remained\about the same in the

posttest in all grOups; although use of Curriculum c

\t\l N
' appeared to be slightly more influential here.
NK LK ' SK . CK . Total
Curriculum A 0 1o -1 . 0 : 0
Curriculum B 0 0 0 ' o . -0
Curriculum C 0 2 2 0 4
Questioh 12 - With respect to children applying'balaﬁce onto apparatus,

I feel I have . . . (Table 51).
geéults - The number of teachers reporting that they have a little

&

knowledge about children using apparatﬁs for balance

\

activities increased in the posttest in each group.

Slightly more teachers using Curriculum A indicated ‘
) |

sufficient knowledge in the posttest than.did teachers i \
Rind .

)

‘the other groﬁps. ’ ' | .‘ \\
NK 1K SK K Total
Curriculum A 2 | 3 4 0 B 9 '
Curriculum B 2 0 1 0 3
Curriculum C ’ 6 -1 2 0 - 7

Summary of -Responses to Component 1J
Regarding application of balance activities to apparatus, users of
Curriculum C polled the greatest increase in the posttest in responses

towards comprehensive knowledge.

Component IK - Teacher perceived knowledge regarding partner work in

~

Grade Four work on the theme of balance.
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Pretest and Posttest Responses to Question 5
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Question 5: With respect to the type of apparatus children can use for

balance activities, I feel I have

Curriculum A

Pretestvvq

Posttest

Curriculum B

Pretest

- Posttest

- Curriculum C

Pretest

Posttest.

A Little

No Sufficient Compréhensive
Knowledge . Knowledge Knowledge Knowledge
1 4 5
1 5 4
3 7
' 3 3 7
6 4
4 6




Question 12: With respect to chil

Curriculum A

Pretest

Posttest

Curriculum B

Prgtest

Postteqt

- Curriculum C

Pretest

%3

Posttest

Table 51

Pretest and Posttest Responses to Question 12
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4;;;>applying balance onto apparatus, I

feel I have .
No A'Litfie Sufficient Comprehensive
Knowledge . Knowledge Knowledge Knowledge
2 7 1
1 4 5
2 5 3
1 5 4
-3 7
)
8 2
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Question 24 - With reépect to the variety of ways that my éhildren can
work with a partner, I feel I have . . . (Table 52).
Results - The number of teachers. reporting fhat they have sufficient
kpowleége about partner work increased in the posttest in
all three groups.

NK LK SK CK Total

Curriculum A ‘ 2 4 4 2 12
Curriculum B - 2 2 "3 ' 0 7
Curriculum C 6 . 1 3 2 12
» Question 22 - Concerning:the éHucational.valﬁe of partner work, I’feél I
have . . . (Table 53),

f

Results - The number of teachers reporting that they have sufficient
or comprehensive knowledge about the value of partner
work in the posttest increased 1n the posttest. A slightly

“larger increase was noted for the group using Curriculum A.

NK LK SK CK Total
Curriculum A 4 2 3 2 11
Curriculum B 0 o2 7 2 0 4
Curriculum C 2 0. 0 2 4

Summéry»of Responses to Component IK
Users of Curriculum A polled the greatest increase in the posttest
" in responses toﬁards.mOre knowledge regarding'partner work.

Component IL - Teacher understanding of the theme of balance in

‘gymnastics at the Grade Four level.
Quéstion 6 - With ‘respect to what is meant by the theme of balance, I

feel I have . . . (Table 54). - -

Results ~ The number of teachers reporting that they have sufficient
. : 'L‘g‘ .

L4
knowledge with respect to the meaning of balancde increased

in the posttest in each group. The groups using Curriculum
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Pretest and Posttest Responges to. Question 24

Table 52
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Question 24: With respect to the variety of ways that my children can
work with a partner, I feel I have

Curriculum A

Pretest

Posttest

Curriculum B

‘Pretest

Posttest

Curriculum C

Pretest

Posttest

No A Little Sufficient | Comprehensive
Knowledge Knowledge Knowledge Knowledge
1 8 1
4 5 1
1 6 "3
4 6
3 7
6 3 1




Table 53

Pretest and Posttest Responses to Question 22
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Question 22: Concerning the. educational value of partner work, I feel I

Curriculum A

Pretest

Posttest

N

Curriculum B

Pretest

Posttest

Curriculum C

Pretest

Posttest

have
No A Little Sufficient Comprehensive
| Knowledge Knowledge Knowledge Knowledge
2 6 2
- 4 5 1
5 5
3 7
1 5 4
5 4 1
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Description of Responses to the In-person Interviews

Through the in-person interviews the researcher attempted to probe
further into teachers' use of the curricula. Nine respondents were
randomly selected for in-person interviews. This was done to aliﬁw the
researcher to conduct interviews as soon after implementation as possible.
‘Eighteen questions were developed for users of gurricula A and C, énq
nineteen questions for users of Curriculum B. ihe extra questions focused
on the particular curriculum used.

Each question was dealt with in th;ee ways. Filrst, under the ﬁeadings
of each question, the results of response’counts were recorded under
Curricula A, B and C. Special aspects of each response for each curriculum

were recorded under Discussion with Teachers. Where relevant remarks

occurred, these also were added under Discussion with Teachers. Thirdly,
comparisons of responses were made for each curriculum. This was done
under 'Comparisons'. Of the nine teachers interviewed, three used
Curricula A, B and C, respectively, v .
Question 1 - Did you read the curriculum from beginning to
A> end? Or did you read the various compéﬁepps;;s%v
you needed them? C ' N

Curriculum A

Results - The teachers said that they read the c@%riculﬁm‘

,}‘_{}', ;

from beginning to end.

Discussion with — Each teacher indicated that they read fh_
Teachers U i
curriculum more than .once. Each-teache;%s»pethod

elevant

of rereading differed. Following aré.'

remarks made by teachers:



Curriculum B‘

Results

Discussion with
Teachers

Curriculum C

Results

Discussion with
Teachers

Comparison

Question 2
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"Yea, I read it before teaching, then reread {t
when I felt {t was necessary."

"I read it first, then focused on the components
H

. bringing in parts as they were needed."

"Yes, I read it through and am still rereading it."

Each teacher said that they read the curriculum
from beginning to end.

Each teacher indicated that they referred back to
the components after the initial reading when they
felt it was necessary. Foilowing are relevant
remarks by teachers:

"Yes, I read the curriculum through then referred
back to the components. In some cases I wasn't
sure where to go after setting down objectives

. but this cleared up as I used it."

o

I
=Y

Each teacher said that7they read the curriculum
from beginning to end.

Each teacher indicated that they referred back to

‘the components‘as they were needed. Following are

relevant remarks made b&eachers:
"Yes, I read it from beginning to end, then
refreshed myself as I went along."

No significant differences were noted in responses

from teachers using Curricula A, B and C.

- Did the curriculum give enough information for you



Curriculum A

Results .

4

Discussion Gith

Teachers

Curriculum B

Results

Discussion with
Teachers

.7 152

to understand the theme of balance?

Two teachers replied that there iwas not enough
information. One teacher said that there was.
Following are relevant remarks made by teachers:

"Yes;'the curriculum gave enough information.

~ Without the lessons plans, the'explanations in the

Foreword and Introduction would néed to be expanded
and ;larified." .

"No, not enough (was given) in the lesson plans. I
u;ed the glossary to getkinformation."

"No, not enough information was included. I went

" outside the curriculum to books,'cards,“films, the

Edmonton Public Library. More information was
needed . . . however, perhaﬁéﬂl could have made it"

(with the curriculum).

Oné teacher indicated né. Two teachers indicated
yes. |

Onelteagher indicated that rereéding was‘necessary
for clafification. One teacher indicated that after
the curricplum had been used, the them; became
clearer. Following are relevant remarks made by
teacherqg ‘> ¥

"Not enough material was included. I had to reread

the curriculum over more than once in order to

teach. There was enough there, I guess, to



Curriculum C
Results

Discﬁssion with
Teachers

ik

Comparison g

Question 3
Curriculum A

Results

Discussion with
Teachers -
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understand, but more was needed to teach."
"Yes (enough information was included). Once I

used it, tﬁe ideag‘became c Midg
i 3 'S

Each téacher indicated yes.

Each teachef indicated that while the theme Qas
understood, more lesson plan material was needed
fdf teaching...Following is a remark made by one

teacher:

"Understand, yes, in a global sense.

b

I would have

liked more lesson plans; more materials are needed

that are practicalzh

All

the

was

Two.

the

teacﬁérs who used Cu;riculum'c, which containéd
leasg amount of materiai, indicated that there -
gpoggh information to‘understaﬁd the theme..
tegéhers who used Curriculum A, which con;ainéd

gréates§ amount of and most detailed material,

indicéted that not enough'informafion was included.

|

What ﬁnsights about balance did the.curriculum give

you

- One

Two

‘,‘ .
that were new to you?

~ &

teacher indicated that no insights were gained.’

teachers listed insights regarding balance

that were new to them.

Two

teachers outlined five insights each regafding

+
>

balance, such.as the vériety\bf balances possible

and

using benches for batange activities,

e’
l
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Curriculum B s
: S Y

Results - Two teachers indicated that insights were

i
~ gained, one teacher said nowe were gained.
Discussion with - One teacher listed aspects where insights
-Teachers
were gainéd.“A second teacher indicated that
 while no new insighéé were gainéd,.it was
worthwhile to be refreshed regarding agpects
of balance. The tﬁifa teacher ‘indicated that
tﬁe children’s need for Ealance—type activity
was an insight. . The general indication was
that insight was gained‘regarding balance. \
Teachers'respoh&ed with the followiqg
» statementsi
"It was an insight that you need to teach it;v
’ -+ kids' balance skills are terrible.”

"I was unsure of what to-expeet of children in

balance, what therpossibilities‘Were. I'm not

“h
sure of what was expected regarding balance."

Curriculum C @%ﬁ%
Results .;‘Each teacher listed at least two specifié
insights gained regafding balancé. n
Diégussion with, | - While there were diverse opinions expressed

Teachers |
/ regarding particular insights, each teacher

/> was clear that insight was given. - Teacher

’ $omments included: how to get a theme across;

| i

: ’ : . .
what sequences are; the amount of improvement

J that was possiblé,with children and balance,



Comparison

Question %
Curriculum A

Results

. Discussion with
Teachers
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and what. types of balances are possible.

-No significant differences were noted among

responses from teachErs‘using Curricula A,
B and C. The components which were designed
to provide the ‘insights were common in each

type of curriculum. The uniformity regdrding

responses was expected.

Did the curriculum give enough information

for you to work effectively with children?

Two teachers felt that there was enough

" information. One teachér said that there

was not.

One teachef indicated that.the lesson plans
gave enough information in two places only:
the movement development and teacher
suggestions sections. One teachgr stated tﬂat
while there was enough,matérial, more could
have been included. The third géacher
suggested that since he had to "improvise" at
times, not enough information was included

in specific areas (e.g. spatial orientation). .
Each teacher's remarks centered on the lesson
plan componentig;ndi%%ting the relative
emphasis placé&zhere by the'teachersf
Following are ex;mples of relevant remarks

made by teachers:



-

Curriculum B
- Results

-

Discussion with
Teachers

Curriculum C

Results

»

Discussion with
Teachers
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A , -

"At times there was enough information,

yes . . . and at times, no. I wasn't sure at
timeé and needed to improvise. I felt that
the lessons were'ineffective. The information
that was there was sufficient."

"Yes, enough was there to analyze, synthesize
and use. More was neededvthough, I could

have used more."

Two teachers replied that there was enough

material, one teacher said there was not.

~ One teacher suggested that the initial

"structure" provided by the sample lesson plan
was a necessary inclusion. The.teacher felt
no need to go outside the curriculum.. Another
teacher fei; that for "consistently
éuccessful»lessons", not enough material was

included.

Two teachers replied that &here was not enough
material, one teacher replied that there was.

One teacher suggested thaé the curriculum contained
enough information to prom?te‘understanding of the
theme but:not enough to work with children.

A second teacher indicated that the one sample
lesspn plan had to be used for more than one

class period., Without the lesson plan, an
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outside reference would be‘needed. The
teacher who.replied yes to the question
indicated that the objectives provided the
main reference point and that the sample
lesson plan was used as a "pattern'" for
lessons throughout. Following are relevant
remarks made by teachers:

" . . . more lesson plans are needed for
specific tasks and objectives . . ."

"Yes, used the sample lesson first, then
referrgd to objectiwves to maké the second
iesson plan. 1 ;eferred to the iesson plan
for a pattern and was able to use»thé

objectives." ‘ T /
’ e

) mCombérison : - Comments of teacheré with the lesson ﬁlaﬁ/
component of eigﬁt lessons centered soiély on
this component; The importance of the sample
lesson plan was evident in the comments made
by teachers using Chrficula’B and C. These
teachers developed a variety of implementation
schemes in using the materials. One teacher
extended thé sample lesson plan to encompass
more.than one class period. Another”teaéher
was qomfofﬁable in fitting each objective into
the sample lesson plan format, writing out

. lesson plans which followed the initial format.

The majority of teachers who used Curricula A

#]

s~




Question 5

Curriculum A

Results

Discussion with
Teachers_

Curriculum B

Results
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and B indicated enougﬁ information was
available. These curricula'contained the
ggeatesg and nekt greétest.amounts of
informqiion respectively. The ﬁajority of
tegéhers Qho used Curriculum C, which
contaiﬁed thékleast amount of information,

indicated that not enough information was

available.

'

‘the curriculum give you?

Two teachers replied that no insights were
gained. One teacher replied that !'very few
insights" were gained from tﬁe curricula.

One teacher iﬁdicated,tﬂat while no insights
were gained from reading the curriculum, many
were galned from using it. One teacher's

1"

insights included: discovery that 'pacing" of
the lessons had to be sloﬁeﬁ, that'balance is
difficult to teach and that exploration has a
“place" in gymnastics. Another teacher felt

that research into growth and development

needed to be applied to the curriculum.

Each teaﬁger suggested that insights were
RS : '
gained and were able to outline particular

ones. &

27

What insights about working with children did

/

R Y

.
Y
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~ Curriculum C
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Discussion with-
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N

- Comments cent‘d on two areas: imnsights into

gymnastics and balance and insights into
curriculum. Components regarding the former
included: exploration of possibilities

regarding balance and children's need for

‘structure and guidelines. Comments regarding

cdrriculum included: ;he value of having
objectives stated specifically gnd
behaviourally, and phe valué of including
large amounts of materiél in curricula.
Following‘;ré relevant comments made by
o A .

"I didn't think that you had to give (a

ccurriculum) that much information."

"The children's partner work surprised me.
They came to an understanding of balance and
produced better routines when doihg partner

work.. 1'd not done partner Qork in gymnastics

-before this."

- Two teachers outlined particular insights

gained regarding working with children. One
teacher said that’'no insighté were gained.

One teacher said that children need specific

direction and guidelinesg regarding types of

balance. The implication is the need for

written materials to specify a great variety
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of types of tasks regarding a theme. Another
teacher replied that it was an insight thétv
children could enjoy balance activities and
learn about balance.
Opinion was divided among the three groups
regarding insights gaingd, Some general
comments appeared in each group. These
concerned the need for specificity and
structure in presenting theme material, and
the value of a time of exploration. The type
of curricula used did not appear to cause a
significant trend in replies regarding whether
insight was gained or not.
Did your feelings toward the curriculum change
through the four weeks? How?

=
Two teachers stated that their feelings became
more negative. One teacher stated that her

feelings became more positive.

‘Teachers whose feelings became negative-listed

the following reasons: length of lesson plans,
lack of clarity and conciseness of lesson
plans which made them difficult to work with,
aisagreement with procedure outlined fégérding
having both floor and apparatus workﬂé;éh

class, lack of detail regarding children's

growth, development reactions, and movement
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|

potential. Following are relevanﬁ remarks
made by the teachers:

"The lessons were jusg too long."

"There was confusion with the lessons with
large apparatus. 1I'd prefer to teach all
floor work first . . . then introduce
equipment."

", . more was needed about children, how
they would have reacted, their\vocabulary

level, their comprehension. . . .

ng teachers stated that their feelings
improved. One teacher stated that her feelings
did not change.

Two teachers suggested that it was during use
of the curriculum that their feelings improved.
This was due to familiarity with termsnand
increased expectancy of succéss regarding
implementation. The third teacher felt thé
same about the curriculum, but indicated that

her feelings toward gymnastics improved.

Each teacher stated that their feelings toward
the curriculum improved.

Two téachers said reading of the curriculum
resulted in negative feelings. Both

attributed this to an "apparent" lack of
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practical teaching ideas. One teacher felt
that the curriculum was hard to follow. Two

teachers said that their feelings became more

positive as they worked with the curriculum,

though both suggested that more "specificity"
and greater amounts of teaching ideas would
be valuable,

Generally, feelings toward the curricula
improved or stayeé the same for teachers who
used Curricula B and C. These curricula
contained the least amounts of information.
Feelings becam; more negative for two of the
three teachers who used Curriculum 4.

If I were to give this pack;ge of materials to
anpther teacher, what do you think should

change?

Each teacher felt changes should be made.

Suggestions for change focused solely on

additions.

Two‘components received the majority of
comments. Teachers indiéated that the lesson
plans éﬁould be shortened and simplified: One
teacher suggested an extension of each lesson
plan to'two or three lesson plans. Second,
each.teachef felt videotapes, visual aids and

accompanying written resources would augment
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the curricula. Widely diverse opinions were
g;pressed in other areas. Following are
r%levant reﬁérks made by teachers:
"Alternatives should be provided in the
curriculum when some things like apparatus are
not available."
" . . a more detailed outline ‘'on how to y
reach objectives is needed."

-
Each teacher indicated that changes should be
made. Suggestions from two teachers focused .
sblely on additions: JOne teacher suggested
deletion of a component.
Two teachers suggested the additjon of lesson
plans. One teacher suégested a second lesson
plan designed for apparatus work only would
complete the curriculum. This teacher
suggested that a "number of lesson plans"
shoulé be added. Each lesson plan could focus
on deyeloping one aspect of gyﬁnastic such
as apparatus use and routine development, A
third teacher sugggsted that more "structure"
is needéd, though not necessarily in the form
of lesson plans. Here, objectives should be
outlined with teaching suggestions and tasks

listed below each. This teacher also suggested

addition of expectations for the teacher of
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what might happen regarding children's
performance in gymnastics. This woula'
provide a "picture" of what gymnastics
actions are poaaiﬁle. One teacher indicatedi

that the information in the Foreword and

Introduction components should be deleted.

Each teacher suggested that a number of
changes should be made to the curriculum.
All changes sugested were additions.
Twé teachers suggested that a series of
lesson plans should be added. Both felt the
curricuium should contain more "practical"
ideas. One teacher felt that physical
education was a low priority, therefore less
background information in the components like
he Foreword and more "activity'" sections
shéuld be added. One teacher felt that
greater specification regarding time for
completing objectives should be added, along
with ideas for lesson plan developpent. Two
teachers felt that videotapes and films should
be added, aléAg with suggestions to improve
aesthetics and quality pf balance work.
Teachers who used Curriculum A had the greatest
number of suggestions for changes, followed by

3

teachers who used Curriculum C. Teachers who
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used Curriculum B had the least number of
suggés"’ﬁ-i_ons for changg’and appeared the most

satisfied of each group with their curriculum.

s Comments covered a breadth of areas. Two

areas of suggeetiohe appeared in every group.
One concerned increasing the detail given
teachers for lesson planning. A second
concerned the addition of extra resources
such as i1llustrations, videotapes or films

to the curriculum.

Would you have preferred to use this material

over a different time span?

Each teacher indicated a dissatisfaction with
the implementation period of two classes per

week for four weeks. Each teacher suggested

. an alternate time span.

Two teachers said winter or spring would be a

more appropriate time for gymnastics. One

L4

teacher preferred a unit approach of

successive gymnaétics lessons, rather than

_ alternating gymnastics lessons with other

dimensions. ‘Two teachers preferred alternating
lessons. Each teacher felt that at least ten
class periods would be required. Each teacher
said that this would be necessary for

"quality" work to be completed. One teacher

L
-
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felt that a thirty minute lesson wés
iﬂ;dequate; One hour class periods are
needed. Followihg is a relevant remark made
by a'teacher:‘ |
W"Thié unit.should be taught in ten iessons
in spring wﬁen childrep are more familiar
with vocabulary and moVeQent."
Curriculum B
Results’ ~ o - Each teacﬁer indicated that théy would have
preferred to use this material over';

; different gime span.. : é
Discussion with - Two teacheIS‘felf that at least three class
Teachers . ‘ o ' . > S

_periods pgr week were required to ensure
gdnqinuitj,f One teéche; féltﬁthat two class

periods per week-were/sufficiént,  She

suggested that five weeks were needed for

gompréhen%ive coverageé of balance. One
teacher felt that more writleh‘instr;ctions
were ‘needed regarding use of the material over
}a Variety‘of time.periods. Each teacher felt
" that quality work wasvnot‘evident after four
" weeks of eight lessons, hencelmbré time was
needed; /Suggestions fan%ed froﬁ longer class
'peride'té more ci;ssés pér week.
"Curficulum C : |
Respi;s - | - Twéyteécﬁers inQicatéd satisfaq;ion’with the

time. One.teacher said more time per class

|
S : : . -
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was needed.

One teacher felt "pushed" for class time,

“”partigularly when classes involved

observation and demonstration of routines.
‘\ s

This teacher suggested equipment should be .

set tp prior to class by students.

All teachers were scheduied for thirty

minute class peridds. Tﬁe time span sugéesﬁed
for implementation was eight classeg gver f@i

four week period, with fwo classes taught ﬁéi

week. Generally, allvteacbers expressed %eme

dissatisfaction with the4time perio& oﬁﬁfgirty
minutes. Estimates of actual teabhiﬂé’time>

ranged from thirty minutes to below twenty

minutes. No accurate measurements Were

expected by teachers. Teachers estimated

Yoo, . ;?‘2}

that “gymnastics loses more time than other
dimensions. Generally, most teachers in each
group felt that more classes per week and a

longer period than four weeks should be used.
‘ , -
There were exceptions to this with one teacher
. \M

who used Currichlum C expressing saQisfaction

53

with the time span. Over all the least

satlsfied group used Curriculum A with the

‘lesson plans. The most satisfied group used

4,*“

Curriculum C, which contained the least amount

bf detailed informatioﬂ.

v
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Have your attitudes changed toward

- gymnastics? How?

Two teachers said their éttitudes had
improved. A third teacher said that her
éttitude had become more negative, |

One teacher attributed her negative attifude
to her perception that each lesson plan
contained too much material. This re%ﬁited

in confusion over implementation Procedures. -

One teacher felt that she had learned more

L

.+ . about teaching in ”a’general sense'. She

expressed satisfaction in thé'reactiéhs of her
children and sa@ a carry-over of children's
positive attitudes into other subjects. She
indicated this influenced her own attitude.
Fqllowing are relevant remarks made by
tegchers: |

"With detailed lessons,'I can handlé
gymnastics. It's more difficult‘than it
appears,lﬁarticularly fhe sequences and
routines."ak‘ | |

"I have learned more, stretched out . . .

grown. . .

- All teachers said that their attitudes

improved..
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- Each teacher stated that they became more

confident as they used the curriéﬁlum. One
teacher stated that her attitudes toward |
safety improved. Another suggested that her
atti¢ude improved because her children
experienced "enjoyment and success" with éhe
activities;‘ Following are relevant comments
made by teachers:

"The movement education concept, teaching this

. way, was new to me and I found it a good way

v

of teaching."

-attitudes improved as I watched my
én enjoy it (gymnastics) and be able to

do £t (balance)."

Tw@ teaéhers said their attitudes became more
rositive, one Feacher said.that her attitudes
ad not changed towards gymhastics.

teacher said that she became more

- confident 'by using" the curriculum. Another

teacher said that hé found teaching gymnastics
not as difficult as he first thought. The
third teacher felt that ﬁéaching physical

e

educétion was difficult ahd use of the

curriculum had not caused a change in this

attitude, Following is a relevant remark made

by one teacher:
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"It would be helpful to have objectives with
a sequential progression of activities. I

would be more comfortable a second time

~around, but I would need to internalize‘a

lessgn prior to teaching it."

Ail teachers interviewed who used Curriculum

B stated their attitudes improved. Two

ﬁeachers intérviewed who used either Curriculum

A or C stated their atti%gﬁes improved. One

teacher in both groups sai? their attitudes \/
became more negative or stayed the same.

Commop reactions in all groups concerned the
enjoyme;;fpnd success of children and the b &

influence this had on theif own attitudes. In

qddition; most teachexé in each group ..

referred to their improved confidence. KThey e

stated that they did not feel sure about

teaching gymnastics initially from the %
3

curricula. Some reasons given included safety

concerns, lack of knowledge regarding movement

"education and a belief that balance-type

activities would be interesting(forfchildren.
Which component(s) did you use the most? Why

were these useful to you?
{

Eag¢h teacher listed three components as used

most. No component appeared more than once in
J
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teacher rgéponses. -

One teacher said éhat the Lesson Plan .
component’, Definition copponent aﬁd Evaluation .
component were most useful. A second teacher

said that the Child and Balance component, the

Componest of Balance component and Partner

Work and Balance component were most useful.

The thdird teacher said that t
v : Pl
found in the Foreword were Pt

#5 .
the lesson ﬁﬁané because I like to make my

own lesson plans. I would like someone else's .

lessons to refer to only . . . someone else's

words are not my word&¥

"My lessons are for m; childreﬁ,-they need my

personal styl¥ and lesson plans.don't fit into

my style." \ . j

|

!

Each.teacher interviewed said that they used
S
the component.entitled Instructional Objectives

for the theme of balance most.

One ‘teacher said that following th )
. . : \

Instructional Objective component, the

Definition componént and Development of the

\
\
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Theme Material component were most useful.
Two teachers said that the Sample Lesson Plan

component was the most useful.

Each teacher interviewed listed a different
component as being used the most: the Sample

Lesson Plan cgmponent, the Instructional

Objectives for the Theme of Balance'component

and the Components of Balance component.
One teacher used the Sample Lesson Plan
component the ‘most because he was "most

familiar" with this typelof format. He stated

)

that Instructional Objectivés and Goals were

‘new to him in physical education and were used

for references only. A second teachef;?ﬂ

that after the component called The Components
of Balance; he used the components entitled

Purpose and Place of Balance and Development

s
] o

of Theme Material. He used the Sample Le;sén
Plan component initially and did not refer to
it after week two. A thirdlteacher said that
the Instructioﬁal Objectives component was the

"key" to the curriculum and used this

'component and the Sample Lesson Plan component

almost exclusively.

Generally,tteachérs who had the lesson plans

3

did not feel they were useful. All teachers
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who used Curriculum B were qnéhimous in
stating they4uséd the Instructional Objectives
for the Theme of Balance component most. This
component appeared most ;ftén.‘ The Sample
Lesson Plan component appeared the next number
of times among all teachers.
Question 11 ‘ - Wﬁicb coﬁponent(s) did you use the least? Wﬁy

7

‘ were these components less .useful?
Cukticultim A -
4'393U1t3 . - Two teachers said that "most"!bf the components
in the Foreword and introduction were uéed the
- least. Oneégeacher said that one particular
component, Abbaratus Work and Balance, was
used theuleasﬁ.
Dig€ussion with =~ - Teachers were generaliy non—sﬁecific in their

eachers _
responses to this question. Each teacher

indicated ths + Foreword and Introduction
N sections inéluwww components which were read,
d tbnt not used in designing lesson plans.
Cur£iéulum B . o S
RESUlFS" - Each teaéger‘éaid that the evaluation was used
.t | least. '
Discussion with ~ One teacﬁer suggested that more information
Teachers : )

was needed to use the evaluation. Only one
teacher indicateg that components in the
Foreword and Introduction sections were used

least.
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- Two teachers said that all components were

useful and were used equally. Omne teacher
sald that the Evaluation component and

Definition component were used least.

- One teacher said that all components were

useful because "all were needed" and were

integral to the curriculum implementation.

- Teachefs who used Curriculum A listed the

greatest number of compodents used the least.
They indicated a reliance on the component
containing the lesson plaqs.\ The Evaluation
component waé used least by more teachers than
any other component. . All teachers who used
Curriculum B used this component the least.
Teachers who used‘Curriculum C not only iisted
the fewest components, but gave sfrong
indications that they needed to use all
components.

Were there components which held you back

inhibited you? S

One teacher said there were no inhibiting
components. Two teachers said that the
Apparatus component(s) inhibited themn.
One‘féacher stated that the” Apparatus

component(s) inhibited her intially, but the
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degree of inhibition decreased as she went
along. She suggested greater specification
on use of apparatus was needed. A second
teacher said she was uncomfortable with the
time breakdown regarding floor work and
* apparatus, (The curriculum suggested that
floor work Qﬁd apparatus work be used in every
lesson where possible). She indicated that
this inhibited her until she used an alternate
time breakdown that she was comfortab;e with.
Curriculum B
Results - quﬂteachers sald that there were no inhibiting -
components. One teacher said that the
Evaluation component inhibited her.
Discussion with - One teacher said that the Evaluation component
Teachers :
was too '"onmerous and unworkable" and.
consequently was not used. She also suggested
that the component called Tﬂe Unit Theme
Material needed specification, tying the
material directly into the appropriate
instructional objective.
Curriculum C
Results -~ Each teacher inEérviewed étated there were no
inhibiting components.
» Comparison : - Teachers who used Curriculum A listed the
greatest number and variety of iﬁhibiting

components., Teachers who used Curriculum C

-
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did not list any inhibiting components.

- Would you have appreciated more material in

any one component?

One teacher said no. Two teachers listed two )
components which they felt required more

material,

One teacher said that transparencies,

pictures or illustrations should be included.
She)felt records or films could be made

available to help promote the "dramatic" side

of gymnastics. A sec i teacher felt that

specificity regarding the kind astics

should

5

be included

‘One teacher suggested that no more material

need be added. A second teacher said that
lesson plans should be included. A third
teacher said that questioning strategies
outlined in the component called The Unit
Theme Material should be tied directly into
the instructional objectives,

One teacher felt that greater specificity
regarding nhat can be expected regarding

gymnastics work should be included.
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- Two teachers saild that lesson plans should

be included. One teagher felt that no

maﬁerial should be added.

# One teacher felt that lesson plans could be

included. She felt thft the next most
"attractive'" addition would be lesson plan
"ideas'" which would include teaching
suggestions regarding implementation of

objectives and setting up of appara&us.

~ Teacher comments from users of Curriculum A

focused on increases, detail, specificity and

\

S

indicated the desire for more lesson plans. ‘

Teachers who used Curriculum B geemed to want
more detail regarding how to implement the
instructional objectives. All comments

reflected the type of curriculum %§ed.

- Would you have wanted to be involved in the

development of these materials?

~

- Two teachers said no. - One teacher said yes.

- One teacher&described her possible involvement

as "giving advice" during development. Another
B

o«

teacher felt that involvement would have 'P'Q?
proviﬂed insights into gymna%tics.’ She would i
‘have preferred to develop the Lesson Plan
I
»
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component. Each teacher felt that time would
be the significant factor influencing
involvement in any curriculum development.

Curriculum B

Results ' - Each teacher interviewed said yes,
Discussion with — Comments from teachers generally focused on
Teachers ~

the potential for understanding more about

gymnastics from possible involvement in

material development. Following 1QMQ relevant

remafk mad; by a teacher:

"Objectives can be interpreted differently.

| To be involved in curriculum development helps
teachers use objectives."

Curriculum C

Results - Two teachers said yes. One teacher said no.
Discussion with ~ Each teacher said that their involvement would
Teachérs .

depend upon the time available to them.
\~
Comparison , - Lack of time and the potential for greater
understanding were the most prevalent reactions
) A3

to this question. More users of Curriculum B

. .

than either Curricula A or C would have wanted
’ to be involved in development.

Question 15 - Which components would you have preferred to

‘dévelop yourself?

. Curztgulum A

Results . - Each teacher interviewed said the Lesson Plan

component.
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RC

- One teaqhef said that ideas for safety for

ugse of apparatus caytd be develope&71nto the

legson plans.

One teacher said the Foreword and Introduction
sections. A second teacher said the
Instructional Objectives Component. A third
teacher said that she would not‘have wanted to
develop a component.
One teacher said that she would have given
input into a component while someone was
developing it. She stated:
"I would read 1ntq it something that isn't there,
from my own experience g%d from my own
sifuation. For egample{ with apparatus and
how to é;ore and arrange it into cupboards.“

//"
Two teachers said lesson plans. One/feacher

said teaching suggestions regardiné,hse of
apparafus. ' / )

/
/

Generally, teachers would have pgéfefred to

dévelop components.that did~not‘appear in their

curriculum. They referfed_to lesson plans and.

teaching shggestions.

The type of component which appeared most ofteh
in comments was lesson plans. The bnly"group

which did not mention lesson plans were the

#
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ugefs‘of Curriculum B.

- How useful were the lesson plang?

(Curriculum“A).?'

Hov useful was the theme material

(Curriculum B).

How useful was the material I gave you?

" (Curriculum C). & .
, ' A

1

L.

\

o .
- One teacher gaid very useful, two teachers

said-fairly useful. |
/ \

- Generélly, twg teachers felt that each lesson
P . A

plan was too ipng.. The lésson'plaﬁs were

useful as guidelines for these ﬁeachérs.

- Two- teachers said very useful, one teacher

said fairly useful.

. — One teacher felt that the usefulness of the

materials would héve been increased if the
theme material had been arranged under the

appropriate instructional objective. =

~ Each teacher interviewed said that theﬁmaterial

was fairly useful.

- One teacher said.she "relied" on it and

referred to various components as she needed

them because she had '"nmo other sources to refer

‘to." Another teacher felt that the material
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. theme material? (Curriculum’ﬁs.

Another teacher said ‘that if given

181/
. ’ "/" |
was us€ful infghw"academic" sense. It

increased his.knowledge about balance and

.gymnasfics, but was of limited useé'in

teaching balance‘aCtivitieé;

- Gurriculum B wasijudged useful by the greater

8

B majority'of its users. Curriculum C was

judged fairly useful by the greater majority °
‘ 4 , .

, of its users.

. ‘ .
Would\yog\hgye preferred to develop your own

'leéson plané?*\(Curriculum A).

Would you havefpreferred~to’develqp'yoﬁr own

3 g

" Two teaéhefs'said yes.. One teachégﬁggid.no:”:""

' ) B S
One teacher said the'legson plans were good,
but she would have found her own lesson plans

"more useful" to her and to her children.

instructional object{ves and teabhing
suggestions, she would have preferred to

develop her own lesson plans;'.A third teacher :

felt the lesson plans served as guidelines and

. could Be used in place of her oﬁn lesson plans.

Each teacher interviewed said no.
Tééchers indicated they felt they lacked

sufficient knowledge regarding gymnastics and
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- Each teacher interviewed said
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.

" balance to be able to develop their own theme

. _-material, . ;

Most teéchers who used Curriculum A preferred
to‘debélop their own lesson plans. No users

of Curriculum'B‘preferred to develop their

.own theme material.

Could you have planned your own lésson plans
on thezbasis of the other materials I gave

you? (Curriculum A) .

~

-Were you_ablé to plan yoﬁr own lessons on the

basis of the theme material? (Curriculum B).

Were you able to plan your own lessons*on the

basis of the ﬁatetiai I gave you? (Curriculum

0. . - I s

~

AN

Two teacﬂers said yes and one teacher said no.
One téache; said that her own lessons would be
"very poor'" so lesson plans should be kept as
a resource. Following is a relevant remark
made by this teacher: -
"I did not follow the lesson plans at the énd
of the period. I formulated my own lesson

o v

plans and referred to the lesson plans in the

curriculum." o

3 . 7(’

- Each teacher interviewed said yes.



Gurriculum C

Results -

Discussion'with
Teachers

¥

-Comparison

Question 19

Curriculum.B

Results
Discussion with
Teachers

183

[

that they were able to develop their own
lesson p1éns §n1y by followiné.;he'mbﬂel
‘provided'by the sample lesson plan. Each ;
teagher said that their 1essons:;ere
aQequate‘at fifst and‘improved as’time went
én. On'teacger said: B
"I would have prefe?red An inservice afterv‘
haﬁing used the materials.. 1 would\have been

able then to develop-better lessons, 'I'm

" '
sure. ‘ ® CES

W

Two teachers said yes. One teacher said no.

Two teachers felt that their lessoné were not
as good as- they might have been as if they had

had lesson plans to follow. One teacher said

' she was only able to plan‘lessons by going to

"outside" materials.

Teachers who used Curricula B and C generally

.

felt less pleased with their lessons than

teachers who used.Curriculum A.

Would you have preferred that I.had given you
a series of lesson plans?, (Curriculum B and
Curriculum C),.

-

Each teacher said yes.

'One teacher would have preferred lesson plans

to go along with the theme méterial. She
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preferred the "fregdom"_to,dgvglop her own

lesson, plans and would use a series of lesson

- v N . ,
plans as '"reference points". . A second .

[

‘teacher said that initially, yes, however, she
felt lesson pléné would have eventually becomei?
"restrictiﬁe". A third.teachér wéuld haQe
preferred\}esson plans only if given the
"freedom" to mo&ify‘them; She would ﬁave used

a series of lesson prns as "guidelines'.

Curriculum C

Results - Each. teacher interviewed said yes.
i n N
. Discussion with ~ One teacher would have preferred lesson plans
-Teachers ‘ ’

- to refer to, not to use "prescriptively". .A
second teacher would have preferred a lesson
- plan "guideline" into which he could have
L | : developed ﬁge‘theme material. A third teacher
said she would have p;eferred'lesson plans for -

this particular subjectvonly3 a 'non;specialty'

i

N ' for Her. R : I'4
Comparison - - All teachers interviewed in both groups would
\¢> : ’ _ have prefefred lesson plans. Generally,

teachers preferred lesson plans to be used éé '
M gui&elines or reference points and not as a
piescriptive plén of action; Ceﬂerally;
teachers who used Curriculum C would have
p%eferred.lesson plans (Curriculum A) over

tﬁéﬁé material (Curriculum B).
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‘

Description of,Ree¥onses to the ;

Telephone Interviews

S\

.Through the telephone interiews the‘researcher _attempted to probe

into teachers use of thelir selected curricula. Four questions were

developed for each teacher's interview. °i

Each question was dealt with in three ways. First, under the

Kl

headings of each question, the results of response counts were recorded

under Curriculum A, Curriculum E, and_Curriculum C. Special aspects of

each response for each curricula were recorded wnder Discussion with

Discusgsion with Teachers.

Teachers. Where relevant remarks occurred, these were added under

ES

Thirdly, comparisons of responses were made

. for eachvcurricula. This was done under Comgarisons. Twenty-one

teachers were interviewed, seven users.of Curricula A, B and C

respectively.

Question 1

.Curriculum A

Results

Discussion with
Teachers

%

~ Which component did you use the most? Why

were these most useful to you?

- Each teacher interviewed said the lesson plans

" were used the most. . A

— Following are relevant' remarks made.by . Keag

1
a
3

teachers:

"I did not use the actual words. I used the

"There was too much in one lesson. I reviewed
" the previous lesson and ended up with everyone
doing the same thing.'

"The lesson plans were valuable to get at the

ideas from the curriculum and my own key words.



Curriculum B

Results

1

ngcussion with

Teachers
Lk

Curriculum C

Results

L
Al

Discussion With
Teachers

Comparison

-

objectives that were set out."

186

"The plans were very prescriptive, and I

them according to what the

deal with problemt h%

the lesson plans.

‘never followed them verbatim. I changed:

dten were doing

‘and relied on my pat; ggpdh é?ex’erience to
.A"‘,V

rh S ’
-}pecified in

Four teachers said they used the Instructional

Objective component most.

Three teachers said-

they used the Sample Lesson Plan component.

most.

The I;k;ructional Objective component was

mentioned six times by teachers. The Sample

Lesson Plan was mentioned four times. The

Definitions were ment{oned three times. The

Development of Theme component was mentioned

twice as was the Evaluation component.

Four teachérs said they used the Sample Lesson

Plan most.

Three teachers said they used the

- Instructional Objective component.

The.Samplé Lesson Plan component was mentioned

seven times. The Instructional Objective

component and Def}nition component were

mentioned twice.

The Lesson Plan component (Curriculum A) and



Question 2

Curriculum A

Results

Discussion with
Teachers

Curriculum B

Results

187

\the‘Sampleuiesson P}an (Curricula B and\E)
were mentioﬁed more times by teachers than
any other cbmponentf The Instructional
Objective coﬁé;nént was mentioned |
most often. ?Thistcomponent was mentioned

more often by users of Curriculum B and

Curriculum C than users of Curriculum A.

- Which components did you use the least? oo
Why were these less useful to you? et

. =~ The components in the Introduction section

were mentioned three times. The components
'in the Foreword section &ere mentioned twice,
" as was the Evaluation component. Oﬂé teacher

said the Apparatus Work and Balance

component,

- Five teachers said they read the components

in the Foreword and Introduction sections and
did not refér back to them. They indicated
that they used the 1es§on plans almost
exclusivel&. Two teachers did not use the
Evaluation component becausé of "time

* constraints'. One teacher said that apparatus
was not available in the school and as a

..result, she did not do apparatus activities.

W

- The components in the Introduction and

PN



Discussion with
Teachers

.

Curriculum C

Results

Discussion with
Teachers

Comparison'

188

Foreword sections were each mentioned three
timia. The Evaluation component was mentjioned
twice and the Apparatus Work and Balance
component were mentioned once. s
Oné teacher séid the language used in the
Forewdrd made the componefnts here difficult to
use. A second teacher sald that time «
congtraints p?évented use of the Evaluation
The Foreword and Introduction

-
components received the greatest number of

component.
responses.

The components in the Introauction ;ﬁd
Forewor% sections were mentioned threevtimes;
The Eyaiuation component was mentioned twice.
Two teachers éaid tﬁey used all the
components equally. |

Following ére relevant remarks made by
teachers:

"I used ail the components . . I felt I
needed to in order to teach the theme
properly."

"The evaluation was too cumbersome to be used
effectively. . . ."

The Foreword and Introduction sections and the

components in these sections were mentioned

most often among gach group. The Evaluation
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A
Question 3

Curriculum A

Results

Discussion with
- Teachers

Curriculum'B

Results

Discussion with
Teachers

189

component was most often mentioned.
If I were to give this package of materials
to another teacher, what do you think should
change?

v
The majority of responses concerned shortening
the lesson plans.
Following are relevant remarks made by‘
teachers:
”Diagrams and visual materials are
needed. . . ." )
"I would like to have had an 1nservice during
the use of ﬁhese‘materials."
"I like simpler lesson plans, less prescriptive

types . . . because of my experience. . . ."

" ., . . suggestions for secondary or
alternative materials would be nice. Signs or
posters‘around the gym can also be used to
remind children of the possibilities.”

|
"

. - more time on a lesson for gymnastics,

probably at least forty minutes. . . ."

The majority of responses concerned the
addition of lesson plan type of materials.
Following are relevant remarks made by

teachers:

" . . confusing not knoWing‘what

A}



Curriculum C

Results

Discussion with
Teachers

- Following are relevant remarks made by

190

expectations are for balance and children.
One view of balance progression from
kindergarten to grade six would be great fo
a teacher to know where grade four children
fit An." \
"The gufgiculum was good professionally and
for understanding, but not for teaching."
"This curricﬁlum would be better if ideas were
laid out under objectives. . . ."

"More explicitness would have been useful.
Specific ideas for sequénces and routines

* * * diagrammed out of types of sequences
would be valuable. Videotapes would be good
so I can see and children can see their work."
"An overview of how to use the curriculum
document would have been helpful."
fChildren'lack-variety - - . a videotape would
help break down their mind set."

"I prefer to go,to apéarhtus work and remain
there . . . not going back to.floor work."
dBackground information should go to the end
of the book, like an index, so teachers can get

to the teaching ideas."

- The majority of responses concerned the .

addition of lesson plan types of materials.
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. teachers:
"I had difficulty {n intecrpreting the
objectives. I[f the theme material were
organized under objectives, this would help."
" . . . lots of ideas to begin with,
prescripti?e at first. These lessons would
be used as a guide for objective

attainment. . .

list of materials, loosely arranged

ir
.

with a lesson plan as a guide.

" . . . a change on how to use apparatus

one lesson on the floor and one lesson on

apparatus."” |

" . . . more lesson plan ideas, but not
necessarily specific lesson plans, although
I'd use them."

Comparison - Most teachers preferred to see lesson plan
types of materials. Few teachers wanted
prescriptive plans, preferring instead to
havermaterial arranged under objectives so

teachers must develop their own lesson plans.

Lesson plans seemed to be viewed as valuable

.

as guidelines for format purposes or as //,_‘\,/’

reference points.
Question(s) 4 -~ How useful were the'lesson plans? (Curriculum
A).

How useful was the theme material?
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Curriculum A

I

Results

Discussion with
Teachers

Curriculum B

Results
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(Curriculum B).
How useful was the material that I gave you?

(Curriculum C).

Five teachers said very useful. One teacher
said fairly useful and one teacher said not
useful at dll!

Teachers generallfifelt that the lesson plans
were very useful for non-specialist or
beginning teachers. Three teachers indicated
that they would not use lesson plans
exclusively throughout the year, preferring to
adapt and add material in other formats from
other sources. Most teachers sald that the§
did not use the plans prescriptively. They
picked ideas from the blans and used the format
of the plans as a guideline. Two teachers said
some procedures outlined in the plans, such as
appar;tus ugse, were incompaﬁible with
procedures they were comfortable with. They
used systems they had the greatest experience
with in place of the system(s) outlined in the

curriculum.

Two teachers said very useful. Four teachers

sald fairly useful. One teacher said they
*
were not useful ‘at all.
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Voo !

Discussian with - Two teac?ers said that the usefulness of
Teachers . “ } L .
PR “ ¥/ tbe materdals lay in the knowledge they

provided about balance. Aé.teaching
ffools“, théy weré "fairly uéeful";f&One
teacher feitithat this-"type" of material wasv
. ugeful for an_experiencedlfeacher. She said
that this material "fo:cea her to<wofk har?erg
théﬂ she would have if she had had lesson plaﬁs.
Cufriculum c
Results' | o -Ione teafher said Qery useful. "Three teachers _
>said fairly yseful. Three fea;hers indicated-
that the materials were oéu"limited practical
use'’.
Discussion with /;‘The majority of teachers indicated that
Teachers - :
' lesson.plan types of materials would be more
useful, The general h_eling was that it would
not Matter if the plané Qgre prescriptive or
vnﬁﬁ, that teachegs wopld adapf and modify
plans wheré necessary.‘ATwo teachers said that
the ﬁatexials were useful.mainly fof pfoviding
knowledge. One teacher felt that the.
materials began: to 1ack "uE}lity" towards the
end Qf’the impiementation period. All teachers
‘ indiCated that the sample }ESSOn“plan was an
impoTtant and neéessary part of the curriculum.

All teachers suggestéd that for non-speciglists,

this "type" of material was difficult to use,
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and more detail (lessoﬁ plan type of~. 4
v materials)'qbul& have been p:eferréd.
" Comparison . - The lesson plans’ were found most ﬂseful by
five of thé”éeachers; Only two teachers felt =
their theme material was most useful, and one
¢ c teacher the material in Curriculum C.
Generally, Curriculum A was pérceived as more

useful for its users than were Curricula B or

c.



| Chapter 5

DISCUSSION OF THE FINDINGS, CONCLUSIONS,
SUMMARY AND RECOMMENDAIIONS

Introduction

The basic difference among the three designs of curricula was their®
degtee of gpecificity. One design was very detailed ann specific with
eight brogressive lesson plans included as the curriculum's-uniQue
component. The second design chosen was somewhat less specific. Here, |
selected teaching material was outlined in one component in a list-type
format under selected headings of floer work, apparatus work and teacher
suggestions. The third'design was the least specific of the three
currieularvdesigns used in thie study. The common elements found in
:the previous two curricula which provided teaching materiel designedx

with different degrees of specificity were missing in this.curriculum.
Teachers' implementation etrategies‘were largely determined by -their
use of the:remaining components in this curriculum.

This chapter presentsla,enmmary of tne study with attention drawn-te the
najor findings. The findings are not tbtall& definitive because of‘the small
sample. These findings have g%en summarized under the headings of attitudes
.and perceived knowledge. The pertlnent findings gathered in the interviews
have been summarized and appear under the same headings., A discussion of the
findings has been dncluded in each section: These are speculative in nature,
based largely on readinge'and personal observations.. The conclusions which

hawe been drawn from the findings have been included. :This chapter also

195
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contains recommendations for further study in curriculum development and

in elementary school gymnastics.

- ;' ) Discussion of the Findings

Attitudes - :

Curriculum A

9

The teachers who used Curriculum A showed the greatest impéovement
among the three groups in attitudes in the posttest in the greatesf number
of ig§%$Ude questions and components as shown in Table 32. These
in'cludéd: 'atT:'i‘-tud,es toward the problem~solving approach, attitudes toward

the educaﬁionai“contributioﬁs 6f gymnastics, attitudes toward being
rgcipients of preplanned curricula, attitudés towara the sources of
cur;iculﬁm materials, attitudes toward their percei&ed state of
competence,-affitudes tbﬁard their perceived success of imélemenﬁation.

aﬁd attitudes toward the skills achieved by children in‘balance. fhis

group was the least:concerned in the posttest towards the perceived
. v .

constraints and difficulties associated with gymméstics.

The teachers who used Curricplhm_A showed the greatest improvement

>
\

in attitudes in the greatest number of components. This might be
attributed Eb the following:

1. The lesson plan type of curriculum continues to be highly
prevalent and available to teachers for their use in y
gymnastics. The result is a familiarity with this particular
type of curriculum and experiencé in utilizing it for
te;ching.

The group using Curriculum A generally became the most positive in
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questions concerning attitude to curriculum (efg; I am able to
teach gymnastics from gomeone else's preplaﬁned cuyrrcuium;
there is a lack of useful curriculum materials fo;\%eacher use).
However, whiléqthis was true after implementation for this

group, the grdup using Curriculum C was more positive in

curriculum-related questions before implementation, and showed

the least amount of movement towards a positive attitude towards

cuf:iculdm after implementation. This seemed to indicate that
the pervaéive influence of lesson plan type of curriculum was
felt in this study. This group was generally more appreciati@e-
initially and stayed thaf wéy after implemenﬁétion; The

5

Yo . ’ : .
interviews revealed an interesting aspect regarding how teacher.

attitudes were affected. Where posifive shifts in aftitudes

were reported, the teachers indicated the influential factor was

the actual working with the curriculum. These téEChg;s reported

that becoming more familiar with their curricula through\ﬁsigg

it and watching the progress and enjoyment of children were
aspects which caused an increasingly positive attitude to

/

develop. o {
The majority of teachers inlthis study seeméd to expect lesson
pléns like those provided in Curriculum A. Thus teachersﬁwho
used Curricﬁluﬁ‘B and two teachers who used Curriculum C
expressed an initial disappointment with the type of curriculum
they received. The anonymous nature of the ques;ionnaireg%
unfortunétély prevented a follow-through with fhese teachers to‘

see if their attitudes changed after dmplementation.

The group using Curriculum A may have implemented their

(

/
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gp¥riculum moré intently and prescriptively than the othef
groups bécause 6fvtheir experience with this type Pf
curriculum./'As a result, théy may have been aﬁle to draw more
reactions and conclusions. This levellof implementation may

havs affected this group's move towards positive attitudes in

the relatively large number of components.

' Curriculum B

The teachers who used Curriculum B showgd the greatest improvement
among thevthreé groups in attitudes iﬁ the posttest in the next greatest
number of attitude compone;ts as shown in Table 31. These included:
attitudes toward their perceived state of éompetence, attitudes t;wards
the various fgrmats of available curriculum, and teacﬁer attitudggl
toward understanding the objectives in elemen&a:y school gymnastics.

These teachers ranked second in improved attitudes and also

in the number of components. This might be attributed to the following

N

reasons:

1. Teacher§3were geﬁerally‘hnfamiliar with curriculum designed with
this type of detail and spécification. However, they were able
to use this curriculum as a'base.for planning lessons.

2. Teachers expected to receive a more prescriptive type of
curriculum, and used a variéty of implementation
strategies.

3. The absence of writter guidelines on how to develop the
insfructidnal objectives over a number of lessons might hgve

stimulateé this variety of implementation strategies.

i
f

Curriculum C : ‘ |

The teachers who used Curriculum C showed sliéhtly less improvement
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in, attitudes in the attitude components in the other réups. In additionm,
this g;oup had undecided responses for more questions in more ‘components in
the posttest than either group using Curriculum A or Cuxriculum C.

Thé teachers who used C;rriculum C became more nega }ve in the
postfest abéut theaprobleﬁ—solving app;o§ch used to teach\gymnastics,;
about the enjoyment children derive from gymnastics, Qnd a&out being
recipients of preplanned curriculum. In questioﬁs where 1&provement
was noted in the posttest in selected questions, the amount of
improvement for tﬁis gioup was found to be ;omewhat less than for the
other two groups. Th;naboye findings might be attributed to the same
reasons expressed‘for the group using Curriculum B:

1. Teaghers werelunfamiliér with curriculum designed in' this

way.

2. The expectations of teaéheré of receiving a more prescriptive
type of curriculum. This group showed an expected move towards
agreement in the statement "I am personaily qgite able to
decide what to t;ach in gymnastics'. They apparently had to
make the largest number of curriculum implementation‘Aecisions
because of their least prescriptive curriculum. .

3. An initially high number of teachers in this group as cbmpared
to teachers in the other groupslyﬁo responded positively in the

pretest in selected questions. The improvement in attitudes

appears relatively small as a result.

Perceived Knowledge

Curriculum A

_ The teachers who used Curriculum A showed gains in perceived
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knowledge in the posttest in the greatest numbér of questions and
components as shown in Table 56. These included: perceived knowledge
regarding curriculum materials, aims for balance work, selecting content
for the theme of balance, teaching methods, organizing a lesson,
evaluation, obsefvation for improving teaching, applying balance
activities to apparatus, partner work and understanding the theme of balance.”

‘That the teachers who used Curriculum A showed the greatest gains

towards éomprehensive knowledge in fhe greaéest number of components
might be attributed tosthe following reasons:

1. The greater level of commitment to the materials because of
familiérity with lesson plans as a curricular resource and also
experienc& in utilizing this type of curriculum.

2. A greater involvegent with the curriculum because-of the

prescriptive nature of the lesson plans and the possible

greater degree of intensity of iﬁplementation which resulted.

Curriculum B

The teachers who used Curriculum B showed gains in perceived
knowledge in the posttest in one component: regarding téaching
methods, Ihis group ranked second in postteét to users 6f
Curriculum A'in the amount of overall improvement in knowiedge in all
components. - |

That these teachers showed jmprovement in fewer.components‘than users

of Curriculum A might be attributed to the following reason:

“is
~

1. A sugpected lower leveliof both initial and ongoing commitment

to a type of cﬁrriculumgwitﬁ which teachers were less familiar.

Each curriculum contained identical background material designed to

Q

give information to aid teachers' understanding of gymnastics and
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development of balance. It was Interesting to note that the groups
usihg Curriculum B and Curriculum C did not show greater gains than they
did in knowledge components, given their obvious need to rely more

heavilyxon the background information than the group using Curriculum A.

Curriculum C

Teachers who used Curriculum C showed gains in perceived knowledge
. &
in components regarding: the class management aspects of achieving

maximum pupil activity and organization of children. This group showed

the least amount of overall gain in the posttest towards increased knowledge
in all components; That this group showed the least amount of gain might

be attributed to the following reason:

1. A possible lower level of both initial and ongoing commitment

to an unfamiliar design of curriculum.

Cuirigplum Design ,

Curriculum A

Two oprhe three teééhers interviewed said that their feelings
became more ﬁegative during imﬁlementation. Among reasons offered were
the 1ength of particular lesson plans and subsequent implementation
adjustments (e.g. having to complete oge‘lesson plan over two or three
lessons). A general dissatisféction;b&'all intervieweeg in each group
was expressed regarding each curriculum's abilit§ to show teachers how
to bring about objgcti;es. However, the interviewees who used Curriculum
| A were{less negati&e in this regard~than'interviewees who used Curriculum
B or Curricuium C, possibly due to a géneral familiarity with lesson plan

design.

The users of Curriculum A relied predominantly on the lesson plan
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component. This contrasted with the other groups who relied on a
greéter variety of componenta of their particular curriculum. The’useré
of Curriculum A indicated that insights about the theme of balance were
gained more so from using their‘curricuinm than from reading it. They
‘seemed to be more positive about their curriculum as a teaching device
than were users of Curriculum B or Curriculum C ‘and listed more insights
'gained about the theme of balance than the other groups.

The largest amount of dissatisfaction regarding the actual
impiementation came from users of Curriculum A. This may be attributed
to the lack of written specifications on how to complete one lesson plan
(i.e., carrying-over into the next day and unfinished work). The
increasing amount of dissatisfaction might be attributed also to an
initig;ly high level of expectation at receiving a design of curriculum

"with which they were familiar. There were strong indications in the
group using Curriculum A that diséatisfaction rested more on the
particular lesson plans they received, than on lesson plans generally.

The group using Curriculum A showed the greatest overall change in
attitudes and perceived knowiedge, yet appear;d to be the most
dissatisfied with their curricular desigh. This seemingly contradictory
finding perhaps points to the need fdr further studiés of curriculum
design, with a focus on decisions of developers to design curriculum
according to teacher preference, and according to the results gathered

in research of teacher use of selected designs of curricula.

Curriculum B

Teachers in this group, more than teachers in the other groups, viewed
their curriculum as a source of worthwhile information regarding understanding

the theme of balance, than for teaching it. This might be attributed



to a relative emphasis in.this curriculum on content outlined in a
minimally prescriptive fashion. Another possible consequence of the
lack of prescriptiveness may have been the greater variety of
implementation schemes offered by this group. Some teachers in this
group suggested that teaching material in the form of lesson plans was
needed to help them use their curriculum.

From this group came the greatest variety of suggestions for
curriculum design. Suggestions included: combining lesson plan type
of design and an outline or list type of désign in a single cur?iculum
to accommodate both types of curricular design, providing content,
tasks and teaching suggestions in a hierarchical order and leaving
the actual lesson plan design up to the teacher, and providing lesson
plans which are designed to be developed over three or four

classes.

Curriculum C

The group that used Cufriculu@ C expressed less satisfaction in *
the_interviews with their curriculum than did -the other groups. This
group used the greatesg varier of components wi;hin'their particular
éurriculum, but suggested that a lack of prescriptiveness hindered
their teacliing of a subject for which they were not trained.

The teachers in this group, as well as the teachers in tﬁe
group that used Curriculum B, when asked if they would have préferré¢
lesson plans, were unanimously in agreement, However,‘in the
interviews, the teachers did not suggest alternate curricula;-deéigns,
indicating a p;ssible lack -of awareness of the possibie designs which

are available.

203



204

Conclusions to the Research Questions

Question 1

Does the design of gymnastics curricula have a relationship to
teacher attitudes towards elementary school gymnastics?

The design of gymnastics curricula does have a relationship to
teacher attitudes towards elementary school gymnastics. More apecific
and detailed curricula appear to be the most influential type of design
in causing positive changes in teacher attitudea toward elementary school

gymnastics.

Question 2

Does the design of gymnastics curricula have a relationship to
teachers' perceived knowledge regarding the theme of balance?

The design of gymnastics curricula does have a rela;ionship to a
teacher's perceived knowledge regarding the theme of baléhce.
Prescriptive and:detailed curricula appear to be the most influential in
bringing about increases in teachers' perceived knowledge regarding the

theme of balance.

Question 3

How do teachers perceive and value selected curricula provided to
assist their decisionfmaking in the implementation procéss?

Indications are that teachers have varying needs and desires
regarding curricula. The valuing of a design of a curriculum as an aid -
in decision-making in the impleme;tation process depends on individual
needs and preferences. From the findings of this study, some aspects '

which influence a teacher's decision to balué a curriculum include: the

success and enjoyment of the children, teache;é' perceived success reéarding
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implementation, and the clarity and potential utility as perceived by

the teacher of the written curricula.

Additional Conclusions

1.

A variety of curriculum designs 1s necessary to meet the varying
negds and desires of non-gpecialist teachers. The following types
of‘éurricﬁlum design were suggested by teachers from the study:
outlining instructional objectives with relevant theme material
listed under each objective; one lesson plan for eachgof the major

gymnastic foci (e.g. floor work, apparatus and partner work), and

v

curricula with both prescriptive and non—prescriptive type materials

provided on a single topic. Teachers desire to choose the

design most appropriate for them in their initial implementation
period, then use a curriculum design in subsequent,implementation
periods. |
Teachers prefer to use 1essoﬁ plans for teachingva subject of‘ﬁon—>

speciality in an initial implementation period. Frdﬁ this study,b

indications are that implementation practices using lesson plans

vary from verbatim translation of lesson plans to referénce back to

‘a plan for teaching ideas when they are required.

Information for the non-specialist teacher about teachiﬁg methods ié__

- valued highly and used more than information about content. A

number of teachers in this study indicated that they spent less time

' reading their curricula to understand the theme and more time reading

theif curricula to prepare teaching strategies.

) {
Teachers modify and adapt the intentions of the curriculum material.
A variety of implementation practices was described by teachers in

this study. The group who used the lesson plans modified curricular

»
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intentions least. Teacher translation of the lesson plans into
practice occurred in two main ways: completing one lesson over two
or three days, or implementing one of the eight lessons a day. The
indications were from the interviews that users of Curriculum B
modified their curriculum intentions the most. This translation of
their material into practiceboccurred in a variety of ways. These
included reliance on the sample lesson plan provided with limited
reference to accompanying curricular components, and reliance on the
instructional objective component with limited reference to other

curricular components.

Summary of the Study

’

It was the purpose of this study to examine the relationship between
selected curriculum design and teacher attitudes towards elementary
school gymnastics at the Grade Four level and tegchers' perceived
knowledge regarding the theme of balance.

The initial task of the researcher wasvto design three curricular
formats on the gymnastics theme of balance for Grade Four teachers. Each
curriculum differed in the specificity of the theme material provided
and in the design of a unique component found in each curriculum.. Each
curriculum contained fourteen similar components. The organization odf
information about content, teaching stratégies and learner experiences
in a fifteenth component was different in each curriculum. In one format
" the component was‘organized into eight lesson plans. In the second

format the component was organized in outline form with information listed

under heﬁdings entitled, Floor Work, Apparatus Work, and Teacher Suggestions.

In the third format only the fourteen common components were present.
oy

1
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A total of thirty)teachers‘was involved in the study.- The

-

teachers selected were non-gpecial sts in physical education who were

teaching‘their’own physical education class and who had no more than one
university training course in elementary schodliphysical education. One
group of ten teachers was randomly selected and used one format of
curriculum for an implementation period of four weeks. Three different
groups were working on three different curricula. |

An attitude questionnaire was developed and validated and was
intended to examine teacher attitudes regarding elementary school
gymnastics. Each teacher completed the questionnaire before‘and after
implementation. A knowledge questionnaire Qas aleo developed andi
validated.=‘This was designed to examine a teacher's perceived knowledge
regarding balance It was‘administered before and after implementation.
An fnterview schedule was designed and conducted after implementation.

Nine teachers were‘Eandomly selected for in—depth‘personal
interviews. The'remaining twenty~one'teachers ﬁere interviewed by
telephone. This interview_was an'abbreviated version of the in-depth . -
interviewr Each interview was designed to probe into eacn teacher's
implementation of their particular‘curriculum.

The indications from this study vere that more specific and detailed
.designs of curricnla appear to be the most influential in causing positive
changeslin teachers' attitudes, and in bringing about increases in teachers'
perceived knoWledge regarding the gymnastics theme of balance. Despite this,
the teachers who most valyed specific and detailed curricula expressed more
7 dissatisfaction with their particnlar'curriculum. The valuing of curricular
design as an aid in decision-making in the implementation process depends on

the individua} teachérrk Factors which influence a teacher's decision to value

a particular curricular design depends on the individual's needs, preferences

-
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and implementation strategies used with the curriculum.

Recommendations

Recommendations for Further Study

1. The interview data noted that any curriculum used in future

implementation studies should include visual materials, chérts,
videotapes and illustrations. The use and perceived vélue of these
to teachers could be examined. Teachers‘in each group suggéétedf
that inclusion of the above aids would have helped enhance clarity
and worth of the curriculum. “

An ethnographic~-type study could be conducted which would provide an

in;depth examinatfbﬁ of non-specialist teachers' impleﬁentation

G

%;actices. An examination of actual teaching préctices can provide

a mére realistic and accurate picture of implementation procedures

and problems. Qhéstions‘which could be examined in such a study
include: What afe the preplanning‘stéps teachers conduct? How does
the non-specialist teacher use a written curriculum for a subject in
which they are not trained? What practices and procedures do teachers
engage in during implementation? What are the reactions and attitudes
of teachers during implementation?

!

Recommendations for Curriculum Design

3.

A variety of materials in different designs should be made available
by school sysfems for teacher use. This study indicatedvthat teachers
have varying needs and desires regarding curriculum and provision of
a variety of curricuia would help meet these needs and desires. 1In
addition, curriculum developers éhould specify how to implement one

lesson over two or three days. Teacher implementation strategies were
( :



shown to differ widely in this }tudy.

4. _A review of the predpminaﬁt designs of elementary school physical
education curricula should‘be cénducteq. Evaluation. of these
curricula by users should@!e one basis for curriculum development
decisions by échool éystéms and curriculum developers. It was
noted that);hé group of féachers who increased the most in
attitudes and perceived knowledge were génerally the most
dissatisfied with their curriculum. ' s

5. Teacher invoivement in the development of curricula should be

‘encouraged and proviéionsimadé'by local systems for their
involvemeﬂt at all stages,of\the cufffculum pfocesé from
developmentvthrougﬁ to‘piloting.' Teachers afe the final
‘arbitrators of curriculum dééisionsé énd it is at the teaching
level that input has, in the.past, been igﬁored;

6. A teamrapproaéh to éurriculum development projects must be

considered. Thé'inéutcopreople at all levels of education —-

into a curriculum'é‘devélopmep;_should be ongoing and

pérvasive} Ihié would allow for the input of people of varying

" levels of experience and perspective,

Recommendations for Gymnastics'lﬁ

7. Teacher inservice in gymnastics should be_offered throughout a
school year. Teaching methods, use of apparatus and use of |
éurriculum are two areas on which inservice sessions could foéus.
Sequence and_réu;ine development and partner work could be
;dditional areas  of focus in both gymnastics inéervices and in

gymnastics curriculum. These were the areas mentioned most
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often by teachers in this study as requiring attention.
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BALANCE

FOREWORD

A. The Concept of Balance

. Balance is the ability to hold one's body over a comparatively small
.base (Mauldon and Lay&on, ;1965).

PRSI

B. The Purpose and Place of Balance in
the Curriculum

Elementary school gymnastics offer a wariety of challenges to
encourage children to discover themselves and their potential in different
types of movement. These include travelling-type actions, weight-
transference actions . . . like rolling and flight. A fundamental part
of elementary school gymnastics is balance. One purpose of elementary
school gymnastics is to develop each child's latent movement potential in
balancing activities. - : :

, o > 4

Experience in balance helps childfén learn how to cope with balance,
to gain control, comfort and confidence in using balance. Balance is part
of a larger gymnastic area, controlling one's body. Our society has
removed a number of potential situations where body control can be
achieved. The physical .environment no longer provides many challenges,

_sources of adventure and places to develop this skill. General body
management skills - ihcluding balance, are being lost. The purpose of
elementary school gymnastics is to develop good movers with a wide range

© of movement experience, the replacing of lost environments and situations.
Balance has a place in this scheme; its purpose is to develop body control
in different situations; the ability to manage one's body weight
effectively. ’

C. The Components of Balance

The beginnings of balance are found in the basic ways the child
manages his body, such ways as bearing one's weight on large body surfaces
and remaining still., When the bases used to support one's weight are
diminished, resulting in the body being held over a comparatively small
base, one is experiencing balance.
' |
: In weight-bearing the fociis is on the parts of the body supporting
the body, and the achieving of balance is incidental. In balancing, the
main stress turns to clarifying the theme of balancing, and to arriving
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into balances, maintaining balances, shapes used in balances, and leaving
balances. The application of skill devyeloped in welght-bearing and
balance occurs in sequences or routines where balance is linked to other
actions in a flowing sentence 6f movement. '

D. The Development of the Theme of Balance .

’

The first task related to balance is to explore weight-bearing. Here
the purpose is to discover the parts of one's body that can be used to hold
one's weight, how to adjust these positions attained, what shapes can be
made, and how to move from one weight-bearing base to another.

XTHE/;;;E‘task is to explore balance activities. These include:

1. Arriving into balance. This involves fhe‘gradual or quick
diminishing of bases of support used in weight bearing, as well
as jumping into balances, rolling into balances, and travelling
into balances (e.g. walk, run). Use of different speeds,
directions and pathways helps to develop this aspect of balance.

2. Maintaining balance. This involves'adjustments of body tensions
with exploration of the support area of balance and the shape
one's body can assume while balancing.

3. Leaving balance. This involves moving the center of gravity
outside the base of support. This can involve moving from one
balance to another balance, or action (rolls, flight or travel),
or it can involve leaving a balance with a "loss of control" so
a child must recapture command of his body with use of body parts.
Use of different speeds, directions and pathways help to develop
this aspect of balance.

4. The final task is the applying of skill in balance for the
development of sequences and routines where balance is the focus:

a. Sequences -~ the linking together of two or more like actions
(e.g. balances) so that the result is a movement sentence,
characterized by flow and clarity. The linking actions,
those actions between each balance, can be rolls, different
types of travels like runs or skips or flight. ’

b. Routines -~ the linking together of unlike actions (e.g. rolls,
balances, flight to rolls). The result is a movement sentence
involving at least one example each of a rolling type action,
an example of fiight, a travelling-type action, and a
balance. The linking actions can be rolls, travels and
flight as well,
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E. Apparatus Work and Balance -

Throughout the -exploration 6f weight-bearing activities, and into the
~exploration of balance activities, and culminating with sequences and
routines, a variety of apparatus 1s used. Apparatus provides a new
environment where children can explore the tasks related to balances, and
apply the skill they have gained. Use of low-level apparatus such as
benches, provides an intermediate step before large apparatus is used.
Both apparatus situations encourage:

1. Children to eventually be able to select and arrénge their own
apparatus and apparatus arrangement.

2, Development of arriving into and leaving from balances, using
apparatus,

3. Development of the same types of balance-related tasks that were
explored on the floor, using apparatus.

A more detailed outline of how to use and arrange apparatus is found
on pages 14 to 16.

F. Partner Work

Throughout the development of weight-bearing, balance, sequence and
routine, and apparatus-—related activities, partner work is included.
Partner work provides a different challenge where two people may select,
adapt and adjust skills gained in balance on the floor apparatus to work
with another person. Selection of different balance-type activities,
adaptations of sequences and routines, adjustment of speed, timing,
direction and pathways all occur. Partner work includes:

1. Matching - involves two people doing exaétly the same action at
.exactly the same time., They may be side by side, facing each
other (i.e. mirroring), back to back or in single file. ’

2. Negotiation of balances - involves one partner making a balance
and the other going under, over, around or through the shape
made, This can involve ¢ontinuous interchanging of shape and
negotiation, o,

3. Meeting and parting - involves two people moving along and
intersecting pathways,

-

4. Assisted balance - inyolves two people assisting each other
arriving into the balance, then maintaining bilance, and two
people holding and losing balance, using each other.

5. Partner sequences and routines - involves two people selecting
from their individual work, and adapting and adjusting this work
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to develop partner sequences and partner routines.

G. The Child and Balance .

Children who are ready for continued basic work in fundamental body
management (i.e. weight-bearing) will experience success in this theme.
This theme is appropriaté for children who can successfully achieve '
stillness bring their bodies to a stop in a variety of ways) and who can
use a variety of body parts to bear their weight. Children who are ready
for more advanced work (i.e. balance) will be challenged and motivated as
well by work in this theme. This is due to a number of factors:

1. Through movement experiences children can‘begin "where they are"
and develop a wider and deeper ability to managé their bodies in
activities related to balance. . :

2. Skill in general body management, the ability to control, adjust,
and adapt one's body in weight-bearing and balancing activities
can continually be developed (Mauldon and Layson, 1970,
-Morrison, 1969).

3. The material is generally presented in tasks that‘are applicable
to a wide range of children. Each child can solve oY carry out
the task in his own way.

4. Refinement and mastery of skil# can occur at whatever skill or
stage of development a child may be.

5. Selected authors (Mauldon and Layson,.1979; Williams, 1979; and
Morrison, 1969) include balance-type themes as work that can benefi
children in the 9 to 12 year old range. The tities of their
books are found in the back of this resource under Bibliography.

H. Summary - Expectations by Teacher for Children

" €hildren need to be exposed to a number of activities that will develop
body management, skill and balance. The society children live in and are °
growing up into has, for the most part, eliminated situations that foster
and develop body management skills. The experiences provided in the theme
of balance can provide the experience and skill children require. Through
the provision of activities that lead children to explore weight~bearing,
arriving into balance, maintaining balance, shapes in balance and -leaving
balance, children, at practically any developmental stage, can develop
skill in balance. When required to apply skill in apparatus and partner work,
and in routines and sequences, children's "consolidation" of the concept of
balance is enlarged. To capsulize the intention of the resource, the goal
of the resource may be stated ag:

]
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. , WUy
The clarification for the child of

the concept of balance, and the

development of understanding,

experience and skill in the theme

3

of balance. * . Y

: pd \

Teachers should attempt to cover the theme material as comprehensively
as possible. Some teachers may decide to organize and teach the material
for one lesson and find that two or more class periods are required. They
may decide to follow through and use two class periods., Other teachers may
decide to organize and teach the material for one lesson and insist on
using one class period only, Their goal is to cever and complete all the
theme material on balance that is available. Thisg type of decision
(depth vs. breadth) is an individual one. °°

Y

-
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N | BALANCE
INTRODUCTION TO THE UNIT

A, Goals for the Theme of Balance

Definition

A goal 1s a statement of what the child should learn by the end of the
unit;* These statements are organized under three domains: the Affective
(a child feeling); the Cognitive (a child knowing and understanding); and
the Psychomotor (a child doing). .

Overview

Experiences in balance are presented in this unit so that understanding
and skill in balance activities are developed.. Progress'throughout the
unit continuously focuses on development of weight-bearing and balance
skill, development of skill in arriving, leaving, maintaining, and shapes
used in balance. The use of spatial factors such as speed and directions
add to the development. The applying of skill to partner and apparatus
situations and in sequences and routines continues to clarify and develop
the concept of balaiice. It ‘is throueh the organization of the resource
that the goal stated on page 203 is to be realized.” Under this goal, the
intended learning outcomes have been outlined.
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The Overall Goal for the Theme of Balance

The clarification for the child
of the concept of :balance, and
the development of understanding,
experience and skill in the theme
of balance. '

A. Goals for the Theme of Balance

.
Affective

l. To appreciate and value balance, both as a single component of
movement, and in the context of sequences and routines.

2. To appreciate‘one's body, and the ability of one's body to reach
excellence in movement performance with balance.

Cognitive

3. To understand the concept of balance, the structure of balance, and

the elements of balance.

Psyéhomotor

4. To know how to gain balance, maintain balance, and recover from
balance.

5. To know how to achieve and be able to select and perform appropriate
balances in -selected situations.

6. To develop skill in balancing. This involves the child's being able to
recognize his circumstances and environment, and to choose and carry
out balance responses based on the circumstances. ‘

~ 7. To develop balancing skills, specific motor responses whiéh become

learned habits that serve to develop general skill in balancing.

8. To develop body mastery, the ability to control one's body in a
. variety of balancing situations.

9. To develop an awareness of ovne's body, the body actions one is capable

of performing (e.g. turning, balancing, travelling) and of one's body
parts (e.g. arms and legs) and these can be used in balancing
situations.

!

10. To develop a repertoire of movement (s) .

11. To develop sequencés and‘routines using balances.
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BALANCE

B. Instructional Objectives for the Theme of Balance

Definition

Instructional objectives are statements of what the child will be able
to do each lesson. The objectives of the theme on balance are the
development and completion of specific sequences of movement, gymnastic
work called sequences and routines.

Qverview

The written curriculum developing the theme of balance is arranged
around nine foci, or final pieces of work called sequences and routines.
These have been called instructional objectives in the unit. Associated
with each instructional objective are sub-objectives. These are ]
objectives related to particular aspects of balance such as body parts to
be used, or shapes to be assumed., These are developed as the theme
material found in the resource is presented through tasks. The focus of
‘each (lesson) should be on applying these skills in the sequence and
routine.




Objective A:

Sub-Objectives:

Objective B:

Sub-Objectives:

The Instructional Objectives

To develop an individual floor
sequence using at least three
balances, each balance different
in body bases used to support .

weight and body shape assumed.

Development of skill in'balancing
legs, arms and large body parts.

j'Development of skill in moving

from weight-bearing to balance
positions, adjusting body bases
and securing equilibrium.

Development of willingness to
listen to problems, to think
about them, and to seek better
ways of solving them.

To develop ap individual sequence
of at least three balances on
benches or other low-level
apparatus. Variations of body
base and body parts used will be

required.

Development of skill in balancing
on apparatus emphasizing body
parts - legs, arms, large body
parts.

Development of skill in adjusting
free body parts in balance '
situations.

Development of skill in making
shapes,

Development of ability in using
speed changes to move into and
out of balances.

A
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- Development of skill in reducing
bases used to balance, securing
and maintaining equilibrium,

Objective C: To develop an individual sequence
of at least three balances on
"large" apparatus. Variations of
body base and body parts used
will be required.

Sub-Objectives: - Development of gkill in arriving
) into and leaving balances on
apparatus.

- Development of use of direction
change in moving into balance.

= Development of "linking" actions
that are used to join balances,

Objective D: To develop an individual floor
routine in which balances are

used in conjunction with a
rolling-type action, a travelling-
type action and flight.

Sub-Objectives: - Development of skill in using
' twists, turns, rolls, travels and
flight to head into balance and
out of balance.

-~ Development of understanding of
‘bases of support and how size of
bases affects balance.

~ Development of a willingness to
carry tasks through to completion,
- to continue to practise
exploration of variations and
repetition of these variations
once the selection of response
has been made,

Objective E: - To develop an individual floor
routine on benches or other low-
level apparatus in which balances
are used conjunction with a
rolling-type action, a travelling-

type action and flight.

“ Sub-Objectives: = Development of varied use of
space around apparatus.

~ Development of skill in arranging
and using apparatus.



Objective F:

Sub-Objectives:

Objective G:

Sub-Objectives:

Objective H:

Sub-Objectives:

Objective 1I:

To develop an individual routine
on large apparatus. Balance(s)
18 used in conjunction with a
rolling~-type action, travelling-
type action and flight.

Development of skill in use of
speeds, direction and pathways
in arriving into and leaving
balances and apparatus.

To develop a sequence with a
partner on the floor, in which
two people select and combine
aspects of individual floor
sequences. Floor sequences
must demonstrate matching or
mirroring, negotiating of
balances and assisted balances.

Development of an ability and
willingness to discuss, give and
take and perform with a partner.

To develop a routine with a
partner on the floor in which
two people select and combine
selected aspects of individual
floor routines. The partner
routines must demonstrate
balances used in conjunction
with rolling-type actions,
travelling-type actions and

Development of an ability and
willingness to discuss, give
and take and perform with a
partner.

To develop a routine with a
partner on apparatus. The
partner routine must demonstrate
balances used in conjunction
with rolling-type actions,
travelling-type actions, and
flight.
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BALANCE

. C. Development of the Theme Material - Balance

Definition

The theme material for balance is chosen from the classification of
body action or body awareness theme. It includes the elements of
balancing, using body parts, balancing in shapes, arriving into and
leaving balances. It includes aspects of speed changes, direction, and
pathway change, It involves apparatus, partner, sequence and routine
work.

Overview

1. Theme material is arranged under each of the nine instructional
objectives outlined on pages 10-12. Teachers can develop approximately
eight lessons from the theme material provided by reading the
information under the heading ~ movement development.

Teaching suggestions:- Each lesson should involve both floor work and
apparatus work. A suggestion for this "mixing" might include:

first 2 or 3 lessons - 2/3 floorwork
- 1/3 apparatus work

final 4 or 5 lessons - 1/3 floorwork
2/3 apparatus work

. Floor Work

#2. Floor work includes exploration of the theme of balance to develop
specific balance skills in a wide variety of situations. In each
lesson these skills can be developed in these sequences of teaching
areas: '

- exploration
- balancing on body parts.

. = balancing and body shapes
- moving into balances
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- leaving balances
- sequences or routines

(1) These teaching areas can best be approached by setting
tasks using the following classifications:

- arms - develop balance skills emphasizing arms
- legs - develop balance skills emphasizing legs
~- whole body - develop balance skills emphasizing whole body.

(i1) Tasks may be arranged from exploratory teo specific through
each of the arms, legs and whole body focus.
e.g. exploratory task (through legs) - jump into balances
specific task (through legs) - swing one leg to arrive
in a balance.

Apparatus Work

Apparatus work is the exploration of the theme leading to development
of skill in balancing and specific skills on'gffvariety of apparatus.
The progression is applicatiov ¢f floor work hphe simple, then
progressively higher and more cgallenging ap

aestus. In each
lesson using apparatus, these skills can b% qi:}pped in sequence
of teaching situations: LT

- exploration

- balancing on body parts

- balancing and body shapes

- moving into balances

- leaving balances. = _.

- sequences or routines v

(1) These teaching areas can best be appfoached by setting tasks
through use of the following teaching foci:

- arms -~ deveiop balance skills emphasizing arms
- legs - develop balance skills emphasizing legs ‘
- whole body - develop balance skills emphasizing whole body.

(i1)  Apparatus used may be "low-level" initially, and these are
used to be an intermediate step from floor work to large
apparatus. They can be benches, boxes, low-level forms or
chairs. There should be an arrangement of 5 to 10 pieces
im 5 to 10 stations to permit grouping of children to work
at different places. Large apparatus include climbers, poles
and ladders on trestles, box horses and ropes.

(111) Apparatus - Suggestions for Use

- For a class of 25 to 30 children, six stations are
appropriate. This permfits groups of four to five children
to work at each station.

J

-
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}

- Teachers may assign a group to a particular apparatus
- station in a lesson, Rotation may occur in the lesson to
permit each group to work at a different station. For
example, after each group has been at a station and has
completed a routine there; the teacher gives a signal, and
all groups move in a clockwise direction to a new statjon.
In other instances, teachers may permit groups to stay at
one station for an entire lesson to permit completion of
polished routines that lesson. Next day, the groups. may go
to the next station. ' ¢

- Teachers may decide on the choice and arrangement of each
apparatus station initially (first two or three stations).
"Low level" apparatus should be used here.. Eventually,
children can be given the choice of apparatus and
arrangement., | ~&3J

—~ Each school can organize the teaching of gymnastics and the
use of apparatus in a variety of ways. If teachers have
decided to teach in a unit or block of time (successive
gymnastics lessons, back to back) then apparatus can be set
up and left up. In other instances, teachers in a school
may alternate the teaching of gymnastics lessons with other
physical education lessons during each week. In this case,
all teachers may decide which days are to be gymnastics
days (e.g. Tuesdays and Thursdays) so apparatus can be set
up at the beginning of these days and taken down at the end
of each day. ‘ ‘ -

- Appératus can be anything which is solid and stable . . . on
which children can be off the ground (cubes, chairs, wooden
boxes are unusual, but acceptable pieces of apparatus).
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(i) Apparatus - possible arrangement:

stotion | mat s EifbéﬂlL

bench ovarticned

LOW- LEvelL g!
APPARARTULS.
Box HRSe TOoP
. mals _
BOX DR STATION D
STATION 4 '
AT |
° ‘ LICA”C LJ STATION S
BLOCKS OR PULDW®
i CTATION | °
LARGE ‘ o =xATI00 2
APPARKTLS . ‘ LADDER,
? Powe

\TREST( £

skation 2

'C‘\mbar amn A. ciﬂad\mﬁﬂ’f

Partner Work

4. Partner work is the exploration of related elements of the theme
(balance) with one other person. In developing this aspect of the
theme, the teacher should emphasize these elements: -

- matching or mirroring - copying another person's actions in a
variety of situations

- meeting and parting - following pathways and meeting another person,
then folfowing a pathway away .

- neglotiating balances - one person makes a balance and the other
person goes under, over, on or around the balance |

- a551st1ng balanc1ng - partners help each other with balances
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IV. BALANCE
EVALUATION

1. Teacher evaluation is concerned with the successful completion of a
finished piece of work (sequences and routines). ~Teachers may
evaluate work in three areas: affective, cognitive and motor.

A. Affective - the child will demonstrate interest and enthusiasm

' throughout the work.

B. Cognitive - the child will be able to write down or describe
pictorally each of his/her pieces of work. This occurs after
completion of each objective. :

C.. Motor - the child will be able to perform each of his/her 9

) pleces of work. A start and finish must be included as well as
the elements forwarded in the "material” under each objective.

2. " Evaluation procedure: Teachers may indicate the child's success in
achieving the instructional objectives by checking "the appropriate

box whether the child was very good (v.g.), good (g) or needs
improvement (n.i.), : A

°3. Instructional Objective A - Example: For example, if the child was
very enthusiastic in his work in achieving Instructional Objective A
(affective) but had difficulty in communicating his work, either
verbally or in writing (cogrnitive) and performed fairly well his
sequence (motor), you might evaluate him as:

A: (Instructional Affective ' Cognitive Motor

Objective) v.g. g. n.i; v.g. g. n.i. v.g. g. n.i.

Y - ' Y v

4. If a child receives an n.i., teachers need to consider "how" to get
improvement. Remedial activities may include the following: :

A. Written description/evaluation of each child's area of weakness.

B Reference to the theme material provided to outline additional
tasks for the child to respond to. 7

C. Solicitation and arrangem@nt for older 'students (upper
elementary or high schgol: students) or parent volunteers to
spend time with each cﬁild, providing the tasks for the child

to praqtiﬁ@.

32
s
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V. 'Definitions

Arriving into balances - on the floor this requires use of an action that
leads into a balance appropriately. On apparatus, it 1s called a mount.

Base of support - for weight-bearing and balances, the base of support is
formed by or with the body parts which are on the ground or apparatus and
which bring about the balance.

Directions - forwards, backwards, diagonals and sideways are possible
directions a child may follow. The child may face the same wall and go
in these directions, or may turn and face a new wall when changing
directions.

Falling - an uncontrolled action leading from one position to another,
requiring the child to use hands or other parts to break the fall.

Finish - the completion of a sequence or routine. Children may equate a
finish to a perliod or exclamation mark in a sentence.

Flight - includes jumps and landing in different combinations:
- 1 foot to 1 foot ' :

- 1 foot to 2 feet

- 2 feet to 1 foot

~ 2 feet to 2 feet.

General sﬁgce - the gemeral area in a gymnasium for example, in which
children may travel (on different pathways, in different directions).

Large apparatus - apparatus that ‘includes climbers and attachments,
trestles with poles and ladders, box horse beams etc.

Leaving balances - involves any,action that takes a person from a balance
into another balance, a travel, a-roll, etc. This can be accomplished by
turning, twisting, tipping, falling, and rolling.

Low-level apparatus - apparatus used as an intermediate step between floor
work and large apparatus work. It “includes benches, low beams, boxes,
box horse top, canes or skittles, chairs, etc. - '

Maintaining balance - involves use of body tension to control balance, and
adjustment of body parts to keep the balance.

Pathways - the floor pattern a child makes when travelling. These may

vary among straight, curved or zigzag.pathways. :

Personal space.— the space or area immediately surrounding a "still" or moving
child, where the child can reach.

Routines - the linking together of unlike actions (e.g. rolls, balances,
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flight to rolls, etc.). The result is a movement sentence involving at
least one example of a rolling-type action, an example of flight, a
travelling-type action, and a balange.

.Sequences - the linking together of \twd or more like actions so that the
result is a movement sentence of like actions (i.e. balance) characterized
by flow and clarity.

Shapes in baiances -~ shapes may be made with one's body and can be round
or curled, straight and long like a pencil, wide-stretched like a "house"
or twisted. . T

‘Spatial factors - include levels (high, medium, and low), directions
(forward, backward and sideways) and pathways (straight, curved and
zigzagged). e

Start - the beginning of a sequence or routine, usually a balance.
Young children may equate the start in gymnastics work to a capital
'letter in a sentence. A
Tasks ~ questions or challenges put forward by a teacher to children.
Tasks may be given in a variety of ways:,

- =.to the whole class, " 4 , .
— to one group at one station. This' requires teachers .-to rotate from '
group to group, giving individual and group attention. The teacher

completes the rotation by returning to the first group and evaluating
the response there, and givipg a new task ' ‘
- to individual children.

Theme - a certain piece df movement (such as balancing, travelling on
feet, flight, etc.) around which gymnastics work is organized.

Tipping - a gradual; controlled action leading from one position (di.e.
balance) to another (push-up position). ,

Travelling actions/locomotion - travels from place to place on feet.
May be runs, hops, skips, jumps, gallops or slides.

Travelling-type actions - includes walking, running, skipping, Jumping
and hopping.

Turning - a simultaneous movement of the whole body argund a point.

Twisting - one part of the body remains fixed, parts of or the remainder °
of the body turns. ' .

Weight-bearing - holding one's weight still on certain - parts (e.g.
feet). The feeling is downward unlike balances where 2ling is one
of being perched or upwards.

Weight-transference - the moving of one's weight on or ove: certain body
parts as in rolling over a shoulder or sliding on one's tummy.
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APPENDIX B

UNIQUE COMPONENT OF CURRICULUM A: EIGHT LESSON PLANS

LESSON 1
Overview

Time spent on the floorwork part of this lesson should be
approximately 2/3 of the class period. The last 1/3 should be
used for apparatus work. Apparatus should be set up on fiye or more
stations about the gym. As many stations as you will have
groups of children should be set up (suggested number: 5 to
10). The tasks in the Movement Development part of the lesson
are the sequence of questions that you present to the class as
tasks to be solved. The following gives a summary of the
lesson: Introductory Activities - Exploration and Shadow;
Movement Development - Floor Work, .development of a sequence
using directional and speed changes; Final Activity - Free
exploration on apparatus at the end of the lesson upon
completion of instructional objective A.

Instructional Objective A: For the child to,develop an individual floor

‘ sequence of at least three balances, each
balance different in body bases used to support
weight and body shapes assumed.

-

Sub-Objectives: - Development of skill in balancing on legs,
arms, and large body parts, '

- Development of skill in moving from weight-
bearing to balance positions, adjusting body
bases and securing equilibrium.

- Development of willingness to listen to
problems, to think about them, and seek better
ways of solving them.

Equipment: Benches,“mats, box horse tops, skittles and
canes, boxes, notebook and pencil.

Introductory Activities: 1. Free exploration on apparatus.
(3-5 minutes) 2, Children travel about the gym using
' various pileces of apparatus to assist in
going over, under, around, or on.

3., Children travel about the gym going under,
arqund, over, or on apparatus but gradually
increase the time spent under, around,
over, or on apparatus.




Movement Development

"Be still on one foot",

"Where can you place' (various)
free body parts such as your
‘head, free leg?"

"Place your head low, to the
side", -

"Practise being still on the
other foot . . . what are your
free body parts doing?"

"Be still on two feet. What
are your free body parts doing?"

"How many different ways can
you be still, using hands and
feet?"

"Show haw you can 1lift.
different body parts high when
still",

"Be still on two parts, one of
which must be an arm or hand".

"Be still on three (four, then
five)". ’

"Use at least one arm or hand
here'.

"Be still on large body parts
like tummy, back, head",

"Where are you putting your
free body parts?"

"Be still on these large parts,
Be spread out and gradually
bring body parts close
together so you are still and
in a curled shape., Practise
different possibilities".

"Be still on four (then five)
parts. Decrease the parts that
are holding you. Keep your
body still throughout'.
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Teaching Suggestions

The initial 6 tasks develop
skills emphasizing feet. The
next 3 tasks emphasize arms
and the next 4 tasks emphasize
whole body.

To develop control in holding
the body weight over different
body bases and body parts, the

- following points should be

presented to the children while :

they are attempting the tasks.

1. Body weight over base of
support

2. "Free" limbs can maintain
support

3. Concentration is developed
by focusing on points on
wall or floor

4. Use just enough bodily
tension to hold position

Children may be scattered in
general space. The teacher

~ can move freely among the

children, setting tasks.

Sequences - involve combining
two, three or more "like"
gymnastics actions together~
into a movement sentengg{’
The actual combination of two
or three balances requires
appropriate linking actions.

"\

E.G.
Balance on roll over t alance
one foot one shoul on seat

linking action



Movement Development

"Choose your best balance . . .
add a second balance to it,
then a third".

"Try joining three new
balances together but this
time use rolling actions and
travelling actions to join
your three balances".
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Teaching Suggestions

Teachers may assign

groups (2 children) to work
at particular stations. If
so, decisions as to rotation
routines to new stations must
be instigated. Teachers may,
however, permit children to
work where they please.
Children will often "group
themselves" and will go and

~work where space is available.

Final Activity: Instructional Objective A

Choose and join three
balances. Have a travelling
beginning leading into the
first balance, and ‘a
travelling finish leading
away from the last balance
practice.

"Go to your station (or go to
- a plece of apparatus) and
practise the balances you've
learned today".

Objective A is met with
children completing a sequence
of three different balances.
Complete a start and a finish.
Sequences should be written
out in notebooks.

The remaining 1/3 of the 5
should be spent on exploration -
of apparatus.

Children may try their sequences

or parts of their sequences on
apparatus and should be
encouraged to do so.
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LESSON 2
Overview

It is suggested that in this lesson 1/3 of the time 1is spent

on the floor, and 2/3 on the apparatus. Tasks set on the floor
in Lesson 1 are repeated with the children on apparatus in this
lesson, Teachers may want to choose two methods of task
presentation:

- To the whole class. This involves stopping the class and
verbally specifying the next task. ‘

- To groups working at stations. This involves the teacher
rotating to groups, giving a task, and completing the
rotation by coming back to groups to evaluate responses,

These objectives will be met when children demonstrate a
completed sequence. Starts and finishes may be on the floor.

As well, some parts of the three balances may be on the floor.
The summary of the lesson follows. Introduction - Exploration
on apparatus; Movement Development - Skill developed emphasizing
arms, legs, whole body; Final Activity - Sequences - three
balances joined by rolls and travels. Sequence has a start and
a finish; exploration on apparatus.

Low Level Apparatus Suggested Arrangement:

Station 1 ||BEsCHes Station }\BEQCH&E:R E Station 3
) OVERTURLED cude oR

\ ROXES

Station 4 Station 5 CAVE
e.\-\nrs BLOWS

BoX MoRSE ToP h ' D D ,

Instructional Objective B: To develop an individual sequence of at least
three balances on benches or other low-level

apparatus. Each balance must be different in
body bases used to support weight and in body
shape assumed. ’

.

[

Sub-Objectives: - Development of skill in balancing on appafat§s
emphasizing body parts - legs, arms, large '

body parts. .

A

- Dévelopment of skill in adjusting free body
parts in balance situations, '

\

- Development of skill in making shapes. \-¥3

- Development f ability in using speed changé?«niw
to move into and out of balances. Sl
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Development of skill in reducing bases used to

balance, securing and maintaining equilibrium.

Equipment : Benches, mats, box horae tops, skittles and
canes, boxes.
Introductory Activities: 1. Exploration of apparatus. Travel about

(5 minutes)

(5-7 minutes)

Movement Development

On the apparatus, "Be still on
one foot. Then try the other
foot. Where can you place free
body parts?"

"Be still on two feet. Where
are your free body parts?"

"Move to a new Place on
apparatus. Try these balances
again".

"At different places on your
apparatus, practise being still
using arms and legs. Try
différent,gombinations”.
., "Balance on four parts,
shapes can you make?"

b

What

" "Gradually remove one part so
you are on three . now two'',

4

"Can you try new shapes, and
reduce the number of parts?"

"Try again, but practise doing
this quickly, then slowly',

"Now, be still on large body
parts. practise spreading out
and curling up, and not losing
your balance"

the gym going under,
apparatus,

Frozen tag on the apparatus. Four
children are it. They tag children who
must go to the nearest piece of apparatus
and freeze in a shape either on apparatus
entirely, or partly on. ''Free"

children "unthaw' frozen ones by going
around, over or under them.

Practise floor sequences from last class.

around, over on

Teaching Sugpgestions

The initial 3 tasks develop
skills on apparatus emphasizing
legs . The next 4-tasks
emphasize legs and the next 2
tasks emphasize whole body.

Teachers may have children '
work through tasks in all areas
(arms, legs, whole body) before
~ rotating to a new piece of
apparatus, oxf may wait until
sequences have bgen developed.

Stress smoothness between
balances, appropriate linking
actions.

7

The concept of speed changes
introduced here. It will be
developed in later lessons.

is



Movement Development e

. "Balance on large parts . . .
move into a balance on a new
large part".

"How did you move? Try joining
(moving) balances ip different
ways" . N

“~

- "Now add a third balance to make

a sequence of three balances on
apparatus .
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TeaChing'Suggestions

Stress using little space in
travelling between balances.

The concept of linking or
joining is introduced here.
Rolling-type or travelling-type
actions can be used. Rolling-
type includes (forward, backward,
log rolls) and travelling
actions include (rum, walk, skip,

" :gallop and hop).

Final Activity: Instructional Objective B

"How many different ways and
where can’you mount your -
apparatus,. then leave your
apparatus?"

~"Add your best mount (start) and
your best dismount (finish) to

your sequence .

'ﬁPractise your. sequences'.

~r

Objective B is accomplished when

children have a sequence using

apparatus of:

1, Three or more balances

2, Joining actions (travels or
rolls) between each balance

3. Start (mount) and flnish
(dismount) ,

Children should write sequences
out. This enhances
"accountability", performance,

and integration.
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LESSON 3

Overview

This lesson should be structured to include 1/3 time on the
floor and 2/3 time on apparatus. Floor work in this-lesson -
includes activities that lead children to explore in greater
detail, three aspects related to balance:
l. Arriving into balances and leaving balances.
2. The linking actions that can join balances.
3. Speeds and tensions that need to be used in sequence
development, : -
Large apparatus includes climbers and attachments, trestles
with poles and ladders, beams, -and box horses. Mats may be
used alongside apparatus but should serve to be used as ‘part
‘ofﬁﬁhe apparatus for development of sequences (and later
routines): As many stations should be used as there are
groups. ‘ T

Teachers may set tasks by giving tasks to the whole class ,
while groups are at apparatus stations, or by moving from group
to group, assigning tasks, completing the rotation by returning
and evaluating progress. The objective will be met when
children complete a sequence on apparatus. The summary of the
lesson follows: Introduction - Exploratory and tag movement
development - skill development on apparatus, emphagizing arms,
legs and whole body; Final Activity - Sequences on' apparatus.

Suggested Apparatus Arrangement: (may or may not include mats): N
Station 1 ; __ Station’ 2
. TRESTLE ALD LADDER
TRESTLES i
AUD PalLEs
t '
Station %_L l ‘ arti 4 MmBER
" : : 1T -
BOX HoRSE
Station 5 ) Station 6
’ BOY oR LARCE LOALL ERAME

COBE

Instructional Objective C: To develop an individual sequence of at least
' three balances on large apparatus.‘ Each
balance must be different in body base used
and body shape assumed. . ‘

R Y

Development of skill in arriving dnto and
leaving balances on appargtus.

Sub—Objectivés:




“Equipment: o

— Development of use of directidﬁ‘change in
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moving into balance.

- Development of "linking" actions that are

used to join balances.

Introductory Activities:

pairs.
The "

Movement Development

(Floor work)

"Run into empty spaces, jump,

- land and hold still your
landing".

. e
"Try landing on one foot, then

the other".

"Run and try landing and see
what shapes you can land in".

"Land, using your hands and
feet to support you".

"Run, jump, land in a shape
but this time hold the shape
still for two seconds, then

fall or roll into a new

balance".

"Repeat, fall or roll into a
travelling action'.

"Play 'in your space, Balance,
find a way to move to a |second
balance" Q

//
"'Choose a balance. Move from

this balance to a second balance,

using a rolling-type action,
then a travelling-type action,

. then an example of flight". ;

""Move in these ways frém
balance to balance in different
directions, Then at qifferent

-speeds",

W

Climber and attachments, trestles and poles,
trestles and- ladders, box horses, benches and
“boxes,

Shadow Activities: children travel about the
gym (over, on, under and around apparatus) in
The leader tries different balances.
shadow" must copy.

Teaching Suggestions

The floor work (1/3 time) o\
emphasizes:

- legs

~ arms

- whole body

Children can be encouraged to
"stay as far away' from
everyone else as possible and
to jump and land-when no one is

in that space.

Children'éapractice can

‘include three types of actions

to join §§1ancesgﬁ§m
- rolls (log rol%s)
— forward and backward rolils
- flight - jumps and landings
using: '
1 to 1 foot
1l to 2 feet
2 to 1 foot
2 to 2 feet ,
- travels (rum, walk, skip,
gallop)
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Movement Direction

"Now add a third balance, to
your sequence''.

"Move to your piece of
apparatus., Find different
places;go run and jump onto.
Then jump off from your
apparatus',

"Run, jump onto, into balances
on elither foot, then both
feet".

"Leave your apparatus, landing,
on either foot, both feet into
balances".

"Atsyour apparatus, find
different places to try different
types of balances",. :

"Balance with parts of your body
on floor and parts on apparatus'.

"Transfer’ your' weight from
one balance to a new balance
on the apparatus'.

"Remember to try using each of
. rolling, travelling or flight-
type actions to join the
balance",

. "Now add a third balance,
trying to change your body
shape-and body bases used:.

"Try changing your direction
and speeds between balances".
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Teachiﬂg¥8uggéstions

Children now move to apparatus
(2/3 of. class time)

-.\ . o P

e

On large apparatus "suspending"
is considered an aspect of
balancing.

Teachers may follow these aims

in developing quality in

children's work on apparatus:

1. clarify the task

2, suggest range of possible
solutions

3. assist children in
selecting solutions

4, develop children's teachings

5. ‘help children set up final
sequence.

You may have children rotate to
new apparatus to develop new
_sequences, Or encourage
expertise omione piece and have
childréh stay.
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Final Activity: Instructional Objective C

""Add your best mount and Objective C 1s accomplished
dismount to your sequence when children complete a

of three balances and sequence on large apparatus
practise your final sequence'. involving: A 2

- start (mount)
. = three balances"
(linking actions between
balances)
finish (dismount)

, "~ Sequences should be written
- - ' out in notebooks.

Demonstrations may be useful
in that this tends to make
children accountable . . .
they strive for excellence if
required to demonstrate.
Demonstrations can either be:
- one to one

- one to a group

- one to the class

- half the class

- simultaneously to half the
~ eclass

Sequences may be done partly
on floor and partly on
apparatus.,

Evaluation of final sequences
includes elements stressed in
movement development:

- speeds

- directions

- appropriate linking actions
clarity in body shape
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LESSON 4
Overview

This lesson should include 2/3 floor time and 1/3 apparatus
time. Work in this lesson includes activities that lead
children to continue to develop skill in arriving into
balances and leaving from balances. The focus is on the body
actions of twisting, turning and falling that can be used to
accomplish this. The reason for the emphasis on these is
that balance is used as part of a routine that includes a
rolling-type action, a travelling- type action and a flight-
action. Balance therefore will lead into or out of one of
these three and the w way this is accomplished can be through
twisting, turning, or falling actions. Final routines can
include' , '

.~ a start ' g

- balance, roll, flight and travel used in any order and in

any number
- & finish
Routines should follow

different pathways and make use of

+ different directions (front).

Instructional Objective D:

Sub-Objectives: ‘ -

Eguigment:

Introductory Activities:

-~

Movement Development

Practise balancing on-parts
of your body on the same sid
opposite side"

To develop an individual floor routine in
which balance(s) is used in conjunction and
flow with a rolling-type action, a travelling-
type action, and an example of flight.

Development of skill in using twists, turns,
rolls, travels and flight to head into
balance and out of balance.

‘Development of understanding of bases of

support and how size of bases affects balance.

Develop a willingness to carry tasks through
to completion.

Mats, notebooks and pencils.

Exploration of different ways of rolling,
travelling, or flight (see Lesson 2).

Teaching Suggestionsk

Twist: Selected body parts
e - - remain fixed.and other parts
turn,




Movement Development

"Join your best type of balance’
from each type by twisting,
turning, then falling'",

"What different body parts diﬁf’
" you arrive on from different
types of balances?"

J
'"Balane¢e, then luave this
balance by twisti.g into a
roll . . . into a fall",

"Now travel about the gym. Jump,
land (flight) using 1 foot to

1 foot, 1 to 2, 2 to 2, 2 to 1
foot".

"Hold the landing, then roll or
'fall by twisting'.

"Répeat, choose your best
flight, land, roll into a
balance this time'".

"Try three new types of flight,
travel and roll to add to a
balance. This time-add turns
to join each'.
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Teaching Suggestions

Turn: The whole body rotates
to face a new direction.

Fall: The whole body is lowered
without control to the floor;
hands or other body parts are
used to break the fall.

Routines involve the

combinations of "unlike"

gymnastics into movement

sentences.

e.g. rolls and balance(s),
flight and travel.

Encourage:

- twists, turns and falls

- change of direction and
pathways.

Final Activity: Instructional Objective D

"Add as many examples of each
type as you want. Make a
routine of:

- start

~ roll(s)

- balances

- flight

- travel

- finish".

Objective D is accqulished
when children complete a
floor routine.

Routines should be written out
in notebooks.

/
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LESSON 5
Overview

This overview should be structured to include 1/3 time “on the
floor, 2/3 time on apparatus. Floor work continues to draw
upon spatial (directions used and pathways followed) and
dynamic (speeds and tensions) components of movement to add to
the development of balance used in relation to other
gymnastics actions.

Low-level apparatus choice and arrangement may be made by
children in this lesson if children have demonstrated ability to
handle this. This is done at the start of class. The summary
of the lesson follows. Introductory Activities - Practice of
floor routines (lesson 3); Movement Development - Development

of directional and speed changes, moving in and out of

balances, and between balances, and rolls, travel and flight;
Final Activity - Development of #¥ad and directional changes

in joining balances with rolls, travel and flight.

Instructional Objective E: To develop an individual routine on benches,
or other "low-level" apparatus. Each balance
must be different in body bases used to
support weight, and body shape assumed.

Sub-Objectives: — Development of proper use of space :around
apparatus. :

— Development of skill in arranging and using

apparatus.
Equipment: Benches, mats, boxes, low beams, box horse
: tops, skittles and canes, notebooks and
pencils,
Introductory Activities: Balance on and near apparatus, practice using

different body parts on the floor while other
parts are on the apparatus. Review and
practise floor routines established in
Lesson 3. ’ :

Movement Development Teaching Suggestions

”Approach your apparatus in one
direction and leave it in
another".



Movement Development

"Practice different travels
in approaching and mounting
your apparatus, then
different travels leaving 1t".

"Mount your apparatus in slow
motion - then quickly".

"What type of action seems to
naturally follow a 'slow-motion'
mount?"

"Practise differeént actions
following your mount".
(roll, flight, etc.).
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Teaching Suggestions

This lesson focuses on
developing effort-quality in
children's work. By varying
and adjusting speeds and
tensions, a start in
developing quality is given.
Allow for much exploration
of this idea in this lesson.

Reminders to children to
clarify the shapes used in
balances as well as use of
different body parts will
need to be given,

Final Activity: Instructional Objective E

"Develop a routine using

your apparatus. Your

routine must involve:

- start

~ one or more roll

—~ one or more travel

- one or more types of
flight ,

- one or more balances

- findish".

"Your routine should include:

- changes of directions and
speeds '

- times when you are on and
off apparatus.

To help children select
responses, task cards with
diagrams or descriptions of
possible responses may be
useful,

Objective E is accomplished
when children complete a
routine on low-level apparatus.

Routines should be written out

in notebooks, with some

indication where actions are
done quicker, and slower.
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LESSON 6
Overview

Floor work should constitute 1/3 time, and apparatul work 2/3
time. This lesson is designed to be the "climax" of h
children's individual work involving balance. The rem ning
two lessons will develop relationship ideas.

The apparatus used in Lesson 6, its arrangement and deployment,
are outlined in Lesson 3. Discussion with children of possible
routines prior to the activity sessions, and demonstrations by
children during and towards the end of class will help
consolidate learning. The overview of the lesson follows.
Introductory: Frozen Tag Activity; Movement Development:

Discussion of possible routines development; Final Activity:
Final routine developed. ’

Instructional Objective F: To develop an individual routine on large

apparatus, Balance 1s used in conjunction
and flow in a rolling-type action,
travelling-type action, and example of
flight.

Sub-Objectives: -~ Development of skill in use of speeds,

directions and pathways in arriving into and
leaving balances and apparatus.

Equipment: Climbers andfattachments, benches, trestles

and ladders, trestles and poles, box horse,
beams, notebooks and pencils.

Introductory Activities: Exploration on apparatus.

Movement DPevelopment

"Where on the apparatus is it
best to perform travels . ,
rolls . . . flight . . .
balance?"

"How many different ways could
you mount the apparatus, dismount
and get on and off during your
routine?"

What shapes have you used in
the past in your routines?"-

Teaching Suggestions

Sit children down together to
discuss the routine
possibilities,

Children have developed routines
(Lesson 4) and are familiar with
the components and the use of
related concepts (speeds,
directions and pathways) from
the work in Lessons 4 and 5.
This discussion should help
children form a final



Movement Development

"What type of speed will you
want to use in your routine?"

"What kind of pathways and
direction?"
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Teaching Suggestions

routine. Teachers may feel it
appropriate for children to
write the routines out in a
notebook rather than
discussion and before the
movement development.

Objective F is complete when
children have developed a
routine on large apparatus.

Demonstrations:
-~ 1 child to 1 child
child to a class

1
.= 1 child to a group
%

the class to % the class

Final Activity: Instructionél Objective F

"Choose and practise a final
routine, be ready to
demonstrate before the class
ends".

Objective F 1s accomplished
when children have completed
a floor routine on large
apparatus.
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LESSON 7
Overview

This lesson is designed to have children work on the floor to
produce a visually aesthetic and a challenging floor routine
with a partner. Initially a partner sequence (emphasizing
balance) 1s produced. The lesson culminates in the
production of a partner routine. The following components
are explored individually in the movement development part

of the lesson:

- Matching - two people perform an action simultaneously while
beside each other, or with one behind the other.

- Mirroring - actions performed simultaneously with partners
facing each other and "mirroring" the action.

- Negotiating of balances - one person balancés in a shape
that a partmer must go under, around, over, or through.

- Assisted balances - one person takes part or all of a
partner's weight. '

The consolidation incorporates the developed separate partner
components into sequences and routines. Here the partner
components are applied with children combining selected aspects
of their individual work. An overview of the lesson follows.
Introductory Activities: practise individual sequences and
moves; Movement Development: Development of partner components;
Final Activity: Sequences and routines.

-Instructional Objective.G: To develop a sequence;with a partner on the

floor in which two pgeple select or combine
aspects of individual floor sequences.

Floor sequences must demonstrate matching or
mirroring, negotiating of balances, and
assisted balances,

Sub--Objectives: - Development of an ability and willingness to

discuss with and perform with a partner.

Instructional Objective H: To develbp a routine with a partner on the
‘ floor in which two people select and combine
selected aspects of individual floor routines.
The partner routine must demonstrate balances
. used in conjunction and flow with rolling-
' type actions and examples of flight.

Sub-Cbjectives: - Development of an ability and willingness to

discuss with and perform with a partner.



Equipment : Mats, notebooks and pencils.
Introductory Activities: Practise individual floor sequences and
roucines,

Movement Development

"Who can demonstrate how to
match actions . . . mirror
actions?"

"Choose your three best
balances. Go with your
partner and practise

matching and mirroring",

"Try to practice having body
parts touching or close
together . . . or far apart
when matching or mirroring".

"Come back in. Who can make
a balance that your partner
can go under . , . around . .
through . . . over?"

"Can you make a sequence where
you continuously change who
'negotiates' and who makes

the balance?"

"Go out and Practise. (Cope
back. Can you develop a
sequence with your partner
using balancing in which you
use: :

- matching-mirroring

and

- negotiating?"

"Go out and practise”.

"Come back in. Who can take
balance part of their
partner's weight? Try all
of your partner's weight",
"Practise different
possibilities".

"Come in. You are going to
develop a sequence using all

your partner's components we

-

Teaching Suggestions

Discuss with children the four
partner components to be
developed. This can take the
form of & question-answer
period.

Partners may be assigned by the
teacher, or children become the
partner of the "closest person"
to them at a particular point
in time in the class.

The movement development part
of the lesson alternates
between discussion (of the four
partner components) and
practice. :

Assisted-Balance

Teachers can help clarify the
tasks and lead children to
select appropriate response

in this component by following
this format in teaching
children,

1. Experiment with different
ways of gripping.

2. Experiment with A and B
close together, gripping,
then moving apart,
maintaining the grip.

3. A and B stand apart, fall
together, with hands
meeting,

4. A and B stand together, in
contact. A or B bends and
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Movement Development ' Teaching Suggestions ‘
have practised. Discuss with Y ‘¥ises, leans backwards or
 your partner, then develop ";n aideways.h9
your eéquence. When it 1s 5. A and B in contact. A or
- ready, write it down and be B lowers the other to the
ready to demonstrate'". ground - then 1ifts,

6. A or B assume a balance.

' The other places part of
his weight on the partner -
part on the floor.

7. A or B assume a balance.
The other places all of his
welght on partner.

-\
r

Final Activity: Instructional Objectives G and H

A
"Tak¢ parts of your individual
routine aind explore ways of:
= matching-mirroring
- negotiating . A
- assisting".

"Try these three with each of
the parts of the routine:

-~ balances
- flight &
- rolls ]
1" .

- travels'. - ‘;
"Decide how you and your Routines with a partner
partner will develop a include:
routine together", o - start

. o - finish
"Practise and be readyto : - examples of rolls
demonstrate", ' - examples of .flighg

- examples of travel

- examples of balance

— examples of partner
components, )

Objectives G and H are met when
a partner sequence and Troutine
has been made.
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LESSON 8

-

§i | . Overview

" This final lesson helps children to develop a visually
aesthetic routine with partners on selected pileces of
~apparatus. Choice of apparatus may be left to children.
Children's floor routines developed last lesson can be
adapted: and applied on .apparatus. A summary .of the lesson
follows.  Introductory Activities: Review of floor routine;
Movement Development and Final Activity: Partner routines.

Instrnctional Objectivé I: To develop a routine with a partner on:
i ‘ apparatus, The partner routine must
demonstrate balance used in conjunction

£ and flow with rolling-type actions, ¢
f'-travelling—type actions, and examples of
flight,
Equipment: ' Large -and low-level apparatus.
Introductory Activities: Practice rontines deVeloped last class.
Movement Development _ o - Teaching Suggestions,
‘ "Discugs with your partner: . ‘ Discuss with children in the
. = where you will start— _ ', form of questions-answers to
finish help them decide how best to
~ what directions, pathways and : develop a routine,

speeds you will use ' o : )
- what types of rolls, flight,

travels and balances you will

"use
-~ what types of partner

activities (matching, etc.)

you will use"

K

Final Activity: Instructional Objective I

3 S

. \ ‘
"Develop and practise a : ’ o Objective I is complete when

routine, Be ready to - - ‘ children complete a routine

demonstrate to the class on apparatus with one other -
your final product". : : person, :
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UNIQUE COMPONENT OF CURRICULUM B: THEME MATERIAL

|

i
|

|

BALANCE

The theme material provides the content for teachers to choose from

in the devafiopment of lesson plans.
Work “and for Apparatus Work.
‘theme material that best meets
the sequences and routines,.
following the theme material

children achieve these objectives.
: -~

each of the 9
" Suggestions for

Theme Material

Floor Work

- Balanceé:”emphasizingAarms.

.

- Balances, emphasizing legs.

A

Balances on named parts
(e.g. legs, seat). )

- Balances on large body parts
. small parts,

- Balances an matching parts
. . non—éégahing parts. ‘

- Balances on numbered parts;

- Bqlances on a large number of
parts, ‘then gradual reduction
of parts used . , . quick

- reduction-of parts used , . ,
maintaining balance,

- Balance on body parts with
emphasis on what free body
parts are doing while the
body 1is balancing.

- Balance in different shapes
(curled, long, wide, twisted).

- Balances on
. emphasizing

Theme material is provided for Floor
The teacher should choose and develop the

instructional objectives -
the teacher are included

to help guide teachers toward helping

| =

Apparatus Work

apparatus,
arms.

Balances on
emphasizing

apparatus,
legs.

Balances on
named - parts.,

apparatus, on

Balances on apparatus on large
and small body parts.

Balances on apparatus1on
matching, then non-matching
parts. - -

/
Balances on apparatus on.
numbered parts,

Balances on apparatus on a
large number of parts with
gradual reduction of parts

,used to support weights.

Balances on apparatus on body
parts with, emphasis on free
body parts, what they are
doing while the body is
balancing, S

While on apparatus, balancé,
in different shapes.



Floor Work

- Balances in shapes, then
twist, turn, tip and fall

in new shapes.

- Balances on selected parts,
twist, turn, tip or fall to

rolling-type actionms.

-~ Develop rolling-type actions
leading into different

balances.

- Develop travelling~type

actions (e.g.

alk, run, skip)

+into different /balances.

- Develop different typeé of

flight into different

balances.

- Emphasis on achieving clarity

of shapes in arriving into

balances,

- Balances with emphasis on
speed changes in twisting,
turning, tipping or falling

into new balaneces .
rolling-type actions.

. into

- Emphasis on speed changes in
travelling, flight, on '
rolling~-type actions into

balances.

~ Emphasis on directional
" changes in moving into and
leaving balances using
rolling, travelling and

flight,

- Development of individual

sequences.

o

- Development of ipdiVidual

routines,

.— Development of partner

sequences.

A

266

Apparatus Work

Balances on apparatus in
shapes using twists, turms,
tips and falls to move to
new balances,

Balances on apparatus using
twists, turns, tips and falls
to move to rolling-type
actions,

While on apparatus, develop
actions leading into

~balances.

While on apparatus, develop
travelling-type actions
leading into balances.

- On apﬁaratus, develop

different kinds of jumps into

3. balances.

" While on apparatus strive to

achieve clarity in shapes.

Balance on apparatus and:
develop the use of different
speeds ‘to twist, turn, tip and
fall into new balances.

[y

-~

While on apparatus, develop use
of speed changes in travelling,
jumping or rolling to balance.

Development of balances with
some parts on floor and others
at different places on’
apparatus,

Development of a Variety of
means (approaches and
balances) of arriving onto and

“balancing on apparatus.

Empﬁasis on different

. directions and pathways used

in the approach.



"Floor Work

-~ Development of partner
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Apparatus Work

Development of a variety of

- routines. means of leaving apparatus
(tipping, turning off,
twisting off, falling off,
travelling off, rolling off.

Emphasis on different
directions and pathways used
in leaving.

Development of ways of
continuously moving onto and
off apparatus.

Development Qggandividual
sequences on Iow-level
apparatus,

Development of routines on
low-level apparatus,

. Development of sequences on
" large apparatus,

Development of ¥outines on
Jarge apparatus. -
» o .

Development of partner
routines on apparatus.

Teacher Suggestions

A. TFloor Work and Apparatus -

Each class should have Qgth floor' work and apparatus work., A suggested
time—line is 1/3 floor work,; 2/3 apparatus. work,

Tasks selected to develop floorwork skill may be used to develop skill on
apparatus. _ :

On the floor, or in using mats, children should be "scattered",
occupying all the general space on the,floor.

With apparatus, teachers should have as many groups working as there are
stations. Each station has a particular piece(s) of apparatus., Between
5-10 stations are often used (see Introduction)

Children may work_extensively at one station each class or rotate to
new stations. Systems for rotatfbn, as well as systems for the lifting,
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¥

carrying and arranging of apparatus by children, can be set by the
teacher. ' )

Teachers may give the‘task to the whole class, or may give a task to one
group, then move.onto a second group to give a task to the next work,
The latter teaching strategy allows for a teacher to assign tasks
according to the progress of individuals. The teacher completes the
rotation by checking on or evaluating progress on the tasks set,

Floorwork leads children to develop ways of combining balances, this
through use of "linking" actions such as tolls, travels and flight.
The objective is for a child to develop a sequence of at least three
balances, appropriately linked together and using a start anF’finish.’

Floor work also leads the child to develop a routine involving aﬂéférp;i‘*
finish, rolls, travels, balances and flight. 4¢M%J} o ”’g o

Sequences and routines develoggd on the floor are adjusted an&%;
to be placed on apparatus. It is good for the same type taskgfad
on the floor to be developed on apparatus before sequences and WY
are tried. 8 o i P 0.

b

Mats can be used as part of the apparatus ¥\
sequences or routines, : TG )

¢ AEAY
#y nﬁ

o3

B. Sequence and Routine Bevelopmbnt

Children should write out or describé plctorally, their final pieces of
‘work. This can be done by .having the children bring to, or keep in the
gym, a notebook and pencil. i

. The teacher may.follow these guidelines in leéding children to develop
and achieve excellence in sequences and routines on floor and apparatus:

1. Clarify the task by setting additional tasks’

2. Suggest range of possible solutions - what are the possibilities?
3. Assist childfen.fhﬁgélectingasolutions.

4. Develop children's technique,

5. Help children determine final sequence and routine,

Prior to children developing sequencéﬁ“and routines on the floor and
apparatus, the tescher should sit the children down and discuss_the
range of possibilities. Allowég@e children to verbalize how they are
gofg% to achieve their final pi¥ces of work. :

Sequences - start - three (or more balances - finish with appropriate
linking actions)., . Can shoy. directional, speed. and pathway change.
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Routines - start - balances - rolls - travels - flight - finish, can
show directional, speed and pathway changes.

- Teachers may prepare task cards that describe, either by pictures or
using sentences, the possible solutions to tasks and proper techniques.

- Children should be asked to continually verbalize what thelr bodies are
doing in their floor work, apparatus work, and in sequences and
-Toutines (e.g. What my free body .parts are doing, where they are
pointing, etc.; What shape am I in?

C. Procedural Consideratiqhs

- Apparatus can be kept on the sides of the gym and children can 1ift,
carry and arrange apparatus according to your specifications, or
according to children's choice.

—-

- A "quiet", businesslike atmosphere is required for effectivu results.
—.Apparatus should be spaced out in the gym to permit childx Fn to use lots

of floor~space 1n performing their routines. An example might be a
routine on low apparatus - bench.

MOVAT TD BALAMMCE RolL DIsSM ounT

,o‘ . \ [~

start ' , T ; >\ Fu GHT ~ TLRW)
o REMCH gQTa N EW BALAX
new Qi)L#. | ; _ o
v _ DiaMonarT otk LEW FUUT
/ . F.\UlSH. ,4

D. Partner Work

.

- Teacher and children should discuss the intent of partner work prior to
partner work. It is the production of a visually aesthetic and
challenging sequence or routine performed with one other person.

- Children should be given 'tasks to help them explore at least three
. partner-type ideas. (From these 'ideas' children choose and adapt ideas,
tﬁen decide how best to combine them into a :sequence or routine with .a
.partner),
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Three types of partner ideas:

1. matching/mirroring - copying a partner's action, either side by side,
one behind the other, or facing each other.

2. negotiating balances - going under, around, over or thrqﬁgh the
balance shapes made by a partner. This can develop into a
continuous interchange of balances and negotiation,

™ ' .
3. assisted balance - one person takes part or all of a partner's
weight, ’

Children select ideas explored from these three and incorporate them

~» 1nto a sequence and apparatus developed with a partner. The components

of the sequences and routines remain the same as in individual work.

gewoo RN
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APPENDIX D

UNIQUE COMPONENT OF CURRICULUM C: SAMPLE LESSON

LESSON 1
Overview

Time spent on the floorwork part of this lesson should be
approximpgely 2/3 of the class period. The last 1/3 should be
used for aPpparatus work, Apparatus should be set up by the
children about the gym. As many stations as you will have groups
of children should be set up (suggested number: 5 to 10). The
tasks in the Movement Development part of the lesson are the
sequence of questions that you present to the class as tasks

to be solved. The following gives a summary of the lesson:
Introductory Activities - Exploration and Shadow; Movement
Development - Floor Work, development of a sequence using
directional and speed changes; Final Activity - Free exploration
on apparatus at the end of the lesson upon completion of
instructional objective A.

Instructional Objective A: For the child to develop an individual floor ~ ~~
sequence of at least three balances, each
balance different in body bases used to
support weight and body shapes assumed.

Sub—bbjettives: : - Development .of skill in balancing on legs,
arms, and large body parts.

* - Development -of skill in moving from weight~"-
bearing to balance positions, adjusting body
bases and securing equilibrium.

- Development of willingness to listen to
problems, to think about them and seek better
ways of solving them.

Equipment : Benches, mats, box horse tops, skittles and
canes, boxes, notebook and pencil.
Introductory Activities: 1. Free exploration on apparatus.
(3-5 minutes) : 2, Children travel about .the gym using
. various pieces of apparatus to assist in

going over, under, around, or on.

3. Children travel about the gym going under,
around, over, or on apparatus but gradually
increase the time spent under, around,
over, or on apparatus,



Movement Development

"Be still on one foot'".

"Where can you place (various)
free body parts such as your
head, free leg?"

"Place your head low, to the
side".

"Practise being still on the
other foot . . what are your
free body parts doing?"

"Be still on two feet. What
are your free body parts doing?"

"How many different ways can
you be still, using hands and
feet?"

"Show how you can lift
different body parts high when
still".

"Be still on two parts, one of
which must be an arm or hand".

"Be still on three (four, then
five)".

""Use at least one arm or hand
here'.

-
"Be still on large body parts
like tummy, back, head".

"Where are you putting your
free body parts?"”

"Be still on these large parts.
Be spread out and gyadually
bring body parts close
together so you are still and
in a curled shape. Practise

different possibilities". -

%
"Be still on four (then five)
parts. Decrease the parts that
are holding you. Keep your body
still throughout". ’

273

Teaching Suggestions

The initial 6 tasks develop
skills emphasizing feet. The
next 3 tasks emphasize arms
and the next 4 tasks emphasize
whole body. '

To develop control in holding

the body weight over different

body bases and body parts, the
following poirits should be
presented to the children while
they are attempting the tasks.

1. Body welght over base of
support

2. "Free" limbs can maintain
support ’

3. Concentration is developed '
by focusing on points on
wall or floor

4., Use just enough bodily
tension : . hold position.

-

Children may be scattered in
general space. The teacher
can move freely among the
children, setting tasks.

Sequences - involve combining
two, three or more "like"
gymnastics actions together
into a movement sentence.



¥
Movement Development

"Choose your best balance . .
add a second balance to 1it,
then a third".

"Try joining three new
balances together but this
time use rolling actions and
travelling actions to join
your three balances'.

Final Activity:

274

Teaching Suggestions

Teachers may either assign
groups (2 children) to work
at particular stations. If
so, decisions as to rotation
routines to new stations must
be instigated. Teachers may,

‘however, permit children to

work where they please,
Children will often '"group
themselves" amd will go and
work where space 1s available.

Instructional Objective A

Choose and join three
balances. Have a travelling
beginning, leading into the
first balance, and a
travelling finish leading
away from the last balance
practice.

"Go to your station (or go to
a plece of apparatus) and
practise the balances you've
learned today".

Objective A is met with
children completing a sequence
of tWhree different balances.
Comp Jete a-start and a finish.

Sequences should be written |
out in notebooks. |

The remaining 1/3 of the class
should be spent on exploration
of apparatus.

Children may try their sequences
or parts of their sequences on
apparatus and should be
encouraged to do so.

W
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OUTL]NE‘bF EXPLANATION AND QUESTIONS FOR CONSTRUCT VALIDATION OF CURRICULA’

X
4

. The three curricula that you have agreed to assess are designed to:
be used by classroom teachers at the Grade 4 level. Tamohers who are
non-gpecialists in the field of elementary school physic#l education
will be using the curricula over a fourweek period, teaching appréximately
two lessons per week. Each curriculum is designed to represent the type
of resource most often used in elementary school physical education.

The curriculum entitled Curriculum A is detailed and specific. It
includes theme material on balance arranged in legson plan format.
Curriculum B {s less detailed. It provides.the theme material on balance
from which the teacher must design the lesson plans. Curriculum C is the
least detailed curriculum. It includes no theme material, but suggests
only a typical lesson plan that a teacher might refer to in developing
her own lesson plans on the theme of balance. All three curricula include
identical sections entitled Foreword and Introduction. These sections
"provide information related to the theme of balance that teachers can
refer to in developing and teaching their lessons. The three curricula
have been organized as follows:

Curriculum A Curriculum C

Curriculum B

Theme Material - -

THE LESSON PLANS

3

Theme ﬂaterial

THEME MATERIAL

FOREWORD FOREWORD FOREWORD

A. The Concept of A. The Concept of A. The Concept of
Balance Balance ‘Balance

B. The Purpose and B. The Purpose and B.! The Purpose and
Place of Balance Place of Balance , Place of Balance

-C. The Components in C. The Components in C. The Components in
Balance Balance Balance !

D. The Development of D. The Development of D. The Development. of
Tasks in Teaching Tasks in Teaching Tasks 1in Teaqping
Balance Balance Balance

E. Apparatus Work and E. Apparatus Work and E. Apparatus Work and
Balance . Balance Balance

F. Partner Work and F. Partner Work an F. Partner Work and

' Balance ‘Balance . ! Balance

G. The Child and G. The Child and G. The Child /and
Balance * Balance Balance '

H. Summary H. Summary H. Summary

INTRODUCTION \

A. Goals A. Goals A. Goals

B. Instructional B. Instructional B. Instructional
Objectives Objectives —Objectives

C. Development of the ,.C. Development of the C. Development of the

‘Theme Material

SAMPLE LESSON PLAN

Evaluation Evaluation . Evaluation
Definitions Definitions - Definitions
Bibliography

" Bibliography S

Bibliography



. . the topic, to ensure that the curricula are valid and understandable. |
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j

During the research I will be conducting, three samples of teachers
will be assigned a selected curriculum. Each sample of teachers will
use their particular curriculum for a time period of approximately four
_weeks, Before each sample begins their instructional period, I will
‘,adm}nister two tests to agsess, individually, the teacher's knowledge
and attitudes as they appty to elementary school physical education
gymnastics and the theme of balance. After the teachers complete their
instructional period, the same tests will be re-administered to determine
what, if any, change has -occurred in the two wariables of knowledge and
‘attitude. The intent is to determine the relationship of selected
design of curriculum to these two variables.. It is important to specify
that the focus will be on the classroom teacher, one with no special
training or experience in elementary school physical education.

Your assessment of these three units is a vital step in my research
process. The units must be reviewed and assessed by both .classroom ‘
teachers, and by physical education specialists who are knowledgeable Oé&
I have included a questionnaire that I trust will be useful in
 .directing your review and assessment. I look forward to sitting down

with you to discuss your reactions.. :

L3
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' TEACHERS

'ASSESSMENT OF CURRICULA s

Questions have been provided to help direct your assessment of the three
curricula (Curriculum A, Curriculum-B, and Curriculum C). Your
asseégsment of these curricula is a vital step in determining the
usefulgess of each curriculum. - The questions are designed to help you
look at the three curricula from the perspectives of clarity of the
language ‘used and overall logic in each arrangement of the curricula.
As a researcher preparing to use these curricula, it is important to
know if you feel a classroom teacher could understand the theme and
could develop the theme. of balance with Grade 4 children from use of
. these curricula. Q\\\{\\ ¢ ‘
CLARITY OF LANGUAGE USED IN\EﬁE\IHREE CURRICULA (A,B,C) - FOREWORD AND
INTRODUCTION e
A T
1. 1Indicate how you feel about the ‘clarity of;the léhguage used in each
of the following sections of the three curricula (Curriculum A, B
and C). - Check-and comment. : ’ - ‘

Unclear Clear .. Too Detailed
y & ) [
'FOREWARD | . T
o ] » N
The Concept .of Balance o \
The Purpose and Place of ‘ A
- Balance ‘
The Components of Balance )
The Development of Tasks in »
Teaching Balance ‘ .
Apparatus Work and Balance
Partner Work and Balance
The Child and Balance
Summary - Expectations by,
the Teacher for.the Child .
Comment : ' ‘ - - ) b
Unclear Clear Too Detailed
. Goals t

||
||

. Instructional Objectives *
) \Development of the Theme
| Material -
S _ '
Comment;-
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R Y

2. Indicate how you feel about the clarity of language used in the
lesson plans in Curriculum A.

Unclear

Too Detailed

Lesson
Lesson
Lesson
-.Lesson
Lesson
Lesson
Lesson
Lesson

T o
N

RENRRRN

“Comment: .

3. Indicate how you feel about the theme material provided in
Curriculum B. 1Is the language clear?

o

&

L AN

CLARITY OF LANGUA&E USED lN THE TEACHlNG SUCGESTION
/
1. Please indicate your views on the Teaching Suggestions given in
Curriculum A ‘and Curriculum B.

.

TEACHING SUGGESTIONS
, Curriculum A Curriculum B

Not . Not
, Satisfactory Satisfactory Satisfactory Satisfactory

Clarity of ‘7 - ‘ *

“Language
Total Amount
of Supggestions
Included
Potential in . . , ,
Assisting : _ - L -
" Teachers to . : ’
Develop the . :
Theme of :
Balance

<



.
. Comments:

OVERALL ARRANGEMENT OF THE THREE CURRICULA (CURRICULUM A, B, AND C).

1. You have assessed the clarity of language used in each section in,
each curricula.  Could you now indicate your feelings about the -
overall arrangement of the particular sections in each curriculum?
Is the arrangement of the papticular sections in each curriculum too
complicated? ' ) ‘

: .\ Arranged Just
Too.Complicated Right . Too Simple

«

Curriculum A:
The arrangement of the
sections in the Foreword
and Introduction *

' The arrangement of the
lesson plans

Curriculum B:
The arrangement of the .
sections in the Foreword .
and Introduction ‘

.The arrangement of the
‘theme material ’

C . +

2. Comménts would be apﬁreciated here on your general feelings as to the
overall arrangement of Curriculum A, Curriculum B, Curriculum C.

Curriculum A:

»

Curr{gulum B:



_Curfiéulum C:

3.

o

Write commedts, expressing ycur feelings about each of the curricula,
- under each of these stems.

"

e R 1:

o) l\

Understanding tl'g introductory material is . . .

<

The parts

The parts

The patts

The parts

of the Introduction

of the Introduction

of the Introduction

of the Introduction

that are clearest.are . . .-

ES

that are most useful are . . .

»

that are not clear are . . .

that would not be vpry useful are . , .

Understanding what is expécted of me as a teacher is . . .

Developing a unit and lessons using Curriculum B would be . . .

o



. ‘ : c B4

!

Developing a unit and lessons using Curriculum C would be . ., .

L i LT 4

N e .- . ‘ }
s \/ . T
S - . ‘ Pt
X 8 T N s ‘

The objectives of the curriculum which are the dewelopment of nine
final pieces of:work are . . . )

Developing skills in balance through Curriculum A is . .

-

Developing skilis in balance throﬁgh Curriculum B is ., . .

[ed

. .
- The "readability" of the curricula is . .

The teacher's understanding of the concept of balance might be .

S

The children's underétanding of the concept of balance might be . . .

The arrangement of material in Curriculum B is . .

©

The arrangement of material in Cu;{iculum Cis . . .

L]



\ : ) N
\
'\ It would be easy to use Curriculum A because . . .

-

I would have difficulty using Curriculu-' &%ﬁ

+

. : ‘A"”’*

'

4, Addifional Coﬁments:

a

I thank you for your time spent in helping in this study, your interest
and assistance is greatly appreciated.

Bernie Potvin
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VALIDATORS

CURRICULUM CONSTRUCT VALIDATORS ~ TEACHERS -

1. Mr. Dale Ripley
Vice~Principal
St. Frances School
Edmonton, Alberta

?. Mr. David Kitz
Classroom Teacher -
Delwood Elementary School
Edmonton, Alberta

3. ‘Ms. Le Larsen ‘
- Graduate Student - Elementary Education
University of Alberta
Edmonton, Alberta

SPECIALISTS - VALIDATORS

1. Dr. Clive Padfield
Chairman -
Department of Movement Rducation
University of Alberta
Edmonton, Alberta

2, Professor Chris Marshall
Instructor
Faculty of Education
- University of Alberta. ' ' s
Edmonton, Alberta

3. Marnie Rutledge 0 .
Instructor
Department of Movement Education
University of Alberta '
Edmonton, Alberta

4, Sally Carline -
Teacher
Dovercourt Elementary School
Edmonton Public School Board
Edmonton, Alberta
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CURRICULUM CONTENT VALIDATORS ~ SPECIALISTS

1. Dr, David Sande
Faculty of Education
Department of Elementary Education
University of Alberta
? Edmonton, Alberta
2, Neil Garvie " r
Graduate Student (Ph.D) )
Faculty of Education
University of Alberta
Edmonton, Alberta

3. Doreen Ryan
Physical Education Consultant
‘Edmonton Separate School Board
3 Edmonton, Alberta

4, Mike Hay
Physical Education Consultant
Edmonton Public School Board
Edmonton, Alberta

TEACHER VALIDATORS OF FINAL ATTITUDE QUESTIONNAIRE

NON-SPECIALIST TEACHERS~VALIDATORS OF THE
ATTITUDE QUESTIONNAIRE AND PERCEIVED
KNOWLEDGE QUESTIONNAIRE

1. Miss Janet Bown
Teacher 3
Covenant Community Training Center
Edmonton, Alberta
2. Mrs. Joan Potvin |
Teacher \

. Braemar Elementary School
Edmonton Public School Board
Edmonton, Alberta

’ S
3. Mrs. Brenda Neszmery
Teacher ,
Kitaskinaw Elementary
County of Parkland

4, Mrs. Grace Faber L
Teacher :
Glendale Elementary
Edmonton Public School Board
Edmonton, Alberta



SPECIALIST VALIDATORS - PERCEIVED KNOWLEDGE QUESTIONNAIRE

1.

Professor Jan Vallance
Instructor

Faculty of Education
University of Alberta
Edmonton, Alberta

Professor Jan James

Instructor

Department of Movement Education
University of Alberta

Edmonton, Alberta

Professor Linda Thompson
Instructor

Department of ‘Movement Education
University of Alberta

Edmonton, Alberta

‘John Kearns

Graduate Student (Ph.D candidate)
Elementary Education
University of Alberta
Edmonton, Alberta

-
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OUTLINE OF EXPLANATION AND QUESTIONS FOR CONTENT VALIDATION OF CURRICULUM

C

B

>

" The three curricula that you have agreed to assess are designed to
Teachers who are
non-specialists in the field of elementary school physical education will
be using the curricula over a four week period, teaching approximately

be used by classroom teachers of the Crade 4 level.

two lessons per week.

of resource most often

Each curriculum is designed to represent the type
used in elementary school physical education.

The curriculum entitled Curriculum A is detailed and specific, It
includes theme materisl on balance arranged in lesson plan format.

Curriculum B is less detailed.
from which the teacher must design the lesson plans.
least detailed curriculem.

It provides the theme material on balance
Curriculum C 1is the

It includes no theme material, but suggests

only a typical lesson plan that a teacher might refer to in developing
her own lesson plans on the theme of balance.

All three curricula
include identical sections entitled Foreword and Introduction.

These

sections provide information related to the theme of balance that
teachers can refer to in developing and teaching their lessons. The
three curricula have been organized as follows:

Curriculum A

FOREWARD

A. The Concept of
Balance f

B. The Purpose and
Place of Balance

C. The Components in

" Balance

D. The Development of
Tasks in Teaching
Balance

E. Apparatus Work and
‘Balance

F. Partner Work and
Balance

G. The Child and
Balance

H. Summary - Expectations H.

by Teachers for

Children
INTRODUCTION
" A. Goals 3
B. Instruct;onal'
Objectives

C. Development of the
Theme Material

Curriculum B

FOREWARD

A. The Concept of
~ Balance

B. The Purpose and
Place of Balance

C. The Components in
Balance

.D. The Development of
-Tasks in Teaching
Balance . i

E. Apparatus Work and
Balance

F. Partner Work and
Balance

G. The Child and
Balance

by Teachers for
Children

A. Goals

B. Instructional
Objectives

C. Development of the
Theme Material

Summary - Expectations

Curriculum C

FOREWARD

A. The Concept of
Balance

B. The Purpose and
Place of Balance

C. The Components in
Balance . )

D. The Development of
Tasks in Teaching
Balance

E. Apparatus Work and
Balance

F. Partner Work and
Balance

G. The Child and
Balance

H. Summary - Expectations
by Teachers for
Children

A. Goals

B. Instructional
Objectives

C. Development of the

Theme Material
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| : I
.

Curriculum A "‘ ‘Curriculum B Curriculum C

i . .

THE LESSON PLANS o THEME MATERIAL o SAMPLE LESSON PLAN
Evaluation ‘ ‘Evaluation‘ : . | Evaluation
Definitions , ,~ Definitions , ‘ Definitions
Bibliography Bibliography Bibliography -

/

‘During the research I will be conducting, three samples of teachers
will-be assigned a selected curriculum. Each sample of teachers will use
their particular curriculum for a time period of appreximately f ur weeks.
Before each sample begins their instructional period, I will admitister
two tests to -.assess, individually, the teacher's knowledge and attitudes
as they apply to elementary school physical education, gymnastics and
the theme of balance. After the teachers complete their instructional
period, the same tests will be re-administered to determine what, if any,
change has occurred in the two variables of knowledge and attitude. The
intent is to determine the relationship of selected design of curriculum
to these two variables. It is important to specify that the focus will
be on the classroom teacher, one with no special training or experience
.dn elementary school physical education.

Your assessment of these three units is a vital step in my research
process. The units must be reviewed and assessed by both classroom
teachers, and by physical education specialists who are knowledgeable of
the topie, tp ensure that the curricula are valid and understandable.

o ’ B

I have included a questionnaire that I trust will be useful in
directing your review and assessment. I look forward to sitting down
with you to discuss your reactions. ' : '



FQREWORD AND INTRODUCTION TO EACH CURRICULA . |

1,

H
? i

|

The Forewoard and Introduction to each curriculum are esigned t&

" provide teachers with enough background information s they may be

able to understand and develop the theme material in Halance. The
Foreword and Introduction are intended to help teache understand
and implement the lesson plans in Curriculum A, develop and implement
~the theme material in Curriculum B into lesson plans, and develop
lesson plans from Curriculum C. | -

y

Comment on each part in the Foreword and Introduction by indicating

' whether the information provided in that section is complete or

not. (Ch?ck and commenty

Not Complete Complete - Too Much Included

FOREWARD

‘The Concept of Balance

The Purpose and Place of
Balance

The Components in
Balance

The Development of Tasks
in Teaching Balance

Apparatus Work and
Balance

Partner Work -and Balance
The Child and Balance

Summary - Expectations by

Teacher for Children

Comments:
INTRODUCTLION
A, Goals , ‘ 1 )
B. Instructional
Objectives
C. Development of Theme
Material

Comments:
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In the Introduction there is a section entitled Development of the
Theme Material. You have already commented in Question 1 about the
completeness of the information in this section. This section is
critical to those teachers who use Curriculum B and Curriculum C,
they must be able to understand and use the information provided
here to develop their own lessons. Please check and comment on the
clarity of this section.

Not Clear ' Clear . Too Clear
'Y
- Overview —
Comment : , .
Floorwork
Comment :
£
o
‘Apparatus Work = & -

Comment :

Paftner Work
Comment :

o
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H SPECIALISTS
~A. INTRODUCTION ‘

Questions have been provided to direct your assessment of the
three curricula‘(Curriculum A, Curriculum B, and Curriculum C).
Your assessment of the content in each curricula, i.e. the lesson
Plans, or the theme materials, is one aspect that is vital. The
questions direct you to look at the content from different
perspectives, the breadth, the depth, and the appropriateness of
the content. Secondly, your assessment of the organization of each
is vital. The questions direct you to assess how clear is the
language used and how logical in sequence the parts of the curricula
(such as the Introduction, the Intended Learning Outcomes, etc.) are.
Additional comments are welcomed at the end of the assessment sheet
if the questions have failed to include a perspective which you might
have and the questions did not provide. »

ASSESSMENT

' THEME MATERIAL

1. Have the threé-curricula included enough theme material to
‘ adequately develop the theme of balance? (Use a check mark and
comment if appropriate).

- Not Enough . Enough Too Much
Curriculum A
Comment:
Curriculum B
Comment :
/

Curriculum C
Comment :
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2. 1Is the theme material that is included understandable and
sufficiently clear for teachers to develop the theme of balance?
(Check and comment)

\\
A\

Not Clear Clear Too Detafled

Curriculum A
Comment :

* Curriculum B
Comment :

Curficulum C
Comment:

*

INSTRUCTIONAL OBJECTIVES L ‘ T~

"~ 1. Which of the nine Instructional Objectives should be retalned\and

which should be eliminated? (Check and comment)
Eliminate / i Retain

Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective

HEmMEHOoOoWw

[RRERERY
BERRRRN

Comment :
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» Te
=
[
3

2. Are there other Instructional Objectives that should be added?

/

1. Which of the Intended Learning Outcomes would ydu consider
appropriate for Grade 4 children in terms of breadth? (Check and
comment) ' _ .

INTENDED LEARNING OUTCOMES

~Too Broad Appropriate Too Narrow

.
.
.

E e
©00oO

L“F“l"‘t“l“t"
eReoNeNoNe)

FEEETET
BENRRRRN

Comments;

o

2; Are thefe Intended Learning Outcomes that should be added?

3, Are there Intended Learning Outcomes that have been included that you
would eliminate? : :
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CURRICULUM A -

1.

B

Each lesson plan used in Curriculum A contains sequentially arranged
tasks that are intended to develop the particular objective for that
lesson. : ' B

A
"

‘r g - 7 ' \
a. Do the' tasks followtgpgically, one after\fhe other: Y

- -~ Not Logical - ' Logical

Lesson
Lesson
Lesson
Lesson
Lesson
Lesson
Lesson .
Lesson

@

ONOLEWN
REERERE

ERRREEND

Comment :

Have sufficient tasks been included to develop the theme of balance?

Sufficient Insufficient

Lesson
Lesson
Lesson
Lesson
Lesson
Lesson’
Lesson
Lesson

XN LW

REREERR

ARRARRN

Comment :
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Will the tasks develop the theme/éf balance?

‘Will Develop Will Not Develop

Lesson
Lesson
Lesson
Lesson
Lesson
Lesson
Lesson
Lesson

8

PP

T

Comment:

2

Do the tasks relate closely to the particular Instructional Objective
that they purport to develop?

Do Relate Do Not Relate

Lesson
Lesson
Lesson
Lesson
Lesson
Lesson
Lesson
Lesson

WP W N

REERNENY

Comment :
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Is there sufficient challenge inherent iy the tasks?

Sufficient Challenge_ Ingufficient Challenge

Lesson 1 - —
Lesson 2 - —
Lesson 3 — —_—
Lesson 4 - —_—
Lesson 5 - —_—
Lesson 6 . o
Lesson 7 _— o
Lesson 8 . ____
Comment :

- CURRICULUM B

k Curriculum B is a resource which provides the theme material from

which the teacher must plan the lessons. Please comment on the
material using the following questions to direct your assessment.

a. Is there sufficient theme material included to develop the. theme
of balance?’

b. Is the theme material that is included sufficiently detailed or
not sufficiently detailedﬂﬁo develop the theme of balance?

-

o
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€. Does the theme material lead logically to the development of the
nine instructional objectives?’ (Check and comment )

Material is Logical  Material is not Logical

Ins. Objective o=

Ins. Objective
‘Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective
Ins. Objective

HOosHmoow >

ERRRRRRN
EERRRRRE

Comment :

d. If there is an Instructional Objective that appears not to be
able to be developed given the theme material present, can you
indicate which instructional objective?

<

e. What theme material might be added to more adequately dévelop
' this (these) instructional objectives?
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EVALUATION

1. Comment on the evaluation procedure suggested for each of the
curricula ~ A, B, and C. '

TEACHING SUGGESTIONS

1. Curriculum A and Curriculum B include basically the same outline of
Teaching Suggestions. Comment on the clarity of language used, the
amount of suggestions included, and the potential of the suggestions
in alding teachers, \ :

TEACHING SUGGESTION

Curriculum A Curriculum B

Not - Not
Satfsfactory Satisfactory Satisfactory Satisfactory

Clarity of .
Language Used : J
Amount of

Suggestions .

Included ) 0
Potential of

Suggestions to

Aid Teachers

Comments :

-

GENERAL

1. TIs the theme material in Curriculum A and Curriculum B sufficient,. .
insufficient or too much for a two-week unit (probably two classes per
week) ?

Not Sufficient " Sufficient - Too Much

Curriculum A
Comment :
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Not Sufficient Sufficient Too Much

Curriculum B
Comment :

2. In the lesson plans in Curriculum A, and in the theme material in
Curriculum B, there are aspects or dimensions of the theme of balance
that have been stressed. Please indicate how you feel about the
detail of each of these dimensions by checking the appropriate blank
and commenting if you desire. Please begin with Curriculum A.

Curriculum A

ot,Enough - Enough . Too Much
__Detail Detail Detail

Weight bearing on body
parts (large and
small)

Arm Work

Leg Work

Whole Body

Arriving into Balance

Body Shapes

Maintaining Balance

Leaving Balance

Timing, Speed, Tension

~and Flow

Directions

Pathways

Sequences

Routines

Apparatus Work

Partner Work

T
ERENENY

RRRRRRE

NEEE
T
RN

Comment :
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3. Please assess Curriculum B with regard to the same dimensions.

Curriculum B

-

Not Enohgh Enough Too Much
Detail Detail _Detail

Weight bearing on body parts
(large and small)

Arm Work

Leg Work

Whole Body

Arriving into Balance

Body Shapes '

Maintaining Balance

Leaving Balance -

Timing, Speed, Tension and
Flow _ ' :

Directions

Pathways

Sequences

Routines

Apparatus Work

Partner Work

RERRRRN
(ARRRRRR

RENRRR R RRRREY

NEREEY
NENERN

Comment :

1

4. Is the theme material provided in Curriculum A, B and C appropriate
for Division II children, aged 9 or 10?7

, Appropriate ~ Inappropriate Don't Know
Currirulum A
Curriculum B
Curriculum C

— . —
/

Commerit :
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5. Conaidering everything you've told me in this questionnaire, plaase
comment on these questions:

How valuable i{s this work on balance in:

Curriculum A:

Curriculum B:

Curriculum C:

What might be some potential difficulties teachers would have with:

Curriculum A:

Curriculum B:

Curriculum C:
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al

S . .
6. Comment bn how“this questionnaire has helped or hindered your analysis
of the curricula. ‘

Thank you f6r your interest in this work and for the time you have taken
to help me. - '

B

=)

Befnie éotvin'
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APPENDIX H 06
: FIVE CATEGORIES - ATTITUDES ‘
» (REPRESENTATION OF THE. VARIABLES OF TEACHER ATTITUDES TOWARDS GYMNASTICS
. AND TO THE THEME OF BALANCE)

1. Teacher Attitudes Toward §'{ected Aspects of the Teaching Process
Typically Associated with Elementary School Gymnastics at the :
Division Two Level. : ‘ :

s \
“

2. Teacher Attitudes Toward the Value of Gymnastics for Children.

3. Teacher Attitudes Toward the Curriculum‘Materials Presently Used in
Elementary Schpols. '

M

4. Teacher Attitudes Toward Gymnastics as a Viable Subject in the
Elementary School Curriculum.

.
Y

5. Teacher Attitudes Regarding the Theme of Baléhce.'
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APP;:NDIX 1
ORTGINAL TWENTY THREE COMPONENTS AND VALIDATION WEIGHTINGS
(REPRESENTATION OF THE SELECTED ATTITUDE CATEGORLES AND THE
'VARIABLES OF TEACHER ATTITUDES TOWARD GYMNASTICS AND TO

THE THEME OF BALANCE)
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APPENDIX 1

ORIGINAL TWENTY THREE GCOMPONENTS AND VALIDATION WEIGHTINGS

308 |

(REPRESENTATION OF THE SELECTED ATTITUDE CATEGORIES AND THE VARIABLES OF
» TEACHER ATTITUDES TOWARD GYMNASTICS AND TO THE THEME OF BALANCE)

I.

. Teacher Attitudes Toward Selected As
Typically Associated with Elementar

Division»Two Level, '

Weightings

Teacher attitudes toward the
teaching of gymnastics as an
enjoyable endeavour. .

Teacher attitudes toward the effort
involved. in teaching gymnastics.

Teacher attitudes toward their own
perceived state of competence in
teaching gymnastics.

Teacher attitudes toward the problem
solving approach that has been
advocated for teaching gymnastics

by selected authors. '

. Teacher attitudes toward selected

strategies and procedures that may
be employed in a gymnastics lesson
to realize aims and objectives. .

Teacher attitudes toward developing
and improving teaching practices in

gymnastics. o ‘

Teacher attitudes toward constraints
and difficulties that are perceived
as being associated with teachin
gymnastics. .

Teacher attitudes toward benefits
that are perceived as being
assoctated with teaching of their
own gymnastics classes.

pects of thé;zggchingﬂffééess
y School Gymnastics at the

Q
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&0 o~ e [<1v]
= [ 2] o0 a —
(<] o U ] o) ©
- ~ o ] ] o
Is) &0 =1 o~ “ [o]
- @ L] =] vl 4] )

+2 41 0 -1 -2
1 2 3 4 5 +4
1 2. 3 4 8 43
1 2 3 4 5 +4
1 2 3 _4 5 +4
1 2 3 4 5 +3
12 3 4 5 43
1 2 3 4 5 +4
1 2 3 4 _5 +1



II. Teacher Attitudes Toward the Value of‘Gymnastics for Children.
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Wéightings +2

. Teacher attitudes toward the

enjoyment children derive from
gymnastics. ‘

Teacher attitudes towaid selected

aspects of a gymnastics lesson
assisting children in realizing
objectives.

Teacher attitudes toward the
achievement and performance by
children in gymnastics.

Teacher attitudes toward the
educational contributions of
gymnastics .in meeting selected
aims and objectives outlined in
the Program of Studies,

(]
L
9 o
- /]
& ‘ 3
> B I >
- ) v —
o0 . Cal H o0
o L. (8} ] [=] L)
o . [} ()] ] ] o
~ L © ()] ~ o
& 80 - g ot Eu] @]
R} o . o 3] 4
+. 0 -1 -2
1 2 3 4. 5 +4
2 3 4 5 43
1 2 3 4, 5 +4
1 2 3 4 5 45
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ITI. Teacler Attitudes Toward the Curriculum Materials Presently Used in

Scholls,
@
]
o]
] ‘ 0
& j @
60 , -
o s
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> - @ o >
— o o —
o0 -l H a0
: ] o 13) 60 g —
\ o ] @ o © o
\‘ Wt H o . 0, o] 4
) &0 = - ) o)
. ® L =) g w &
. Weightings +2  +1 0 -1 -2
A. Teacher attitudes as‘recipients
- of preplanned curriculum
- materials for teaching ,
gymnastics. . 1 2 3 4 5 45
B. Teacher attitudes toward sources
of preplanned curriculum ‘
materials. 1 2 3 4 5 +5
C. Teacher attitudes toward the
clarity of content in pre- . .
planned curriculum materials. 1 2 3 K 5 +5
D. Teacher attitudes toward the
various formats of preplanned ‘
curriculum materials. , : 1 2 3 4, 5. +4

E.. Teacher attitudes toward perceived

success in implementation in

relation to curriculum materials - : _ :
used. S ‘ 1 2 3 4 5 46



IV. Teacher Attitudes Toward ®ymnastics as a Viable Subject in the
Elementary School Curriculum.

" Weighting

Teacher attitudes toward the
status of gymnastics in
relation to other school
subjects

Teacher. attitudes toward the
implied or stated purposes in
gymnastics.

Teacher attitudes toward the
subject content of Division Two
gymnastics at the Elementary
School Level

Teacher attitudes toward selected
elements common to any gymnastic-
type activity. '
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V. Teacher Attitudes Regarding the Theme of Balance.

a
]
Ly ,
@ 0 %
) o
I~ -
o o
-
> 9 ] >
- © [ ~{
b0 i R &0
o @ 3] 0 =) -
3] @ o o 19) o
K N 9 ) Y] Iy
) 50 g oo ) o
) ) 3 o ") o
- Weightings +2 +1 0 -1 =2
A. Teacher attitudes toward the skills
achieved by children in work on the
theme of balance. 1 2 3 4 5 +5

B. Teacher attitudes toward preparation
for instruction of the theme of
balance. ' A ' 1 2 3 4 5 45



APPENDIX J
FINAL SIXTEEN COMPONENTS
(REPRESENTATION OF THE SELECTED ATTITUDE CATEGORIES:

RECEIVING WEIGHTINGS OF +4 OR HIGHER)
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APPENDIX J

FINAL SIXTEEN COMPONENTS
(REPRESENTATION OF THE SELECTED ATTITUDE CATEGORIES :
RECEIVING WEIGHTINGS OF +4 OR HIGHER)

I. Teacher Process Towards Selected Aspects of the Teaching Process
Typically Associated with Division Two Gymnastics.

Component - ‘ : Weighting
A. Teaching attitudes toward the teaching of
gymnastics as an enjoyable endeavour +4

C. Teacher "attitudes toward their own perceived
state of competence in teaching gymnastics +4

D. Teacher attitudes toward the problem-solving
" approach that has been advocated for teaching
gymnastics by selected authors +4

. G. Teacher attitudes towatrd constraints and
difficulties that are perceived as being
associated with teaching gymnastics +4

.

II. Teacher Attitudes Toward the Value of Gymnastics for Children.

A. Teacher attitudes toward the enjoyment
children derive from gymnastics : +4

C. Teacher attitudes toward the achievement
and performance by children in gymnastics +4

D. Teacher attitudes toward the educational
contributions of gymnastics in meeting .
selected aims and objectives outlined in
the Program of Studies ' +5

ITI. Teacher Attitudes Toward the Curriculum Materials Presently Used in
Schools.

A. Teacher attitudes as recipients of prepared
curriculum materials for teaching gymnastics +5

B. Teacher attitudes toward sources of prepared
curriculum materials i +5

C. Teacher attitudes toward the clarity of .
content in preplanned curriculum materials +5

D. Teacher attitudes QoWard the various formats

of preplanned curriculum materials +4



Iv.

Component

E. Teacher attitudes toward perceived
success of implementation in relation
- to curriculum materials used

Teacher Attitudes Toward Gymnastics as a Viable Subject in the

Elementary School Curriculum.

B. Teacher attitudes toward the implied or
stated purposes in gymnastics

C. Teacher attitudes toward the subjéct
content of Division Two gymnastics at the
elementary school level

Teacher Attitudes Regarding the Theme of\gs}ance.

A. Teacher-attitudes toward the skills }
achieved by children in work on the theﬁe
of balance - A

B. "Teacher attitudes toward prépﬁ;:;;;;/for,;

instruction of the theme of balance

Weightiug

+4

+5

+5

+5
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10.

11.

APPENDIX K

ORIGINAL NINETY-FIVE ATTITUDE ITEMS

Attitudes of Teachers Toward Elementary School Gymnastics

I enjoy teaching elementary school
gymnastics.

I look less forward to teaching my class
gymnastics than games.

I have fun with my children in gymnastics
classes

.

" Teaching gymnastics has left me

frustrated.

A problem-solving approach in gymnastics
is worth the time and effort it requires.

Teaching gymnastics demands an excessive
investment of time and effort by a
classroom teacher.

I am able to motivate my children to
achieve objectives in gymnastics.

I work harder at teaching academic subjects
than I do at teaching gymnastics.

I am quite able, by my own volition, to
improve my teaching of gymmastics.

It is'a concern of mine that I should try )
to improve my teaching of gymnastics.

I am relatively ineffective in teaching
gymnastics.

317

V]

[H]

| ¥}
o 1
- ]
80 o
o <

ao]

> 7] [} ey
4 g e Y] -
o0 o{ ~ o0
[#] 1] (] o0 o]
[o] () [} [3:] [o]
~ | ¥] 3 n N
IS <73} o ord IY]
(] [++] jos J w
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5



<,

12.

13.

14,
15.

16.

17,

18.

19.

20.

21.

22.

23.

I would feel uncomfortable in having a-
consultant or supervisor observe my past
two months ' work in gymnastics.

.I am able and knowledgeable énough in

gymnastics to decide what to teach in
gymnastics. . ’

I understand the movement education
approach to teaching gymnastics.

The new physiéal education approach has
left me frustrated. :

I am comfortable in setting a problem and
letting children work on their own to solve
it in gymnastics.

Demonstrations by children at the Grade 4 -
level results in limited educational
benefit for either demonstrators ‘or
observers.

I need to be able to watch all children at
all times in gymnastics lessons.

The teacher's ability to demonstrate a skill

is important in gymnastics.

I seem to focus, in my teaching in
gymnastics, on the skillful children.

I lack confidence in having children work
on large apparatus like box horses and
trestles.

Children learn better in gymnastics if
they are shown the correct skill.

I am interested in learning new teaching
approaches in gymnastics.
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24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

A gymnastics inservice program would be
low on my priority list for professional
development. ‘

I can be successful in teaching gymnastics
without supervisory help, etc.- 1f I have
clearly written methods for planning and
teacq;ng.

Practical constraints (like shortage of
class time and setting up apparatus) are
things which have a major negative effect
on my teaching of gymnastics.

The diversity of children's ability is
something that frustrates me in teaching
gymnastics. :

I believe that older teachers, for any
number of reasons, might be less able to
teach gymnastics than younger ones.

Gymnastics classes lend themselves to
children's developing good discipline.

Teaching gymnastics provides me with very
few useful teaching strategies that I can
apply to other subjects.

Teaching gymnastics contributes to my
greater understanding of individual

children.

A specialist is necessary to teach
gymnastics.

Gymnastics is a subject that children

enjoy.

It is unrealistic to expect that children
will experience a sense of achievement in.
every gymnastics lesson.
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35.

. 36.

37.

38.

39.

40.

41.

42.

43,

44,

45,

46.

Grade 4 children are ready and able to
work with a partner on apparatus.

Grade 4 children learn best in gymnastics
by solving problems.

It is beyond the capability of a classroom
teacher to be able to challenge every child
in a gymnastics lesson to high levels of
individual accomplishment. ‘

Ghildren's finished work in gymnastics

classes can be expected to look pleasing
and aesthetic.

It is too much to expect Grade 4 children

. to achieve mastery of skills in gymnastics.

™~

Gymnastics necessitates that all children
be led to .accomplish the same specified
cbjectives.

I believe that every child fﬁumy class can
produce a gymnastics sequence that a

parent would be pleased to watch.

Gymnastics 1s of inherent value to
children.

Girls derive greater benefits from
gymnastics than boys.

Gymnastics can significantly contribute to
a child's development of acceptable
attitudes and behaviour in his overall
school work.

1 can see how broad benefits such as
self~control and confidence can be derived
through gymnastics.

Children learn a great deal about cooperation
through gymnastics.
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47.

48.

49.

50.

Children can learn self-control as they
use and respect the challenge of the
equipment in gymnastics.

There is little that can occur through
gymnastics that can contribute. to the
Telationship children have with a teacher.

It is less important that children gain
knowledge about gymnastics than it is that
they achieve actual skills'themselyes.

The value children might gain in working

on apparatus 1is outweighed by the dangers.

51.
52.

53.
54,
55.
56.
57.

58.

What concerns me about gymnastics is that
it doesn't appear to be practical.

Ivappreciate receiving curriculhm materials
for use in teaching gymnastics. .

I should have a greater say in decisions
as to what types of curriculum'materials
I receive for use in teaching gymnastics.

There is a lack of worthwhile curriculum
materials available for my use in
gymnastics. ‘

A curriculum resource or unit in gymmastics

could never be as valuable as, let's say,
consultative help in my teaching of-
gymnastics. L

I can teach gymnastics effectively from.
preplanned curriculum materials.

Teachers ca@ learn a great deal about a
particular gymnastics concept like balance,
just from preplanned curriculum materials.

I am unhappy with the types of curriculum
materials that: are available for use in
gymnastics. !
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59. The value of curriculum materials in a
subject grea. like gymnastics, are of value
only to the people ‘who developed them.

60. The type of curriculum material T use can
affect my attitude towards gymmastics.

61. I value information and facts about the
topics and themes in gymnastics more than
I d6 information on how to teach it.

639/}he Eheory behind the gymnastics theme to
be taught is vital for me to understand
before teaching

63. That I am able to understand the movement
- education approach to teaching gymnastics
from curriculum materials alone 1s an
unreasonable assumption.

64. I prefer to have curriculum materials that
-1 can refer to quickly, that require no
great amount of reading.

65. The greater the specificity and detail in
curriculum materials in gymnastics the
better.

66. The theory behind the gymnastics theme to
be taught is vital for me to understand
before teaching.

67. Preplanned curriculum materials are weak
in making clear how to actually realize
objectives in gymnastics.

68. Objectives in gymnastlcs should be stawed
behav1ourally

69. Prepared lesson plahs are the types of *f
" curriculum materials that I feel can help
the most for gymnastics. v
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70 .»

71.

72.

73.
74,
75.

76.

77.

78.

79.

80.

I know how curriculum materials should be
written to be of the most use to me in
gymnastics.

There are differences between what the
Program of Studies recommends, that I
should be doing in gymnastics, and what I’
actually do. '

If I were to prepare my own curriculum
materials for gymmnastics I would be
unaware as to which parts- of the lesson
plan should receive my greatest attention.

Curriculum materials contribute positively
to my teaching performance in gymnastics.

Gymnastics is as educationally a valuable
component as music, art or drama.

Gymnastics is as worthwhile‘an activity in
physical education as, let's say, games.

There is potential for integration of
gymnastics work with academic subjects 1like
language arts. '

My attitude towards gymnasticé as a subject
area in the school curriculum will probably
not change too much in the next year or so.

Gymnastics is a subject that is primarily

‘concerned with ¢hildren's exploring and

experimenting with the management of their
bodies in a variety of situations.

f‘ .
Gymnastics has its main value in that it is
a necessary break from academic subjects.

‘Gymnastics provides for more than just

acquisition of certain physical skills.

323

Q
(]
5
3 &
~ m
o0 ]
[\ ] o
o
=2 3 2 =
=T + I ~ S
(o] (] [V} 3] (@]
1 ¥ o] o [} Y
4 [o11] =1 -~ ES)
0 [y] -3 o 5]
12 3 4 5
1 2 3 4 5
1 2 3 4 5
2 3. 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 .5
1 2 3 4 s



81.

82.

83.

84.

85.

86.
87.
88.

89.

90.

91.

92.

The objectives for children inherent
in the subject - gymnastics, are clear,.

Gymnastics is an inherently dangerous
activity.

I am eager to develop a better ﬁnderstanding

of the subject - gymnastics.

I am confused by what is expected in
gymnastics at the elementary school
level.

The idea of themes used in gymnastics is

<a

unclear to me.

There is clearly a core of teaﬁhing
content that I recognize in gymnastics.

Understanding how to use apparatus in
gymnastics din difficult.

The place and value of partner work in
gymnastics is unclear to me.

\ .
Expecting any finished, polished .
sequence or routine of gymnastic-type

. actions by Grade 4 children on apparatus

is unreasonable.

I could communicate to a parent what
children should be learning in a unit
of work on balance.

Balance is too elementary a concept for
Grade 4 children. C

I question whether there is enough
intrinsically associated with balance to
hold children's interest for more than
two or three lessons.
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93. It is wasteful to spend lesson time on

floor activities in gymnastics; apparatus S

work is "where it's at'. 1 2 .3 4 5
94. Children in Grade 4 can be expected to
understand clearly and fully a

gymnastics concept like balance. 1 2 3 4 5

95. I need to have clear, complete and
detailed understanding of a particular

concept like balance before I can teach
it. . S 1 2 3 4 5
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APPENDIX L

VALIDATION QUESTIONNAIRE

QUESTIONS FOR VALIDATION SUBMITfED TO NON-SPECIALIST TEACHERS IN PHYSICAL

EDUCATION REGARDING ATTITUDE AND PERCEIVED KNOWLEDGE QUESTIONNAIRES

Please comment on:

a) the clarity and worth of the diagnostic guidF in directing your
response for each item,

b) the ease with which you were able to respond to the five-point
scale,

c) vyour understanding of the intent implicit in each item,

d) the clarity of each item.
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APPENDIX M
ATTITUDE QUESTIONNAIRE
(CATEGORIES AND COMPONENTS)

Questionnaire Regarding a Teacher's Attitudes Towards
) Division II Gymnastics

Indicate on the five-point scale which follows each question, what your
attitude is regarding that question. For your self-diagnostic guide, the
numbers on the continuum indicate youx.degree of agreement or
disagreement of that item.

1.

Strongly agree with the s;atément

Agree with the statement
Undecided about the statement
Disagree with the statement

Strongly disagree with the statement




A

1Ic 1.
IVA 2.
VA 3.
IG 4.
Ive 5.
IIIE 6.
I1IC 7.
IA 8.
Ic 9.
IA  10.
ITIB 11,
IIID 12.

Items

Children's gymnastics sequences should
be pleasing to look at.

There is a lack of useful curriculum
materials for elementary school

gymnassics.

Communicating to a parent what
children should learn in a theme like
balance is difficult.

The teacher's ability to ‘demonstrate
a skill in gymnastics is important.

It is necessary to know how to use

 themes in order to teach gymnastics.

The content of my gymnastics classes
differs from what the Program of

‘Studies recommends.

It is'important to understand a
gymnastics theme or topic before
teaching it.‘

I enjoy teaching eiementary school
gymnastics.

I would feel uncomfortable if a
supervisor observed my work .in
gymnastics.

I have fun with my children in
gymnastics classes

I am able to teach gymnastics .from
someone else's preplanned curriculum

.materials.

Someone else's preplanned lesson
materials are best for my teaching of

gymnastics.
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VA

Ivc

ID

IID

IIIB

IVB

IG

IIIC

Ive

IA

IIA

13.

14.
15.
16.

17.

18.
19.
20.

21.

22.
23.

24,

Most children enjoy gymmastics, o1
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Items
Children can be expected to understand
a concept like balance from their ownm
work on balance. 1 2 3 4 5
Gymnastics is an inherently dangerous
‘activity. 1 2 3 4 5
I prefer the movement education approach
to teaching gymnastics. % 1 2 3 4 5
Gymnastics is of inheJLnt value ta ‘§
children. \ ~ 2 3 4 5
Information about the content of
. gymastics is more useful than
information congcerning appropriate
methods. . : 1 2 3 4 5
I understand the objectives in '
gymnasticds for children. 1 2 3 4 5
A spécialist teacher is required to
teach gymnastics correctly. 1 2 3 4 5.
It is necessary to understand a concept
like balance before teaching it, 1 2 3. 4 5
Someone else's preplanned curriculum
materials are weak in showing me how
to bring about their written
objectives. & 1 2 3 4 5
I am unsure of what is expected by
children in gymnastics. -1 2 3 4 5
The effort required to teach
gymnastics correctly is excessive. - 1 2 3 4 5
2 3 4 5
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IVB 25 The major value of gymnastics in the
: school setting is that it is .a break h
from academic studies. 1 2 3 4 5
IG 26. Practical consfraints (like‘shortage .
' of class time, setting up apparatus)
'~ are aspects which make teaching
gymnastics unpleasant. 1 2 3 4 5
IC 27. I am persdnally quite able to improve ‘

my own teaching of gymnastics. . 1 2 3 4 5

1IC 28, 1 am able to decide what to teach in .
gymnastics. ‘ 1 2 3 4 5

IID 29. Gymnastics is educationally valuable. 1 2 3 4 5
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APPENDIX N

LIST OF TWELVE COMPONENTS REGARDING PERCEIVED KNOWLEDGE OF BALANCE

Teacher Perceived Knowledge Regarding Curriculum Materials in
Division Two Work on the Theme of Balance.

Teacher Perceived Knowledge Regarding Aims for Division Two Work on
the Theme of Balance.

Teacher Perceived Knowledge Regarding Setting Objectives for
Division Two Work on the Theme of Balance.

Teacher Perceived Knowledge Regarding Selecting Content for
Division Two Work on the Theme of Balance.

Teacher Perceived Knowledge Regarding Teaching Methods .in Division
Two Work on the Theme of Balance.

Teacher Pergeived Knowledge Regarding Organizing a Lesson Division
for Division Two Work on the Theme of Balance.

Teacher Perceived Knowledge Regarding Class Management in Division
Two Teaching of the Theme of Balance. :

Teacher Perceived Knowledge Regarding Evaluation in Division Two Work
on the Theme of Balance. : ' :

. Teacher Perceived Knowledge Regarding Using Observation in Division

Two Work on the Theme_of Balance.

Teacher Perceived Knowledge Regarding Using Apparatuslin Division Two
Work on Balance. : ‘ Y
Teacher Perceived Knowledge Regarding Partner Work for Division Two
Work in the Theme of Balance. : ’

Teacher Understanding of the Theme’of Balance in Division qu
Gymnastics. :
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PERCEIVED KNOWLEDGE COMPONENTS AND QUESTIONNAIRE ITEMS

(REPRESENTATION OF THE TWELVE COMPONENTS AND OF THE VARIABLE OF TEACHERS'
PERCEIVED KNOWLEDGE REGARDING‘THE THEME OF BALANCE)

I. TEACHER PERCEIVED KNOWLEDGE REGARDING THE THEME OF BALANCE

A. Curriculum Materials in Division Two Work on the Theme of Balance

comprehensive knowledge
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1. Concerning my understanding of prepared
curriculum materials regarding balance
I feel I have i 1 2 3 4 -
2. Concerning preparing gymnastics activities
in balance from prepared curriculum materials ‘
I feel I have . 1r 2 3 4

\

B. Teacher Perceived Knowle;ge#BegardiqgﬁAims for Divisiom?fwo Work on
s the Theme of Balance , \

3. Concerning the knowledge children should have \\
about balance I feel 1 have 1 2 3 4

4. Regarding the educational value of the theme
of balance I feel I have ' 1 2 3 4

C. Teacher Perceivéd:Knowledge Regarding Setting Objectives for Division
Two Work on the Theme of Balance

5. Concerning the steps in the build-up of the
use of apparatus for balance I feel I have 1 2 3 4

6. Concerning children performing individual
sequences with balance I feel I have 1 2 3 4

w
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3

no knowledge
sufficient knowledge
comprehensive knowledge

a little knowledge

Teacher Perceived Knowledge Regarding,Sélecting Content for Division
Two Work on the Theme of Balance '

7. .Concerning the use of themes that should
precede and follow the theme of balance

feel I have . » . ‘ 1 2 3 4

8. Concerning my choosing appropriate warmup
activities in teaching balance I feel I
have _ 1 2. 3 4

Teacher Perceived Knowledge Regarding Teaching Methods for Division
"Two Work on the Theme of Balance

9. Concerning the appropriate use of problem-
’ solving and exploration for balance lessons :
I feel I have : : 1 2 3 4

10. Concerning the use of demonstrations I feel .
’ I have . ' 1 2 3.~ 4

Teacher Perceived Knowledge Regarding Organizing a Lesson for
Division Two Teaching of the Theme of Balance

11. Concerning the organization of a lesson to
get the best results from my children in
balance I feel I have , 1 2 3 4

12. Concerning guestioning my children to help
them improve in their work on balance I -
feel I have ) 1 2 3 4

Teacher Perceived Knowledge Regarding Class Management in Division Two

Teaching of the Theme of Balance-

13. Concerning organizing my children to do
. balance work on apparatus I feel I have , 1. 2 3 4

14. With respect to achieving maximum activity
’ - and participation by my children in lessons
on balance I feel I have 1 2 3 4
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C

a little knowledge
sufficient knowledge
comprehensive knowledge

no knowledge

Teacher Perceived Knowlédge Regarding Evaluation in Division Two
Work on the Theme of Balance

15, Regarding what to look for in evaluating
my children's work in balance I feel I
have - 1 2 3 4

16. With respect to the variety of ways to
evaluate children's work in balance I

feel I have 1 2 3 4

Teacher Perceived Knowledge Regarding Observation in Division Two

Work on the Theme of Balance

17. With respect to what I should be observing
to improve my children's work on balance
I feel I have 1 2 3. 4

18. With respect to what to look for to ensure
safety I feel I have . 1 2 3 4

Teacher Perceived Knowledge Regarding Apparatus Work in’ Division Two
Work on the Theme of Balance '

19. With respect to the types of apparatus
children can use for balance activities :
- I feel I have 1 2 3 4

20. With respect to children's applying balange
onto apparatus I feel I have ‘ 1 2 3 4

Teacher Perceived Kﬁowledge Regarding Partner Work in Division Two~

Work on the Theme of Balance '

21. With respect to the variety of ways tha:
my children can work with a partner I
feel I have .o 2 3 4

22. Concerning the value of partner work I
feel I have 1 2 3 4
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Teacher Understanding of the Theme of Balance in Gymnastics at the

~
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Division Two Level

23.

24,

With respect to what is meant by the theme
of balance I feel I have

With respect to other movement concepts
which help develop the balance theme I '
feel I have
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APPENDIX P

PERCEIVED KNOWLEDGE QUESTIONNAIRE

(Questionnaire Regarding Teacher's Perceived Knowledge
Regarding the Theme of Balance. in f
Division II Gymnastics)

Indicate on the four-point scale which follows, each question, what you
perceive your present knowledge to be regarding elementary school
gymnastics., For your self-diagnostic guide, the numbers on the continuum
mean the following:

1, - No Knowledge - you feel completely unaware abput this aspect
of elementary school gymnastics

2, - A Little Knowledge - you are'aware of this aspeét of elementary
school gymnastics, but are unsure of
particulars, and theory concerning this aspect

3. - Sufficient-Knowledge ~ you have a sufficient avareness about this
aspect of elementary school gymnastics, You know
the aspect, the theory, concept and details
concerning the aspect

4. - Comprehensive knowledge - you have in depth and detailed

awareness about this aspect of elementary school
gymnastics. Your colleagues and peers could gain
knowledge from you regarding this aspect



The following statements are designed to have you indicate what you feel
your knowledge is regarding a variety of aspects assoclated with teaching

the theme of balance. Read each statement and circle the appropriate

number which follows it regarding your level of knowledge for that item,

1.

10.

Concerning the knowledge children should have
about balance I feel I have

Loncerning questioning my children to help
them improve in their work on balance I
feel I have

Regarding the process used in evaluating my
children's work in balance I feel I have

‘With respect to what I should be observing to

improve my children's work on balance I feel I have

With respect to the types of apparatus;children
can use for balance activities I feel I have

With respect to what is meant by the theme of
balance I feel I have '

Concerning my understanding of prepared
curriculum materials regarding balance 1
feel I have

Regarding the educational value of the theme
of balance I feel I have

Concerning my choosing appropriate warmup
activities in teaching balance I feel I have

Concerning the use of demonstrations I feel
I have ‘ '

11. With respéct to what to look for to ensure

safety I feel I have
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12,

13.-

14,

15.
16.
17.

18.

19.
20,

21,

22,

With respect to children's applying balance. onto
" apparatus I feel I have

Concerning the appropriate use of problem-
solving and exploration for balance
lessons I feel I have

With respect to achieving maximum activity
and participation by my children in lessons
on balance I feel'I have

Concerning the steps in the build-up of the
use of apparatus for balance I feel I have
With respect to the variety‘of wayé to
evaluate children's work in balance I feel
I have

Concerning organizing my children to do
balance work on apparatus I feel I have

Concerning the children's performing individual
sequences with balance I. feel I have

Concerning preparing gymnastics activities
in balance from preplanned curriculum materials
I feel I have

Concerning the use of themes that should"
precede and follow the theme of balance I
feel I have :

With respect to other movement concepts which
help develop the balance theme I feel I have

‘Concerning the value of partner work I feel

I have
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23, Concerning the organization of a lesson to
get the best results from my children in

balance I feel I have : 1 2. 3 4

24, With respect‘to the variety of ways that my
children can work with a partner I feel o
I have 1 2 3 4
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APPENDIX Q
IN-PERSON INTERVIEW QUESTIONNAIRE SCHEDULE

Respondents were met at a mutually agreed-upon location. Attempts
were made to accommodate teachers, so a variety of times and locations
were agreed upon, ineluding teachers' schools, homes and the researcher's
office at the University of Alberta.

Interviews were conducted while seated, with the respondent
approximately one meter from the interviewer. This distance helped
" reduce the detached formality of a tape-~tecorded interview. Each

respondent. was read the introduction to the interview.

Introduction to the Interview

 "Let me review briefly what this research and this interview are
about. I am looking at gathering some information about the teaching
mitierials used for elementary school gymnastics. You are one of nine
teachers selected randomly for this interview, from the thirty who used
a curriculum for gymnastics over these past four weeks. The purpose of
the interview is to pursue some of the areas concerning this curriculum
and .your use of it."

"Do you mind if we tape-record the interview? 1I'll attempt to write
down as much of what. is said, but verbatim transcripts might be lost this
way. I'11 need to go back over the tapes to pick up what,I am unable to
write down." '

"Remember, you are helping me, I'm interested in your opinions."

'



10.

11.
12.
13.

14.

15.

347,

ﬁ PART I - THE CURRICULUM

Did you read the curriculum from beginning to end? Or did you read -
various components as you needed them? N
Probe: (Fit together, expand‘on each other . . .).d ‘

Did the curriculum give enough information for you”t. Understand the
theme of balance?

What insights about the theme of balance did the curriculum give you
that were new to you?

Probe: (Developing the theme, types of balance possible, difficulties
in balancing in).

Did the curriculum give enough 1nformation for you to work effectively
with children?

What insights about working with children did the curriculum give you?
D1d your feelings toward the curriculum change throughout the four
weeks? How?

If I were to give this package of materials to other teachers, what do
you think should change? '
Probe: (added, deleted, reworked S I

Would you have preferred to use this material over a different time
span? . /

Have your attitudes changed toward gymnastics? , How?
PART IT -~ TﬁE COMPONENTS FOR EACH CURRICULUM,

Which components did #ou use the most? Why/were these useful to you?
Which components did you use the least? Why were these components less
useful to you? ’

Were ‘there components Wthh held you back or inhibited you?
Probe: (caused you to not progress towards the objectives?

Would you have appreciated more material in any one component?l

Would you have wanted to be involved in the development of these
materials?
Probe: (prior to use, during use, after use).

V

Which components would you have preferred to develop yburself?

q
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17.

18.

16.
17.

18.

19.

20.

16.
17.
18.

19.

20.

21.

plans?

348

g
PART III - THE LESSON.PLAN" COMPONENT v

CURRICULUM A ' w

How useful were the lesson plans?
Would you have preferred to develop your own lesson plaﬁs?

Could you have planned your own lesson plans oh the basis of the
other materials I gave you? )

PART I1I - THE THEME MATERIAL COMPéNENTS'

CURRICULUM B

How useful was the theme material?
Would you have preferred to develop your own theme material?

Were you able to plan your own lessons on the basis of the theme
material?

How did you feel about your own lesson plans?

Would you have preferred that I had given you a series of lesson
plans7
¢

CURRICULUM C

How useful was the material I gave you? %
. A

ei

Were you able to plan your -own lessons on the basis of the material?
How did you feel about your:own lesson plans?

Would you have preferred that I had given you a series of lesson>

|
[

4 .
Would you héve preferred that I had given you some theme material?
(Coaching: A) Concepts, floorwork-ideas, partner work ideas . .
B) Present(theme material for observation).

Which of tbe two would you have preferred?

IR

|
|

o



APPENDIX R

TELEPHONE INTERVIEW QUESTIONNAIRE

R
4,

349



350
APPENDIX R

: TELEPHONE INTERVIEW QUESTIONNAIRE

Reepbndents were‘cohtacted by telephoﬁe and times were arranged for
the telephone interviews. Telephone interviews took place at the
respondents’ schools or homes.

-

Introduction to the -Interview

"Let me review briefly what this research and interview are about.
I am looking at gathering some information about the teaching materials
used for elementary school gymnastics. You are one of twenty-one teachers
selected randomly from the thirty who .used a curriculum for gymnastics
over the past four weeks. The purpose of the interview is to pursue
some of the areas concerning the curriculum and your use of it."

"Do you mind the interview taking place over the telephone? I'm
attempting to reduce travel costs and problems with matching your
schedule with mine." e

"Remember that you are hélping me, I'm interested in your opinions.
o
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THE TELEPHONE INTERVIEW

PART I - THE CURRICULUM

I
/

If I were to give this package of materials to another teacher, what
do you think should change?

PART II - THE COMPONENTS FOR EACH CURRICULUM

Which components did you use the most? Why were these components
more useful to you?

Which components did you use the least? Why were these components
less useful to you? -

PART II1 - CURRICULUM A, B, AND C -

How useful were the lesson plans? How useful was the theme material?

'»"How useful was the material I gave you?



