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. - ABSTRACT

3
-

The purpose of the study was to develop a curriculum resource
unit to assist in preparing teachers for open-space schools. The'
paradigm developed for the gtudy depended on the interaction of

"teachers and student teachers with resources, instruction, and school

1 v

and university curricula in particular settings. The findings were
limited by the degree to which this paradigm and the cpé@iculum
resource unit could be implemented.

The need to develop a curriculum resource to prenare teachers

for open-space settings*became apparent from a perusal of the .

'
literature. Observations in open area schools and discussions with

ran ~hare and un
feachaeres ar

[S3¥ 3

ivers i personnel confirmed this need. Ten articles

i

-

were gselected from literature on open-space to form the basis of a
curriculum unit. The unit incorporated practical observations,

activities, and general information on teaching in open area schools.

v

The study was initiated with lOO_subjects drawn from three

groups of graduates, undergraduates, and ‘co-operating teachers
in seven open area schools. Four paper and pencil instruments and an

interview’ schedule were developed by the researcher to monitor feedback

-

on the curriculum resource unit. ) The instruments and the data were

submitted to panels of judges for review. ‘ o ' .

v

Data relating to teacher preparation, open—space, and

perceptions of the three groups were analysed Better

Y
?

communication between the schools and the preparation institution; -,

5

vwith longer and more sequential practical experiences was seen as’ a-

.

general need in the preparation of teachers. Making_university



'
[—

~ consultants more readily available to schools, providdng curriculunj
«vresource materials for student teachers while they are undertaking

» \.)

teaching practice, and providing in—service workshops on- specific gi ;3

!

open-space concepts were some ways of relating theory “to the practical
‘setting. Joint planning for, and co-operation during,.studenQ—

teaching shquld involve university personnel, teachers, and gtudents

if the dual curricula of thq school and the preparation‘institutiOn

are to operate satisfactorily in schools.
: . : Jo

The student teachers and teachers who participated in the'

$ A ’ \f.

study showed a definite 1ack of understanding of statements : '”:_‘x

>

pertaining to open—space at the beg{nning of the sﬁudy The posttest
wshowed a statistically significant change in this understanding for

each group on all but one of the twelve statements.‘ The findings

suggest thgt the curriculum resourceé unit, when used 1n an open-

space setting, does affect awareness regarding statements about  open-
: : . : S [

space concepts. S : o o

The respondents indicated preference for both enclosed and

N

open«space settings -on the pretest and posttest measures. The greatest

, hange in teaching preference occurred in the graduate group On the

-

' posttest they favored teaching in Open—space qettings.

Comment s from the three groups suggested specific modificarions'

to content and format of the curriculum uni; on the spatial environment L

]

deVeloped for the study o L S %&) nh«‘ - -

The study has‘provided evidence that further research could be

i
I

undertaken to modify the procedures for developing eurriculum resource

r

. units to assist in the preparation of teachere for open-space schools.,*“‘

t . B Lo ) ‘ : ;V
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CHAPTER 1 \ . 3

.. FORMULATION AND DEFINITION OF THE PROBLEM
’ e Lo .

o B iy < \
" Alice (in WOnderland) was wandering through the

- forest when she was startled by the sudden appearance

tofxghe Cheshire Cat sitting on the bough of a tree. -
‘She was.concerned about héing lost so she.said, "Would
"you te]l me, please, which:way I ought to go from

here?" "That depends a good deal on where you want to

get to,'" said the Cat.

-

K . "I don't much care where. . .," said Alice. | B

"Then it doesn t matter which ‘way you go," said )
the Cat. :
. ﬁ,
+ "o . . s0 long as 1 get eomewhere, Alice added
as an explanation. : '

r ' J

"Oh, you're sure to do that,” said the Cat, "if
you only walk long enough." (Carroll, 1954:95)
- -~

. ™~
Changes and innovations have been .introduced into education in

the hope of getting somewhere. Too often, the journey has been so.
long that the innovation expiréd along the way. Often, too,.those

- P - '
involved in the changes found the effort to alter their own behavior

7 4 /

and’ instructional patterns'so difficult{that they modified the new F

7

prbcédures and thus maintained the traditional operationé (Catlsop{

1965). In some instéhces,'innovétions faltered through hast§
S ' o 5
introduction without adequate preparation for the: journey. The

3

" ‘Introduction of open-space facilities in elementary schools seems' one -

such 1nno§ation which has wandered in the educatibnaliforeét‘



: : v
BACKGROUND TO TI%STUDY

/

New trends in school functioning require adaptable preparatlon

of teachers : Open—spate facillties have heen hailed as haviog great .

potential for pupil but teachers find difficulty operating in this

new énvironment (Cass, 1970; Eberle, 1969). A possible answer.may

’ L 4
reside in the d2velopment of a curriculum which will more adequately

3,

assist teachers to utilize this type of environment. <’

Teacher Preparation

The formal preparation of trvachers has’been based on the ptemise
that there are areas of knowledge, skills, and valueq whieh may be

made avallable to the Qtudent ‘teacher. and which will eﬂbqnce s N
e \n‘\\n‘ Fl

'performance in the teachingdlearning sltuatiOn.

< ~

Teacher preparation has traditionally been concerned wlth both
\

12 .

"education” and ”training". While many<educators mainteined that el

¢ ' )
teachers are born, mot made, others have- argtao that dixocted tra*nlnn

can enhance native ability,(ﬂilliard 1971) The preparatlon_of

-

teachers normally involves four ﬁomponcnts a general, liberal aeademicc

program; speclalization in a d*scipline, ledrning the techniquee of

*,

that dibcipline as well as its content, professioqal education

&

component traditionally centered in the phiIanphy, soclology, history,

&

. psychology, and methodology of\\ﬂucation, and a practical componenf of
s - R« .
experiences in schgols. A balance between the pr nvjqion of a sound

N

broad education founded in’ the academic discjolines, and riborous,

*



.

stimulating, and practical training basdd on in-Hepth school

experiences seems desglrable (Smith, 1969, 1671).-.

A Y e

Teacher preparation has heen seen as a'cpntinuing process, not
separated into speciaiist compartments or‘undertaken by independent
institutions {(Garland & Foster, 1971; Lynch 1971) Four petiodo hawe
been identi‘ied in the life of a teacher. ‘student, présernice teacher,.
beginning teacher, éxoerienced teacher (Brottman, 1971; Prbbst, 1973).

At each itage, new koowiedge and;new ékills are reqnifed

The preservice teacne;; howonéry neédq training in skills as
mnch as in knowledge., Indeed, this may have been strvsseﬁ insufficiently
in the past. Tvey and A]leu (197?) v"ed videwtape feonbac} with small
groups to foster listening, attending, and muLual communication qkills,

a S
and those skills which increase interpersonal ensitivity and f

,J'i\

.psychological Interpretation, =rrill {1968Db) described <im11ar skill

LY

dPVLlopment training which ncorporated A& segment on instruttional
;- , .
design skills and their applitation S
As‘well*as, and probébly pricr to, such skill-deveIOpment, the

Mcarher may- acquire a knowledge of differ’nt fEaching

student :

sty egies.v Joyce and Weil (1972a; 8—26) classifie ‘guch-strategies

. " . Lg . ‘ N
- according -to sources: social interactiop information-processing,

‘personal, and behav1or modification. Principleq drawn from the major

' learning thtorists were applied to tpaching, theqe assisted the‘

eaching methods to particular learning -

-

student«teacherq to-adapt their

environmeuts. .

.

~

- Several innovations in objectives,'structuré,,and content have
~ been introduced into teacher preparation curricula. 1n some



T . o |
ihstitutions'the preparation program is aimed aavdeveloping a

N ' }.;, N Lo . ‘ I . )

particular type of teacher: a facilitater, an ighqvator,‘a change-

Y

agent, a technologist, an instructional strategist, or a helper

(élementafy Teachér‘TrainingzModels, 1969). Although Ségg inétitdtions
have rgtgined.a more departmentélized ;tructure Qit;in‘thetfaculty
of educatioﬁ ‘many have set out to 1nteéfate'not only the univers;ty'é
"educational' role, but to provide much greater opportxnity for in—
school-exﬁeriences.. 1n'sqme institutions thquliﬂlcal professqr,'
with dﬁti;s in the univefsity aﬁd in the scnool sysiéms, has emerged
to provide greafer—creéenée to the integration of';heofy with préétice
(Garland & Po te-, 19/1 Hazard & Chanﬂler, 197z McInrosh 1971).
New technologxes have permitted different emphases on teacher :;
preparation content; microteaching, computer agsisted instructioﬁ,
simuiaﬁioné, and Self—instructigpalkpackages»have prpvidgd confen£
independeﬁt of the lecture and seﬁinar. New fregdoﬁS'glaimed bf
sécietyvand'by cﬁiidren in the schoois ﬁavé‘ﬁrought the need fox |
different teéching stfategieé iBrottman, 1?70; Copper, 1971).
' Tﬁé‘professional and'pfacéléal comppnentsvin any'teacbg@
‘préparéfion prog*am éré of ten uniddg to each institution. They are
‘ éffectéd by:' (1) the nature of the goals and fécilities of the
schools to which the inqtitution caters, (2) the previous academic
exposﬁré,vabilities, interests,,and se]ection of Lhe student reachers ;
or oth¢rs gccepting the courses'offered; (3) the persoﬁal interests,
fpgckgrqund, cdmbetencieé,_and'intentsgcf’thevfacuitieé'oflthe‘.A‘ |
iﬁstitﬁtibn aﬁp éfgthe'schoﬁlé;'as well és £hé Criteriéaoq whiqh

these people aié'seiected;“and (4) the genefai académip,‘éogial;.and[



~ economic structure of the institution itself.

Open-Space R o /

L3 1

- Open~gpace teaching facilities’emerged in North America during

the late iiftiee and in Edmonton leac than a~decade later (Hereom
- F

MacKay, 1971: 3-11). As an architectural concept; the open—space

facility was designed to reduce the number of  interior walls in, and

Presumably the cost of, school buildings Technological advances

dyring the sixties enriched this setting With carpeting, climate

RON

control, and operable acoustic walls and baffle,ceilings. At the

- -

. ’ ' P )
same time, instructional technology emphasized the use of, and acces-

sibility to, multi-media learning- faci]ities (American Association of

chhool Administrators, 1971). The incorporatlon of these advancés

into building design and educational materials made passible the

transformation of the physical envlronments of °chools (Educational

Facilities Laboratories, 1971) »
This ‘new architectural pattern influenced the organization ‘,

’pattcrns, stafting patterns, and curricular patterns of the schools

(rducational Facilities Laboratories, 1965).  Partly as a reqult of

'these new design trends, instructional organizaJiQn_tQlenew forms:

‘flexible schedulinb, family grouping; and the integrated\day. Staffingr

in alementary schools tended to bécome more specialized % ;f“

v W5 o

differentiated staffing was introduced‘ team and co—operative teaching

-

- reaﬁpeared Independent or- personalized stud} schedulesy computer

"assisted instruction, and open education irs lf affected curricular

@ '
- hall
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patterns. Each of . these, or some combination of them, was claimed to

be more effective in open-space schools (Anderson, 1971).

Relevance to the Study

. The development and modification of a teacher preparation
curriculum to assist teachers and student teachers to develop
'awareness of open-space settings was an objective of this research

The study arose out of concern for the. disparate ways in
which‘open—space settings are being used in gsome Edmonton schools.
Variety in design, in physical facilities, and in instructional use
, prompted the researcher to ask questions about the nature of the
’ preparation which'teachers received before being assigned to suih
settings A perusal of the literature confirmed that variety :

~ existed in other 1ocalities, and ‘that there was little evidence of

specific preparation programs.
" STATEMENT .OF THE PROBLEM

, The rssearch probiem\was to develop a teacher preparation>
N

'curriculum resource unit to provide awareness of open—space settingsv B

a‘for teachers and student teachers."

There vere two sub-problems.

(l) .To obtain information on the perceptions of the teachersf

ent teachers egarding the preparation of teachers for open— .

u\fspace settings, and

(2) To monitor reactions of teachers and student teachers to



the use of a prepared curriculum resource urnit in open-space and

IMPORTANCE OF THE STUDY B .

enclosed classrooms.

Q;eachers, student teachers, school administrators, and

university personnellusing open—s8pace schools agree that special

understanding and preparation are requ red by- professionals who work‘
in such environments. The methods employed in this prepgxgtion may

differ for each institution} Literature on open—space suggests that

little attempt has been made to prepare teachers for this type of
setting (Kyzar, 1972) Developing a curriculum resource unit

concentrating attention on awareness of open—snace is one step

0

towards such preparation., A-unit which 1is self instructional can be -
~ .‘" V

used as a resource for both preservice and in—service preparation.

The present study identifies features in the open~space

v'environment whi ch teachers and student teachers consider are :

1\ .

important focndations for teaching in thOSe setgihgs. The resource

o unit is used to obtain reactions from teachers aﬂd studep%lteachers
S S ' T :
S '.ln open areas to modify the unit for future use. Findings -on both

, ‘>

these sub—problems are important if teachers ‘are to be qquipped to v

[ 3
, 8

teachrinfopen~space'environments. o f' et

‘The conceptual frameuork for tbe study is based upon alsystems ;
fapproach to education (Chapter 2) ‘ It draws from several paradigms

—of education and stresses interactionramong six elements. (l)\teacher,

(2) 1earner, (3) setting, (4) resources, (5) curriculum, and



o )

(6) instruction, In.designing a curriculum resource unit for open-

space schools, two of these elements--setting andoresourceSe-have been

o .

stressed. In teacher preparation, two curriculum-instruction systems

. operate simultaneously: one depends;on the Curricula taught tofpupils '
) o T Y L o =
in the school setting, .the other depends upon the courses provided in

the teacher education institution.‘;The interaction aﬁodé the six

;elements in both éystems becbmes more complex as the two systems

‘overlap dcring teaching practice experiences.

’% . .

f;\/ . A systems approach requires provision f feedback during the
l

study.: The reaction of the tezchers and the atudent teachers to- the o

,curriculum resource unit in this study reflects both interaction among
1 . i .;,' ' i&' . . )
‘the compoenents in the paradigm and feedback dodificationa for. the unit.

A

It is important to recognize the existence-of ‘two curriculum-
instruction eystems during teaching practice in interpreting{the. .

f findings of the study on the application of theory in practical
’ .

e

+ settings.

: S , ASSUMPTIONS - . |
: . .
”he aasumptions of the study are. n

(l) A teacher p:eparation progr should’conyey the .philosophy
‘,of,'and_indicate inStructionallstrategies appropriate to; particula; -

School'settings. Accordingly, the teachers and student teachers in

,.‘ ! o / o
: thia study were provided with a curriculum resource unit to promote
. an awareness of open—space,settings. )

;(2) ﬁTheﬁsubjects in the study were not representative of the

2



general population ) They were drawn from three groups: undergraduate
studentsjggaduate students,'and teachers.- The findings need to be

interpreted in the 1light of this assumption.

:¢55(3)A Intervening variables such as intelligence, personality,

g1
. S |

<

and moéivation were presumed to have a neutralizing effect (Isaac &

Michael l97l 16) No attempt was made t0»consider such variables T
1:?1 -(4) Teaching is an. interactive process, not 1imited merely to

persons but also directly influenced by resources, environment, and

é rriculum. The paradig; of education deveioped for this study presents

.;the elements which interact in open—space settings. "“

$o -
(5) The nature of open-space settings requires instructional

strategies and use ‘of facilities different from those in enclosed
:Q‘classrooms, Ohservation and teaching in Open- pace schoois should
ff;assist the.teachers and the student‘teacherS'in the present study to
i identify such differences. ?" ot o e |
: B (6) Teacher preparationehas both practical and theoretical

/\ L

D

: components. The use of actual school settings to’ impart theoretical

(SRS Vo

content enhances the understanding of the latter._ ‘tr, _ e
9 : R B

DEFINITION OF TERMS

/

The terms used in this study were defined as follows. ﬁ

:\A‘;, _ Open—space An architectural term referring to a‘structurally

y : :
open, large instructional area with no permanent interior walls or . .

Al
A S

divisions separating 8evera1 teaching stations. It is ‘a term

synonymous with open grea.

e
A 3
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9

and ‘few restrictions on time and space. S

;" 10

 Open-plan: An instructional term Indicating a school in which,

L

~ the 1ngtruétion 1 program and timetable are extremaly flcxiblé or open.

open education; An integrated aﬁd,personalized educétidnal

process stressing child-initjated activities, intense involvement and

self-directed, responsible learning. There are few subject barriers

Eﬁéironment: The observable, physical,‘hnd FOCialéttributés
- e ) g o . ) ’ v
of the instructional setting. : v

~.1

Teacher preparation: Aﬁ-inclusive'term indicating the pre-

/
/

'service and in—service activities available to those furthering their

professioﬂdl development Typically, this pzeparatlon has included a
general.academic program, a specialization” in a subject diSCipline

including'the‘development of the skills and methodology associatEd‘

-

‘ . o ; : '
,with{thatrdiscipliney b Specific professional education program, and

a Périod of teaching practicum ‘or internship- .

Student teacher The person engaged in a pre- Service program

"»of teacber Preparation.: It iS a term used synonymouqu With Sﬂiﬁkﬂﬂi'

_children i}schools

-

o ;in a teacher preparation program. The. term BERLL 1s reserved for

Co*0perating,teacher» The Certificated teacter in the SCh°°1

'rtd'whom ;he ‘student. teacher 1s asaigned during periods of teaCﬁi“g .

AY

";;practicum *» .';c : '-l-‘QV-

- Teaching Practicum For t;-hislﬂt-‘»tu'd}’,“lh“—‘”I’.e{':'l‘o‘ds of two or

three conSPCutive weeks when the = Student teacher/observes and

§

teaches in a particular sch0°1 and during WhiCh time thp other

s

'_.components in the teacher preparation program are sugpended

L



- about the pre—planned and structured series of intended learning

o . e R . N
e pean - — . : .
g, L ll

.

A% Undergraduate students*z For this study, third year education

students, enrolled in a four year ‘Bachelor of" Education degree program,

v

~who previously observed in several different schools are designated

as undergraduates. This third year of the program is devoted to
integrated profe581onal studies with a»team of instructors._fThe
practical school experiences are planned in sequenoe to complement 7
these studies,

Graduate students: For this study, persons holding:glproved

- degrees. from faculties other than Education, who have no previous

teacher preparation, are designated as graduates.v These graduates are

oy

enrolled in a one year professional diploma—afrtr~degree program. Wb

The -group of graduates in this study were assigned regular experiences

in open-area vchools for- one—half day each week in addition to their

. .
° o
i

normal teaching pfacticum periods.

- 4

£

¢

7

. ¥ e

expenientes envisaged for a course or program

~.‘ )

Curriculum Resouree Unit' Thefwritten resources prepared by

rhe researcher to develop ‘an awareness of open-space settings are, in

[ g

' .the'present study, referred to ‘as the Curriculum Resource Unit

. r'a".
Gl

© DELIMITATIONS -

Two dedimitations were placed on the research
&

< Curriculum: This term is used to denote the general statement f

~/

(l) The study was delimited to two groups of student teachers d‘

' attending two Curriculum and Inatruction courses within a Faculty of

K3

e
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Educatlon, and to co—operating teachers in seven open area schools
assigned to these two groups th practical experiences o
(Z)P The.curriculum resource unit was delimited to use by the

teaChers and student teachers during practicum experiences. Subsequent

3

modification of the unit may permit its incorporation into any
preparation where practical experience in open area qchools is

. avallable.
VA@’ v

, “ LIMITATIONS,
. \ .. o i‘\ bf\‘ r‘
A number of )imitafions apply to the present studys
» s

© Ay ﬁo attempt has been made to consider the multiplicity

.of,c0urses»available within a teacher preparation program, nor of

their. relationship to the curriculum resource unit which has been

developed. :
B _‘ . ‘1‘ -

(2) The extent of -the co-operation of the ,staffs in seven

schools to assist in modifying the auggested unit, as well as

T

permitting the sgndent eachers t ‘? ‘ertake the activities suggested

’ I3 &
in the unit, %as not uniform. v o

L)

7. (3) he nature and quality of the feedback provided by

O P

indiViduals during interviews was dependent on their own personalltieq, -

°

as well as on ‘their reaction to the study and the 8kill of the

? ) T T

. researcher to elicit responses. ~ ' N
(4) The period of time during which the study was feasible

curtailed the 1nvolvement of the xeyearcher in each school——both in
¥ < s
the planning stage and ip (he'unjration of the unit during the

G e : o.’ wz/?’"

£y



e
practicums. :

(59 The researcher was involved in teaching and liaison with
the subjects, although he was not concerneg with their formal
evaluation.

,(6) The curriculum resource unit was~presented to the

subjects without alteretion, thus limiting the réactions of the groups

to the one unit, rather than to modifications suggested by other
. * e . . . T N

_groups.

ORGANIZATION . OF THE STUDY %,

~

Iy

This chapter establishes the background to the research and

describes the purpose of the study. .

-

The conceptual framework, with particular reference to ‘&

selected 11terature on teacher preparatiOn, open~-space schools, and

curriculum development and evaluation is. presented In Chapter 2.
The 1eseareh design, with brief descriptions of the subjects

cand the settings, forms the basis for the third chapter The five
- \ nn

\

instruments, the preparation of the curriculum unit, and questions

¢

Y'ofrvslidlﬁ§ and'reliability are also outlined in Chapter 3.

~ Fwo chapters are deﬁoted to°sna1ysis and discuséion’of the
findingsﬁ Chaoter 4 concerns the findings releted to teacher
preparation, Chapter 5 considers those findings asgociated with the

'currLculum unit and open—space.
The final‘chapter deals with interpretation an 'imolications
.of the research. Questions are raised about the conten and format of

al
e o
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.

the cprﬂﬁculum y iﬁﬁe unit, the processes involved in developing a

} ' .
Qﬂ:riéulu; unif"the importance!of‘feedback monitofing, and the

37 N

concludes with a series of recommendations. ’ ‘x
S
SUMMARY'

"~ Teacher preparation for open-space schools Ls a need felt by

student teachers, teachers’ administrators, and univer51ty Drmfessors

\

The putpose of this study was to prepare @) selected number of
prospective teachers for opén-space settings rhrough the use of a

o

prepared curriculum resource unit. "Assumptions, delimitations and

limitations have been outlined, together with an overview of the

organization of the study. |



CHAPTER 2
&

RELATED LITERATURE AND CONCEPTUAL FRAMEWORK

By

<

This study draws on the literature from teacher preperation,
open-space schools, and curriculum-development and evaluifion. A

paradigm of education, incorporating six interacting components, is

developed as the basis for: the conceptual framework of the study

# . ' B
' RELATED LITERATURE

-

Teacher Preparation

1

A program of teacher preparation.may use a practical school
setting to impart theoretical concepts. Ideally, such a program could
provide selection criteria for teachers and students, determined
Jointly by the preparation institution and by the school administration.
Input, prOcess, output, and feedback components could be built into
'Lhe program model (Yee, 1971) An emphasis on tralning for specific
classroom skills could link various core contents (Berman, 1970 |
' Merrill, l968b). Observation and practice;in Specific settings c0uld

illustrate roleé, responsibilities, and relationships (Gariand &

Foster, 1972; Musella, 1971).

Reseatch findiugg In their impressive review ef "Researchoon

Teacher Education . Peck.ﬁhd Tucker (1973) identify seven themes of

) ‘ 15 : - J.
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recent research in NUKFh America:

(1) A "systems" or "instructional design' approachs This
18] P

A\
»

approach has been shown to improve teacher education effectiveness in
& {
both cognitive and affective domains. The research has centered

around training teachers in interaction analysis, microteeching, and

behavior modification.

(2) Practical applications of theory. Early exposure to
classrooms,'simulations, games, and interpersonal training
‘ ".v"‘ L"ﬁ‘
experiences suggests that student teachers are 1ikely to adopt a

particular style of’observed'teaching behavior.

(3) Direct involvement in the role to be learned. Self-

.

directed learning produces more effgctive teaching than remote or

abstract lecture experiences. In-service and preservice programs

have been developed, many using complex technological devices .in
personalized, self-pacing instruction or through mnlti—disciplinary o

" teams of college and school instructors.

(4) Applications of technology. Using various techniques,

more self;initiated; self-directed, effective pattern learning has

been induced. Human factors continue to dominate research findings

14 S

concerned with differences in training assoclated with the -

characteristics of the student teacher, the college supervisor, and

‘the co—operating teacher.

3

T~ (5) Student teaching, Ample and impressive research attests
to the importance of student teaching, but the effects are often .
'.aeleterious where programs are ill defined or co—operating teachers

have not been prepared for their role.
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(6) Trg}nipg teachers of teachers. Very little research
has been prodﬁced onvimproveﬁent.in college teaéhihg.kh

A

.=~ . (7) vPupil learning. Until recently, much research on teaéhér

education séﬁéht only to identify teacher behavior 'as an end

2

product. Linking this behavior with pupil gains in cognitive,
affective, or behavioral learning is now receiving increased attention.
In sumﬁary, Peck and Tucker conclude that:

At the pre-service level, well-planned, early
involvement in actual teaching seems likely to
be available to more and more students. The
 i{nfluence of the most widely favored systems for
conceptualizing effective teaching, and the *
emergence of more effective techniques for
training teachers in this direction, both seem
likely to accelerate the move toward more -active,
self-directed learning, both for teachers and for
their pupils. . . . Teacher education can no
longer remain-in a happily’ ignorant, ineffectual
state consisting of romanticized lectures, on the’
one hand, and fuzzy or unplanned "practical
experience on the other. We are genuinely in
sight of the theoretical principles, thé operational
measures, and even the developmental technology for
moving onto a performance-based method of appraising
teaching (1973:970-1). |

,

- British reseércﬁ in teacher educétion seems to have given more
attention to soclological variables. Lomax (1972) in his review

entifies:cghéé;tual variables (size, prbfessionalism, societal
demands, and 1nstitutiohatigackgrounds), input>vériab1es (ﬁersohality,

‘attitudes, roles, motivation, and achievement), process variables

(enviroﬁﬁénts for learhing, curriculum,‘teaching practice, methods,

and student wastage), and'butput variables (succesé, and objectives).
Research on teaﬁher preparation, .although not‘prolific, has
identified some key areas. North American reseaxeh'seems to havé’

\

Q&
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studied technological and situatiOnal fac \s in relating theory to

practice, British research has lookedbat -ociological factors 1inking

the preparation to the profession. The present study uaes a systems

approach based on these research findings for its conceptual

_framework Direct involvement in open~space ‘settings applies ;heory,
)

"in the form of a self- instructional curriculum resource unig, to

practice during student’ teaching.

Programa of'teacher‘preparation. The selection of‘knowledge,A
skills, and values,‘and the emphasia‘placed o each, varies with, each

.preparation program (Denemark 1963) ‘n the United States Office of
Education s models of elementary teacher preparation,’each preparation
institution asserted ita own peculiar needs, and those of its schools,

,in order to develop realistic curricular objectives (Watts, 1972 23-27)

Joyce (1970) applied a systems—planning approach to identify ,
g v
?six planning tasks common to these elementary education models by

i [}
4

suggesting that each institution should' )

o

Q) develop a performance model to conceptualize the goals of .

'}the progrgp,

(2) analyse this model into aets of behavioral objectives :

~

'Qcovering specific domaine and sequential behaviors,d-

| (3)' develop components and strategies,i;vﬁjnr

: :(@) create interlocking relationships anong:the'components,'
(5) develop management‘;vstema to adjust to individual

differences, to provide for revision, feedback and evaluation,vand to

integrate componenx and support systems, and | vi:u _quj;' S

.
-
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(6) reconcile the program and its product vith the client and
the field. | |
- This same "systems" theme in teacher.preparatiOn is
emphasized by each author in the monograph compiled by Haefele (1971).
The application of systems theory to education is being deVeloped |
through technologically refined instructional strategies for teacher

preparation'programs (Banathy, l968; Merrill, 1968a, 196§b; Merrill &
| : 9
B%utwell 1973). ' :

Monson (1969) and Reddick (1971) also reviewed the model

;programs seeking commonalities and weaknesses. Reliance on

technology, earlier student teacher experiences with children, and
@ S »
co—operation among‘teacher education institutions, schools, and media

were advocated. The use of laboratory and simulation situations,

-

microteaching, and internships, individualization and flexibility,

performance criteria and behavioral objectives, inservice follow—up,

-

and- differentiated roles for school and college staffs all seemed to
be stressed The elementary teacher education models, however, did

‘not provide for community involvement, student involvement ini
R \ , L
-planning and evaluation,'specifit‘programs of in-service for teachers,
‘nor for early childhood education. -;gﬁi;

A different type of'prOgram design was developed by the
'American Association of Colleges for Teacher Education (1968) A
.bsequential ‘course pattern may be bdsed on five areas: analytical
- study of teaching, the structures and usesﬂof knowledge, concepts of
’a.human learning and development, designs for teaching—learning. and

,' ) Q !
“the demonstration and evaluation of teaching,competenciest ,The,
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sequence Suggested by the Association includes:

N Elements oflperception and differentiation,
organization and reorganization of conceptual
structures, exploration of alternatives, and

opportunities for tryout and feedback. . . .

Teaching activities have been utilized as the - ‘ﬁ?
integrative element for the structure of the :
content. . . . Faculties would do well to N

" review content from three major sources:
(a) the disciplines of philosophy, sociology,
psychology, history, etec.; (b) research in
communication, teaching and teaching behavior,
media, group processes or dynamics, learning,
developmeht, etc.; and (c) empirical sources,
and experiences for additional or revised
content. A persistentgproblem is the - ‘
identification of the competencies and .
éoncepts to be included as essential at the
preservice level or in graduate study in
education (American Association of Colleges of
_Teacher Education, 1968:31-32).

Two approaches_to program development in teacher prepafhtion'
may be distinguished. The systems appro&ch, using technological

strategles, seeﬁs integration of course componentsAV1th field

t

a8

. experience. The sequeutial approach reﬁaihs the traditlonal-courae
structure. While the present study favors a systems model,_it is
delimited hy use ;ithin formal course structures;,’

Theoryépractice.' ‘The teaching—learning experiences of studentu

E4

teachers are assisted through their own active involvement 1n their
A preparation‘programs.v Denemark (1963 26) suggests that in teachet
preparetioh' |

Teaching methodology, the naterials and
resburces used, and the enviromment in which the
teaching takes place are so closely interwoven

-as to 'be inseparable; each ‘affects the others

.- and helps to fashion the procedures developed

This implies not only that the methodology, methods andlresources for
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the total preparation program will be integrated but that student
teachers should become interactors, actually practising the strategies
which they are learning (Joyce & Weil, 1972a).

The outeideFinside approach to teacher preparation, as a
developing theory of teachiné, suggested by Hilliard stresses not

only a teacher-centered rather than a subject-oriented program, but

one whic¢h starts from "the kind of practicalygituations and interests

which students\begin to experience in schoolépduring teaching

' oractice (1971:48)}" Hilliard‘pleads for a tighter concentration

of carefully selected aspects of educational theory, directly related

to the practical tasks to be experienced by teachers,in their first :

few years. in the classrooms. - | |
Increasing the amount of experience in the classroom (Kersey,

1970; Marso, 1971; Moss; 1967), variations in the juxtaposition of

- time available.for theory and-nracticum (Gardner & Henry, 1968;

Lundy & Hale, 1967), and the use of planned observations (Collier,

1
&

1969 IDEA, 1968) Are but 4 few examples of the attempts to relate

theory to practice. The considerable volume of writing on student

1teaching, per se,‘ia considered outside the scope of the present study.
_'Another increasing practice is the clinical approach’(Hazardc

& Chandler, 1972; Melntosh, 1971; Parker, 1971) Movmg methods

'vvcourses of £. campus and into the school environment where college o

;-supervisors become attached to a school not only to assist student

;teachers but .as consultants to. the teacher in—service, provides.u ‘/

relevance, responsibility, and a rationale for all concetned with v"

.

[}

- teacher preparation (Moseley, 1973 Walsh, 1970)
_ , _ A ,



With the concept of a preservice and in—service
development center, teacher preparation becomes a
.continuous process, with-the public schools taking
their rightful place in preservice programming, .
while the college 1s involved in & viable, on-the-
job in-service program, though not in the traditional
campus~bound way. College faculty. members are
involved in the instructional program of the
schools, and -the public school faculty is involved
in the previously exclusive domain of the college
(Moseley, 1973:411). -

Laboratory and simulation experiences in teacher preparation
apply theory in a practical etting (Cruickshank 1971, Tansey, 1969)
Learning is situational thejzrore, student teachers should learn in_
the situation in which they will" operate (Rivlin, 1965) Rationslizing
the clinical approach uaed»at Adams College, Parker (1971 520) states:

The most effective preparation for any
profession occurs when trainees carry out
specific tasks under: expert supervision in the
‘actual -work setting.

V'The establishment of hsrmoniously co—operative working

. ‘\,

relationships between the trainer (the university), he user- (the

;public schools), and the client (the community) is difficult go ',.,'
-
'accomplish (Schwartz, 1973) : Dissonance was reduced through the

University 6& Chicago 8 cadre units which like the Buffa10'

Elementary Training program (Fischle & Cooperman, 1973), united new- 1v
': and experienced teachers, administrators, college staffs, and o

14

community representatives in planning and implementing the progrmn.

: Interaction resulted in the development of curricular materials,

the sharing of facilities, -and the planning of research and "-.

v

evaluation.'

e

Each of these types of activities contributes to the R
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- the program.v Hunt (1972149) points out‘that:i°:'

integration of theory with practice. ”Different localities present .
dissimilar.opportnnitiég/gor univeraity—school cooperation. But one

continuing area of concern in teacher preparation appears to beﬂthe/

teacherécentered program operating largely'withinva‘achool setting.

Personal factors. Student teachers vary greatly'in knowledge,

skills, and aptitudes. Not only 1s.it desirable to establish some
selection procedures for initial entry to the preparation program,
but continuing evaluation is required if capabilities are to be
extended Knowledge of one' 8 “own development, as well as skill in
analyzing and employing interpersonal\relations as an educative
force, become valuable componenta in a total preparation program
(Combs, 1968 Joyce, 1968' Merrill‘ 1968b) \f\\\‘ o
s jny teacher preparation progrnma assune.that attitude change B
;oossible and desirabl% and that it will influence teacher
: (Jacobs, 1968) Self—actualization and avareness of self\in ui”
gssroom setting'beCOme built—in to the integration-othheOry \
Srractice (Aspy, 1969‘ Garland & Foster, 1972 Stewig, 1970) ’ For»if
;le, the preparation of teachers who are. capaﬁle of humanizing R
,tsic to the University of Florida_s enphasia on the teacher as a
{flitator (Blume, 1971 Combs, 1969) In Qrder t change his |
5;?avior, the student teacher is, placed in a. helping. rather than a
command relationship with pupils.- | :

- During the preparation period it alzo seems desirable to

A

provide, for each atudent teacher, as much flexibility as posaible inf

s



gl
Teacher trainees vary enormously in skill®

level and in personality, yet most'programs for
-training teachers are designed for an 'average
traifiee' with few options to accommodate trainee,
variations, A teacher training prog?am which.
provides alternative experiences modulated to
trainee differences is not only mére likely to
- produce an efficient direct effect, but it will
also be indirectly beneficial in providing

the teacher trainee an experimental example oﬁ
what is meant by individualizing instruction
and meeting the needs of the student . :

)

However, if the resources are available, the flexibility to
meet student differences may be provided by offering a multiplicity of
programs, each with a structured content, within a preparation ‘

"institution. | g

 Another way.to cater for personal fsctors in teacher |
fpreparation‘isithrough self-study msterisIS.‘ Mccléin (1970) found that
’siénificant changes in an individual 8 seif-concept ‘'occurred after -
self—instructional materisls had been used » v

The(present study allows choice in the selection of the content
vithin the curriculum unit.iifhe curriculum unit directs attention to L

'awareness of the school setting.;‘Combining self—study materials with

'practical settings csters, to some degree, to the needs of the

individual who is preparing to teach in open ‘areas.

o Summa'y.“‘The'literature dnitescher preparation related to the
: 2 g R

b " N

present study emphasizes (1) the application of theory in the
pvpractical setting, (2) the provision of programs adspted to the ‘
' perceived needs of the preparatipn institutions and the schools, and
(3) the choices svailable within an institution to cater to individual”f

L I

'. student skills and personalityaafm_, '{;G%g o "i:li', ' 75_1 -
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VOpen—Space Schools

In the fifteen or so years since,the development of open-

o

gpace settings, coricern has been expressed for construction, design, .

and facilities, and for instructional strategies to be used” by
teachers in such settings. The rationale behind the emergence of .

these schools emphasized the possibilities of meeting individual pcpil

needs through the use of multiple grouping, individualized instruction,

and multi—media resources.. Initially, architécts critically examined

| the function and cost of interior walls in school buildings. As

o

_criticism of traditional classroom teaching increased concepts of
the roles of pupils and teachers changed Opportunities for varying
' ,class size and pupil groupings, for. creating increasingly flexible “"'

Iearning environments, for co—operative staff planning, for better

utilizatiou of resources, and for free pupil dccess to a wealth of -

| learning materials were the major reasons giyen when open-space schoolsy

- Lo

were constructed (Heraom & MacKsy, 1971 ll)

hilosophy The philosophy inherent in open—space achfols is

[

'T'thattapace is an influence on the interaction,of teachers with: pupils. '

;‘As with the applied concept of open education, the emphasis is Qn

»;_‘individuality, flexibility, and adaptability, so that pupila develop

RS

' “J_their own,attitudes, beliefs, valuea, and behaviors supportive of the o

open BOCietY (Eberle, 1969) But open-space is essentially an-

l:f»;rdhitectural facility for leorning. As a teaching aid, accessible or

open space refers to.v -“_ a-[f." t7l~g B e g.f'° .

4 S - ",-:'l' -
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[\ 7 .
Those areas within school biildings which
.Jack interior panpitions and, hence, have

eliminated or reduced-the amount of visual and
accoustical separation between teaching stations and

classroom areas (Hersom, 1971:6).

»

+

) Open-space facilitiles may provide a more convenient setting for
’ : .
open—-plan programs such ag non-grading, individually prescribed
‘ ) .
instruction, programmed learning, contract learning, flexible o

~ ;

FT

scheduling,;éﬁdixhe integrgted'day."But it is important to appreciate
the”distinctioﬁs between the three‘terms: openQolan (instructional),

open educatidnfjphilosophical\, and open-space or open~area
1

(architecfural). Open-space iéL therefore, tﬁe Iocation in which the

0w -~
B s

instructional and philosophical concepts can he applied Sy,
. j' I -

' Research findings. Team or co~opérative plagﬂing.and teaching

- ) . ) . ' . :‘; -
are often characteristic of open-space settings (Meyer,jCoh;;:\etﬁxffi,
. . . hE ' . T o .

1971).:'Open—soacehsettings have been observed to be more active than

£

conventional classrooms (Leuder%-oalmon, 1972), thcy also appear to be:
less distracting to the children ard have a lower noise’ level than
fe;zioseﬂ classrooms (B;unetti, 1971). Some teachers in open-space

.settings have expressed considerably more satlpfaction with their job

e /
¢ 2

" . than have those in conventional classrooms (Brungtti 1971). Other

‘teachers, in Ed@gnton open area schools, preferred not to teach in

PR

open-space environments exclusively, and felt that they were provided

“nwirh no optioh in their assignments to such.schools (Hersom & MacKay;"

A
v n .

1r1:2326). )
The physical PSYChOIOgical and social influences of the

| environment‘are slowly being researched (Dempsey,'1972, D;ew, 1971;

*} Sommet '1969).  From their case study of the]prototype of open-space
f '
schools at Kensington, Smith and: Keith (1971 171—208) analysed the

b
[



major dimensions (oupenness, privacy, freedom), the organizational.

aspects- (openness, role-making, formallzation, pfoximity; patterns

of movement, flexibility in physical facilities, and variety of

spaces), and instructional aspects (openness to extraneous stimuli,

density, and retrievable physical stimuli). Their conclusion was

. O

that: ' - e

The intricacies af Eh@{%elationships among

byilding desigh, material props, administrative
leadership, staff organizational patterms,
curriculum, and teaching styles have only begun
to be sketched.

From these general studies of environmental infliuence on Béhavigr and

from research on\Terccived reactions in open-space schools (e.g.

Brunetti, Cohen, Meyer, & Molnay; 1972; Cheek, 1970 Kyzar;cl972;

e

L

“Molnar, 19Tf), 1t is evident that the opem-space epyironment seems
to produce some pupil responses and organized behéviors different from

those in conventional classrooms (Council of Educational Facility

Planners, i971)./ Tgi§~implies that, for optimum effect, teachers ;QSt
also organize,np;ipafe, teach, and behave in manners and roles
~ different from those uséd iﬁ enclosed clagsrooms (Kyzér,_}972), A

The open—spage facility, therefore, makés different demands
‘on i;s féachers;?-diaénostician, sprategist; co—yrdinatorq risk- -
takeg,'and innovator are éll fefms‘which might apply to the teacher
”»1ﬁ“th1§'new environment (Eberle, 1969; Hersom, 1971). 1If éhe'pﬁysical
setting 1tse1f influences the teaching-learning activities‘(Dollar,_b
1972), 1t is increasingly impOLtant that te‘phers be prepared
adequately to move into such radically diffbrenﬁ teachdng situationé ,

(Kyzar, 1972). } _ o . -
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Characteristics. Open-space schools vary considerably in

architectural deéign, mqéerial facillities arnd resources, and the use
made of the physical'Sétting.

The contribution which architecture can make not only to the
physical but tO’Ehe»social, psychologiéal, and emotional setting in’
which teaching-learning occurs has only.recently Beén recognized
(Agkerman, 1969; Broadbent,‘l970>. ‘%aas shows how buildinés can be'
adapted for different environmental settings with particular emphasis
on\0pen~spa§e schools (1972b). ;

Although Bumbaréer (1972:152 draws attention to two basic
t?pes of open-space--the pod of "grouped spaces providiné areas
housing some sub-units of a schools' total student body,"‘and the loft
where the "ehtire area under~xoam‘isuleft as nearly unobstrhctéd'as
possible"--both conkigurations are commonly found. The simplest

versions are "eggcrate! room arrangements with intervening walls

removed. Spiral or "snail-like'" structures'are relatively common, as
. N B .

‘n‘"

are octagonal or hexagonal designs.

The facilities in an open--space setting are generally

moveable and adaptable. Carpet, ﬁtoustic‘tiling, baffie ceilings, and

heavy drapes are devices used to absorb noise and have bgcome "standard"

- features of open-space areas. Light-weight, individual tables and -

t

chairs, personal trays for books, mbvea?le cloak racks, chalk-boards,

1 =

pin-boards and cupboard combinations all assist movement for pupils

v

and téachers (Smith & Keith, 1971). Instructional or multi-media

.

centers are often an Integral feature of the open-space environment,

providing easy access to ﬁultiple“resourtes (Weidrick, 1973a).

[
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N

The use of these desigﬁs and facillities varies greatlyzl At
best, cﬁe school building.is seen as a catalyst in the learning préceés
(Baas,’l972b:2). The buiiding’pe:ﬁits considerable movement of
children across age-grade boundariés. Individualized instrucéion,
multiple grouping, and parent ahd tommuhity involvement in‘é school
organization based on learni£g rather thén instruction areé
-encouraged by {hefe.settings. Suph patterns are apparentiy operating
§uécessfuliy in sq@e places in Britain (Hood, 1972), in various pargg
oﬁ North America (Councii‘of Educational Facility Planners, 19715
Perrone, 1972), and in ;;me Australian States (Thomson, 1972). At
nthe other extreme, the b&ilding>facility is virtually.negated by the
eféctionnof "tewporary" pértitioﬁs\whfth réduce the area‘to‘sémi—‘
enclosed individual‘classrooms. At least one rep;ft (He}som & MacKay,
1971), as well as observation by fﬁis reééarcher,«indiéates that open
‘ area/gchools'in Edmontoh gravitate toward this latter position.

/ - -

[N

a/ﬁ Criticisms and commentaries. - The areas of. criticism focus on

 //hQise, Aiscipiine, and less of teacher freedom (Stolee, 1970); cost,

lébk of fiekibility, inadequacy of facilities,.lack of time and
réébqrces for effective teaming, pupil movemeﬁt; and poor staff
cQ—operation (Anderson, b. C., 1970, 1972); pupil and Efagher anxiety,
,oyerc?gﬁdiqg, and loss of personai spacé‘(Dpew, 1976);'§recﬁioh of
témvoféry barriéfs; iackApf utilizétion.of ?eséurces, l;ttle
co-ope;%tive‘teaming,‘poofiacouatics and?storage, and iﬁadequ;te.or
non—eXisﬁent in~-service preparation (Hersom & M@cKay; 1971)... . -

1

But each of these criticisms is an outéomevof the uge made "of

A}

b

\
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’
the setting, rather than of the setting itseif. Those who praise
the spatial environment select the same feacures (Anderson, 1971;

Brunetti, 19713 Eberle; 1969; Ingalls, 1969). Family or varied

~

grouping, the concepts of'an integrated day and an integrated curriculum

- require different teacher roles nnd change in basic school

philosophy (Berson, 1971; Short, 1972). Deecripcions of two Calgary
schools (Calgary Designs for Change, 1968; Traditional Classroom—-

Never, 1971) illustrate the positiVe aspects of 'space utilization.

¢

Hersom (1971) maintains that accessible‘space is a teaching aid

around which curricular innovation can be implemented fhrough the

acceptance of the teacher's changed role. Greater responsibility and

demands are placed on .teachers in an open envircrment, with a

-consequent need for more adequate preservice and inservice preparation

(Hood, 1972). The instructional media cenfer and the variety of

facilities anc~resources avaiiable to children are-seen as assets in
open-space schools (McNutt, 1969; Meye; et. al., 1971; Nicol, Holden
& Miller, 1967; The New Learning Envircmment, 1969; Wiedrick, 1973a).
The rrecdom pr0v1ded for children to use spece, groupings, and time,

s
particularly through a philosophy of open education, characterizes

British experiences with open—space (Palmer, lQ?ii‘Pearson, 1972).

N
While expiessing concern over individualization and open-space,

R A, Anderson (1970) also sums up ‘much of the philosophy on open-space

~ v
with the objective 'not to train human components for an industrial

society, but to educate, truly educate, people as individuals To
&

;the extent that this is being achieved in some schools, open-space 1is

‘a dynamic agent in the learning process (Council of Educational Facility
T R [v - . /

\-
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Planners, 1971). ° ‘// -

Summary. Open—space schools are distinguishedAfrom;conventionai‘

classrooms by at least five features (Brunetti 1971; Walberg &
-#

Thomas, 1972): | o I

i

ey

. (1) a spacious environment which permits change in the

_organization patterns and use of space at any timeyp

- Y

(2) Aflexible physical, so¢ial, aga'instructidnal arrangements

through viriable pupil groupings’ and individualization,

(3) .the better use of: qfa‘f time ahd taleat$ through co~-

-
P

"o i . & .
operative planning and teachdng; . :
' T ' . : - s, ,
(4 . the location of instructional media.aqd_the free movement
R -
of pupils to gselect and use iéa;ning maﬁeria}s, ’ %

(5) and a physical orggnization conéucive to&cﬁangetbecnuSev
4 N M B ’ ' \-q )

- it permits experimentation and-inapgﬁgion. » . o

.;'_.3 . -
\ . . G

(t ' »A N ‘

Curriculum ﬁéve;ypment and Evaluation ;o .
- ] o

Curriculum develoééint,,in simple terms,ais.thé procesg of
: . : . T . . :
"‘developing a plan forrlearn@ng.’ It may 1nc1ude(the planning of

* objectives and of instruction (Hammond 1971\ Innumeréb&e fcjx“ces'e

- *

\\ - operate on this curriculum development social and economic factorg,

Ce

\\Qtoupsland _ndividuals, powerful ideas‘ﬁnd products (McNeil 1969). A

tﬁé»needs‘of socgety, teachers and pupils, the learning process, and

\

\

the nature of the discip nes (Fox, 1972). ‘Johnsonv(l969:6—8)

distinguisnes between curriculum design as’ the planned product, and

curriculum development as the planning process “fne product of this -

“ E !

.

N ' [
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development'process is, thereiore, the curriculUm itself'(JohnSOn,
1970:27); that 15, the "structured series of.intended'learning
outcomes'(Johneon,21967:130)." A further distinction is made by the.
use of this product as a guide to instructional planning, where
vcu:riculumvand instruction are clearly‘differentiated (Johnspn, 1970:
27). | ﬁ
\ " Jonnson (1970:33) ide:Zifies‘some of the variables in the | .
‘ curriculum development process. Dependent variables are"those‘related
to productivity, criteria, and adequacy. lne_independent variablea
include the development procedures, tne 1cvel of the process,w
participant characteristics, and.the order in ﬁhichvcriteria are
" applied. |
dooler and Grotelueechen (1971) suggest-tnat while it 'is
*‘necessary to focus attention on the interests, contents, and
mcthodologiev in a curriculum unit,'it is also desirable to obtain-

! direct, pertinént feedback from the variety of audiences most

concerned with the curriculum product. "Curriculum developnent may

« L

2 be seen as a series-of decision points at each of which an alternative,,

or conbination of alternatives, is selected by some process (1971 28) "

The, interaction of 1deas, occurring over time, is the crux of
curricuium\development (Figure l) . , o . - Afﬂ,“' B ‘Jé?
Y . o

At the poét—secondary level it is probable that both curriculum

development and instructional implementation are carried out by the
profeSsor or instructor in charge of each‘course. This is more apparent '
if Taba' s (1962 12) process of curriculum design is considered

(1) diagnosing educational needs, (2)”£ormu1ating objectives, .
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’/;/,,,/””’/#d Philosophy - Rationale'm_\\‘
\\\ s

Interaction of Ideas

L
Assessment - - Goals Content  Methodology - Format

of Needs \\\\ of Units /2//

Further Interactior of Ideas
Modifications

!

Field Testing
Revisions

!

Use i (

- Figure 1i The Process of Curriculum Development
(Adapted from GOolen & Grotelueschen)

(3j”seleccing content,.(Q) organization of content, (5) selecting
Jlearning experiences, (6) organization of learning experiences, and
:>(7) determining the ways and meane of evaluating the effectiveness of
’} what is taught. At the school level, persons other than the
implementing teacher usually prepare the basic curriculum plan. _The o

teacher modifies this curriculum as it is translated into

o ..—-.,:v .
S Lo

T
[ L o . . 58
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instruction (Friesen & Holdaway; 1973)’ In tertiary education, the

: professor is designer. implemanter, and in some caaes. evaluator.

In teacher preparation in particular, it is also realistic to relate

o

these rolea to those of the co-operating teachers in the schools, 80

that b6th the professora and - the teachers may have joint responsibilities

;in planning and implementing the preparation. Thus, teacher

: preparation should.be considered as a‘curriculum-instruction system. .

S : B
Evaluation. Evaluation activitiea are concerned with :

measurement and/or value components (Taylor & Cowley, 1972 5)

Evaluation is "a procedure for diacovering the ‘extent to which

previously determined aims are being achieved (Pidgeon, 1972 15) AN

'_Evaluation of a program or a curricular innovation seeks ansWers ‘to

such questions as the following Does the program work? How well

does it work? Does it work better than some alternative? (Koopman.

‘o

1971 49) ST

A variety of models has bee? propounded to asgist -

‘evaluators. Some use a set’ of objectives as their criterion while

some permit unanticipated outcomes.

The Stufflebeam model requires a consideration of conteﬁt,

’input variables, the process. and the product. Any one may be'
‘emphasized more than the others. Thia model seems particularly
: flexible and appropriate for on—going program evaluation (MacKay,_'

'1972) Stufflebeam 8 definition of evaluation has widespread

. generalizability (1971 40)

: Educational evaluation is ‘the process of .
delineating, obtaining, and providing useful S A
infornation for Judging decision alternatives. ‘ o
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.

Provus (1969) has developed a discrepancy evaluation mddel

v

(1971), which utilizes an action system containing a feedback loop.

He applies this to the fohr stages—-~definition, installation, process,

-and product——of program evaluation to determine whether to improve,
N

. l _
maintain,or terminate the program, -Discrepancy is identified between
the standards and the performance at each stage by asking questions

which imply the use of criteria, new descriptive infogﬂationzfpdé
k] T kS .

decision-making.

Curriculum. evaluation requires collection, processing, and

”interpretation of data about a particular educational program Stake

'S

has suggested the necessity for two types of data‘

'_used "to discover deficiencies and successes in the 4intermediate

intrinsic aspects of evaluation are considered. -

.than end-product appraisal..

(1) objective descriptions of goals, environments,
~ personnel, methods and content, and outcomes;
- and (2) personal judgments as to the quality ands
'appropriateness of those goals, environments,
etc. (1967:5). 7

The evaluation of the curriculum developed for. the present study

requires both‘types of data. Furthermore, the formative and the

v.

Formative evaluation as opposed to summative evaluation is’
used to 1mprove curriculum during its development rather than as a
final judgment of it as a teaching instrument (Ahmann, 1967 87)
Cronbach (1963) emphasized evaluation for ‘course improvement rather ‘
'k
Scriven adopted the. term "formative" to describe evaluation‘[
b

‘,versions of a new curriculum (1967 51) " Scriven (1972 184) also

":draws the distinction between the evaluator who, through becoming
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involved in the development-process, 18 exercising’judgment at the
formative stage, and the evaluator independent: from the project, who

is brought in to conduct a summative analysis. Scriven also argues in -

favour of ' gOal -free" evaluati?n, 80 that unintended side effec*s are -

not rejected by a "blinkers" approach to the project Scriven uses
» .

the term "intrinsic" to refer to ‘an appraisal of the teaching
instrument itself rather than to 1its effects on pupils (1967: 53~ 55)

Intrinsic evaluation requires the formulation.and assessment of .
“kurn réquires external judgments of °
A . , .

' A
thé‘alleged goals, and of the actual content of the’ teaching

intermediate goals, ahd(this i

»

*instrument itself.

. The role of the evaluator, either as an agent involved with or

.-

external to the curriculum, becomescrucial in the development of new :°:
S ,As'.

curricula} An evaluator should be able to cons der the quality and
appropriateness of stated (or implicit)_goals, o delineate
alternative‘goals, to be aware~of‘and take"cognizance of various
audiences, and to identify alternative means for accomplishing goals‘
all as priority issues in planning for curriculum development

~ (Groteleuschen: 5 Gooler, 1971/72:9-11).

v

‘Summa z. Curriculum development is viewed as, a process ’

.5

'vrequiring fee back ‘The interaction of ideas among the teachers who

© may use the cu“'culum product is the essential feature of this

-

‘development process.

Evaluation, whether undertaken during the curriculum o

development process or on the end product, is an assessment inVolving
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AN

‘"'md value judgments. Both formative and intrinsic

1 curriculunsresource unit- are deemed necessary in

. @

- CONCEPTUAL FRAMEWORK

0

vaaradigms are:models, patterns or schemata used to represent
n'thinking or patterns for research Paradigms haveftwo
f,istics. generality and representation (Gage, 1963 95) .

paradigms relevant to teacher preparation, open—space, and

‘curricnlum development are discussed before a tentative paradigm is |

" f(1951) explained behavior (B) in terms of a functional
'fip ‘(F) between the person @) and environment (E), thus:

= fsz E). Lewin devised a schema of the two-dimensional space }}
in which each individual moves. As the. individual develops, his )

............ ‘! ‘ |
~f'life—space becomes increasingly differentiated’by,the forces operating'

......................

"linrthe "field"'of his environmentx To observe and‘describevbehavior

'adequéfEIy, Lewin: believed it was necessary to describe only those
o facts, conscious and unconscious, that make upvthe field of the

’”-individual at the moment Qf observation (1951 62) He stressed

\

._observation of the individual in a resl-life situation. Lewin A_;V
: s .

ﬁnplied that it is necessary to consider each geacher, as well as F’?v-

v

e each pupil as an. individual operating in a partitular psychological



o) - ’ .
: environment which exerts many different forces on his;life—space.
'Hofowitz (1967:28~29) drew attention to the 1nteraction "V
ocourring among each of three components—‘teacher (T), learner: (L), o
and coné%&hs(c)—-in any particular environment (E). The directibn ofw;
the‘Vectors, and therefore the emphasis of the interaction for \ ach

.componént, determines the nattie of the activ}ty_(Figure 2).

LA D
<

Instruction

fFigufe'Z: Interaction in Mod
o S (Horowitz, 1969) f_'\v

o

PR
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s

definition of curriculum as "a structured series of intended dearning

."(V‘ | ~ . /Sfji; ; . 39

h/)
.Schooling is probably synonymous wiéh Maccia's (1972:6) view -
of-instruotion. .The same four components-eteacher, learner,

curriculum, and setting--are ujeq by Maccia in describing instruction
. )., X . ,

. (or the teaching—learning process) as "someone teacheé something to

somebody somewhere. Maccia claims that curriculum is the content of _

1

instruction .and 1is subsumed by it. She argues that Johnson s

-

outcomes (1967:13b)5”¥is inadequate because’it,is.aAproduct~oriented,

.anticipatory definition in which curriculum’is preeinstrﬁctional only

‘ realization of. the objectives of instruction (1972 10)." .Sh

e

vtgoals, and emvironmental influences of béth pupils

©a compOnent of the inqgruction (Figure 3)

- e
D A

and - thus immune from.interactions., Msccialsuggests that "Thevplanniné

-of the teacher is a part of instruction, as. is the. 1earner s

r3

/'/

‘icurricufl/fbeing formed from the ' symbolis{ggneeﬁt of culture" and

]
act%d upon by the teacher, 1ea er, and setting. In this way it is.

\,m -3

\ 3

L

\ Maccia also emphasizes the

\
i

_terrelationships among elements

\ .

© of the‘content of the cultune, th t is, the curriculum content, with

- the influences of the settingg he interests of the teacher and of

the learner .to produce specified curricular content. Runk/l,s/’””J”/’/’

‘paradigm (in cage, 1963 126—127) is concerned with four basic :

Te

‘-"elements--the acts of pupikg and of tescher‘g% and the frame-of-

‘.reference filters of! eachl-and also includes t ”ii".

;teachers. The'; g

model indicates clearly that feedback is possible through external

' and interpersonal systems. v

1 - , }3

’

The paradigms,previbusly outlined identify four elements in

. . "/
\ L g
!

-

Ny : ﬂ
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Figure Bi//ggrfigulum as a Component of Instruction (Mactia, 197-2)

\>\<\\k\
T

schooling;hénd draw attention to the moﬂifying influence of feedback. .

/c./
ST

-on thé interaction aﬁong these elements. The paradigm which follows
was developed By thé ;¥searcher§ its six eleménts have been applied
to - the dual curriculum4ih8trugpion systems which exist during o

[

teaching'practicum. f' s ' a

o

v‘ A Paradigm of Education

4
¥4
b

Education involves intergstion. The school ié:an institution
1 : : © '

;ﬁrovidin§ the physigal setting in which teaching and learning can

. occur. Formal education, thereforé, may be viewed as an interaction

N

bamong si§ elements: (1) teaEher, (2) learner, (3) setting,

3
".l‘r
e
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(Q)dresources, (5)‘uurr1culum, and (6)‘inut£uctioﬁ. The u:é ot
elliptical areas in_Figure‘é suggests both fluidity of meemgnt and
. continual cﬁunge in the proportions of the eléments, ;Together, these
six elements form a systenm with eachvelément contributing general -
feedb%ck. Thé Buutem is8 continually in a~state of flux. The
‘effectiveness of the system depends on the contributions of eath
iuteractive element. ‘ ‘ v - .
The teucher is responsible ¥or the planned learning
exuetiédces;'thu teacher initiates intetaction in formaf,scé;oling. )
?j ﬂ’//Ihe”éxtént of the interaction.varies in time and spacexforvegch.

. element. Tuié fiéiibility is" central- to the ‘paradigm. Teaching is

therefore seen as a process of interaction among tke teacher and
. , ‘\

other elements which initiate, continue,. or rétard change in the
%earner. :
‘_\ N . "’ u

The paradigm places instruction at the centre of formal
schooling; 1t is both the'product‘of, and the vehicle for,
interaction. Instruction is not limited to the formal teacher-

.. ‘learner didactic; it occurs whenever any of the elements interact

with the learner.. . ¥ ' .

The learner is any person receptive~to any intefaction .

i

-

»

31ther with another person, or with himself, or with resources,

-

,7curriculum, or setting. The setting includes the people who

t

normally dnhabit the physical /nvironment in which teaching—learniug

occurs. The resources are’E//un, tempora‘, and material
g . ;
The curriculum in this representation is not a static

e

statemerft of intents, but a plan which 1s adaptable to the needs and
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Figure 4: A Paradigm of Interacting Elements
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\Y

pressures of the learQers and which the teacher modifies or selects.
It 1s an integral segment of the interactive process of schooling.

The teacher and‘the learner bring a multituce of attitudes,
beliefs, skillé, end knowledge to the interaction. Feedback allows
fot the adaptation of—the system to the socilety of which it is a part.
In such a cybernetic system, each element is a source of influence,
hnd)each contributes to the educative process.

&

any situation. For the purposes of the present stud& they may be

adapted to teacher preparatidn and/or to open~space schools., Just as

interaction 1s basia to the operation of the paradigm itself, this

study assumes that interaction between the university component and -
N :

the school or open-space component-is'basic in developing a

curriculuﬁ to prepare teachers for open-space settings.

The process of preparing teachers is integrated; complex?
interactive, and practical.vtseveral types of curriculum units could
constitqte a component of-a teacher preparation program (Figure 5).
‘The/present stcdy is an attempt to identify some of the concepts’
appropriete to open—épac:)teaching:which could be incorporated ihto

" a curriculum for teacher preparation..

A Framework for the Study

In the practical preparation of teachers, the student teacher
becomes part of two sets of curriculum-instruction syste@e: oné in

. the teacher preparation institution, the gther in the schebfé. This

ﬁ.) . *
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is most clearly in.evidence during teaching"g;acticum experiences,
but 1t also may be assuued to operéte with varying degrees of
influence~throughout the totgliperiod of the teacher preparation
program (Figure 6). '

Thc present study takes into account these two distinct
curriculum:instruction s&étems. The instructional setting selected
was open-space schools, on the premise»that the learning experience
would be more‘effective if undertaken in the setting tc whicﬁ it
pertaineﬂ; Ir is ackuowledged that the, school curriculum will be
affected Ey the presence of studeut teachers and professors in a
classroom setting. Similarly, the universisy curriculum will be
adapted and defined in relation to the school's activities when it is
implemented in school settings,' This is not to deny different{
ggprqpriare objectives for each, nor does ir suggest that the outcomes -
of the curriculum unit will be similar for student reachers and for
pupils. Nevertheless, a basic.tenet of the study is that each elément
in an instructiOnal system interacts with every“other eleuent,‘and
the, effects of these upon one another cannot be overlooked.

By recognizing, in the fifsg instance, that two separate
chrriculum-insrruction éystems exist‘;hd\cdntaiu similar interacting.:
elements, it is possible to unify avnumber\gf the aspects of each
}system té'generate a.ne;, combined s§§reﬁ.r.fcllowing cuch recoggition,
the new 'system may then be'planned joiutly'by thélco—operarihg tcacher

’ and"thé teécher-educétor. The'curriculumccontent will then include

parts specific to the student teacher 5 university courses, aﬂd

J

:
mds, .
TN

certain features peculiar to the pupil 5 school experiences._ Both 2

»
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L@
will be accommodated in the teacher préparation curriculum.

\

,Ieache;s gnd sﬁudent teachgrs bring their own interpretations
to these curriéula;  Thus, there a;é some learnings which both
student teachers and'pupils méy‘underfake on' their own. There are
also gome lea;nings that are cémmon to both student teachers and

<%

pupils. On some occagionsythé‘student tegghers and pupils may wish to
interact'iﬁdependently with the professor ;nd teachéf respectively.
The curricular content for the school and for tea;per preparation,
fhe physical facilities Qf ghe open-space setting@_the res;urces‘
available in Fhét setting, and the instructional strategies employed,
all contribute to the complexity of the idgeraction.

The present research seekg»tO'utilize this framework of two
<inter$cting currigulum—inséruction systems. The semi-self-instructional
curriculum unit on the spatial environment provides thé'gonfent\ The

f&cus of the research is-the student teacher, not the pupil, in terms

~ of the awareness of open-space provided by the unit.

I4

SUMMARY

The description of the concepﬁuai %ramework for the.study has
brought together’somgAbf thetparadigﬁs developed by educational
';heqriéts whichLbear on inﬁeracﬁion in the-teacking—learning'
s£t§atioh.A The devélopment of‘a proposed paradigm of education !
inéofporating six basic elemeﬁts: teacher, leérner, getting, -
lfésources,-cdrficulum; and instﬁuctioﬁ, haa‘resﬁited. .Ihe adaptaﬁioﬁ‘

of this parédigm to-the two éur:iéulum—instrnction systems in open-

)
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» .
space schoqls during teaching practice has provided the framework

-

v

for the s;udy} : ' u ‘3¥;‘;///,4/

in order to pré¥ide background for this study, a review of '
the related literature on teacher preparétion, open—space écﬁools,
and curriculum devélopment and evaluation was prggented; 'Thisv
review focused‘oﬁ thosg elements in each area :?ich stress‘ihteraction
in a practical situation. o

In the next ch;pter the research design is outlined. The
development of the 1n8truménts‘is described, together with the conduct
of the study. Questiéns'of reliability and validity are considéréd.

The chapter concludes with a description of the procedures used to

analyze the data.



CHAPTER 3

DESIGN,/ INSTRUMENTATION, AND PROCEDURES

. - This chapter describes the components of, and settingsffor,
the reseerch and the three phases of the research plan. The
development and validation of the inetrumentsbare outlined. The
proeedures used for oistributing and retriev?ng materials, and for

processing and analyzing the data are reported.

4

"RESEARCH DESIGN e

\

The research design evolved from the literature reviewed; and

. .
through supervisory activities in open-space schools. The need for
more information about improving teaching in open-spéce environments

e ,

for student,teachers and practising teachers was apparent.

Subjects - \2‘
#

Subjects from three groups were aagﬁd to participate. in the
study. The subjects were selected because each group was working in
open area schools. Two groups were_student‘teachers at different

stages of preparation; the third group was composed of co-operating

- L)

teachers in the‘schools tOIWhich7the.studeht teachers‘were assigned.
-»Greduetes. Twenty—nine student teachers in a professional
' diploma for degree holders had elected to. spend one half“day per week

T

% ' X

Y
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A\

" in an open area school as teacher assistants, and to take the normal
‘)

teaching practicum in the same school. Two of the group members
eventlally transferred to another program; the study was completed
. , §

using the remaining 27 student teachers

Undergraduates. Twenty—-four third year Education students//

concentrated their professional courses during‘pne academic ‘year,
[

including many guided practical experiences. The unit on the openh
space environment for this study was used as. partfof one of these

practicums. Twenty-one of these student teachers participated fully

g
-

in the study.

Teachers. The co-operating teachers in the seven schools

used by the two groups of student teachers were also asked to
‘ /

participate. Teachers were asked to share in the research by
'working through ‘the curriculum'unit, and to provide comments and-

suggestions to the researcher. Forty-nine of "the 64 teachers returned

the évaluation’instruments.

s

Subject Characteristics--h : R i
. . 4 ’

The profile for each of’the three groups of subjects is given

in Table 1. There were four times the number of females to males in

“"‘\

—
H»i S

the study.“ Representation ‘from each’ school was not equally &iztributed.
‘None of the undergnaduates had experienced open-épace settings'“
~sole1y, but two—thirds of them had ohgerved in both open-space and

enclosed settings. This contrasted with the graduates, only,one

v

| Hquarter of whom had not experienced open—space en(ironments directly.

»

h Only two of -the graduates had taught for periods up to one year, one
. . < v N _
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. PROFILES OF SUBJEC?S BY GROUP

TABLE 1

51.

‘Graduates Undergraduates Teachers

Total

" Space’

_ Both

Category .

- N=27 N=24 N=49 N=100

Sex Male 7 2 12 21

Female .20 22 37. 79

«School 1 -9 0 10 19

2 11 0 6 17

3 7 0 7 14

4 0 5 10 15

5 - 0 6 4 10

6 o 7 6 . ‘13

7 0 6 6 |12

‘Degrees B.A. o 21 . 0 9 30

L " B.Sc. 5 0 2 7

B.Ed. 0 0 28 28

MTEd. 0 0 1. -1

Others 1 0 4 5

None indicated 0 0 '8 8

Years of 1-3 . 2 0 21 23

Teaching 4-61% ’ 0 0 14 14

7+ 0 0 13 13

Teaching Enclosed 0 0 15 15

’ a,Space : Open-space - -1 .0 5 6

' Both 1 "0 29 30
Student © Enclosed . 7 8 36 .51
- Teaching Open-space 14 0 1 15 .

' 6 16 29




in an open-space school and the other in both enclosed andﬁopen’g

[ ' » e

areas. .

| The profile for7the teachers'showsiavgreater nuﬁber“in the
“first three years of teaching than in the other categories listed
Only eight ‘teachers (N .= 49) did not indicate that" they held at
least one degree. Though the teachers had taught in both open—space

and enclosed areas, they had. rectived their preparation almost

L

exclusively in encIosed settings

Settings

*  Seven schools containing both open-space’ and enclosed

classrooms were used in the study. Each open—space ‘was different

- -

in design and method of use. The ailocation of student teachers to-

* co~ operating teachers working in these open—spaces was completely

random. IndiViduals'were distributed between both conventional

and open*soace areasr. The student“teacherstwere‘assigned to"grades
oﬁé through six in each:school The open-space portions of each
school were carpeted areas with moveable furniture. In two of the.
seven schools the media center was not incorporated in'the ~open-— B
’space setting. Little team teaching was evident in any school
Z:Moveable partitions effectively divided the open-spaces into singie
vteacher teaching stations. in.many cases.‘ Insthrée’schools at 1east,
vitwo teachers were visible to each other and occabionally shared the

i;teaching of their,classes. o -"- a ‘ ‘5
S T B e - R

. g 52h
-
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~ The Research Qlan

There were three phases to the present research

The development of the conceptual framework has been outlined“

o
-

in_the previous chapteru
The second:phase‘waslthe developmentiofuthe curriculum
resource unit on the Spatial Environment. The unit provided a
structured seéries of learning experiencea, each with its own process
' évaluation to equip the user with‘knowledge of his response to the

mate,ials and experiences. Thevplan fdi this'resource unit is

a

indicated in Figure 7 Stage one of the unit was completed in the
R
X cempus setting.; Stages two<end three were the responsibility of
? . o .'..

”thefco—operating teachers who, with specific BuSSCStiOHSafrom the .

unit'plan, guided the activities and discussions of the student V"

'teaChers. The'final evaluation~of the upit was made by means of

interviews and inspection of the participants' logs.

"

The third phase of the research plan consisted of" revisign\i)
to the curriculum unit based on»inEOrmation received from the

P participantg.' Co ~ ' B -

J . INSTRUMENTATION
, ‘ | P
. - ”0 . . N . \.b N .
‘Tﬁo types of:meterial weré'prepared for the study:iuresource

.material and evaluetion.inStruments.‘ SO ~

. The curriculum unit on the open—space environment was prepared

IS

. as the resource material for the study. j
a : . RN R £

7

o
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Four paper and pencil instruments were developed. ”The
Professional Preparation Questionnaire (PPQ), The Individual Choilce
Diary (1cp), Activity Sheets (AS), and i&e Unit Evaluation (UE) are
presented in Appendix . The PPQ and the UE were opinionnaires
requiring responses to specific items on a five point scalie. Comments
were invifed on any of thesepitems. The cher two instruments
required narrative and/or diagrammatic resp'!ses. -

Inteérviews provided the mainusource of data collected drally.
In addition, impressions were recorded by the researcher after
informal conversations with participants and with significant.others
who had some contact with’the study. The interview data were
generated largely about. the unit booklet on the open—space
environment. The questions elicited reactions to the curriculum unit, -

/

perceptions of how to use selﬁ—instructional material to convey

theory in a practical settingP general comments on teacher preparation,

and perceptions about curriculum development. “

/
I

/ .
s/ g . ' A

Development of the Unit Booklet

/‘ C - )
~

The unit booklet was designed to provide self- instruction for
teachers and student teac ers in school settings. There wvere three
t

types of materlal presented in the unit booklet: (1) ten articles

on open-space, (2) activity sheets directing observations about the

. settinge, andf(B) information to assist the reader to .interact with

o’

elements in the environment and'to relate them to the“articles.
‘The. literature available tn North America, and to a lesser

extent '{n Australia and Great Britain, was. perused From this review,,
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. i \ A}
some twenty-five articles were selgctéd by the researcher because they
I3 ! .

concentrated on the physical features of open-space settings and/or

on their utilization. These articles were reviewed by two pepple
familiap with literature on open-space teaching to confirm the initial
- selection of the researcher. The final selection of ten artiéles

used the following criteria: some articles which were crittcal* as
, 3
well as extolled open-space; articlés with some Canadian content;

articles which reflect rééearch; articles written by practising-

v

teachers, and articles which incorporated material not readily

‘ R . ] . L]
available to student-or practising teachers. Constraints of bulk

\

and reading time were also considered.

}

Objectives for the curriculum unit Weré reflectg@ in the

nature of its contents: to acquaint teachers and student teachers

with current 1ipefaturé on open-space;.to suggest practical

s Q v

observations and activities which would apply the concepts from this
literature to a particular school settiﬁg; and to provide
infdrmation and general suggestions to encourage interaction between

teachers and student teachers in the use of. this curricular
\ ’ ¥ N

-rasource., . . ' -0

The booklet was also partly self-selective. The intent was
to determine which portions of the booklet provided greatest appeal

"to mémbers ththé sample groups.
z J -
! ‘ A
Development of the Paper and Pencil Instruments
i ' .

i
|

IN

Four paper and pencil instruments were constructed. Personal ~

w
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” a

data on academic qualifications, length of teaching and student
teaching, and whether these had occurred in open-space or enclosed -

settings were collectéd in the initial instrument.

hl
.

Professional Preparation Questiomnaire. Six sections were

3

developed in this initial instrument.
f 4

Section one contained twelve statements based on readings,

»

observations, and informal discussions with teachers, adminisgrdtors,
and university personnel regarding the main features of an open-
space environment. Each respondent was asked to indicate his own

measure of confidence in, or understanding of, each item on a five-

x

point scale. This section was also used as 3 posttest after

- completion of the unit.

Section two consisted of 20 gtatements designed to elicit

the respondents orientation to teaching in an open-space setting.
-C
These statements ‘were adapted from a perusal of several teacher

4

opinionnaites and semantic differcntials.
Section three presented six“possible reasons why teachers

need to be prepared to‘teach in open-space schools. In. the pilot

study respondents had been agked to rank these reasons. Based on
the experience of the pilot study, a five point scale for each
statement replaced the directions to rank order the atatements.

Sections four and five sought perceptions of the subjects to

statements about open areazschools. A five :point scale was assigned

to’ each statement.

The final section asked for a preference of teaching
S

environment among four 1isted possibilities. This section was

N
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repeated as a posttest measure in the Unit Evaluation.

‘Individual Choice Diary. Onme of the major concerns in the

study was the . adequate monitoring of feaction to the unit booklet.
The Individual Choice Diary was developed to assist in this process.
The purpose was five-fold: to obtain some indﬁ?ﬁ§%§§%0f the stage
at which each segment o6f the booklet was attempted; td discover
which sections ‘had been selected for serious consideration; to
establish the reasons why some sectlons were omitted;Lto permit
unstructured comment or reaction on each item in the-booklet; and to
analyze these reections as favorable or criticai.

v The.format.for this instrnment was difficult to determine.
The final decision resuited in the listing of each item from the

4y

table of contentsﬂin the unit booklet so that reaction could be

\
monitored. Forty-six items were listed.

Activity Sheets. Eleven actiVity sheets were incorporated

into the booklet and identified by color coding and alphabetic
*subscripts on pagination. Each sheet or set of sheets followed a

spécific information gection of the booklet.

Three sheets required visual or diagrammatie representations
“~x .

~ of the environment. Otner shéets permitted note-taking under

suggested headings. Some sheets were structured as suggested format

for lesson plans. Some sheets permitted free response.

The variety of activity sheets enabled the respondent to
record_inptessions or observations about hisvennironment. This was
an individual response, unique to eech setting. | -
Unit’Evaluetion. 'There were four parts to the-finai'paper and

2
A\
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pencil instrument. Two sections (B and D) wére(%epeated from the
Professional Preparation Questionnaire for comparisoﬁ as po;ttest
measures.

Eighteen statements, reflecting some of‘the;coﬁcepts and
types of material presented in the cufriculum unit, were devised
fér,section A. Provisiog was made for comments under each
a&g;ement.. A fivefpoint sctale was used to gauge the effectiveness of
specific features of the booklet and to detgrmine which aspeCtS.Of
open-space tégching were not viewed confidently py thé respoqdents.

Sectioﬁ C_nf the Unit Evélua;ion elicited free comment on
the use of the booklet. The intent Qas to,focus'attentién on the
relationship of_ﬁheory to a pf@ttical sefting. This section also

requested suggestions for changes in the booklet.

Development of the Interview

Interviews were conducted in two forms: - as small group

-—

interviews by schools, and as individual interviews. The group

~ . :
interviews ineluded teachers participating in the study from the

- seven schools, .and over eighty per cent of the undergraduates}’ A
- . . . v " . ”:
table of random numbers (Glass & Stanley, 1970:510) was employed to

. 3 B
select twelve graduate students to be interviewed individually.

s

Timing and location of interviews. The teacﬁér iﬁéerviéﬁs \
were gonduéfed in their respective schoo1Swduring lunch‘hour;; _fhefé
_ weréhtwo_exceptions'tolthis procedure: a porpioﬁ.of anlaftérﬁ§oé :

staff meeting fothg to;al.;taff in each of two schools was déyqtédtv_-

. .

s
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to a discussion of tﬁc booklet.

The undergraduates were interviewed in the week following

their practicum. Five to seven people attended each hour-long

’

interview on campus.

-

The graduates were interviewed individuallj,in their respective

schools during the second practicum in the second term. Most

BN

interviews lasted less than thirty minutes. Approximately half the ;

interviews were held after school, and the others were conducted

during lunch periods.

\

Pre-selection of questions. Broad areas on whith to base

interview questions were selected by the researcher. Sample
questions were developedd Interviews were then conducted wigh two
Al .

graduates who were not subjects in the study.

From these pilot interviews a number of categories were

estabfished in which pertinent questions could be formed. Thése

became the basic categories for the actual interviews: initial

‘reaction to involvement in the study and to the Unit Booklet, the :
S o r

use of a gelf-instructtional booklet in a practical setting, the .
_ value of ppoﬁiding sets of readings interspersed with aétivity
» éheegs, and bpinions‘ébéut;the Unit Booklet. ‘

* <" METHODOLOGY OF THE STUDY

’ 9.;,<imé’ieééhngViﬁftﬁelseveﬁ1§qhqbis:wé:e_coﬁtacted'béﬁorg the
‘¥: ;ystudentxteééherSEWéfe iﬁttoddged?tofthe:féséaréh.;.Fo;lowiﬁg'"
official approval for the study, an initial visit to each school



b

acquainted the staff with the general intent of the research. The
‘Professional éreparation Questionnaire (PPQ) was distributed aﬁd
explained' During the second visit, in most instances, the curriculum
unit booklet and the Individual Choice Diary (ICD) were

distributed to interested co- operating teachers and the color- coded

segments were explained. The c0mpleted PPQ was collected. Normally,

2
-

* some - time was‘spent clarifying the dual role of the co-operating

[N

teacher as participant in the research and as mentor to the student
teacher's implementation of the research during the practicum period.
This latter role was apparentiy not clear to many co-operating
teachers. During theppracticum'the researcher visited each'school
at least twice in an effortcto gecure maximum co-operation. and
clarification on the researchr The»ICﬁ was collected and the Unit
;ﬁyaluation (UE) .distributed during the last visit within the practicum
Aﬁperiod.' In most cases, when the UE was finally.coilected from
teachers, a general interview discussion was held.

The graduate students nere invited to participate in the
research prior to their entry into the schools for their first

practiéum ifi October.. The PPQ>was distributed,,dGmpleted,and

-collected in a class session at the university.v The Unit Booklet

I

i,,)

was distributed together with the ICD. The lecture presentation
~was made immediately prior to the three week practicum During the
‘practicum the researcher visited eadh of the three schools at least

‘three‘timés. As many student teachers expressed concern at the

;volume of work involved in the practicum, with resultant inattention

to the research the latter was extended to the second practicum inm

. : . - . . ’
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. ’ ’

March, with the exhortation that it was desirable to.attempt the
* unit during the half-day asiiatantships.each week in the interim.
By the end of the second practicum the ICD had been collected, the UE

~distributed and returned, and randomly selected interviews conducted.
(‘f - . . N
Y

The undergraduate group was intrdduced to the research prior
to the Christmas vacation. The PPN was completed and the Unit

Booklet and ICD distributed. Imﬁeéiately prior to their three week

\ . - s
practicum in January, these student teachers received the lecture

o

G
%ifsentatidﬁ.' Again, during the practicum, at least two visits were

804 ' v
made to each school. On their return to the university the

undergraduates completed the Unit Evaluation. Group interviews

“were conducted during the-week following the practicum.

'

2

&}

RELIABILITY AND VALIDITY

In Developing the Instruments | . ' » .

Reliability~tefers to the consistency of the content, and

“stability, over time, of the measurement provided by evaluation.
. N

instruments (Isaac & Michael, 1971:89).
_ The piloting: of the ma:erialéQséhe curriculum-uni;'énd the
evaluation instrumentéf—did hot occur at any one time or with the

‘ éame pilof grbupa.x The iﬁformal reactions of.te;chéfsi;teacher

'éducatora;-and grgduate students Qot inyol§ed iﬁ ghe,studf; brbught"
_ ﬁbdifications to thebinstrﬁmen;s‘iqitially éelected,i_ R
| An'"incidehts".diarf(wés keptiby.the're;earcher‘;o record the

“
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progress of the study.‘ This diary reflected early changes to the
original intent. .

Pilot interviews werevconducted with' two graduate students
not connected oith the studyL Broad categories for interview :
questions'were selected by the,researcher, as already odtlined,‘and’
samole questions developed. :Consistency\snd stability were

maintained; according to the two judges who listened to the tape

N
pe

recorded pilat interviews. 7
Y ) TN - ;
A group of seven undergraduates in a program different from

¢

that.of the snbjects, was given the Professional Preparation
Questionnaire.. Three weeks later the same group completed the same -
instrument. This provided a reliability measure on the test re;test
over 51 items. The degree of absolute congruence, item for item,.

was 45 to 82 per cent. On eighty per cent congruence (Ehat is,

v

" allowing a variation of one in the five point.scale for each ifem),

item for item from pretest to posttest produced a reliability of
{ ‘ . 4 ' ’

94 per cent or sbove for all sdbjects. )

Validity for the items in the evaluation instruments ‘was

o

t

established using two panels of three judges. The researcher's
selection of articles for ‘the curriculum unit was validated by one

panel " The criteria ‘for the selection of the ten articles have

‘already been described The second panel of judges considered the

l

paper and pencil tests, reporting on the perceived intent and ease

Y

‘of understanding of.each item; When two of the three judges

queried an“item, it w discarded S :
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In Interpreting the Data’

After the data had been collected, the oral and free -

composition reports were analysed. Iﬁ this analysis the opinions of
. ’ : '

the respondents were considered to reflect their attitude to the

~1nte:view questions and to the items in the Individtal Choice Diary.

1
|
i

Individual Choice Diary. For the Individual Choice Diary,

each response for each item was evaluated by the researcher as
either positive (or in favour) or negative (or critical). In-a
few instances, responses were ambivalent and were categorized as

both positive and negative. -One month later, the researcher

again categorized all respodses, adding a no response or not

appiicabie category. Two doctoral students familiar with, but not
pafticipapts in, the study:worked through the responses and

cé:egonizéd each in order to validate the original interpretationms.

H

An arbitrary figure of 70 perhceﬁt'agreement by the two judges‘with

the researcher was established for each item isanfpled: all but one -

item (the graduates' responses regarding Sommer's article) fell

A

]

within this 1imit.

. Interviews. Similar procedures were adopted for the
I . ‘

i

interpretation of the interview data. The tape-recorded comments

C. R . ‘» . ' N 4
were transcribed and categorized for each respondent by the .

areéearéherf’ A'étdduate teacher and two doCtongl students 1istenedr
l]indepéndéntly #o,séctipné'of the interviews to‘estabiish the

_ ériterioﬁ~félated validity of the_reseércher; Several commenﬁs
»uinéluded’in séﬁéfca;ééoriésty the ;gsearcherbyere~deemed'pefipheral‘v



 ;%“? . ‘ :
@;’. ’ . : . . ) 6 5
by these judges and were discarded. No altergtions to the broad

| categorizations were made.
PROCESSING AND ANALYZING THE DATA

T}}e data were proces§ in three ways.

(1) Those items from the paper and pencil instruments yhich'could
be coded were prepared for coaputerbanalysis. Using programs from,
the Division of Educational Reéearch Services (NONP1O, ANOViZ,
DESTO7), fre®quency tables with chi-square measures’ of difference,
correlated t tests for differences QgtWeén means;éna‘basic
stafi;tics on means, Variancéé, and staﬁﬁard ﬁeviations were
pbtaiged for the»pérsonal and contént_data.

(2) The descriptive:data,»including comments on indiv;dual'itgms,
were reviewe%iand categorized. ] |

(3> The intervie; data were transcribed }n outline and categories

were developed'for each broad area of interview question.

As already indicated, the Eategprizations fgr the descriptive

and interview data were independently.judgeﬂ;'

Incémplete,Data

Personal information, through the Professional Preparation

Questionﬂaire, was obtaihed for 100 subjectsb‘ On'this and the'v
p .

. Subsequent instruments, some, subjects did not complete all of the

items listed. The findings, howeve;, are based only on completed

.fegpbnses‘fog each item. On the items which were given as pre~t£st
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-

and posttest measuyres, only'responsés completed on all items in each

]

measure were used to-c%lculate means and t values.

Interpretation of Data

.- The six sections of the Professional Prepiaration Questionnaire

.

‘hsea,Likért—type scales. Although such scales are ordinal, most

researchersﬁémploy parametric statistics and treat'the categories as

interval data.

° Q

3 JIn the present study the categories on two separate scales

£

o

labelled "great deal" and "strongly ggree” were assigned a score of
5, while “nnknown" and "strongly disagrée" were rated as 1. On

the scale seeking a measure of confidence in, or understanding of
each of twelve statements, the category unknown was interpfeted
as "nqng".'. ‘ ' o ‘ ~ ' )

\ \For_therPrqfeééionél Preparation Quéstionnaire, sectign II1,
- the scoring was feveféed for five items (8, llz 12, 14, 17 beéﬁuée

each statement was negatively expressed and "disagreement" was the

anticipated response. ‘

SUMMARY I

-\‘) . . /o
- [

o In the aesign'phaée, the subjects and the Seven‘schOOi

. settings were described: The three phases of the’reseafchfplan were

T

jeprAinéd. ¢

The'compositionfand dévelopment‘of the instrnments used in
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the study were deséribed in detail-

. ' AU .
The procedures adopted for validation and reliability,

iﬁcluding informal ahd fqtm§1 pilot studies, wefe expounded.

The firal section reviewed‘the procgdures for diséeminatiqg
materials and éollecting, processing,and anélyzing data.

‘The ﬁé;gltwo chaptefs of this study are devoted to a
detailed consideration of the findings. Cﬁapter 4 is cbncefned with
Fﬁé findings relevant to teacher éréparétion, iﬁcluding‘the %?
relatibnjof theory to the practicalfset;ing. Chapter 5 feviéwé those
findings'reléfed to open—spadelinstructﬁiﬁal settings; and to the
type of setging;in which the subjects.qi;h to teéch.

"



" llisted twenty statements on teaching-and teacher preparation. Tach

CHAPTER 4

FINDINGS AND DISCUSSION REGARDING TEACHER PREPARATION

7z 5

®

The findings presented and discussed in this chapfer consider

- the first sub—problem of the study@ To obCain info;mation on the i

3]

percepticns of the teachers aud stydent teachers regarding~the

<

preparation of teachers for open-space settings.

The data have'been considered under varioes.headihgs, each

N

introduced by a question tegarding teacher preparation for’ open-space

gettings. Under each queation, date sources are given, and the

4 . ’ ~ < -

fiﬂdings are described and,aiscussed,

’ SUBJECTS' QRIENTATION TOWARD TEACHING AND TEAC?ER PRCPARATION

-
oo
e

What orientation do ;eachers and student teachers have ébward

teaching and teacher preparation?

] . . - O

.Baga Source e S
— .

»

[
°

The seCond 8eét£on of the Professional Preparation Questionnaire

respbndént indicated”his measure Cf_égreement with'éech statemerit.

A panel of three judges categoriVed each statement as instructional,

S

- gelf- concept, or teacher preparation. S L

i L
y o

-

: .
s ', o .
[ » N E 68 . . . .
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Findings

.

The statements, according to the strongest measure of
agreement, have been rank ordered in Table 2.
Three of the five most strongly rdted items\related to

instruction, with the others being categorized as self-concept. Two

M)

'of these items mentioned cnildfen. Only three items (2, 14, 15) were

-

judged Ey the panel to refer Jirectly to teacher'preparation. These

-~

" iremsreceived scores which placed them near the middle when the

(4]

- irems were ranked. - ’

~Discussion

Enjoyment in teaching children received the most "strongly _

3

agrat; rating of. the twenty items This opinion was confirmed
‘

'through the dich%;omous response to. item 3 regarding enjoyment in
R

working with adulls more than with’ ¢hildren. ‘
¢ ! {; o
Negatively phrased questions or’ comparative statements did

-
&

not seem .to recelve as definite a resoonse as the positive

o

) statements . Such methodological difficulty in the questionnaire was
, entountered in several items (8 ll 12 14, 17) where a negative

statement was, pnoviddé and "diqagreement was the anticipated

5 'q,’ ”.

© o, - P . . - N

s R

» [N
. ~ »

response .

Items .3, 8, .and 9 Qere'the;only ones in which children were
i t . . . - > o
mentioned. The.latter two were in the first four rankéd items,

-' : * B -
E -

tending to.confirm that these respondents were primarily concerned .

* .about childrenudn their orientation towards teaching,

.-

L

.
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TABLE 2

OREENTATION OF RESPONDENTS TOWARD TEACHING AND TEACHER PREPARATION

70

!

¥

C’ T

Total

ltems ranked for agreement Numbers of Responses
(PPQ, I1I) Strongly Agrec’ Neutral Disagree Strongly N
Agree Disagree
AN 1 enjoy teaching children. 61 38 1 0 0 100
(19) A teacher should seck the opportunity to fearn from -
the techniques of successful colleagues. 45 52 3 0 0 100
(1) Learning the formal matertal i{sn't always the
most important thing, I need to apply ft In the actual
situat ton, 44 51 3 1 0 99
(8) The child's performance in learning is more :
important than his development as an integrated pergon.* 0 1 4 59 36 100
(10) It is important to me to do things very well. 33 59 7 , 0 /0 99
(20) Teachers should be prepared to alter their CB /
cxpectations of the role of the teacher. 27 66 6 1 ) 0 100
(1) I try to find something to appreciate in-each .
person whom I meet. 28 62 .10 0 0 100
1y
(15) I think that T will nced to continue my ‘
professional education in-service. 24, 65 | 9 o1 Y 99
(4) The opportunity to initiate and to try out new . )
instructional ldeas 1s very important to me, 18 61 20 1 0 100
(12) As a teacher T expect to have difficuley comaunicating
and working with parents and community personnel * 1 5 7 69 17 99
(9) 1 feel confident that I could work well kith,other ]
teachers as wembers of a tedching team. 12 70 15 -3 0 100
{(11) I do not wish other teachers or administrators
to see my teaching stylea and terhniqubs.* 0. 2 29 49 20 100
(2) 1 am sure that every intending tgacher needs a v
# prenaration program fitred specifically to his/her
_Wnedds and prcvioue experlernces. 22 47 22 7 0 98
/
(14) 1 do not feel the need to have specific and carefully
0rgani7ed lesson plans * . 2 13 15 55 15 100
(17) 1 would not be happy 1f thé administrators left me : '
to my ‘own devices.* 0 "t 12 28 46 14 100
(18) 1cachgr9 should &llow spontaneous movement and
conversation in the classroom. : 6 47 r27 17 1 98
(6) 1. could teach successfully without textbooks. 3 ”37‘ 29, .3 0 100
(13) It is very important to me to be placed in a achool : .
where other teachera and administrators have a great deal -
to of fer- me. : : 3 a3 34 19 5 94
(16) I likc rourine-cype activitles. ) 1 14 38 43 4 100
(N1 >njoj worklng with adults more than with . : ' S
children. 1 3 44 44 8 100

* Items stated or perceived negatively were given.reverséd scores for ranking.
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Instructional geehniques also seemed to rate highly in the

ChA
ot

respondents' orientation towarde teaching. 2,

may broadly be labelled, humanistic or self- concept these were the

7\
A

major items identified by the respondents (Table 2). )

Differences were evident among the three groups on some “
items. The graduates were more syronéiy oriented toward initiating
and trying out new ideas (item 4), being left to their own devices

(item 17), and being averse to routine-type activities (item 16).

7

- The undergraduates were conscious of seeking opportupities”to learn
fromidfher colleagues (item 19), to do things we;é (item 10), to

develop children as integrated persons (item 8), to have a

°

preparation program fitted to each student's needs (item 2), and to
‘ .

use textbooks for successful teaching (item‘6). Both the student
\ . . .
teacher groups agreed more stronély with items 1 and 18 than did the

teachers.

The teachers seemed to have 1eés definite opinions on these{
®

items than did the student teachers. Such reluctance on the part
of the teachers may be based on practical experience. The

undergraduates tended to be more idealistic in giﬁing strong
. "ﬁ .

vpreferences toiitems on which the other two groups cluéteted~around
"neutral" ground. The graduates, onuthe other‘hand{ showed: a

desire to attempt innovative measures on‘their own., Some of the

interviejﬁegmments from this group reflected thig desire to have

*

their own classes so that they might try out many ideas which they had
obtained from theory and observation. The: comments from the majority
".of teaeheré also confirmed'thét thelir orientation to.teaching'was =

. .
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N

ébnsérvative, with little willingness to initiate new 1deas, even
though rhe& had re:d shout them o5 practical vealities in otlies
piacéé.

The data for this question,vtherefore,.suggest that ghé
subjects place importance on teaching children and that they are
?co;cerned with their oﬁn‘self—conceﬁts in being able to learn from
their colleagues, to apply materiais in practical situaticns, and
to alter their o@n expectations.” The undergraduates seemed to be

more dependent and idealistic; the teachers lesg prépared_to
ekpress strong views or to emphasize change, whi;e ghe graduates

were oriented to attempt different apprbaches and to operate

indepéndently. v

ADAPTING TEACHER PREPARA%ION TFOR OPEN-SPACE

In what ways cap tegcher preparationdbe adapted tc meet th

\ ) ) .

by

needs of open-space séttings?

/-.} 4
- T

Data Sources

Two sources of data were used: the first section of the

Professional Preparation Quéstiondaire (PPQ),'and the responses -to

4
Y

interview questions. . ) B

L 1

4

" Lo R S0
Findings from the Guestionnaire Responses .

b : . fa i - -
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e

.
L 4

©

,,,,,

Lack of'céhfidénée'in, or undersﬁahding of open-Space, was expressed
. & : . o

-~ . o . ’ b

»

Pl

- i

4

¢
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' : %g . T
r<gxrd1np a majority of the twelve *ams in‘the tirst section of

the PPQ (Table 3). In particular, 1ittlé or no confidence was

. & '
recorded by respondents 1ir their-understanding of a child's
psychological space, group dynamics, the implications of personal

space and social space, and team or co—operative teaching. Those

items which received greatest measure of confidence were lesson

her's ceontrol and uee of voice.

Findings from t‘L Interview Comments

N

Selected represe&tatiVC interview comments are provided in
Appendix C. Interview comments from the sub}oqts clustered around
the following dreas: T ,"V.‘

Philosophy of open-space. It was deehed valuable to give

equal emphasis ‘to the philosophy of open- space and to the actual

setting. The descriptions of open spate provided in ﬁhe articles in

the booklet; and in the theory given on campus; were apparently not

‘ con31stent wlth what was happening in the schools used in’ the study.

But the practical sFtting allowed individual interpretation of the
articles. Walking into the practical setting w1thout such.

informotion was viewed with trepidation bynsomé respondents.

-

V" Pracfical emphasis, .The interviewees were -insistept that

more time shoﬂfd be" spent in thc schools. .Longeraexposﬁrefshouég

be prov1ded for different settings.‘ "Theory was - good'

x

- : e Y

about interdctlng with chlldren i an open ‘area was
: ¢ B : N
-have_ to do it'" The Value 6f spending one- half day pcr

te .
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f100 s

TABLE 3 ' ) A
RESPONDENTS' MEASURE OF CONFIDENCE IN PRFPARATION FOR »
{ TFACHTNC TN OPW”— SPACE SETTINGS
| T’,~ &
1 = ,
Items. ranked in order , Numbers of Responqes Total
oﬁ-least"perceived ) Great Considerable Moderate Little Unknown N .
. measure of under- deal amount amount ~
.~ standing 3
(8) Child s psycho— ’ } ' :
‘ldgical space. 3 20 36 31 J 99
o (9) Group dynamics, '

' _especially in open L N ‘ ‘

areas. L 4 .20 .34 ‘38 3 9¢

:'i<~(6) Implications of , ' . — ﬂ
- "personal space" for i . '

» children. .’ ‘ 2 23 © 41 29 4 99
"f(lO) Social space as ) _ o o RN - _
a factor in teaching. 2 23 . 43 7 26 6 . 100
- (3) Team or co- ” ¢ o . |
. operative teaching. 6 22 38 29 5 100

€5) Teaching . ‘ ‘;
strategies in a T ‘ -
E spatial environment 5 \. 18 50 . 24 3 -1 100
T e ra s .,
(7) Téacher's role : A
"in the spatial , ., | e .. , -
environment, -~ . - 4 1723 . 43 29 1 1100,
(11). Creative use - o ' .
, of teaching-learning T S e - : .
- spaces ; _ ‘ 4 - - 26 41 24 5 | 100
(2) Use of. 1nstruc- o S T o : S
"“tional ‘medla center. . | 9 L N7 | 2 100
, . . _ X e B
(12) Utillzing the ﬁ" "l A cL o I
physical environment ‘11 29 - 48 -+ .11 - 1 '}1:100
N ; . ~ N . S
_ 4) Teacher s control SN . o
.. and use of ‘voice. 5. . 46 34 - .100
(l) Lessoh planning 1§7 66 31 Y 4
. 3 .,»Q’v : . N . . : —
. 7\ * ,
- y —



schools was questioned by all groups, whether for observatiOn'or as

teacher assistantst A full day or seripq nf Aays permittad oreater

i

' out-of-classroom contact for the student teacher with the teachers
and withlthe'Children. Children acCeoted the‘student teacher'sl
authority and. responsibility more readily. over an extended period.
Nln:particular, the curriculum unit booklet was considered to be more

ueeful ien it was.read, attempted, and discussed in thé open-space
R w R : .
setting itself. However a three week practicum was too crowded with

other activities to permit‘a reasonable Qﬁ;emptAfo be made on the

booklet. U

v

Integrated program. There was general agreement ambng the i .

~student teachers, especially the undergraduates experiencing a 'cdke'’ )
- ' . . . . i . Ve

N ~ . N .
- program, that the integration of~9ubject fields lessened the

—
>

duplication Q‘Ihaterials presented at  the university, and permitted a

IS

focus to be maintained on teaching This could be particularly

)

valuable for the exposition of’ particular features of a program where

~—

v !

an innovation such as opep-space was being disbussed:

Roletdf&university consultant. Student teachers sutgcsted that

University consultants should spend lofnger periods in ‘the schools

. ' & ° >,
The consultants~could provide a valuable perspective by suggegting
)

'features which may emanate from,the articles and which, /}{hough net
. - -—/
necessarily applicable in the co operating classrooy/ might be useful

1
in one Swown area and school.. Teachers also requested that

A . p L

q

consultants, attached more consistently'to one school could obtain

jmore balanced views of the student teachers adaptation to the open
P . "
area.. Threethay conferences among student teachers, cooperating

- . o
. ) T
B ¢

bt -
e PR
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teachers, and university consultants were.frequently mentioned as
a means of relating the unit material to the teaching experience,

as well as glving practical expression to team planning and feedback.

Self-selettion and individualization; Reac;ion varieduto thep

semi-self-instructional nature of the booklet. Criticisms indicated

’

that the respondents found difficulty in knowing on what basis to
select material; they attrempted either -1ittle or all of the unit.

Many of the respondents suggesteé that the readings should have been

.

compulsory. Some thought that participation in the,unit activities

should have contributed to the student's university evaluation.

There was strong support for frequent discussions on the articles

_and activities. .Those supporting the self-selection®éargued that the

idea was good, but that pressure created by student teaching and

“university commitments forced'thevbooklet into a low priority, with

only minimum time devoted to articles chat looked interesting
, | )
One‘graduate feli that the attempt to individualike university '
. - a ) G-

-

by
instruction by prqgiding the bocklet broke the monotony of lectures

and seminars, but that some. follow—up discussions Were still

N 4. @ -

necessary in the school setting . The majority of the interviewees . *vf‘

were in favour of self—selection through a booklet jformgt, providing o -

-

he approach was cle&rly defined and provisions were made fo'i

I |
feedback and: interaction, preferably in the school setting with T
cooperating teachers and university consultants. I (
. - -
Inservice activities. The teacherg were wn*y about the
o . i) ¢ e . 2

‘usefulness of some’ sections‘bf the\booklet forlpractising oo

_professionals. A co&monly held view waB‘BEat the artic}es were/

¢
N “

e
ot



valuable as a collection instead of havirg to search for them. This

‘made the booklet—-—or some modification of it——worthwhile as the focus

for inservice workshops. The information and actlvity sheets were

"fine 1f you can do and use the activity." Some teachers commented

< 4

\that they saw what the activity was'aiming at, but could not be

~

r‘ .

P

m

°

~

bothered doing it. Others suggested that an incentive was needed
- . . ‘

"if this tvpe of material was to have real value as an inserv1ce aid.

The two -school staffs who undertook the readings as an

inservice experience advocated reducing the number of articles and

presenting z'lecture ‘or seminar which would use ‘these articles as

T

‘required pre—reading.' It was suggested that all teachers newly (
- 4

appointed to open-space schools'should be able to acquaint
© . ,

themselves with this type of material and visit several schools

&
o

before taking up their appointments. Teachers generally agreed that
the articles did not reflect what vas occurring in their "schools

d&t that somé opportunities for discussing the content might develop

LA

greater awareness of possibilities for using open—spaQe in more

| E2 4 :
varied ways. - | O P Wﬂ‘f
. ! a4

. \v e e
< - I3

i

Discussion a, o o o v ' ﬂél*

>

A o

s ST
S L
YN

“51 tion aqﬁumedfihat the needs of openvspace schools

G ~,‘

vere either self—evident or- eise could be identified easily through

wd
L]

', the literature.v Tbe findings Buggest that the research and

' deecription in the booklet are not consi%tent witn the perceptions

\<;Tb£ the respondents involved in*this study.q

L]

¢
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" The degree of similarity ip the levels of confidence and
orientation expressed by each of the three groups also suggests thar
neither student teachers nor experienced teachers were aware of fﬁe o

features characteristic of the open-space environment. .Some effort-
. - ’ . N : - \
to overcome this deficiency seems desirable. The unit booklet on

v
4

the spatial environment may be one means whereby a basic level of

awarencss may be promoted, 1f modifications to the curricuium

L4 >
resource are made.

Throughout the discussion of the findings in this study,

feference will be made to the wider implications of theory—practlce
53 ~ ‘ ! - ‘ : . . LI

6 R ] . : \
orientation. The ways in which teacher preparation can be adapted to
open—space may not be pecgliarrto’that getting. The need for different

approaches to both practicom'and integrated thEOry seems evident

.from'the interview éomments, yet few specific suggestions relate ~

[N

dtreculv to ‘open-space. The philosophical basis for developingdgpen—
space schools and their later use and misuse were suggested aé a’
starting pointt Extenﬁed_vieitations‘to different spatial env1ronmeﬂts
may also, acquaint teaenera with various ways in which this epace can

be used. The comments Suggested that there- is no substitute for

aetual innolvement in the'practical eetting, providing that.thete is

some_awarenesa‘of the range of possibilities for teaching within that

Yoy : - - N N

setting. - I ' , ..
3 . ‘ - . ‘

An assumption which was. substantiated by the tenor of the

- ~
¥

comments, although 1t 1s not directly dealt with in this question, is

v that a semi—self 1nstructional booklet is a useful Ebol in developing

i

awareness ofha facility by drawing together readlngs, information,
R ,..,.A‘,i, i g i e . R :

4
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and activities. Thus, the preparation envisaged for teachers may be

aided by the use of such materiala. It was also accepted that these
materials were more effective when they were applied directly in the
actual situation to which they referred, These points will be re-

examined in later findings.

-
'

The findipgé suggest thag teaeher preparation can be adapted
tofopeﬁ—spaee settingsiby incteasing the . time} range, and rﬁgLTarity
of contacts with the schools, by emphasizing space as a concept, by "
providing in-service activtties, and by continuing to use differentﬂ

methods through ssuch means ag a self-instructionai‘hooklet. -

_ SPATIAL FEATURES

g
- What spatial features should be stressed in pfepar1n§4teacher§
Z . * »‘ . L
for open-space schools? : : i ,

’

_++ Data Sources

-—

P .
o \.f

Three sections of the Pn?fessional Preparation Questionnaire

.

P

(PPQ), some of the {nterview questions, and isolated commehts occurring

in the' Individual Choice\Diary (ICD) provided data..v } _ Y

’
o . @ . L]

" Findings from Questionnaire Respomses .- ' . BRI

-

5 > \v v
L Section thtee“of‘the Professi nar'?teoaratiOn QueStionnaite
o ' -& : - "
,J asked the reasons why teachers need to be prepared to teach in open .
5y . . : , " - :

*

area schools. Learning to adapt both himself and hia pupils to the'-

S ,_ P ‘a .
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environment was seen as the most important of the six items listed

(Table 4). Learning’to be an effective conmunicator recelved the

next strongest indication of agreement. Control was rated, least -

~

impartant of the six items.

~The free activity of pupils in a spatial environment (PPQ,

w“

section IV) was seen as encouraging natural movement and activity
more than co-operation and mutual aid, or spontaneity and creative

skill. Providing ftee activity for pupils was’' considered pot to be 2

‘major reasor in planning open area schools (Table 5).
Section five of the PPQ asked rfaspondents to identify the
; . *SP.
important features;ofiopen area‘schools;nhychiteachers‘need to

consider. Strong disagreement was expregsed over teacher
P » o
£

_visibility to colleagues?and pupfls. The strongest agreement was ]ﬁ
given to the last two items (Table Gf concern for each child s .
adaptability to his spatial environment, and flexible use of time.

for children's learning éotivities.' Grouping>anq reﬁgroupiné of‘ "

o . (4 . .
pupils, and teaming with colleaguei were also highly rated,

i .

r

'Findings from Iriterview Corments

7‘

s

Some oi the comments from the nnterviews concerned methods for

o

teacher observati\g of the physical environment. The convenience of

placement for facilities and equipment, the range of resources and

their possible uses gpnd the difficulties as well as the advaneages in

. L3

Ed

\the vario i\pes of moveable furniture in open—space were mentioned

The uge of the physical environment wasfreported ‘by the respondents
\ . . ‘{ Vi\; ) N o v ‘: ;{ ) L \

I o . C e e Lo

v



i TABLE 4

A

‘s

REASONS FOR SPECIFIC PREPARATIONS FOR TEACHING - iN

QPEN—SPACE SCHOOLS

‘81

Al

3

Items ranked- in
order of agree=
ment

(PPQ, III)

®

Numbers of Responses

agree .

g

$

,Strongly Agree Neutral Disagree Strongly

disagree

Total

. (5) Learn to adapt
hinself and his

pupils té the

environment.

. (4) Learn how to
be an effective
cqmmunicator.

(6) Understand how
to develop

children's interest

in their studies. .

(3) Acquire“%fficien

'techniques

iEp

(1) Learn to
understand
- children's needs.

4(2)<Know'how to -
control childferd.

I

=

53

31

28

24.‘ .

16

45 1

53 10

55 11,

54+ ° 15

43 22

‘17

» ‘99 o

197




A

RESPONSES TO ITEMS REGARDING FREE ACTI

b.

~

- TABLE 5

L)

SETTINGS

VITY IN OPEN—KSE?A’CE

-

. ,'Items ranked in

order of agree-.
ment . :
(PPQ, 1V)

/

{

Number‘of‘Reapohées

pé =7

Strongly Agree Neutral Disagree

agree

Strongly
'disagree

(1) -Encourages
movement and =,
physical activity
which is natural

]

.to children.

(3) Encourages
cooperation gnd

mutual aid amongst |-

Shildren.

(2) Encourages
individual
spontaniety and

.ereative sgkill.

(5) Is a practital |-
. way of organizing

k4

a class of
children of
different ages

" . and intelligence

léVe1§.

(4) 'Is the major
reason why open
ardas were'
planned.

o

23,

20

17

- 61

64

41"

20

10

17

19

38

48

;2

14

¥

19

99

100




TEACHERS' AND STUDENT TEACKERS' PERCEPTIONS OF THE IMPORTANT

™~

.~

"

TABLE 6

FEATURES OF OPEN-SPACE SCHOOLS

83

1

-
Items ranked in

Numbers of Responses

order of agree-
© ment
(PPQ, V)

agree

.

~

N

Strongly Agree Neutral Disagree

Strongly
Disagree

Total -

(6).C6hcern for eachl
child's adaptability}

environme

to this ssgcial

7) Fiéxible use of

time for children's |

learning activities.

2) Grduﬁing and re-

grouping .pupils for
instrugtion.

A 4
(z)_Teamingzwith
colleagues for
instruction.

(1) Controlling the
amount of noise
generated by the
class.

(3) Making daily
use of the
instructional
media center.

- (5) Being 'on show'
to many colleagues
. and pupils. '

AY

-

43

40 -

27

25

21

18

S1

51

62

58

56

58

13

»]:7

20

47

21

.99

.100
o
99
99

100

98
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to,beézzvantagepus for grouping for inmstruction and for team teaching.
s little evidence of these practices in the schools used in
the study, but both were emphasized in several of the articles.

Interviewees admitted a lack of knowledge about the varieties
e N

of space—~personal,'psychological,i%ocial, free--and suggested that -

this information should form part of the co;tEﬂf’;E teacher

preparation courses; The leck of literature'on the creative uses of

space in school settings aléo received comment Several respondents
¢

stressed the need to consider the children in the spatial environment.

This comment also appeared in the responses .to the Individual Choice

.Diary. ' ) | ‘ | g (

Findings“from the Individual Choice Diary

Comments on individua], readings in the booklet (Appeﬁdix K),.
drew attention to specific features mentioned in particular articles:

daily records, interest centers, discovery 1earnin§“”ﬂ7hscontract

c

method, the teacher's role; the matching of pupilsiand teachers,

T

space as a tool, moveable desks; relational space, grouping, co-

f\\\operative teaching and planning, utilization of facilities, routines,

-~

reactibns of teachers and parents, human resources. fluid space,

and the building as a flexible teaching unit

.

J . o : K L ‘ o
Discussion "~ [y -

-Two pOints stand out from these findings. There were:many

features which the respondents felt should be stressed in preparing
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:

teachers for open—-space environments; several of the fcatures did not
seem to be @nique to open-space, but might be applicable generally'to.

teacher preparation. F . o -

»

In particular, the responses indicated that attention needs

”

to be directed to the concept of space. This may well’epply to a

self-contained or enclosed ¢lagsroom as well as to aﬁ§bpen area.é The -
l -
varieties of space of which a teacher wceds to be cogni7ant, and the

ways 1in which each may best be used effectively, could be developed
~in greater d:tail. 'Com?ents tended -to suggest, however, thaq the
teachers were edually oncerned abou™the strategles which should be
employed in the use of space as they were apout the nature of the
space ivself.

. "This concept of speee was linked with the othex” theme
running throughont_the research findings: the.practical operations
in-the schools were not simila?*to thoee described‘in the‘articles.
On the‘one hand this suggested that in—service programs for teachers
' should provide awareness of the uses to which apen space is being put
"in other 1ocations;A On therther hand, student teachers also need
t6 be made aware that . the practices seen in the schools used in this
.study were not necessaril; the obly, ngr the best” teaching strategies

v
#

for utilizing space.
‘ The physical environment figured.prominéntly in the'comments,
;Again, this suggests that teachers should seek opportunities to
explore possibilities of teachng within the physical setting 80 ., .
-that theorizing on the flexibility and adaptability of- that '_ ';‘
'enyironment c n'influenceieetqal pqacticea 0ne~obyious.difficult§>

- .
e B X T
o .5

,
:
/
4
A
B ~~‘"-»9“ .

' o . o : T b
' - T



‘- ) ' N ) . ’ ) " [N
o . o : ) S 86

N

was voiced consistently in the interviews: time wa% 80 absorbea in ;

undertaking the daily routines of teaching, that there seemed to be

little opportunity to plan different strategies or to attempt variations jﬂ

in physical arrangements. Neverthelegs, some'teachers were,adamant

that innovations of this nature were essential in theif‘openfspaces,

-

so.that they could be more fully aware of possibilities and
1imitations provided by the physical setting. ) -
\\ ' 4 In summarizing their opinions and reactions to the unit

booklet, many respondents mentioned that the variouiydescriptions-of
S ‘ ' ~ = . ’
EE . R

*‘the use of open-space were important to provide a greater awareness

e
¢

~ of this facility. Thus, teacher preparationémay need to provide ¢

erti;;les in gone condensed’fom, similar to the vbooklet used in this.

'

research, in order to have such variety readily accessible.

Alternatively, visits to other school settingS‘ﬁay'inCIeese the
RS : : ) ’ : . e

'onsCious.awareness of the varied uses of space and of the facilities

N

R}

‘provided. : o , _
THEORY - PRACTICE RELATIONSHIPS

Y
o . N ‘ .
What theoretical e0ncepts canﬁbe“nsed in practical settings?
. o . . N . . ) $‘ . .

‘Data Sources ' . o .

4

In aodition'to the data already referted to, the sources for

i

response to this question wvere interview comments, responses in the
!

Individual Choice %iary (ICD), and section C of the Unit Evaluation (UE)



i

Findings from the Unit ﬁyaluation

Two items in section C of the Unit Evaluation were related te
this question. One referred to the ways in which ‘the booklet drew
together aspects of theory for use in the practical setting; the
other asked for ideas on how the theoretical and the practical aspects

: N
.of teacher preparation could be more closely related to each other. -
Three major concerns were evident in reply to the first

item: (l) every situation ‘was different fodieach teacher and therefore

there was no substitute for personal teaching experience to integrate

" theory with practice, as the booklet suggested' (2) the booklet .

~
provided the rationale and directed attention to the physical set-up, -

with an emphasis on particular practical facilities, even though
these were not always applicable in specific teaching stations,l

(3) the booklet was extremely helpful in bringing together research
articles and descriptions, and it should be compulsory for all pre— i

service and in—service teachers, as it may be their only real source

-of information relating theory to the school. situation. These L

L\

.responses did niot detail what theory was applicable, but assumed
. . £ Y
PR i .
that the booklet as theory, was apprOpriate

Specific suggestiong emanated from the second item. In—class

)

l'obaervations were stressed-— we were given what to look for, therefore

7\,@,

:we saw it " Seminars conducted by university personnel in the school,

p

together with inservice workshops for teachers, were advocated The

A
*

..tgraduate students considered that their half-day assistautships were.

beneficial in relating theory obtained during the week to the actual
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RN

Bettiﬁgs--‘Several respondents re-iterated the ofobab]o valup of extended

internships. Some teachers and undergraduates requested that specific
A
times be set aside in the school for assignments and. activities such

. as: the booklet proposed Another conq‘stent comment . related to the

;greater involvement of: university consultants working on a £u11 -time

T

basis in the schools as needed resource personnel since the teachers:

seemed to have neither the time nor the interest to commit themselves

to the student teachers. i B

- . "One discerning comment from a graduate*student pointed out

n e

some of the continuing difficulties of - relating theory to practice.l

Because the theoretical aspects grow out of the
individual's desire for what should be, and the
_practical out of .a resignation to what "apparently’ . o
1s. 1Instead of “denying that frustration and . TR

failures in_the teaching situation exist, it is
important that they, be expressed honestly,
emotionally, and without fear of which - ‘personage’
might be. turned off. . Theory has no business:
being ‘a part of my corisiderations unless ic s
grows out of my experience.,/ o ST

Findingsdfrom the,Interview’Coﬁhents ! _

The interviews evoked comments on the need for more effective

communication between the university and the schools in o to ..

,

provide for mutually prepared directed activities aad observations. )

o

- More ospbrtunities for student and cooperating teachers to talk
:toge%her might bring out: bqth theoretical and practical considerations o

' of any particular situation.‘ Again, many comments were directed .

”towards the three-way conferences for student teachers, cooperating
e

teachers and university consultants on. a regular basis. -Onesschool~

L3
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staff felt that the materials provided in_the bookletidid not provide
the stimulation which only participation in an open-space environment
pah afford.

| Nearlylevery interviewee;advocated nore practical experiences

in'open—space séttings. The aversion to half-day observations was

-

compensated by an insistence on 1onger practicum periods in each’

year of the preparation program. Continuing, directed, cooperatively

planned experiences at frequent intervals would it was claimed "make
..\ \

universlty work more meaningful, '

Findings from the Individual Choice Diary

Reactions were favorable to the use of a curriculum resource,
unit which provided theoretical readings, general information,and
y practical activities The booklet was perceived by many respondents

as ‘one. means of relating theory to practice. Ih particular, the

activities were valued for directing observations and providing actual

» >

suggaestions for using the available space and resources in particular

ways.'_Criticism from student teachers stemmed from the difficulty of

‘~,carrying out ‘these activitiés in someone else s teaching area. 'Short,

-simple, clearly defined observations énd activities were applauded
‘Some respondents suggested that the activities could have been more'

~:direct1y related to each specific article in the curriculum unit, in

R

. an attempt to put certain features described there izto practice.

,' Similarly, the suggestions for the teacher conferenc s and

discussions-were considered to be aniexcellent idea,_essential to the

.
N
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successful use of the booklet by both the student and co-operating
teachers. However, the gtudent teachers often CCmnented that these
discussions did not occur. The summary-(Tabie‘?),_indicating the'

frequency with which these,infqrmation and activity sheets were .
A

?’categorized as having positive (or favorable), or negative (or ‘

critical) comments,vshows a4:1 xatio in favor of the activity sheets
¢ ‘

. and worksheets, teacher discussions, and directed observations

~ The sheets seeking reaction to conferences between teachérs

\and student teachers sugges@ed questions which night be considered

to promote discussion-and mutual awareness_of the psrticular spatial

setting in which both were. working. Examples of the’ responses from

‘one of these activity sheets (Appendix E) showed that the students

sought to identify the concepts on open—space in the readings with

o

- the settings in which they weré teaching. Col e,

,Discussion

. These findings have beeﬁ related to three facets of the
y

theory practice concept for open—space schools.» the respondents

'perceptions of the usefulness of the curriculum resource booklet

‘for incorporating theory into the practical setting, specific

suggestions on what aspects of theory cah be spplied in open-space

';practical sett ngs, ‘and" general comments on the university—school

'2:,re1ationship ‘J."E-ij 'h'\

The unit booklet on the open-space environment ‘seems to have

been accepted by the three groups in the study. The provision of

-



v
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TABLE -7

91

R T

SUMMARY ‘OF RESPONSES TO SPECIFIC ITEMS; IN THE.INDIVIDUAL, CHOICE

DIARY RELATING TO PRACTICAL ACTIVITIES '
ftem Total Reébbnses _ Ratio <
‘ . - |Positive ‘Negative PosiFive Negative .
vAwareness Activity 31 ' 8. 4 1
Awareness Worksﬁéeﬁs (35 | .87 ' 24 LHA _ 1
" Teacher Conferences & ':-,: : . |
Discussion (4) 90 20 4.5'» 1
'Di;ected Ob;ervation.(S) '993--7 15 6 . 1
Direc‘te‘d Ob'serva't‘ion ﬁérkahee‘té : o ’\
4y - oo oo - 84 38 2f2 ’ 1
‘Teachef_DiséuéSion adfksheets 19 10 N "é 1 .
éﬁall Group’Information - A28 4 7 1:
Small'GrouhWotksheétg ' '520 ‘: _ 5 ~ 4 1
Class Teaching Ipfoimation | 112 8 | 1 : | 1
vq;;s& TeéchiﬁngQstheef; 7 f\IQ o 8[ 1.2 | 1
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semijself—instructional materials, bringing together in,convenient
format research ‘and descriptive‘readings,'general-information; and
practicaI activities, was welcomed by some respondents as a positive‘
. step towards utilizing theory in the practical aetting, but ignored
in the comments of others The precise details of what content is
included, and the,juxtaposition and relative importance of each’
segment depends/on the orientation of the curriculum designer and on
‘the comments provided by those who use the materials' It must be
recognized/that such a booklet is only one avenue through which
‘theoretical concepts may be introduced 1into the practical setting
The respondents were people directly involved in practice
teaching, their experiences mighb have affected their views of the
more general theory—practice relationship‘ However, it is important
hto recognize.that a majority of the respondents favored improved -

L
N

h/university—school communications BOth the teachers and the »h

z student teachers_indic;ted a concern for mutual planning at all

o

_ levels.lf

Specific suggestions regarding the use of university i
consultaats for extended periods in the schools are not new.. Perhaps
;‘the clinical’professor concept being practised in some other oenters
'may provide some guidance for tﬁe«solution of this problem.' In opZn-'u':
space schoois, the differences in the settings, the availability of

.multi-media facilities, the use. of co-operative and team teaching, and'_'

<’

”f,fthe variety of pupil groupings may all require greater consultant

__roles from university staff both for sﬁhdent teachers and for co-v‘}”'

"voperating teachers.
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'
v

'A major concern. of the studyiwasfto provide‘a sufficient

variety of exposure and experience for the student teacher, without
- ,{ .
denying him some sense of belonging to, or acceptance in, one

school setting. Both forms of practical experience with open—space
settings can be directly related to university courses. It may be

N

possible to incorporate both into each year of a program. One of the

repeated comments regarding the booklet advocated its\use in

directed observation during the first year of a program, in order

to establish some’ basic experiences for. student teachers in open—

space settings.

Each program of teacher prepardtion tendsﬂdo emphasize i
/o

different features and different methods of prephration. The

e

questions in this chapter have attempted ‘to - focus attention on the

open*space components in a teacher preparation program.t

Some data have been drawn from each oﬁ the five instruments://

in order to give a. broad range of respondents perceptions regarding
< [ B L S S 3‘\-/’

e teacher preparation.

In orientation towards teaching and taacher preparation, the

N

;respondents showed strong preference fonlthose items concerning

A

"“children and.teachers._ Some differences among the three groups were '

o 'noted with the undergraduates tending to emphasize the/ideal the

) :"‘gﬂrelating to teaching and preparation‘ Mie

”igraduates the innovative, and the teachers the accepted statements S
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V The findings indicate that teacher preparation can be adapted
“

to open:fpace settingsqthrough providing nore erposure to open—space

R

environments, through the presentation of ‘the philosophy, rationale, o

¢ -

‘ and physical attributes of open—space schools, through in—serVice ‘

"

education for teachers, and through the provision of self~instructional

Telet
"

/*",fmf,.. wmhis chapter has concentrated on teacher preparation The

- will be considered in the next chapter. ~;}‘7=?«.i,;
' . : _ e ?
|

materialshfor pre-service and in—scrtice use. _': Y

Specific features which can be stressed in such a preparation

program include basic knowledge about, and awareness of, g Ap

I3

- dynamics, various types of space, team or’ co—operative teaching, and

.’ o

adaptation of teacher and pupil to the environment. Many other~:'»'

specific points mentioned were incorporated in the articles provided -

. in the booklet.‘ﬁ;:‘

The theoretical concepts useful for pr*ctical settings depend

on the relationships between the university and the sthools. The

booklet about open-space instructional settings was seen as promoting

Q Tar L - {<

theory in the practical setting., Seminars ip the schools, extended

: practicum expariences stretched over each year of the program, full—

L3

time university personnel attached to schools as consultants,

mutually planned observations and directed activities, and three-way

e

\'ﬁ, conferences in the schools during étudent teaching were all advocated

‘\"_ +

e unit booklet content and the changes evidenced in the respondents

’.,

L

el



CHAPTER 5
\

\

o FINDINGS AND DISCUSSION RELATING. TO THE OPEN-SPACE

' !
o

E . _ CURRICULUM RESOURCE UNIT
i

.The findings presented in this chapter relate to the decond

A

sub-problem: To monitor reactions of teachers and student teachers

to the use of a curriculum resource unit in open-space and enclosed

4

- 1 .classrooms. a o

3

_The questions posed for each section in the chapter\direct

'I

+

A ~ :
atténtion to the format and content of the curriculum unit, to the

_changes in awareness evidenced in the subjects, to the features of
- 1
open-space deemed important, and to the/preféréncesrof the subjects

s ?
< s K S

[

for the type bf settihg in which Ehey wish.to teath. .

Babkgrouﬁﬂginforﬁation on the QESpqnse to the‘curricplum' '
. / . ’ S : Ly -

. : ’ A Qe ¢ i
regource unit’is,provided as an Introduction to the chapter.

4
v ,(/ -

- S ©* " BACKGROUND DATA T s o

o . 4 . .
i o - '
T . . .. : - Q.

s

° Data fof the sgudy were collected usihg five instruments.,
A summary«gf_the'returns-frqm'eéqﬁ éroub shows the

d%stribution.of the_fesﬁonses for each instrument (T;bie 8).»F°‘ .
» ; On the-batié ofbthe dates*recorded'in the’iﬁaividual Choice |
Diary\(ICD)'whén eaéh item was‘aﬁtempted, é?me.estiéate ogjthe v

. diatriﬁht;onlé;:thé tiﬁé'devéted té thejcurr;culumYQh§t was maée. L

.‘e;;ﬁ Téb:_].e;’9”show‘sithat most of thé "su‘b_“ijecbts' completed the n';ateriai ('av‘er_ |

FlE
c. . B ’ e TG e Y

95-
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TABLE 8
RESPONSES OF THE SUBJECTS BY GROUP TO THE
EVALUATION INSTRUMENTS
A B Numberg of Total
~ Instrument Graduates Undergra?uates Teachers N
Professional Preparation : “ V ‘
Questionnaire 27 24 49, © 100
Individua& Choice . v : o
Diary = ° ¢ 14’ B T b 34% 69
t E v <3 ' s
Activity Sheets 15 2L 6 42
Unit Evaluation 26 20 ‘ 37 83
. %
Interview {> 21 %%k% 3Gkk* 72

A

Notes:

3

* In addition, one staff of B responded on a composite return

** Tndividually, selected from a table of random numbers
k% In groups, by school ,

3
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—

TIME PERIODS DEVOTED TO THE CURRICUiUM UNIT BY THE GROUPS

Groups of subjects

Separate periods of tipe”devoted to the Unit

Total pergéntage

One week Two Three Four or more Not
or less periods periods periods “indicated
Graduates
N = 14 2 3 6 1 2
Undergraduates .
"N =21 ) 1 -9 6 5 0
Teachers
N =34 7 13 8 4 2
) $
Total N 10 25 20 10 L4
14.5 36.2 29.0 14.4 5.8
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two different periods of time.

O

~

The approximate proportion of the booklet completed by each

respondent wes slso_estimated. Table 10 shows that more than 70

per cent Hf the respondents attempted over ‘half” the unit booklet. The

‘individual categorization of items within the booklet sdggested that

the early sect%ons of the booklet were completed by more people than

{other sections The ten readings, except for the 1ast three,

L

received approximately the same frequency of response (Table 11). .

Some generalizations are pogsible from these data. >

@

Respondents in all groups approached the unit in a lineéar fashion .

that is, the earlier sections were completed more frequently than' -

v,

the later sections. More people from each group completed the articles
than'either the activities or the information segments. The most
»common'reason for not completing the material was lack of time. The’

space provided in the ICD for comments Vas.usually filled;'in’i

L

commenting on the articles, many subjects used much more space than
* the, three lines provided.

The three groups differed on some‘responses: A greater'
i 3
percentage of teachers than student teachers did not respond to the /)/,-

lmajority of items in the ICD. Comments from the undergraduate
' /

respondents indicated that small groups of pupils had not been taught

by them during the practicum as was suggested in the Unit. Little

l

time was available for the students to be in open-space environments.

L
!

Teachers suggested that some items were appropriate for students,

but not for teachers.

Overall, the responses to the booklet were favorable;:withl
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' / TABLE 10 C
\«.’/ - ) ' ‘ .
- VOLUME OF RESPONSE FROM EACH GROUP SHOWING THE
. . ?ROPORTION.OF THE BOOKLET COM?LETED
3 :
RespQQdents Estimated volume in -fifths -
: 2 3 4 5

Graduates .

N = 14 "1 4 0 5 4
Un&ergraduatés , ‘
N=21 0 1 5 6 ©9
Teachers , Lo : .

- N =34 2 b 9 . 10 9
, ' ! 4
Total N 3 9 14 | 21 22
. : ’ i .
Percentage Total 4.3 13.0 ,20.3\ . 30.4 -~ 31.9
o . | \\\\i”
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 TABLE 11

FREQUENCY OF POSITIVE AND NEGATIVE RESPONSE TO THE ARTICLES o

, IN THE UNIT BOOKLET

[

Article Numbers of Catégbrized‘Régponseégﬁ R
(in order of place- E S S e O Rank
. ment in the unit) Positive Negatige‘ - Total Total = Order

Ingalls . 49 L L e 78 =5

Shaw | 41 coan s L g
_Eberle = 1 31 21 52 60 9

Hersom ‘ . : . 48 B 10 v  »f 58 82 '(ﬂ 4

" Sommer - T 53 | 84

Traditional o . |
Classroom--Never! 49 R 56 87 2

. /. |
Andeféon R 49 o 2 51 o 94 1
_ Brunetti - o ‘;'.. 29 . B 8 37 78 - s
iDrew | e - 37 H“ .6 "43‘ 1 86 ," 3

CSmieh o ogy 2 | so ¢ 10




only five inddvidual items'receiving'more negative than positive

i ’ o ’ S . N .
comment, from any one of the three groups. : \ S
) . ) : ' :

RESPONSE TO ?HE‘STRUCTUkE AND CONTENT -OF THE UNIT
o o = v o .

| ' .

Can a*curriculum'unit be‘designed to change teachers'

awareness of open-space settings? L -

Data Sources/\' A ' - = R ,'/,
< | E /.

N . . - /

2 o - . \ . . /
The responses to interview questions provided data .on the/

- /
S

format of the booklet. The reactions to the content of the booklet
': were obtained from the Unit Evaluation (UE), and from the detailed
(commentS‘about the items reported in the Individual Choice Diary
'~ (1cD). ’v':: ) kh g d R _‘ g’ e k:/

“

Findings from Interview Comments - AR AVJ :’ / S //

The general purpose of the booklet was: apparent/to most /

- ;
g

respondents. Many commented during the interview on/yhe value of the
foreword, some thought that the foreword should have»mentioned that

both critical and - laudatory articles wege included. Very positive :

‘comment Was received regarding the juxtapositioning of information,

articles, and activities within reasonably der}ned segments of the
. ’:Z. R . ' . (‘l’fi‘;‘

booklet.. : o (R . /‘ T . =

. .\ 3

Respondents suggested that the scopé(and nature of the artic1e8>

" be widened, especially to include materia on traditional clsssrooms,
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.that'those materialsewhich duplicated content be removed; and that a

- check list or questions following each'article be provided, in order

to direct attention to the.mostrimportant features

L.ad

. The comnents provided for each item of the . ICD are sampled in

Appendix D. The main points emerging from this analysis refer to the

booklet content and are treated according to the segments of the
booklet. g A

- \ i : .’ . v - R 2 ) /"

__seenpas superfluous, especially by the teachers. lack of time and

' Findings from Individual Choice'Diary- . . - ‘;'p' //

Ceem, “~ ' o o

R " The introductory pages were well received with the exception

: of the overview, which was considered unnecessary and impractical

RN /
The definitions of terms and statement of objectives evoked favorable

" comment.

: The white information pages received mixed responses. ’Teachers

'often omitted these and the yellow worksheet pages. Nevertheless,

the teacher conference/discussion pages stimulated favorable reactions.

The awareness activity was not favored as much by teachers as by the

. -/

other tWo . groups of respondents. The small group activity and

,ffiinformation SHEets were‘well accepted by those who did them. The

< class teaching information, howevcﬁ: was considered unnece%ary by

[

the student teachers. The lecture reoéived favorable reaction from

"dboth student teacher groups. The liat of additional readingsdwas

'inaccessibility of readings were the reasons for this*reaction.

‘Graduates and teachers saw the interview gs an unnecessary '
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duplication, in view of the written omments in the ICD.

ReSponse to the idea of 234 iding the yellow activity sheetg/
.was positive.from the 42 per £ent of the respondents who completed

" them. fNevertheless, reaction to some individual activity sheets

was ;nfavorahie._ The student teachers contended that the teacher
discussions often did not occur, Undergraddates, in particular,
seemed unclear about the requirements of the directed observation »
sheets.ﬂ'This group also protested the lack of tfhe to use the small
group and class. teaching worksheets or to discuss them with teachers.
vTeachers considered the yellow worksheets inappropriate as an ‘Q
activity; the_12 per cent'who did attempt them, however, responded
'positively, indicating the benefit . that they had gained from

alterations to furniture, re-grouping of pupils, and re-storage of

.« materials. ' One teacher‘responded-that the worksheets "made you

thinkwformaily aboutlyour\own area and how and: why you work’in these
hareasi" B | T

The ten’ articles were distributed throughout the booklet in ;-
,‘threergroups descriptions of open-space settings, group dynamics o
i and team teaching,_and critical and research based articles in" |
the first grouping the Ingalls article was deemed realistic, o
enjOYable, and equally aPplicable to the traditional classroom - ?ortyi’
eight respondents were enthusiastic over Hersom s suggestions., Ther'v:
v'.second grouping contained only two articles. The Sommer article :

on’ relational space and group dynamics either fascinated or ’

: 'confused the subjects. Forty-nine respondents applauded the other

‘ngvarticle which described team teaching in Caﬂgary, because of its

L .

[ o ‘ - - T ..
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! 3

fspecific descriptions and practical suggestionsf) of the critical
and research articles in the third grouping, Anderson § was acceptedk'
with relief and some amusement as a realistic and practical

criticism providing firm and helpful conclusions. this article

received a greater percentage of favorable comment than any other.,

Many respondents omitted~Brunetti s article, probably'because of

poor reproduction and small print, twenty-nine people praiseé’the

‘article as "logically organized" and "dispassionate",in contrast to

n,.z

Anderson s. Drew 8 article, in spite of poor photographic

‘ reproduction, was very well received, especially for its structure.

Smith's one page article was given scant attention (Table IIT

In summary, the reactions expressed in the ICD onrthe content

of the booklet were: generallx,ﬁavorable Of the three groups, the

'.lgraduates were more consistently positive in their reaction to the

f items.. Apart from the articles, the response to the other two

° ,'\
m . - 2

vsegments of the booklet was not high particularlygi;om the teachers;ﬁl

'-Ihe specific directions provided in the white infoﬁhation bh?ets
il evoked strong positive reaction from those who commente& Shhilarly,

' from those who took time to work on' the yellow activity sheets,_'

“q ;
-,

'f favorable reactions were gained.~

Findings from the Unit Evaluation

s
1

~ The Unit Evaluation contained two questions which asked for

tiecommended changes in the unft booklet. Criticisms were. directed\

:,towards length of the booklet and lack of motivatioh to attempt thev

.. )



- study The strongest positive suggestion was to divide the booklet'

4:h into three or four smaller ones, corresponding to the format ”_z g
groupings of ‘the booklet.f The respondents perceived the writers of
the articles as promoting open areas as the panacea for sl;/ t:'
heducational ills.- More emphasis on comparisons of traditional

. classrooms with open education was requested More descriptions

' j}and research reports based on local and practical conditions were

'5,f;among teachers, student teachers, and university consultants, greater

Yoo
W

’

- frequently advvotedd ﬂome of ehe failures of open—space also needed

I

. % .
_to be mentioned The undergraduates, in particular, were in favor

E of inc&ﬁding more yellow worksheets to direct their activities

'liwhilst in the schools._ MOre room for comments on these worksheets
was also desirable. Several respondents felt thst the booklet }2' ‘fQ
should be specifically designated for use;only in open—space e

'mteaching areas.L Provision shoﬁld be made for additional discussions

o

yeintegration of teaching practice with Curriculum and Instruction

ffncourses, and a higher priority to developing awareness of. open-space._'gﬁi

’Discussion,f";{ R T S b I e W LR o

The findings on the'structure ornformat of the booklet are

S

S clear. The booklet was easy to follow in basic‘format hut specific

vf’f‘booklets, with a possible reduction in content, either through

“;fsuggestions for improvemen were offered.g The most important

:f.modification would require dividing the materiaI into three smaller ;‘&

'5°Mittin8 Bome of the descriptivs articles, or summarizing some of ;;
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the ﬁepetitious material, or both. A greater variety of activities

’;eodya be provided to direct attention to other practical aspects of |

f”the application of space in the school environment. If this modified

P"f'

Qﬁﬁommat were implemented it may also be. desirable to establish

/

specific time periods for completion and discussion of the material

in the first booklet Beﬁore the next ‘was issued The structure of T

,ﬁ readings, activities, and explanatory information should be retained

R Y

: (‘&"' Rl

S perceived by teachers and student teachers?

. .in each booklet

The booklet was an initial foray into the field of awarenessf
:;of open-space school environments. The needs of the particular
;environments and populations to be:served may also dictate different
Zemphases in content It is argued that the provision of materials k»

in this semi—self instructional booklet form does increase

~_,aawareness of the spatial environment on the part of teachers and

student teachers in teacher education programs. , _‘-f
W\A LT : S Y T : S

.. IMPORTANT FEATURES OF OPEN-SPACE

i

'«‘Iv What are the important features of open—space settings

i N

o : . e . E S

‘Data Sources
CRDIER

{

‘;'ff{ﬁ@' The seven statements in the Professional Preparation

Questionnaire (PPQ), section A\ have already been donsidered in ;

e

Chapter 43 they will be re-iterated here since they specifically

o 106

o
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. sought a measure of a;reement on the features important to open aréa :
| : schools The main sources of data were the interview comments, and
comments in the Individual Choice Diary (ICD) provided in‘!%sponse

o to specific features mentioned in the articles ";

‘ The data in therPPQ items indicated thatvthe strongest p
- preference was concern with the child's adaptability to the spatial
‘_~?, environment (Table 6) Flerible use of time, and the grouping and
[ “37?>dre-grouping of - children vere also considered important. . |
;(f:?;d" i‘v“' A synthesis of the data from the interviews and the ICD '

“‘suggest that the following are perceived as the important features

'.'«'»"n_

of open—space settingS'

co-—operative planning and teaching o
-~ ways to organize groups and activities '
',;flexibility dn the use of different spaces -
use of resource and multi-media centres
DR _children 8 adjustment to  space S
’ R ~expectations. of teachers for the use of space and resources
E " additional "back-up" rooms, storage; and shelf- pace
. freedom of movement for children v
.‘plazning ‘activities rather ‘than._teacher"’ s talk ng. ‘use of
different teaching strategies fe,v . A T

IS

| ',aniscussion.,§@‘= -
SR ‘ ';' S

Caans L AR o e i Tt E . - )

_ L i
The data do not lend themselves to rank ordering the

-

importance of these features.‘ Ihe items from the PP& have been pii"

established in rank order, but the range of items was limited by
L e

’f, the instrument.; The free comments in the interviews and ICD provided
Z-QT"'._"'Z ;t’ jﬁ *',fﬁ ,’gj}ﬁf_ J."'“,"h.;h' L ' '

-~
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-y

a much greaterorange,~and the list given in the previous paragraph

-

ig Tepresentative of those respouses (cf Appendix C and D)

/ ’

TS

y;
;o
é- E . Three features seem to be prominent.‘ There was considerableﬁ
’ 'hconCern from ‘the subjects regarding the adjustments children will
;'~_ be . called upon to make in an open—space environment. In part,, this .
may indicate that the articles in the booklet have provided an
-‘);fuj awareness of this aspect.. In part it is a response to the
observed phenomena in the schoola. The second set of features o
’»focuaed attention on the.use of facilities, reaources, and’ space ]'A @ff
itself. Many of the articles concentrated their descriptions on o
these physical features and they may have played an important part

?'in the development of instructional atrategies. Comments, however”

'were directed ‘not-so much to what the physical environment was like,if'~
to the/uae which eould be made of whatever environment and S
F-A'features were actually available.‘ The\third group of comments

“:centred around the changing rolea of the teacher, and the co-operative
Afivnature of the teaching task The comments suggested that the teachers.
'1;‘in the schools in this study did not engage in co—operative or team .
'\hteaching, that*they had no clear expectations of their own&gale in If
vt'open—space as distinct from their role in a conventional clasaroom,';
‘;and that theyswere not apparently.engaged in innovative techniques"
v';which might be adapted«to the open—space environment.;»*-‘v' o

Two further obaervationa may be made. There were only five"

°h;?teachera in the population who h&d not taught in conventional rooms _
-ng‘at some stage in‘their careera. Sinty peréient of the teachers had

-

*”fthexperience of both opan and conventional claasrooms, while thirty

P
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' per cent had taught exclusively in traditional roous. These figures o

A

suggest that approximately half of the reSpondents were teaching and, -

o
v S a

obserVing in’convention&l rooms ddring the period of the study. Thus, -

' .- the comments on the role of the-teaé?;r 1n the open—space environment
) . . - . '

might have been partly a reflection of the student teachersi'lack
: of opportunity to become acguainted with teachers in this environment.
The second observation needs to be made that- many teachers operating
’ : v
in COnvpntional roomsﬂrepotted that,they‘were now more aware of
the ootential for uéing many of the techniques and facilitieg»c{;
< 1 suggested in tﬁe booklet in their ‘own enclosed settings.’ Adjustment,
s é&erefore, may ipply 59 any;envitonnent, ratner tnen Oneflabelled .
‘ ' "ogendsp;ce', « v - - ‘f, ’

/\i ' L " The data obtained fronathe respondents'imply:that nersonal
adjustment to, and ptilization of, facilities and settings are as

important as the physicaI features: of the environment.
~ . j ' . 4
. ‘ e _ o n 1

; ‘ RESPONSES TO,CONTENT

B - . Tkl
. - T e W
. o M ’ ﬂ /
4 :F .
. v

N , . & .
. )4/ To what extent -does the cOn;egtvof the ptf:iculum unit develop
C - S IR o . o c

A - . .
" an awareness of the open—space environment?

RIKE E. ' - : RS g .
v .

¢ ! > - i e - el .
\ Data"Source S ‘;' f;fi . ' ‘ . :‘ ' |
B R T s . g .

. H . .
2 . N u . ~ .

Data were.obtainedufrom'the eighteen statements in'section A

o ! ?‘ ¢

° .of the Unit Evaluation'(UE) A five point ‘scale (Very great—-none)

‘,.

was used to\record the extent to whicL\each _reéspondent considered
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" that the unit booklet had assisted understanding of each item.
/ : o

Ve Lo ' t ' T
: ¢ LN
. . ¥

-«

Findings

The eighteen items were divided info*two_broad categories

"(spatialifeatures, and preparation for instruction5 by a.panel of

judges. The items have‘been re-grouped according to’these vy
‘broad categories. The mean scores and’standsrd deviations for each
grouﬁ of spibjects ate:presented in Tables 12, 13, and 14.

a4

- T

mean scoxes for the nine items relating to spatial

-~

features e greater for each group of respontients than those in

~ the second\ category, with only a few exceptions.

~ For Most items, the mean of the teachers' group is lower

" than for either of the other groups. The means for the undergraduates

are generally higher in both categoties.

4

) . N -

§ .
Discussion ° . e N

7

If it is assumed that a mean of 2 5 on a five-point interval

scale indicates average or mid—point development of an awareness of’

.the concept measured then the respondents in this study perceived

the booklet as contributing to their awareness. However,nscores on

.:A_‘ Ed

“such five-point scales tend to be inflated and it must be recognized
that the regpondents had difficulty establishing ‘the extent to which
X their responses were: truly a reflection of the impact oﬁ the booklet,
as distinctvfrom‘thelg previous knowledge and experience. “For these

Al

' ressons it would be more realistic to agsume that an arbitrary figure,
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"IN THE GRADUATE GROUP | }\/\ ]
"N =26
4 .0 ;
Items Ranked in Order of Highest Mean Mean . S.D.
(UE, A) ean -
+ Awareness on §pace
(7) Becometacquainted with research on open-space 3.62 0.923
(18) Become acquainted with articles useful for K
k teaching in open-space settings 3.56 0.804
. (11) Become conscious of physical environment in .. . _ :
‘““\*\\\\\\ working with small groups 3.45 0.865
(3) Identify facilities associated with open—space 3.42 0.927
(8) Become acquainted with criticism on open-space 3.35 0.917
(2) Understand and use terms like 'open-space' . . . 3.31 0.867
. (5) Differentiate features of environment .. 3.28 0.665 -
(1) Develop an awareness of space | 3.24 0.763
(4) Assess varlety of ways space 18 used 3.19 0.621, -~
Awareness regardiug Preparation '
(6) Obtain insights into small group interactions - :
) occurring in a spatial environment 3.31 0.867
» (15)‘Plan class activities to use accessibility of n T
regources _ 3.28 0.826
(14) Plan-activities to consider interaction of class  3.21 0,706
(13) Plan activities for total c¢lass, in relation to : -
. the physical grouping v 3.20 0.632
4 (10) Plan activities for small groups using facilities o A
- and resources available 4 ‘ . 3.15 705907
~(9). Plan activities for small grOups w o of children' 3.04 0.940 -
(17) Plan lessons to- incorporate alternati activities- ‘
for children , ' s v - 2.96 0.774
(12) Plan activities for the total class . . s 2.92 0.62}
(16) Plan lessons to incorporate several teaching , L
strategies 2,72 0.665
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TABLE 13 -

PERCEPTIONS OF AWARENESS ON SPACE ANDPPREPARATION .

IN THE UNDERGRADUATE GROUP °

"N =20
Items Ranked in<Order of Highest Mean . Mean S.D.
(UE, A) :
Awareness on ?pace
(7) Become acquainted with research on open-space 3.80 0.678
(8) Become acquaintei with criticisms on open—space - 3.80 0.748
(2) Understand and use terms likev'open-space' « .+« - 3.65 0.852
(18) Become acquainted with articles useful for : . (
teaching in open-space settings ) 3.60 1.019
(3) Identify facilities associated with open-space 3.50 0.742
(5)’Differentiate features of environment . . . - .3.45 0,921
(1) Develop an awareness of spsce ‘ - 3.35 '0.726‘
{11) Become conscious of physical environment in v -
working with small groups " 3.35 0.654
(4) Assess variety of ways space is used : - 3.15 0.910

Awareness'regarding Preparation‘

(15) Plan class activities to use accessibility of

resources : v , - ° 3.60 0. 800
. . e

(13) Plan activities for total class 1in relation to
~ the physical grouping s ] . . 3.50 0.742

(14) Plan activities to consider interactions of class 3;45 0.805

(17) Plan 1essons ‘to incorporate alternative activities

. for children- - A 3.40 0.735
(10) Plan activities for small groups using facilities ,
. and resources available - ~-3.20 0.980
(12) Plan activities for the tbtal class ;’. . - 3.5 0.910

(9) Plan activities for small groups~;;. . of children -3.15 0.910 '

‘ (16),P1an lessons to incorporate several teaching . :
b strategies o o : : 3.10 0.889

R A ,
-(6) Obtain insights into small'grdup interactions
© occurring in a spatial environment ‘ ) 3.05 0.865
‘ . ——— ‘ v = m ":=:
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& ‘ TABLE 14

. _ N
PERCEPTIONS OF AWARENESS ON SPACE AND PREPARATION

IN THE TEACHER GROUP

113

- N=39
Items Ranked in Order of Highest Mean Mean S.D.
(UE, A)
Awareness® of Space
(7) Become acquainted with research on open-space 3.72 0.986
i18)‘Become acquainted with articles useful for«< - i
i teaching in open-space gettings ? 3.45 1,207
(4) Assess variety of ways space is used 3.44 0.810
(3)‘Identify facilities associated_with open—-space 3.36 1.000
. 4
(2). Understand and use ‘terms . . . ’ $3.23 1.073
(5) Differentiate features of environment 3.23 0.973
(8) Become acquainted with criticism on Open:space 3.18 0.984
1y Develop an awareness of space 3.10 0.87Y
(11) Become conscious of physical environment in :
working with small groups 3.05 0.932
 Awareness of Preparation
(13) ?1an activities for®total class in relation to" ’
. physical grouping 3.00 0.958
(14) Plan class activities to consider interaction 3.00 0.934
(6) Obtain insights into small group interactions o :
. _occurring in a spatial environment 2.90 0.955
‘(15) Plan class activities to use accessibility of N
. resources : ) 2,79 0.882
ReL)) Plan activities for small groups using facilities } - o
’ fand resources, available : : 2.77 0.831
(12 ‘Plan activities for total class . . . ’, | 2.77 0.973
(9) Plan activities for small groups. . for children 2.74 0.869
(16) Plan lessons to incorporate several teaching | -
‘strategies 8 ‘ .. 2,68 0.862:
(17) Plan lessons to incorporate. alternative activities o
for children ' : 2.58: 0.347

BRI 4

2
SR
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‘s’ay 3.0, ahould be selected as the reasonable measure of development
The data, on this basis, suggest ‘that most of the items were ,
positivelty perceived ‘ o ¥

‘The items relating to the "spatial features thomed a
substantially greater mean than those relating to imatructiohal
Preparedness. They suggeet that the booklet had a greater influence )
in the awarerzess of spatial features than in preparation for ‘ .

. . ¢
Instruction. This result may be influenced by the respondents'

reluctance to oVeremphasize their.previous knowledge of inatructieh.
Substantiation for these inferences come from the commentsg of the
respondents which suggest that, in fact, they had benefited from the
booklet in their underatanding of spatial features. It could alao'
partiaily explain;the much lower mean scores for the teachers on the
.inatructiomal iteme . | |

| The data also suggeet*that'themitems permitted a range of
- values to be selected by the respnﬁdents. The standard deviations‘>
_‘for the' teachers are greater than for the other two groups which :

o4
suggest that the outer pointa on the continuum were used. Inspection

of the maximum and minimum lues for each 1tem shows‘ that lvmiy. four
, items were checked at the lugr limit (1) for ‘the student teacher |
groups, while sixteen of the eighteen items were 80 checked by the j |
, teachers. All groups used the upper limit value (5) to approximately
the same extent ., 3 | ‘ .
It is possible to suggeat, on the: bes@ of ,these data, that
the teachers did not bene!fit from the unit materials to the same

extent that the other two groups have indicated ‘rhe group of items ,
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J

~on spstialdfeatures'had thigher mean scor than the reanining

~‘specific items change followigg exposure to the curriculum unit? .

 Findings =~

sitems suggesting that the booklet may have c_ tributed to’ the

: development of an awareness of . these items to- some messursble extent.

K

; This inference is substsntiated by the comments of all groups during '

interview. : i . e "f,} A 3 , T L

-

' 'SPECIFIC CHANGES IN CONFIDENCE LEVELS = - &

Does the initial levelaof confidence in, or undetstanding of

@

~ ,*ﬁ,
WA

SE ) v : -~

Section 1 of the Professional‘Preparation Quéstionnaire (PPQ)

was a twelve item opinionnaire seeking a measure of confidence tn, or

understanding of, each of the items on a five point scale. Theser.'

twelve 1tems were rg eated in the Unit Evaluation (UE) after the unit e

. booklet hsd bean completed. Seventy—nine of the respondents provided

both sets of responses for comparison. - ﬁ’ S

an

-

probability beyond 0 001 for the seventy—nine subjects., A graph

ahowing the degree of difference in the response for each 1tem on »7h5'
'i_igthe pretest and posttest is provided in Figure 8. the mean scores oni

'pre-teat-posttest for theae subjects are given in Table 15.

DL
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On a t-test of means each of the twelve items showed ‘a levelof

-
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. NUMBERS OF TTEMSk#

4 =- Considerable g,modnt:l

3 - Moderate ahouni_ :
. ®#Statements for each numbered 1tem are given in Table 15 -

2 -ii,ittlé.

* Mean score ratings:’

¥

Mean Scores Per Item Before and After Treatrqent

. Figure 8:



=] o - S 1
TAELE' is | |
DIFFERENCES IN MEAN SCORES QN PRETEST—POSTTEST RESPONSES
TO MEASURES OF CONFIDENCE ITEMS FOR ALL SUBJECTS

N-.7,9-__'

R

Items Ranked. in Order of Measure of Difference © | __Mean Scores.
(PPQ, Is UE, D) . - - Pretest: Posttest
e L L e

(6) Implications of 'peraonal space’ for R T T
children in a spatial environhent 279 23,70

(8) Child's psychological space o :; : 5 . ‘v2;58” '3.42>;
(5) Teaching strategies in a apatial environment. : 2:86 . .3}§7?
(7) Teacher 8 role in the spatial environment _ .2.90 “livfﬁg§8,
(11) Creative use of teaching-learning space 1ﬂé2.90: ;b 3.;%
(2)'Uae of instructional media center o S }A3;19» - ;Q.é;-i‘
(9) Group dynamics, eapecially in open areas. o ,2;?0 o 3;53
(10) Social space ae a factor in tEaching o 'larb 2;75‘ f:3;34
(l) Lesson planning 1 o | .'__' il : lﬂ_,‘l;72; : '4;é8_;
(12) Utilizing the physical environment ,:- . :'..f’3'32" “, 3.79
:]fg (4) Teacher 8 control and -use of voice = - 'vvl‘;l3;§$_iil 4;11,
| (3) Team or co—operative teaching : f:u-lnf : "i‘ k2;8?:' N 3.é7l:',
vOn t-test values for mean all iteme showed p< 0. 001 . /f/ &\73

A\

Note._ Mean scores were equivalent to the following categoriea
. . _ _
2w little ,
.3 = moderate. amount _
: '~74 = considerable amount
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A Analysis of the data for'each of the three groups independently
‘confirmed.these differences. With the exception of item 1 (lesson

planning) for the group of teachers, all other’ items were significant

-‘to the 0. 05 level of probability or beyond for each of the three

groups (Table 16)t ..A | v | : Hﬁ é&

iDiscusgion
Analeis of the,date suggests-that scores on each‘of thev'

twelve items showed significant increase in the posttest. This wash

apparent for all seventy-nine subjects and for each of the three

- groups separately..d vv. . f" .

The . one item which did not show an increase,/gégnificant at

! the 0.05 level or better was lesson planning in the teachers group

only. This suggests that - the teachers as a group did not gain any

‘significant increase in awareness of 1esson @lanning during the

‘:Gperiod from the completion of the PPQ to the. completion of the UE.

K [It may‘be assumedrthat teachers,have'reasonable facility»invthis B

_‘eres, ‘and therefore the outcome can be expected.- |

| . It must be recognized that the increased 1eve1 of ewareness '

‘indicated for each of the items by all groups probably resulted f&omr.

“a number of variables. With such a large number of significant

- differences, however, it can be. suggested that the material in the

unit booklet and the experiences occurring while the unit booklet

~ was - administered in the school Settings contributed to this change

. C'

’in-the respondents.
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TABLE 16
COMPARISON OF MEANS BY GROUP ON THE PRETEST-POSTTEST FOR

CONFIDENCE IN ITEMS ASSOCIATED WITH OPEN-SPACE

J

-

Items (abbreviated) Graduates : Uhdergra&uates' Teachers
(PPQ, I & UE, D) | . N=26 1 ~N=20 - N=33
: : Pretest Posttest|Pretest Posttest Prétest Posttest

(1) Lesson plan- ‘| 2.89  4.04k** | 4.05 = 4.70%% | 4.18 4.21
ning . : S 1
(2) Instructional | 2.50° 3.54k%% | 3.05 - 3.65%% | 3.82  4.24%k%:
~media center | -, - 1 - ' :
' (3) Team teaching [ 2.35 2.92%* | 2,45 3.00%. | 3.42 < 3.70%
(4) Use of voice |3.45 4.04%% | 3,40 4.10%%% | 3.94  4.18%
©(5) Strategles in | 2,45 3.54%kk°| 2,60  3.65%k% | 3.33  3.79%%
-a spatial : - ST . '
,,.environment : S -
| (6)-Persona1 space 2.77  3.65%%* | 2.80° 3.80kkx | 2,79  3.67%kx
(7) Teacher's rold 2.85 "~ 3.58%xkx | 2,70 ~ 30554%% | 3,06  3.85%k*.
" 1in a spatial o T R o :
: ‘enviromment | 1
(8) Child's - [2.65 3.23% | 2,50 ' 3.60%kk | 2,58 . 3.46%K%
psychological o g . : e
..space’

" 9) Group dynamicsLZ,ﬁzi 3.45%%% | 2,15 3.00%%% | 3.00. 3.42%

(10) Social space [2.62 3.19%%% | 2.55  3.40%kx | 2,97 3425

-

(11) Creative use

| of space  |2.69 3.46%% | 2.80 3.75kkx | 3.12  3.58%%
(12) Utilizing - | 3,11 3.65% | 3.15 3.70% | 3.58 3.94%
. ‘the physica; ‘ - . Lo ! S
- environment
Signlfic;nce:dn t-test for means: - *'= 0.05
P . %% 0,01 _ a
' . ,_-‘ kkk = 0, 001 (or beyond)
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It also appears that the two items showing the greatest |

’~increase are those concerned with children and their spatial

environmentx The. two items with the least change were those about “_«?‘:_f

. ®

‘team teaching and teacher 8 use of voice. )
The findings suggest that exposure to the curriculum unit T
' has contributed to a significant positive change in th@ level of

‘understanding or confidence in each of the twelve items presented‘\

2.

. * PREFERRED  TEACHING SETTINGS ,

AN

SR N : T
i what ‘type of setting would the -respondents prefer to

-

~

; One section of the Professional Preparafiun Questionnaire ENEE
’sked for preferences of teaching setting from among five B
ie settings.' This same section was repeated in the Unit

,ationf(UE)._ Pretest--posttest comparisous were then made.'

4

: A
Findings
There were two shifts in- emphasis on the pref rences of the

: “f;respondents following the completion of the unit booklet. Fewerl

& -
‘.:subjects preferred alternating in both the self-contained and open-* :

' isbécé; ”fironments. The greatest shift in each of the three groups

;;s the open—space environment, although the majority of:the ;ffﬁ;

44 .4 :
fan

SN
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population still favored . the self-contained classroom. ‘The analyses.

‘of these data for all subjects are. provided in. Table 17

Further analysis of these data by groups (Table 18), shows

.that the. greatest change occurred in ;he graduate group. In the PPQ,»
J’52 per cent of the graduates favored alternating experiences, in ‘ 1'<n'2-
~ the: UE only - 24 per cent opted for this preference, while the same fj:'~rl
'percentage chose an’ enclosed room and an open area. ‘For open-space“
,settings there: was an increase from four ‘per cent to“24 per cent,

'showing considerable change for this graduate group, who had S Sh =
'{‘;received more consistent exposure to open—space than had - the U |

.undergraduates.l The undergraduates and teachers also showed'changelpnrd
':hin favor ‘of teaching in open-space settings greater than change for

.-

‘any other preference.

. Discussion o . o T
B Both teachers and undergraduates, in the four schools attended
N%{by the latter, expressed a consistent preference for conventional

~’ﬂGxaBSTOOmS on the pre—test. This may well have been becsuse the j;-'

' -hmajority in both grqups had taught in encl//ed rooms.- The undergraduates;

»lgfhoweVer, showed an increased preference for. open-spaﬁ?‘settings in f’-"'”

" the posttest. The unit booklet, therefore, when used in a
:f{?';'; conventional setting, may have the same effects as when it is used .. f:

.iin the open-space settings to wh, ch it refers, but the evidence is

' not cOnclusive." L

| The graduate group-were exposed '@i#134%°"'eh;"?4¢e-." S

S R
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TABLE 17

~/-

CTIONAL TTINGS

COMPARISON OF ‘PREFERRED ms

i

. N PRETEST-POSTTEST RESPONSES

» N=T9 i

v -

| Perignteg‘,Reaponse Preferences

Pret - .. 77" Posttest
_(PPQ) B

29 ' e 32

ﬁreferenee Item .

: Seif-centeined claBSrbomiz _
‘QPEH‘area environment--wx 1‘- . : j‘;.lj* ;@ 23
Both alternating during each day  . 'f,{ 38> ;“",” ._5 o '}5 )
Either, i.e. no special preference‘ v, } 17 S .19

' Any ocher named by respondents ‘ L L

1
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-

P . 'J;
o p
'  TABLE 18 '
) COMPARISON BY GROUP OF PREFERRED INSTRUCTIONAL SETTINGS
ot - rp . 2 " ® .
p . h ] Q}
_— 2 e
) ._Pre‘ferem,;e Item b ‘ Percentage Preference by Group \
. -\ % - [T Graduate - | Undergraduate . | Teachers
/ N=26 N=20 ° N ="33 ,
e . |Pretest Posttest |Pretest Posttest | Pretest Posttest
Self-contained | N | | 4
classroom ' 11 24 50 - 55 29 26
,"‘ ’ [ ' 1 -
Open area : . R . o
© environment 4 .24_ \5» 3 -2 .o 20 28
Alternating. B S \»
during each _ { ‘ .
day 52 T 24 25 * 15 37- 31
No special ':irbj L )
preference 29}- 28 17 15 10 < .15
Any other | 4. 0 0 5 4 0
S
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enyironments. The considerable shift in their'preference towards the
open—space setting may suggest that the use of the booklet, in

combinetion with this type of settiné, assists respondents to become’
more aware of the setting and to show .a preferencg‘for)teaching in it.

This supports -one of the assumptione of the study that the actual

¢

Setting‘influences response to the presentation;of curricglum resource
imaterials rélated to thet setting. There were many other factors,
however, influeneing the respondents, and it is possible to suggest
) only that the unit booklet contributed somewhat to the grgduates

change in teaching prefenence.
In consideri%g these data, it is also important to remember

that the maquity of the respondents indicated a preference for
4‘conventional classrooms. -In view of the large change in the student

)

teachers in favor of open-space settings, the smell percentage increase
in favor of the encloagduclassroom hag little importance. The data, ¢
" therefore, do sUggegt eichange in pﬁeference for open-space settings
o ! ol ;

following exposure to the booklet materials and the opportunity to
) . et - - ..I et 0 2 .\‘ v
observe and teach in such settings.

o
am

* SUMMARY -

e e

R - The unit booklet on the spatial environment received -

‘favorable codment during interview and in the Individual Choice

o <

&
Diary. The data reviewed through the questions in this chapter
suggest that theﬁé;were definite changes in the respdnses of the
) "1; ‘5
subjects to awareness of the spatial environment For.the.three R



for the graduates, from wishing to experience both -enclosed and
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groups, all but one item produced a statistically significant

’measure of probability at the 0.05 level,

The content of the-booklet'was pérceived as producing an
increased_awareness'of the spatial environment. The booklet did\not
produce as great an awareness of preparatfbn for instruction.

' The format of the bookleu”bas well received. The majpr
modifications 5uggested were (1) to divide the booklet into three '
smaller booklets having the same basic structure, (2) to omit or
summarize some of the articles where duplication appeared, (3) to
increase the range of activitiea which relate the articles to tHe E
physical setting, and (4) to _Incorporate articles reflecting local

practical, and tradttional classroom environments. The three—fold

emphasis on articles, information, and activities was favored by -

i

“the propOrtion of respondents who chose to complete all three.

The important features of open-space settings were deemed to

: concern adjustment to the environment -utiliaation of the physical

’features characteristic of these settings, and the changing roles

required of ‘teachers.
Student teachers preference for teaching changed, particularly

open-space environments to a propensity towards open-spaqe only. The

majority of the respondents favored encloaed classrooms. The shift

on the part of the graduates may be ascribed partially to the

'booklet being applied in predominantly open-space settings

The study itself generated a variety of reactions. Most of

T/ .

the respondents expressed their interest in the research as a

5
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necessary and timely project. Several suggestions were made for °

modification which justified the researcher's apprdach of actively

seeking feedback from the groups. Enthusiasm was expressed for the

interview technique rather than for the diary récogd in evaluation.
The two chapters on4the analysis of the findings have

prgsented tﬁe data related to specific features of teacher
preparation gnd\the curriculum resource unit‘on open-space.
Discussion of each set of findings has been pfévided., There appear
to be several findings which hresent éigﬁificang daté on teacher
preparation for oﬁen-spg;e setfihgs. | | )

| The .concluding chapter will discuss the maiﬁ findings by
referring to the conceptﬁai %ramework and the related 1itefaturéj
Inferences from the data can also be made rega;dinghvaridub aspects
AQE teacher prgpafatién, th; characteristics'andlopgraéion of oﬁen—

~

space schools, and the prgcess of curriculum develoément.

1 . . . .
Recommendations relating to each of these aspects, and to possible
future research, will conelude the chapter.

A
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a 8 . CHAPTER 6

SUMMARX,_IMPLICAIIONS, RECOMMENDATIONS, AND CONCLUSION :
This chapter. summarizes the chief features of the study,
reviews the findings and. literaturﬂ in order to draw implications

-
regarding teacher preparation, curriculum resources, and open-space

settings, and concludes with recommendations for teacher preparation,

B

o pen-space settings, curriculum development, and for further

CeeotaranugBse b A

research.

o ) ' - SUMMARY '

P
/ . -
i

The present study has looked at ‘the way in which a resource
Nt ‘ s
unit ce&n be used to provide feedback for curriculum development in

\

the field of teacher preparation, The content eelected for the cur- ‘

riculum reaource unit wes made up‘tf articles depicting the open—space

PN f .
environment. The ‘settings for the study\bere seven open area

schools. The subjects vere hhe teachers and student teachers ﬁho

accepted the - semi-self—id%tructionsl materiule. ,While the unit

.1book1et on the open-epace environment. was developed as. the resource

‘>for the study. interaction has occurred which has related the

findings to teacher preparation, open—opace settings, and the process»

of curriculum development. Each of these will be considered in -

_ sections of this chapter as the implications ‘and recommendations’

"arising from the research,
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. The study has been'concerned with one segment of teacher o
preparationtcurriculum. 'The use of a semi—self-instructionall
booklet was wviewed as one means by which student teachers and
teachers in-gervice may become acquainted with teacher preparation
materials, The content of the unit on open—space, furthermore, ‘
was seen as one“of a series of units nhich wOuld~provide the basfs

- for curriculum components in a teacher preparation program

No attempt has been made to consider the effects of open-

spacé or of teacher preparation on the children in the environments
used. Such considerations would require a different type of
5

: 1
research. The intent was to develop awareness of the spatial
. ¥ ~

environment, not to design techniques nor to train personnel in

developing the skills required to teach in that environment Thex

performance and behavior of the respondents in the teaching—
iz [»]

learning situations were also outside the purview of this e -

Q) N
research,

e = The study concentrated 6ﬁ/two particular/groups ofhstudent,
R teachers at the University of Alberta and the co—operating teachers
‘to whom these students were assf%ned In generali;ing to any other
‘student'teachers or COopersting,teachers thisilimitation must be'
'kept in mind.: Replication of the study with ‘other groups isx |

Suggested in order to establish some theoretical base for this - -

‘ approach to teacher eparation curriculum.

<
o
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" IMPLICATIONS

‘ In the previous two chapters the findinga have been

: considered. The implications of the. atudy conaider the main -

‘findinge in the light of the related literature and the conceptual

framework

] -
, v :
Teacher Preparation S

B

The commenta‘of the reapondente indicated that the'teacher'
preparation curriculum unit was perceived by the teachera and :
student teachera as a worthwhile approach.‘ The findings exploredv

,,the conceptual framework of the.atudvq vThat is, two curriculum- .

‘instruction systema operated in achoola\during teaching practicuma.r

Interaction between the six elementa of the paradigm of education B

had some bearing on the outcomes of the atudy. Thua, the study |
implies that theoretical content can be presented in- the practical

v‘setting, but that the setting alao influences the nature and .

‘assimilation of the theory “ |

The findinga were more positive than negative concerning

integration oﬁktheory in the practieal setting.- The perceived lack

' of time and interest on»the part’ of the reapondents who attempted the”

- curriculum unit during the normal practicum period clearly auggest

that there are many conatraints which need to ‘be investigated before .
an activity requiring univeraity—school co-operation is implemented.

‘ One of the moat frequent comments from the atudent teachera referred

-
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to the absence, in the practical setting, of those features which
were stressed in the booklet. This meant that student teachers
.were not-able tp,apply the theoryfin somevpractical'settings,'thus
,the'purpose ofiproviding such"materials mayfhave_been somewhat
negated. - | | |
The findings also strongly advocated a more positive
relationship between the school and the university. The'role of,
theqconsultant was stressed in order to schedule three-way
‘discussions among the student, the teacher, and the consultant.
Clinical professorships have been established in other centers, and
u variations on the role’of consultants are continually being
inyestigated._vThe present studyvsuggests that consultants need to
bevattached tp schools,»so that they“can gain akmore representative
view of the student. teacher's performance, and 80 ‘that they may
'; be available as inservice resources for staffs.‘ |
Many respondents suggested that specific elements of open—
' space. theory could be applied more directly if the needs of
| particalar schools, co-operating teachers, and student teachers
were identified. Some teachers obserVed that if they had.perused
the booklet more thoroughly before the student teachers had begun
'h their practicums,‘alterations could have been made . to the content

!

. to be taught, to the physical arrangements in the environment, and ‘

~to the proportion of time spent observing and teaching.‘ Such
element assume major importance for some participants' mechanisms, <

therefore, should be provided to permit these, or similar matters,

to be identified by all persons involved in the teaching practicum.



131

'Planning sessions for consultants and co—operatinglteachers were
proposed to alleviate this situation. -lf the conceptual frameworh
for this study.had been more completely implemented, many
dissatisfactions enpreased during interviews mav have been obviated}

both student teachers and teachers advocated greater use of

“currigulum workshops‘at the preservice and in;service levels. .lhis

“suggestiOn reflects one assumption of the study, that practiéal

involvement enhances theoretical understanding. The assumption was

: further supported by the pretest—posttest increase 'in awareness of
the open-space environment Moreover,;the group showing the'

greatest consistent increase wasbthe graduates, who had-been‘teaching a

in predominantly open-gpace- environments which were perceived to

be adaptable to innovation. | |

Longer‘sequential periods of practical eXperiences, beginning '

. with directed observations ‘and progressing through selected activities

l;ﬁith groups before initiation into class teaching, were repeatedly

.'advocated by the subjects in the studyf The importance attached tok

' these aspects has been reported in recent research and in many
‘descriptive,articles.(Peck‘& Tucker, 1975; ‘The present study,_
‘however, did mnot seek to establish any data specifically on thisv
area, it was, nevertheless, an area of obvious concern to che.

',respondents.v »l ‘ T |

. If some of the foregoing findings are. to be implemented, there,

’ is an equal need to consider the impact of the practical s

: situations on. the nature and content o£ theory in university courses

of preparation. The undergraduates emphasized the value of their

o5
rv"’ i. . ,_
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own "core"of professional studies interrelated with practical
experiences. 'The”graduates and the teachers ascribed importance to
_discussing Curriculum igsues in the light of school experiences.
- Both these issues formed substantial segments of most of‘the “

. G
proposals for Elementary Teacher Education in the United’States, and
in the subsequent emphasis on performancerbased programs of teacher
preparation. 'oome teachers in the study felt that the university
personnel . needed to become better acquainted with school practice
before they could teach student teachers about such innovatiVe

e

approaches'as'open-apace.‘ Actual situations ‘which student teachers
-1

will experience in schools‘have led many writers to stress the
development of university preparation baaed on such experiences
in order to supplement the seemingly‘unrelated studies in‘b
.educational philosophy, history, and administration for the neophyte'4
(Hilliard, 1971). .
The use of a semi—self-instructional booklet to promote
_awareness of the open-space setting was accepted by most
"‘respondents. This is one meahs of varying the traditional lecture/ g
l'vr.seminar approach Recent research has emphasized seif-directed -
”lslearning and direct involvement in the role to be . learned and the '»,;r
'setting to be used (McClain, 1970;Peck & Tucker, 1973) Respondents:4§
in the present study welcomed this form of practical"preparation,‘
 but’ preferfbd to have more clearly stated guidelines for its
completion._ - !hf o 7»;:v } ".. ‘)° a
T Whatevervthe variations to the program or to the methbds, the-

Lpersonal response of the learner to the'material seems to be often
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overloohed in teacher preparation. The participants in the‘study,
requested greater opportunity for feedback and discussion. The :-
literaturé suggested that attitude'change-influences teaching

behavior,'and’that selﬁmactualization and awareness of the classroom

o~
0

o setting help the integration of theory with practice.
Implications from this research therefore suggest that
_teacher preparation needgato béﬁ%me personalised and practical,

”Iwith an increased interdependence between the school and the ~

university.-{l S ff RUEENS ,;;jf

: Qpen—Sp%ﬁgrDevelopment and UtilizatiOn - '@1;

: : \’ ' Y

The findings show that all groups indicated a lack of
awareness of . open—space and its use.k They were unaware of the
theoretical-philosophical basis for open-space environments, as

j'well as the utilization of many reatures deemed characteristic of

lsuch environments. Teachers in - open areas did not seem to be

‘faware that open—space settings appear to produce pupil responses_
- different to those in enclosed classrooms (Council of. Educational .
' ?.Faciltty Plann rs, 1971) ‘The implications are that teachers need =

"to plan” teach vdld behave in open areas in manners and roles

' different from those used in teaching in enclosed settings. '

For teachers to develop different strategies for teaching

v . ; }
in an open—space setting, there is a need to acquaint them with the =

‘i-i,‘possible uses of that enyironment.' The first step in this process

.‘[ is the development of ‘awareness of the characteristics of the spatial

"h



134

&

resent study hss established-one means of

L
=T ;\Y;

RS

feness; It seems probable, from the requests of
r:t smaller booklets following the same format and

Vdiscussions among teachers, students, and consultants

B _\1)" ek

3 acceptable.. One result of - the usgfof the booklet has

p:ficant lncrease among the subjects in the awsreness of

1

:;associated with the open-space settings. . ":':' ,l

Learch and descriptive reports show that schools having : }W

those per:“ ‘ég to enclosed classrooms.. Such practices demand ‘

" s

.diffsren;‘ ) ;tion for teschers.v Evidence and opinion regarding ‘

n existent. Teachers were presumed to be able to work with different '

faciltties without any specific formal preparstion. There is an .

urgent need to develdp specific training teehniques to equip '

'f'teachers with‘skills,useful in these opsn-spsce settings. -

»
)

The participants in the reseatch identified features which
A they considered important fn open-space settings. Adjustment to
vi,the environmsnt, implications of personal space, and grouping and

e—grouping were some features specificall? associated with children

"fand their learning. These findings supported the literature onv'i

"_'aspects of open—space which require the teacher s attention. Other

K

ﬁareas identified concerned teaching strategies, especially cooperative

B
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or team %g;ching, adaptability to the environment g&d utilization T

) ‘kx\ | . » : .

of its facilities. The, respondents became aware of some: characteristics
e\ ¥

of the spatial environment but there seemed little evidence that any

of these features were operating in’ the schools. There is little
chance for student teachers to observe effective use of open-space .

until teachers in: the schools are prepared to implement different

o approaches.

3

L aspects df organization theory which could be adapted from some of

T;-- that tegchers inJOpen-space settings utilize thése settings more

-

|

. y : _
" As open-space areas have been built in many schools, it

seems reasonable to/suppose that teachers will be required to teach _

+

| in the§§'environments.» The flexibility of these areas is such that e

it is possible to treat them as énclosed class areas with minimum

¥ e . .

re-arrangement of furniture; this negates the purpose for which they

-~

. were designed An alternative is to provide specific, short in-’

-
¥

i
-(Y

servica workshopsr—particularly,for teadhers newly appointed to these
' areas.ﬁ Such workshops could be based on ahstructured series of
\ \ . 1
learning experiences to establish awareness and skill in the use of

| open-space settings., These workshops %&uld follow the pattern
established by the unit booklet in this research ‘gzssible topics A
for such workshops could include skill developmenskin interpersonal 3
relations, group/dynamics, nonwverbal—commun;cations;”and specific

o PN

» 8 > " R o
the studies on games theory, simulations, computer assisted

r

instructional skill‘strategies, and training group theory...

The findings from the.present study and the 1iterature imply

@

effectiyely when they are aware of their environment and have been
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. o S . o » . ‘»
" instructed in the skills necessary’ to adapt. their strategies to it.
SR . : . o _ o f g 5\ (-

The”participants,in,the study were nOt-awsre:of'their enVironment'_

in the terms of the 1iterature on . open—spsce, they had not received

v
I'4

R any preparation for their assignments, and they reverted to’ o

'.gstrategies and physical arrangements commensurate with enclosed

K‘ classrooms. It therefore seens desirable to use some form of in- "l
ffservice and preservice preparation, such as a series-of smsll
istructured booklets, to provide awareness of and skill in, open— V

‘;space development-and;utilization.; S T

. . .
g s,

'.Curriculum'Developmentm'
. 7&’- EERR L i

o

: iﬁv P The process of curriculum development was indirectly .

‘ "?."monitored throughout the research The findings suggest that
'}implications can be considered from the standpoint of the curriculum

unit format and from the content desired in such a unit..s g ;'

o

The booklet consisted of articles, activities, and information

0"

T el .
‘,“\\

sections. This formst wibh,each section re’; ,orcing the other

B A SN .
in some structured sequence, was‘seen -as, sppropr.” e‘and convenient

o

"f‘ by respondents, is that semi-self-instructional msteria s'of this

nature would be improved by specific discussion topics or1§hest10ns"7ﬁfﬁ
T , ‘
o at the end-of eschfsequence.. In tnis study, discussions between

L e

beachers and student teachers‘were suggested but seldom occurred.,“

PR

The inclusiqn of a university consultant in a regularly scheduled

R

discussion was seen as’ desirable -
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o The objectiges,for~the curriculum unit require greater clarity
"»\"\ -\ I - 1

in relation to %he needs of the participants Comments indicated

_that‘the aim of each section of the- beoklet was sxear but the

: overall purposes could have been stated'more precisely. As each

-~

setting;isyuniqué, 1t is obviouely difficult to cater for each, but

r - .
the curriculum designer should be\;oncekqed wtth adapting his

material as closely as,pOssible to the exigencies of the. situations

R

in which—it \is likely to be used.

Tpe conceptual framework for the study assumed.opportunities.

for all reSpondents to work in open—spaci settings. They did not

~occur. The researcher therefore requested ‘that tbose participantsi

teaching «in enclosed rooms should sgek to apply the materials-to
. . ) Q N

those areas as modified spatial environments. This adaptation -

caused‘some respondents consternation, which uas reflected in

their comments. The implications are thatr in a curriculum project,
*

the design variables should be controlled as klosely as possible.

Where discrepancies occur} either the design needs to be adapted or

.the data need to be interpreted with provisions for modification.

i

A third .feature relating to the; framework was the evaluation

techniques employed. Most respondents in this study werekfeluctant

‘. to complete the Individual Choice Diary; but were quite prea{ito

use check - lists. The interview Gas'suspected b}!%ome; but the

~modification to group rather than individual interviews was accepted.

Again, the modifieation of the;briginal intent, ir order to meet the

eXpectations of the grouns,,has to be considered by the curriculum

Y

designer," &
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-; fourth design varieEle wée the role of\the researcher. From .
the beginnihg of the study, the role of the‘researcher wds stated -
clearly to all groupe. fhe contact which the researcher.had7with%,
the graduates and with the schools to which they were assigned
often concerned the researcher, and may have resulted in an over-

: cautious éttempt to reuain "apart" from this group of participants.

The same concern was:not so apparent with the undergraduates or \
- ; , :

‘their cooperating teachers. The implieation is that the role of the

v

- 4

researcher‘should be defined and he should not be involved with
the respondents except in the pursuit of the research. This is

i

- particularly desirable when‘the researcher is also:the interviewer !
‘and/or evaluator of responeés on the materials which he himself has
pr?duced. Where possible, people external to the projecthshould-then
be- inivited to check on the validity and reli?bility of the
r%searcher's.interpretations of the data. ' )

l A fifth concern for curriculum development was the'timing of
the research. Respondeots felt thét,'rather than attempt to éBpé
with'the type‘of awareness'material presenféd to them during a normal
practicum, specific periods ‘should be devoted to this activity. For
general curriculum development, ‘the timing of the initial "field
.test may be of congiderable importance. 'It is essential to
monitor‘reactiohs of-the groups’to this aépect of the chrriculum
‘ development process. Some criticisms of the curriculum materials may
not have become evident if the research had coincided with other
'periods of observation or practictl erperiences. The personal

<+ o .
attitudes of,the respondents are also difficult to monitor; they vary
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4

so greatly and are related to so many other variables which cannot

be measured, that they tend to neutralize each other.

7

The findings regarding the content of the curriculum unit

imply that space as a concept requires elaboration, as does its

-

application to other than open—space settings Practical and local
articlesfwere requested by the respondents, but there is a dearth of

¢

literature on these aspects. Reddction in the length of some

s

articles in the booklet throughjeditingkor summaries, division of

the booklet into three or more geparate booklets, and retention of

.
/
J

the three section format were éleerly favored.

Ohe justification for the study lies in the results of the

pretest-posttest measures on awareness of the twelve items on aspects

of open-space. These findings suggest that the content of this

»curricuium uﬁit produced a‘signfdicant change in the level of

understanding or confidence in open-space settings. As suggested

5

earlier, such change cannot be attributed solely to the curriculum

unit because of numerous unmeasured\variables. However, among the

; respondents who used the unit in school settiﬁgs where opgn—space§

1nnoJ§tions were being attempted, the strOngest positive changg

occurred. The influence of the curriculum resource unit combined

with the setting therefore can be claimed to be considerable.. The
A\l - .

inference can be made that, for the subjects in this study, a

'semi—self-inst;uctional curriculum fesou:ce has assisted in the ]

development of an awareness of the spatial environment as part of a .

program of teacher preparation. . " :
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RECOMMENDATIONS

u

The recommendations have been grouped in the following way:

- those relating .to teacher preparation, those pertaining to open-

_space, those more snecificaliy intended for curriculum development,

and those which have application for further research. For each

group, a ﬂfneral statement precedes the specific operational

t

recommendations. j» o

N

Teacher Preparation

That the rationale for teacher Breparation as a unified
academic and professional undertaking, and of each component witnin
each program, be scrutinized contigpally to ascertain its relevance

to meet the perceived needs of gociety, the profession, student

teachers, and pupils. . - : ;
(1) That a series of struqtured in-gervice workshops,
directed towards specific cha}acteriStics of open-space, be promoted

jointly by university and school personnel to:
. (1) &gvelop an improved awareness of ‘the nature, range,:-.
' 'and possible uses of open-space faciltties, and-
(i1) train teachers in particular skills useful in the
spatial environment. - -

'

(2) That further consideration be givenlby the Faculty of

Education to: - . S ; v

% A

(1) * extend the integrated, professional programs at both
the undergraduate and graduate diploma 1evels, and

’

(i11) Lmake»available directed observations, practicums,
i A
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and extended practical experiences, as options, to
student teachers in every year of professional
preparation.

(3) That the deployment of university consultants be re-
examined, with a'view to attaching consulfants to particnlar

elementary schools .for consistent work with student teachers during

practicums and with school staffs-in-service.
(4) That, in those preservice programs incorporating an

open-space component, i

(i) student teachers be given opportunities to observe
a variety of physical designs and facilitlies, using
directed observations-extending over at least two.
or three full days, and - : .

(i1) teachers and university staff jointly plan the
practical experiences in order to make the makimum
use of the facilities and resources existing in
the schools. :

Open-8pace Settings - .

-That continuihg efforts be made byiuniversity and schoga‘,
persoggel to promote optimum use of the physical environment in

opeg-space schools.
(1) That teachers operating in openrspace settings be
encouraged .to review the facilities and resoufces at their disposal

and to plan strategiea to use the open-space environments.

.

'(2);‘That, following the provision of in—service and -

ptgservice opportunities for teechers to becone trained'in the use
‘of open—space, teachers be sought to vqunteer to set up several '
/

}// schools,utilizing in a variety of ways the physical designs and
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facilities already existing, in order to demonstrate such strategiles
{ .
as team or cgroperative teaching, group dynamics, and integrated

curxricula. ' \ ' » /

Curriculum,Development

, That greater attention be given to develop different o
pa . ) W . . i . B .

/ . “ i ’ -
avenues for deﬁigning and conveying curricular materials appropriate
; Y

to pre-service and in—service teacher preparation
/

(1) That Curriculum designers should/éeek to involve the
. : /
Psers of the proposed curricular materials t the planning, as well

as at the field testing and implementation hases.

- ,/~\\ :

2) That in designihg courses for resetvice teacher

-

preparation'~university professors.and con ultahts become conscious

X : ) - ,. ' N - . ' .
of: : S . . . : N .
. S f y e

(1) the 1nfluence of school settings and resources on
their own university co rse content and aims,

(11)  the benefits which may accrue from discussions
- ~with teachers on course objectives, content,
¥ . and assignments relatin to the schools, and
. [ ~ - & -
= 7+ "77(141) the perceived needs and previous experiences of
; (the student .teachers, so that deliberate efforts
5 can-be mede to.provide more personalized curricula.

1

Further Research ..

3
4

That the field of teacher, preparation curriculum be explored

continually to provide definitive data feedback for developing

S LT R
[« I

curriculaf programs, materials r'gnd reaources.
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(1) - That the design and intent of the present research be
modified so that similar research may be pursued on the open~space ‘

environment Modifications should incorporate pre—planning with

school staffs, the production of smaller unit booklets with the

same format, and scheduled discussions on the unit- among all
participants,

A3

(2) That svstematic, medium—range research be established
to monitor the roles assumed by universitv consultants,

(3) That specific‘in-depth research be initiated, with
student teachers volunteering for the integrated professional

*

programs, in order to. establish the presumed benefits and

disadvantages accruing_to»students, university staff, and co-

operating teachers from such programs,

(4) That different,patterns of teaching practicum continue
to 'be planned ‘monitored, and. evaluated, with provision for feedback
from teachers and intending teachersre

(5) That a comparative research design be implemented to
determirfe the use being made of the physical environment in
different open—space settings |

(6) That a series of case studies be attempted to obtain \.
data on the impact of the open—space environment on children and7
teachers. R : itif_: . ",1

(7) That an experimental design studv in curriculum
development, on any specific topic or content seek to establish

the perceptions of vagious respondents actively involved in

in objectives, content, and instructional strategies for SUCh
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a topic.

(8) That curriculum resource materials,'$§ing.ﬁul£i?media;
. facilities; be desiéned and tested to assist teachers to déveldp o
awé:eness‘of, and skili 1n,'an Qpén-spaceAgetting.

& o .
- CONCLUSION ’

‘The use of a;sémiwself—instructipnal’éufricylum :esource‘isk.
one means of,develbpihg awareness of the_opeé—spaéeAenvirbn;ent.
Using thié resoufce, ghe reaearch\hgs dgmonst}hted;th;t\change can
occur 1in ;eachers«and;gtudenf teachefqgwhé'ééply thé ma;érigls in 
the bractical scﬁool sétting.“The;étudy hasvprovided data on oéen—
space, curriculum develqpment,‘hnd teécher breparafion whichxsuggéét.
that the cbnceptpal framework, the paradigm, and the curricular |
" resource unit developed for the'research é:e*apprqpriate,fér modified

implementation.:' 
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This is a semi-self-instructional booklet. Some content material
is provided. The booklet 1is designed to direct your attention to
particular readings and to direct your obseryvations and experiences in

a spaﬁial school‘environﬁent‘
The quklét is/ilso a ;o;king document. "It is intended for you
to uée.’ Some of its pages are colored. .The;e are yéur'woriing pages.
; » . ' :
If they are insufficient for yd@% purposes, inéerﬁ moré.

look tHrough the table of contents you will become' aware

?

As gou
= -

£

of a series of struétured\experiepcés which form the plénﬁgf the ,
booklet. Tﬁis'plan is presented as a diagram on page 4., ‘It is this

plan and your reaction to it which concerp us at the present time. You -
’ o ' 4 ) ’ '

)

will notice some itéquof an evaluative nature. These are intended to
assess the.blan:of‘fhe booklet..“Thergris no evaluation of you as a.

learner or as.é teacher: fﬁe focus of evaluation is on the plan of the
unit andvon your gésponse or reaction to it andléo.the aétiyities
sﬁggestedlv‘ §
k Because t%is unit is desigpéd-in a farticular way,:itvis
'important'th;t you fead4qui;§1y thfough the béoklef to obtain an'o:}%rviey}W
Then; selgctjtﬂose partiéhlaf?seé&ents*(or all'théi'eéments)» Eﬁg.it
; : , p Lo

\

4which you wish to'ﬁorﬁ'tﬁrougb inAdeﬁail. This,pfovidéﬁ you 2

. . @ 2, . /’ :: s 3 s ¢
opportunity to skim over those-other segments which may;bej_ e
o SN LT ~ L o
you because of your previous studies and experiences.  For the segments

%

".ﬂ.
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\

you read in detail, use the work sheets providedl ) o

The 6ptional readings are available from the researcher or in

+

the University Eaucation Library. MostAof_thém are quite short and
easy to rqu.' The moré you can réad, fﬁe broader will be your |
awareness of ghe possibiiities éﬁd 1imitatioﬁs of the spatiai sefting.
AﬁleXtensive.bibliography is érovided at the end éf theLUnit if yoﬁ
wish té réad further. .

Finally, although this is a self-instructional uﬁit, yéu will
'fge working with cther people. They, as well-as‘theﬁwateria1$,§uggésged.
in the unit; will contribute to yoh; awareness of the spatial settings.
_Youféhould*seek"interéction with these peOple--chil&fén,‘Eéacﬁers;
administrators, dbservérs énd‘tﬁe researcher--they aré all valu;ble

v

resources,

i
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PURPOSE

' This unit is concerned with space as an aspect of the school

~
~

environment Each school is different; yet there are some features

which'may be observed and which may be reasonably coummon to most

P

schools.

.

‘ The,purpoée of this unit is to deVeIOp &our awareness gf the

- ' . J
spatial environment’ especially indpen-spacg schools.

The unit on the spatiel énvironment is intended to'present a
. \
seriés of structured lea?ning experiences approprt 2te to school oettlngs

3

These experiences may be undertaken in conjunétion with arn observer or
i
co-Oporating teacher in that setting,

v
L}

The’SPeCTfie Objectives for this unit are: . ' {gﬁ

(1) To assist you to recognize physical personal, éocial and

peychological 1nf1uences 0perating in a spatial scﬁﬁbl envrronment
Li.

(2) To draw attention to the possible 1nf1uence on,ﬁhplls and

-

teachcrs of such aspects as aquipment and faCLIitieS, movement norse,

o
v1sibility, communicatfpns ag@ redgtrses.
. «i _»x\“ ; J‘;ﬁ r ok é-"»'; .
Both the§e'é5§gctivesﬁmay bggsuosumed under the general statemcvb

g

v "? (. o . ’ Y
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TERMINOLOGY ,

N

L -

There is some confusion and multiplicity in the terminology
connected with "open-ness', Some of the more frequent terms and their .

more usual commotations are giveﬁ below. However, some writers use terms
sdifferently or even interchangéably; you need to watch for this in the

literature and to interpret what each writer.means by the terms he uses..

a

@Sgace: .a location in which teachers and pupiis ﬁay interact

(Eberle). , : T

N -

Personal Space:QWMe area®which a,persoﬂ estaBlishes as his owh

¢
A}

and in some: way identifies it to be his. .It' may also be ah "emotionallsy

charged zone &round each person' helping to regulate distance dr Spacing,
. - - \y}‘ 3 ‘ % . 2t B
of individuals (Sommer), ) : °

1%

K

Psychological space: the perception which aﬁ individual establishes
‘of 'his .own location and of the psychological forces influencing his'

- Ty i : PN
.behavipr (Lewin).

Open-space schools: (an architectural design term) a

P2

structurally open, large’ instructional area with o permanent interior
walls or divisions séparaﬁiné several teaching stations. >Schooié of . *

s

this basic st ‘ tural>desv n often h self-cont d classrooms i#. <
51 Igs___f%\\\\fﬁ‘ ,fn,  have el ntained classroo ie

—

uniﬁg A sydonymouS‘termvis open-area

a

-close proximity .to the dpen-space

"schools.
[}

Open-plan schools? (an,iﬁstfuctionak)term) a- school in.which

1
Bt
»

- the insgructional prégram and timetable is extremely®flexible or open..
‘ ' s oo v — ' L,
"The school may be either conventional or open-gpace in construction.

» .
. P
¢ o
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e
1.

: ?ﬁ ~ Open_education (school or clasgroom):  (a philosophical term)_ an

- integrated and personalized educational process stressingIchild-iﬁitiated‘

L3

activities, intense involvement and self-directed, responsible learning.
) .‘ . . ] . : N ° ) .

There are few subject barriers and few restrictions on time or space.

. 4. . . . . .

Aduyts and older .children are looked upon as resources, Open education

is an»outgrowih of the British infant school concept Qf‘fhe integrated -

day. (Perrore) . -
P . ‘ n i

R830urbes:_ the facilities of timé; people, money and materials

.

available, including the‘physical characteristics of the SChdbl.

) -
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OVERVIEW
Time Period. , Type of Activity
. * ' .
2 - 3 hrs Preliminary + Lecture \
Pre-practicum - reading. presentation
’ s f
3 - 4 hrs . Awareness + ﬁéédings + Directe
Practicum lst - activity ' observations
week o , L S
: "c .
2 - 3 hrs ~ Readingsi+ Small group + Class R
Practicum 2nd . Lt activities.  teaching, .
week : .
.
' ' . @ ‘v'
1 hr . . ~ Evaluation + Interview

§

Practicum or !
post-practicum

'

o

’
«
L



5 B T

AWARE%%SS ACTTVTTY .

u
~

2 o el
W M -~

On your first day in your’ spatial 5%?#}*‘8» or prior to this if

. Y

you have the opportunity, take ten miputeszto éit"downvin this area

when no thildren. are present and complete the attached ."awareness""

-

activity sheet. You ma§ prefer to complete these sheets by refléction-tf_
. - , ]

away from the physical context; if'go, makeié note to this effect on

>

.
B .

the activity}sheets.
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» . [™ .
r N Cogn ’ _ ' R
. 8chool: ” : ~ Name: ' .
Grade; - : - ‘b Group: . o
Teacher; . . Date: d
Completed in,. the area: yes no
A S AWARENESS ACTIVITY ot

z B »% 7
1

To bé‘compleﬁed for your open-gpace setting when no children are - -

g

present and :preferably before you have observed any pupils in this
setting

1: Draw a quick floor plan of the total space facility.

(1) Using dotted lines, indicate where you may aHCICLPBtE ”divxsﬂgﬁs"
s 0% in teaching ‘stations, if more than one teagher occupies this,
gpatial setting, ' . . ' . .

%

¢, hi(Z)QeIn your teaching station space Shpw the teacher's table, chalk-
~ board and any other relevant”floor plan details. :

- . B \ . o

uk’;'—_ G.‘- “ . ) . : (:\. ? L

- - ’ y

Bl
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: qué:
Grade: _Groupe¢
Teacher: Date:
Completed,{n‘the area: yes no ’ :

ye " AWARENESS ACTIVITY ‘ | : -
' | IR {
2. (1) How many children would you anticipate té occupy
N )
(a) your teaching space?
e
- (b) the total.spaﬁe facility? i
(2)

) f . .~\

(a)

small group research activities in Social Studies,

2

(b) a "class" presentation involving -teacher narration and
" pupil verbal response. - )

Ve

Skﬁi:h quickly two floor plans you might prefer to'accommodatg,"
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-

RS
échool: ‘ Ezl . - J Name: . " .
Grade: SR ¥ ' Group:
Teacher: o ' Date:
Completed in the area: yes ~ ‘no

AWARENESS ACTIVITY

3. List as comprehensively as you tan those item§\£§,ggg£ own teaching
station you consider relevant to: : .

(a) physical facilities conducive to teaching-learning

. o .
) i NN ) @ e o
] N ~ f
(b) physiqal facilities impeding teaching-learning

N

i .

i

() the most outstanding features you have observed.

~ . a .
. . ) . 14
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PRELIMINARY READING

The materialnlisted;below‘should be fead péfore you come to ;he
iectufe presentation. Additionallreadings,wiil be provided later.in fhe
unit, : ' | | ‘ o ‘4&

. &
In these initial readings, look for the following: |
1. Physical descript{ons of buildinés and facilities
2. ComparisSﬁs_between conventional and open-space areas
3. Means of utilizing the facilitieé and the environment.
There w#li be other features in éQZﬁ reading which are important--
but they may apply more‘directlf to other units an may be refeéréd to

later. You should read the articles listed below and presented in the

following pégéé:

‘Ingalls, E. M., So You're Teacﬁing in an Open Area.  The Manitbba

14

Teacher, Sept.-Oct. 1969, 48(1):496. ] ) —_

“Shaw, Gayle G., A Teacher Looks at Open Space. CEFP Journal,

Sept .-Oct. 1971, 9(5):15-16.

i

_ Eberle, R. F., The Open Space School. The Clearing House,

L]
-

‘Sept. 1969, 44 (1):23%28. )
Hersom, N., Open Space Schools: Tools for Teéchers, Environments
S . : ‘ : ‘

» for

-

Learning. Elements, Oct. 1971, 3(2):5-6. .

i
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- by Eleanor M, Ingalls

i

ORE AND MORE SCHOOLS.

in Manitoba began operation as
apen-nrea schools in September this
aear. The open aren vavies in size,
shape and docor but the underlying

philosophy is the same for all schools, .

As a teacher moving in to open
classrooms for the first time, you have
probably become more conscious of
your own strengths and ‘wenknesses.
Like most teachers, you will at frst
fecl ‘exposed’ — if not to the scrutiny
of visitors and adrhinistrators, cer-
tainly to ather .teacHers. This is an

understandable and rebl reaction to an

open classroom. Your fnablility to close

" u classroom door and retreat into your
own room may make you uncomfort-
able, but only for a short!While. Any
of us might have* gone into a tra-
ditional classroom poorly prepared but
only our children knew it. Go into the
open area poorly” prepared and the
whole school knows itl So" expect
to fecl some pressure ~ but relax be-

cause you have more personal re-

sources than you know,

By the end of the first day in. an
opon arca, you will find thgt you must
change the focus of ‘your clas3 away
~from yon. Teacheis in open arcas must

* da less talking than in traditfonal class-
rooms.  If ‘we are honest fwith our-
sclves, we must admit most teachers
talk too much anyway.
in the open classroom shou
telling and provide much
portunity for children to dise
cach other .and for themsclves. ‘I do
not mean that children ‘learn it alone’..
. “There nre times that ‘teacher telling’ is

do less

" 4he most cfficient \w‘;y. of providing the -
, ‘/nfomiulinn necessary: before children

© Zmay proceed to iiew material, Neither
do I mean that tho teacher is not
involved. Theteacher must be deeply
involved — nothing should happen by

" accident. «Children will learn because

you' plamictl for the learning to hap-

pew. ¢ v
Your role now Jbecomes that of a.
fucilitator or catalyst. You guide and
redirect student efforts so the leaming
they. need is acquired.- You will be
+ constantly on the move, working from
group to group, evaluating, question-
ing, redirecting, explaining. Therefore, -
the contact between t and stu-
dent is usually more constant and
closer in the open class than in a
traditional setting. ‘

¢ teacher .

SO YOU'RE TEACHING IN AN OPEN

- from

‘Almust from the beginning, you will |

.share ideas, shars students, share
responsibilities with other teachers.
You no longer work alone with a
group of students put in your charge
fcr a school year.

All teachers really share all the,

" ,children in the open area. You will
‘begin to plan for meeting their needs
by wotking cooperatively by grouping

* students for instruction. Grouping will

vary. In skill subjects such as mathe-.

matics, ability groupings may be
used, in other subjects heterogeneous
groups. But most important of all,

"group membership should. neot be -

static. Plan for rhobility of. students
within groups as each student’s needs
and competence change. This means
that you must be aware of the needs
of your students. Standardized teégt
results, .both formal and informal
diagnostic testing, will help you to
group students and plan their in-
sfuction. Your principal, your guid-
ance staff can help you. "
= " Team teaching or cooperative teach-
ing- will be a basic ' consideration.

Teams really start by two of you work-
~ing and planning together to regroup
your students and use their needs and
your special talents and intcrests to
do a better job. - co
The open ‘arca was intended to
facilitate this regrouping. It provides
flexible space to permit graups of

' various sizes to-be accommodated. The

central resource area facilitates dis--
-covery and self-study. Its accessibility

to all students and teachers is one of .

the unmistakable “atvantages of . the
open area. You must plan for the use’

* of the materials in the rcsoiirce center,

-How you use it may. well be deter-. -

" mined by the materials it contains. It
“should offer many different kinds of

materfals, books, filmstrips, tapes—
many alternatives for both you and
your students., - ¢ e

- The resource center is a learning
center — an ‘opportunity for quest ac-
tivities. Plan so that students use it
in_ this way. It should not be merely’
a. ‘browsing’ ared where bright stu-
dents spend free time. There must be
direction and purpose in what is done.

AREA . 183

_The ‘Manitoba Teacher i
Sept.~Oct, 1969, 48(1):4-6
Ounc common h{’\ilt. shared by muny
who téach in an open’ classroom, is'the
confusion of freedom and permissive-
ness. Movement about the open area
is important as students go to the
resource cepter, from one class area

to another. But again it is movement,
with a purpose. The open aren_'lss,not
a license to ‘do as you please’. Stu:

* dents must quickly.be taught to move.

quictly and purposefully. Thgx:e are .
usually fewer restrictions on children.

They should be.permitted to exchange

. ideas, to be more self-directive, to

more, to do more work, to be fnvolved

-in the planning ang’executing of what
they will leam.

it in all this-you
aintain an indigect control. :
" Ym? :rliay find that at the end of the
day you are tirod : _
activity around you. At times, open
areas are noisier than some teachers
would like. This may mean that
teachers as a group must decide the
noise level they can tolerate. If your
school does not have a‘relief’ area,
you may find the open area wearing.

" There are times when withdrawal from
the open area to a quiet, more intim-

ate spot is: necessary for-both you and

\‘tuhe children. This ‘relief’ area can al"io
e a spot for your class to have noisier
_uctivities. o :

 Like all teachers in open ardus, you
have to be willing to try different

approaches. Don't expect too. much

- too quickly. Both you and the children

need to adapt to the new environment.
‘Be willing te try, admit it didn't wark
and plun another approach. Be willing
to learn: from others.” The open area
will expose you to learning from other
.teachers and they, in turn, will learn
~from you. . B

your rights and responsibilities to the
you to do many things in many ways.
It will.help you to focus your attention
on what you are doing and why. The
time of ‘pedagogic solitude’ is fast
disappearing. . " »

{ree to select. They aretfree to learn

from the~hum of 7

. One of the needs I see is for you to
foster a ‘sense of community’. You *

. must see yourself and yaur.class as -

a'part of a larger wl;‘gle and recognize.

R whole group. The open area will allow
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ATEACHEP LOOKS AT dﬁEN sPACE T 0 L

by Ga,rle G. sz.au '
Teacher Lake Elemnntar" Schocl

: . 8.

B

| it a¢ If | had jumped across a decade
a5 | entered this strange new concept in
schoo] plannlng called opon space.”’

From 1962 until 1969, 1 had been &
teacher in four elamentary school systams,
but very similar school structuras—all with

green-walled, box-shaped tradmonal claflg: -

rooms.

1 then feft the teaching professlon for:

one and a half years. In December of 1970,
I epplied for a teaching position in Mentor,
Ohio. The essignment. | was offered was in
an open spece school with non-graded
multi-aged centers and - differentiated
" staffing. A Quick tour by the principal

through this bright, ‘carpeted structure left,

me with a confused, excoted feehng, and
also' many questions.”

Silence was an obsolete. work in. “this .,
laughed .
sloud, tatked constantly, jumped danced, -

educational structure. Children
. moved as they desired, and supposediy
learned. valously, the forgmost question in
my- mind’ es+an educstor was how do | fit
into this' meaningful chaos in @ teaching
capacny? The enswers djd not come imms-.
diately or painlessly, But soms’ came, and

rewasded me With the most. exclting. and

“ fulfitling moments | have : ovor expamnced
. {n my profession.

Januery " 4, 1971, | ,erztered ‘Lake
Elementary’ School. - This  school has five
learning centers and a kindergarten area all
opening into the media center area,

U was assigned to Learning Center A.

This. center is for. first . and second-year'

students rangmg in ages from six to eight.

" The room is sixty feet by sixty fest with
~turquoiss-blue+ commercial .

wall’ to *'wall
carpeting. -The space I filled with about
" fifty trapezoid-shaped tables to accommo-,
~ date approximately" one hundred nudanu
: twostudents per tabh v

when | arrived thete
certified taachm and two paraprofessionals
from Clevaland’ Stats' University already
working with the students in. Learning
Center A. In the morning, the ¢hiidren werk

arranged into- groups where concentratiom .

‘was on langusge arts. ‘In my ' particuler
forning group, | had eight first-year
studentd, elght second-year ftudents, and
four .students worklng in a readiness
program for first-yéar, :

! had always besn a baliever in trymg :
to individualize curriculum 'to meet the

needs of each child, my constant aam even
in the traditional school, However, 1 had

_never encountered such a3 wide range of
‘ability . dlfferences whila ‘In the . lock-step
. framework of the traditional schoot. Within

the ‘three months that followed | worked
out a system that soemgd to work for me,
the space involved, snd—most Important—-

_the chl!dron hvmvad L

e .
The first thlnq i Kad to really under-
stand was the reason for open space gnd all
its fringe benefitssuch as the constant ndise

“‘and. motion,” and “how to make everythmq‘

work in a posltnvo direction,

.1 discovered : the following positive .
values in open space, énd they enabled me .
"~ to.make a commitmaent to this new concept:,
‘e .- Children are in an environment where.

“fresdom._ of expression is not only
allowed, but .encou

listener - t0-an actlw pmncipant in
education.

Y The fear of failurs is nmoved so that"

‘the children can be #ncouraged to learn’
. for the seke of gaining. knowladgo and

““the excitement of lesrning rather than |

(\ for the nkn of gradu. o

.
A

oo
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_ d. The role ‘of
- the stident is changed from a passive - -

e A tuﬁe& tht for certain Yearning is
. removed A
the Iock-step procedure of
which fprcas him to remaih in one
4grade *
regardlés -of his readm'*ss or progress

_ longer seems pp
rather ‘the f
ravenous appeti

A learni

should providejthe means f

ability to solvel roblems creatively through

) dwldu&' axplbranon and,problem s Ivung.

oF umma ((

mr.',
RPLE TP N (a .'.~.t.
L

. S

hild isino longdr put into |

r ‘a period .of r),mu montha,'

deve!op ng the E

My area in the learning center was rigl‘i}’.’next o

‘to the kindergarten center with- an open

space and curriculum design. The frea 1a)
and singmg from ths kmdcrganeant
most constant. “This, edded ta the msa
from. the. four othor‘ areas in our canter,
made group instruction virtually lmposs:bla
Hownyer +this proved to be a blessingin
dimln l wa forcod to work out a plan for

. doorway betwesn the two, The noise factor
had to be conildersdin plgnning my use of

v

4
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individuclizing due to o factors: the ex-
treme ability differcaces and the pleagant
sound of childred in: 'o'wd in lﬂrnmg which
sduits Lorm neoisy
1 had !w"lw tables, two walls of pale
btigz magnatic chaltboord with cork bulle-
“tin boerds at cither end, and godd sectional
lichting. 1 dncideid to ardange the tables into
small interest centers, giving thought-to the

o flow of traffic throughout thearea.

Three
centur,
_ctilleétion of fifty books. On -one of the
three tables | toped a sign on which wcre,
drawn the symbol of ‘a.book and the words
“Reading Center”, In the same pattern, ! sat
up @ "‘Science Center,” ""Art Center,’

‘tables formed our resding

7 “Printing and- Writing Center,’” and "Croa- .

tive and Research Center.”

I tried to devise lesson plens that cou Id
be tailored to- tha individuzls in the group,

yet not take eight hours per evening to’

1prepare. As a start, | took a ditto master and

divided it into five parts. For my readiness
students, I used syrbols ds well as printing
.on each of the six plans since they could
read very . few words. A dady Iesson plan
looked Tike this: *- .

N .
MAME e eesseenen
mmua
/%:T
m A 500K .
}5 smm et

“ I'made five individual plans or contracts lika

"this, only reversing the order of actwmes on

“each of the five, °

For my second year students | devised -

'more difficult - individual . coritracts.

sample looked like thts

A',

] NAME
1 Taitgg GotstioN

’ READAMK
ART -
N5 114 (: SR
FREEVINETO THINK QR DO
CREATIVE STORY. o
PICTIONARY= LOSKUP ...ooveninnins
- Writh o i wors 85d ward maanng -

T qéua‘un

. Since t!)ere was . a dnfferem brder to

“each of .the plans Ahe interest cennm woro‘

never. too crowded. Mike; sat at the creative
~ writing center whife Randy ‘worked at the
art center workmg on a imodel car. Lorrie

: st’in' the reading: center whilé Steve sat on .

‘the floor finishing his boardwork. $tudonu
worked 8t their own speed, and theréfors,

were not- fmstrated After esch item was
» comploted tthudent froséad it off the’.
N mt and went on to tho next ltem

1 ; Ciwoee o

N

From the lozal library | obtained,a .

-~ : R

9

I decided to rnake gqod ue of the
magnetic boards In our ared. | purchrizd
bright red, blue, ond yallpw plastic 1nagnatic
clips. Each morning a student was chiosen to
clip up the individua! contracts. After our
onening scssion, the students would fing the
contract with their namg on it, unglip it,’
and go about their work. When all jitems had
been completed on tho contract, the studant
would return the contract to the mcgnetic
clip attached to the chzlkboard. Each thild
was rasponsible for his or her contract
the time it was unclipped each mornifig

until it was returned to the board at the end
of the morning. )

By setting up our areas intg, mterest
centers, several table tops were laden with
books, - games art “Jpplles paper, card-
board, newspapm and -magazines. ' Con-’
soquently, we hed a problém of not enough
places for the children to sit and write,
cteste or draw.

" 1 went to the Iocq} fumber - yard and
asked to have ten 127 » 12 masanite

{

N

. ass

Lreating.
manazer, counsticr) histendr,
f was no fonger a source of verkel fazts, but
rather a wayshower for finding tiiese fasts,

As-an educator, 1-ncw belizve the two
mest irmportant: Jouls we siodid equnp chil-
dren with are the thirst for learning anc the'
beligf in self. | believe open space sciools
provxde the -environment thaf niakes these
tools posqbla to obtain,

Not 221 moblems are solved nor all
quesnon§ answered ‘in the open space con-

cept. They probably never will ba. b

bosrds cut for acost of 20 cants each. Since
the emqre area was carpeted, the children-

didn’t need to‘sijt' at tables. This way they
could lie on the floor and write on a board,
sit ori the floor and model clay on aboard,

. of sit in a chair and use the masonite boards .
" 88 lap boards while copying bosrdwork. I -

‘have never put two dollars to better use.
The children loved the idea of a portable

:" desk._ and invented many other ways to put

' to “set apart small groups or individuals. "

Near the end of the school year, several
teachers were sitting in our tezcher's prep
room engaged-in a discussion concerning
plans for a new open space: school in
Mentor. There were four nomts all teachers
soemed to agree upon. i

" “Open space can't maet a‘l the needs
of all the children all the time.” Therefore,
there must be soma enclosed-rooms -in ail
open space schools that are soundproof.
There are times whan ‘it needs to be ex- -
tremely noisy or quigt. The human need far
privacy is as strong at times as the need for
socializing. : :

The second point made was the need .
for a flexible and easily moved pattition -
about four feet high which could be foldad
into different sections. This could be used

© desiring semi-privacy, but not necessanly a

them ® use. During recess one day, Sam -

and’ Steve even put five of the boards to-

. gether, to make a track for their.racing cars! -
What | once termed cheos, when | first.

encountered  open -space, ‘|.now called the

sound of children's ‘excitement and involve-

mant in. learning. -Does this program of -
. . contract teeching really work? | will only

say that | have tried many modes of motiva-

-

totally quiet atmosphere.

It was unammously felt that the media
center should he accessible to all learning

“ centers, |t should be a quiet and qomforx-

able area, aesthetically attractive. .
All agreed that when an architect is

' drawing up plans for an open space school,

~he should 'spendp at - least one week with

teachers: and children alroady working in

. open - space to gain thelr opinions as to N

tion durlng my sight years of tnchlng, and -
this one works. in the. way 1 believe all -

S educatlon should work— —the student is salf
: motivnud | was always sbie as a teacher to

‘get students excited sbout a propossd pro-
Ject 1 w-moq them to dg. Howaver, thas

" fellacy. in this typs of motivation-is that in.

life there isn't always s tescher present to
motivate. ° One.. must- . develap an- inner

_ motivation to learn all one needs in life.

In the nplgn space envirBnment, follow-
ing’ an_individus¥ contract program, the
children sasmed: free from frustration: They.

wera working at their speod on pro;ects ina-:

position they were comfortable. in sitting,

- standing or lying down. it was thm( *’thing" .
_ »tnd 50 they carqdl :

Sam, 8 mdtnm nudant t¢ok extremq
pride in complmﬁg his contract,
*took one or two days. His prlntlnd mproved
overnight, and his behavior, whlch‘md once

¥

hethaer it i

been 8- source of. resl ‘concern, was. now -

impeccable. Sam was involved-in the thrill:

of fearning end improving himsalf This left "

Do time for misbehaving.

.. .Sitting st s desk, listening to » teachar '
lecture on _isolated. facts, only ‘to: be pas-

_sively obtained, never trained anyone to
cope with life, Yet this has:been:the tradi-
.tional . picture of the " studant :In formal

oducauon. The. children |’ workod with in’
open: space had time to craate, to ‘dream, "
and to: oxpml whut thoy wm drumlng and .-

’v‘_b-a'_ .. l~"

priorities, -

{ could never . return to a tradntuonal
atmosphere. liam’a convert to.open spacel I
believe the\:real world Is an open space

-snvironment, snd ‘| have finaily found an’

educational system that Is teaching children .
how to function in the real world, & . *.

&

.
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challenged by the - instructional
being manifested in the open space school.
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\

In lr oducuon

c

“We shape our mstxtulmns and there-

» after our institutions shape us. This admon-

ishment, attributed to Winston Churchill,
is being paradoxically  supported and
design

T'he basic design for the open space school
makes provision for a series of non-parti-
tioned teaching stations or, if you please,
instructional spaces. The overall enclosure
[rovides squarc-lootage: equal to, or
greater than, an  cquivalent number of
classrooms  in a waditionally  designed
school. '

+ To construct -an image 6f this innova-
tive plan, think along with me. Imagine, if
you will,"an averiige size high school gym-
nasiun, - First, move the walls in to the
wdge of the playing floor. Next, drop the
ceiling to living room “height and install

acoustical tile. Finally, lay wall-to-wall

rpeting on the floors and locate a mate-

rials resource center or a “thinking room”
at the center jump circle. Add in adjoining
construction  the . necessary  offices  apd
service facilities and you have an oversim-
plified -approximation of an 'open Sp‘ace

EDITOR'S NOTE

0Of the various educational innova-
tions of the past decade, revolutioniz-
ing the concept of the schoot plant has
lagaed behind those invelving curric-
‘qu g frrovements. Yet -a_departure
~from the traditional mtcrnal arrangc-
ment of a building. to a more “open”
forinulation can -generate’ new educa-
tional excitement for both teacher and

"uuml The author is assistant super- v

itendent of Community Unit School -
District No. 7 in F(lwardswllc Illmo:s

By POlll RT F. EBERLE

.school. I should hasten to add that open
_space schools come in a variety of shapes

and sizes. Instructional “pods” in hexa-

gonal and‘circular shapes, as well as the

rectapgular, are being used at both the
elementary and secondary levels.

thlpso{)hzcal Foundation

Torkelson (9) reminds us that the term
“space” has come into use as.a Subsuiute
for the  traditional word “classroom.”
Space, then, is a location -for, teachers and
pupils to intcract, it is.also ' location for
the interface of pupnls with individualized
learning experiences. Using the “space”
concept as a benchmark and beginning, it
becomes possible to formulate 2 philosophi-
cal foundation upon which the educational

program may be built. .

Accepting the premisc that - the school
should be reflective and supportlvc of the
larger socicty of which it is a part, the phil-
osophical foundations of the open space

.school lays stres& on the twin conditions of

individuality and flexibility. That the con-
ditions of individuality and flexibility mu-

“tually serve the purposes of the learner,
_the community, and the larger socicty are
“accepted as a truism upon which an open

-space: school may ‘be constructed and" 1ts\ s
-"program (lesngned . . ’

Irz(ltvtdzla_ttty

A pntallcl may be drawn between the

“open” and “closed” -societies and ”ope'n"
and '‘closed’ schools. Fantini (4) states that,
“A closed society is a- totalitarian social -

“order where the ‘individual is subSeryient »

to the state, whereas the ‘open’ socicty is
one in which the individual is valued over
the state.”. The classroom may be viewed

- ds a miniature socicty. reflecting ihe larger
society of which it is a part. Th¢ same may

I
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be said of the sehool as an organizational
unit. - © .
The open space school consents to the

. developinent of attitudes, values, and be- .

haviors useful in supporting and -advanc-
ing an open -society. Through understand-

ing and purposcful design, the staff may .
plan- instructional programs to mect indi-"

vidual nceds and to encourage pupil re-
sponsibility for their own learning. Such a
~ plan makes provision for individual initia-
tive and frecedom with self-direction. Bapgh®
man and Eberle (I) liken this approach to
“the “il*“then” procedure of the hypothe-
sis maker.. “If teachers direct, coitrol,

specify, and measure; then pupils are liﬁqu :

to follow, conform, and comply: If teachers
guide, support, stimulate, and-encourage;

then pupils are apt to éxplore, experiment,

“abstract, anid create, Individuality can best
be respected- and cultivated when  the
teachers” role shifts from familiar “sage on
the stage” to the helping relationship of “a
guide on the side.” _ h

The open space school is pupil-centcred

in that multiple” lcarning routes provide

pupils with the ‘opportunity to learn in

ways which best suit them as individuals.

Itis action-oricntc‘d; instructional strategies
-are in shdrp contrast to the “listen and
learn”. and -“seatwork” styles of “teaching.

The arrangement of furniture withif the.

space creates “open highways” to and from
“the tools of learning. Pupils are instructed

~in the purpases and use of a host of 'in-
" “structional aids and are encouraged to use

‘them individually or in small groups. The
program is.cxploratory. The cultivation of

_the intellectugl processés of imagination,

~exploration, judgment, and evaluation are

- .integrated into the learning scheme. Pupil

self-expression, creative production, and in-

“ ventiveness arekrccognized'and rewarded.
’ R - ‘ther .exemplificd by the use ‘of contrasting

=T Flexibilty T\

The school must: not operate in isola-.

tion of the larger society. The changes

which are occurring in science, technology,

..
B

i

> -
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‘conmmunications, and social relationships

should not be ignored. Similarly, the sc hool
cannot ignore the changes which are oc
curring in ’C(lilc:uionul ltcl‘lnology, lc;\rnin’g
theory, and research oriented instructional
stratcgies, Jt l>ccomc'§/1}ktcss:u"y o place our

trust in the processes b'y whicli new prob-*
. . " .
lems are met. We are now realizing that

change ovcrtakes us so  quickly that an-

swers, knowlcdge, methods, ¥nd skills be- .
come obsolcte almost at the time of ‘their

achievement. :
The traditionally designed school eom-

posc’db, of well defincd and rigidly con--
structed classrooms cannot hope to provide

the desired flexibility nceded to adapt to
and live wigth desirable change. As Church-

" ill stated, “gm‘r institutions shape us.” This

limitation, however, is not true of the open
space :SCII()i()l. When viewed as “a litle
astrodome |for living and lecarning,” the
open spaccl,sdxool provides: maximum flex-
ibility for internal change and adaption.

The opportunity for “complete iﬁd:lpl:l-

-bility” may be morc nearly’ realized when

the interior furnishings possess the qual-

Uities of portability and versmility. These
qualities contribute to the “tinker toyish™.

arrangement and rearrangement of [urni-

ture within the ‘open enclosure. Litle -
learning environments are created in sup--
is being .

port of -the learning 'scheme that
used at the moment. . -,

w"

‘A plan for maximum flexibility is predi-'

cated on the nced: (1) to use diflering in-

structional - approaches. and learning aids,”

(2)to_provide a variety. of instructional

routes to suit individual differences, (3). to

make. possible a shift in’ environmental
categories; and - (4) - to make it possible for
pupils to {ollow detours in the direction of
learning. . . S

The principle of flexibility may be fur-

~teaching styles and strategies. Soar (8) and
‘others suggest that .the thinking and crea-

tive skills of pupils are developed by the -

gatheri~~ of extensive, relevant, concrete

g

KT
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information from which abstractions and,.

generalizations are  drawn., chrcscntéd
here are distinct and contrasting styles of
téaching. During the information g'uhcr-
‘ing stage, the teaching style will need to.
be. direct; however, a shift to indirectness
becomes necessary. as pupils engage in the

higher level thinking processes. This prin-~

ciple is: the more concreter or convergent

the learning objective, the more direct the

teachier behavior; the more divergent the
objcctive, the more indirect the teacher be-
havior. In the open space school, it becomes
possible to shift both the instructional
style _and ‘the lcarning environment to
harmoniously support the- teaching objec-
tive. -

"'I’hc teacher in the open s]Sa(c school'

(mds it (onvuucut to- falmcatc the lclrnmg
space to suit the activity of the moment. -
Flexibility is limited only by the_exterior’
“walls and ‘the imagination of the teacher..
The shape of the ms'fmmou does not shape
the. nature of the lfarmng acnvmes that
. may occur wnhm S ,

"Needed: A Ncw Breed of Cat

It cannot be expcctcd that ,all- teachers

- are qualified or desire to'teach in an open

space school. Many may find the required
changes . in professional demeangr to. be
lull(.ll too threatening. Tried and true
tv.uhmn hehaviors of the past m.ny Le too
‘well ingr. ained to expect desirable bchawor
- changes to come about. Such bcmg the case,
w dilemma is horn. . Frymier (5) elaborates

on this problem and declares_that,:@,

S S e
New concepts, tedhniques, and media are only

~usclul. to- those ‘who are: psychologically cap-
able of percciving, the proposed educational -
“changes, "1 they are. - defensive, closcd inad-
_equate, and fearful they will not be. ablc to

get the new idea ‘inside’ their cefitral nervous
. system to give it new meamng to them. Unless

they can do this, the innovation can only be
 utilized mcch:mxc.llly and umlunkmgly, or-not.

“cat all,

Comnnwnsc, the rccent graduate m'xy be

\
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shocked to find that.the training institution
did very little to prepare him to teach in
an open space school.™T his shiock will - be———
compounded when the neophyte compares
the teaching methods to.which he has been
exposed in the past and finds them in
sharp contrast to the methods consideréd
necessary in the open space schools. In
the vernacular, a “new breed of cat™ is
needcd——onc that has the sccurity o be’
insccure and the ability to assocnate the
disassociated. :
The phx]osophxcal foundations of indi-
viduality and flexibility clearly set forth
the personal qualities needed to teach in
an open space school. In part these quahues
are described as follows: :
Risk taker. All is not known conccrmng
what will.and what will not work in the
open ‘space school. Jt-will be necessary to

~take chances and to cxpcucnce someﬂnal

" and’ error- tcachmg This ‘means, that all’*
that is attemptcd may not succeed. To have
‘tried and failed is at least to have tried.
Able to Accept Uncertainty. It cannot be
expected that a well formulated “smooth

-operating program will be .made _operable -

in a’ short time. Many quesnons will re- -
main unanswered and many | unknowrs will
exist. The uncertainties may outwcngh the

certainties” in an opcn space ‘school. Tlns

situation should be considered as a con-
dition of flexibility. upon Wthh the pro-

-gram is- predicated. roe

- Curious and Crealive.. Few bounds exnst

for the - teacher seeking to originate new'

and producuve instructional  schemes.
Cunous about untried: schemes "and wxlllng/ ‘
to cxplore and examine techniques and -

methods  that may lead to new and im-

proved things and ideas, the creative teacher

mvents new arrangcments produces un-

usual solutions «to problems, and: incor-

- porates navel but relevant’ approaclns to

teaching and learging.
Energetic and Willing to Allempt the

“ Difficult. The teacher in the open space .

school must possess dccp and consc.ent:r)us o



“tually - determing the
“space school are, not :
. time: beforg a true measure of accomplish- -

ment.and productivity ¢an be made. Lack:-
 ing definitive evidence, but using the best”.
~available information, it is possible to make.
some speculations; that scemingly - support -

13

convictions about his work and be con-
cerned with the .lpqtniﬁg\ welfare of each
individual. He must- have an ab'\i\‘ﬁdan;(:é”bf
cnergy to pursue \his own learning and to
jnitiate new and. improved . teaching meth-
ods. The demands on lhis energy will ‘be

great. !

‘Precedence, Prem ise, and’ Promigse

Precedence . A

o F

The open space scho,olAshouId ‘seek to
retain those. many -prattices’ of the past
which squure with the best of contemporary
learning theory. and educational ~ psy-
chology. There arc, however, many new re-
search oriented /organizational - -arrange-
-‘ments, instructional styles and strategies,
and teaching and learning methods that
flourish under the: conditions of individu-

ality and fléxibility. There are also some

conditions ‘which require behavior chinges

in tcacher-pupil and teacher-teacher .yela-
-of these behavigrs

tionships. While many
_are without precedence; much promise-is
held for their improvement of pupil pro-
ductivity. d S P ,p

/It is recognized that the “open- space
school is indeed a fertile ficld Iqr investi-

/ gation; i.e., Docs the open: spaje school
N instruction,

5 .

bring about ‘better social relat nships?
Does the selfimage of the pupil mprove
under “the. open ‘conditions?>~ D¢ pupils
achieve,as
‘basic learning ‘skills? Are the personalities
of pupils mmliﬁedlzoward the character-
istics of opc;mmmi,.",‘sclf{conﬁd_ehcc,; and cre-
ative production? LR N T
Most of the answers which will even-
' success of the open

- ,‘,_t‘hvc,{gon‘cgétc‘of openness and provide guid-
~ance ‘for: the opération .of ‘the open space

EUR

R
“"'A»'.r’?q—,

S

The CLEARING HoUsE

s well: in-‘th‘c:achivsiliOh of the

~ shaping the sociological -dimensions:

# Jearning environment. In the open s?:\ceA :

in. It will be some.
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school. These speculations are sct forth as
operational premises for the open space
~schools -~ : '
Operational Premises for the o,
Open Space School :

(1) To maintain a “flexible Jearning
'e:fgiromncm" it bc('omirs necessary to exer-
cisé preat care in the selection and use of,
all furnishings. No item should be so Large
or unmanageable that. it cannot be moved
and relocated by two fifth grade boys. I'he
use of furniture, book cases,”’ st?)‘mgc, cab-
inets, and the like, should lend themsclves
to immediate adaption as room dividers
or_-"‘_spacc definers.” With the possil)lc ex-

ception of portable chalk or tack pGards, -

‘no item s!muld be over four foot tall. v
_ (2) Change for improved Jcarhing op--
portunitice slve around pupils and the
planning of progr;uns‘ to meet their indi-
vidual needs. The implementation of such
‘__pr‘og‘rni})s can best be,accomplis'h'cg’l in a-
flexible cnvironment which can be shaped
-to enhance the particular progr;nn' heirg
7 introduced. Open spaces serve o, fac ilimtq .
the introduction of such programs as: flex-
- ible-modular scheduling, individnally px"c- '
‘seribed  instruction, individually guided
prdgrhxﬁmed learning, contract
learning, small group-large group. instruc. '
_tion, inquiry training, problem-solving in-
struction;, team ‘teaching,
._,approaclflcs to 'i'r__\stru_c.(i,On. , Lo
L (3) Space psycllology'acknow1ctiges the .
‘organization and reorganization needs; for
s-of the.

3

“gchool the "qualitative attributes’ of the- .
" learning environment are given .considera-
tion—how kids fecl is important. he kiads
of -peaple necded: to "cause the school to. -
function fully. will first_have to-be fully:
‘functioning-and psychologically secure in-
dividuals {thcmml\igs—--pcopk that ‘do not "

become ovérly concerned when. their Celips”

R
. : . 2
Len R > LN

shéwj “The -“'goldfish bowl teaching situa- -

and non-graded
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- THE OPEN SPACE SCHOOL

allows*teachers to see and to be seen.
“This is "not unlike' the “basic encoumer
cxpcrlentc uuh/cd in scnsmvuy trammg
Here ouc's own pcrfounance is open to
obscrvation and scrutiny,. -

H The open space school mmrporatcs

a‘built-in, antomatic pl.ut “for m(ormal in-

vice training. Not oitly do pupnls learn’
from cach other, so do tcachers. When it

becomes necessary for teachers to. coopera- -
tively plan for the -use of facilitics, when -

the teaching techmqucs of others become

- ohscmhlc, and when Lhc creative use” of

time and spacg bccomo a matter of mutual

“concern, stall. learning of an mformal but

important, nature is bound to occur.

“(5) - Readiness to teach in an open space
school should hot be left to accident. and.
chance. Instruction in group dynamlcs pr@
vr(lcs the understandings ‘needed to’; ap-.
erate in close association wuh ona‘s peers

It also’ provu!cs free and. open communica-

tion concerning  one’s: behavipr. This _is,
most Aimportant in the open space. s¢hool

oy .l
' 190,

l' expect ~that - thc ‘many arrangemems pos- .

- siblé. tbrouglr the ﬂexrble use of space will

fautomalmally mcorporate 1(1(:11 lcarnmg

.“hcre inter-personal relationships could-be g;hat hes has’

- a,source of aggravation and discomfort In- :

'struclmn in_problem- mlvmg processes is

pumuhrly hc]p[ul in preparing. teachers

1o meet ‘the many. pcxplcxmg situations .

that may - arise. ' When  teachers - become”
aware of- (hmr ability tq l(lcnnfy pertinent,
problems, to produce creative idéas, and¥fto

" evaluate and implement solutions to prob-’
“lems, the nany challenges of the open space
“school provide a source of motivation-and

the opportunity to find I)L}ter ways. . ¢

A

- (6) Tt appears that teachers in an oﬁen

'sp.nw school will need pcrccptu'\l qualities

~of vision and abstractness ‘coupled with .

memng..lml org.unntmml talent. One

“must be able to sce if the space’ arfange-

- ment is (oulul)uung to, the learning task. -

e

“and stand off {rom, the class for the purpose ‘- o
that’ can be mc'\surcd and vcrbs that gan -

Onc must he able to (hs«nssocmtc lumsclf

of olncrvmg and” evaluating, “Traffic *pat-
terns thrmngh -and across the space must-be -

- assessed as .well as the. environment of the

lmlc lc1mmg SI)'ICCS" that are crented To

“ise of the open space

'_st'rted It is‘a case of knowmg whcre

i

'and drsungutslnng pmperues of qu dlty_"_k. .

‘man’$ land”,

situations is -a major . c(ror. The- lack o[
" vision and’ orgrmu‘mon will mmlt m a no

~of tables and chairs’ and - a
hodge podgc of "unrdtated, dlsscntmg ‘ac-

tivities vymg for s[mce, nme‘, and attentlon

- .
- e 2

Promzse ‘ lt' L e

~

Rogers (7) SpeaLs o[ chaugc as; “thé
major* component ~of his cducatxonal :
dream,”” He further states that “A tcrrlble'
urgency exists for changmgncss to’ bccome,_'
the ccmral element and aim- of Amcrrcan
Educagron " THe' open space school- is: de-"
signed_ for’ change and provldes for, condi: -
tions and - proccsses which. are ﬂu:d adap—
tive, and continuing. In pracuce as Rogers.

Ny

50 vmdly states, it would be in a state. o£

contmumg, constrtictive turfoil.”, :
‘While - not - taking - issue _wnh Rogers,
notions of. need;d chnn_gmgness it appearsa
"chgnucd a_limited part’ ,of
the ‘open space school ‘is!

thé problcm ok

“to.succeed. in’ provrdmg quality educauon
it bccomcs nécessary to_bound the c]nngc

piocess and ask the, ilucsnon, ‘Why?" Tt'is’
not enough 10'say, "'We hope tq mlprovc,

or“We think it will be better.'” The prom: ..
100l c1n come: .lho\ut
only when-. lcammg obJecmcs are. clewrly
you
are going and bcmg sure that you're

Mager’ ), A uscfully statéd objecuve

is one_ that; hclps us’ to ~se¢’ where we are: -7
headmg‘ and - tells :us how tq know when - s
‘we_have arrived;”. This'can best be done, - -
"1ccordmg to” I:berle (3) whcmobjectlves; o
~are writtens in measurable and verifiable

‘terms.» This’ means that the language uscd
in wrmng ob]ccuves should contain nouns

be demonstrated , Ll
Dcsrnptlons of the esscntml clemcnts]

-

‘_,mg in: the rmht dnccuon In the wor:;l of
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education are h.nd to come by and will

. 15
llu' Cll-l\Rle Housk

differ with ciges in point. It is s possible,

however, 16 establish mdlutors of -quality
that will be wscful in drawing’ up “guide-
lines and writing measurable objectives.
Research conducted by William.§. Vincent
of Teachers (.ollegc, Columbia Uliiversity,

has identificd four categories of cducational -

_ proccduré% that excmplify- quality. educa-
+ tion. Chisholm(2) reporting this work.
. lists the procedures as follows: - '

(l) Indxvfdualtzalzon‘ Procedures that
_reflect an attempt to deal with indi-
vidual differences. among pupils.

Inter-personal.

@

“that. reflects.” warmth and respect’

.among pupils and bctwccn puplls‘

‘ and teachers, . e

®

< Creative. prrcsslon and I)wcrgency
of Thmkmg Opportumly for the ~

_ paradox of the open spacc, school '

: T 191
September 1969

pcnt in the completed huilding, the task

‘of making the structure fully-Tuncioning

falls to the professional cducator. )

In the case .of the open space schoel
this task reprcsc'nts a challenging, pioncer-
“ing effort. “Those “accepting this challenge -
must possess characteristics of uncomjon

metal, It is within this context that the
1ade
abundantly clear The shape of thg; insti-
tution docs not shape thc nature ‘of the
" learning activities that - rmy occur wulnn
it does,. however, shapc ‘with a vengearice 5
. those* who ‘would attempt” to implement

' methods, strategies, and mg.mwmop com-

Regard:, Behavior -

" expression of intelligence in.many .

differént ways, for the realization of = = -
_ varicties of waleiit and- the- -encour-
-y

agement. of intellectual pxoneenng

~ ‘struments to_aid learning. and the

ccdurcs whlch cxempllfy quahty educatlon.

nccessary to- brmg them about oo

Conclu.g!an T “ o

Thc ai'chncctural drcamer can Only cap- )

@

turc his ideas and through the use. of brick
and .mdrtar  guide - their - transformation

‘into -an “acsthetically satisfying. afld " func-
¥ uonally operatwc structdire. Once the 'no-:

tions of scholars in the ficlds of educatmn,
psychology. soaology and 1rchuccturc 1p

Voo
Ce

-

Group Acthty Graup interaction
- and mterpcrsonal facilitation as in:.

<

It cannot be cxpected quat “the pro-'r!,

" "@)

the ().
accomplxshmen&' o£ socxal gOals. L

U

 ‘will in some mgnner st i appen.” While -

- it is true ghat the above:listed procedurcs

may. ‘be’ more cmi'y implemented "in"the

" .-open space school ‘planning and - design
“stimulated by motivation’ and: dedication

--on the part of the’ Professlonal staff ‘will- -

..(9')- Tonxn.scm GERALD M.,

mon to the u‘admonal school
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TEACHERS A

' ENVIRONMENTS FOR LEARNING

. : , NaoMI HI kaoMm
LR . Associle Professdy

Dy the st decide,

yided teachers winh oo (lllhacnl hind of teaching; aid - -8pen

some swhool systems have pro-

' areas Lirpe cnough to acconimuoglaie severat traditional cliss-
‘ \\'lhi‘; GCCess o spuce con g
wuch Buger seale than usual domands that” teachérs re-think
the ways in which they can nse the school's phyau.ll environ-
ment to lculnn;, and  to |mpr()vc lernmL
Npp“lllllllllt\ for their pupuls. N

room croups of 25 o 30 pupils

3

u\h e 1hen

TWhit are some of the pm\llnlmu’ Teuchers who have

worked with open angc schools repont that they have been

able 1o vrtoup and: ¢ gronp pupilhin o varicty of ways More
vistly  than lhcy u\uhl in where  there are  self-
They have been able to make better
e ol their own speciad competencics by planning co-oper-
atively wih othes tc.uluu using, the sime open afcit. rhcy
hive found “that the upul space at their disposal has assiy
themy in the (lL\L'()PIIIL‘nl and introduction uf innovative prac-
tices such as nongrading and team L.uth ‘They have been
able to provide oppostunities for pupils o jmvc much. freer
Aueess oo wide varfety of instructipnal m:llcrii'AIs ranging all
. the way from” o Wealth of library resourdes 10 audio-visual
.j\cdn and faboratory equipment.’ .
he common thread nmumg through cach uf these styte-
«oments i thee emplissis on the  way open space has’ *ped
tachers achieve some ol their goals. It is one of a number
ab impdttant toals 10 the professional teacher’s haids. Myore-
cHRiency of  this “with many
imtuoenced by sthe othes tools used®in conjunetion with it and
by dhe Shill of he uer. Clearly, .05 impogtant lu“id'cn(ify
Tthose esources and ahills which wre esseatial if “open space,
SN Ly De o leviee wlmh mahes o puxlllvc Lnnlnhuu 1o the
Steaching ’L.IIIHHL sHudtion in schools. T
Fust, let us u.unfm some of the essential physlc.nl fc.nlurc\
whiclr, should accompany  the building of large open .nrc.ns

schools
amtithed  classiooms.

s, the tool, s

w

withowt juterior walls, and then consider some of the pro-

fessional = and,. curricular issues which —nrust: be lai;crg into

';Icc.ulnl?‘.‘.,' % [N . )
S/ 'h\ sical F caturey :

| N1 duu.ulvlo,, for pup:h o nmvcr.nbnul casnly from

E 1rnup to greup, or lrom one - lyp«. of ey roing .unvﬂy to

T another. Wi lypes 5" physical provisions a&c necessary: (1)

Vs A readily accessible, well-equipped mslruumn.:} malerials

uentre \\nh places for pupils to read. to listen, or to view

filmis oF videotape without dmurhm;~ others: and (2) a4 way

ol I\uln wing such pupil movenent from one uoup to an-

other, ‘These requirenignts have certiin lmpurl.m&|mphc.-mon~.

Sort overall sehoal design.* For ex ample,, the jnstructional

m.mn.nh Lcnln. should be located on the same floor level

“eo that pupils can move in and out nf that area quickly and

naturally .md so that lc.ldurs can naintain minimum visual com-

munication with them. As well, there should be! Special pro-

»Vl\lnn\ l« unuslu\ usually involving carpeting. Iellm& trcul-

ménl and ‘the use of sound-deadening vf.nll pancls slralcuwlly

i

N lumlul
. m;. r.m .lls( mulul ln facilitate pupnl movement from group
7 o umnp Bl desks cqmppul ‘with removi ible tote lr.ny\

R L)

. - s

others, s’

Carrells Im individual listening, anme, and-study-

‘v are helpfnd. Using these trays;®pupils can carry their belong.,

o o . .
rather casily by shiding the trays oal {fom
under their tables and, then shiding them into n!lfcrs I()g.xlul
in the arca m which they are to work next.

Two other types of space gequirements have been found
to be necessary ;ul;h’nc}\ to the successful use of ‘open space
—the availability of small group discossion 1ooms; and some
setf-contained classroom space for pupils \\/hn-ncul that type

< of caviconment. Without the prcxuxfu ol these UL\ILII and
qqummcm components, open a lc::chmg
dnffu.ull to employ suceessfully.

ings With them’

taol s

space s

X SMALL
GROWY

\N&T\Quqio, 9

MATERU\LS
Re Source
SENTER

THEATRE,
AREA

' 0

Now, given the physical tools, as it were, what are. the

professional - and curricular concerns which .|unmp:m) the
u\c of npcn spate? -
' P
I'm/(’J\mqu mul Curric ulm (gi"rm .
By s vcry miture. an open arca schpol s a4 tool % nl

Therelore, open space affGets
requiring them (o share

able to several lcauhcr\ at once.
its teacher wsers pmlu.\amn.gﬂy by
space angd facilities within that space.
depends on the curriculum, which “they select. i is- the
riculum which is the crut of the matrer of space usage, I the
gnnl. 15 o plgvuk for the development of cach pupll at his
own -devel and at his own rate. them open space can_be one

camponent in the provision of uuhvndu tized pupil pmp.unx If .

the prefessionad teacher has identiticd his own competencies
and wishes to make optimal use of them to his pupils’ bene-
fil'; there again, open space can be a facibititing de€ice, But
the preseice of lirge open arcas in schaols does m)lvguug_‘;,mll:c

The amount of sharing.”
clr-

‘\__\



“that

’ cu
.

that curriu\l;)r change will come about. Curricular improve-
ment rentins very much the professionad’s task. Thus it s
difhicult to divorce the concept of open spage frnm a4 con-
cidheration of the aims of the ulrnullum -

Provading Jor inddidual pu/uI /mlun s iy, one of flu muajor
carriculom wims, whicle can be Jacilitaret by the skillful pro-
of open space. A large open arci in WhiCh
teachers working topether {ree students to learn at their own’
and 15 pursue their anterests independently, demands
become conrdinatoss of time, space and per-
Wihit - kind o professional
of  skills such ™ teachier-

fessiouad e

rales,
teachers
xnnm‘b inchuding
hnowledpe
coordinators need?
“Since two oor more leachers often W‘mrc curriculum plan-
ning fo®@all students using the gpen . space facility uviilable
to them, feachers tahe on newe rules s dl.u,noslludns and
ahridegists, Diagnosis of pupil needs and of their own teach-
ing gonepetencies in the light of the curriculum objectives wilj
shape the sprategy (o be adopted. The ,slr:.ntcgy could involve

themselves)?

and - what  Kinds do

2 A . ¥
T I(?nn ol team or-cooperative teaching, and may lead, for

 ASSISLENTY,

Sapace
coleagial dimension., lmchw\ as itdividuals have Inng. been

\.\nnph_ o the use of differentiated staffing in & school in
order 10 7ne the, open space facility most advantageously.
Wiidgversform- the organization of pupils and ‘teachers ‘takes.
it i€ evideny thl teachers will need to use information about
pupif. achicvement and intereits. about (e Kinds of instruc-
tional resoprees -rvailable, and about  their u)llc.lguc\‘ plans
and pr}‘\u.m)s Wl they-are to create i lc.mhlng learning cnvi-
ronment “which benefits cach pupil upnnmlly

The coyditions for teaching implicit i the provision of

lafee opéh spaces schools ehanges the teacher’s role con-
stderablyvAnstead of time speat planning und making decisions
by oneselll the teacher spends time with otherj making group
decisions, Research about achievement ‘in groups has \upphcd
some information gbout the ways successful groups accoi-
phish their tisks while providing satisfaction to each of the
proup members af the same time. Effective groups can be
established. By teachers who are knnwlLdL,L.anL,Abou\:‘?uuup
processes amd who have some  practice in hclping W group
function well.» ‘ e S
The role of umrdln.llnr of punpils, cxpcncmu. m.m.rmls.
and lime is not a new one 1o the professionsl
The major change which is introduced when an open
facility becomes available as o teaching lunl is the

teacher.

responsible L for :Mf.lun\ dircetly related 1o the curriculum
and instruction of Filpils assigned to them, Sharing this re-
sponsibility “with #ei -prulmsunmf\ for . larger n,umben of
pupils creates i sigifcant change in teaching role.’

Open space a€ a teaching oot should mullnply the ways
in which - teaches or techers can deploy’ time spént with
varioas groups of! plp&l\;.ﬂar indeed, with individual pupils.
ihition 10 he p.ul:ﬂ’sc.lu.dulmg arrangements to avoid the
uf certitin nuump.mhlc activities: or o ensure the .w.ul-
wityd of ma(t.hm;, ‘up

[FIN

L'i}»
.ul'nhly af-certain “pieges of equipment,

~Pllpl|\ wilh teachers according o their dlslmc.uvc lhmkm[..

pruu,m.x niig Ivl also b(. incorporated.

~

r

.

.
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Some evidenee is now availuble that an individual's char-
acteristic. way  of thinking can  be and  that,” by
matching certain teachers with certain pupils, Jearning  will
ig “gphanced = When teachers e able 1o make this
hapad of knnwkdp: i order 1o make grouping decrsions about

identified

tse of

pupils, o1 to pravide lor individual instiuction. M apen space
Tacility uml«l be of great assistanee, .
) o
Summary g -
To sumnarize, open space refers to those arcis within
school buitdings  which lack interior “partitions and, henee,
have climinated or reduced the amount of yisual and acous-

tical seps wation ’bﬂwucn teaching stations and chissraom areus.

‘In order ta miuke ! Imaimum use of open space in implementing

the - ‘currictlum, h.ad\ux Lqmrg .x(ldmon U Kinds of  spaces
as wells p.mlull wly small groip discussion rooms dnd some
LIILNJSMJ classroomy arcas to be ll\Ld\)y pupils and 1eachers-
as .needs.arise. -

-An open space Tacility provides the teacher with a device
for hlluining Lertaip types of curriculum aims gnd can be
used 1o, providé p'upilx with un “environment  for learning
which ddf;rx Trom: “the tuditional chissroom. The quality ot
that environment is pum.mly affected by the ways in which
teachers choose to incorporate that papticedar Kind of . space
into plans. for achieving the goals of the curriculum. '

Just as .\ny ol is of maximum value when it s lhc.
hands of o skilled’ \\mkcl. SOan open  space !mhly "V oa
school 'l'uncfnt pupils most when it is employed slmla,gu:}lly
by skilled teachers. ;Any tool can be detrimental if misused.
the approprisie use of open area facilities by pmlc\smn.nls
is one means. of achieving curriculgr goals refated o7 inquiry
Jearning, individualization of Cinstruction, and nongrading in

the clcmcltury school.
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LECTURE PRESENTATION

The lecture presentation will necessarily provide only a-brief

exposure to many facets of an open-space enviroﬂmﬁﬁzf—.ﬁuring the

presentation (and in the additional readings) you may find the following

questions useful to focus attention on major issues:

1.

2.

In what ways can space be perceived?
.\ ) ‘ \
What are the major influences of the physical environment on the

individual?

. X . : v ]
In what wayd have school architects utilized space in new building

-

designs? . ’

What fﬁfilitres and resources are desirable in these new learning

. environments? , -

What emphases should be given to physical features; instrﬁctiongl

-technology, and pupil and teacher .interaction in this environment?

What are some of the' difficulties associated with open-space learning

environments?
What research findings support or contradtct the impressions about
‘open;space schools?

What instructional strategies and geﬁerdi'curriculum cons§derations

=
[}

may be'desitéble in open-space school??- -

\

You may wish to -make brief notes on'thesé issues on the.colodred-sheets

provided.

it . .
N [3

&
NS
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School: * L Name :
Grade: ‘ Group:
Teacher: SR » " v Date:
. v OUTLINE FOR LEETURE NOTES
,1@
2. Influences on individuals : }
: , .,
'
3. Architectural features
4. Facilities and resources
i 5. Interaction
6. Difficulties
" V - s
",‘\' 4

Mg

7. Research.

&
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CONTENT EVALUATION

| aj& Following the lecture‘presentation you will be asked to complete
a short anener questionnaire on the material in the presentation and in
the preliminary feading.‘
If 122 feel at the eonclusion of this evaluation that you are not
confident in your onderstanding of the spatial environment, you nmy
wish to revise the preliminery material and/or undertake.somc additional“

rcadings, 1ook1ng for the features- scggested prev10usly

ADDITTONAL READINGS = - .

*
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TEACHER CON}:}’ERENCE

This may be your first period working with this co~operating
.teacher in this particﬁlar environment. During this initial contact

concentrate simply on getting to know the teacher and dllowing him/her to

V¥

find out some of your characteristics.
1 s

Some of tlie areas which you might like to mention aboutuy0urse1f

)
> o .

are;
& i. previous contact with éhildren
2, any previoué éxperiences as a teacherrorbobserver in i-SCbOOI.
3. ybur academic major V;J
4, any pérticular interests’y;u.hAV% which may help in yqﬁf
te?cgiﬁg experiences. _ |
You should also establish, at thié initial confg;ence,-and_make

*

-a note of, such things as:

3

3

1., Teaching séétion and physical iéyout of'fhé‘spagiéi setting.
- A child séatiné plan, if possible. You méy'wish to check -
your‘accivity a&areness sheeﬁ now, but still keép ydur
b_joriginal for the rqsearcher. |
2, The-co—operating teacher's responsibilit;es in regard to:
a. agé-réngé»and g:édéréf puéiis S , C.
b. Subjects taughtv
.J l.é.'_co-Operatiye plaﬁﬁigg or feaéhing .
Ca. specific’&utiés and routinéé‘  K \
1 f‘) ‘“ ;.;: | fhén Qbu éhéuld discuss yOur'learning'experiénées andclassijsyf—~

o L | ‘
activities for the next three or four days in the light of the ,

¥

remadnder'of'this bddklet..
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DIRECTED OBSERVATION . - \

(preferably Day 1 and 2)

" Purposes: (1) To help you to,recognize essential features of your

. L . L . a B - .

physical, social and academic environment in a spatial setting .
{2) To train you to 'see' these things and to consider

alternative ways ‘of u51ng them in a teachina learnlng expericnce

Activitz,l: At the beginning of the day (or followxng a brcak) make

notes on the physical facilities in_your teaching area: typc and

' arrangements of | tables and chairs, cupboards, pinboards, floor -)

covering, type of ceiling, position of teachers table and chair,

i

lighting (incl ding windows), movable partitions and their use.
| Take no 1ore than 20 minutes on this activxty but try to -
algso make a rOugh”sketch plan. Ybu may prefer to modify the g
ﬁawareneé‘“ plan
On succesaive days refer back to- this plan and note on

. each occasion any major alterations and the reasons for them

» Use the Physical Observation sheets Use one sheet for . the )

sketch plan and the other for notes under your own headings L

Activity " Select a lesson, in consultation w1th the co- Operating '

teacher in which the teacher will use. some form of grouping
V'This need not be a specifically "activity based" period but

,Acould even be any "free time when the majority‘of the class

P

. are interacting with each other e _ SRR

“

At the beginning of the period try to observe in what manner

) L

'(l)_children move into a group formation =
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2) hov many ehildren there are'in each group
(3) whiéh children form any partieular group and the seating»(or )
~,other) positions (arrangement) they adopt
T (4) whether the compositlon of the groups changes very much and
if so, what may have brOught about the changeA
‘(S)sche teacher's movementjpattern during your ohservation

§

period.

Make your observations on the follow1ng Social Envrronment Observatlon

e

Sheet . . Y

Activitz 3' Use the Lesson Observation\format sheet as indicated.

For a minimum of two lessons (and preferably more at other
stages dur1ng your sojourn in this env1ronment), note the types of
materials used by teacher‘and pupils, where these materials were
obtained and who moved to get them and what directrons were necessary -~
‘from the tcacher not only at the beginning of each lesson but at any

o

time during each lesson observed

. . ‘ o



22a 200

School: - o

Name ;
Grade: . o Group:
Teacher:

Date: -

PHYSICAL OBSERVATION SHEET

Floor plan
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School : » Name : '
Grade: -Grogp:
Teacher: Date:
PHYSICAL OBSERVATION SHEET
. y2) ’ 2
.

- Personal Notes
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School: ' L 40," .Name:
Grade: s o Group:
Teacher: . ‘ Date:

SOCIAL ENVIRQNMENT OBSERVATIONS

A\
1. Movement to groups
R ) i)
2. Grqup composition. .
: | ‘f;‘.l: y
| :
o :
3. . Group arrangement - N , ;

. 5 o : ' ‘ o | - | éb‘
4. . Any changes

N

5. Teacher movement =~~~ = ' L B

6. Other



224

Name :
Group:
Date:

School:
Grade:
Teacher:

“* . LESSON OBSERVATIONS

Position

203
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Directives
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TEACHER Diétussron .

After you have recorded your observations you sh0u1d discd!i them

(o

The teacher/observen»may have seen things you did not and your
o observations may contribute a diffetent perspective of the class
’env1ronment. o f”_ :‘_'Y' ' S 2 .v\\
VvIn particnlar; you now need to clarify your an-views on the .
., following. )
y

\-1. In what ways'the fnrniturefandﬁiacilitiea assist or hinder

,the children. and the teacher?

L ,aZ.- What roles doe; the teacher havevin this spatial

%:ﬁ environne;tut » i | - »

' 73én What pfeparationa are desirable to ensure. that children
- vexperience ; variety of personal contacts’ Are;these,contact§,l
'5difficult to maintain'in-this setting9v o vr‘;/f(': B
43‘{i.4;{ What distractions occur in a spatial setting’ i
hfS;;iDoes the teacher tend to use instructional stra egies other~

;f" N d v_tha//the lecture method? If so, why’ What coleimentary

y 'facilities are required in these circumstances’
Following discussion of po ts like this with yOLr cooperating
- teacher, very brieflﬁpsummarize y own thinking as a series of headings»‘.f

and sub-points on the”following page..ji. : v'.;:fﬁj{i'

. . i L
e S X il b T :
: LT .. o . -
s : PR . . .
. B



Séhool:
Grade: '
1 Teacher:

SUMMARY ‘OF IMPRESSIONS O
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Name ;V :
Group: N
. Ahf"r; Date : . o %,
F OPEN~SPACE FACILITIES

G
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) environment, Two.articles are prowided to introduce you to these

)
READINGS
\

. . " . . ( : -
This set‘of readings is intended to provide gome insights into
\-—/ .

2 “face-to-fﬂce encounters w' hin,small grou ,.and to show some of the

L
Q

"‘, . \\ v
—‘ﬂf- 4.”. | L - | .\\\_
Sommer,.Robert Small Group Ecology Psychological Bulletin,

\

2 a

N ,
" 1967 63(2): 145 2. ‘

Traditional Classroom,ANeVer' ﬁonday Morning, November 1977,
"vy (3)1?17 e

You may wish t read further on this topic or to ‘consider some

of the 1iterature on open\education 1n relation to it, The following

r

references are available for" easy consultation. More detailed reading

/“113t8 can be -provided. ’ ™

3

: _Andersen, R. H The School aa an :

& ) R}

' ~ e
;

Sommer, R. Personal Space: ‘The Behadiﬁtal Basis ofJDeslgn.

,
s

> #Prentice-Hall" Inc.,

1969, Chaps 1and 4. .o, B

Englewood Cliffs, New Jers

A

Smith, Louis M & Geoffrey{-WIlliam. The Oampiexities of an C

\' “ I

Urban Classroon N An Analysis Toward a General Theory

3

of Teac(ing. NEW Yofk' Holt Rinehart &°w1nston, Inc.,

1968, Chapter 3. - ”“ﬁl,. ’ ‘

. - \'Rx Es . : e
Lang, D. R. lpdividuaILZing with Responﬁive Spatial Environment.

_-Social Educat1on,°Jan. 1972’ 36(1) 62-66. ﬁ

o

ganic Teaching Aid In .
. Jﬂ'i."'r‘ & .

]
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'R. M. McClure (Ed.) The Curriculum: Retrospect and

figggect. The Seventieth Yearbook ogfth% National Society

¢ -

-far the Study of Education, Part 1. Chicago: NSSE,

N

1971, pp. 271-275, 281-297.

e
e

McLeish, John (Ed.). Group St;ﬁéture and Group Process: A Book
- s

of Readings. University of Alberta, 1972. Part I, 3;
I, 2, 7; 1V, 3; VI, 1, 5. ” |

Kreamer,

Open=-space lab provides data on a new concept.

+

Pennsylvania Education, May-June 1972, 3(5):23-28. 'y

S o

Andérs n, Ralph A. Open Learniné Places. Educational

Technology. June 1970, 10(6):13-15.

Berson, M. P, Inside the Open Classroom. American Education,

May 1971, 7(4)%11-15.

St. Avila, School iProgress, April 1970, 39(4):38—39;

°
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ROBERT SOMMER - —

The systemfatic s!udy of the arrangement of individuals in small groups began

. “ 208

- SMALL GROUP ECOLOGY u

University of Cdlifornia, Davis

in 1950 using post hoc analysis of "data collected for other purposes. Only
recently have investigators begun to design experiments with proup ecology
as the major independent variable. Results have shown that spatial arrange-

ment is a’ function of group task, the degree of relationship of individuals,
- personalitics of the individuals, and the amount and kind of availablg space.

The resulting arrangement in turh affects communication, friendship, and status
differentiation hetween individuals. Knowledge of 'small group ccology” can
help in developing a-theory of social relationships that includes the environment
in which interaction takes place as well as principles for designing functional
.environments from the standpoint of human rc!ationshi\p%.

_ Systematic study of spatial arrangements in
face-to-face groups, or. small group ecology.
1s thetfield has beén termed, is a compara-
tively recent development. Typically, the ar-
rangement of people has been an incidental
or background variable in psychological ex-
perimentation. The use of spatial arrange-
ments as an independent variable in small
group research can be traced to Steinzor
(1950), who noted some inusual spatial ef-
fects while he was doing a study on other
aspects of interaction. This pattern persists
to the present, since at least half the pub-
~ lished studies of . small
mvolve the reanalysis of data collected for
other purposes. Despite consistent and clear
data, psychologists seem reluctant to make
the arrangement of people & major independ-
tat variable.” As Hall (1959) put it, .“We

treat space somewhat as we treat sex, it is

there. but we don’t talk about it.” Yet, enough
studies, experimental. as well as ex post facto,
have accumulated to warrant some attempt

10 integrate the findings and indicate what _
directions further studies may profitably take.

This review focuses upon the arrangement
of individuals in face-to-face groups. Studies
of residential living units such as: dormitories,
bousing developments, and communities. are
omitted. These phenomena require a different:

level ,0f analysis (community or societal) than .

the relationship between individuals in face-
lo-face groups. The study of larger stable
Uman aggregations has fallen to the fields of

‘kmography, human ecology, and geography.

oup arrangements

-

Because. .of space limitations, studies of
crowding and density are excluded from con-
sideration since these important topics de-
serve treatment in their own right. This study
concentrates instead on two aspects of small
group ecology—-the way groups arrange them-
selves under various conditions, and the ways
in which the resulting arrangements affect
communication, productivity, and social rela-
tionships. :

LEADERSHIP AND SPATIAL ARRANGEMENTS

Many of the concepts used in discussion of
Jeadership, such-as central figure, dominant
position, upper echelon, and high status are
based on. spatial analogies. Studies of group
dynamics and. leadership have shown that

-concepts such-as, social distance, inper circle,

and isolate have some geographic reférence
but there is no;simple isomorphism between
psychological and geographic concepts. While
investigating ussion groups, Steinzor no-
ticed a participant changing his seat in order
to sit.- opposite another person with whom

-

he bad receritly had a verbal altercation. In -
an ex post facto design using data already

collected, Steinzor found that when one person
stopped speaking, someone opposite rather
than alongside was next to spgegl)?, an .effect
he attributed to the greater physical and ex«‘

pressive value a person has for.those opposite!

him Jh a circle. Following this, Bass and
Klubeck (1952) reanalyzed their discussion
group data to determine if leadership ratings

'varied as a function of location in an inverted
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V or a paralld row arrangement. Although
they found that persons occupying end phii-
tions attained higher status than peopls ‘in
middle seats, there were so many confounding
factors, including & nonrandom selection' of
seats by people of different status levels, that
their results were equivocal, Hearn (1957)

reanalyzed small group data collected for

other purposes and found that leadership style-

had a significant -influence on what was
termed the “Steinzor effect,”” With minimal
leadership, members of a discussion group
would direct more comments to people sitting
opposite than peoplé adjacent; when a strong
leader was present, people directed more com-
ments to adjacent seats than to people op-
posite; and when direction of the group w.

shared equally among the members, no spatial
effect appeared.” These results may be ex-
plained in terms of eye contact. Since it is
impermissible to look: directly at a dominant
individual at close quarters, the individual re-
stricts his gaze to his immediate neighbors
when a strong leader is close by. Steinzor’s
expressive contact hypothesis has been fur-
ther refined by Argyle and Dean (1965),'who
studied ‘the connection between eye contact,
distance, and affiliation. A one-way mirror
was used to chart interaction between a
naive subject and a confederate who gazed

continually at the subject. There was less eye:

,contact and glances were shorter when the
people were close together, and this effect was
.most pronounced for mixed-sex pairs The au-
thors believed that eye contact is'a component
- of intimacy, which Is governed by both apx
-proach and avoidance forces kept in a state
of equilibium during any given eéncounter.
When this equilibrium is disturbed by increas-
ing physical proximity or decreasing eye con-
tact, there are compensatory changa along
the other dimensions.

Communication flow as a function of spatial
relationship . was emphasized by Leavitt
(1951), who continued the work of Bavelas
{1950). Leavitt used groups of five subjects -
each who were seated at a table but separated
from one another by vertical partitions.

_nels of communication could Be changed by
manipulating slots in the partitions. Group

+ leadership was closely correlated with a mem--

. ‘ber’s position in the communication mnet.

209

DUM M AR
Centrally located individuals enjoyed the task
most and those in the peripheral positions
enjoyed it least. Howells and Becker (1962;
hypothesized that,people who received greater
-pumbers of mesfages would be more likely
be designated leaders than people why .
fewer messages. They arrangeq
groups\pf five subjects around small réctangu:
with three people on one side, tw
‘on the [other.. The results confirmed then“
predictl s that more: leaders than would he
by chance would emerge from the
two-man side of ‘the table.
~ The studies described thus far have. in-
volved relational space, or the way people
orient themselves towards one another. A
second line of research has emphasized the
cultural import of various fixed locations, In
studies of leadership, the head chair at_the
table has a special significance. Sommer
(1959) found that leaders in small discus-
sion groups gravitated to the head position
at rectangular tables. Strodtbeck and Hook
(1961) reanalyzed data from experimental
jury deliberations and found that people at
end ‘positions participated- more and were
rated as having greater influence on the
decision process than people at the sides. It
was also found that jurors from the mana-
gerial and n?‘u@;ional classes selected the
bead chair nfore than did individuals of lower
status. Hare. and Bales (1963) did not work
.with leadership per se, but rather with domi-
nance as measured by &. paper-and-pencl
pem&hhl!ty test. ‘Reanalyzing the data col-
lected by Bales and his associates from

five-man discussion groups, they found that
subjects high on dominance tended to choose
the central seats and do the most talking.
Felipe (1966) used the semantic differentisl
to assess dyadic seating arrangements along -
these dimensions: intim;ate-unacquainted, hos
tile-friendly, talkative-untalkative, and ur
equal-equal. The cultural mﬂuence of the
head position was evident on 'the equality -
dimension—if one member of a pair was at -
the head of the .table, this pair was rated

v significantly less equal’ than if members were

both at ends of :-the table or only at the
gides. -

.A weakness of all these studies is the hm !
ited range of cultures anid populations - .sam']
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ed, almost all taking place in the United
states. This would not be a serious limita-
gon except that Hall indicated that leaders
in -other parts of the world use space dif-
{erently. An equally serious problem concerns
the confounding of lgcation, status, and per-
conality. All studies agreed that choice of
seats is nonrandom with respect to status and
personality.  High status, dominant_ individu-
als in American culture gravitate to the head

position, and people who occupy ‘the head:?

_ position participate more than people at the
side positions (Strodtbeck *& Hook, 1961),
but there is no way to disentangle status from
focation in these studies. It is possible that
occupancy of certain locations automatically
raiges an individual’s status and/or domi-
rance. On the other hand, it may be that
Jominant individuals choose these locations
for reasons of tradition and would participate
more wherever they sat, and thus their loca-
tion has no -essential connection with their
participation. It may be that high status peo-
ple tend to"participate, more and certain loca-

. toms also  increase. patticipation, but ‘the
combination of the two Tesults in greater
perticipation than either by itself. The only

~way to disentangle these variables is to- con-
- duct experiments in which people are assigned
tandomly to various locations and their rela-
tive contributions noted. It must'be recog-
‘nized that these conditions are highly artificial

in a society, that typically allocates space ac-
‘cording to status considerations. From the

standpoint of designing experiments in natural
_ settings, the policles of random assignments
of location .are not always adhered to in
practice, In the prison camp studied by
Grusky (1959), inmate leaders received the
- most desirable job assignments as well as the
 bottom bunks (which were status symbols in
~ the dormitories) despite the official policy of
-fandom bed assignment. It is likely that the

sam¥pressures responsible for the connection’

between status and location operate against
iy assignment scheme in conflict with
dcepted spatial norms. . - -

" TASK AND LOCATION.

- 'The duesi,-fu?” effective spatial arrangements
I working units such as relay assembly
leams, seminars, and buzz groups has been a

7

210

\

DM alt GRUUE ELULVLY

subject of considerable concern to applied
psychologists. Textbooks of group dynamics
recommend horseshoe or semicircular rather
than straight-row arrangements for discussion
-groups and_ classrooms, rectangular tables
have been criticized for fostering authori-
tarian leadership, and the improper location
of individuals has been blamed for the failure
of the working teams. Intuitively it would
seem that the proper arrangement of people
would increase production, smooth the flow of
communication, and reduce the “friction of
space,” but the data are largely of the anec-
dotal variety. Perhaps more convincing data
lie buried; somewhere in applied psychology
or human engineering journals and, if so,
a valuable service could be rendered by bring-
ing them to light. o
Several recent studies have explored the
connection between spatial arrangement and ~
group task. Sommer (1965) and Norum
(1966) studied the arrangement of convers-
ing, competing, coacting, and cooperating in-
dividuals. At a rectangular table, cooperating
‘pairs sat side-by-side, conversing pairs sat
corner-to-corner, and competing - pairs sat
across from one another, while coacting indi-
viduals sat in- distant arrangements. In a
separate study of cooperative and competi-
tive working conditions using a like-sex decoy,
the subjects sat ‘opposite the. decoy in the
competitive condition and on the same side
of the table in the cooperative -condition.
The extent to.which similgr attitudes pro-
duce greater ‘physical proximity remains. in
‘some dispute. Little, Ulehla, and Henderson-
(1965), using silhouette ﬁ(;\\ns, found that
pairs ‘reputed to be . Goldwater supporters”
were placed closer together than Goldwater-
Johnson pairs, but the ez:ct did not occur
with Johnson-Johnson pairs. However, Elkin
(1964); using actual discussion groups in-
volving pro-pro, pro-anti, and anti-anti Medi-
care pairs of college students, found no dif-
_ferences in seating between concordant and
discordant pairs. It is possible that the in-
" tensity of the discussion and the interest’
shown by each of the participants influences -
_proximity more than attitude concordance or
“discorddnce: - - : -
 Several psychiatrists and clinical psycholo-
gists have written speculative articles on the
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significance of "various spatial’ arrangements

in‘psy\zotherapy. Goodman (1959) made an
intriguing comparison between the Freudian
use of the couch, Sullivan’s cross-the-table
therapy, and the spatial freedom of the

Gestalt therapists. Wilmer (1958), Winick”

.and Holt (1961), and Horowitz (1965) all
discussed seating posmon from the standpoint
of nonverbal communicaticn in group psycho-
therapy. :

> INDIVIDUAL DISTANCE .

The term individual dlstance was first. used v
by Burkhardt (1944) to refer to the spacing

that animals maintain between themselves and
others -of the same species. Several studies
have been directed toward the question of
how close people cometo one another and
to physical objects. Hall (1959) developed a
detailed schema for conversational distance
under various conditions of social and psycho-
* logical closeness which ranged from 3-6 inches
- for soft intimate whxspers to 8-20 feet for
talking across the room in a loud voice. It is

- also likely that noise, bustle, or threat brings

people together. To measure conversational
_ distance, Sommer (1961) sent pairs igto a
large lounge where they could sit either side-
by-side or across from one another to discuss
desxgnated topics. On the basis of previous
work, it was assumed that people would sit
across from one another rather than side-by-
side unless the distance across was too great.
"It was found that the upper limit for com-

" fortable conversation wunder shese: specified .

conditions was approximately 5.5 feet between
individuals. A subsequent study 1 four
chairs instead of couches so that the'\d

- could be varied. Again the 5.5-foot conversa-
tional distance prevailed. However, a cursory
examination of conversational distance in pri-

vate homes revealed a much greater conversa-'

_ tional ‘range than this, something like 8-10
feet between chairs. ,

" Other investigators have used paper-and-
pencil or projective tests to study individual
distance. Kuethe (1962, 1964) instructed
students to pin yellow felt figures (a woman,
man, child, dog, gles of varlous sizes)

on a blue felt background in various combina- -

tlons. Kuethe found that the woman and the

: tance
side-by-side as well as the distance across

. close as co
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child were placed closer together than the man
and the child, while the dog was- typically
placed closer to the man than the woman. In
all conditions, the peopie were placed closer to.
gether than the rectangles. Little (1965) used
line drawings of males andfemales to examine
concepts of individual distance. It was found
that the degree of prior acquaintance at-
tributed to cardboard figures influenced the

- distance they were placed apart. A replica-

tion using silhouettes and another using live

_actresses who were posed by the subject in
alsn -

scenes involving different activities
showed that the distance apart which - the
figures were placed was a function of the
‘closeness of the relationship between them.
Horowitz,  Duff, and Stratton (1964) in-
vestigated individual distance among schizo-
phrenic and nonschizophrenic mental patients.
Each subject was fmstructed to ‘walk over to
either another person or a hatrack; and the
distance between his goal and his stopping
place was measured. It was found that both
groups approached the hatrack closer than
they approached a person. Each subject
tended to have a characteristic individual dis-
tance which was shorter for inanimate ob-
jects than for people. McBride, King, and
James (1965) did a similar study testing
GSR to varying amounts of closeness between
subject and male or female experimenters. It
was considered that GSR- effects would pro-
vide an indication of the level of arousal as-
sociated with the proximity of neighbors. The
.authors found that GSR was greatest (skin
resistance wag least) when the subject was
approached frontally, while a side approack
yielded a greater response than a rear ap-
.proach, The response to experimenters of the

e sex'was less than to experimenters of
site sex. Being touched by an object
produckd less of 'a.GSR than being touched

by a person. Argyle and Dean (1965) invited
the subjects to- participate in a perceptual’
experiment m which they were to “stand &
le to see well” to a book, 2
‘plaster headSdnd a cutout life-sized photo- -
‘graph of the senior author ‘with his eyes
closed and another with his eyes open. Among
other results, the subjects placed.thémselves

closer to the eyes-closed photograph than the . '

,eya-open photograph
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Systematic violation of individual distance
was undertaken by Garfinkel (1964) and
Felipe and Sommer (1966). Garfinkel Te-
ported that the violation of individual dis-
rance produced avoidance, be#ilderment, and
embarrassment, and that these effects ‘were
most pronounced among .males. Felipe and
sommer  Systematically staged invasion- se-
_quences under natural conditions ' (people
«ated-on benches and at library tables)  and
demonstrated observable flight reactions. Two

~ccent studies have dealt with the relationship ’.

netween individual distance and personality
wariables. Williams (1963) showed that intro-
verts placed themsclves further from other
qeople than did extrpyerts. The same con:
viusion was reached by Leipold (1963), who
~ aoted the chair a person occupied - vis-a-vis
a seated decoy under anxiety and praise con-
divons. "There was greater closeness under the
- praise than the anxiety conditions, and extro-
verts plated themselves closer to the decoy

" than introverts. : -
Sex differences in spacing have been found

"o & number .of occasions, hut the number -

‘o cultures sampled is limited. - Several in--
vestigators (Elkin, 1964; Norum; 1966;-Som- -
mer, 1959) have found that females make
@ore use of the: side-by-side arrangement than.
do males. Side-by-side seating, which is gen:
- enlly considered to be the most intimate
of all seating arrapgements for people already
‘dcquainted, " is com%ative]y ‘rare. among
males if they are given the opportunity to
St across from one another, The idea that
lemales can tolerate closer physical presence
- than males is underscored by observations of
. Yomen holding hands or kissing one another,
Mractices which are uncommon between’ males

i this culture, S T
Campbell, Kruskal, and Wallace (1966)
e seating arrangements of Negroes and
*hites as an index of attitude in three Chi-
3g0 colleges, -Clustering of Negroes and
:’hltes was found to be associated with dif-
“tences in ethnic  attitudes in the three .
<hools, These authors and Strodtbeck and
::"k (1951) attempted to develop appropri-
;"%ion data. Tabulating the results of a single -
“xervation involving a large number of indi-
"uals whose bebavior “at times relates to

amined the wear on ﬂwrfﬂm

Statistical techniques for -analyzing aggre-

N

one Xnother and 4t times te”aspects of the
physicgl environment is no small achieve-
ment, but when one assembles the records of
repeated obscrvations of individuals, some ob-
served many times and some just one, the
difficulties multiply. It is fortunate that ani-

mal ecologists and zoologists have encountercd
these problems over the years and’_have de-

gation, dispersion, home range, and social
distance. McBride (1964) has developed com-

puter programs to assess the degrec of nony
randomness  within. an . -aggregation. Esser .

~veloped useful methods for mgasuring “agigre- .
I 7

(1965), working on a.closed research .ward _

of a mental hospital with the available area -

divided into. squares so that the locatipn of
each patient can be charted during the entire

_working day, has obtained detailed records
- of individual spatial behavior similar to those .

of the better tracking studies by animal bi-

ologists, but he has not yet reached the same

level of precision in relating the individual -

patients’ locations one to another. ‘The prob-

lems in - analyzing: the interdepéndency be-

tween; a large number of individuals: with

n(n — 1) dyadic. relationships has led ‘some ‘
investigators  to ‘use. physical - aspects “of the .

environment - such 4% walls, partitions, ‘and
chairs as coordinates for lecating individuals.
A new approach (Bechtel & Srivastava, 1966)

bell, Schwartz, and Sechrest /(1966), who ex-
different museum exhibits, ;
‘ DrscussioN

Knowledge of how groups arrange them-

selves can assist in fostering or discouraging

tended to.be sociofugal space- (Osmond,

v

1957), aimed at discouraging interaction, re-

quires knowledge. of how to arrange people
to minimize ynwanted contact.,It may be

-possible to use the rank order. of- preferred

arrangements by interacting groups as ar-
rangements fo be avoided in sociofugal space.
On -this basis; corner-to-corner seating would
be less satisfactory than opposite er distant

is the development of the Hodometer,- an -
electronic recording device placed on the floor
‘of a building to measure use:of given areas

as well as pathways. A much ‘cruder index of °
area’ usage was suggested by Webb, Camp-

in front of

‘group relationships. A library which is in- -
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seatins in a sociofugal setting. An Enily

Post or Amy Vanderbilt may know these
pnncnplu intuitively, and diplomatic protocol
may codify them, but there is value in making
them explicit and subjecting them to empirical -
test. To an increasingly greater extent we

find ourselves being arranged by impersonal.
epvironments in lecture-halls, airports, waiting-

rooms, and lobbies. Many aspects of the
proximate environment, including furniture
and room dividers, have been placed. for ease
of maintenance and efficient cleaning ‘with
‘little ' cognizance to their social functions. -

" These prmciples will be of most help in

institutional settings such as_schools, hospi-
tals, public buildings, and old - folks’ homes
where the occupants have little control over
their surroundings “The straight-row arrange-

ment of most classrooms has been taken for

granted for too long. The typical long narrow
shape of a classroom resulted from a desire to
get light across the room. The front of each
room was determined by window location,
 sirice pupils had to be seated so that window
t came over the left. shoulder. However,
o developments in lighting, acoustxcs, venu-
lauon, and fireproofing have rendered iny

. many of the arguments for the boxlike room
- with straight rows. In mental hospitals, the
~ fisolation of schiwphrenic individuals can be
furthered by sociofugal settings whi¢h mini-
- mize social contact, or reduced through
sociopetal buildings’ l.lnted at reinforcing so- .

¢lal bebavior. The former approch is valld

it one wants to provide an optimal environ-

ment in terms of the individual’s present

needs,thohtterusodetydwestoshape
the patient’s social. behavior to. facilitate his
" return to society. It is mindless todesign
- mental-hospitals without taking cognizance of

-the connection between physical environment

" and social behavior. The study of small group

~ecology is important not only from the stand-
point of deyel
- pelationships that takes into account the con-
text of social relationships, but also from the .
practical standpoint of designing and main-
taining functional contexts in. which human
relationships can develop. -
Several problems of method must: be re-
_solved before 3 relevant - theory of group

eeuogy can be developed Having reviewed,

DU Lol

oping an adequate theory of .
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"~ the studies themselves, probléms in recordmg
and some special characteristics of the settings
in which the studies have taken place should
be ‘mentioned. The studies described have
-generally tabulated . gross - categories. of be.
havior without any real specificity or pre.
cision, A person’s location has been plotted
as if this described his orientation, head
angle, arm. position, etc. Stated .another way
the investigators whose work has been. de.
-scribed -here have relied almost exclusively on
the eyeball technique of recordmg Some, suck” -
as Esser and McBnde, are moving into the -
electronic processing of observatxonal data.’
but -the improved precision is in data analy.
sis rather than -the integration of various:
facets of spatial behavior. Very little use has
been made of - photographic recordings. One
would hardly undertake the study of compa-
rative linguistics without a tape recorder, but
only a handful of investigators whose work
we have discussed have used still photographs,
much Tess moving pictures. Twenty-five years
ago, Efron (1941) hired a professional artist
to sketch conversing groups. A -few anthro-

_ pologists, such as Birdwistell and Hall, are -

currently accumulating film libraries of inter-

‘action data. McBride . found, it necessary to
photogtaph aggregations of fowl from small
“towers above the toops. It is difficult to get
good photographs of the spatial arrangements
of people from the horisontal plane, partics-
larly'if there are more, than two individuals =
involved. Yet, it seems likely that the real-.

bmkﬂxoughs in ‘this field will occur when

methods. for monitoring angle of otientation,

eye contact, and various other nonverbal cues
are developed for use in standard interaction .
situations, The arguments for and against lab-
oratory studies of group behavior which in-
volve ope-way. mirrors, microphones, and hid- -
den photographic equipment compared to field
studies in playgrounds, schools, and - city
‘streets ‘will not be-reviewed here. However,
:a promising “solution is. the field-laboratory
.method used by Sherif (1954) in his camp.
"studies where he employed a standard cor
trolled situation, in the sense that relevant
variables were specified in advance and intro*.
‘duced in specified ways hy the experimenter
‘but always under conditions- that appeared =
natural and appropriate to the subjects An-‘ '
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otber limiting elernent -in the work to date
< that almost all the studies have involved
discussion groups around tables and chairs.

we know little about the ecology of working

qoups (apart from sociometric data) or co-
»ting mdmduals, particularly if they are
+anding or moving. Again, the technical prob-
s of recording-interaction patterns ‘of mov-
-g-individuals are much greater than if the
-dividuals are seated in a classroom or around
1 conference table. :
Along with this is a disproportionate num-

" g 0f envxronmental studies that have taken -

Jace under conditions of confinement, par-
cularly in -mental hospitals, At this tinre
aere are at least seven studies underway -on

4e use of space by mental patients. As far
1s the writer knows, this exceeds the number

- current studies of spatial behavior of non-
- wspitalized individuals. Mental hospital

" sudies allow greater - control and ‘environ--
mental manipulation than can be achieved -

_outside a total institution, but they also con-

~ fownd the effects of schizophrenia and institu-

temalization as ‘a social process aver ‘time
with the effects of captivity and locked doors
a spatial vatiables, . - - .
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- never '/

: acoustxcs within the areas.

This magazine played a role in spreadmg dnscussmn of the -

- open-area school and the rel’ated ideas of continuous progress'

and team-teaching. Many open-area schools have now been
operatmg for sgveral years in dlfferent parts of Canada, How
is it all working out? There is as much debate as ever. Here -

a teaching team of Calgary teachers relate their experiences
gained at the Huntington Hills Elementary School. They are

*Anna MacGregor, Fay Formanek, Wally Johnson, and Linda .

Lister. The photos were taken by the Calgary | School Board’s
Instructional Aids Department Discussion of this and other

Open -area experiences is invited from Monday ‘Morning readers.

g
|

o Traﬁitiongl

216
INNOVATION AND CHANGE " has tak6n
place in many Canadian schools. This

.trend has ‘led to the construction of .

- open-area  schools in Calgary, Alberta.
One of ‘these, Huntington Hills Ele-
. mentary School is quite umquc in 1tsv

. design and structure. ’ "

.Three large instructional areas radiate
~from the central library. Jwo hall«bce A
fclassrooms accompmoddte remedial n-
_struction. “Ani¢fiary rooms and gym- -

nasium_ are. provided for art, science,
music-and physncal educafion.-

"~ The -structure and’ furmehmgs of

Huntmgton Hills contribute to the flexi-
bility and Yreedom. on the part of .

~‘students and teachers. The carpeting and -
high Open-beam ceiling - ensure good.

- We, a team of teachers from the
chools west _area (3rd.and 4th year

'students) would like to share ‘our ex-
' penences with you. We all applied for a -
.position in this school, We wanted to
- teach in open-area.

- Principal D. H, Louden helped us and .
backed us up. With his gmdance our -

‘mmal orgamzauon was planned

ORGANIZATION T

Our organization utxhzes team teachmg_ e

and subject specxalnzatxon A closer look

.
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: ‘at each subjcct thl 1llu
- clearly. ‘
. SUBJECI‘S
2 Openmg exercxse; :
.,Opemng exercises are ¢

. tencherwnh the wholea
",‘French o

" The . Egench taught to' fdunh year stu- -
Ktlmetabled to comcnde with the
" “Parlons .

CRT stee
g - A
- -G
e o - ——
I
A B
P .
1178

.

s
wi—d

2,
o v‘:‘-‘qu...

)

pomesay

this more

Bcted by one
r;icipg;ing.

dents
fangais television programme.

- The.TV: lessons. and follow-up sessions

lively . F‘rench songs xllu
S eﬂ'cctwely the open area ca

o Commumcalmn:

:_: - Skllls'
- Research! Individ

‘ are held in the ares. A. capable French-
i -specmhst isa member of aur tcam

o Wmmg and pmmng i

e lnstmcnon in ﬂus sub)ect is ngen to the ;
- -third year students by overhéad projet- -
" tor with a ten{m of two teachers. Writing

- " is ‘carried. on- ‘while. the " fo :
"7 students fre- havmg French.

"Oral readmg! Pla

- gearch . and ' language: sk.ills arc mter-
-'.J:spengd throughout+ - :
" .Spélling is taught by a phonetlc ap-‘ ‘
. worksheets or_reports. In a :(nt}uhﬁ s
~ " of the'unit, the students work’on.group - L
1eports: “The - four - teadmrs hclp any.

L 'pmach ‘using_basic vowel xules and an
 individualized kit. S

| o sm s

s .
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activities are all part of our commumca-'

Fourth' Grade . Readiness. and Gates.

»Machme reading tests were admini---

- stered ‘to “all third and fourth year -
- students, We used .the results to place
the childrén in four groups ranging from .

. remedidl to enrichment. The type of
' . programme .is dqtermmed by the -need

of the pupils. “The. small remedial gropp

receives instruction in the half-size class- -
_room_while the. other groups remlin in

the area’: ; :
“To. uemphnsize readins skxlls an-

) alternate type of instruction is provided.
- On these days skillsoare retaught. As_

 children become adept at the:skills they -
- progress to an enriched programme.

Y

Creative . writing, choral . speech,
literaturé apprecmnou ‘puppetry, - re- -

" 0ur: commumcatwns' prommme A8

the best ‘of their ability: con-

tmuOus progress through the levels
tions programme. Early in September, .

désigned t6 provide the children within -
‘opportunity to.-progress- at their own . ‘
mcthod of divndmg thc umt mto four,

,"\

Anthmenc .

The’hb&ry prolects mw Ihe West. Area,. :

.

Instruction m anthmetxc has beén -
handled in two ways. Thll’d year chil-
dren receive mmal mstrucnon from a

team . of two teachers. Children -en-

dual small

SYOUP

"counten g difficulty are given ‘indivi- B
mstruchon R

) lmmedna ely ’ .

“ATe edihl group - of fourth year.',.’\-v-

are mstru’cted in thc area, -

Science . Ry R
Vanous methods of large and small

group ‘instruction have been experi- -

mented within_ scxcnce *In* the initial

- stages, instruction is given to. the total..
‘‘group.. After the presentation by one.. .-

-students is in ‘the half-«slze classroom -
. where th emphasns is on basic facts and o
computa ion. The remammg students“-_ 0

(\ .

teacher; the:students work on mdwrdua[ e

gronp that tequircs extra attenuon B
“We ' expenmenx«:d ‘with . a- scc@nd




l(i

phases and 'the totnl mstructlonal group -
into -four. Each _phase was planried. to
- theé children have their choice of a new ~
" country,snd.the teacher repeaty the unit.

" with a new group, A basic pooklet was -

cover a-dxfferent aspect of the unit.. qt

was sa; devised that, each group of .

studenb would cover each phase, but
that any group could. start'at any point.

" To lllUstrate this procedure let’s follow

> one group of sludents through this plan,

Group A beglns with research.in library ;
- after. six sessions there they move to

“ the science.room to. do.dn experimental

phase From this, the chlldren move to .- - e
, All cluldren withln the area receive large .

~group (130 children) instruction by the. .
- -art.. specialist on our team.:Desks are
grouped -in_fours.’ Children _help’ by/-
“covering, ‘the desks with plalt:c sheets

the Iecl\lre-demonstratxon section, then
fmally to the correlated health aspect.

By the end of twelve weeks, all studenfs.‘
“have been active in all phases e :
" _The above two methods work suctess- -
fully and wnll undoubtedly be .tned ."v‘"d handing out supplies. -

Soclal.rtudlu I

Our socml r;udies umts are planﬁed'
smularly ¢to' the science. This. invol,ve!_"
large gﬁoup mstrueuon followed by m» B

dmdual agsimments.

“The stwdy of oounmes i ommzed

dnvnded. mta four groups with" each -

- sometimes necessary for th
. uge: different media, The"
_the large group. lm not.in any way

carfied: omt. All “children_haye -partici-

.. pated- in’ clay. - modelling “including N . -
, - glazing’ and ﬂxina palntln;.w"cnyon IR S
‘work, . paper - construction, - printing, .

’eollue plpler mlché and weavzu. '

in & diffevent  manner. ‘The ‘area is’

tehcher"'.l'eéponeiblé for a speciﬁc v,

country. At the conclugion of the unit,

eompxled ‘that was adaptable to' any

’country Thls enigbled us to stay within

boundarles for ;equal :

’é""‘“‘“ﬂl‘ L

Aft Lo

In order for al «children to complete
thelr p:oseet on the nme ‘day, it is .
hlldren to

pen area or -

restricted .the ~ type: of -art. projects

A small research group at work
My.uc and phy::cal educanan

Teacher spec:ahzat:on facxlltates ‘the
simultaneous timetabling of |music_and
phymcal ‘education. ln physcal educn--«_
~.tion,- the -emphasis has been ‘on move-
.ment . educanon School assemblies - -
provide. an ‘opportunity for children to -

display. thexr creative dance and music. o

nctxvitles
lNl‘EgRA’l‘lON OF oun menv e
Theacentrally located hbra:,y forms 8

. most integral and fusictional part of the - -

whole. system, Our- librarian. helps plan. .

- fact, with' .a .more “individualized ap-
proach ‘and: an emphasis” on: research,

" the library has become more and more a2 .

- part: of the ares; Teachers and ‘students
"~ feel as though tlie lxbrary is part of their

classroom. It is not a:place, a separate * .-
. entlty. where one goes to sit quietly to . °
‘read

It u nther a cemre ot‘ actmty

and carry out our mahy projects. In:
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; L T i Opening exerciges . Writing lesso

w,ith".. free ‘movement from . afea to know anything about the- child? These
’ e ' decided, could be solved.

- questions, we.
. by, establishing-
_system,’a card

Coo libraty. ot Tl
" Books and encyclopaedias have. be-

" come a pait of the students’ scope
" -and atmosphere for every -given school
~ . day. Only when one sees the ovement,
~freedom and correlation between library
' and arca can-one appreciate. the out-
.- * standing role of the library- in our work. -

. ROUTINES AND DISCIFLINE -/ -

a card:system. In this
is set up for ‘each child

recorded in colour code. Each mark is
entered in either red, blue or black to

‘child was in, in that particular test. By
using this eolour system a quick glance
compares the  child ‘subject-to-subject,

o We think routines are.nécessafy for any test-to-test, and shows.a general im- -
. “school to function properly and in an" provement ordecline. - ... .

- .- orderly manner. With the large group of
-recordéd. on

" 'that alf routines be established” carly.
- comments

' " Our team has always been in.complete
- agreement as to how and what we ex-
. pected of the children. As soon as on€}

: interviews..t -
. "~ teacher finds a disturbing incid§Kt re¥ oo oo THE AR
.7 curring, we_imme dgatqu.'»arrqn’g'g‘ dltor--_,‘ﬂ?A-st ORTHE FUTURE ST
1 native meth . All'students within the " .In. oyr .progressive school system, we
-.*". area are the responsibility of “all . the:

s If a situa: <"

: " and,improving. ur. routi

e jon_oceurs; and it is the concern of the meet the needs of the childrgh_..;"[here’ '
a1 he - will be a trend towards a more extensive
. together - and. discuss - the matter. with. “individualized programme to facilitate .

.- entire area, -we, bring -the children

fewer discipline -prdblems’ in:our open s

llea than 'iﬁ_g'selffgontginpd classroomn. lfouh;iltlbh for this ‘_typ'e:_bf,_l‘e__a:‘ming, o

" PARENTS'REACTIONS ~_ ©~" -

CEVALUATION ot
- Evaluation of .such ‘a large number-of
. -,"_'stg'ldef\.ts' caused us concern in the initial -

"The parents have. been ‘positive in their

could we talk - “Half-sjze, classroom greater advantage to

37 How -
parents 1f we - didn’t

student

: large-group instruction
I

* with : a .listing of  the various subjects -

" indicate in which third of .the total the

For the social adjustments and work: . HOW DO WE FEEL ABOUT IT ALLY

- children we found it even more essential . habits of the students, comments are .
‘ ' ' the back, The-cards and

, have: proven most- beneficial

- for both._r%pomﬁgah'd pnreptft_eachQr.'

R A “foresee a continuation and expansion of
"+ teachiers. We are contihually working on :-many- of ‘our present. pland. We shall
continue to experiment ‘and innovate to-

“fliem.. We have ‘found - that we: have *_ continuous. progress. Our library-centred
open area_school provides the proper.

de IS n v i acceptance of the open area. We receive -
nnfilg: stages. ‘How could. we gét to * such. comments ‘as. ‘Very impressed’; -

slower learners’; ‘We like'the centralized - “Traditional.c

library”;.‘Really welt pleased with:open -
.area_design and instruction’; “Teachers
‘and children- 3r€ Gind _relaxed  at-
‘mosphere’. -Werals get -adverse com-’

ments, ‘such- as_‘Back to a oneroom '

classroom’; ‘Slightly rioisy at times’;- .
_‘Waste of tax ‘money'; *Desks: are so . '

close together children can copy’. Since,
these latter opinions ar¢'in the minority . .
(8. per cent), we feel that the parents are -
overwhelmingly in- favour, of the open.:
area concept. . oo

The open area school has been a real.
challenge' to us. We ‘hive" found that

‘working . together has. required - flexi-

' bility; cooperation and an carnest desire

e 'to-fSUCCegd Lin-this new efforf. The -
G 'eséemials.are a proper-aftitude, ahopen
£ mind and an unselfish personality with:

- due - consideration for . the’ team. All
organization and planning has involved. .
the - entire - group.. ‘We " have - derived -
pleasure and enjoyment {rom our team

“interactions -and have ‘benefited from

each  other’s ideas and “saggestions.
Testing and ¢évaluations haive been: con-

“tinuous throughout the year, giving use
"assurancé that. -the children - have, -res-
ponded well and progressed well-They

"+ "have ‘learmed to accept “responsibility. :
 "and to.work independently. - -
. " ."As each year ends, and we complete *

our evaluations of the: children’s work.
we find that pur endeavours have indeed - .
“poen suecessful. e o
lassroom™ never!.- "
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b e . SMALL GROUP EXPERIENCES. ¢

-

- You are aboyt to- engage i aa”teaching" activity As part of the

r

teacher preparation progxam you are allocated to one teacher or to . a

3

team qgcx30perating teachers You and the coéoperating teacher

realize that these children are "her" children' they are "her'" class.

But in an open-space environment these chilérén have much more frequent
. "8 >
. . , :

contact with many.other adults. You are 'now assuming the role. of an

5

adult}teacher.b For the period in which you are teaching these children

you need to remember that they.are in your care and that you have the

responsibility for them . ' R S l '

~.A

Before embarking on this small grqup activity you have observed

not only the physical facilities available to you in this spatial

1

environment but yOu have watched how at_ least one, arid possibly several

teachers,establish person-to pers n contacts with children in small
R ' s
groups :

f\ \,’\
it with one group of children.

4‘”, . As you plan for your activit with this group of children ask
pran Y 2 P

yourself such questions as: .
-1

,4*:» ' 2 ,.
* ’To which segment of the physical arek will I take this ‘group

. Y
4 . A,

§?~-° ’ 80 that the facilities for’ ‘the learni%g activities\will ‘be

L conveniently 8vailab1e7 : -~ : o "\\\\\\\\\\\

2. What dp 1 need to do prior to the experiencé.to arrange the

“physical environment and the facilities7 B ' e e
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3. As I meet the group how will I establish "good" and "strong'

> &

initial relations? o ‘ ¢

[N

4. What activities can I devige to promote effectivz group

- interaction?
) O
5. How can 1 structure the situation and the activit)y-so that

‘T am not the focal point bug 80 that each child 1s able to
contribute something to the total learningia‘ctivity?w
J,.' . . - * s .

The co-operating-teacher will probably suggest the scope and

content for thesé’ small group encounters, discuss with your co-operating

~

teather the approach you \iish to adopt

©
U

Now, plan your st ategy. Discuse your conternt with the teacher
[ : : *

s .

and pe_confideq}‘in your:own ability to lead and stimuiate'this small
gjoup learning experience. In this planning stage you wili need to

“ consider at least four things .

(1) the objectives’@ou want for the pupils learning outcomes

A
(2) the content in sequence
(3) the strategies you may us® to vary the "teaching"

4) . the resources you could utilize. : J
On the attached sheet you should make brief notes corresponding to each
of these categories Arrange through your coope;ating teacher for an

observer to. be with you during this activity, and provide the’ observer .

with a' copy of your plan for the small group experience.

AN

K3



40a [ 222

~ School: - ¢ Name: : .
Grade': , o » Group: »
Teacher: _ : Date:

-PLAN"FOR SMALL GROUP EXPERIENCE

v
. . A e e e
Nature of activity: . ' No. of pupils:
4
o R - .
Objective(s):
Content Outline ;Strategies Resources

\

w¥

Post~experience commentgs:

N -
— S

R
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DISCUSSION

Following this small group experience, try to evaluate yourself.
”.MAke your comments.on.the bottom of the Plan. Then discuss the
experiénce with yopur co-;peratiné teacher;

Rémember, you are mainly concerned itﬁ the physical, social,
and psychologicai environment. While lesson cénténf is imbortan:, it
is not the focus'for.yOur present eXperiencea. You must see youf '
experience in the context of ;his unit-;i.e. your awareness of the oben-
space envifoﬁmen;. : A - |

Théwtypes of questions you ghould ﬁbw be discussing Vith the
co;gpéréting'teacher are§4 “

1. During this small group activity was ; constious of each of
the pupils in the‘group?utheir reactionsk their\intéractions?' ‘

»éy ng I éble-to use.more than-oq”stxategy or ;as only one
consideted?ap;;opriafe? | 'A‘

3,7 Did I utilize the reaouiﬁes which I had planned? i‘ | :

4. ‘In what ways could-i*hgve vafieq the.exberienge to méke

' .

greater use of the facilibfes,'materials aﬁd épatial environmgnt?_
‘5. Whéte did the actual experience vary from the plan? Was
this an advahtdggz What elge should I be lboking‘for as I plan my

bresentation? :



g | 2 Y1

READINGS

ﬂ&ne:spatial environment is receiving increasing attention from
researcners and critics. The readings which follow provide a small
sanple of the literature in this field. The~purpose of this segment
is 63 acquaint you with some of rhis research and criticism. 1In
particular, you may find the categories and analysis used by some
writers helpful in focusing gpur own sttention on the spatial
environment whether in Open-spsce or conventional classrodhm

Anderson, D. Carl. Open—plan schools “time for a peek at

'dey,Godiva, Education Canada, June 1970, 10(2) 3- 6

Brunetti, Frank. Open Space: A Statuq§feport. CEFP JOurnal,.

v . sept.-Oct. 1971, 9(5):6-10.

ﬁts&, Phi}ip. Open Plan. The Canadian Architect, October, 1970, °

15(12) 46~31.

ke, Sndth Douglas. Open Plan: A Postscript. The Canadian

il

o

Architect 0ctober 1970 15(12) 58.
In addition to the readings supplied you will find these

references useful. These articles and extensive reading lists are

<

'avsilable from the researcher.

( N

Artinian Vrej-Armen. Classroom. The Canadian Archicect;

October 1969 14(12) 63 46,
. Justus, John E. An Educator Views Open Space and the Planning k

Process. CEFP Journal, Sept.-Oct. 1971, 9(5):12- 14,

Stolee, Leif, Myths and ‘Fads in Education. ATA Magazine,

575

Ny
PEey

May-June 1970, 50(5);32-4.A‘
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.

o : 4
Yapp, R. K. Feedback: North Bridlewood revisited.‘ Canadian’

Architect, October 1969, 14(12):26~42.

Ande;son,vR. H. The School as an Organic Teaching Aid, In R. M.

[y

McClure (Ed.) The Curriculum: Retrospect add Prospect.

The Seventieth Yearbook of the National Society for the
Study of Education, Part 1. Chicago: NSSE, 1971,

- Pp. 271-275, 281-297.



- Open-plan schools: time

for a peek at

BY D. CARL

it open-plan school may be the first
-ulelydopted innovation in. education
-« subjected to ‘much apparent evalua-
~un. Some educators, suggests this au-
war, baven't looke@ at Lady Godiva;
vy bave been bedazzled by ber flowing
~ar or ber chestnut borse, and baven'’t
teed to take a peck. Here are some pithy
wws from a principal who hbeads an
pen-plan school. He is not as entbusi-
1 21c as most of bis colleagues appear to

A

1S THE EDUCATIONAL phenomenon
! the Sixties. Throughout North Ameri-
i educators and trustees have looked at
e open-plan addition and thé open-plan
<fool as, an educational panacea. The
“lowing illogical thought has arisen. If 3
“nll room is enlarged, children are fierter
“lucated. This being true, two “Gpen
“~ms are betterthan one, four better
"an two, cight better than four and’so
~+ 4d infinitum. Not' content with-opgn
~houls only at the clementary level, we
+'< continuing, with reckless abandon, to
's¢ ahcad with senipr publics, junior .
" <hvand senior highs, | - e
Veachers, principals,’ administrators,
Javees and department officials, cven
csters-of Education, cite the educa-
'™l improvements — for cxample, the.
" rulloom - (acoustical flooring);- air con-,
“froming: - (all-weather - temperaturc -
“ol) and mud ‘rooms (damn, big,
- closets). Everyone who works in
"¢ of these ‘modern Taj ‘Mahas‘ pro-

. ples pro

Lady Godiva

ANDERSON -
( .
claims that it'is the greatest thing to hit
education since religion discovered * the
after-life. No one wants to say that there
are problems, that maybe they are failing,
that perhaps they had better do some
cvaluation. Yet, .is 'open-plan better than
the sclf-contained classroom? :
Every innovation . in cducation has
tended to be evaldated to death. One side
proclaims, in highly documented and

_tesearched -form, in“journals, magazincs,

newspapers  and conferences, all - the
advantages of a’ particular scheme. Im-
mediately an anti-fovee ‘girds its rescarch
assistants and replies nggatively, At times,
unresearched mudsslipging: can develop,
‘cach -side claiming #& other is incom-
petent or biased, or Both. The LT.A. and
its continuing struggle; or the New Castle.
Reading Programme, are but two exam- -
mpting controversey in“the last

decads.

- In open-plan schools, somie cducators

~“haven’t looked at Lady Godiva; they'have

been bedazzled by her flowing hair orher
chestnut horse.” It's what's underncath
that counts and we haven't dared to peck.
Surcly we are not becoming that moddst
in cducagion. "~ . ca T
The “whole idea of the open-plag
school is to create space and flexibility at

. reasonable cost. | believe it has lert

-proven that you do not get a greatwes
teachiing arca for the same money. Costs

arc morc than consumed by carpets and
comfort controls, which arc really an
absolute necessity in large open ‘spaces:

'y dnderson is principal of Rockford Road Public School, North York (Metro Toronta) ltoard::

ducation,

9 o

s



Yes, you do get more space because you
can incorporate former hall space into the
teaching arca, but many times you Jose
space becausc you must have tcacher
planning rooms, interview rooms and
small group tutorial rooms.

Qs
/

_Flexibility? There is far lcss ﬂcxibility
in open-space schools than in “egg-crate”
buildings. In a typical, traditional class-
room the ‘teacher can close doors and
windows to outside intrusions.. Try ex-
cluding unwanted diversions in an open
area. We have all scen pupils working in
the halls, library, or any other nook,
cranny, office or room that is available, as
well as the classrdom. Granted® you can
do the same in the open-plan school, but

there ar¢ fewer nooks, no crannies and far

morc * diversions. Tcachers - can group
pupils and cxchange classes more casily in
- the open setting, but should thcy du so at
the elementary levet?: .

The usual desk-type furniture has becn
replaced by tables and chairs; big tables,
- small tables, round tables, squarc tables,

hexagonal and trapczoidal, green, white
and brown tables; Little does it matter
that
‘required to move one table three feet. Is
"it unrealistic. to expect’ an uncertain teen-
ager .or clementary school child tp’have
- some place to call his own?

.Naturally, therc is little *nced for a

green board, that old-fashioned -teaching -
aid. A tackboard for pupil displays can go.

where the architect decided against a
_window. Pigeon holes for pupils’ thmgs
“are more disorderly than a pack-rat’s nest.

Coat rooms for 200 pupils: are an

‘absolute stroke of genius. Now there are: -
50 pairs of boots, 18 jackets, four hats

four carctakers and a ¢ranc arc

. and six identical scarves that are likely to

be miked up or lost cach day. The.

problem is getting clothing labelled, so
that the numbers of crying children and
dlstraught angry parents are cut to a
mlrtrmum.

hank goodncss for the P.A. systcm.'

- Al that space_lcads to wanderlust, a
sedrich for'a quict place to work, a more
ckesting lcarning situation, a place for.a

French -and tell thc rest of the. class to get

ap or 3 spot for mischief. “Please
ic, call Mary, send  Jamie to

former
_program with-a traditional staff, then no
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back to their home area.”
At least a child can sit on a warg
floor, jump up and down and move froy

place to place without disturbing othyr -

The essence and vital différence fin
open-plan school is this freedom of move
ment..

It scems to me that many aspccn ot
school design need to be cvaluated, anc
changes nced to be made for flexibility
What about aluminum furniture, track
less, sound-proof movable partiti(ms
carpets that don’t burn, paint that won't’
mark casily, clevated display and chaik:
boards, lockable ‘tote boxcs, and pre
numbered coat hooks and boot de()Sl
torics for a start?

EE = o

How many tcachers? What sex? How
old? What personality? llow  capa-
ble? These arc all questions to answer
about staff. Logically, you take creative,
flexible, strong teachers and turn them
loose. Naturally, no time is allocated for
pre-planning or continuous planning and
evaluation, unless it’s after midnight or
Sunday afternoon..

Can any principal and or vice- pnnupal
be thrown in- ot trained to liandle the
open-concept school? Will - every philo-
sophy work? To the latter, Yes and the
No . If you want a traditional

training is neccessary — but wh»y then
build an.open school?
““Good grief, will he never kccp quiet
or tone it down? " *° :
“Wan't she ever stop ycllmg? "
“Why won't hc share his red pcnmls

‘withme? ™ °

Do you have to have vocal music
while we are doing silent reading? "'

“If we work co-operdtively then we
must time-table, ‘and that destroys the

frecdom and ﬂClelllt) we are tryingtu

devclop.” .

“1 know that somc people are messcrs
and others are housckeepers, but docs
cveryone: else have .to be'a messer in this
school? "

“No, 1 don't think WCrshould teach’

long division skills to grade 5 pupils.”

227

Each of these commerfts represents & - .

thorn- festering in somebnc's flesh: It is

very difficult ‘to . ger matching philo- -

!



wphics and frankness among teachers.

principals can ‘be dictatorial, but at the
risk of offending and ham-stringing top-
notch teachers. Te’s not casy to accept
eriticism and take it in a constructive
light. We are always walking the fine line
that divides opinions today. When is 2
skirt length indecent? When is a child’s
hair too long, too messy, or too dirty?
When does freedom turn to licence?
When are needs really wants in dis-
‘guise? These are all difficult questions for
-each one of us to answer. Yet the answers
will ‘often determine how well teachers
: get along in an open-plan school. n
- How much team teaching, or tcacher
_ co-operation, . should there be? Some
achers believe co-operation and team
““1eaching must cvolve naturally from their
needs and the needs of the pupils. Others
want an_organized sctring in’ which test-
ing. grouping and ‘timc-tabling are the
immediate goals. Still others believe in
offering a varicty of programs and allow-
ing pupils to make a choice. Rarely do all
three meet in a compromise.

“One of the most difficult arcas to
break down in clementary schools is that
of the one pupil-one teacher relationship.
-Each’ teacher has been traditionally re-
sponsible for a register of pupils. It is
_difficult for her to losc the mother hen
. attitude and share pupils. Each ‘teacher,
like eqch parent, assumes he knows best.
and no' one clse can really assist the child
to learn and develop.

If closed traditional classrooms are

- poor learning environments for some chil-"
dren, it- may converscly be hcld thar.

open, free situations are detrimental to
-other children. Many children cannot

take the din and stimuli input of the new

type of ‘operation. Children constantly
~scarch: for that quiet corner, that womb-
like, -under-the-table place of serenity, so

‘ that they can keep their sanity. It has -

. always been held that a child studics and
learns best when he is free from cxternal,
distractions. How many now say that it
doesn’t matter, that children learn to shut
out noise? L .
Children tend to .do ‘a tremendous.
_amount of wandering unlcss the class-
 wom teacher has a program that is
~well-organized and - planned, and  com-:
municates that organization and planning’

. dren, has any
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to the children. But too often teachers
and pupils tend to opt out. It's excused
by terms such as “‘the need to grow,” *'t
develop responsibility,” *to create aware-

ness of the world around,” and “‘to build

social interaction.” : ‘

These sayings too often spell out
IGNORE (I gonna notice nothing re
cducation) when what should be done js

TEACH (the cducator aims children’s

hcarts, hands and heads). With the latter
proposition, the children will learn, be
cducated, interested and happy. I am sure
we are boring and frustrating too many

o .

b4

children by making them feel we don’t

care.
.

What children should be placed in _

open-plan’ schools? If one looks at chil-
idea of the world around
him-and has delved into the rudiments of
the psychology of the growing child, a

My observations have led me to believe
that primary children and the seniors of
high schools should be in an open-plan.
The small child who enters school has
becn in a relatively unstructured learning
area consisting of his home, the imme-
diate outdoors and elsewhere under the
protective car¢ of an adult. Kindergartens
add a bit morc structure, many more
children and a more confining space. In
the past, grade 1 must have beeén a

‘certain clarity of thought should result.

traumatic cﬂgcricncc for .the child. be- -

cause of its vigry structured and confining
naturc. This has changed, I hope, with the
need for learning by experience, the need

for movement, especially with boys, and -

the need to be gradually assimilated into

-a more formalized legening situation. The
only answer to primary cducation seems

to me to be the development of open-
space.pods for the 4- to 8-ycar-old group.
As children _grow into their teens, the

body changes. The increasing maturation,”

the unsureness of themselves as persons,

and the' increasing nced for approval
contribute to an unsure-cocksure type of
individual. In order that time be gained to
ensure an orderly transition from child to
adult, a morg structurcd systcm is re-

quired. The child nceds reassurance that

he is useful, that he is learning, loved and

rested.

‘living. and that adults carc and are inte-

228



This can best” be done in 2 free yet
ordered universe — best accomplished in
the closed classroom concept.

As children mature, become better

educated, settle down and know: where
they are going, they are more able to
- ¢hoose wisely‘and make good use of time.
" At this point in growth, additional free-
dom and freedom of choice isa prerequi-
site . for- yn-depth study and maximum
“social, mental, -moral and physical de-
velopment. Thus the high school, univer-
sity and other post-secondary educational
institutions may best be served by the
flexible open-space type of school which
allows for the ultimate in frccdom. re-
sponsibility, and « co‘opcranon. '

a]

Nothing will work without planning,
supervision, involvement-and evaluation,

Too often tcachers are thrown into an .

open-plan with a pupil-teacher ratio of
35:1, a handful of Ontario P.L, J.I's,
“other frce and flexible courses of $tudy
and told to go. Too often children are
told to do their own thing, while the
teacher docs’ his. own “thing; the resule
cquale nothing.
7 If a satisfactory progfam is to chclop
planning timc must bé given, not at 4:00
p-m., or after supper, Saturdays or Sun-
days. but during the. school ‘day. This-
time. should also be given at> regular
intervals, At least one day a week, school
should dismiss at 2:30 p.m., and teachers
should be instructed to plan co-operative- |
ly the work for the followmg weck,
criticize the work' of the week hefore and
attempt  to profile a  few - children.
Teachers and school boards should try to -
sec that such planninf time is obtained.
- It is much too casy for teachers to opt
out of - teaching, by not devcloping a-
course of study. When this happens chil-
dren opt out, and cvcryonmoks busy

going in all dircctions to nowhere. Chil- -

dren must know where they are going and
must be helped to gee there. This means’
that the teacher must plan a program to.
.meet needs and not satisfy wants; that a
~“teacher must be mbre involved with each
_child at: all times than ever before. It's
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hard work and anyonc who is not w:llm!,
to slave had better stay away. -

To make an effective program, teacher
strengths must bé assessed and each mem. |
ber of the team in an open-plan must be
willing to sacrifice his pride and posscs-

sive nature to the common good. Use the
strengths of teachers to develop-a prod”

gram, to commumcatc it and to havc“
others develop -it. If a tcacher can't
contribute fully to a child’s development
becausc he' lacks tcacher skills then he .
must be willing to sce that child de
veloped by another member of thc team.
Everyone must opt in:

Perhaps the greatest danger, not only
in open-congept schools but in closed
classroom situations, comes from the
teacher who attempts to meet individual
needs. For some unknown reason
teachers have interpreted *“mecting indivi-
dual nceds” as creating 35 different pro-
grams in each subject arca. In other
words, 35 individual .and different things
arc being done at any onc time. ‘the
result is chaos. There has to be grouping
if a tcachc.r..;s going to keep track, record
and assist: pupils. I have yer to seca

~teacher effectively having 35 different.

things being attempted at one time by 35
pupils. Can you. picture the scenc?

~ To summarize, open plans work under
the following ' conditions: when there is
space_flexibility, staff is given planning
time, teachgrs have similar philosophics in
program; housckccplng. and discipline,
when there is a varicty of _tcacher

" strengths, when there are m(.amngful pro-
grams, when pupils work under teacher
guidance, and when there-is a frankness, .
with respect for others.

They won't work when: pupil and '

tcachers do their-own thing, no goals arc
set, noisc is. cncouragcd organinuon of
- material centres is non-cxistent, wander:

‘ing is allowed, constant cvaluation and

teacher assistance is missing, and when
staff co-operation is poor. '

¥

Build them open, but take Larc' Take ~

~a look around you. Sce what’s really
happening.. Know where you. arc going,
and why, and what you are going to de
when you get thcrc O :

\
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OFLH EPACE: A STATUS REFQRT
by Di. Fraak Brunetli, Dicvedor, Special Projacts : - B

Schaol Planning Laboar: .mry
th.mo‘wUm\'L. wily

The open. space sshiool represents a
significont depor tury fiom the traditional
s:hinol lau‘, ing that n'\. hiase kmown tha last
hainle S yoars. R: .U'-n t\,.. o siries of class
roems of f‘qud! iz '
or veitically in varios

" séhool is éarmpaoneid. I
interior portitions ie:
acoustical sopardm,n
tions ani classxovm Lieus 1S
eliminated. '

s, the open space
e areus lacking

Lahein trachmg sta-

) To a large degree opcn space
have been stercotyped as “larger. self-
conwined boxes.” A common . picture
brought to mind by the term “open space™

“is a large loft area, unbroken by interior °
walls, occupied by several class groups and -

their teachers. Actually open. space schools
vary widely in design characteristics. While
the most predictable feature of the con.
ventional school building has been its rows
of standard size classrooms the most predic-

table feature of the open space school isits .

unpredictable spatial organization. Instruc-

tional areps ranging in size from.two to over .
30 equiyglent classrooms arranged in'various .

configurations have come'to be catled “‘open
* space.” While space becomes. increasingly’

open as syuare footage ingreases and the use

of partitions decreases, open space buuldmgs
‘range from-those that make extensive use of
flexible partition systems and are commonly
referred. to . as “‘rirodified”” open space to

those . thar- do not have: sny floor-to-ceiling

partitions and arg truly "opcn..{

‘The wide variation in speqxflc design
configurations and varying practices in the
- use'of derountable and opersble partitions

“has made- it difficult ta pinpoint exastly

_-when’or where the first opan space school
was constructed, For: example, - operable -

partitions have been used to separata class-
rooms in-conventional designs for over 10
years. - However, bualdmgs -{uvmg several
" clasirocis combined  to form: one open

-« instructional areacan be trm.ed bacl P 8 t0 9

- year..
v: o4
TRENDb .
Itis gengrally. recogm'ed that Calofor-
oai ia sat the #arly pace it open space devglop.

nigiit on a3 large ;scal2, but within tha last
faur ye.w' the. mam.rity of ‘new schools. '
aru'md "'c co.m'ry have been of open

oo
- 1'*"' B S N

d along cnmdorr'

4\-1" h thz visual and-

llm‘lled or

design. As p:;'t of- the ope"l space rc-'mrch
.program at Ste nford‘ a survey was conducted
in, 1970 to drtermine what national' trends
had becn establishe d in recent ‘yeors.* Of,

over 25000new schools “canstructed in -
had -

1967, ‘68 arid '69 in 43 states, over 50%
open type dtsagnf Trends in specifie *taies

“varied fromn Cah(orma where only. 16% of.

the schools were. *convanticnal” to Naiw

Yotk where the trend was: reversed with -
states”

only 199% open schuols. Other
reporting a high degree’ ofypon space devei-
opment includa Florida, @a }Nashmglon_,
and Wisconsin. I{ is not hat the. schools
in the- open -category had originally becr

classified gs those with tme ‘‘open’’ plans:

" and those with opan spdce “modified” by
“flexible partition systems; as compared te. -
26% of the elamentary schools, only 14% of
the high schools had open plan ardas as the’

"~ use of opnrab!e and dvmountable partitians

in" open space is.much more common in

’ncondarv schools, .
. *_An analysis of ‘the schools m~me Archi-

" tecture Exhibit at the 1971 AASA conven-

Almoug v

tion
percentays

revealed simila¢
distributions  for

results.
elementary,

middie ‘and high schools were sormei/hat
different than the national survey, the trend.

toward open_space ,A'was_ dominant in the
exhibit, The influence of open planning was

strongest st the elamentary level as only-"
nine percent of the elementary schootstwere
of convanuonal design. os compared o' 61

percent of the high schools... . *
The results of both surveys are.
summarized befow: R .
Tnble1 Sy

Open Sp&ce Trends o ;
National Survey 197 .
{three-year period 196 69)"

‘ Open -

Elementary 547% S 46%
Middle - 82% ,48%"_
Senior high 52% - A8%

. AASA Convention R
School Architecture’ Exhlbl!'1971__

Conventuona!'}

i .. . Open: Convenndndl'}"_
Eloaerttary . 91% 9%
Middle ~ . . 66% " 4%
Senior high '~ - 39% 61% .
wWHY? .

the. c[amoom ‘are- less. “claarly ~defined.

Attempts to. rearrange the interior space of -
- the schoo! building into 6thér than standard

size ‘classrooms -hase, come about during a

pariod in which’ ihoory and practice in both -
oducatfon ard arc‘ﬂtecturo have changr.

_ 'SEe Open' 'Spacs Schoofa Project Bullnr:'n'
Number: ¥," March 1970, Schoo! Pl*nnmg

Laboratc'y, stanford Umvarmy

“As.we, have sean above a: trend xoward N
.open space developmdm has bran firmly

established’ thé last few years Howevar, the
reasons- as 1o why open space has replaced’ ,'

Most ‘open space sciools hove
planned on the baiis of naw roOuire gt s

h‘,-:;'

- brought shout by _nav curriculun iz

-and- equipmient, Tiew . student
organization, .and na2w time allotvents for
instruction and piaaning. Thitty suparin: -

dants’ who  have piongercd-open spacs in

veridus - schoo! districts thruw'h“ul thi

: country |dent.hﬂd the four Mujor eass n';

to why they build their schools G5 fullo.

1. To better maet studenl nesds thie. vr,h
individuelization of ins Struction.

2., To botter use teuchur talents and tiine

o through’ cooperative staii organizatign,

To -allow for changes in organization

and use of space ovr time..

4. 'To. provide for an eavironment: of
change thrOugh expe
mnovatlon

O dlw‘\'E
- CANBEYLED AL seany

. CLOSED SPACE
CAN t Lmo .\vnxm

Jl pum-w U
5 l.” L © o
Ry
so:' | % o
‘ TSR '
N ..;1‘7-'*1‘"' .y’
B R ls st z.
R |o:1?ss
MODIFIED QPENSTICE | l 10§30 b
. CANBE USED o O
T A FENVIAYS CORL

. - . - .
T30°88E 4%
et

and ‘('\..-_0 'J‘

a.nhmmion_ and’

. _y n?ww\-xr“ .
: r';“ O b

Bl

Whlle thc..a reamm am general in nn*ure anc!

perhaps do not inclide other ccmmor in:

fluencsds, they. ‘do involve threa fastors that
form .the basic framework of most open

space schodls=changa, people, and behavior, . '

-Uf ‘these factors .are combmcd they focus

“directly .on changmg role..-—the role of the.

student and the rolg'of the teachar,
T!;e process “of translatm,) such ‘erm§

as, mdlwduslivauon “and

coopﬁmtwe, B

staffmg" into concrete program clemefits of

peop!e
gnnerated a3 hlgh ‘dogree- of . varnblhty

spucific: programs._. The most common
emohasxs has ‘bean- p.aq.ed on “daval
programs that take into’ accoun mdnv_.
‘rates of progress and Org.mw £

time; .materials ‘and rmethods has"v

Lpina -
a3t
crning expr- -
nem.:, around l..dovn:!ual and ..m:ﬂl gro‘nps:.- -' 



. 1
o' students rather than class
. Pupils. Most schoof staffs asg
*format work teams-of tivo §
who cocpetatively, plan an
- structional activities.

Not all “open.ap
sulted from plang
oped philocophy;
hevever. Some b
sdepled ofen spl
the rigsing costs 3
Others . have jumg
bandv.agon Eeizused
sehcol. Jictrints. and
cafies of “exeiplary
In come cornm
ools have heen mc!
Jrom perents who a5
: ~:umecture with con'
suchias! - prograssive’’
tion. Still in"othet cormr
have moved into new be
thought s to why they W
they were 10 use. the spacd
best expressed by ‘one
miked, "Ws liad little plar
liberal philcsophy, and confg
Arti-cjen:csee feelings oftd
paients in these situatlons, Il
problem of adverse reaction to”Bipen space
tizs béen countered by includirg.parents,
tezcies, - and. zdministrazors in 2 compre- .
hensive planning program that
xnrll after the school is occupled

>’OLUTIOP. (o} SPACE
Has 'thé wide variation”

sien conficurations and pro
in -a rsndori {ashion or t
¢Covelopment | followed {
_pzitern? This question is Leis
“irressing frequency. by educstors and de-
“signzrs who. are faced with the perplexmg
problem of having to dgtermine what size
“end arrangement. of spaces* will best serve -

space :
' reaction
fraditional
L influences
nal’’ educa-
hool staffs
b with little
here or how
g problem is
§ who ro-

ok

petel

‘asked with .

their. nceds.- As we have seen above; fnany . .

_facters have. influenced open space—not an
- of an educational nzture. The problem- is

fiuthier con pnunded by the fact -that the

1ojority ‘of open cpace schools have heen
ronstructed within thelast four years, How--
o

. 3. expericnca with several - opdn  space
“échinols and by iolsting specific schools at’
verious time intervals throughout the. last
~ 10 yeof periad, a dey cinpmental trerd can
~ bo_ identificd. ‘Basically space has' been
_affected mast by.changing characteristics of
cthirse. fune tional  requirenyents that are.
found innicst open spata programs:’ | '
. the nacdd for verinble size groups,
¢ the -nced . for waerichle mstvucuonal :
S rortheds and materials; and .
. tha nead for variabld staffing pauems
(nitially open spuce wat a simple modifica.
thon af the eatf contained clessream; most
,m-x monly - from (hree to six cldss,rooms
cveva “groupnd into opén “pods” ‘or - “big-
reams’ 10.ac:ommodate an equivalent num-
v eof, groups. and  tenchars. For
i mle_, tveo of the firct opoansnica indtrue-
S b aens Cwere . four (:..'_'A‘:.rf:r‘:,"_;,._pr}ds.
B {ur-ud ‘m coaventional . building:: at the
Covis < ards Primary School in Chaarin
T .?l_,, Oluo (1961)  and. the. Oilworth
o Flementary. Sehooal i’ Cupritine, California
'(” 32Y. Althovwh these two big rooms wera

wptaes
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e, by studying school districts that have - .

-grade level, -

“{foatage t

“modute diverse “activities,
.zones to’ srpnrate ¢lass groups. -

entirely 'open, many of the first open space

schools. -tvere -escentially of - conventional

dusign but replaced permanent walls ‘with

folding partitions. It is noted that the size of

“most pod-type open spuce has bicen based

upon. the’ number of teachers that. would

work. togethor on a mam usually within

‘A modifidation of the basic mu!ti-
classroom ped has-been the, inclugion of
“cammong!’ areas, "activities centers,” and
“rogource centers”’ Those areas add squase
the «classroom clustér and- have
been - used..in’ various ways--as cateltite 1i-
braries that- bring’ resources closer 16- inq!ruc-
tion, zs oxtended Aearning arLasth't accota-
and - 35 hul er’

Clearly, - the majority of cben tpace

‘eLhools T4l into the nud-!\,p‘. category. An
'.malym of
throughout “the. coGntry 4. ;9]0 teviatnd

180 flacr nlins collected™Trom

that 709
the-

were compq*ed of .»qvwﬂ 1otis of

"." ‘,'5'

first bng rooms_ is -pmmnt in m..nv new
schools. The majarity of open spacs schools.
in_the AASA exhiliit cencisted of enclosed
cl.mroom clusters casiud 19 accommodate
speeific xtaffmg srvangzments. o

A .xgm!xcant sumhzr of new «(.hools in,
the last twb or tlaee yeops oF port frun the.

first genmation rchaols md ara rompo' #4 of

staff.

_ning thote schools indicate that efforts to

swine sive and .arn a(lrhtngml 0% were o
‘élsa-composed of- pods, but of varishte sise,
- Althpugh_consitéred by many- 10. be **first .
fgenerm:on opch pece, the influence of t-ho :

Caizes, Tasthers and
had m(px.r oncn with faih the nod schools

i Jnrl 1oh the latgar

Corengamaents,

: nw |ln3"uup some neads dos

eontinually improve individuatized programs
creaté now sstaffing, grouping, and instruc-.

upnal requiraments that - oo nat - conform
casily to enclosed pods’ of praditurmined
adininisti zings wha have

irdie .-:l tl
ECIVERT SRITIE

smhoots
opcn 5" CeS pevide
netives for erosting A e
: The v,
of the pod-ayna erlfal i ves?
E and sidictoie of i

0.3 change.
gmupmg me" GF € m,l!u:en' fatterns,

lerge. areas of. undifferanticted spoce - that - -
‘can dccoinmodaie the entiie

“and teaching N
Schos! arlministrators in: /olvf-d in plan- .

sl_udent tody

of coatinl G
L3t cornsan limitatines

Aetion of e ¢
r‘ln'rg toams 'md: '
in
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‘COMIINING OPEN SPACE YUTH
MODIFIE D OVEN SFACE

oxofad
EDUCATION CENTER.
WASHIATC MBS

MUEAWILL AROKTITY

The wider rangeof actwines creawd bv

indmduahzed programs - has cuated a

greater need for closed space sadjacent to
open space. Newer schools include perim-
* eter areas-that are clossd but aasny Bcces-

snble from  adjacent opcn areas. Operable

Rions -that .separate a-classroom within .

space sre seen to be undesirable be.
cause “individualized. actnvmes seldom con-
form to a classroom-size area.

This last “point .reinforces & growing’

- swareness among planners end - designers
. 'that ' open space cannot  be adequarely -

 planned using the equivalént classroom ‘as

the. main - unit .of floor area. A growing -

" number of schools have replaced teachers

- with paraprofessnonal aids, thus reducing the
student-adult - ratio. Activities sre seldom’
carried out in class size groups in many
schools. There is a growing.need to develop -
planning guldeknes basad on an activlty
basus . } ) .

EFFECTS OF OPEN SFACE

In the final. analysis the trué marits of .

open ipace can only be judged by its sffects
- upon students and teachers. A wide range of.

opimons and observations have been made
‘#s to its.affectiveness wnh;few bassd upon

- sound evaluation and valid data, Some- advo:.

-cates claim: thet open spaco autornatically.

-produces. high ~schieverrient. ;and - ‘better -
taaching, while those in. opposition srgue .
_ <that open space has created Unne¢tied chaos -
and confusion, Whatevor the sijument—

" ‘positive, “negative or neutral—the. quéstion
ukod most. often is what effect does.open
wpace ‘have. upon producing: higher’ achlw-
ement as compared ta the self-contamad

' damoqm /A related question asks to what

0is

degree is uachar porformanco improvad in
opchuspnce i

u'ndsr grants_ from Educnmnal Facilities
- Laboratories,-has besn in’. the process of

ennducﬂng 2 lonq ranno murch nod dml-.

The School Planning Laborltory,

" opment p}’e:‘grarh-the"School Environment

- of alternatwh spatial envjronments o

. students and toachers We have found that .

the problem of ‘determiriing the effects of
various spatial cqnhgura;iom on human.
organization, - behavior and . attitudes 'is -a
highly complex and\ume consiming  task.
Before the questions related to student and
tpochar performance can be answered, there
ere niany intervening fﬁ:ton that must be
— considared. 1t is unlikely, that the schqo!:
building itself "has any " direct’ effect ap

whaether chlldren learn  to ‘read; better of .

teachers are more inspiring; tather, it-will

“or “may. not be related to
‘measures. |f functions related t
ance have not changed—no chang
orgamzauon -and_relations,” no ch\nge in
program Jplenning  and coordinatidy, - no
- change iin curriculum, no cheange in student-
teacher' relations, no change: in instructiopal

" strategies—tha residual effect ‘of space upbn N
student and teacher performance will very.,

-tikely. be smail. We are, however, mcouraged-

o b i

permit or restrict certain funcuqb; that-may

“that some of~ th

Study—to determine the ‘pverall significance -

2327

. v
~bat there has be:n ,'r_ai')m‘conl'ui for sucn-
aenzrat factory as sn{:ig SonuUMIc UT o
1.Q., et alons thooe viricbles,tat would &
isolate spene as @ strung deterininant faglor: |

Most_educaters fevl "that st wadoaredizgd 2t
" achievoinent te sts are (oo I AV 11 1 npe o .

measure many of . t)u alteroative 1euning
‘goals of the open Spaw school, As tung as
acadarnic dchivement is: not advarsely
affected, the improvement of such f:ators as,
motivation, self-direction, saff-concept, szif- :
responsibility, inquify 3kills,: and peer rela-

. tions are sesn to be equally ;mportant in
rounding out a student’s achievEment, "'pro-
file.””  improvemaznt in"these areas; Wthh
often necessitates the deve&gpmem of com-
pletely new learning sk»{ls ‘will-very likely:
result in  long-ter, Jmprovement: in’
academic achievement. While measurement .
is not an easy tagf, there is data (o show” . .

atternative achnevemem
QOaIs listed abov “Bre-being” met in some.

7 opan space schools.. For example elemen-
tary. studeiits’ in’ a Canacian open space
school indicated that as compared to con-
venuonal schools they had attended, they
were  able to exercise & greater degree of
self diréction, ' work with their peers to 2
greater extent, anq were bored less because

- there were more activities, do.‘ferent groups,

and teachers with which to work Similar

responses were obtamed from junior hngh

,school students i in open space . '

<

,Whiie “these’ dnfferences may be ex-
pected whén ‘we, compgre students- in-an
‘mnovatnve ‘program +1: open space with .
students in a8 cqnven’t’é’hal program in, con-:
- vantional® clasrooms will ‘these d(f?erences'
remain i the. students- are engaged in the

" same kind of program —either mnovatwe or

conventional? We. found that high school . o

- science students using the same independent °
stidy materials in an open science facility )
and ‘in conventional science. classrooms re-

‘ported being sble té exercise a high degree

. of " selfdirection - and’ mdependepce in
.carrying . out their activities. However; a
largeP percent of students in the open space

- fagjlity reported rhigh self-durectnon and in-
dependence and 3 Iarger percent of students

" in both.schools using independent studz
‘materials were high in these areas than.
students.~ in _ another convent:onal school
with a conventional science program. These
resu!ts a¥e presented below: v~ Lt

s

S @@5 nghSchool Students

o ‘[able2

Repomng Hugh

.. Self-Dirdttion and {ndependence -

éndent study in ".Conventional programs in .’

B Indgpendent study mdep

in open space - - Conventlonal claﬁroom ~convenuonal classtoams . *
_s.lf diroctlon . 88% 58% o 4% »‘,
‘Independence , - T74% - " 4% \ E 54% S

N

@ oy

(e

by the evidence we have gathered to dage? .

. some of which.is presanted below. ,
"“Thare have baen no consistent ditfer-
ances . in -’ academlc achievement in open

pace and:conventional schools as measired -

. by standerized schievenent tests. There are °
.examples of reading or math scores to show
higher learning ram‘ln,_olthor open or con-
“vantional schools in the same school district,

I.".“»“ E ‘k'.. “‘D

To obtfm another,measure of student
" performance other than -students’ percep:
~tions, wa asked each teacher in. two elemen- .

by tary schools—a new open $pace building and
an older conventional byilding—to rate.a

random ssmplie. of ' their. stidents. at nine -
learmng traits,\Five. academic traits, and four .
socuél-omoﬂonal ‘traits. The: schools were .
located ln the sama scl\ool district, ,unnd

iy . 3

ey



.
.mlar stydent populatlons ard u..od the
suimn *.general curriculum .ma. -erials. The

h«-‘,.\one in Febyuery {when the open school

r‘Xopened) and zgain in June. As compared in

conventional school, children in. the open

_snace school were rated lower in February,,
but were higher.in June. Growth was. srgmﬁ-
‘cantly greater in the social’ emot)on al.
Aeerning Traits—peer. relations, adult rela-
tions, mdepnndence and personal d‘CI sion
"making.

Studiesvof the effects of nonse on stu-

dent an¢ tcacher. performance. are . incon- -

clusive at’ this pajnt; indivicual pofception is

- a strong determinant factor that-is difficult -

“to me.,sure Whlle it is comnionly, under-
stood that, nolse ‘can ‘becoms a problem in
+ any school, it is felt by many to be:more of
a problem in opon space. ‘We have data to

indicate that the type of activity is far more -

iiportant than space. For exan'ple in the -
three high schools described above we found
that students in the independent studly pro-
grams in open space and convcntuonal class-
rooms were, dictracted to a much higher
dcuree than students in ‘conventional class-
- inums ‘with a cdaventional program during
non-laboratory . aetivities. . However,
traction was low in ail three schools dunng

- refing iteirament” was adininistered twvice—"

L dis-

51

were spent in large glass groups zs cumpared
"o 43%5 in the og‘en spaoc,.sc';oolt

Teachers in open sp&
closely with individusl stud
to-ene basis and with smazl| groups Teichers

yrked more

in_ ihe self-contained” clasfrooms dicected

group activities to a yreater extent, Students
in-self-contained classrooms ent, 43% of
their time in social studies waiting “or
listening to tha teacher talk o§ compared to
28% of the studants in'open spice. Teans of
three and four teachers were far more suc.,
cessful -.in_ bringing about the’ ch‘.nges
described sbove. Teams of two and five or
" more’ looked much . hke smgle teachers in
classroomt
" The effects of team or cooperatwa
structure in open space On somMe aspects of
teacher ‘petfwmance connot be overstated.
e is true “that problems in interpersonal
relations that hinder effective team develop-
' mend is probably the most important prob-
lem that oceurs in Open space. At the same
" time, however, as.seen above, teams can be
more . efféctive in bringing sbout greater
studentinvolvement ‘and less groug. griented

.work than ‘teachers in sell-contalned class-

rooms. In oth‘er studies of open “space

schools and € ﬁvenmfoel schools we found -
“that team:. st ucture and opsen space bring o

on a one-’

- the time -

.

Iuboratory work. P about: greater lnteroctlon about teachmg
s T “Table 3
: ” Sludents Reportlng Nonsa As A Problem .
: oo Independent lndapendent study '~ Conventional prcgrams
e B study in -..In conventional - in conventional
High School Science. ~ open'space . classroom classrooms
Distractionduring, = -+ - . [T e
T study : 62% T -T6% . . 34%
Distractlon aurmg L T : e
Iab : 5 33% S3%% 28% -
o - o - Individ. . C'onventional Coventlonel programs
“programin. . . program in: < “in conventional®
Elemepxary_Sgho_o.lL ) open space . Opsn space ' . clpssrooms
Classastoononsy o - S ‘
most of the time 54% 9% . L0 56%
Distracted most of * S B ‘-; . RS N K
' 2% ~ 9% 31%

v

‘ " “To answet 2 more common questlon of
. whether teocher teams in open space using
conventlonal cumculum materlols can
sohieve gre..ter variety in the mstructlonal-
program’ as. compared to. teachers in self-
_“contained - classrooms,
ducted observations of: 22 teams - in “several
‘open schools and & similar smple - of
. teachers ifi 'elf-qontamoci classrooms. Prc-_
timinary analysis of ‘the data shows that

sctivities and gfoupings in.math, reading and
social studies. are mord vanable and'lessof 8

: mnvent:unel nature in - the open space
.rhools Moure <.tudemsun opan . space wore
" engaged in non- group orianted work, ‘mare
self-divacted’ dctivities, “Jess: v(mltmg and

Histeaing, hut st heé same time w‘pm ergaged -

in. sllghily more ' traditional?, / rending and

" wriling zctivities,” Groupmg panerm ware -
o tmdttlonnl in opén. snoce 25 fewer stu- -

dnms ‘were engagad in class. groups and
qugmhcantly more invalved_in social studies,
o/ 6 of the tlmc in se)ﬁcontamed clacsmoms‘

M
ce

we recently con- -

vtasﬁumculuml davelopment and student

problems. Teechers in open spoce provide

- each gther with & great amount of advice
-.and fesdback sbout their teaching and have
' evaluatlon"‘

even developed colleqlal
processes. -
A ‘study’ of three elemontary schools

:yleldod similar results. However, ‘it appears -

that noise m the self-contalried elementary
classroom mw be more of a problem than
in. high s.hdol Only 19% of the students it m
- an open-space school indicated noiso vvas a’
“problem “as compared.to 58% of the sw-,

dants in a conventional school iry the: same
- dnstrlct' both: schools were ‘using ‘the same -

. eurrieulurn: materists, - Fifty-four percent of

the' students In-another cpen space’ school.
activity:

individualized.
felt noise was a problem,

using “a ° - highly
oriemed progras

e

_'Teachers_in allghree schools reported that.
_they -were ‘bothered by nbise to a much
.. greater degree’ than thelr students. The stu-
dents also reportod that thelr teachm wore_ :
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/oy
" bothered by noise to a murh grearer dcg'/ C

than \h"v were. et

The open space school «ico hes bccn
criticized for a lack of privacy. Our data
from the three hish scheols ard eiementary
schools Go not support this argyment. From
~ 40% to '48% of the¢ students in all three-high

“schools indicated a stroag need for both
_scousticat and visual privacy. Over 50%
the students in the two.operr space elemen-
" taty. schools recorted that they wer/e able.to
find a place to study when they needed it as
o compared to oply 23% of the snudents in
- -the conventional school

-

-

&

~ Yable 4~ :
© Elementary Students Repording
They Have Adequate Space For -
*. Individual Study Acl:vmes

v lndwuduallzod Program

ey .
AU G

* ropen space - .
Conventlorl’al Program ’ o
in open space ' g 50%
* - Conventional Program in e
conventtonal classrooms

_ ‘While_these. data ‘are far from con-
clusiva; we . are analyzing’ additional data
that indicate such factors as density are far
more important than space- in consldermg.
noise, - distraétion,._and "privacy.
“factors are held c0nstant it would appear
that open space provides.more opportumty
to conuol negatlve effects. .. -~

Through observatlon “student
. teacher ectivities and grouping patterns can
be studied.to getermine if various functional

interaction and small group |nstructmg las
" teachier directed activity have been attamed
It appears. that these types of:activities can

“be maximized: if a specnal individualized ' .

“program s implamanted in open space. For

/and )

[4

If. these -

" . objectives such ‘as increased studentstudent’ -

example, 8 study conducted hy. the Mary;- -

State Department~of- Education of &n

d
%n space school with a specisl individ-

"%a ized program and’s convennonol school

% of th sctivitles wore in groups

Bilé only 15% werd large
. groups (31:4C “the open school 3s com--
pared tor 52% in the conventional schook

of individual auto-

. Although she Dgs
X nomy caf be 8 pr nin teachmg teams, -

. iound that ‘when we asked “teachers how:
“mudh control they hed over theif own- task

i ‘with jigstandard math oro‘gram showed‘wlde :
vana in grouplng patterns. ln the open

to 11% in- the conver- -

* pertbrmance+{autondnty), teachers in open

- spcp, - refiorted “ a: higher > degree of self-

“controll. Further analysts of the data showed '

that autonomy was higher in teams becausa
of the. sugport team members provtde in

‘times . of ¢&risis. . The teacher in the ‘self-

contained ola;.room is- often lsolnted Arom.
m:enwng help when she, needs ct -

Teachers in. open cpace schools al;o,"__

expressed conslderablv tnore -satisfaction

with teaching than teachers in self-contalnqd.,_

. classrooms?

.« . . - v

[ \“’ : _"’

rty-8ix | percent of teachers in -
nlne open. %oe schools were. hmhlv sall'b,'
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High fob satisfactior
a0,

F >2
fied with teaching os comp..od to 2% of
teachers in@randoin eample of canvenitional
schools. Aganm—teany Mambtsitip v/s §ipgle
mwt{wnnam facfor. . T
4 — -
Table 5
b he Teachers tn Cpan Spece And
Self-contained Classrooms
An Organizstional Analysis -
B Open Space
High interaction witn colléeguos on teaching 7G6%
+.-- High in(p__rmnl pvalyation among collevgues’: §1%
tigh self-contral of work {autonoray) 86%
- ' - 46%

48
32%
©70%
28%

Self Contained

WA DLweY
MALUET SCHOM
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- peruns 4t ARCHTECTS

-

200 STUDENT OPEN PLAN INSTRUCTIONAL AREA ILLUSTRATING

THE GREAT LONG RANGE AND DAY-

>

T
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Among educators the response to open space has been surprisingly clear cut. ;
The division of opinion between the supporters. and opponents of open space :
~ 1 would seem to be based less on a thorough evaluation of the advantages and |
| limitations of open space than on an expression of personality. This is unfortu-
nate because it tends to obscure the real issues surrounding the open space
question. . (
My obJectrve in collectmg the following opinionsand observations and |
then assem%hng them so as to create a debdte on open space was to uncove1
the real issues, to establish what does actually happen. One firm impression !
which arises from this dis¢ussion is that the opponents of open space-(the so-
called conservatrves) are not merely reacting’ against change. There exists -
fairly substantial evidence to support the conclusion that open space may
produce an educational environment inferior in many respects to earlier,
more traditional architectural solutions. I have attempted to present argu- -
ments from both sides, but I am forced to admit that the rationale for open
| space and the over-optimistic predictions that it would open up a new era of.
educatlonal freedom and innovation do not seem to be borne out by the facts. .
What went wrong and ‘why? I hope that the following debate may clarify
some ‘of the fundamental issues and suggest where the mistakes were made.
B Does the unsatisfactory performance of open space imply a wholesale'
| rétreat back to the traditional enclosed classroom? I think not! The essential
weakness in the argument of the proponents of open space is that they have.
placed far ,too' much emphasis on the physical environment. Far too often ‘
| solutions fo’ educatlonal preblems and goals are conceived of in technological
and physrcal rather than human terms. No amount of sophisticated technology.
| can adequately replace teacher skill, ingenuity and, above all, imagination.
It is not surprising that a culture based on a materialistic phllosophy of life
should seek physmal solutions to human problems. What is required is to
_*seek solutlons in terms of societies’ human resources in terms of peoplc
rather than architecture. - |
It is worth looking at the solutions w’hrch less prlvrleged societies than
| Canada and the USA haye achieved. With meagre resources at their dlspos(.l‘
they have been forced to make greater use of their human resources. It is likely .
'| that such a survey would reveal that opportunities for innovation, for indiv-
| idual learning programs, etc., cagf be achieved in much less sophrstrcutcd_
environments that are presently considered essent1a1 | thlzp Drew

-~

. R
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The underlying assumption made

by mumy of the proponents of open
space s that there is a ynique
architectural  solution wlmﬁ best
fulfills the functions generated by
a partienlar educational program.
It {oHows, therefore, that as edu-
cation undergoes change, the edu-
cational container must be capable
of undergoing  transformations of
its physical environment in order
. to meet new demands. The follow-
ing observations not only "raise
doubts as to the veracity of such a
o concept but imply that the school

. itself may not be nearly as essential

to the educational prowss as one
would at first suppose.

1: Relationship hetween

’

+|° teaching and school

i X

Socrates taught in the gymnasiums
of Athens, and many centurics later
“Pestalozzi began his activity as an
educator in a farm building by
Neuhof near Zurich. Besides lhese
two exemplary cases, there are
many others in the history of edu-
cation which show that a school
can be excellent even when it is
housed in an inappropriate, or cven
wily, 4mil(1in" On the contrary,
there are many cases of luul(lm"?
cansidered excellent which house
schools of very poor quality. \We
can be certain, then, that there is
no direct and reciprocal relation-
ship between architectural quality
and tlu' quality of the ellu(atmnal
system.' Architecture, because of its
super-structural nature, can modify
‘the environment directly, but it

cannot dictate the auw:t:es that go

on in the environment.—AJs race
207

Shadrach Woods suggests that
the proper environment for educa-
tion ifs not the school but the city.

i

We see the city as the total school,
not the school as a “micro-commun-
ity”. . . . education, then, is urhan-
imu ... the degree of integration
of ulucatwn and ‘urbanisin is re-
lated to the degree of integration

of {/mws and people in the city.—

..

*Sce end of article for rc/('rcnc‘(' key
mul source of quotes.

C——

2: Relationship between
architectural order and
educational philosophies

The rationale of open space may
well have arisen bgcause of an

. identification of a certain type of

architectural orderwith an author-
itarian and rigid educational phil-
osophy.

. The correspondence is particularly
evident in the school ' buildings
where the principle of formal order
which governs the architectural
composition anirrors the principle
of disciplinary order which is given
as the definition of the purpose of
educational activity.—aJs pace 20

Underneath an architectural lan-
guage which is different, the same
‘compositional structures can be
seen which organized. the medieval
cloister schools or the barrack-
schools of the nineteenth <entury;
distinct separation Dbetween interior
and exterior, plans hased on simple
addition, rhythmic cadences of the
facade elements, monocentric
vietvs, monotony of materials, tech-
nical austerity, decorative repetiv-
ity, etc.. and this compositional
structure mirrors the authoritarian

procedure of educating an elite to.
| exert cultural control over the 1whole

society in the name of a-particular
social class to which the elite it-
self belongs. Authoritarianism and
~the -desthetics of order are corre-

“luted products of the-rule of the

class in porer.—AJs race 21

3: Formal doctrine
of open space

The architectural coneept of open

.

Durgeoning
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space which was a leading idea in

the development of modern archi-

tecture and  such  educational
concepts as fexibility, individual
learning, the whole spectrum of
cducational innovation in fact, de-
veloped separately for more than
half a 'cm{té)ry. During the fifties
cducators «hid architects within the
United States (especially on the
West Coast) arrived at a synthesis
of these two philosophics. Since
then what began as a few isolated
experiments has been wedded into

a comprehensive  philosophy  of .

school. design. This is the f%rmnl_

doctrine of open space.

- With all this juggling of walls in

an effort to make form follow func-
tion, it was inevitable that some-

one should think of Ieaving the

walls out altogether. . . ‘L. PAGE

16

~E

The continuing effort to devise
educational containers which mold
themselves to the fuid activities
within, instead of the other way
around, has led to a new and

phenomenon in school
house architecture: the school with-
out internal partitions.—EFL PAGE
3 : . )

In the drive -for schools Detter

equipped to accommodate newly
fluid_arrangements of people and -

time, and better able to respond to

the certainty of change, the walls’

around the classroom box have be-
come one of the pnme targets.—
EFL PACE 13

Architects have shown for- nwny
_/eurs a predilection for open plan-




ning, where the barricrs that sepa-
rate one bhuilding space from an-'
other are slowly lessening in im-
portance. . . T Most of us architects
belicve. that this predilection is the
mark of a ‘contemporary thinker,
and so, open planning is good.—
FDRJL PAGE 24 '

The Kensington School was
unique in many respects. Unlike so
many educational cxperiments its
achicvements and failures were ob--
served, analysed and cvaluated. As
a conscquence we now know more
accurately the consequences of edu-
cational innovation. More than that
Kensington  provided an  alinost
ideal experimental situation to test
the formal doctrine of open space.

The logic of the planning—in the
building specifications for the Ken-
sington School, the original ration-
ale is stated straightforwardly: (1)
the ultimate goal is to enable all

the children of all the people to |

develop to the limits of their poten-
tiality (2) the educational program
facilitates this (3) the physical
structure facilitates'this. (4) the pro-
- gram  changes Dbecause ' society
changes (5) the building remains,
hence it must be flextble and
adaptable. Such a simple state-
ment belies the complexities lying
within.—sLMxpM PAGE 196

A formal doctrine contains state-
‘ments of goals ‘and objectives to-
ward which one strives. Also it con-
tains subgoals to be approached
“on the way” toward the more gen-
eral and ultimate objectives. Simi-
larly it contains specification of
means, alternatives in dction, in
social structure, in procedures
which_contain hypothetically high
probabilities of attaining the goals
in effect, it is a plan, a guide -to
individual action and group activi-
ty. Kensington’s formal doctrine
possesged this manifest- function.
The building was built according
to the Dbhuilding specifications.—
SLMKI'M PAGE 227 =

.~ With the gradual breakdown of -
~ the Kensington program and the
growing. disenchantment of  the
“teaching staff, the role of the two
obscrvers became  inercasingly to
‘document and analyse the eauscs
for . Kensington’s "apparent. failure:
Their - observations .and  insights

2N
N—

Kensington Elementary School, St. Louis, Missouri.

provide a remarkable record of the
working out of the formal doctrine.

They were %’te)ver able to make
workable the program for the large
majority of the children.—sLatkpat
PAGE 119

In science . . . the faculty estimated
that some fifteen percent of the
pupils were receiving an excellent
individualized program of inde-
pendent study. The remainder of
the children had considerable diffi-
culty.—sLMKPM PAGES 334-5

As it stands now the total shift has
been overwhelming and the peoplé
“have tetreated.—sLMKPM PAGE 205

Tltg'":Kénsirlgtan program and phi-
:losophy, in every sense of the word,
s paralyzed.—sLMkPM pAGE 257

In addition to th¥s, the notes intli-

ing serious thought to not coming

‘back next year”. . . . as the intro-

"

cate that “almost everybody is giv-

ductory epilogue notes, this is in
fact 1what did happen.—sLaxeag
PAGE 406

It seems noteworthy to comment
that such glowing words as “facility
and speed, mobility and flexibility”,
while railying cries for emotional
appeals, the actuality is much more
lack of facility and speed, mobility
and flexibility.—sLaxea vace 120

The reality of what was hap-
pening at Kensington and the re-
action of the staff to this experience,
together with attempts to conceal
or mask problems which preceded
open acceptance of the actuality,

‘leads Smith to a number of signifi-
_cant observations.

Thus, the first image of the school
was projected. As this attracted in-
creased . attention, further aspects
of the formal doctrine were need-
ed,  were availuble and 1were uli-
lized to present the image of the

school. As® awards 1ere won for -

architectural design, popular news

e 1

<
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media began to describe the pro-
gram which was equally unique.
The process  spiraled.~siakry
acr 233

Eugene dalso was showing around
some friends of his who are school
people in Canada. Today's bulletin
carried with it also a statement
about observers in this school and
the need to plan for these people
and schedule them. I'm struck by
the facade that they must see on
these one day shots.~sLMKPM
PACE 233 . o

This vision of pioncering and in-

novating, a belief system in our

terminology was important and all
pervasive.—SLMKPM PAcE 118

She feels that the entire group has
heen brainwashed, She likened it
to the Communist altempt at hrain-
washing people. She gave a specific
instance, the failure of staff mem-
hers to use certain terminology.

" She.did not feel that one could use

words such as texthook; teach, cur-
riculum, subject matter, and other
special words. She further stated
that if one could say the same
things only in different words it
would be quite acceptable.—sLm-
KA PAGE 393

We hypothesi:c that the more for-
malized the doctrine becomes and
the more internal prghlems that
exist, the greater the degree of
iasking that will occur. By internal
;uoblems we mean, at Kensington,
the severe staﬂaconﬂtct especially

in the independent study division,
_und the difficulties the -divisions

had in implementing the program
as defined initially 2 —-SLML,PM PAGE
229 -

The larger the change the more

. unmmcmated events, and the more

that -is upanticipated the greater

hecomes the need for additional
resources! The step by step gradual

- shift |a policy of gradualism] seems

H

to tcmper this dmng,c of events.—
SLMKPM PAGE 295

Ou the basis of the kcnsingtont

evperience, Louis® Smith offers the
following alternative to the formal
dectrine of open space.

1" seemed to me lhat the onlJJ'c“l

resolution to the problem of space
and the organization of the school
if to have the foldable sound proof
walls separating cach. of the so-
called learning suite areas into
separate -rooms. This should exist
from the kindergarten through the
Gth grade. As teams of people find
they can work together or as ideas
for teams of two to.teams of six
occur, then these walls can be put
up or taken down at a moment’s
notice. Anything more permanent

-than this becomes a real stumbling

block and no walls at all is im-
possible.~sLMxrM pAGE 372

4: Relationship hetween
educational innovation
and open space

\4‘432' l i S

Open space has, ip fact, been so-
closely linked with educational in-
novation that many educators as-
sume “that open space.is directly
related to an innovative program”.
Actually the link is not so solidly
forged.—EF1. racE 49

But in most cases, the disappear-
‘ance of walls -has been accom-

panied by the appearance of less

rigid patterns of teaching and
learning: nongrading, team teach-
lng or both.—EFL pAGE 4 -

It s not outside the realm of pos-
-sibility - that the more creative
imaginative teachers are attracted
to schools of the “open plan” de-
$ign.—KBL PACE 158 ,

Classroom design in the schools

studied did not appear to influence .

the utilization of classroom floor
and display area. The ecvidence
tends to indicate that the orienta-
tion of individual teachers bears a
closer relationship to these con-
siderations than do- other factors-
XBL PAGE 159

238

should he an important relation-
ship between instruction and  the
facilitics for instruction.—xsl. raGe
161

‘dence, it is the opinion of the ob-

investigated in the study have
made a relatively minor impact on
the character and quality of in-
struction.—xBL PAGE 160

It seems to the writer [Kyzar] that
the problem of the  relationships
between instructional and plant fa-
cilities cannot hecome owid until
those responsible for the curricu-

t lum make clear what kind of pro-

gram and what scope and charac-
ter of instruction is desired and
howlong it will be continued.—
KBL PAGE 182

Functions must be defined be-
fore they can be accommodated.

5: Criticisms of the
traditional enclosed
classroom !

A number of the criticisms. of the
enclosed classroom have  already

the inability of the class area to be

_ physxc.llly‘ modified to accommo-

date the demands of a changing

regarded as acting as physical and

_psychological. barriers. All too fre- -

quently the enclosed classroom iy
seen’ as being prisonlike. It is
viewed as imposing rigid cduca-
tional patterns on the users. The
‘key argument against the enclosed
classrooms is their lack of flexi-

bility.

In a self-contained room the child

can.sometimes be the victim of one
teacher's bias or poor Iud"ement -
EFL PACE 53

educational program. The walls are

Logic would dictate that there

On the -basis of accumulated evi-

server that the design innovations

been mentioned, Bricfly,  they are
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Aund the teacher, stripped  of the
four walled fortress about him and
his 30 subjects, is no longrer the
~solitary ruler of a sovercien do-
MAIN.—EFL PAGE §

exibility

e e

The demand for a school which
could grow and change with the
educationul program is the raison

d'étre for open space schools. The |

truth of the ?mttor is that rigid pat-
terns of .i‘ns ruction have more to

do with the inflexibility of the.

human mind than they do with
architecture,

[ Definition] Flexibility provided by
space dividing  devices, permits
teachers and administrators to or-
ganize instruction in a way they
wish and to select or manipulate a
correspondingly appropriate setting,
from the conventional self-contained
class to fluid, instantaneously vari-

able arrangements.—~cryiy pAGE 47

More often, however, flexibility has
been thought of as the ability to
_rearrange partitions,—ErL pAGE 15

The realization (ffﬂthissphiloso-’
phical concept of flexibility ‘works

out rather differently,

“F I‘exiul)le". buildings are concéived
with a precision of efficiency that
-is humiliating. Their authors seem
to be possessed by a single minded-
" ness” of purpose that has blinded
‘them to real issues, Their vision of
a building responding to the
changing needs of its inhabitants is
too cumbersome. . . . We will real-
ize that “getting things done™ in
. any one school huilding . takes
months of preparation. In-fact, to
move standard movable partitions
requires the same administrative
-effort as that required to move a
conventional block and plaster wall.
So'many people are involved in the

process—the teacher in the adjoin-
ing space, ‘the principal and his
administrative staff and, of course,
the whole hicrarchy of the main-
tenance or “buildings and prounds”
department. Wanting to change the
fundamental parts of a building
frequently “is rather like wishing
that a dog could become a horse.
Real flexibility comes only through
the possibility of immediate change.
We can achicve immediate change
not by altering a room but by
altering our relationship to it. Of-
ten it will be to move to another
more convenient place and the
extraordinary mobility we have
serves this idea. More importantly

though, we have the possibility of

using objects and places in differ-
ent ways at different times. Chil-
dren at play quickly change a table
into a house; a house can hecome
« ship.—rp pace 39 '

The source of the negation of rules
was the doctrine concerning flexi-
bility, in_reality less flexibility re-
sulted <sLyvrrM paces 279-281

I I?réédom and

open space

Many educators
barriers inhibiting cducational free-
dom and hypothezise that an ab-

sence of walls will ensure that-

freedom,

Old wa_lls&hould not stifle new
ideas. Identical Dhoxes must not

enforce the same program én all |

students and teachers; each is_a
unique individual. Fixed furnish-
ings must not quash- spontancous
enquiry.—GRMJ PAGE .16

But taken as a whole, innovating
ideas and procedures by their very
diversity, suggest that educators
will increasingly want the freeclom
and capatity to. bring teachers, stu-

dents, and resources together in di-

regard “walls as

239~
verse and flexible ways.~cany pac:

168

Blut the primary benefit an open
classroom’ setting offers childven is
the freedom to moce from group 1o
group for different levels of work,
This mobility is important not only
academically but  physically  and

‘wsychologically as well. For move-"

ment is ndtural to children.—err,
PAGE 53

The essence and vital difference in <
the open plan school is this free-
dom of movement.—acp pack: 4

8: Anxiety in
open space

N o

rqmvur' - ,_.'

fomy wayy .

- . .‘u..’_'vuw,.:(; )
In their enthusiasm for open space
its proponents usually omit to meri-
tion its limitations, some of which
are so severe that they frequently
deprive the school of those advan-
tages which it was suppesed to-
cnsure, :

Are-sone teachers, due to personal-
ity ‘characteristics, hetter equipped
to adjust and to perform at a higher
level in the “open plan” schools?
A corollary to this is the extent fo
which the “openness” creates «

-higher level of anxiety in some

teachers than in others, resulting
in improved performance or result-,
ing in a decrease in performance.
KBL PACE 161 © -

Many  second . generation open
schools and virtually all those on
the drawing hoards, in_rgcognition -
of this, provide for the partitionin:

.via operable walls of at least onc”

teaching station within the

i
roOM.—EFL PACGE 4] ’

El

As children grow into their teens.
the body changes. The increasing

T

maturation, the unsureness of them-
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Care’

seloes as persons and the increas-
int need for approval contribute to
an unsure-cocksure type of indi-
vidual. In order that time  be
cained o ensure an orderly transi-
tion fram child to adult, a more
structured system is required, The
child needs reassurance that he is
useful, that le is learning, loved
antEdiving and that adults care and
mlercs'ted This can best be
done in @ free yet ordered universe

~best accomplished in the closed

clussroom concept.—ACD PAGE 5.8

9: Cooperation in

open space  © «w

. It is now generilly acknowledged

that for an open space program to
be at all successful the teachers
within any one {earning arca must

“learn to cooperate with one an-

- plan”

other, to work as a team. The
quality of the cducational program
is determined_not so mich by the
individual brilliance of the teachers
but by their ability to work te-

gether harmoniously -to ach1eve»

cduacitional objectives.

Many teachers feel thaf the chil-
dren also benefit from the example
of .sccing adults working together
to solve problems.—EFL PAGE 53

And the main thing is that the
teachers: have to gct along.—EeFL

PAGE B5 -

It was the opinion of the observer
that -more interaction was visible”
“open

teachers -in the .
schools.—xuL vace 164

betieeen

They hold common 'goalsi and

P lhu/ contribute to the reaching of

style. ~SLMKPAL mca M.

the goals-in an-easy, warm, mttonal

R

B R clear tlmt the quest}on of 7'
. personal compatibility ‘or incom- | :

~patibility is much more far-reach-

Ahan s recogni,.ed —SI.MKPM "PACE
353 . :

arcall'in favor of this,

ing in limiting -cooperative "éffort

laboratory Yy accents
part and ‘in one .

yet they y are
elling Siqueezed very.hard. While
on the one hand - they laud- the

~woup, on the other hand they all
- Want to retreat to their own indi-

58

vidual quletness rmd privacy.-
CSLMKPM PAGE 394

In addition, the children l(l('k(.’(ﬂ

adequate skills to work together in-

_groups which was®another neces- |

sary capability to function well at
Kensington. —SLMKEM PAGE 99 ‘

While the,_(leszgn of the buzl(lm"
with a minimum of walls em;ana-
sized and increased pupil contact,
the (h[fermg faculty interpretations

_ \and enforcement in ‘their owcn semi

self-contained _ groups made for
pupil confusion as students ob.

served and interacted with those.

who were subject to g et of rules
at tariance with theirs. ~Wjule the
faculty. had more opportimity for
cantact with and more reason for
disciplining . others  pupils who
wandered.into their area, there was
great probability that they would
request the child to behave in ac-
cordance with- rules which were
not advocated and adhered to by
his teacher. This led to both facul-
ty and student dzssatwfact:on -
SLMKPM PACE' 283. ‘ -

W{th almost no consideratwn to

“the explicit problems of the learn-

ing objectives for pupils, and of

means of. reaching these, the re-
organization _was braught about | §
because various team members had -
.considerable difficulty working with

ca('h other. —SLMKPM: PAGE 75

110: Need to schedule
-actwmes m open space_. B

| The earlier. predictions that open |
space would permit a freer, more
- For instance, thc group trammg*

Fspontaneous approach to learning
have not been realized to the ex-
tent that it was antxcxpﬂtcd

_For life to proceed with’ ordcr and
liarmony in an open room, some
degree of ioint scheduling of activ-
ittes is mecessary —EFL PAGE 39

c

If we work cooperatively then we
must time-tabje, and that destroys
the freedom and flexibility we are
lr:}inﬂ o tlduclop.—,\(:l) race. 4

As noted earlicr, a f;eqnent com-
- plaint about open space is the con-
straint imposed by the need for
sticking to a predetcrmme(l sched-~
ule, and the resulting loss of flexi-
bility of time.~EFL PAGES 54-5

k In my own self- contained’ class-.
room, 1 had all the frcedom in the
world. I ‘could extend a learning
experiencé or shorten it or cut it
out completefy if 1 wished, Here,
I'm forced-into a rigid Schedule.
She said that it scems very odd and
yet the freedom that they wanted
was the thing which inhibited them
and made them more
-SLMKPM PAGE 88

i1: Consequences of
‘overcrowding in
open space

- Ty

‘overcrowding. To understand why:
one. must go back to the oru,mal
acoustxcal ratlonale for open. space

It also suggésts that ‘the overall
space must be large enough in rela-
tion to the pupil population to per-.
mit ‘adequate separation Detween.
work groups.—ACD PAGE 145

‘ newer varictics -of open space is .
wnore of it. Adding the equivalent
of an extra- tlassroom to_the space .

tance between groups and-reduces -

rigid.—~

Another ‘feature - common to the

‘in the open cluster adds'to the dis-

Opcn spacc is vcry scnsltwe to
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the risk of their interfering with
one another.—rL pace 17

Most school boards experience
difficulty in accurately predicting
the student enrolment for a new
school. It frequently happens that
the enrolinent exceeds the plancd
figure. In ‘the cuse of the cont -
tional school, the consequenc:
overcrowding while they mi
undesirable are not critical. 1.
open space learning arca is «
crowded, - the essential aco.
separation between . groups ife: .«
with the following consequences:

- With little spacc Detiween groups

to act as a harrier, -the voices of
youngsters reciting in peripheral
clgsses could be heard more clearly
than the voice of their own teacher.
~EFL PAGE 30

f2: Psychologit:al; |
architectural and
functional implications’

4_ of walls -

ol
creation of enclosure.

schools had placed mocable furni-
ture to improvise a fourth wall so
that the classrooms in the “open-
plan” schoels were virtually the
same as classrooms in-conventiongl-

organization of learning activities,
and their frequency of use were
ahout the same in “open plan” and
conventional classrooms.—XBL PAGE
161 -

14: Walls define
territory |

The role of ~the wall in defining
arcas to which people can relate
and within which they have speci-
fic defined responsibilities is a
somewhat neglected aspect of open
space., Desmond Morris” definition
of the territorial imperative would
seem to have some relévance in

A

in schools:

Animals fight amongst themselves
for one of two.cery good reasons:
either to establish their dominance
in the social hierarchy or to estab-
lish thefr territorial rights over a
particular piece of ground.—mp
' PAGE 128

Where houses have not yet been
squashed up into blacks of flats,
the defended area is  carefully
fenced, walled, or hedgzed off from
its_neighbours, and the demarca-
tion lines are rigidly respected.and

| adhered to, as in other territorial

specles . . . one of the important

Yet the teachers t'n\he “open plan”

ly designed buildings. Also, the

" terms of the design of open space

L
&AL

*fi’eatures'.of the family tcrritory is
that it must be cadily distinguished
(personalised) in somc way from all
the others. . . . Fortunately, the
families concerned can impose {ei-
ritorial unigueness on their dwell-
ings in other ways.— @acr: 160

This is usually explained as heins
done to make the place “look nice”.

In fact, it is the exact cquivalent to

another territorial species deposit-
ing fts personal scent on a land:
mark near its den,—xp race 161

The process of imposing territori-
al uniquencss off” ha\class arca
manifests itself in an inicate and
complex series of activitics on the
part of teachers usually/ involving

the disply of student /projects.

I terms of the physical aspects of

m&e building and its design, once -
a

ain the behavior of David illus-
trates the notion of spreading ont
oter territory.—SLMKPM PAGE 367

In spite of Edward Bellamy'’s pre-
dictions or visions, private property
remains an important aspéct of our
culture.—sLatkpM PAGE .‘370/”' :

It is very interesting to observe
the response of teachers to the ab-
sence of territorial definition i
open space, As often as not they

use cascworks to demarcate their.

area. In one school (Willow Park
Junior Schoel, Toronto) .which 1

visited, the teachers had suspended

paper sculptures from the ceiling in
an’ attempt to define functional
areas, ie. tcaching stations (pri-

vate) from ‘the common (public) -
area. This is especially interesting *

because the ancient Japanese used

In th‘cig attack on the wall, the
- proponents of open space neglected

o consider a whole range of func-

tions sustained by walls. If walls
are to be abolished then”the func-

tions scrved by them must be an-

- swered by some’ other means, It is

~ fundamentally important to under-

-

-

“somc other purposes? .-

stand_just what the wall did do.

- Was it just a barficr, or did it scrve

13: Walls enclose

The failure of ‘open space is. fre- |-

quently _accompanicd by the re-.
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Primitive. man erceted  walls to
heep ont his enemies, In the begin-
ning caves and even a clifl face
enhanced man's ability  to resist
intridders, The psychological  im-
plication of walls is one of protee-
tiom, o defense against danger. The
w.all provides sceurity. In terms of

military engineering man has con-

strneted  some fabulous  defensive

walls such as Hadvian’s Wall, and-

The Great Wall of China. In the
history of - uvlhmt;nn walls  have
been a fundament nl component of
spatial enclosure, ()|\|lv the culture
ol Japan provides us with an im-
portant exeeption. Even there the
abandonment of the protective wall
was restricted to the Japanese aris-
tocracy. The Japanese peasant lived
in a cave-like dwelling which rein-
torced his biological need for en-
“losure and security. The advent of
the tea house in the sixteenth cen-
tury,
was an  cx-
tremiely  interesting phcenomenon,
One speculates: that it may ‘have
scrved the cultural “function of a
spatial  decompression  chamber.
Open space induces anxicty, en-
clsure—security, meditation, The
Japanese  aristocracy ‘may - have
found the tea house useful as a
means of .1|l( viating anxictics gen-
erated by their open space resi-
1t is not a little significant
that the adoption of open space by
moders architeets parallels the es-
tablishment. of civil peace within

“nabion states.

imcestigators - amonyg  them-
selees referred to it as Kensingtow's

Be ;Im Waull.=st MKPAC m(.n 74

You cannot have pcople whose
“security rests on four alls.—EFL

PAGE D35

s .

The teacher, stripped of the four |

wall fortress.—EFL PACE 5

- 7.
L

which was derived from the.
peasant farmhbouse, -

16: Walls as' verticél
teaching surfaces.

Besides its fairly obvious structural
and enclosigg roles, the . intenial
wall serves @ very important func-
h()n as a vertical teaching surface.

The removal of internal walls and
partitions in open space Jearning
arcas produced a varicty ol re-
sponses which tend o confirm the
functional validity of the wall as at
vertical teaching surface. One very”?
interesting phenomenon  in open
space leaming . arcas which have
insufficient utilizable wall space is
the manner in which the ceiling is

made to substitute for the wall, Al

manner of dbjects, displays and
sculptures were”observed hanging
_from acoustic tile ceilings. Remove
the walls and what have you? A
floor and a ceiling! For obvious
reasons the floor plane is not of
much value so the hunger for dis-
play forced teachers to take over
the ceiling. Walls \crvcd a valuable

wwnm:

_,./

I

o

function as surfaces for writing and,
more importantly, of display. Such
displays serve not only as a source
of stimuli:for recognizing student

achievenient but also as a means of

personalizing space. - The -demand

for vertical teaching surfaces varies

;,rcatly from “subject to subject.
“This suggests that the amount of
enclosure required for a particular
subject arca might well be deter-

mincd by the quantitative demand |

for vertical teaching: surfaces.

.

'17:.Scale

Scale is an important design cle-

ment in’ all architecture. In ‘schools

the aducvcmuat of Q- sml(, symp.t-_'

YAV

thetic to the children who use the
huﬁ(hn;, should not e underesti-
mated. B

-

They should dicide schools up. so
you get to kuow. the part you're
in. as if it was your home or your
friend’s home.~cn vace 52

I'd wmake the school warm and
small and not too big and too hot
one minute and you'ré shigering
the next. Td have « lot of Tiitle
schoolwd'd have every home-room
a school? separate from the rest.
Then there wouldn’t be all those
big buildings, and you get lost in
them.—en race: 52

What fou do. you start selling up
your own schools that are in spaces
to which people can relute. They
don't feel intimidated by those

" spaces.—Ct PAGE 101

Aml Hhe carmlorv they're just too
long and “you practically should
have .a car to travel from one part
of the building to the next—cn
race 49

'1_8: Spatial variety
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Perhaps one of the lmst prepos-

sessing qualitics of open I¢ariing
arcas is their Tack of spatml variéty.
Not only does this-result in a dull;
m()n()tun()us interior, but it tends to
create a mass people’scale, @ visual

“denial of the focus of education
“on the Jearning needs of the indi-

vidual. There seems to be an in-
herent contradiction between mass.
scale ind individaalized education.
The following  is a definition of
spatial diversity by Ronald Cross:.”

- Diversity in the seale of  space
~acailable permits selection” of the
appropriate three- dunenszmml en--™N\

vironment for each reasonably pre--.
dictable” mlwtl_/ High ceilinged,
lofty space for large groups or
vigorous gclion. Vusuulc medium
sized areas «approximately the size.
of the: .slamlur(l classroom. Small in-
tmmte Iow cc:[mned alz;ows suit-~




able for individual study orfutorial
work, cle.—~eray pace 47

Here, the classroomiv-has eew modi--

fied to an L-form and gioen a floor
level variation of tiwo steps, so that
the child is no longer forced to
take in all the other children at
onee, By suiting parts of the class-
room o the various calegories of
activity—-like the rooms of a house
—one achicves a situation where
the children disturl each other as
little as possible.~mt vace 61

This, hall is the big communal
“clussroom™; the . complimentary

form and the extension of the class-
room clement taken as a whole.—
i pAcE 61

The lack of spatial varicty which
Gross associates with the conven-
tional school is equally prevalent®
in open. space schools, It results
from a lack of imagination as much
as anything thus:

Another draie l)m‘k to tlw e crate
school is its characteristic lack of
visual variety. Identical’ structural
elements—ceiling  height, . lighting,
- windows—are duplicated in room
after room. Attempts to vary the ef-
fect by wall colours or minor em-
bellishménts do little to redvce the

overall monotony or lo offset insti-

tutional  horcdom with a lively
change of scene.—cunj race 22

19:.Perso|ial,iz'efd space
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Montessori Primary School, Dcl/t Iloll(md by Ierman; Hertzberger.

cure within the school cnwronnwnt
Too much change, too many stim-
uli, can be confusing. Personal-
ised space—space within which the
individual can relate, can feel safe
and secure, would scem to be. an
essential mncomlt.mt of archite¢-
tural design.

Everyllung must be formed so that
one can moke it releoant to himself
according to his.own nature, with
adequatc implications for everyone.

C—HIL PAGE 67

They arrange and rearfange. . .

they struggle for privacy, yet they

want to make themselves and their
‘choices and preferences and works
and constructions apparent, very

much so. They insist on_the infeg-

rity of their own decisions and
judgements, -yet at the: same time
they constantly call upon the au-
thorilj of their purents—mul not
“necessarily out of beégrudging ole-
-dience or fear.—cn PACE :)3

That wé can recognize our desk by
the distinctive marks

only must it be receptive to our
marks, luit that our marks are rec-
“ognized by others as uscful aid
m:a')mru mldmons' to an object

’

———
1]
: -
. Loa
!
N
;

(scenting’
P.D:) we apply implies that not

“that is otherwise incomplete with-

out them. . . . Sometimes the mark
can be read quite simply as an
extension of our chiractér to the
object.—rr vaces 36-37

Is it unrealistic (o expect an uncer-
tain teenagzer or clementary school
child to have some pluce to cull
hlyowu?—f\(:n PAGE 4 :

20: Corners
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“Corners -have an impor tnt role in

hoth domestic and school architee-
ture because - they provide oppor-
tunities for the individual to be by
Imns(lf \\ulmut lhv necessity  of
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severing contact wnth the ¢ group.
The stepped  arrangement of the
classroom creates a great many
corners where  the children can
waork indicidually or in groups near
a particular classroom.~mt vAce 61

There “are small tables for indi-
vidual cork, and the child can
work cither alone or in co-opera-
lion witle others at the big table by
the window, or in '{llc ‘corner for
self- ngm.mmz_,#uu,h _ong—cither
alome mmrl\l others or in social

- contact with them.—un pace: 61

Independent " study~"where might
sueh study take place?” . . . as an
ideal, one: would “seek  intimate

spaces—-indicidual niches or alcoces,

preferably carpeted, low ceilinged,
tuecked aw ay out of the Tub)- buly of -
the school ey pac 23

All that space leads 10 wanderlust,
a search for a quiet place to work,
a more inleresting learning situa-
tion, a place for a ¢Wet nap, or a
spot [ur mischief.—ac» vace: 4

We have all seen pupils tu)rI\m" in

the halls, library, ~or any other

nook, crany, office or room that is

s well as the classtoom.
Cranted gou can do the same’ in
the oped plan: sehool, hut there are
fewer nooks, no crannies and far

acailable,

more (Iwmmms.—/\(,n PAGE 4
. . ’ -

If closed traditional classcooms are
learning — environments ~ for

he held that open,. free situations

Sare detrimenital to other. children.

Many children cannot take the din

and stimuli input of the new type
of operation.

Children. wnshmlll/
search for that quiet corner, that
womlrlike, “under-the-table place |
of -serenity, so that llwl/ can keep |
their sanity. It has alwoeys been

held that a ¢hildl slmh('? and learns

“hest when he s [u'c from external

/nluulums How many now say
that it doesw't matter, that childreii

Cearn o .slml ot nmscf’-«( D PAGE

-)

The ap could Duild huildings that
are better, nicer and frwmlhcr aiid
the kind you can get to know cvery
carner gf it in a short while. III bet

w1 lnllI([ CB PAGE 53

21: Speclal actwutles
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Open roonts being what- h'my are,’|
that is, large areds of. generalized
“space, they require some adjunct’
spaces for specwh..c([ mlmmes——*

EFL PAGE 41 . o L

22: Mental flexlblllty-f-

the imaginative

perception of form
and function
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Much of thc thmkm;., .ll)()llt opc
space has been based on the pre-
cept that the mountain must come

to Mohammed. As the Prophet dis--

covered, it-is much simpler to go

to the mountain, The coneept of |

flexibility . associated “with open

space is based on the idea that the

school cnvironment must be capa-
ble of almost “instantancous and

cffortless tr.lnsf()rnmhon to suit. the

changing cducational requirements,
In spite- of “all its. magnificent
achievements, mod(‘m te dmnlog.,y

‘has dcmoustmtcd an amazing in-’

ability to cope with human prob-
lems. - Physics
cemed with: the: behavior of matter

~not of human beings, Modem tech-

nology is_ cquipped to solve physi-
cal problems, ‘More often than not
the human problems go unsolved.

- The solution to flexibility in schools
“when it s approached from the
“angle of physical flexibility ' fre-

.

-»'qu(nlly prmhlu‘\ (nlnbgrsomc .md ’

: t.l;,c of it.-

is* pmnanly con-"

clumsy sn‘iulmns This i§ vot td
sav. that one slmuld hot s (}\ to us(,

. (11(‘ pr()ducls of - mn(l( m seienee ol
’).‘.md t(-(hnnlo;,v .
Awiniing that too-heavy reliance oni-

It s mn(ly a

them isino sul)\llmlv for inte Hn,('nt',,,;'
thotight.. We nu;.,hl tn seck human. -
sohitions” to hmu.m problems - and-

Sif te Lhnn]o;,y car'help to achieve

this, thew we nug,ht to (dlyddvam s

I'Icubxht j can - be gained -when’
each 0/1]('0’ has not only its ohivious

function but also w: certain. ambi-
auity- so thaf, in (Iiﬂwent urcﬂm-

| stancés, thm/ canhe used in'a oari-
“ely of ways. I we ‘think of corri-
“dors simply as an_efficient wdy. of

getting from-A to B (like p('oplc
plumbmﬂ) rather than' as. strects’
u,z!h the variely of tses thc’y sup- .
port (and all the ‘ussociations they
tproduce) we will have mﬂ(,le)leu
and unfriendly * buildings rather
than  specifically amlm'umw re-
warding and frlC’tl(”J Ones.~IP PAGE -
;39-40 '

One 1ight tend to think that the
hall space. would have a greater
potential if one could move the
block aside once in a while. On the
contrary, its heing immovalile is-
crucial. ,
‘theoretical possibility open, in the
sense that. nothing is-a ‘priori ex- .
“cluded, but on the other hand, it
does not. initiate unytlmw cthcr'- ‘
“Due to-its presence as the focal
point_of the Dbuilding, the block
cvokes a response for any occasion,
it redcts-{o coery ‘action and can
be interpret ml in a caricty of ways,
playing different roles, each one
accommodating a differe nt urcum-u
.stance, : '

They use it as pfuh’mm Lo -sit
on, asva place to put things down,
as a stage from which to make an-
nouncemeids, or. just; “to become -
taller. They play games around and
on it. To them it is an ulaml——-the
floor lhc Sea.—1IL PAGES 61 62-.

hat such a l)lock can I)(’ mtcr-.

_proted in_so many different iways

melns not. only that it can fulfill -
several roles, hut also that the chil-
dren are stimulated by y it to greater
diversity in the roles I‘heu pIaJ—-
NI PAGE 62"

Tlacrcf()rel a form must De inter- |

Flexibility - leaves-' every - |
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pretable—in the sense that it must

* he conditioned to play a changing
~dole,

It must be wmade in such a
way that the implications.are posed
e [uu‘hmul ts hiddew possibilities,
tnm;lluu' hul not openly staled.—
I PAGE ()(i
]' hummlm" the m(('nor pnrltlmns
glid work out ¢duc anonullj at the
“Lewis Sands school . hecause

i the open school ca/nlah,.,cs on the
(ldaptalnlalt/ of people instead  of

_reling "on. the  manipulation  of

. archftcclu:al clemenls EFL PAGE 12

* 23: On the |mportance
of 'teachers |

‘walls-ultimately depends on pcople
—EEL PAGE 55

i given planning time,

“and teachers do- their own thing,

Ultmmt(ly, no 'lrchlt(ctur'll solu-
~ tioh no matter how brilliant c¢an be
SugCC wsful ediication: ally without in-

(ilj.,(llt imaginative and commit-
“ted teaclrs. If open space has
d(gnv anything, it has made ns more
m\. are of the crucial role of tlfc
teacher. Aftertall, education is 'a
\my mlnn.ntv human '('xp(-rivncd.

N
y

‘ll is mm h too easy. for-teachers to
))t onut of ledching, by not de-
celoping a course of study. When
t/us happens children. opt out, and
‘everyone looks husy going in all
lircctions to - nowlwre Children
must know 1o ‘here they are going
‘and must be hélped to zot there.
‘This means- that_the -teacher must

i plan a program to meet needs and

not satisfy wants, that ‘a teacher
must be miore involved with cach
" child at all times than ¢ cver l)cfore
--A('I) rAGE 6 .

'I"a'irmout'.v 'Mrs; Swett aurees that

teachers are the key to success in

Tan open set up.—erL PACE 55,

The. success of schools twithout

“"th.m the tmdlhoxml (ncloscd class-

63

To sunumnarize, open_plans work
under  the  following  conditions:
when there is space flexibility, staff
teachers
have. similur’ plulmopluev in pro-
gram, housckeeping, and discipline,
when there is a varicty of teacher
strengths, when there are meaning-
ful programs, when pupils work
under teacher guidance, and when
there is a fmnl\ness with respect
for others,

They won't work whcn puptl

no goals are set, noise is ‘encour-

aged, organization' of material
kentres” is non-existent, wandering

is allowed, constant evaluation and
teacher assistance -is missing, and
when staff cooperation is poor.—
ACD PACE 6 '

3| 24: Conclusions

My review of the principles, imple-
mentation and  cducational consg-
quences of open space has led me
to question whether open” Space as
a blanket solution to educational
planning has any greater validity

- tivities,

o 245 = :
room. Both -approaches scem to be
almost as arbitrary  and. conse-
quently, cirrelevant o the edueie

tional process: The mistake made
by the open spacers wiis Lo insist
that
solution which could he everything
to everybody. In reality, it turned
out-1o be no solution at all. Rather
than  viewing Jearning  arcas as
cither enclosed or. .open, as black or
white, I would prefer.a varicty of
spatial solutions ranging: from black
to” white and including a- whole
series of greys (fluid space). The
quality of openness .or enclosure
should be determined by the na-

turc of the leaming activitics which -

a space s intended to accommo-
date,
knowlédge of ‘what happens in
l('.lrnm;, arcas. 'What are the real,

as against the supposed, fumlmm '

generated by the educational ac-

proved to. be largely illusory: - It
should be replaced by a new ei-
phasis on human flexibility, imagi-

4 nation and mobility. I am confident =

that the new school founded on
these principles will prove more’
than capable of accommodating the
new cducational prograins of the
future.

FIRST FLOOR PLAN: 1 commbn ‘area 2 stabe 3 ad:
‘ministration 4. french 5 science 6 socisl science
7 home economics 8 industrial arts 9 mechanical

-mental music.

10 storage 1) music 12 upper gynas-um 13 instry-

Lalcuu'w .Sr'nmr Public Scluml Ontario:
Au application of ‘fluid space’ planning.
Arclulucl. l{aummul Mnm/umrl

there was one architectural,

What is-needed is greater

The vision, of an iustan-”
tancously flexible environment has
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Animprovised  Mexican market vulmrluus an lh'nu'ul of ene Iow'd space into,- thp

open learning arca, This reactios

to the rather bland and, characterless interior of

the weneral learning arca has respdted in the creation of a tIcI:ght/ul cave-like space

/m use in[ small groups of children.
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The preservatiop: of class - inlegrity requires sufficient arca such that a better ‘zone -

into a um:pml lu,lally IRmt I('umlng unit.

ccan be established bhetween groups.” This e/fcct is enhmucd by organizing tlw class
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U Deating [rum the sulwerable opeRiness,

“/ the general: leatiiing this small group
'us recreated “a semiblaice -of enclosure
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Douglas Smith ‘ o
Mr. Smith iy Chicf Architeet, Scarbor-
_ough Bourd of J','(lm‘a'l_iml,‘ Oiitario, -
Drew's summing 1_![')1}:{‘()!”(1 well have
been written as a_prologue. In fact,
I believe it was and’ the result of his
vesearch: was confirmation of hix,con-
viction. What hie_says in' the sumining

that, Tay in_the minds ‘of all sincere
architeets " and s perhapy the only
-thing that keeps them going.

Mew of the words are those of its writ-

| er.”The reader must, therefore, ho-

ware of takiy f sides with Drew and
should draw his own conclusionsfrom
“the quoted text. :

of l\is,_:'ul_)jq(-liyus, t think this could
be considered” ay. the cighth deadly

[osinc Yet it has been his attempts at
pursuing the truth that have driven -
~ 4t further, from his: mind. - Neverthe:
less, of all the.paths that divert him:
from his- real purpose, 1 believe the

one he now travels, the most desper-

“our return (o this state of ‘true living

I8 our reatment - of space=hot - only -
in its Droader: sense,” but enclosed

space, the controlled, énvironment—

cannot exist. And here we are. discuss-

| ing a very 'spectal kind of. space: the

e

¥

A Postscript

up is, in principle, true;of any build-
ing. It isa statement of the ‘hopes.

L Y
" The article is unusual in that very

Tt seems that man’s greatest fault
is the-case with which he loses sight -

ate of all, may: bring Lim Back clasest
to his real destiny. Not {0 helieve
this is to accept ‘s theory that we'
will soon” destroy” oursélves, A very
important factor whichi will infhience:

architectura space, without whi¢h we-

‘ 63 ; -
<

enclosed open’ space. Why, in its as-
sociition  with education, s npen
space - cansing such furious . debate?
Was it invented by _an architect, an
cducator, an anarchistic young teuth-
er, or did it grow from a iaive com-
ment byt child? There is always the
possibility tlfat iCis fact, not confined
to educational buildings and is not as
original an ‘idea as sonfe of us may
think. L -
There are very few utopian_places

“in- this world *where the environment

is suitable for civilized man to exist

Cin his natural, naked state: Oive of Ahe

least=suitable is otir own. -Clothing,
at least, is vital but” 10 rely upon

clothing alone would at times_ be-’
‘come  cextremely inconvenienf. The.
obvious next step is to reinove this

extra’ protective “skin, further away

from our bodies and construct build-

ings within which a suitable environ.

ment can be maintained. McLuhan

has very concisely described this

function of man and many others as.
being an cxtension of ourselves. This .
makes the ‘dnhvironmental enclosure—
building and architeeture—at Teast us

important as our. skin. It should..
therefore, he no less f_unctiop’:ll .and
-no uglier, If the statements of those

who believe that a building should.
‘mot impose upoir its users are true.

then it is only. the mist- functional

and most beautiful that can have a
negative influence. Many a disturbegl
mind has heen generated by the ap-

plication of ugly d'cforrr‘!'_”{ly “or A

blemished skin. < .
It may well be possible that one

fiction, to control our’”environment
without " the. aid of physical en-
LClosures. But until thengwe are stuck
with buildings of somé sort. It secms
logical to me that our spatial. en-
closures will ‘get larger. 1 think ‘the
great domes of “historv—the Gothic
arched “enclosures, Buckminster Ful-
ler's geodesic - structures,» are very .
“close links in. an- evolutioniary - pro-
cess. A process which could Jead “ug
back to“the possibility of re-establis} _
ing_a liarmonious co-habitiation with
natural things” Whereas forms coisist-
“ing of piled up little: boxes seem o
lead us ‘back to dn existence i citves

where. g:in retreited because  his wag

[ Trighteniéd.* In other words, I be-

e e
*1f, as the psychiafrist wonld have us
heltese, there exists o large wumber of -
people. with a “return. "to the woml”
-complex, perhaps something: should . he
done about it, other than suggesting that
architects produce conveniént dark hole
structures. Who aieeds treatinent Most -
the man who docs not Jeel at home in
an elecator car or he o wants (o crawl

-

day. _outside the leaves of science |

. ! 247 .. -
“lieve that deep within ny we 2!l wanit
to get with it—with (he rest ol tie
world’s ereatures and other livine
things. "We we tived of ony - sell-in-
poscd divive Tight 1o take - apd ke
and plmder to the glore of wan. We
e no longer quite so cocksire it
this™ wnmanagable contéption  we
Fcarry i our skalls makes Tus thie
much more essential thay other erea-
tures and dre nol eveny sure that Iulu-
world could not exist witheut us.
Another assumed divivde right with
which I disagree is that of the archj- |
teets” (and hailders) monopoly over
building, The fact thay civilized nuin
has Jong ceased o individually con
struct_his own nest like other animals. |,
does not mean ihat iy Lasic instinet
is any more estinet- than his . other,
drives. As every vear that passes tak s
the individual further away frem the.
“satisfactipn of building and feaving
him with nothing more than making .1
the paymaiits, the kit of electric tool
in“the hungalow  hasement hrcomes
a less adequale substitate, Tt séems
“that the individual's interest in the
eavironment which Thay inercased  so
rapidly in the past decade, the desire
for imvolvement; the need for lexibil-
ity in fabricated “envivormental en-
closires,  participation iy Zaclapling
the interdor to. personal  necds, s
the growth of Wn unquenchable urge.
. Believing that maw's, desire to he
in havinony with natuge and his nree
1o build are still rampant, 1 think
~that if it, were possible 1o wive 1
~magic wand and suddenly make him
articulute on the poinl, he would sev |
to architects: Enclose o large space.
‘tchere T can be protected from the
clements. Make it i, harmaony 1ith
‘natural - space. Destroy " av Litile “as
possible and lrace me froe 1o express
- myself within it ‘ R
(Al this, of comse” js an absurd
- over simplticatiof wrNed at throngh

me it indicates thit the jdea of on-
~closed open space-is: 1o more, oviginal
thun the idea of going 1o the meon:

“tdequsttiEppens that at this point- i

, :
time. it - is - technologically.  possible, !
CThat i should now oceur” within o |-
institutions ol learning and’ create so i
much debate is natural,, Where ¢lse |
shonkd we expeet Tatein ideas 1o o™
r('fsu’rrc(rl'(fd and d('l\;\n((-d? BRI 7 !_._
The underlying fear beliind Dres's.
report “is, T think, that w pounes covg
sidered adoption of openspace s S
design philosophy will result e stine- !
Llures - enclosing barveen SWastes avith '[
little or 1o )..;u,..i;gn. r«-,lnlimis"]‘lip. This |
is. ‘'of icourse, well fustified. A tour ol
o suburbs - will: .s'huW that S

can -
do st " that iF-we do nol take the

bdck into- the womb?

"trdu_l»lcz_- 1o 'l'hi’nk.',A .

a complicated Fationalization, hat ey



/ 66 . 248

CLASS TEACHING

s .

. ‘E ,”‘;,'- -
Altﬁ%ugh it.is not planned as p;rt of this unit, you will
probably have several opportumities to work with small groups before

‘teaching a class for a whole lesson.

As you approach your class teaching"discuss:with your co-operating / -

i

teacher the type of lesson which may best give you écope to make
'maximum use of .the resources and thg envi:ohmeht. Take time to plan
this lesson in more detail than the'previods small group experience.

“Try to consider each child in relation to others in the class, where. |

HEES

you will blacé them, how they are likely to interact, what resources

they can have easy access to. If you do this in conjunction with

”

planning the lesson content you should be able to exercise several

teachiﬂg strategies witt.n the lesson period. Reémember, you will be
operating in an environment which will infihence the behavior of your

@

pupils as well as your own. Plan for this. Use the colored sheet to

make §our notes under apprdpriate headings. Arrange through\thé

cooperating teacher for an observer to be present, o .

o

.
<
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Name :
Qroup:
Date:

Schooi:
Grade:

PLAN FOR CLASS TEACHING

Teacher:
.‘ l/._

Nature of éctivity:

Objective(s):

) 249

No. of pupils:
k\‘} :

-

Resources

Content Outline

'Strategies ;

<
?

-

Post ~experience comments:
. v B R



67 L 250

DISCUSSION"

Well, now. you are starting to get .the "feel" of children and of
aAteachinghlearning en;ironment. There will Aiyays be other ways you
could have.piaqned tﬁé experiénce, or acted in the situation. If yoﬁr ’
teachiné is to be open to adaptation and\dgéeIOpment;.you will -have to
learn, early in your professional experience, to ioog bothlat your&elf
and at’your pupils, as you teach énd.when you conclude each experience

or episode.
. ]

G

" Again, now, you should try a self*evalua;ion in the léght of
your plaﬂ for class teaching. Make your notes at'tﬁe foot of'the plan.
Similar questions, for the purpose of this unit, to those’
listed under small group discussion, should now form the basis of your
discussion with the teacﬁer. But remembér;'é;ch 1essén méy have a

different purpose. These experiences have tried to ﬁggus on the
. . . \\ ‘

environment in which you as a teacher are learning to operate. On

. .
.another occasion your lesson may concentrate on using the media

. , . ) , : | |
resources, or on non-verbé%lcomm&nication; each will be the particular

. \
PR T +

vehicle for the pupils to obtdin the ‘lesson content.
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UNIT EVALUATION

]
»

- This 1is an impertant .part of this unit don t overlook it!
For this unit it will take geveral forms, each with its own purpose.
You have already completed.the pink PROFESSIONAL PREPARATION
QUESTIONNAIRE. You should also heee wrlt;en comments throughout the
'pink INDIVIDUAL CHOICE DIARY. Within this unit you may also have
reSponded to the yellow ACTIVITY SHEETS.
" Now, take 20-30 minutes to look back over this unit beoklet,
reflecting on your own, responses to its contents and instrucciens;
You are being asked to become an influential member of a developmental
team in the process of curriculum building. This will take time and
thought. It will be’a learning experience for Ypu as well as
beneficial to the researcher and to, others who will use future
editions of this unit. - Briefly jot down your reactions to the
" questions listed on the pink UNIT EVALUATION sheet.
Finally, as part of the unit, you are asked to participaté in
a semi—structured, tape—recorded INTERVIEW with the researcher. This
should take no mo:e than thirty minutes. Individual times will be
arianged.wichin tﬁe two weeks following the completion of the-tait.
The purpose of the interview is to assist the researcher in
modifying the unit, by obtaining your opinions regarding it. You are
" not being evaluated in any way; ehe unit plan ie the pﬁly object ef
scrutinyl, S ‘ - .
’

Please bring this unit booklet and any other notes of your

experiences with you to the interview. Thank you.

-
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PROFESSIONAL PREPARATION'QUESTIONNAIRE 258

This questionnaire seeks to obtain biographical infbrmdtion
an indication of your own assessment on particular topics related to s
your teaching in a spatial environment, and your preésent views on
selected statements about teaching and teacher preparation.

This information will not be considered on an individual basis
but will be coded and some descriptive data obtained regarding the
group as a whole. Your responses will be held confidential by the o
‘researcher. Feel free to comment on any of the items in the questlonnalre.
Name :

Address: ' ) . Phone:

Previous academics: B.Sc. B.A. B.Ed.-/ M.Ed.
Other . . . . . . . -

Major areé of undergraduate'study:

Other areas with more than two full courses:

Previous teaching experience: 0. 1 2 3 4 s 6 6+ years

Nature of teaching experience: 1In conventional rooms:

In open areas:

¢ -

“Nature of student teszﬁing experiences (including observatlons):

L 7
. . ¢

In conventional rooms : ey

In open areas: " : , C ‘ e
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Indicate your own measure of confidence in or understanding of:

Great
deal

Unknown |

Considerable
‘amount

Moderate
amount

Little

(1)

Lesson planning

L]

’

¥

(3

- (2)

Use of instruction-
alwmedia,center

(3)

- tive teaching

Team or.co-opera-

(4)

Teacher's control’
and use of voice

(5)

Teaching strategies

in a spatial envir-|

onnment

(6)

Implications of
"personal space"
for children in

a spatial environ- -
ment

(7

Teacher's role in 1
the spatial N
environment Y}

(8)

‘logical space

Child's psycho?

©)

Group dynamics,
especially in-
open areag

10y

Sociai space as ‘a
- factor;in teaching

N

(11)

Creative dse of .
teaching-~learning
space . . R

(12)

“ment

Utilizing the
physical environ- -
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Lheck the answer which best desczibes your own orientation towards,

’ var10u5 aspects of teaching and - y0ur own teacher preparatlon

oy

*, Strongly
| Agree | -

Agreec

Neutral

o

Qisagree

Strongly
Disagree

1. Learning the formal -
material isn"t’always
the most important

" thing, I need to apply

it in the actual
situation '

e

1

1 am sure that every
1ntending teacher
needs a praparation-
program fitted .
specifically to his/
her needs and previous:
experiences :

~

1 enJOy wofking.with
adults- more than with
"children

4. The. 0pportunity to
© initidte and to try
out new instructional

ideas is very important] .

to me

’

1 feel confident
that I could” work

~ well with other
teachers .as members
of a teaching team.

. 6. I could teach

' successfully without o

»textbooks.

Itry to find W
,something to o ot
4 appreciate. in each
:-person whom I meet.

R

“The- child's

"~ performance in.”
learning is moré
important than his
development. as an’ ‘ffff
lntegrated person o

~~~~~

\

T enJoy teaching

A

 chi1dren.

>
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Strongly
‘Agree |

Agree

Neutrgl

Disaéree

Strongly
Disagree

'10.

It is important to
me to do things very
well.

2

11.

A

I do not wish other
teachers. or ‘
administrators to

see my teaching
styles and techniques.

12,

,.and community personnel.

communicating and

As a teacher/I expect
to have difficulty

working with parents

13.

It is very important
to me to be. plaged in o
school where ofher
teachers and _
administrators have a
great deal to offer me.

et

. K
=

14,

.carefully organized
. lesson plang.

1 do not‘feel the need"
to have sgpecific and

“'15.

"I think that I will
'need to continue my

- professional education’
‘in-gervice.

sl |

'l16

T activities " »

I 11ke routine=~ type

'I would not be happy'

- 1f the- administrators'
'left me to my
devices

18

'. spontaneous movement '
and conversation in the

v

Teachers should allaw

classroom

19,

A teachér shbuld seek

the opportunity to learn N

- from the techniques of
successful - COlleagues.

el

‘ 20

Teachers should be'

- prepared to alter theirf

expectations of the role: '~

of the teacher.;”

)
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III. The reason for training teachers for open area schools is for them to
Strongly | Agree Neutral Disagree |Strongly
Agree : Disdgree
T, RN NN R ‘ - I - : .
1. learn to understand
childrens' needs. ’
2. know how to control ’ - 1 v e
children. . ’ S , o Lo
3. acquire efficient ' ' R ' , i.f
techniques, :
4, learn how to be an '
effective corimunicator |
5. learn to,adapt himself
and his pupils to the
environment. \
" 6. ﬁnderstand how to ) . A
develop children's |
interest in their
studies
A g
» r
: o - 3 ) -
IV. Free activity for pupils in spatial environments , . ‘ //)»6
 IStrongly] Agree |Neutral | Disagree pSffGﬁgly
. ,\\ Agree ' , -Disagree
1. encourages movejent o 1 ﬁ -

and physical ac ivity j o : , -
‘which is'natural to ¢ o
chlldren : '

2. encdﬁrageg.individ” 1
. ..spontaneity and
© . " creative-gKill.

o

3. éncourages co-opération
~ "and mutugl: aid amongst
~hildren

4, is the major reason whyl

open areas were, planned}.

. g L : 2
5. is a practical way°df C -, B RN i
orginising a class of P S ] . .
children of different | : , j 4 A et
.ages and intelligence ‘ Bt -
1evels L o 1 : N

L
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Important features of open area schools which teachers need

to congider are:

~

-

iStrongly
Agree

Agree

Neutral

Disagree

.| Disagree

étrongly

controlling the
amount of noisge
generated by the
clasg'.

grouping and re-
grouping pupils

- for instructiop.

making daily use
of the instructional

media center.

:teaming with colleagues

for instructionm.

»

. being

'on show' to
many colleagues and .
pupils.

-

[ v——

6.

S

concern for each child'

édaptability to this .

spatial environment

. flexible use of time
for children's SN
' learning‘activitfes;

-

- K

A

fe ot a0

coo ‘L
an open

- t’ 5“._». . s '~"‘.
Lo -

'....Q.,..l'
L -

1

o

L

2
L
v

féreq;gn};rdnmeng_

u")

[

\

K-S
... .3 gelf-contained classroom

.

. both, QJterﬁéE{ng’durgpg each day

-any’ othe; .................

If’you were able to c‘?ose, would you p;efér tovteach in

'“l~either i e. no Special preferencé
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' o Name

SPATIAL ENVIRONMENT '

INDIVIDUAL CHOICE DIARY -

As you look through the bogklet on the sgpatial environment you
may choose to select some portiond and to omit others. You may decide
later to return to those sections you skimmed over on first perusal.

. Please indicate below, for each item, the date you read the
materialf or completed the activity, and your reaction to it. You.will
probably find it easier to recofd this as you complete a section. Should
you return to that gection later, please indicate when, and your reactipns
at that time. If on completing the unit, you have{%hosen not to do /

/

- certain sections, could you please indicate your reasons. . /
PREFACE R. 1 - Date:
: . ) ) - -
Reaction: ‘
TABLE OF CONTENTS p, iii ‘q . Date:
Reaction: Y
PURPOSE p. 1 _ : \ Date: .
Reaction: . s
. - e . 7
. . (\} .k g
TERMINOLOGY p. 2 - - - " Date: . — A
Ve - ,‘,;‘ . . L . . o ) . N
Reaction: s - ’
I "
OVERVIEW p.. 4 = - " Date:

Reaction:
N
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AWARENESS ACTIVITY p. 5 Date:

Reaction:

" AWARENESS WORK SHEET-FLOOR PLAN p. 5a  Date:

Reaction:
7y
AWARENESS WORK SHEET-FLOOR PLANS p. 5b  Date: _ -
Reaction:
- - \‘
'AWARENESS WORK SHEET-ITEM ANALYSIS p. 5c Date:
Reaction: ~
READINGS~-INFORMATION p. 6 L Date:
°" Reactions»
Y
) A"¢ ~ ‘ : . ¢
READINGS-~INGALLS p. 7 Date:
Reaction:
i)
- " “ ‘ . ,l ‘ . C)‘
- READINGS-SHAW p. 8-9 ,ff\, . Date:
Reaction: - B /

e . ;”
.- i L
i a
. !
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READINGS-EBERLE p.. 10-15 Date:
Reaction: | .
READINGS-HERSOM p. 16-17 "Date:
:‘
Reaction: |
+
. ] .
; a .
LECTURE DESCRIPTION p. 18 Date:
Reaction:f

E WORK SHEET p. 18a

- LECTURE EMALUATION SHEET p. 19 Date: s
R Reactionf \ :
. %) . J(,"lf ' )
ADDITIONAL READINGS p. 19 Date:
React165;~~ |
TEACHER GONFERENCE p. 20 . Date:

.

b /28 copetl "
T

»

b

Reaction:

Lo
&
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. DIRECTED OBSERVATIONS-ACTIVITY 1 P. 21  Date: #
Reactién:
DIRECTED OBSERVATIONS-ACTIVITY 2 p. 21-2 Date: -
Reaction: . A
DIRECTEP’ OBSERVATIONS-ACTIVITY 3 p., 22 Date.
) ot
Reaction: . ' \
v ] o f “‘i‘ )
OBSERVATION WORK SHEET-PHYSICAL FLOOR PLAN p. 22a Date: __ .
Reqction: i ' s
_ OBSERVATION WORK SHEET-PERSONAL NOTES p. 22by °  Date:
Reaction: -
OBSERVATION WORK SHEET-SOCIAL ENVIRONMENT p. 22c Date’
Reaction: , i . ‘ .
. ,i,r Al . . . . - L e

i ‘ ™ 2 ') B ! '\ ‘ . . - o h.
OBSERVATION WORK SHEET-LESSON p. 22d  ° Date:
‘Reactjion: i x : E
| — -

3 t
Y X :



- 2€8

TEACHER DISCUSSION p. 23 Date: -
. i
Reaction:
- M . " B ) '
DISCUSSION WORK SHEET-SUMMARY p. 23a Date:
Reaction:
READINGS- INFORMATION p. 24-5 Date:
t ¢
' Reachion:
READING-SOMMER p. 27-34 - Date:
Reaction: .
‘ ) N
READING-TRADITIONAL CLASSROOM p. 35-38 Date:
i ) . . /“ «
Reanion: ‘
t-4
\ ‘
\‘ . .
' SMALL GROUP EXPERIENCES p.-39-40 Date:
Reaction: ' A
\
" Date:

o

- " Reaction:’

™

SMALL'GROUP WORK SHEET-PLAN p. 40a’

B




2€9

DISCUSSION p. 41 ~ : ' Date:

"Reaction:

READINCS-INFORMATION p. 42-3 Date:

.Reaction:

- READING-ANDERSON p. 44-47 , "~ Date:

Reaction:

READING-BRUNETTI p. 48-52 : Date: - ‘ v

Reaction: - _. _ ' :

READING-DREW p. 53-64 . . Date: !
: P .

Reaction: “ .
READING-SMITH p. 65 o Date:

; . A R ] .
Reaction: . . 3
T Y : ;
! o e ¥ o T : . ' .

" CLASS TEACHING-INFORMATION p. 66 - Date:

‘Reactiony S R | N

N -
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CLASS TEACHING WORK SHEET-PLAN p. 66a  Date:

Reaction: , ' ) ‘ .
DISCUSSION p. 67 : Date: 7
.Reaction: ‘ A g
. ..
AL
L] & :
- e S
UNIT EVALUATION INFORMATION p. 68  Date:
Reaction: . . -
- . ", .l‘ ) - o " I T . ) _ ) .
0: v C N £ - ” ey
UNIT EVALUATION . Date: .
» ’
Reaction: .
. " R
\ - - }.&_-.(‘.X . ¢ :
. INTERVIEW . Date: ;

Reaction: o L . , oo

1 it

 BIBLIOGRAPHY p. 69-73 % - Date: ,

Reaction: ' v ‘ ) - L vwiﬂ ) re
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Name: ...... ceevanas e esnsens N e et et ie et
o
+ ‘s .
14 o
. . o ;
UNIT EVALUATION '
4 R
/e .
S -
. “l‘.ﬁ.“'_ ,"
- o "'(f' .
RS
.J \: ry “
, : e v
This instrument seeks , !
“specifically to the booklet ‘on"the spaf:ial environment. If
posgible, you should -try. to cofisider this as“a document on its ° '
own, not in relation to your previous knowledge or experience. o
. , , T ?'. ST ’



_A. Please circle the appropriate number for each statepent.

To what extent do you conéﬁde;,that the unit booklet on the

enviromment has assisted you to: :
‘ Very

.Great
1. Develop an awareness of space. _ -5 4 3
Comment if you wish:, | ” T
. ]

2. Understand and use terms like 'open- 5 4 3
gpace', 'open-plan", 'open education'. A
Comment “if you wish:

o4 . .
A e o

3. Identtfy some of the facilities usually ) 5 43
associated with open-space. i
Comment if you wish: LT .

" . »_. ’\}. ° * Lo
- T ‘
LT Assess the variety of ways. Space is used. 5 4 3

' Comment if you wish: ‘

\

5. pDifferentiate features of the environment -5 4 3

more applicable to open-space than’ to 3
~ conventional settings. Ly h

Comment. 1f you wish: : .

. - v <. -

272

spatial

~

None



7

6.

Obtain insights into small group
interactiohs occurring in a spatial-
environment.

Comment if you wish’

.:)

S

" P
tw

- Become . acquainted with tesearch on

open-space schools.
Comment if you wish:

-

- » Become acquainted with criticism

regarding open-space schools:”

' Comment 1f you wish:

10.

Plan activities for small groups
giving attention to the children.
Comment if you wish

(O

4

;Plan activities for emal1 groups

using the facilities and _resources
available.‘v B et ‘

Comment if you. wish‘

Y

Very
Great

©273

None -



11,

| 13.

© 14,

R

“-\1:5

Become conscious ef the physical®

environment in working with small

. groups. "

Comment 1if you wish:

?

Plgn attivities for the total class~”
to consider each child's relation
to the others. :

Comment 1f you wish: )
Y >

%
Planvactivities for the total élass '

in relation to theiphysical
grouping.

Comment 1if you wish: . R

[Plan activities for the élass.to‘\

.|teacher and the childrel.

consider interaction ngweep the

Comment if you wiqp: .

Plan activities for the cﬁ%ss to usev

E,\accessibility of reséurces‘

Q

i

‘Comment. if you wish: ,  ?1'

i

274

Very '
Great None
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Veryv :
. Great ‘ None

v u ' " - q . nt . .

-16. Plan lessons to incorporate- 2. L 5 4 "3 2 1

' several teaching strategles. » o .

Comment if you wish: : oo -

17. Plan lessons to incorporate : . 5 4 3 2 1°
alternative activities for . -

children, : ' R
Comment if you wish: : - - )

. 18. Become acquainted with articles . 5 4 % 2 I
‘7 useful for taaching in open-space ’ ' ' :

settings.

Comment iP ‘you wigh'

;v.‘; ‘o . N " N .. : : ‘S"

.

B. If you were able to choose your teaching assignment at this tim ,‘k

would you prefer to teach in

L

‘a self—contained classrqomi

‘an open area enVirbnhent
| v
both alternating during each.day'

to

either, i e. no special preference

I3 ¥ hd - N
! P .
»

T B B , ~ e, )

-eny‘other .



» | - if
|

¥
1. Using a booklet’ like this to draw together some dspects of theory

for use in & practical setting:

3

2. Any other ways for making the theoretical and practical aspects
of teacher education more related to each other:

P

/, s

! -
(34 ' . e ’ 3
’ ' o .
IS
- - ’ . ,‘ e
1‘* t sy " ’ . ) s ',.; o R
N 3. Any features of the unit you would like changed ih any way:
» A ; . G ) ‘ . - {\‘ P +
° ° B < v, ’ *
2 ¢ ’ )
' - £ ¢
o . i y
4

.. %Any other comments about the booklet:
) ‘a : \

-

¥

C. ‘From your poiﬁt"éf view, please comment on: ) /// P
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D. 1Indicate your'own measure of confidence in or undefstanding of:
» : i ) -

]

(1)

Lesson plQnﬁing

‘Great
deal

Considerable
amount

Moderate
amount

Little

LI

(2)

Use of instructiond

al media cenger

(3)

_tive teaching

Team or co-opera-

(4)

et

Teacher's control
and use of voice

(5)

Teaching strategieg
in a spatiad] envir

onment »\

(6)

Implications of
"personal space" -
for children in

a .spatial environ-
ment

)

Teacher's role in
the spatial »
environment

(8)

"logical space

Child's psycho-

9

‘especially in

Group dynamics, .

open arfig

: \{\\_;//'¢

(10)

Social space as a
factor in .teaching

(11)

\

Creative‘use of
teaching~learning
space

(12) Utilizing the

.+ | physical enviren-

\ment

L

<
v
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HPENDIX c

Initial Reaction to Booklet

9

Looks like something we might be able to use.

Booklet flawed me—-because of size, probably, but that s
ridiculous!

Wasn't familiar with open area when I came 1into the program-—-—
wanted to learn about it. . . :

Oh no'snot gsomething else to do! .-

At first I was very much against the open area. I couldn't
see whydeomeone would want to yrite it down As I read the articles
it seemed farfetched and théoretical. It seemed iike someone was
trying to make something out of nothing. After being in open area for
&# while I could see more possibilities; some articles seem very
appropriate d

I don't like doing things like this but I guess it was good; I
'got .out and did things. - I wouldn't have been as interested if it had
been at thé university. e '

Looked like an awful lot of work. The articles scared most of
us. It was no good whatsoever until we got into our student teaching.

- I was really glad: this was something to hold on to.

It was a bad time; too many other things to do. It could be
interesting, but the’ way it was introduced was too vague.

" Everytime I approached the booklet I felt that I didn't have
the time. = :

14

Timing

(%3

Could have had the booklet earlier—-two or three weeks before
student teaching or divided it into three or so parts.
Just crazy during student teqching—-got pushed into the
: background .
o Timing was not godd~~go- caught up in the school situation I had
- to devote all my time to the school. ‘
In the first round we.were more observers, this would thave -
: been a good time for the booklet. - . -~ /.
. 1 used the bocklet while on my assistantship, not as . valuable
. as it .would have been during student teaching or in one concentrated
“time perio&e
‘  Need to have apecific time for the booklet, then student
teaching.‘
- Really needed the booklet right from -the beginning 80 that ve
could have used it when we first went into the school,. Initial pages
. very heIpful to guide .us as we went into ‘a.school--we moved from oune
room to gnother for one week and the booklet would have helped us to
compare features then. : ' “ .

N

‘-

oy

.z
. v !
O DR

.
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A\

. Should have had booklet when I-was in open area in first
observation. o . R
, Some activities were not possible in this teaching round-- '
didn't have timé to do them and to teach all day.

N

-Contents of ‘Booklet
» e ' : A . . X ] B

~ Different’ viewpoints in the readings were valuable, but then

should be discussed by_everyone. _ : _ oo
Readings were only for open area--should have had the booklet. -

;whilg observing in the open area. It wasn't possible for.me ta do th%

s

activities in the closed classroom. » _
. ‘Found the sections ‘on grouping helpful in my room and gn other.
university courses. . v S Co ‘
Booklet was really practical--but some of it was regétitious. ~
~Just one, or two articles were hard to get through. o
* “Booklet needed ‘activities to apply What the readinés'said‘ o

For some articles a summary would have helped, or questions at
the end would have directed us back. Small group discussions would
have helped. . 4 ST S
o 1 never-wou}d have looked up the articles if they ‘had been
- only listed in a bibliography. . o ' E o

' Some of the articles seemed. so dlfferEnt~~didn't’apply to our

school. ‘ S N / , Lo

, " Grouping is really important in the open area and I had no
ideas about it before I read the booklet. -The.teachers followed the
booklet glmost to a "t"., _ . R ' v '

_ alking into the practical situation without the articles ,
would have been traumatic. The practical setting helps you pick up
lots’ of things--don’'t need more direction.. : - -
"V I\m sorry now that I didn't do any of the activities. Reading’

- 1t again lately I can see many good 'ideas that I would like to try.

A

{Usejin the School Setting

Booklet was feally applicable to the school setting-~it's cdme

~ fp ‘time and again in this second round. S ‘ T

. You can see that some teachers don't use the resources-thatj..ﬁﬂ

‘are available,. T . - R o ‘

_ 7.More'person~to—per80n cortact is possible. so that we have T

 something definite to discuss and become a little more aware of what it
‘ Much of the material ‘could have been presented.in a C. & I.

class, but it's better if 'spaced over two or three sessions with
discussion and observations.:. L ‘ o C .
If you use the booklet in the school setting, you have to get
to the co-operating teacher first, not the student. - -. R

L3 . . . N ~ b.
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Theory at the university 1g.not what-is happening. in the school,
You can)t make a judgment until yOu'vg been in the situation. .
The booklet was a different.approach—-really the only thing we

did on open area. You get tired of lecture and group presentations-—-
important to.have it in a practical setting with discussions. ‘

v It's feasible to do this in the school, but I wonder if the
teachers find it applicable as there are.so many_things to do.
‘ Perhaps going around to various schools would let us see

different kinds of “open ‘area being used.’

4

.- ' O ”
Features Specific to Teaching dn an Open Area
" Dimensions of personal space, teacher and pupil space, and “
different ways to use space were all new to me. N -
_ I could have adapted (my enclosed room) to open space as it
as outlined in the booklet but theré was no way in which T could do
~ .;his with someone elsé's class; I want to do it with my own class next
ear, ’ ’ A ‘ ' : . Co
: * + This showed what it shouydd be like. I decided that,i/f;ally
hadn't seen an open area and was shocked by the dividing walls.
Calgary article on teém teaching showsnthat'spde things are
" possible, even if we didn't dee them, °© S
. Teachers didn't know how to handle noise--articles “showed
different ways to organize so that noise isn't a major ‘problem.
" Not everyone 1is suited to open area--either teachers or
children--it requires teamwork and the possibility of opting out. .-
- I can't imagine 4h open area working well; it's much more’
challenging than an ordinary classroom. It seems bad to have .
teachers coming from a traditional classrobm into an open area. They
spend 80 much time working, bif there is no team teaching, and the
ideas are not being put into operation. . el .
o Freedom of movement, .the library in the middleJWith'easyiaccessr-
- these were really great. But there-is nowhere .to put your matef;als, s
 the noiseiisatgttibleﬂalthough~I think the children are not censcious °
‘of the noipe.;and‘thereySh?g}d be lots more rodms for particular..
activities,. = -~ . ' R

-Self-selection ‘in the Booklet . » T . L

N I would have preferred that ;t'bé'coﬁpulébryéséépeciaiiy,if'i;
could have been given in two or three parts. LT
o - Good idea to have self-instruction in teadings, activities, etc.

ok It depends how much of- it .waa important to you how much was done. .
I would have workedAbetter-to‘deadlines.;'Ihe_boqklet‘wés~pre§ty , TS

.. straightforward., .

, . “To individualize the booklet would be rather &ifficult;-bette;‘
‘to give it to everyone. . It lost some. of its  effectiveness because it

Lo
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. N ! . ' ’ * :
was optioral. i ' voo- Ly *
If it had been truly selfhinstructionql we could have taken it
at our own pace. If you wanted it done you should have set deadlines.

" We really dfdn't know what to do--not experienced: enough to be
able to seldct for ourselves—-and the whole system teaches you to
depend on others and not to make ‘decisions for youyrself, - :

: This 18'0.K. so long as there is feedbagk and discussion too.

7

Teacher Preparation’ . : J ' ' o

\

- More time is needed in .the schools, some in every year. Make
intern teaching compulsery in any school, including those out of the
city. T - . . :

~ ' Why can't we‘go out to teachers and talk to them over noon:

hours? . This is one of the values of whole days. - We learn littl
things in general co versation, not in the classroom. ot

o .. Teacher éducation .should be more practical: theory is good,

_ but jou can't just talk about interacting with people; you have to do

. 1t.day in and day out. LA ' -

-~ Integrate the professional subjects, like Plan B, with the
,échool and-give-longepgexpoeure to different aspects over the four - , -

years. . L : .~ - .
Need'directedvobservations'énd‘grgduated experienc®s in schools=~
would have got mofigont of it in first year, A : -
. - Before you'do anything .about the schools, do something about
the university. . We need more applied, straight teaching type courses--
other courses sound good, but are nct ptagtical., = ’ L
' We can relate theory to practice Af the student,,leacher and
professor are in the samé setting. We are only producing teachers in . .
the same way as they did twenty years ago: we get shot ‘down if new
ideas are attempted. . o v o f;
. - - Teacher .education should be tailor-made to me--that“would be
. 1deal. But it  4s important to Be out in- the schdol setting.. =
" Workshops before and after student teaching are worthwhile.
~ Need to go into school right at the beginning. . Alse good to see.
different schools. .~ = * R T o o
, - Neéd' to stress the philosophical and the pfact%cal'equal;y"in
teacher preparation. Classtoomvexpérience‘exposed*you'to,open»afeaff
more valuable than talking about it in the ufiiversity. . B
oo Need to stress and Pay more attention .to certain things--boils *
o ‘ﬂdown_tokprofessionalism--coming from.etudent level to professional
attitude--not too sure vhere we.fit in--this study helped us to
y realize where some things fit. oo '

| ol

b

; " Misceilan ous Su estions and Comments

e ‘v-FgEdbaqﬁ ﬁorked,:bgt‘it probably would have been more effective .
‘oifa few_1e¢;urés and discussions had been given with the booklet in the

2 o
- . Loy
- A

i
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opéw/areas themselves. ‘ : - N
_f The booklet painted too rosy a picture. "It could have had more °
local content with effectiveness and difficulties included.
Some. of the articles could have been left out, and some of the
worksheets. )
Studént ‘teachers and co—operating teachers never mix: can you
do something about that? L
; University ‘consultants could have helped by giving. their
perceptions and suggesting things which could be applied in your o
) classroom, even if not in the one you are in at present.
Some of the evaluations could have heen cut out, éspecially on
the Individual Choice. Diary which seemed time consuming and unnecessary.
The booklet should have been split 1nto smaller segments with
discussion on each section.
More space could have been provided in the booklet for notes
- and scrlbbling. . .
The booklet could be appliedtto the self-contained classroom~~
I did--because some are more like the open space descriptions than
the open areas.
Very worthwhile to have open area exposure as part of teacher
preparation if you're going to teach in one.
My - opinions have changed because of the materials. in the
‘booklet and I'm now. trying some of these ideas in my room.
1'd like to see what is happening in other schools, perhaps
- through an in-service activity. We (the staff) took this booklet
. together as an in—service and we seem to have got a lot from discussing
it together. |, I
Better if student came out and just worked on the booklet
‘rather than trydng to fit it in with student teaching--then‘we could
have time to talk about it with them. . & . ‘
The booklet needs to be cut down, then given a couple of - |
seminars as' in-service, and make the readings prerequisite so’that
~ thére can be good discussion and the generation of more articles from
bthose who attend.
, ‘The articles were useful to the students but not to us—-I read
~ them and saw what.you were doing so didn't bother with the activities.
There isn' { enough communication between the university and -
the school. - The. students don t know what we.are doing and we haven't .
" been. told what they gre doing.‘ ‘The booklet at least gave us some
common ground. -But we could be consulted on “the assignments and on
‘the activities apprOpriate i:/gus>particular settings_

3
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IntrOduCtggx,SeCtions

B ‘Ver'y clearly laid out, concise, and ‘stimulated my curiosity.
. . - Seemg to require a great deal of, time and energy but I m -
willing to try. .
' - Well structured alternating readings and'activities
Very informative: . clarified a lot of terms. . . .-
It is extensive and impressive—-but I m Rot too sure what it
all- means,, o
- "Good. Brief _to the point, and explains quickly what we're
getting into. L
. Having the booklet for the first time, how do you know which
. parts you want to .skim and which you watit to read in detail7
- I don't quite understand the overview.. ,
* . The time: suggestionsg are impractical unless each activity is
. specified by a deadline.g Purpose is disturbing—-there is no need for

: this awareness. . : e N S .

Activities

, Good activities——really makes one aware of the spatial
, arrangements,. in-
o Teachers often’ overlook the classroom‘without the children.
- Sounds interesting, easy to follow.
Develops awaxeness of need to adapt physical space, encourages
v analysis ‘and evaluatfon, significant fo the student but unnecessary for
- the teacher. - Why not’ map at intervals during the day to see changes9
EERPSRE § - got me thinking about grouping and, interaction--good
'%_ Forced me to think what I liked and disliked. ° :
— Interesting to experiment but diffisult in someone else s
room. “, .
R Necessary fpr ‘the. fir osure to -open areas.gf RRRIRE
Ry o Made - you - think forma ytabgut vour own area and how pnd why you'
o work in these areas.” Lo
- No .objectives were’ stated fpr these activities.

;?ﬁd : Students will have insufficient background tb see what needs tof'
“be seen. ‘ .
- , Flexibility in wanting to do some of these activities is N
’grestly limited by overcrowding ‘1", LI e 2 .
: Lecture.andIOutlinev“« SRR N U M R

,‘ . o " . L
S P 0. ,
T

: Hsving one comprehensive unit--including lecture notes——is venyv‘,
.';good because it keeps ideas together. A St . .
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/;Directed:Observations L

; universi assignments.'
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4 Clarified ideas in the previous readings, informative, and a
- geod’ overall summary. - p
: Some topics I wouldn't think about on my own) . ’
s Vety realistic lecture. A good look at the subjecg
Lo Discussion of ‘the articles 1s also necessary, 1t was good-to
get the author s personal reaCtions. e, -

v/‘
* /
- .

Teacher Conferences and Discussions. = ,

« d / ' !
Googi;logical effective outline. .

‘Helps student to feel more confident. T ‘

Essential: I restructured my own room. "~ 4

Excellent format for any teacher to follow

Appreciated the guided .questions.

Many of these questions were covered in our first meeting with L
the students, the autobiography was already available.‘ : N

- Never held—-no ‘opportunity to use worksheets.

Unable to discuss any of these questions with the co—operating
teacher.‘ -
> o Became a session on individual pupil problems, not on open—
space. . STl e

;.
YR

PR

Significant activity 3 r~student, unnecessary for the teacher.t
. Repetitious of: previous activities. o
“'Attention on alternatives is good. - - R Voo
,_.// Very good-may be easilx modified to incorporate some other*g_, o

\ de ‘us aware of children 8 reactions.;,
- ‘“‘ Purpose and directions very clearly stated. P T T
/- ' Helped in’ sétting up materials a d the physical setting.' N

‘/f'f,:f#Good headings—-helps to ‘know what~ look for.

'if.Sméiifcrdup'Infdrﬁ;ﬁ;bm’andiflan o 7i.{‘.;?_{'. :! nr;:A‘

.77 Net teo clear:whether I've done this) accurately. 1540’};A]5? E
a ‘GOOd for experienced teachérs to watch for, too.,n_ TS A%

v; Very good, directives very helpful

e Helpful guide~_uestions and planning POintB-

4'Clear outline:

"_fliif.- More helpful attthe beginning of student tesching.v', _,f“

. Good way to. set up: 7 lesson’ plan.vf o ‘
No opportuhnty to work with groups during this teach ng round
‘This asks" tog Puch-I don' t have time to sit down and - write all

that information out. gvhi;_,___“ T J&'va“___‘-a;ﬂ

j~'
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’ ’ . ' . -/ |
Diminishing the teacher as focal point 1s an interesting concern.

Class'Teaching'Information and Plan = '“_; o | . K

*

ng the achievement of the: objectives.'
Allow more réom on the worksheet. ' - ° P

» Observers for this and the 'group activities are unnecessary--
-only make me more nervous, . '

Directions ‘were clear, good work sheet plan

v

Post experience comments,should include explicit statement
regé?ﬁi;‘\

-

b

'Readings, Information Sheets and. Additional Read ings

"Good structure and directions. .
: 'Provides purpose, adds personal touch'to booklet. - “f Lo
.- Impressed hy groupings of readings.
'iTeaching all day and every day-—didn t have time to’ read the
extra articles. _
'Stresses architectural facets to an excessive degree.,
_Good' makes you aware ‘of what 8 _expected.: s K
- I'm beginning to see what I'm suﬁ%osed ‘to bef&bing. 8
. Good practical information, good time to introdhce critical views
Some material doesn't ‘seem to be recent enough. - '
I haven't time to track down the additional’ ‘readings. "Playboy?"

Yl
s

)

o e T
’- . sy SN

Bibliography -« . fﬁ = IR R :',».’f T B f\"
| B T DR SRR A T a8 L R
.,fVery complete and extensive Ty r///

- Valuable resource list. - e R
No idea there was. go much writuen on open-space.,» { ‘

: There's an awful lot of reading to be dome on the subject. 1\ L
,fail to see how a apyone with a ‘full schedule could possibly go . through f, o

it all. It woul probably be interesting and educational, but terribly ,
time-consuming. - o Ca T e N . :

Ingalls;”’So xoulre7teaching“in'anxOpen’area-._,'
’.;hgﬁf~1nteresting, praccical and down to earth. 20
TA'..Very convincing, well supported very realistic ideas.
- Good to introduce open-space ideas. s L .
'Enjoyable, short and - to the. point. S ‘-,g- 'f§ :
: - What it should be--not how it 48! .- .ot S
- k’A“ Some statements don t correspond with my observations.,_-f"
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Useless for the experienced teacher, doesn 't say anything to an

open area teacher. : -y

Shaw:' A teacher looks at open space

Many teaghers are too- 1nsecure to function well in an'open.area:

o .- - z

. Excellent; she seems sold on it but I can k believe that it'

really works, ¢

'~cou1d.hand1e things, . - g .

e

Enjoyable—~makes you think that- there may be another way ydu

Very interesting .. T want to try individual contracts. ‘

' These arguments are ‘equally applicable to individual" classrooms.

Really interesting for the. teacher 8- role use of- indiVidualised.
instrupti n, and training for the real world. N

' ‘ One-sided and unconvincing,»no .time given" to disadvantages. e

~ .

Open area does not guarantee a radically different type of

‘teaching ‘as she: seems to imply.

thoroughly? : t

Emotionally charged' why reject the traditional claaaroom s0 -

Unbelievable for one teacher and a normal sized class.

o

o

B Eberle:a

The‘open'spaceﬂaChool",",
v . - y :J., .‘ ) ' .' .

Long article--philosophica1—-very enlightening and informative.
" Excellent’:  nfore realistic than the others.. = .- . ®

Well written.,(applies toconventional: classroqms'too.»'?;
Very good——teachers.must be- flexible- facilitators using new’

teaching techniques., A positive attitude to open areas.__,Q

padding..hu,..

DulI'reading-but very informative. L
_Author bias was annoying, auperfluous information used as L

A\

' Didn't enjoy it--boring, repetitive, theoretical

o HerSOm'

qun space schools. Tools for teachers, environments for i‘f,“‘

h.~learningv P S TR A TATE

‘,f«-.t

Excellent'? most sensible description yet.-s..ﬂ

'Some explicit and- worthwhile ideaagematching pupils and 'f"fa .

”,:teacbers. S

© areas.

Pf»achieve

‘Like: to see open area used thisRWéy - ;5 i,
" Ignores overcrowding and abuge of epace. e
Are: the schools actually using open -space in_th

Well‘written, informative and well supported. »3.:' ‘-" - 5,f

">.Good layout--eomething to cousider before getting into open B

'1

2 ways to .

thgse kinds of aims? ; T e

P
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Vs 2



fi v‘x S //// Ty
] .
NS

|
“':i“ * ' . ) . /“’[‘

_ Impression that all outgtahdiug teachers are\fbund in open.

© _areas, . . - » .
’ _ Refreshing ahsence of moral justification and concentrates on
actual tasks. . T N o ’ ‘

"Good summary of physical.features, more rgalis;ic, objective.
- | G . - '
. :

- Sommer: Small group

-

Highly eglightening but very technical.
Interestdng: an area to pursue. ' R
. Fascinatidg ideas--my first exposure to relational space.
Could possfibly be summarized. c S
. quoyable | valuable to foster group:relations; not always
. pertaining to the assroom, . . . .
g ‘ Intriguing--provides ideas of things to watch for in small
. groups. to aid" their effectiveness. S :
~ Observatiens based on adults--applicable to childrgnf ]
. Lengthy, hard to concentrate on,.rambling--got bogged down.
.o Confubing, difficult to follow. = ‘ A

=

Traditionalvqlhssroomf-never! ’ CR %

.

v

t L]

o ° N t‘.. L (5 : .
®"  Good as a practical example; reflects the views|of some of us.
Enthusiastic and straightforward--but is itVas gmooth as this?
Cooperative aspect very appealing; good plannirfg and use ox
facilities. S LT o e
; Good to know that open area can be used for what 1t's intended;
~,and not‘try to make it a delf-¢ontained classroom. = . - o
- ‘Nothing that could Hot be dohe in a traditional classroom.
At this point open area is becoming less’undesirable in my pind.
- Sounds good--too bad more teachers can't get together lik ghis.,
% - . - . . : v : .o

i

s

Y

. . . ) ) N Q. i
at Ladyf6odiva -

" Anderson preﬁ-plan scho¢ls:“-T1me fot~a;péei

.~  Strong opinions: good and bad points of open aréa @Ve
_presented. . R . R T
' Good constructiyé céfticism;.practical considerations not !

- covered up. B ‘ ' . o ,

7. Sounds as if he actually worked in an open area for a while. »

oo

-

, " Neggtive over reaction. Lt B ,
T Inté:eating and thought provoking; voices some of my ‘own doubts.
: ©  Emotionally charged-~several 1ines of thought, no argument.
ik Good Points=-you see dpén areas in a different 1light. N
; . . o : :

&
4
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goes on.ingide. - ... % R n°
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Brunetti: ‘Open space: A statub report
B - ? IS SN

Loqically organized, dispassionate, interesting and informative
Supports positive aspects of open space education.
Comprehensive--superior report with 8tatistica1 evidence.
.. Good for those beginning in opénuspace. :
© - Too long, mall print, repetitiVe--too bad it wasn't summarized.
‘Many ideas are self-evident.
Goad- overview" and objectivity—-but dry.” o -
Totally different from what I' ve dbeerved team membetrship

seems to be the”key~to éﬂccess. S

i
#
&

. " o .o [
[y . o ) b‘

o‘ . Sl BRI :
Very well organited and présented %omprehensively. }
Enjoyable--but. objective not-clear. T

. Good to haveia wide variety of couments--fluid space seems to

be a logical answer, | :

. Another honest article presenting both sides.

Very. good--variety of quotes makea it‘provocative, interesting.

""Could be condensed~-building isn t: that hnportant. it s what

PO

=

Illustrations are wasted .
s Conglomeration--disjointed hodge-podge without evidence.
Good: summary and diacussion article.

Smitn: 'Openpplan: A poatSCripffn,;*Jﬂi .

< Well worth reading ap a postscript to: Drew—~makes you re—think
Good concluding. article-~takes us away from a purely
educational orientation to open space, »
$# - Unnecessary, - purposeless. ‘confusing. . . ’
Sophisticdted atyle--to the point. good feedback

N

.'s LF ) : 4 1
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1. In what wayS‘dotthg facilities and furniture assist or hinder "the

¥

children and the. teacher?
Rows are more grderly and consigtent, but not good for grouping.
Furniture addg to aohialization——sittipg facing each other~-
but it affects their attention span.
. Huge windows ‘sre nice for sunlight, but are also distracting--
kids play in the long curtains. ) o o '
\ Coat wall dividers allow groups to work in partially isolated
areas. ' o I A T
» Moveable furniture allows for free aréas at the sides and back
of the room. : : ' ‘
Tables and carrels were seldom used except to pile stuff on. >
Could not teach the whole class while they were'Sittin§ in their

places--the area was too. big. - - ~
Carpeting 18 essential; washroom and ‘sink in the area are a.
Y : L

good idea. ., : , .

2; What roles does the teachethave~fp this-spatial environment?

Inét;uctor; organize'r, motivator, disciplinafian, c'ounselor.
Leader, guide, resource person.
Facilitator, catalyst.

, / T
3. What.pieparatiqqs are, desirable to ensure that children experience
a vgriety of personal contacts? Are these contacts difficult to

~maintain in this setting?

Teacher must be organized--block of free time would help.
Student aides are used for problem readers i ‘
Variety of personallcqntactg—-change interest‘groupp and -

8 ting plans.

- Children allowed to intermiﬁgle and go to. interest cehtgrb.

‘ \'\‘ " . _‘ v . ‘- o ) | Q
4. . What distractions occur in a spatial setting? |

Disorganized movement in the halls. , T
Library located in the center cauges distractions, especially
for those using the library when peripheral classes move. .
Noise. . R
" Windows, especially the floor to ceiling curtains.
Desks seem quite close together. .
.Changing teachers, '

Bring out other resources. . : <
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5.. Does the teacher tend to use 1hsf4uctio§nl strategiés other than
the lecture method? If so, why? What complimentary facilities
are requiréd in thesé circumstances?

“\3 Yes--audio~visua1 equipment depends on resources. ..
Seating arrangement on floor--class discusaions, listening to
ke A record, use of audio centers, showing film strips, use of individual
carrels. . - .
Yes-~groups, filmstrips, records, tapes.

e

-



