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ABSTRACT

»

Over the Past,thirty years educators and researchers have become
1Bcreasing1y concerned about the experiences of young children in
school. High failure rates as well ;s social and emotional adjustment
problems have been the focus of numerous studies. This study was
designed to examine the nature of time spent in physical, social, and
emotional program dimensions of two grade one classrooms to determine

how developmental needs of young children were being met in schools.

.The Philosophy, Goals and Program Dimensions (Alberta Educgtion. 1984)

of Early Childhood Services provided the basis for the study. A more
outgoing and a less outgoing boy and girl were selected in each of two
classrooms whose environmental descriptors were based on the classrooms

described 1n.Art1cu1ation Linkages (Pain, 1984). Observations of

classroom behaviour regarding the target pupils were recorded at two
minute intervals for half hour periods interspersed throughout the.day.
Each target pupil was observed for one day fesu]ting in 480 minutes of
observations in each classroom. The data'were then categorized
according to physical, social, and emotional program dimensions.

The teacher in Study A had pupil desks arranged in rows, followed
teachers; guidebookd in sequential order, taught the pupils as a total
group, and planned, delivered, and evaluated the program. The teacher
in Study‘B utilized learning centres, based instruction on the
interests énd needs of individual pupils, used teachers' guidebooks as
references, and involved pupils and parents in the planning, delivery,

\



and evaluation of the program. The classrooms were self-contained and
both teachers were rec nded as excellent teachers by the Early
‘Childhood consultant ¢ +ir school board. | Q

The data gathered through c]assroomiobservations weré‘ana1yzed'to
desrcribe the nature of the time spent in the physical, fsocial, and
emotional program dimensions. The time pupils spent in closed
structure pencil/paper activities, receiving information, and reading
books was similar in both classrooms. The pupils 1n Study A Tistened
to the teacher read qqorwcs ugre often and spent more time giving

5
information and an5wéﬁw§§J(‘ s¢1ons while the ?Nf1]5 in Study B spent
; s o

more time in open structure penc1]/paper act&ﬁavr

‘manipuiatives. sharing ideas and ﬁateria1s. participating in group
activities such as drama, singing, and discussions, receiving help,
cleaning up, and walking to new locations. The most significant
»difference between the two classrooms was in the area of additional
social and emotional activitfes. The pupils in Study A spent 557 of
their time in interactions not related to expected 1earn1ng.,and(i;
conflict and wait time while the pupils in Study B spent 8.3% of their
time in these aspects of classroom life.

?he use of time, space, and materials appeared to have a direct

affect on the physical, social, and emotional program dimensions.

- pn—
LS Y

Through the environmental des?gn of. the classroom pupils were given
time, space, and appropriate materials to help them learn and develop
in ways suited to young children., These findings have implications for
classroom instruction as well as for further research on how physical,
‘social, and emotional program dimensions affect academic learning.

vi



PREFACE

" The research for this study was conducted in two grade one
classrooms through the observed behaviour regarding four target éupi]s
in each classroom. Mary Neely, a fellow researcher, simultaneously
gathered data for her 1ndependent‘study using the same classrooms and
target pupils. Her study was concerned with teacher/pupil
interactions, pupil/pupil interactions, and pupil/material

transactions.



ACKNOWLEDGEMENTS

~

Thank you to Dr. Janis Blakey for her guidance in this work. Her
concerns for young children, the personal interest and the caring she
shows for her students, as well as her dedication to the teaching
profession serve as a model for educators.

Thank you to Dr. Peter Miller, Dr, Don Massey, and‘Dr..Lorene
Everett-Turner for their help with this thesis as well as for the
inspiration which they have been to strive for the best in the

education of children.
Thank you to the teachers and administrators of the Edmonton
Public School Board who so generously shared their time and expertise

to make the research possible.

Thank you also to Don Neufeld who typed this work,

viiio o)



TABLE OF CONTENTS

CHAPTER
I. INTRODUCTION TO THk STUDY v v i v v e s v e e e e e e e e
Background . . . . . . . 0. .0 . .. e e e
Purpose of the Study . « « « « . . . C e e e e e e
Sbecific Research Questions . . . . . R /
De%initions.. e s e e e e e e e e e e e e
Significance of the Study . . . . . . « . . e e e e
Limitations of the Study . . . . . . . . . DR
Overview of the Study . . . . . . . .« « « o « v o o o
IT. BACKGROUND TO THE STUDY . . . . . . . . . e e e e e e
"The Philosophy of Early Childhood Services (ECS)

ITI.

The Physical Development of Children in Early Childhood . .
The Social Development of Children in Early Chi]dhbod .
The Emoiiona] Development of Children in Early Childhood

Concerns About Children in Early Childhood . . . . . . . H,

THE STUDY. - . . . . . e e e e e e e e e e e e e e e e

The Sample . . ... e e e e e e e e e e e e e e e . .
The Pilot Study . ¢ « v v ¢ v ¢« ¢« v & & & I
The Procedure . v« v v v 4 @ v v & & & = x o 5 o = & = &
The Study . v v v @ v o e e e e h e e e e e e e e e e

Su%mary e e e e e e e e e e e e e e e e e e e e e
: N\

X

10
16
18
21
24
28
28
29
31
33
34
36



V.

Study A v v v .. e e e e e

SEUdY B v v v e e e e e e e e e e e e e e
Discussion of Specific Research Questions e e e e e
Regear;h Question #1 . . . e e .
Research Question #2 . . . . . . . e e e e e e ;". ..

Research Qdestion #3 . . : ...... e e e e e ..

Research Question #4 ., . . . . . e e e e e e e e e

Summary . . . . .. .0 . ..

FINDINGS, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS

Summary of Study . . . . . . . < .. e e e e e e e
Findings . v v ¢ & v v v h e e e e e e e S e e e
Physical Development . . . . . e e e e e e e e e .
,Soc191 De9g1opment ......... e e e e e e e .

% Emotional Development . . . . . . e e e e e e e e

Impact of Environmental Design on Program Dimensions . .
Implications . v ¢ & v v v 4 4 e e v e e e e e e e e e .
Recommendations'for Further Research . . . . . . . . . ..

ConcTusions v v ¢ v v v v o & & o o « o o e e e e e e



BIBLIOGRAPHY . . v v v v v v v e e v v e e e v o s a0 0 s s .. 93

APPENDIX 1, LETTER TO PARENTS . . v v v ¢ v v o v s o 0 o o o o & 98
APPENDIX 2. INTER-OBSERVER AGREEMENT . . . . . . . . « . . ... 99
-
APPENDIX 3. DAILY SCHEDULES . . ¢ ¢ & ¢ ¢ ¢ & 4 o o o & & s o o =« 102
APPENDIX 4. PROGRAM DIMENSIONS . . . & v & v v v « v v o o o o« o 104
APPENDIX 5. CLASSROOM FLOOR PLAN - STUDY A . . . .. . . ; .. ... 108
APPENDLX 6. CLASSRbOM FLOOR PLAN - STUDY B . . . . . v « v o « & & 109
-
N
N

’
~”

xi



LIST OF TABLES

TABLE . o ~ DESCRIPTION “ ‘ ‘ | bAGE
1. The Number of Minutes Target PJ%i]S‘Spént in Six Physicél
Positions in Each Study « + « v v v v v ¢ v e v o v W % ;' 49
2. Breakdown:of Physica]iPositioné of Target PupiTs C e e e s 50
,3' Physiéa] Deye]opment Dimensions With Minutes and Percentages

out of 480 . . . . . .. DR X

4, Social Development Actiwities With Minutes and Percentages

out of 480 . . v . u e e ... P e B
S. Emotioﬁa] Development Activités With Minutes and Percentages
OUt OF 480c viv v v w e e i e e e e e e e .. 63

%xﬁ‘ Additional Sgpia] and.Ehotiona1 Act?vities With Minutesﬁggd
Percentages out of 480 . . . . . . .. e e s s e e .. 66

7. Learning Minutes Computed for a 300 Minute Day, . . . .. . . 69

&



CHAPTER I

1 -

INTRODUCTION TO THE STUDY - /

Background - _ f/

/

Over the past thirty years. both educators and researchers have
1ncreaswng1y examined var1ous aspects of life in the ciassroom Many
of these stud1es have focussed on specific prob]em§ young ch11dren
'encounter when entering the school setting. Hama1a1nen (1952)
‘conducted a survey of e]ementary schoo1 pr1nc1pa1s to d1scover the most’
comman prob1ems faced by children «in the pr1mary grades An
aston1sh1ng-917 of the principals felt that children under six years of
age enter1ng schooT had soc1a1 adJustment prob]ems and 947 felt that
they had prob]ems with/emotional adJustment When norma1 —aged children
(six years of age or o]der) were conswdered 457 of the principals fe]t ‘
that these children had social adgustment problems while 337 thought
they had emotwona] adJustment/problems |

In 1981 the Educat1on Branch of the Alberta Government exam1ned
difficulties experienced by grade one pup11s in St A]bert A]berta.
Data gatheifd from the St. Albert Protestant Separate Schoo] D1str1ct
No. 6 resulted in a number of conc]us1ons regard1ng programs for grade
one ch11dren It stated that ah o1der entry age (more spec1f1 ~ally,
older than five years and six monthsg‘shou1d be estab11shed if the
first grade is a - trad1t1ona1 learn to read program. The provision of a

¥
flexible primary gurr1cu1um to foster individual progress was also

> 1 ‘ﬁ



recommended.. The report encouraged the school board 21!

. explore alternatives which will help the school be
better prepared for the needs of students at school

 entrance, eg. low enrcllment grade one classes;
extending the number of years in division one w1thout
students experiencing a sense of failure;
individualizing programs, eliminating or modifying the

. grade system in elementary school.’

(Pain, 1987, p. 42)

The Edmonton Pub]io School Local (1983> of the Alberta Teachers
Assooietion. conducted a similar survey.invo1v1ng primary teecners‘
emp]oyed by the Edmonton Pub11c School. Board and recommended that as
children enter schoo] ‘1ncreased efforts shou]d be ‘made to‘prov1de
'curr1cu1um programs and schoo1 organ1zat1on that will® accommodate
varying levels of matur1ty" (p 10) The commenls section of the
report 1nd1cated that teachers were h1gh1y concerned because the
ch11dren S soc1a1 and emot1ona1 needs were not be1ng met in the present
programs and as a result ch11dren were fa111ng n the academ1c areas.

Early Ch11dhood Serv1ces (ECS). wh1ch is a Branch of A]berta |
Education, implemented ‘a study in ‘1984 to assess the ''continuity of
lexperfence for chi]dren according to their individual needs from ECS
througn.the primaryvgrade§" (Pain, 1984, p. i). This study included
interviews with teachers, principa]s.ﬁiﬁd‘parent§ as me11 qS'c]aséroom
observations in fifteen sites across A]beroa. The ponc]os%on; of the-
study focussed on the socid]vénd emotioné] aspecte of kindergarten andv

primary grade classrooms, emphasizing the need to%deve]op programs

suited to the developmental needs of young children in kindergarten and

continuing'%n the primary gr%des.. ’ ’

u



\\3 . There is a clear expectation from Alberta Edhcation that schools
move toward adopting the EES philosophy in grade one (Pain, 1984).‘ The A
lfresent curriculum stresses the Efgggmiefaépects of the program while

the. ECS philosophy emphasizes Ege development of the whoTejchild
including social, emotional, and physjca] dimensions. The classroom
settiﬁg must not .only be condudive to academic learning but must also
allow the children to experience specific opportunit{es to help them
grow physica]]&. socially, and emotionally. If the ECS philosophy,

therefore, is to be extended to the primary grades there must be a

clear understanding of how these program dimensions are or are not

being met in present grade oné prégrams SO thaf‘the procedures for

implementing changes, if they are needed, can be clearly defined. This

study followed the study Articulation Linkages (Pain, 1984) and was

concerned with the specific objectives as outlined by ECS and their

implementation. in.the grade one pfogram rather than the broader

e

physical, social, and emotioqa] development of young children.

Purpose of the Study
| The ma1n focus of th1s study was the observed c]assroom behaviour
of eight target pup11s in two grade one classrooms which d1ffered in
,.environmenta1 design. The s?udx endeavored to describe actual
classroom time spent in physical, social, and emotional program

' dimensions as outlined in the ECS Philosophy, Goals and Program

.Dimensions (Alberta Education, 1984). The observed behaviour was
recorded and the data used to generate potential jmp]iqgtioﬁs for

articulation of fhe ECS -philosophy.



\

Specific Research Questions

The following questions were the focus of'this study:

1. What is the nature of the time spent in physical learning activities

-
\
\,

in each c]asgroom setting?
2.IWhat 1§ the nature of the tfme spent in social development ™
activities {n each classroom setting?
3. What‘ié the nature of the time spent in emotional development
| activities in each c1assroom setting?
/4< What is the éffect of the given enviroﬁments on the program

dimensions?

Definitions
The following terms are défjned as they were used in this study.

Articulation. The continuing imbTementation into the primary

_grades of the ECS philosophy as outlined 1n\Phi]osophy. goals and

program dimensions (Alberta Education, 1984)ﬂfor‘éﬁilgren from 4 1/2 to
~

.
.

8 years. of age. L . ~

N

. ™~
Class/group discussion. The pupils are involved in a situaﬁ?on\\ '

\'\\

where théy are listening to others and have the opportunity to express
9 .

their ideas and feelings.

Closed structured activities. Activities performed in such a

that an externally predetermined idea or product is produced.

Cooperative sharing. The pupil is actively involved with g@n
more pupils in a project which might involve manipulatives or

pencil/paper activities. An adult may be part of the group.

Environmental descriptors:\\WayS of describing how time, space,

“materials, and human resources are utilized in a given setting.



L , 5
#
. Environmental design. The use of time, space, materials, and
- | ﬁ&§§,»_ﬂ

human resources in a given setting.

" Fine motor skills. Skills'which involve quc]es in the arms,

"hands and fiﬁgers. They include finger speed, ii;ﬁéfeédiness, arm and
hand precision.‘finger and hand dexterity, and are present in
activities that involve the manipu]aiion of small matéri51s (A1b¢rta
Education, 1984),

Gross motor skills. Skills which involve 1arge'musc1e activity

and are present in movements such as crawling, wq]king,{running.
leaping, jumping, hopping, galloping, skipping, and climbing (Alberta
Education, 1984).

Non-problem solving approach to resolving interpersonal conflict.
_ The use of fighting, arguing, or direct adult action to resolve

conflict.

Open structured activities. Activities which are performed in

such a way that original or unusual ideas or products are produced.

¢

Outgoing child. A child who takes initiative, readily approaches

new experiences, expresses self with ease, and involves self freely in
sharing ideas and cooperating with others,

Personal decisions. Situations in which pupils are agtiyé]y
o

,
.

involved in planning their owp actions or work. A

Problem-solving approacH'to resolving interpersonal confliét;‘ An -

attempt is made by the teacher and/or the pubi]s 1nyp1ved_to understand

%
P

the reasons for the conflict and to work together to resolve it.

Pup11 wait-time. Time pupi]é spend in waiting for the next

'activfty.



L

Self-directed activities. Open-ended actiQﬁties in which the
." ~ . \\
pupil has a choice of to use materials or hoﬁ to approach a

. 4

a

particular assignment. \

Teacher~directed activities. Activities in thch the pupil
receives directions from the teacher on what activity to do and how to

do it.

Significance of the Study

Alberta Education has a clear expectation that schools will move
toward adopting the ECS philosophy in grade one (Pain, 1984). This
phi]osdphy specifies nine program dihensions including the physica1.
.socia1..and emotiona1'de5élopmént of children andléut11nes briefly some
of the-factors which may coéﬁribute to the growth of children in each
area. By analyzing the nature of time spent in physical, social, and
emotional development in two grade one classrooms, this study attempted
to describe how these program dimens%ons were incorporated into two
present grade one programs. These dimensions, as they are described in
the grade one programs outlined in this study, have‘imp11cations for
the articulation. of the ECS»phi]osophy. The-findings of this study
jndicate specific areas that could be'considered for. change or

attention. <

‘Limitations of the Study

1

1. This study observed the classroom behaviour of eight pupi]ﬁfin two
grade one classrooms in an urban setting and genera]izab{fity is
therefore limited.

2. The study has taken into account only a portion of the variables



which are part of learning time in the classroom environment, The
fagtors contributing to physical, social, and emotional development

of pupils have been limited to some of the processes described in

Early Childhood Services: Phi]osqphy; goals and program dimensions
(A{berta Education. 1984). Since the study may Kave implications
for the implementation of the ECS philosophy in grade one, only
those factors which were observable and could be a]te;;d by direct
changes to the program to aid articulation were chosen for this

study.

Overview of the Study

The study was concerned with the bhysicaW,‘sociél, and emotional
development of grade one children in two classrooms.

Chapter 1 has presented concerns which educators and researchers
haQe had in the past thirty years regarding problems faced by €511§r%?
entering school. ‘The focus of this study was to observe behav{gur'o€J
eight target pupils in two grade one classrooms which differed in
environmental designs in order to describe actual classroom time spent
in physical, social, and emotional program dimensions. Specific |
vresearch questions and definitions of terms as they were used in the
stﬁdy were given. Although the study was limited to two classrooms ‘in
. an urban setting and considered only a portion of the physical, social,
and emotional aspects of the classroom, the study may have signsﬁicance
in the 1mp1ementation‘of the ECS philosophy in the priméry grades.

Chapter iI contains a review of literature which is pertinent to

the estab1ishmen£ of the background of this study. A description of

the ECS philosophy and program dimensions is followed by discussions of



factors which relate to the physical, social, and emotional development
of children. The chapter concludes with some concerns which educators -
and researchers have about young children in ou; present society and
relates these concarns to the move by ECS to create programs which
reflect the developmental needs of young children from 4 1/2 to 8 years
of age. ‘

Chapter II1 5resents the design of the study. The sample
consistéd of a more outgoing and a less outgoing boy and girl in each
.of two classrooms. The classroom designs wereibase& on descriptors of
two different classroom environments as described in the study

Articulation Linkages (Pain, 1984). Observations of target pupils were

recorded every two minutes for one half hour periods interspersed

: R

throughout the day. General observations were recorded for the rest of
the time spent in the classrooms. Four hundred and eighty minjtes of

A\ .
observations wére recorded in each classroom and were categorized

e

*

according to developmental program dimensions as outlined in the ECS
philosophy (Ajberta Educatibn, 1984). |

Chapter IV provides a descriptive overview of each q]assroom based
on the bbservations and then analyzes the data in order to describe the
nature of the time spent in physical, social, and emotional program
dimensions in each of the classroom environments. The chapter
concludes with‘a discussion of the effects of the two environments on
the prograﬁ dimensions.

Chapter V presents the conclusions of"the study. Implications for
articulation of ECS/primary programs.are presented as we]1‘as
implications for inservicing and teacher education. Recommendations

for further study conclude the chapter.



CHAPTER 11 /

R

b
BAéKGROUND TO THE STUDY

L

<A

[ 1ike the picture of air child as a house owned by his
soul, inhabited by hissinstincts; his wants, fears,
desires and loves, higHates and happiness. A merry,
motley, moving compan*ﬁ’\bme'potentia] homicides, others
pure saints, rubbing shoWlders and elbows with one
another, all together ggihg for it, like a carfival of
celebrants -da ﬁﬁ%}ﬁt times, from the pressures

ingzmad}
within, the tark, ouffddd iinto the street for a

w39 themselves and encounter

others, brin ck food éﬁ&%g%mething new to talk about,

returning somewhat civilised.

(Ashton-WNarner, 1974, pp. 33-34)

Chi]dren“are not miniature adults but rather unique human beings
who need to learn about their physical world, their feelings, and their
relationships to others in their own way. Rlay is an activity through
which children learn about themselves and discover how they relate to
their environment (Butler, Gotts & QUisenberry, 1978; Denzin, 1977;
Lowenfeld, 1969; Stamm, 1976; Weininger, 1982) sincs/}%-a]]ows them to
assimilate their emotional feelings (Butler et al., 1978; Stamm, 1976),
to take the viewboint of others (Denzin, 1977), and to master skills
‘(Butler et al., 1978). Garvey (1977) states that "play has been linked
with creativity, prob]em—so19§ng. language learning, the déve]opment of

social roles, and a number of other cognitive and social phenomena"

(p. 5).



During play we mix and learn to mix; strive and learn to
strive; reach out and interact. We perceive, we learn
and we grow during play. We perceive more of ourselves.
We perceive more of other selves. We perceive more
about the rest of our world, the wi+'i of objects, ’
animate and inanimate, organic and ‘iganic; and, we
perceive more of ourselves in space and time.

(Grey, 1974, p. 82)

For many years, educators such as Mead, Groos, Hall, Caillois,

Piaget, Freud, Herron, Sutton-Smith and E11is have had interests in

play and games of early childhood (Denzin, 1977). The purpose of this

" literature review, however, is not to deal with theories of play but
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rather to recognize that play is "essential to the child's development:

emotional, physical, psycholpgical and cognitive" (Weininger, 1982,
p. 117). Although aéademic skills may be the major focus of the
education system, the concern that children learn in ways which are
suited to their developmental needs has been recognized by Alberta
Education (1984). Five topics relating to young children will be
described to show that particular needs must be met to enable these
children to achieve academically. The topics are as follows:

1. The philosophy of Early Childhood Services (ECS). |

2. The physical development of children in early childhood.

3. The social development of children in early childhood.

4, The emotjona] development of children in early childhood.

5. Concerns about children in early childhood.

1. The philosophy of Early Childhood Services (ECS).

. The ECS Branch of Alberta Education is concerned thé?\young'

children should have programs available to them which meet all of
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their developmental needs.” In 1984 an exploratory stully,

Articulation Linkages, conducted by Pain, focussed on factors

involved in articulation. Although articulation was defined as
providing continuity of experiences for children according to their
individual needs from ECS through the primary grades, there appeared
to be confusion regarding the term throughout the study. [Following
the study Dr. E.A, Torgunrud, the director of the ECS Branch of
Alberta Education, in a prospectus entitled "For the Development of
Draft Policy For ECS/Primary Articulation" defined articulation as

forming and sustaining a dynamic system which enables

continuity of developmental experiences for children

during their participation in Early Childhood

Services antd Primary Education, with the primary

focus upon children 4 1/2 to 8 years of age, but

including children with special needs as early .as 2

1/2 years, »

(Torgunrud. 1985, p. 4)

Through articutation fhe philosophy, goals, and program dimensions
for early childhood programs, as‘described by Alberta Education
(1984), are now being extended to include children in the primary
grades (Pain, 1984). The phiﬁosophy of ECS is based on a set of
beliefs and principles about the chf]d, the family, the staff, and
the community, and how the 1nterre]at%onsh1ps of t 'se factors
affect children's growth and development. The seven principles of
the ECS philosophy are summarized in the fo]]owing'spatéments.
a) Human déve]opment is a conFinuous. sequential, interactive
process with each child having a unique rate of development and
reduiring attention, acceptance, and love. Children need to

experience and express feelings, to be physically healthy and



b)

c)

d)-
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active, to develop language skills and thinking processes, to
develop ré]ation with others, and to communicate in unique
and individual ways.

Early childhood is a particularily significant period 1n§buman
development. Independence, initiative, decision-making,
creativity, ability to learn, ability to relate to others, and
feelings ofyse]f»worth all have their beginnings during this
time,

The self-concept ié important in human deve1$pment. Self-concept
is the image one has of oneself and 1ncLUdeS knowledge and
feelings about one's status, appearance, and aptitudes. Through
an understanding of how others see them, children learn to value
themselves ana decide whether they are worthwhile and competent,
Children learn through interaction with their environment. They
need time, through concrete first-hand experiences, to explore,
experiment, and imitate. They need to use all their senses in

learning. The more diverse their experiences, the more able they

" will be to generate new ideas, develop language, and solve

- problems.

e)

f)

Play is essential to the child's development. Play is recognized
as a major learning process and because of 1t§/r1§k—frge
atmospherg, provides a natural opportunity for young children to
add to théir know]edgé. learn new skills, and to practise
fami]iariones. Chi]dﬁpﬂ must have materia]s. time, and space to
play.

/
Parents are primary-agents in the child's development. Because

parents have the major influence on their chi]dren's development,

4
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: »
ECS programs should provide them with the opportunity to enhance
their knowledge and skills in working with young children, |
g) A system of coordinated responsive services is required to
deliver programs that meet the needs of children, parents, and
vstaff. .
Thus ghi]dren are geen as unique” individuals and must be given
opportunities to develop to their fullest potential physically,
emotionally, intellectually, socially, and-creatively while their
dignity and worth is respected and enhanced. Since children whose
needs have been adequately met are more likely to become healthy,
responsible, and secure people it is essential that they be provided
With opportunities to stimulate their natural curiosity. Children
are also part of the fami]y which is seen as a fundamental unit in
our society and therefore parents are given the right and the
responsibility to be involved in the development, 1mpfementation,
and evaluation of programs fo: their children. The teaching staff
must havé the knowledge, att{tudes. and skills to meet the needs of
youné children and their parents, and may fequire different training
to work in this capacity. In addition, pregrams must be flexible
and responsive to the needs of local communities, and must involve
community memgers in prqviding resources for the chi]dfen. parents,
and school staff. - ’
On the basis of thqse principles, ECS identified nine program
dimensions related to youné children. The first dimension which is
éqnsidered central to all other areas is the development of the

child's self-concept. The way in which children see themselves

influences their phyéica1,-ﬁnte11ectua1. social, and creative
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performance and therefore prdgrams should help children accept
. ) . | ,
themselves as worthwhile individuals, help them develop pride in

14

;;u;theﬁﬁ‘heritage, ahd‘a]TQw tﬁem to experience competence and success.
) Thé séqond dimensgon. health and physical devéTophent; ‘1y
addressés thehareaé,of hea]th_and safety as well as physica]
deve1opment. Children need a safe éqyixonment, nutritious food, and
pfoper dental and Hea]th caré. " They mustvbé.gjven opportunities. to
develap gross motof, fine motot, and pcheptua1 motor skills as well
as fundamental movement ébi]ititeé‘wh{cﬁ include coordinati&n.
balance andlstab111ty; ioQOmotﬁon. and rhythm. | na,

Social development, the third dimension, deals with hbw

chi1drenfﬁnterac£'w1th others, learn standards of acceptable
‘N. enhance fee]iﬁgs bf”resbect: acceptance; and caring, and
provides opportunities for chi]dfeh_to coéperate and share wifh
othérs aslthé; develop positive soci@]_re]attonships.-

The fourth program dimension addresses the emotional
deve]épment of chi]dr;}uerrograméfneed to provide opportunities for
young’ch11dreﬁ to express fee]ihgs and deal with them in appropriate
ways, to cope with frustration and fa?%&?e. to'de;eTop indepeﬁdence,
fo make decisions; to develop initiative, and to becqme involved 1in
self-directed acpiQ{éiést

In ofder to enhance intellectual development, theyfifth
dimension, children mq§t be giveﬁ opportunities to select, plan, aﬁd
ofganize theirfown learning activities for a significant portion of
the program day. They shoq]d-have opportunities to work with,
cdhcreteimatehia1s in orgér to develop mathemafics and language

A
concepts.



The creat1ve development of children is listed as a sixth
program dimension and encourages creat1ve deve]opment by prov1d1ng
@R environment with materials which a11ow ch11dren to explore and
‘create a wide range of 1deas and objects. ‘ *,

The seventh d1mens1on recognizes the need for parental
1nvoﬁvement§£n§ entourages parents to be 1nvo1ved in program
_ planning, 1mp1ementation. and‘eva1uation. Parents also have the
r1ght td rece1ve adequate information concerning their child's
program and \?Bgress |

Staff development is included as the}eighth dimension and

.resses the 1mpor£ance of the manner 1n which teachers relate to
children and parenfs. The abi]fty to design andkimp1emen£
appropriate programs, to serve as an effective model of behaviour
for children and adults, as well as to help the chi]dren relate to
their environment and to others are 1mportant attributes for a
teacher§ ‘ ” o

The final dimension, coordination of community eervices.
recognizes the importance of assessing the health, social,

- educational, and reoreationa1 needs of the’community so that
cni]dren‘and parents will have‘adequate access to services in their
area. | .

Although the program dimensions have been separated into these
nine areas, they are all interrelated and apply to parents and
educators. Prov1s1ons are made in each area to ensure that children
with special needs have opportunities and mater1a1§ necessary to
achieve their potentfa1. ‘The program dimensions give some practical

4

applications of the goals and ph11osobh1es cf ECS and set a positive
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direction for educators,. parents, and community service personnel.

. The phys1ca1 development of ch11dren in ear]y childhood.

Nor}1s and Boucher (1980) descr1be the years from five to seven
as a time when large musc]es become stronger and more h1gh1y
developed, although some yrist bones may\not be completely formed.
While wrists and fingere,a]]ow for more precise handling of

“~

mater1a1s;’eyes are not mature in size and thus sustained, close
: )
workccou1d 1njure_the nervous s&stem, cause muscular disorders,
visioh“defects. and attitudinal problems. Hearing is not fully
developed and many children have difficulty oisttnguishing and
remembering\sounds. ‘The child tive to seven years of age has a high
_energy level, t}res easi1y. and may be a good starten but is not
1nterested in task completion. | ,
E1k1nd and Wiener (1978) maintain that 1t is not until ch11dren
reach the age of six that they can Jump and- hop with enough
precision to move'from one square to another in a game such as
' hopscotch: The%,a1so note that hy sixuyearé of'age most childrer
can throw a small ball forcefully with some accuracy but catching is
much more difficult since they cannotyaccurate1y estimate a ba]i's
vtrajectory at this age. According to Lowenfeld (1969), physical
movement helps children to expe;iment?with their bodies, ;ives
satisfaction’byAestab1ish1ng confidence in their ultimate ability to
master their bodies, enhances an awareness and uﬁéerstanding of how ~7
their bodies work, and helps them gain control of their bodies and
develop phys1ca1 se]f—conf1dence

The Sierra Madre Community Nursery School Staff (1978) po1nts

out that as children learn to manage‘and maneuver their bodies with
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ease they develop a feeling of competence, success, and pleasure.
Small muscle movements are just as important as the gross motor .

ski]]s By manwpu]at1ng objects, children develop skill in using

their hands and eyes as a unified tool in order to create. change,

-and maste:ltheir environment. By touching, probing.ﬂand poking they

use their. ands to gather information about shape, size, texture,
and weight. But]er, Gotts, and Quisenberry (1978) state that when
children appear to be playing, they are actually engaged in the
serious business of gaining both fine and gross metor ski]]sf
Children need physica1 activity not only to develop fine motor,

gross motor, and perceptua1 motor skills, but-also to release a

build-up of tens1on in: the1r bodies (But]er et a]., 1078; Stamm,

1976) We1n1nger (1982) sees p1ay as a physical activity which

prov1des a re]ease from the tens1ons of our hi thy competitive,

very organized but often not physically active 11ve5' (p. 126).

Oppenheim (1984) suggests that young children are not ready for the

W
~

tens1on of organ1zed competitive games but rather need time to

expend their energies by practising skills such as ba]ancwng,

“running, kicking, throwing, catching. or hitting a ball. Lowenfeld

states that if "proper]y exercised, the right to 'let off steam ,

when'the need is felt, results in renewed power of concentrat1on,

andxﬁée reawakening of interest in accomplishment" (Lowenfeld, 1969,
i ;
p. 62).

The use of sensori motor skills is another important aspect ‘of

physical development.
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Young ch11dren think w1th their hands (they touch to
find out) and 11ize with their feet (stamping and
kicking nosily fine acts of comradeship!). Or,
they might thi: .ith their feet (what happens to a
worm?) and soc1alwze with their hands (what will
happen if I touch him in the eye?)

(Cohen, Stern & Balaban, 1983, p. 4.)

Weininger (1982) says'thét it 1s the child's "past sensori motor
successfu] exper1ences that a]]ow him and perhaps even motivate him
to tackle new objects Yr1ch bear some, even slight, G%semb]ances to
old experienced object§" (p. 44). If children have sufficient
sensori motor experﬁences they not only learn to understand the
materials with which they are working but as they interact with one
another they also learn to uaderstand predict, and adjust to the
acts of other ch11dren (We1n1nger; 1982) Oppenheim (1984) stresses
that understand1ng does not come through words alone but says that
"ﬁhis sensory style of 1earnfng remains the dominant way children
build solid understanding" (g. 87).

A1berta Education (1984) recognizes the need for physical
activity to deve]op‘gross motor. fing‘motor, and'perceptua1,m6tor
skills as well as stressing sensory awareness for youﬁg children.
Each of these aspects are included 1nﬁthe ECS program dimensions.

)

. The social development of children in early childhood.

Oppenheim (1984) sees p]ay as the medium through which children
il(‘:ome to understand’themse]ves and others. It is through p]ay that a
child develops social relationships (Weininger, 1979) and learns to

cooperate and interact with'othehé (Denzin, 1977).
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A1l the important peoplegof his world figure in this
play: he imitates, he b&omes, he symbolises. He
works off aggress1on or compensates himself for lack
of love by 'being' one or the other of the people who
impinge on his life. By acting as he conceives they
do, he.tries to understand them. Since children tend
to have inflexible roles thrust on them by adults,
they need opportunities to explore different roles
and to make a freer choice of their own. Early
exploration of the actions, motives and fee]1ngs of
themselves and of others is likely to be an.important
factor in the ability to form right relationships,
which in its turn seems to be a critical element in
mental health.

(The Plowden Report, 1973, p. 144)

Weininger (1981i«%ees active play with b]ocks. sand, water,

small replica objecfs. and costumes as Jaying the foundations for
) _

true social behaviour. Children have the opportunity to explore and
discover the functions of objects and their reactions and
relationships to £heseﬂobjects. "As the cognitive structures for
actions and behavior become sufficiént1y COmp1ex'and organized"
parallel play emerges (Weininger, 1982, p. 46). Through 1mita£ion a
base develops |

which seems to allow the cognitive organizations of one
child to interact with another in ways which we would
see as truly social. The child is-now able to
understand, predict and adjust to the acts of the other;
he has gone through the positions of experiencing a wide
variety of sensorimotor actions, he has built structures
cognitively which have a11owed h1m to explore new
objects; he has been able to 'see' how to use things
even before he has tried them; he has imitated actions
of other children gradually moving toward a position of
understanding their actions and language, and thereby
allowing for an interplay of mutual evolving situations
which become social behavior. Cooperative play, where
children interact with each other, share and exchange,
is in part social* behavior. It is truly social behavior
when children organize themselves around a theme which
has been mutually talked of and mutually developed.

(Weininger. 1982, p. 47)
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Weininger's steps of socialization, sensorimotor play, parallel
play, and finally cooperative play, are paralleled by Piaget and

Erikson (Stamm, 1976). Piaéet outlines the progression from

.practise play, to symbolic play, and then to play with rules while

Erikson identifies the stages as play with own body, play with
objects, and play with others. .
Elkind (1981) also stresses the role of concrete operations in
deQe1op1ng.1nterpersona1 relationships. Children at this stage'
"have the capacity to learn and operafe according to rules, the
basis for all lasting social exchanges" (p. 104). "Learning to

create rules - even simple rules for“otherwise uncomplicated street

games - and to abide by those you have created is an important part

“of mature social behavior" (pp. 105-106).

o

As part of their development, young children need to ‘learn to
relate to others but they also

need to learn verbal (that is, nonphys1ca1) so]ut1ons
to problems. Such socially acceptable
problem-solving skills may be even more important
than academic skills in a young person's present and
future life adjustment. Such social skills may be a
critical factor in whether he or she can live with a
-family or in a group living situation, and in whether
a person can adjust happily to all relationships with
other people. Therefore, the secial skills that
attending adults model and teach may constitute the
most important learning that they can transmit to the
young people in their care.

(Cochrane & Myers, 1980, p. 15)

When children are in conflict with others they need to be given the
opbortunity to state the cause of the conflict, listen to the othéf

person's point of view, and be assisted in labeling feelings.

-
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Exploration of a1ternativés and agreement on a solution need to be
part of the proéess (Cochrane & Myers, 1980).

Chi1dréhdaééa_t?me. models, and guidance to develop social
ski]]s and to resolve interpersonal conflicts. Alberta Education
(1984) considered these aspects in outlining the prograﬁ dimensions
for social dévelopment. Giving students time to coqperate and
share, to develop positive relationships, to become members of the .
larger group, and to use a problem-solving approacé to deal with

interpersonal conflict are all part of the ECS program.

4. The emotional development of children in ear]y'ch11dhood.

Children from birth to eight years of age cannot just
be thought of as miniature adults, nor can they be
thoughf of as individuals who have an unending
appetite for change and can learn just about anything

" that is presented to them, when'it is presented and
no matter how much is presented. We must recognize
that young children have 1imits as to how much they
are able to absorb and do, and that the way in which
"adults present information to young children will .
impinge upon an existing framework that is affective.
Children have very strong feelings, they love and
they hate, they are curjous and they are afraid, they
have confidence and they are lacking in confidence,
and it is upon this affective bed that we offer
things, ideas and requests_?ﬁ children.

s

' (Weininger, 1982, p. vi)

In the same way that play helps children to learn and deve]op‘.
so&ial skills, it also allows them to make sense and order out of
what they see, hear, and feel. Throhgh play, art, and literature
chi]&ren can learn to deal with their fears and frustrations as‘we11
as their joys (Oppenheim, 1984). Psycho]ogists and psych%atrists
recognize that emotions and feelings are the most complex and

intricate part of development. Feelings and emotions have their own”
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timing and rhythm and cannot be hurried (Elkind, 1981). Butler,
Gotts, and Quisenberry (1978) support this view and state that
schools must provide programs to meet the individual needs of
students in order to guard against the child's developing feelings
of failure and inadequacy. "Teaching‘practice ought to reflect the
enormous diversities among chi}dren. treating them as 1ndfv1dua1s.
and proceeding: when possible, from their stfengths. rather than
from their weaknesses" (Featherstone, 1973, p. 135). When children
are confronted with academics before'they have the requisite mental
abilities they will become fﬁustrafed and view themselves as .
incompetent and worthless (Katz, 1983, Elkind, 1981). Erikson
(Elkind & Weiner; 1978) contends. that during their early years
chi]dfén develop their sense of initiative and industry and 1f they
encounter more failures than. successes they will develop feelings of
guilt and inferiority. Rather than having a sense of
self-confidence "children who experience repeated school failures
are likely to acquire the orientation of learned helplessness as
well as an abiding sense of inferiority" (E]kind, 1981, p. 109).

Featherstone (1973) suggests that "good teachers start with the
Tives of children here and now, and proceed from their experiences
toward more disciplined inquiry" (p. 135). He also states that

learning is more effective if it grow§ out of the

interests of the learner. (And of course interests

are not just there, like flowers waiting to bud: they

are formed -and cultivated by teaching.) Both

experience and theory suggest that active learning is

better than passive rote., Giving children choices

within a planned environment helps them develop

initiative, competence, and an ability to think for

themselves.

(Featherstone, 1973, p. 135)
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Piaget, Erikson, %utton—Smith. and Dewey all lead us to
question the value of learning that takes place in a highly directed
situation. Jhey all suggest that children must hgve the opportunity
to develop through repeated self-directed experiences (Butler et
al., 1978). Suransky (1982) as well as and Butler, Gotts, ;nd
Quisenberry (1978) warn against highiy directed situations where the
adult decides the time, place, and materials to be used. Children
need opportupities to make decisions, to try things independently,
to choose materials and toys, and to learn from mistakes (Butler et
al., 1978). ' T

ECS program dimensions specifically state that children must be
. given opportun1ties:lo express and explore tﬁ%ir fee]ingg (Alberta
Education, 1984). Their emotional development must also be enhanced
by giwing them opportunities to d;ve1op Andependence, maké
decisions, develop initiative, and to become involved 1n.
self-directed activites. Use of play to fulfil these objectives is
effective because "it enables children to act out some of the
frustrations they feé] in learning to accept limitations on their
behavior. And, it provides the arena in which children begin to
exercise self-control" (Butler et al., 1978, p. 81). Programs'l
whfch are dedicated to the emotional deve{opment of the child must
also allow the child to make decisions and to be involved in

self-directed activities.



24

. Concerns about children in early childhood.

Two major conc regarding youhg-chi]dren today are that too
many expectatiohs anc pressures are being exerted on them and that
théy are not being taught in the way in which they learn naturally.
. Sylvia Ashton-Warner (1974) spgaks of how solo homes,
advertising, and television-have affected the lives of children in
North America.\‘Ch11dren are bombafded with images which are not

{
real to them and intellectual development is stressed rather than

~

allowing children to learn for themselves through the use of their
senses. ’

surpassingly beautiful children to look at, yet these
also have such small hands and feet they can't walk
till five or six let alone do anything or make
anything, while their head-domes also are overlarge
and hairless, with brains budding from the scalps in
the prettiest way. And although their feet have '
atrophied, their legs still have this exquisite
length engendered an eon ago on the Earth, and
although their hands are practically useless their
tongues make up for it, so that they begin speaking
at a few months old, eloquently too, and at length in
lucid argument.

(Ashton-Warner, 1974, p. 219)

Ashton-Warnef continues to say that because man-made imagery "
has replaced therchildren's native imagery, children now need help
to discover their feelings. "Not that you know what fee]ing
is...all you know is that’spmething is missing. Something that
nothing can buy; that no skill in tongue warfare can win"
(Ashton—Warner,’1974, p. 222).

| Elkind (1981) points out that "togay's child has become the
unwilling, unintended victim of overwhelming stress - the stress .

borne ‘of }apid. bewildering social change and constantly rising

]
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expectations' (p. 3). He says that children have their "own way of
seeing, thinkingy and feeling" (p. 4) but adult pressures have been
placed on them in our society. Pressure for early intellectual
attaihment, adult-~type designer clothes, specialized train;ng rather
than fun at summer camps, independent travel, media exposure of
adult behaviour, language, and interpersonal strategfes all put
children into an adult world which they cannot handle. "Children.do -
not learn, think, or feel in the same way as adults' (p. 22) and
they "need time to grow, to learn, and to develop" (p. 21).

Coleman (1976) notes that in the past schools used to be
information sources and skill teaching centers for children while
homes and society taught studénts responsibi]ities. He points out
‘»thqﬁ‘now schools need to teach strategies for using information and
making deCTsions rather than just concentrating on knowledge and
cognitive skills, - .

Only if the new eduCationaixinstjﬁutions resist the

temptation to direct themselves principally to

teaching the child can they fruitfully redirect their .

goals. One of these goals must be the development of ’

strategies for coping with an information-rich and
~institutionally complex society; another must be the

use of external activities where children are not

students but contributors to a large enterprise.

Working with others under the discipline imposed by a

common task and purpose is incompatible with the

wholly individualistic goal of learning around which

_ current schools are organized. And it is such
involvement that is necessary to provide both
direction to life and the motivation to ledarn how to

implement it. 3

(Coleman, 1976, p. 388)

Weininger (1982), as has already been discussed, strongly

supports the use of play to develop physical, social, and emotional
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skills. Children need opportunities to explore and discover not
only in preschool programs but later on as well, ©

An increasing number of studies provide evidence that
play, when effectively used, enhances learning not
only in preschool programs but in school programs as
well. ~Programs seem to be more successful when the
curriculum is built around equipment, so that play
and discovery are important and the child's curijosity
is used as a learning device. And yet it has been
noted that as far as toys and equipment are
concerned, it is not the precise equipment that is
important but rather the way the children use it.
Children seem able to create something from almost
nothing.

(Weininger, 1982, p. 118)

Elkind and Weiner (1978) suggest that many learning-disabled
children have been mislabelled and should really be called f
"curriculum-disabled". Children need a nonpressured environment
where they are exposed "to curriculum materials suited to their
level of cognitive development and which are relatively devoid of
ambiguity, contradictions, and confusions" (p. 479). Too-early
introduction to formal instruction in reading and inappropriate
materials cause many children to fai].

Instructions that are too long and too cumbersome

prevent children from demonstrating what they know.

Exercises that are much too complicated to carry out

" produce frustration and anger. Illustrations and

formats that:do not relate to tasks *at hand deflect

even the most well-intentioned and highly motivated

child. Some children when confronted with the
. stup1d1t1es rampant in the curriculum materials

believe, nonetheless, that it is they - not th

_materials - who are dumb

\(Elkind & Weiner, 1978, p. 480)

Piaget (Elkind & Duckworth, 1973) notes that children are

learning all the time but we must consider what they are learning.
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Rather than 1earn1ng the subject matterY children may be learning
that they are s10w. The Plowden Report (1973) makes the same point
when the autﬁors state that "instruction in many primary schools
continues Lo bew11der ¢hildren because it outruns their exper1ence
(p. 145). !

Hilliard (1979) notes that the majority of children have "basic
1ea:ﬁing assets built into them: they are curious.>they are
explorers, they take risks, they seek contact with others, they
enjoy feedback, they are great imitators" (p. 21). TPey need to be
provided with materials, time, space, and gncouragemént to develop
these learning assets. Are children gﬁyen the opportunities in our
schools to use thesg assets to develop physically, socially, and «~
(emogaona11y or do we allow for the development of these skills in

kindergarten and then neglect them in grade one? The education of

young ch11dren from 4 1/2 to 8 years of age is crucial and must take

oo
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into account a wide range of factors concerning how children 1earn
The ECS Branch of Alberta Education has begun a move to implement
proérams related to the developmental needs of chilaren but further
changes to present grade one programs may be needed to more fully

meet these needs.



. S 'CHAPTER I1I e

THE STUDY

.Introductton

Art1cu1at1on Linkages (Pain, 1984) focussed on factors assoc1ated

w1th the successfu1 art1cu1at1on of ECS and primary schoo] pdograms
More specifically, the 1mp1ementat1on.ahd conttnuat1on“of programs
'basedloh the deve1opmenta1 dgeds‘of young chi]dren in the early school
years ‘were researched and conclusions were based on the themes and
issues ra1sed by teachers, pr1nc1pa1s. and parents in interviews
conducted by the researchers. Thirty to sixty minute observations were
made in classrooms but the actual hehariour of pupils was not
vconSidered ds:a major componenﬁ of the study. Further study was needed
" to determine whether deta cQ]léeted-from the actual observed behéyiour
in" classrooms would result in the seme conclusions as the data gathered
: thrdhgh interviews with the adults 1nvo]ved in the education of young
children. Research was required to determ1ne whether the environmental

designs of the classrooms actua]]y affected the exper1ences of the

ch1]dren

In addition, Articutation Linkages (Pain, 1984) indicated that
gradebone teachers would be the keybin advancihg theﬂconcebt of
4art1cu1atioh. “In order to guideﬁteachehs in implementing such programs
this follow up study waS-desighedrto;assess, through observed c1essroom
- behaviour, which factors of, articulation were now present and to- |

28



29
possibly determine specific changes which might be needed to create

programs based on the developmental needs of young children,
)
The Sample

<

The study was conducted with eight pupiTs.‘four in each of two
grade one classrooms of given environmental designs at midpoint in tﬁe
sehoo1 year. These heterogeneous classrooms were in public schools in
lestab]ished districts of‘Edmopton of similar socioeconomic status, and

"had 'stable populations with the majority of, pupils coming from two

. B 253
parent families living in single family d#1ings. The Early Childhood

. Consultant of the Edmonton\Public School Board was given the

environmental descriptors/for th types of classrooms and. asked to
reeommend four e ehénteachers with at least three years of teaching
experience in their ¥iven environmental designs. Descriptors for Fhe
two classrooms wer® bak¥éd on the classes described in Articulation
Linkages (Pain, 1984). The researcher randomly chose one teacher from
each list. and eontacted those teachers by'te1e§hone to brief]y describe
the overall nature of the study. The researcher then visited one
teacher from each 1ist who showed an interest in-participating in the
study, sharing the program descriptors for the particular environmental :
Ldes1gn and d1scuss1ng each descriptor to satisfy both the teacher and
t :searcher that the classroom environment Qas being accurately
desgribed. The descriptors which were shared with the teacher for
environmental design type’A were that teachers' reading and mathematics
guidebooks were fo]]owed in a given sequence. the teacher p]anned the

:ia

activities for the c1ass, the pup11s were 1nvo1ved in small group or



30
whole class instruction, and the classroom was self-contained. The
basic descriptors for - ~onmental design type B were that teachers'
reading and mathematics gujdebooks were used as references, pupils were
involved in planning aétdvities. 1nstructfon Qas based on the
1nd1v§dua1 pupils' needs, and the classroom Qas self-contained. .The
résearcher then visited each classroom fgr half a day while classes
were gn session to ensure that the setting matcﬁed'the descriptors in
practice as Qe11'as in theory. Observations and additional informal

interviews with the ¢1assroomiteachers were used to estab]ish'fina1

descriptors for the two environmental designs.

Environmental Design Type A

1. PupT]s’worked mainly at individual desks arranged in rows.
2. The teacher planned, delivered, and evaluated the program,

3. Teachers! reading and mathematics guidebooks were followed in the

-

given sequence. =
4, The pupi]s/&ere involved in small group or Qho1e class instruction.
5. Parent participation was‘minimal.
6. No cooperativé program p]anniné between the kindergarten and the
grade one teachers was evident.

7. The setting was a self-contained classroom.

<y

- 3
Envﬁ@’menta] Design Type B

1. Léarningﬂéentres were utilized in the program,

2. Children, teachers, and parents were active participants in the
_ planning, delivery, and evaluation of the program.
5 S

3. Teachers' reading and mathematics guidebooks were used as

lé:—;g%‘ '
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references.

4, {ndividua]ization of instruction was based on pupils' needs and
e11owed for individual choices. ' |

5. Parent participation in the}program was sidnif?cant.

6. Close cooperation in program'p1anning between the kindergarten and
grade one teachers was evident.

7. The setting wa$ a self-contained classroom.

Agreement to participate wes obtained from the Edmonton Public
School Board, the. teachers, and the principals in each schoT% A
Jetter was prepared by the researcher to be sent to the pardg%s of the
pupils in the classroom of environmenta1 design type A informing them
of the researcher's eresence and purpose 1in the classroom (Appendix 1).
The teacher in environmental design type B included this information in
a weekly newsletter %o the parents of the pupils.

<

The teachers were then asked to assess and list sepafate]y'more
outgoing pupils and less o;tgoing pupils in the c]assrggm. During the
observation pertods, Jor to data collection, the researcher seJeeted -
one boy gnd one girl from each list as representatives ef that group.

An alternate pupil of each type was also chosen to’}ep1ace the target
pupil in the event of absence. The teachers were not informed of the
target pupils or particular focus of the observations but were simply

told that the general behaviour regarding the target pupils was being

bbsegved and recorded.

The Pilot Study

A two-phase pilot study was conducted with another researcher in

order to practice observational techniques and to establish
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1nter—§bserver reliability. During the week of November_Sgh. 1984 a -
grade one classroom of environmeﬁta1 design type A and a kindergarten
c1assréom of environmental destign type B’were observed at a pub]ic
school in Edmonton. General observat1ons of the pupils were made to
explore the feas1b111ty of the variables outlined for the study.

Several alterations and modifications were_found necessary at that
time. |

The second phasé of the pilot study was conducted in a
k1ndergarten classroom as closely related to the descriptors 1nd1cated
for the env1ronmenta1 design type B as possible. Browne (1971) and
Anderson (1978) maintain that it may be necessary to a1t%f
observational procedures because of“the nature of 1nté?;;tions 1ﬁ
complex classrooms. This study provided the researcher with experience.
in observationa1 technfques‘and the opportunity to establish
inter-observer agreement which was utilized 1n'this research. Kazdin
(1977) conéidered this agreeﬁent to be an acceptable méasure of
reliability. Two researchers independently recorded observations of a
-target pupil for 20 to 30 minute periods. These coded observations
were immediately compared and discrepancies discussed outside the
actual classroom setting while the observations were st111‘fresh 1ncthe
researchers' memories (Marliave, Fisher, Finy. & Dishaw, 1977). Since
the observations were aneédofa] in nature the researchers were
considered to‘be in agreement if the comments were similar in tone and
meaning but di%ferené in specific wordings (Pain, 1984). The
researchers discussea the discrepancies and detai]s‘ofvthe observations
until both‘were”satisfied that there was agreement For classification

into the categories of pupil behaviour to be used in the study..
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The Procedure

Three days were spent in each of the classrooms by the researcher
prior to the commencement of the data gathering observati@n periods.
This time allowed the, researcher to become familiar with the classroom
énvironments and provided an opportunity for the classroom teachers and |
pupils to become agcy§ggpgg'to the presence of the researcher. The
researcher made the final sé]ection of tardet pupils to be observed and
kept a logbook to record classroom procedures and informal discussions
with the teachers. .

Anecdotal data on four‘pupi1s in each of t@g two c]assfoom
settings was gathered_fhrough des;r}ptive‘observationé] teéhniques and
general observations in the ¢lassrooms. Recordings were,made'bf the )
observations of oné target pubi] during each day of the study.
Aneédota] observations of  the target pupils were recorded every two
minutes during the ha1f—hour observation times and general observations
of c]assroom activ}ties were recorded during the rest of the day. -
Powell, Martindale and Kulp (1974) found that when fhis momentary
assessézht of the pupf1's behaviour was_genefa]ized to the three minute
1nterva?f/appro§1mate1y a 107 error in cofiparison wjth continuous
observation could be expected. The teachers were not aware of exact,
observation t{mes, of the target pupf]s, or of the precise nature of
the study. | |

Researche;s have used obgervéiion;T periods rgpgjngvfrom one to
seven days to obtain samples of classroom behaviourrzg;yth, 1979).

Forness and Guthrie (1977) addressed the questipn of étabiTity of pupil

behaviour in short-term classroom observation and found that data
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gatherea in four consecutive days of observation were as stable as |
those collected over fifteen days. Thursday and Friday of the wéek
prior to data co]Tection in each classroom was sﬁeﬁf in general
observations. The researcher became familiar with class routines, and

< FOOM arrangement, and selected the target pupils. The Monday of the

week of data collection was used to re-establish familiarity between

" the researcher and the class members és well as to establish
inter-observer reliability in each c]assroom; One week;wés allowed
between the data ;o]]ection periods in the two classrooms in order to
give the researcher a rest from the strenuous concentration of
recording data. Observation periods were 1nter§persed throughout the
day in order to allow data to be collected from all parts of the day.
The data gathered yielded 480 minutes of observatioﬁ in each c]assroom.v
Fach target pupif was paired with another pupil selected from the
original Tist. In the evént that a térget pupil was absent the qured
pupil became the focus of observation.: Observatfon 6f the paired pupifﬁ
continued until such time és the reason for, and likely duration of,

o

the absence was ascertained (Smyth, 1979). For the purpose of this

-~

study it was assumed that continued observation of the paired pupil was

acceptable in the event that the target pupil did not return.

The .Study

Two researchers used the same classrooms and target pupils to

gather data for their individual studies. The environmental design

[i§

type A classroom was observed from January 24 to Feb?ﬁary 1, 1985 while

“the environmental design type B classroom was observed from February 7

¢

to 15, 1985. Observations were made of the four target pupils in each
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c]assro6m. One type of pupil (more outgoing ‘or 1e§s outgoing) was
observed as the target pupil each déy a;d the observations wére
combined to form a composit picture of what a day;would be 1ike for an
average child in that particular environment. In Study A the m5¥e
outgoing girl was observed on Tuesday, the less outgoing boy on
Wednesday, the more outgoing boy on Thursday, aqa the féss outgoing
girl on Friday. In Study B, observationsvof the more ‘outgoing girl
occurred on Tuesday, the more outgoing boy on Wednesday, the less
outgoing girl on Thuréday. and the less outgoing boy on Friday. Some-
pupils we}e'not in the classroom for the fu}] day so attempts were made
to observe pupils on days when they were part of the regular classroom
routine. Anecdotal recordings included the physiéa1'position and
location of the target pupi].vthe activity in which the pupil was
engaged and a brief statement of thé~1arger class context. Teacher or
" other pupil comments were recorded only if they related directly to the
target pupil or if tﬁe target pupil was waiting or watching what was
happening. Thege recordings ‘resulted in 480 minutes of observation in
each classroom,

Before beginning the actual study the twq researchers recorded
sixty minutes of observations simultaneously in eagh classroom. These
observations were compared to establish inter—obsérver ne];:b111ty in
each settind.' The two researchers were found to be‘TOOZ iﬁ agreement
in the observations as required_for classification into categories for
this Stﬁdy. ‘See Appendix 2 for samples of the recordings which were
considefzd.to t - in agreement.

Eéch classroom teacher supplied the reseacher with a timetable

(Appendix 3) and half hour observation periods were chosen so that all
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parts of the day and subiect areas could be covered. A few alterations
to the original schedu acame necessary because extremely cold
weather resu]tgd in cancellations of receéses and early dismissals.
Observation times were adjusﬁed.accordingly. A11 of the pupils in one
school wehf fo the gymnasiﬁm to see a film during an unscheduled staff
meeting and a Valentine party was held on St: V§1entine's day in the
other school. The researcher decided that these activities were not
part of the regular weekly schedule and did not coT]ect observationa15"¢
data during these;times.

The researcher stayed with the target pupil throughout the class
time. In both classrooms the pupils spent one hour-per week with the
music teacher so observations of target pupils continued in that
environment., The schoo] in which the environmental design type B
g]assroom was situated had a one hour option program once a week as
well as Buddy Days-and school assemblies. Since these progr;ms were
considered to be a regu1ar.part of the target pupils' activities,
observations were made {; the classroom where the target pﬁpi]s
participated in the program. &

Fgf tﬁe remainder of this study tﬁe environmental design type A ;

classroom wi]ﬁ be referred to as Study A while the environmental design

type B classroom will be Study B.

Summary

e,

The study was conducted with four pupils in each of two grade one
classrooms of given environmental designs midpoint in the school year.

The descripters for the classrooms were based on the study Articulation

LinEages (Pain, 1984) and the data céT]ected in each éetting were
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designated as Study A and Study B.” The target pupils in each classroom
consiéted of a more outgoing boy and gir] and a less outgoing boy and
girl., Three and one half days were spent in the classrooms by the
researcher prior to the data co{1ection periods in order to finalize
descriptors for the classrooms, to establish familiarity with class
members and classroom routines, and to make the final selection of
target pupils. Anecdotal observations were recorded every two minutes
for half hour periods interspersed thrbughout the foUr‘contjnuous‘days
of observation in each classroom. General ébservations were(recorded
during the remainder of the time. A second researcher trained in Early
Childhood Education participated in the research to establish

inter-observer reliablility.



CHAPTER IV
/7 .
~

ANALYSIS OF DATA

Introduction

Obser;ations made-in two classrooms of different environmental
designs yielded 240 codings répresenting 480 minutes of class time in
each study. Four target pupi}s were observed in each classroom and the
observations Qere combined to describe the nature of the time spent in
physical, social, and emotional program dimensions in each study.

Observational data from each classroom were analyzed in two ways.
More specifically, general observations were used to describe the daily
class routines%for each class and secondly, all the spécific
*obse;vations were classified according to descriptors for physical,
social, and emotional development activities as ‘described in the ECS
Philosophy and Program Dimensions (Alberta Education, 1984). Appendix
4 outlines the basic descriptors which were used to develop the
categories. Inter-rater reliability was used to confirm the
descriptors and the categories. Four sets of twé1gg consecutive
observations were randomly chosen from each set of déta.v An
eXperienéed grade one teacher, trained in Early Childhood Education,
then categorized these observations according to descﬁfé£qr; based on
the ECS guidelines. The teacher was a fellow researchég'yho was in
both cdassrgoms during the entire data collection periods. An
inter-rater agreement was reached on ninety of the ninety-six

38
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observations resulting in 53.752 agreement. Three of the six
observations which were coded differently still resulted in
observations being placed in the same broad categories such as
cooperative sharing and wait time. These three observations were:

- Target pupil walking at math centre delivering number fact valentines
to mailboxes. Four pupils are sharing the activity.
Researcher 1 - Cooperative sharing of matertils
Researcger 2 - Cooperative sharing of ideas, actjvities
- Target pupil walking at math centre delivering hearts with three
other pupils. Teacher says "Xpu are such good mailmen."
Reséarcher 1 - Cooperative sharing of materials .
Researcher 2 - Cooperative sharing of ideas, activities
- Target pupil sikting on floor but has moved out qf line, ‘Watching
teacher write numbers on board. Pupils are cé]]ing out.” Teacher
asks them to stop. . |
Researcher 1 - Wait time in a conflict situation
Researcher.Z - Wait time in a learning situation
The following three observations were coded in different categories.
" _ Target pupil sitting at desk cutting hearts. Teacher says "Does
anyone need help or are we OK?”
Researcher 1 - Using/manipu1at1ves
Researcher 2 - Receiving directions
- Target pupil sitting on floor at front of room with c]aSs'Tistening

to teacher share a magic penny with a pupil. Pupils then move to

desks singing, clapping to music.
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Researcher 1 - Partaking in a group activity
" Researcher 2 - Wait time in a learning situation
- Target pupil ,attinghén floor drawing shape on paper, Two other
pupils are helping the target pupil. . ‘ ¢
Researcher 1 - Cooperative sharing of ideas, activities
Researcher 2 - ﬁeceivipg information f;om a pupil

-

Deécriptfods of Daily Class Routines

The general observations were used to\describe the daily routines
in each classroom. The descriptions served as a background for the
'specific observations which were used to describe in greater detail the

nature of classroom time spent in physical, social, and emotional

program dimensions.

Study A

{

Ms. Eh's class was the onTy grade one class in the school and wég
1ocatéé betweer the kindergarten and the grade two classrooms. The
kindergarten teacher was at th? school for half days only and there was
little communication between the two teachers in regardsgio ”
programming., The school had a spjit entry system‘for grshe one pupils
so that twelve pupils camé at 8:45 and finished at 2:15 while eight
pupils came at 9:45 and were dismissed at 3:30. zThrgé of the second
shift pupils were in a day care which was located in the school but Ms.
Eh encouraged them to come to the classroom and provided work fqr'them.
allowing them téﬁbe in a setting with children of their own age rather

than having to remain in the day care with the pre-school children.

The grade one c1§ssroom wasvspacious with attractively decorated
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bulletin boards and tidy shelves. The twenty pupils each had their
individual desks which wére arranged‘?ﬁ four rows with the‘teaéher's
desk in the front corner (AppendixVS). The bulletin boaras on the
front, side, and back of the room displayed.instructional materials and
charts'whi]e one smaller bulletin board at the back had some o% the
pupils' written and art wo}k disp1ayed;. Pupils worked either at the;r
desks, gn the fdoor area at the front o# the room, or at the table at
the back of the,réom.

After being greeted at’the door by Ms. Eh, pupils would remove
theirvéoats. hang them up and go quietly to their desks.} Ms. Eh would
then call for homework and pupils would bring their work up to her to

be checked. Ms. Eh was concerned about teaching pupils responsibility

if the homework was not retgrned or comp]ete. the pupj1%; reasons
@, not completing the assigned work were recorded and dated. After
homework assignments were récordéd, Ms. "Eh would work with the
three chi]ﬁren.from the 1ate shift. getting them ‘started on some
independent wornksheet‘.s. " f‘: Q
. . The first actﬁvity of the'morning generally consisted of i‘

correcting mistakés from the previous day.. Ms. Eh had the marked work
1a1dmout‘on the pupi]sV de§ks and tﬂey would work at their errors while
she circulated to recheck,the books: If a phonjics spe]]ingllésson was
being corrected, individual pupils would write the words on the
blackboard, one at a time, .so that other pupils could correct their
work from the board. As pupils completed their corrections they waited
“quietly at their desks until everyone was finished.
| When er}ors had been corrected, Ms. Eh worked wigb\thé whole group

on a language arts lesson. ~Pupils would sit in a group on the floor at
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the front of the class for skill lessbns such as Tetter sounds or
compound words, or the i1d 'sit at the back table to work at their:
reeders o?J;\vorksheet together with the teacher. When the pupils read
from their readers, they were assigned to be characters in the story
and‘wou1d take turns @eading the speaking pafts of those char;cters.
“If a pupil was a character in the story, e name card with‘thet
character's nameé was p]aced.on the table for the pupil, When”te1ephone
conversations took p]éce in the story the”teacher provided the children
" with a toyrte1ephohe. Generally there were encugh characters invéhe
story for about one half of the poils in the grouo, so reading turns
would be rotated, A |

At .9:45 the late shiftApup‘1s arrived and the whole class went to
the music room for a fifteen minute Tesson with the music teacher. The
lessons incjuded singing, stoejes, and movement to music. After the
music 1essons,.pupi1s'were given a break to go tovthe bathroomvand fe.
get a drink.:’As they finished they returned quietiy to their desks

,where they waited until everthe was ready to work again. b
" The next one half hour was used to teach phonics. The lessons
usJé]]y consisted of spelling dictation using words whfch h;ﬂAa
‘ o

particular sound or rule. “Ms. Eh dictated three or four words to the

+

whole class and then circu1afed around the room, marking pupils' books.
e , X

One of the‘Teesons dbeegyed confajned the following woeds: slang,
-etung, swing, ;trong. swung, wrong;*bﬁﬁng.ywang, cling, thong, hung,
hang. c]ung, 1ong, f11ng, rang, Stang. th1ng. song, and rung Another
lésson cons1sted of these words: tangle," jungle, t1ng1e, dang]e,

shingle, bang]e, mingle, ng]gR strang]e, J1ng1e, bung]e. and Pr1ng1e
oy

Ms. Eh wou1d use each word in a sentence and exp1a1n 1ts meaning as she
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dictated the words. A fifteen minute reoess followed at 10:30,

The math 1e§sons were taiught to the whole class as one group. The
pupils all worked on the same pages in their math books or had the same
worksheets. Part of the Jesson was spent in oral work such as countfng
by‘twos._fives, or tens. One pupil would count while the others
1istengd, Pupi]s would sit‘at the desks for part of the_beriod and on .
the floor at the front for the rest of the time. Ms. Eh used blocks té
demonstraté concepts or used the blackboard as a.teaching aid. After
math the pupils wenf for Tunch from 11:45 to 1:00. |

The school was involved in a nutrition program so Ms, Eh used the
names of foods as words for the printing 1essons Pup1ls had the pages
in their books=organwzed according to the food groups and each day tgéy
would record the foods from the snack od the correct pages.

The next hour of the day was used for éroup lessons. The
nutrition snack along with related activitfes such as briptjngvgna
discussions on thé sources of food products, an art lesson, éﬁ% é
social studies lesson on rg]ating to one another were some of the’
activities QbserVed.;.At 2:15 the pupils went out for recess and the
early shift pupils went home. Thé 1a§t hour of the day was used to
teach 1anguage arts to the late shift pupils and followed a similar
format to the first hour of the day.

The pup1ls had two th1rty minute physical educatwon per1ods and
two group science lessons on magnets and air during the observation
périod. They also went to the Tibrary once toiexchange their library
‘ books. The class was a1ways taught as a total group w1th the exception

 of the art lesson, music, and ‘physical education per1ods when pup11s

worked 1ndependent1y in large group settings. Ms. Eh had been
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recommended as an excellent teacher and she displayed a friendly
attitude toward the pupils, often jokiﬁg with them but ensuring that’

the pupils were orderly and attentive.

Study B

Ms.rBea'S class was the on1y gradé one class in the schqp] ;nd had
25 pupils enrolled. The kihdefgarten ana grade two classes were not
near the grade oné classroom in the‘schOOT‘but Ms. Bea worked closely
with the kindergarten teacher in planning and coordinating the
programs. The principal walked in and out of the c}assroom freely,
staying to observe the'c1ass §nd-to interact with the pupils.

The classroom was exceptionally spacioué;-aW]owing for individual
pupil desks as well as a large area for centres’(Abpendix 6). .The

pupils' desks were arranged side by side in groups of three and the

teacher's desk was located in the front corner of the rodm. ThéAroom
- was att;act1Ve1y decorated with instructional materials as well %5 W
displays 6f pupil art work while the centres were tidy yfth matefi
easily accessible faf the children. The teacher followed a pattern or
floQ for each day a]]ow%%g for definitely ;chedu1ed ag}ivitieé asqwe11
as flexibility to build on the pup11s needs or interests for the day.
For the f1rst fifteen minutes of the day pupils would 1nteract

with M; Bea or each other and then move on to 1ndependent activities
at‘theif desks. . They would continue to work at these activities unti’
'Hever;gne was settled and ready to take part in the opening exercises.

" One pupil was chosen by lot to be special person of the week and this

~ person wou]d lead the class 1n‘singing 0 Caﬁ%da. saluting the flag, and

N

_saying?a prayer. Pupils wasld then:sing a song thanking for blessings

&
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and friendsh'ips as fhey wa lked about‘gkgﬂclass greetingbeach other with
a handshake. Pupils returned to their desks and continued to work - :
quietly at fheir independent projects while the special person joined%

the teacher on a stool at the front of the class to call the roll. As

the‘pupils' names were called they would reply by naming something for

which they were thankful. If another pupil in the class was named as a
friend for which the pupil was thankful, a reply of "thank you'" would

be made. Ms. Bea then gave instructions for activities which would

work when they returned from the gymnasium. Pupils moved to the

gymnasium and proceeded to set up the necessary equipment foE,the
lesson without instructions from Ms. Bea. When equipment was set up
and checked for safety, pupils went to work and the teacher 1nstchted

the lesson. At the end of the lesson,- pupT]s aga1n c]eaned up the

eqUipment and 1ndependent]y returned to then Dom for a drink and then
to ‘their work. ‘

The next hour, from 9:30 to 10: 30 occasionally 1;§£;;éa a short
large group 1esson)but usually the pupils would work in groups at the
centres or at thelr desks while Ms. Bgsa worked w1th shal] groups of
pupils at a time. After recess a similar format of activitie;
continued until lunch time.

The pupj1s reﬁurned from lunch at 1:10 and moved into a cifc]e
time at the fro:; of the room %or show and shafing. Pupils who had
brought someth1ng to share also brought a story wh1ch they had written
about their sharing. The story was read to the c]ass by the pupil and
then expanded verbally. The teacher glued the story into., the pupil's

"Show and Share" book and date stamped it. The time until recess at
~ ' '
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2:15 wasigpént at the centres or 1n‘discussion times. After recess
pupiTs spent time on writing projects, activities at centres, or in
planning sessions for centres and future activities, Pupils were given
opportunities to brainstorm for ideas for projects, vote on fimetab]ing
matters, and make decisions regarding their independent activities.
They were responsible for c1eéning up the room and organizingfmateria1s
at the centres. Centres available in tée room.were film, listening,
math, viewing, cooking, blocks, painting, sand, construction, table
games, writing, housekeeping, sk111 gam;s, poetry, and computer.
Parents came to the classroom on Wednesdays to-help at the centrés.
School assemblies and Buddy Days weme two regular scHooTb it
activities which involved all the classes in the school. Aséemb1ies‘
“were held every other week while Buddy Days were scheduled on the
alternate weeks. The assemblies ansisted of school singing and
épec1a1bnumbers by students. Two students from each class were awarded
'éertificates recognizing achfevement. effort,nor’specia1 contribufions\

to their class or to the school. For Buddy Days all the students in |

i

the school had beg%'paired, older pupils with younger ones. For a ha]f\
e \
: A

hour period students would meet with their buddies in assigned " \

N\

classrooms and the homeroom teacher would have a vagiety of activities
for them to do together,

o s
The option program was another whole school activity and was held

once a week for one hour. Pupils were able ‘to choose from options that -

P
were taught by parents and teachers, and multi~aged groups were then

organized for each option. Groups met in the school, in private homes
in the community, or in sports facilities. Some of the options

available were swimming, cross country.skiing, crafts, cooking, clay,

A
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2cu1ptun1ng. microwave cooking, knitting, baking, racquet ball,
céramics. drama, dot art, model trains, and pioneer skii]sh
| The pu§11s in Study B were given a variety of opportunities to
work in small groups in their own classroom or with Qypi]s from®o§her
q]asses and differént age levels, Ms., Bea was energetic, warm, and
friendly and had been recommended as an'excellent teacher. The pupils

appeared relaxed, enjoyed interacting with one another, and eagerly

participated 1in the learning activities.

Discussion of Specific Research Questions

\ The'Senera] observations formed a background for the research
Questioné which aré discusged on the basis‘of the sbecific
observations. The fpur~questions led to a more detailed apa]ysis of
physical, social, andvemotiona1 developmental program dimensions and

the effect of the given environmental designs on each of these areas.

Research Question #1 . | -

What is the nature of the time spent in physica1‘iearning
activities in each classroom settiﬁg?

Thg physica] activities in each classrodm setting were considered
from t@o perspectives. ‘More specifically, the actual physical
positions, and locations of the pupils in each classroom were analyzed.
Secondly, the specific physica1~act1v1tie; as they were used in
1ea;n1ng ;nd skill deve1opment were studied.

Du}ing the observa?ions the physical position and Tlocation of each
target pupil were fecoéaed and then categorized. This information

; . Q
allowed the researcher to analyze how much time the target pupils spent
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in each of six postures; sitting, standing, walking, kneeling, lying,”
and running. Table 1 :ates the number of minutes of the coded time

~-

that ﬂ?e target pupil spent 1h each position and the percéntage of the‘
total ibsérved time which the number 1naicates.

. Table 2.shows a breakdown of each of the physical postions. The
pupils sat in five different types of locations for th% specific |
activities: ) | \

At desLs. Pupils 1in éach_c]assroom had their own desks which wére
used as individual work spaces., In Study A the pupils worked at
\assignmeﬁts br receive& 1qstruction as a part of the total class
setting while sitting in the1; desks.’ In?ﬁtudy B pupils were in their
. desks as part of a whole class setting but‘a1so worked at‘independen{
~activities in this 1ocat1@n‘hh11e‘the req@’of the class members may or
may not have been at their desks.

On floor. The teachers in bojh classrooms used an area of floor |
space in the classroom for the pupils to sit for group activities such
as story time, sharing, discussioné, or instructions. Pupils also sat
on the fiéqf in the gym whiie listening to instructions or
participating in an assembly.

At centres. The classroom in Study A did not have centres but the
pupiis.in Study B sat at a variety of centrés such as film, listening,
math, painting; games, and construction.

‘Aépta51e. A table with chairs was part of each classroom setting.
In ez. class the time'spent at the ta51e was used by the teacher for
group ~truction,

ck- r/step. In both studies the pupils sat on chairs or steps

- in the . room for large group music instruction.



Table 1 ' o
The Number of Minutes Target Pupils Spent in

- Six Physical Positions in Each Study

Stddy A i Study B

~ . Minutes Percentage Minutes Percentage
Physical Positions: S e o - _

Sitting | o382 73.3% 304 63.37
Standing - 80 16.77% 80 16.77%
Walking . 18 3.8% 58 12.17%
Kneeling 18. 3.872 14 2.97%
Lying 8 1.7% 16 3.3%
Running <. 4 0.7% 8 1.7%
480 100. 0% 480 100.07%
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Table 2

Breakdown of Physical Positions of Target Pupils

»

Study A : Study B
o~ ‘ Minutes Percentage Minutes Percentage
Sitting: :
At desks 230 47.9% 160 33.37%
On floor 54 11.3% 60 12.5%
At centres - 0 0.07 46 9.67.
At table ‘ 48 10.07% 22 4,67
On chair/step 20 4,2% 16 3.3%
| 32 73.3% 304 63.37
Staﬁding:
Waiting in line 30 6.3% 2 0.47
Other’ 50 10.47% « 78 16.
80 16.77% 80 16.7%
Walking:
To new learning activity 6 1.3% 22 4,67
Other - 12~ 2.5% 36 1< 57%
a8 3.87% 58 12.17
Kneeling:
At desk 10 2.17% 4 0.87%
On floor 8 1.7% 6 “1.37%
At centre , 0 0.07% 4 0.8%
18 3.87 14 2.97
Lying: . g
Part of gym or drama lesson 4 0.87% 16 3.3%
Part of learning group ‘ 4 0.8% 0 0.07%

‘Running . . 4 0.7% 8 1.77%
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The sténding positions by pupils in each classroom have been
categorized under two major headings:

Waiting in line. These times were recorded while pupils were

waiting in Tine to go to physical education, music, library, or to have

work checked.

Qihggl Pupils would either be standing as part of an activity or
might choose to stand beside their desks to work rather than to be
seated. 'fq

Wa1kingiwgg used’as a means of locomotion in both classrooms.
Pupils walked to a new location or during another activity such as,

collecting books or setting up equipment in the gymnasium.

Kneeling wa§~used as a substitute- for sitting at each of the

Jocations where it was observed.

bLying was used as part of physical education and drama lessons.

In addition, pupils would occasionally lie down on the floor when they

were part of a learning group assembled on the floor.
| Running was observed in the ph§§1ca1 education lessons in both

settings. |

The time spent by the pupils }n the different physical positions
indicates a number of fagtors concerning the two environments.
Sitting, standing, kneeling and lying are stationary.poéitions whj]e
walking and running are active. In Study A 95.SZbof the .pupils' time
was spent in stationary positions while 4.5% was spent in active
movement. The pupils in Study B were in stationary positions 86.27% of
the day and 13.8% of their timé‘was spent in movement.

The pupils in Study A spent 6 minutes walking from one learning

situation to another while pupils in Study B spent 22 minutes walking
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for this purpose., Pupils in Study B walked from one learning activity
to another 3.5 times as often as fhe pupils in Study A which may
indicate that they spent a shorter period of time at each location.

The percentages on Table 2 also indicate that pupils in Study B.
spent less time sitting and more time in other positions than the
pupils fn Study A. Pupi]s‘in Study A spent an QVeraée of 88 minqtés in
each of the four sitting locations th]e pubi]s in Study B averaged
60.8 minutes in each location. Kneeling, in each of the observations
recorded, was used as a substitute for sitting and was considered an

appropriate position for the activities in which the pupils were
. L4
[ 2

engaged.

The data gathered in the two studies were also ;ategorized 1ﬁto
three areas of physica]_activitigs. Table 3 shows the number of
minutes which the target pupils spent in each area during the

observation times.

Gross Motor Activities ’ -~

Deve]opinglgross motor skills: Gﬁbss motor - activities were grouped
here. Playing floor hockey, movihg to music, and taking part in
creative drama were the activities observed in thig area, Some
examples of these behaviours observed were:

- Target pupil walking about the music room dramatizing a
character. |

- Target pupil acting as character being attatked by trolls.
Teacher coaching pupils as the music plays.

- Target pupil running with hockey stick. Playing right defense

in hockey game.



Table 3
Physical Development Dimensions

With Minutes and Percentages out of 4q9:

Study A Study B

Minutes . Péftehtage Minutes Percentage

Gross Motor:

Developing skills o 14 2.97 12 2.5%
Using skills 14 2.97% 50 10. 47,

28 5.87 62 12.

Fine Motor - Pencil/Paper:
Closed structure:

Printing 52 10.87% 48 10. 07
Other 2 0.47% 4 0.8%

Open structure: ~——
Printing 0 0.07% 8 1,77
Other 4 0.8% 20 4.27
58 12.07 80 16.77

Fine Motor - Manipulatives J%

Cutting/pasting 8 TNE 14 2.97
Materials 0 0.04*. 18 3.8%

53



Using gross motor skills: Pu

ways throughout t ty.

locations, éo]]ecte. bo
equipment in the gymnas

as part-of their aci%vi

pils used gross motor skills in various
In both classrooms pupils walked to new
oks or papers, and set up and put away
ium. In Study B pupils also walked about

ties at the centres. Some ex!ﬁp1es of

these behaviours observed were:

- Target pupil walking at math centre delivering number fact

“Valentines into mailboxes. Four pupils are sharing the

activity,
—'Targét pupil helping
A11 pupils cooperatin
. Target pupil wa1kihg
Fine Motor Skills ~ Pencil/P

to set up gym equipment for floor Hbckey.
g to set up equipment,
to coat room to get ready for recess.

aper

Pencil and paper as wel

[}

this category.

Closed structure actiiities;

1 as colouring activities were included in

The actjvities in this group were further

divided into printing act1v1t1es and activities such as colouring

a worksheet or: trac1ng

behav1ours were:

holds up a pup11 s pa
Everyone c]aps FQr th
- Target pup11 s1t§1ng
- Target pupil sit :

% 4
Open structure act1v1tgg i

&

~ ﬁa

a pS%tern.”%SOme.exagg1es”of @ﬂ%§§

ésw%

per. and says‘”That s

nv oy e S e

e Pupi] s exce11ent wqu

f1rst treaf n

at desk. go]our1ng a workshéet

at,Qable trac1ng‘a shape onto cardboard

yfhese act1v1t1es were again d1v1ded into

u i %

printing act1v1t1§54AQd act1V1t1es wh1ch d1d not 1nvo1ve printing.

Printing act1v1tj

«

bbgerved were creat1ve wr1t1ng while

54
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noﬁ~pr1nt1ng activitieg included draﬁing or colouring pictures.
Some examples of these behaviours were:

" - Target pupil sitting at desk drawing 'K' pictures.. Teacher
circu]a}ing and helping pupils. > |

- Targét pupil sitting at table writing own Valentine message on
shape. Pupils around.tab1e céatting about Valentine's Day as
they work. |

- Target pupj] sitting at listening centre drawing pictures on

worksheet.

Fine Motor Skills - Manipulatives

These activities were divided into two categories. Cutting and
pasting activities were separated from activities which involved the

handling of materials such as blocks or tiles. Some examples of these

o

behaviours observed were:
- Ta?get pupil sitting on floor cutting out paper face. Teacher at

batk table fo]d%ng paper springs forwp‘p11s who haietrouble.
) N

acher says

- Target.pupil sitting at table manipulating tiles.

” y"Exqf@]ent, very good."

- Tﬁrgét pupil sitting at table stirring fcing sugar and egg whites for
project. | |

]

Sensory Awareness

Both classrooms were involved in nutrition programs so that pupils

had opportunities to taste a variety of nutritious foods. The

researcher scheduled nutrition times for coded observations in both
classrooms but because of some last minute timetable changes in Study

A, due to the cancellation of recess, the nutrition activitieé were ﬁot
coded in the timed observations. This category, therefore, was not

5
[
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'jﬁCTUded in the analysis of the data.

- The time spent in developing gross motor $ki]1s was very simjjar

“in both studies while the time sgent in‘usiﬁd‘fﬁese skills Qa;‘three
and one half times higher in Study B.. The use of fine motdr
pencil/paper activities also differea between the two studies. The
times spent in closed structured activities Qer% similar but the pupils
in Study B had seven timés és'many opportunities to be involved in opén;
structured activities.: Thé pupils’ in Study B sﬁent four t{mes as much

time with manipulative materials. .

Research Question. #2 E

o

What is the natufe of the time spent in social development

activities in each classroom? \
3

The social deVe]opment activities were categorizéd}gnder

cooperative sharing, receiving information, and giving{information.
~ : , : ‘ ' ‘
Some additional social activities such as conflict, wait time,

_interactions or actfviti%s not direct]y related to expected learning,

ST 3 L\
and other activities such as c1eaniag up and bathroom breaks were
r o _, Pt ) v X .
observed as ‘well.

The observed behaviours in cooperative sharing were categorized

under four. headings.
Ideas, "planning and diajogue. Pupils were given opportunities to
i . . ; . ) » ] .
+ verbally interact in their learning. The teacher may or may not®have

been part of the interactions. but the emphasis was on having the pupils

<1

express their ideas, to plan their activities, and to dialogue with -one
anotner in learning situations. Somé examples of observed behaviour
were:

- Target pupil standing at another pupil's desk discussing a book abo$t

-
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cats, sharing 1hformation. Teacher helping pupils select books.
- Target pupil walking at math centre delivering hearts with number

facts. . Pupils chatting about number facts and helping each other.

- Target pupi];1{VE‘q
pupw]s what;&a: Ppaw in the negt‘box.
Materwa]s. Pupils had opportunities to share materials or

equipment. Semeé examples ofvthe;e behavfodrs were:

".— Target pupil sitting at computer working on a program with a pupil
and a parent,v' taking tur‘n.-s. ) 9

- Target pﬁpi] walking at math centre‘de11ver1ng nymber fact Valentines
into mailboxes. Four pupils afe'sharfng the activity.

- Target pupil standing at computer centre with another pupil. Claps
hands as pupil gets the right angwer. Target pqpi1 says "Good girl.

Group shar1ng ~ games, dramal s1ng_pg_ Pup1ls had opportunities

to 1nteract through games, drama, and singing in whole c]ass settings

or in small groups. These act1v1t1es were yecorded 1in the gymnas1um.

music room, and the classroom. rSome examp]es of these behav10urs were:

- Target pupil walking about the mus1c room dramat1z1ng a character.\
Has big sm11e on face, enJoy1ng individual attention of be1ng chief
character. | |

- Target pupil lying on f]ooﬁ being paft of a road for drama. Class

dramatizing story which‘they have just read.

avTerget pupil standing in Eentre of gymnasium wifh hockey puck. Isv

referee for hockey game and is waiting to drop the puck.

Group discussions. The target pupils were part of a group where
they had the opportunity to Tisten to other pupils and to share their.
Cown’ ideas. ~ Thelteachers were involved as leaders. of the groups in both

S A
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classrooms. Some examples of these behaviours were:

[

5\Tafbet pupjﬁfzitting at back table listening to teacher lead

discussidﬂ on hﬁy‘pubi1s have felt in a new situation. Teacher makes

positive commenég'about individual pupils’ r%iponses.

- Target pupil sitting on the floor with“rest of class brainstorming
1deas for centres. |

- Target pupi] sitting at desk listening to a pupil ta1k about Ju1ce

during a teacher led dwscusswon on nutrition.

o

Pupils received 1nformat1on in a number of ways in both 9
2
classrooms. The observations were categorized under four headings.
. ‘ ,
Receiving“information. Pupils were taught 1nf0rmation or given
S ‘-:ﬂ

specific dwrect1ons o 1nstructwons to he]p them 1earn a new sk111 : x.

R

e

Letter sounds in a phonics 1esson. 1nformat1on about food groups in a
nutrition lesson, or»facts about A]berta in a Social Studies 1esson‘
were some observed beHav%ours. *Some’exampTes of pupils receiving
information from the teacher, a pareqt,.or'the 1isteningacentrefwere:

~ Target pupil sitting in chair listening to teacher gfve instructions’

on how to play musica] instruments..

- Target pupil s1tt1ng at 11sten1ng centre 11sten1ng to sgory and
following a1g?g in book. Four pup11s w1th a parent at "’ the centre.

- Target pupi]lsquattihéion chair waFch1ng teacher explain map.

Pupils also received igformation from other pup{ls in the class.

* Some examples of thi@ type of learning were:

- Target pupil sitting at back wable following along in book 1isten1n§‘
to another pupi1!read. u

- Target pupil sit?{nénén floor jq front of room'hugging_stuffed toy

and watching 1nt#nt1y as aﬁothérfpupf1 shows a butterfly for show and

| |
’ |
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sﬁ;te. ’
- Target pupil sitting Et desk laughing at a story being told by
another pupil.

Receiving directions, help, or asking. Pupils received directions

or instructions regarding organization of an activity or work. o
Listening to announcements or asking for help were also included €n

‘ &
this category. Some examples of observed behaviours were:

- Target pupil siftfnq at desk with both feet in aisle, wetching
teacher who is e*p1ain1ng how to number lines in scribbler..

- Target pupil sitting on floor 1in “front with the rest of the class
11sten1ng to teacher give instructions for the next activity.

- Target pupi] sitting at desk 1isten1ng to .announcement on the public

address system,

Reading/]ooking'at a book. The observations recorded here were of

pupils read1ng or 1ook1ng at books 1ndependent1y In Study A the
pupils were not read1ng from books but rather were read1ng storwes from
worksheets which the teacher prov1ded Some examp]es were:

-~ Target pup11 standing at desk reading a cat book softly to se]f

- Target pupil sitting at desk reading’ bqo} 1ndependent]y,

© - Target pupil standing beside desk with‘eibowe on desk reading
Workshee£. . » | ’ ‘

Being read a story. ‘The teacﬁer‘read~or told the pupils a story.

o
Some examP1es wh1ch were recorded were:

- Targetﬂgyp11 knee11ng on the floor at front of room with class

¥

_%enwng to teacher te11 a story about sharwng love.
- Target pupil s1tt1ng on step 11sten1ng jntently to teacher tell a

story about 2 ‘composer.

J%é? <‘ . . N
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- Targét‘pupi1 sitting on floor 1istén1ng to teacher read the book

Awful Thursday.

Pupils in both cla..es had opportunities to give information to
the c]gss. Show and tell sessions, answering qgestions. or giving
instructions or help were behavioﬁrs observed in this category. Some
examples recorded were:

- Target pupil stanaing at desk helping another pupil with printing.
Teacher‘is helping individual pupils.

-"Target pupil standing at desk, hand in a1r. respond1ng with house
to a question from a pup11 in front. Teacher says "A c]ap for a-
smart pupj]."

- Target pupil sittirg at back table rgsponding to teacher's questions
about having been sick.

Table 4 summarizes the time spent in social development activities

in each study. The pupils in Study A spent 2.97 of their time

“interacting with other pupils while the pupils in Study B had this

opportunity for 26.37% of their time in the classroom. The pupils in

Study B had nine times as many opportun1tve§ to deve]op social
?
re]at1onsh1ps through the exploration and shar1ng of 1deas and

“materials with their peers. R

The amount of time that pupils received direct information by

" being taught was similar in both classes and thé pupils in each élass

spent approximately the same amount of'time reading or Jooking at
books. The significant difference between the two c]asses was in the
time pup11s received directions or help and the amount of time that
they were read to by the teacher. The fact that the pupils in Study B

were involved in more types of activities and at a variety of centres

.30



Table 4
Social DeVelopment Activities v

With Minutes and Percentages out of 480‘

Study A StqdjﬁB;"”

Q Minutes % Minutes ;;ng\f
Copperative Sharing: A
Ideas, planning, dialogue 6 1.3Z~ 28 IQQPZ'
Materials | 0 0.07 38 - 7!9%
Group - Games, Drama, Singing 6 1.37% 36, 7.5%
Group - Discussion 2 3% 24 5.0%

? .

97 126  26.3%

—_
Fe
N

I

Receiving: !

Information (being taught):
By teacher, parent,

1istening centre 20 4.27% 24 "5.07%

By another pupil ‘ ; 12 | 2.5% 14 : 2.97
: Difecﬁions, help, askiﬁg o 30 6.3% 52 10.8%
Reading/looking at book L4 e 6 1.3
Being read a story | 16 3.3%  _6 1.3
82 177 1020 213
1 Giving:

Instruction, hglp, informatioh, _ %‘

answering to the class é%&ﬁﬁ 3.37% 6 1.3%

oo Al
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which required directions and ofganization may have resulted in a
greqter amount of time spent in giving directions. The pupt]s in Studyl
A were always in a total group setting. As a result, the task of
pronding directions was not as complex since all pupils.in the class
received the same instructions. Although the recorded times in both
classes were relatively low, the pupils in StUdy A were read stories by
the teacher two and one half times as,often. The amount of tihe pupils

spent in giving information in the class setting varied as-we11 The

.fact that the pupils in Study B spent a cons1derab1y greater amount of

time in coopergt1ve éhar1ng may be the reason for the lower amount of

time spent in giving 1nstruct1ons, he1p or information in the tota]

class sett1ng. Since the pupils in Study A rare]y interacted with

other pupils they received more. time to share in a 1arge class setting:
than did the pupils in Study B.

Research Question #3

’

wHat is the nature of the time spent in emational development
aetivities in each classroom setting? } ‘

The ovéré]] climate in each classroom wae friend1y endﬁboth
teachers had a pleasant manner:with the 'children. Thyeevareas of
emotional deveTOBﬁent actieities were observed andjrecorded'in each

&

$tudy. - These categories consisted of expressing or exploring fee]ings,

€

making personal decisions, and receiving praise. Table 5 summarizes
. . 7

the time spent in each of these categoriesi

Ca
Exgressing-or exp]oring fee1ings. Pupils were g1ven opportuynities

“to express or exp]ore feelings in a group settwng or on an 1nd1v1dua1

\

%’gﬁbas1s The teacher was 1nvo1ved in each of the ?pportun1t1es obsevved




bl Tab]e 5
‘ Emotional Development Activities

With Minutes and Percentages out of 480

Study A ' Study B
_ Minutes %Z__ Minutes Z
Expressing or exploring feelings 2 .47 14 2.9%
Mak%ng personal decisions‘ _ 2 A7 0 20 | 4,27
Praise: By teacher 4 | .87 36 1.57%

~ By another pupil .0 .07 8 1.77
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Some examples were:
- Target pupil sitting at back table listening to a teacher led
discussion on how pupils have felt in a new sitdation; 3 )
- Taréet pupil sitting at desk. Most of the pupils on the floor at the :
front. Teacher talking about body posture. Teacher says "If soméone
does something mean to you try doing something nice back to them."
~ Target pupil sitting at desk working 1in math wotkbook while specia1: 
person is calling the rd]] and pupils responding by naming something

for which they are thankful.

Making personal decisions. Pupils were given opportunities to

either plan their own learning or were free to choose from a number of

activities which were available to them in the c1assrooh. Some |

examples of observed behaviour were:

- Target pupil running with hockeyistick playing right wing.b'Twe1ve v rrﬁ
pupils are playing hockey, one is skipping, two have bean bags and
bats,.two-are playing catch yith a ball, two are watching, and two
are or;;nizing their own game. |

~ Target pupil sitting on floor’ listening to teacher say "You may
choose whatever you 11ke. You can't make someone else's space an
unhappy place.”" Pupils choose activities. |

- Target pupil kneeling on floor at fron@&W1th ciass for planning
session. Pupils are brainstorming for activity ideas.

Praise. Examples of target pupils being prgised by the teacher as

well as by their peers werehgbserved. The observations were recorded

_if the praise was directed

r‘/

gc1f1ca]1y at the target pupil or at a
kf.n, : .
group of which the targetwﬁ%pw] was a member. Some examples of praise

~‘3

by the teachers were: @
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- Target pupil lying on stbmach on the floor listening to .teacher count
with-a pupil. Teacher says "Youxshou1d be going down the hallway to
the grade four room."

- Target pupil walking to front of assembly to receive award for being
a good leader in the class. Whole school app19udes.

- Tgrget pupil sitting at desk colouring decorations. Teacher says "I
"noticed people are sHaring and that's special. That really makes it
‘a Valentine day when you do that." 7

Some examples of praise by pupils were:

~ Target pup11 sitting at desk listening to pupils thank grade six
- group for a skit which has just been presenteJ

~ Target Pupi] standing at computer centre working with pupil. Claps
hands when pupil gets the right answer. Target pupil says "Good
gir]."‘

- Target ﬁhpi1 sitting on gym floor applauding for division two song.

Activities not directly outlined as social development activities,
but affecting the social and emotional development Qf pupils, are
summarized in Tab]e 6. | The amount of time spent in dealing with
conf11ct in Study A was cons1derab1y higher than that time spent in

Study B. Forty of the fifty four minutes of recorded conflict in Study

A dealt with pupils being asked to be quiet, sit still, or pay

attention, while six minutes were spent in this type of conflict in

Study B. The pupils in Study A were always part of a total class

teacher-directed group And it appears that the teacher m;y have been

required to spend more time to focus the attention of all the pupils on
the same activity at the same time. In Study B the children were more

actively involved in learning by interacting with one another and



Table 6

Additio social and Emotional Activities

With Minutes and Percentades out of 480

Dealing with conflict:

Pupil-pupil conflict with teacher
intervention

Teacher-pupil conflict with target
-pupil involved as an individual
or part of the group

Target pupil wait time while teacher
deals with conflict involving
pupils other than target pupil

Wait time:

In a learning situation
For next activity.
-~

Interactions/activities not related
to expected learning ‘

Other:
‘ Cleaning up, bathroom breaks, etc.

66

Study A Study B
Minutes % Minutes T
2 47 0 0%
28 T 507 6 1,37
28 5.87 4 .87
54 11.22 10 2.17
66 13.87 12 2.5
138 28,77 8 1.7
204 42,57 20 4.27
0 2.1% 6 1.37 .
20 4.27 34 7.12
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working at a variety of centres so that the teacher did not face the
problems of focussing the attention of all the children on the’same
task for long periods of time. |

When the conflict tiHe in each study is combined with the amount
of praise received by pupils (Tdble 5), - the following comparison can be
made. In Study A four minutes were spent in praising the pupils while”
fi%ty four minutes involved conflict, resulting in thirteen and one
half times ‘as much -conflict as prai;e.J In Study B forty four minutey
of praise were recorded as Opposed to ten minutes of conflict resulting
in nearly four and one half times és ﬁuch praise ashconf11ct.

The amount of wait time in each class may also be related to the
environmental designs. Because the pubi]s in Study A a]wayskworked as
a total class group, a great deal of wait time resujted as individual
pupils were required to wait until everyoné in the class was ready to
proceed. ‘In Study B the organization of the class and routine allowed
.pupils to select activities and to work in small groups.or
independently for a large part of the day. Pupils were free to move to
another activity when they weré finished so that they experienced very
Tittle wait time. The differing environmental}designs appeared to have
a direct éffect on the. amount of wai£ time which pupils experienced;

Both c1asse§ had very few interactions or acﬁiv{tiés not re]ated
to expected learning. The observations coded here related to- the
target pupils engaging in an activity or interaction other than the one
which the teacher intended at that particular time.. The interactions
recorded were observed by the researcher but not dealt with by the |
teacher. These times were in addition to the times categorized undgr

conflict where the pupils may have been off task but the teacher was
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. , T
dea11ng with the s1tuat1on Some exg@p]es o% behavwours opseryed were:

5 : 0" i

- Target pupil sitting at desk chah¢1ng¢w1th;bup11 abouﬁ qu care

Pencil stuck in hair, no shoes on. Teacher Wa1k1ng,g?ound gett1ng

pupils settled. ' | . ‘aﬁg“‘” L e R

- Target pupil standing at back of room chatting w1é@upup11
- Target pupil sitting in chair bes1de anothew pup11, chatt1ng about
erasers, Picks up pencil and copies pupil's number onto own sheet..
The pupils in Study B spent more time in other g]assrbom
activities such as cleaning up. The large number of activities and
‘ménipu]ative materials available to the children may have resulted in
the addit{ona1 time required for this typé of activity.

Research Question #4

'Whg§§js the effect of the given environments on the-program
dimensions? |

Table 7 is a comparison of the two environmental desighs, The -
time spent in éach classroom activi%y has been calculated on the basis ‘
of a normal 300 minute school day. 1Tﬁjs information allows for a |
comparigon of the two classroom environments on the basis of what a
school day would be 1ike for an average pﬁbi] in each study. The twﬁ'
‘classrooms were véry similar in the amount of time spent in the
following areas: \
1. Closed stfuqture pencil/paper activitie;;
2. Receiving information from teacher.
3. Réceiving information from another pupil.
4. Reading a book.

5. Interactions not directly related to expected learning.

pl
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v

Learning Minutes Computed for a 300 Minte Day

®

Activities related to learning:

Pencil/paper (closed structure)
Pencil/paper (open structurqg
‘Manipulatives e
Cooperative sharing - ideas
Cooperative sharing — materials
Group activities - drama, singing
Discussion group - :

Receiving information from teaczer
Receiving information from another pupil
Reading a book

Being read to '
Receiving directions/help/asking

Giving information/answering

Additional soéia1/emotiona1 dimensions:

Interactions not related to
expected learning

Conflict -between teacher & pup11/c]ass

Confict between teacher & other pupil(s)

Mait time in learning situation

‘Wait time the for next activity

e

Other: 7

Bathroom, dressing, cleanup, etc.
Walking to new location '

BE

'#Study A Study B
Min YA Min Z .
34 .34
2 "7
5 20
4" 17
0 24
4 23
1 15
13 15
8 9
3 4
10 4
19 29
10 4
M3 37.72 215 T1.7%
6 4
15 4
17 4
41 8
86 5
165, 55.02 25  8.3%
§4\\‘ i -
11 24
1 36
22 1.3% 60  20.0%
300 100.0%2 300 100.0%
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The two sett1ngs d1ffered in a number of ways. PupiTs in Study A spent

,more t1me in activities reTated to the foTTow1ng

1. Being read to by the_teacher.

. 2. Giving information and answering.

3 Conflict’ © o e

‘4. Wait time. = . . o 4 . 5

1

‘ Pup1Ts in Study B spent more time in the foTTow1ng

= e

1. Open structure pehcw]/paper act1v1t1es

2. Psing manipu]atives.

3; Shering ideas. S . ", f

4. Sharing materiats.

4 .

'5.-Part1c1patfh§ in group activities such as drama and singing.

‘6. Patticipating in discussicn ghoups.
7. Receiving directions or help.
8. Activities suchAasrcTeaning_ub.

9. WaTkind to‘e new Todation for. ahother activity'/

3

]

The percentage of t1me pup1Ts spent in act1v1t1es related dwrectTy

to expected Pearn1ng‘was 90 37 h1gher in Study B than in Study A while ”‘.

.o‘,

the t1me spént 1n areas such as: confT1ct and wa1t t1me was 5607 h1gher

o 1n Study A” gPupwls in Study B spent nearly three t1mes%as much twme in

1KY

T W
new Tocat1on than d1d the pup1Ts in Study A. e
T w.'T-lvvf" . o ’ : y ) “ ®
g‘» K R L ",, S v 7
- Summary . 5d‘d, .'.‘, L

0

\
The generaT observatwons and the categofwzat1on of the spec1f1c

cod1ngs were used to descr1be the phys1caT soc1aT. and emotlonaT

+ .' n

-aspects wathe,cTassroom in each study. A compar1son of the effect of

-

.
A ~

' othen-act1v1tﬂes such as bathroom breaks, cTeanTng up or waTk1ng to a.



/

S | . | [ ' o

/

the given environmeﬁta] designs un the program dimens%ons showed that
"the pUpi1s~1n Study A ‘were 1H$o1ved in considerably more conflict and
wait t1me than the pupils in Study B. The pupi]s 1h‘Study &, on the
other hand, were 1nvo1ved to a much greater extent in cooperat1ve
shar1ng of 1deas and materials, -making dec1s1ons regarding the1r |
f]earn1ng. us1ng manwpu]at1ves. using gross motor sk11;s and movement
and being 1nvo]ved in creat1ve penc11 and - paper act1v1t1es. The amount

of t1me spent in c]osed structured pencw]/paper act1v1t1es. rece1v1ng

information from the.teacher or anae%eripup(1 ,read1ng a book or 1n

interactions not d1rect1y refﬂied ﬁk@@xﬂbctéd 1earn1ng was very s1m11ar ’

in the two classrooms. . SR : .

N



“ CHAPTER V

) FINDINGS, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS:

Q : ‘e

This chapter contains a brief. summary of the study, main findings,

implications, .recommendations for further research, and conclusions,.

Summary of Study ' , //

The purpose of this study was ‘to describe the actua1 ¢1assroo’
time spent by eightvtarget pupils in physical, social,'and emotiona1
aapecté of deve]dpment in two ghade one settings .of different
environmenta] dﬁﬁign The environmenta] desighs of the c]aésrqohs
included the arrangement of the phys1ca1 space as well as the use of

time and)mater1al§. The descr1pto@s for the env1ronmenta1 designs were

based on classrooms described in Articulation L1nkages’(Pa1n, 1984) and
_may have.reflectfd the phi]esophies ofhthe teachehs regardihg how young
.ehijdren Tearn .AThe,descrihthrs 1ndﬂuded {nfgrmatton on the physical
sett1ngS, the use of bas1c teach1ng materials, and the procedures for o </'v

1mp1ement1ng and eva1uat1ng the programs. The c]assroom in Study A. had |

desks arrangedfwn rows and the teacher followed the read1ng and

Rl

mathematits gu1debooks in the given sequence. The class was taught as
a 1arge group with a]] the'pup11s cover1ng the same materials, and theﬁ
teacher d1rect1ng a11 act1v1t1es. The involvement of-barentS'and\
””pupw]s in p]ann1ng, de11ver1ng, and evaluating -the program was m1n1ma1
and there was no cooperat1ge planning w1th the kindergarten teacher.

R
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3

The teacher in Study B utilized learning centres and used teacher

'
¥

Pa ]

guidebooks as.refenences. Instruction was based on the needs and
interests of the‘pup%fg through large group, small jroup. br@%ndfwidua1 K
instructiony and pupils as well as parents were involved with the
teacher in the planning, delivery, and evaluation of the program. The
kindergarten and grede one teachers planned cboperative1y for some
‘acﬁivities for the chi]dren in both c]asses.c
The né@ure of time spent in the classroom, aiohg with physical
: arrangement and the use ofrmater1a1s were considered to be 1mportan£
aspects of the environmental designs. The data were cd%egorized

according to the physical, social, and emotional deve]opmenta] program

“dimensions as outlined 1n Early{Ch11dhood Serv1ces. Ph11osqphy. goa1s

and program d1mens1ons (A]berta Education,* 1984), and were used along

with genera1 obServat1cns, ‘to- descr1be the nature of the time spent in

. these progxaq dimensions in each classroom. These descr1pt1ons led to

a comparison h{\\he effects of the g1ven env1ronmenta] des1gns on the
\

program d1menswons. - ‘ ’ ; Co '
F{ndings
Young children need sufficient time and.space, as well agf
‘apphopriate materials, to help fhem grow and to deve]op into hapﬁy.'
responsibjf adu]fs.' The encodfagehent of‘adu1ts, the love and caring
of those &round them, and the feelings’0f sutcess teach them that they
are worthwh11e peop]e, giving them the conf1dence to reach out ‘to new
vexper1ences. Cohen (1978) has summar1zed some of the bas1c needs of
young chiT&ren regarding their physica], socia] and emotional growth

sﬁ?

e L 3 ,ﬁ



/ crucial in he1p1ng ch11drenzﬂﬁarn Th1s stu@y has coni&dered how some

T Study A spent 95.5% of their day in'stationary positions such as.

As we come to rely on the mechanics of doors that. open
stlently before us,  of buttons and Tlevers that keep us
from exerting "unnecessary" physwca1 effort, let us not,
fail to remember that the basis for competence in
childhood is the competence of the body in action, its
ability to function, and its mastery of the environment
through physical means.
As we avail ourselves of the retrieval systems that
often help us avoid doing our own thinking, let us bear
in mind that the computer is a product of the human
brain, no more than a giant adding machine, and that
unless the mind of a child is allowed to develop fully
through trial and error, exploration and
experimentation, it will not develop beyond the level of
. the,adding machi?é itself. :

We must not evalle the reality that to be human s to
feel as 1 as to think, and feeling cannot be
systemat¥W®d, packaged or taught. It must be
experienced within the context of meaningfulginteraction
with people and the environment. Above all, we must .
expect that feeling will embrace others as well as
oneself, We must stress the social responsibility of o
each for all and of all for each. .
H B |
S S . - @ (Cohen, 1978, p. 26)
it e . S
Educa%grs must recogn1ze that ‘these areas of deveiopment are
%

.of these developmental needs of children 1n two grade one: c]assrooms

were being met. Some spec1f1c aspectshof the physg§a1 soc1a1. and
emotional . program dimensions were observed and the f1ndings summar1zed

‘ Physical Development. A br1ef .comparison of thg?t1me spent by

pupils in each of the two c1assrooms observed shows_that the pup1]s in.

il )

sitting, standiog. kneeling, and lying, and 4.5%‘of'the-time in active

_movemnts such as wa]kihg or running. *Pupils spent 5,87 of the time ;

developing and using gross motor skills. Twelve percent‘of‘the time

was spent in‘penci17paper'activities and most of th%sstjﬁe was soent in

L
- ¥
BN -
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”fh'78 Lowenfe]d 1969) The pup11s in Study B had more opportun1t1es

Cou
75

closed strdctured aetivities. ;Nd manipulative materials were used by
tne pupils durigg the observation periods.

The pupils in -Study B spent 86.2% of their c1assroem time in
stationary positﬁons and i3 87 in hoyeméﬁQWWhiie time. spent developing
and using gross motor skills amounted to 12 9% Fine motor

pencw]/paper skills were used 10. 8% in c]osed strqctured activities and

# 5.97 in open structured activities. Manipulative materials were used

for 3.87% of the time.

\ ‘1earn to contro] their bod1es and master their env1ronment (But]er.'
¢
fofF phys1ca1 change of position and spent a s1gn1f1cant1y greater
percentage of time using gross motor sk111s than did the pupils in

Study ‘A. *actﬁ'vities in, Study B may have.allowed pupilggmore

opportun1t@Es to deveﬁop concepts and fine ﬁ'&or“skii1s through the use

x

oﬁ”hanﬂpu]at1ves wh11e the absence of man1pu1at1ve mater1a]s for: pup11s

in Study A may 1nd1cate that the deve]opment of f1ne motor sk111s
through the use of concrete mater1als was not cons1dered necessary It
appears that the env1ronmenta1 des1gn of the Study B c1assnoom may have

- ] é ’

been more su1ted to meet1ng the . phys1ca1 deve]opmenta1 needs of the

pup11s than the des1gn of the c]assroom in Study A. . e

The env%ronmenta1 des1gns of the c1assrooms may also have ¥

influenced the type of penc11/paper act1v1t1es which were uséd. "In §v‘ Lo

4
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Study A 93% of the pencil/paper activities were cJosed structured while

" in Study B 657 were of th1s nature. The,design offthe c1a$sroom in

7

u"

Study A requ1red pup11s to work as 1nd1v1dua1s in the1r desks at

" teacher d1rected act1v1t1es. Th1s arrangement may have been more

um‘

conducive to act1v1t1es which resu1ted in predeterm1ned products ‘since

a]] students were requ1red to covertthe same material. The

<
centre-based program in Study B where pup11s worked cooperat1veky in

SE R 3 .
encouraged more open structured act1v1t1es s1nce the progrqﬁﬁ% "

designed to meet the individual needs and interests of pup1ls and .

’ J‘k“» S
resulted 1n1a\var1ety of 1deas and products. ‘The environmental des1§nkt“~f

of the ¢l ’f‘é%ﬁs including the use of space, materials, and time seem‘
to hame’izjiihnced the use of open structured'activities for the
pupils., The usé)of'Cehtnes which allowed for frequent movement, the
usezof mahipu1at1vesl and;the 1nVo1vemgnt of pupils and‘parents in
p1ann1‘ng and 1mp?ement%n§%rogram based on the needs’and interests of
pupils appeared to be some of the factors in the environmenta] design
'wh1ch affected the . opportunﬂt1es wh1ch ch11dren were given to be

2

& .
1nvo1ved in phys1ca1 deve]opment activities. . ,
Soc1a1 Deve1gpment Ea@ soc1a1 re]atnor?s@ps are e%ta&i W oo

through play with concrete materials and 1nteract1ons w1th other :
‘Fl

a’ch1kgren or adu]ts (E1k1nd 1981 Stamm, 1976; We1n1nger. 198%%§ The

pup11s 1n Study A were given opportun1t1es for 1nxeract10ns with their

- peers for 14 out of 480 minutes while the pup11s in Study §qaaé 126
R =)
-minutes for cooperat1ve shar1ng of. 1deas agd mater1als in the same

amount of time. " In Study A pupils. were 1nvo]véd in sharing fdeas.

plans, activities, or &gter1als for Six m1nutes dur1ng the observation
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period. This‘amounp gf ﬁime may not have been suffﬁcient to develop
skills in sharing ideas with others, learning to plan and dialogue with
other 1nd1v1dua15. or to work out prob]ems,invo1ved in sharing
materials. The pup1ls in Study B spent 66 minutes in th1s same type of
sharing. Th1swamount of time may have allowed the pup11s to explore,
fhrough interaction. their relationships with others and to build
_ proh]em sd1v1ng skills, Even at times when the children were ;eated at
their desks they had opportnnitiés to interact because their desks were
arranéed side by side in groupSWof three rather than in rows which tend
to’ 1so]ate pup11s from one another |

The amount of t1me dur1ng wh1ch pupw]s had opportun1t1es to
“‘part]cwpate in, group act1v$t1es suchtas s1ng1hg. games drama. and
discyssion was s1gn1f1cant1y h1gher in Study B., The pup11s in Study A
‘spent a total of ewght mwnutes in these activities while the pupils in
Study B spent 60 minutes in group sessions of this nature. During
these activities pupils Qere encouraged to 1isten to one‘another, share
ideas in a larger group, and to follow rules often established by
ad- it The skills deve]oped through activiﬁies are important in
heipirc chi]dnen becdme'members of the 1arger society. It adpears from
this study that the enYinonmenta1 design of; the c]assrdon in Study B
'was more suited td helping pubi}s develop socdaj re]a@ionshipé through
fnﬁeracffongywﬁth otheré than fhe c]aséroom 1n’Study A.

.Ab111t1es to fecejve and give'dnfonnatfdn are importanh social
skills required by children and adu]ts- The pupi1s in Study A Feceived
'1nforma£1onathrough 1nstruct1on and reading for 82 m1nutes and the
pupils in Study B for 102 m1nutes while pup11s spent 16 mwnutes in

Study A and 6»m1nutes in Study B g1v1ng 1nformat1on to other class

o
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members. The percentage of time spent in receiving and giving
information was 20.47 Study A'and 22.67% for Study B, a relafjively
small difference. A greuter difference, thever, was noted in Yhe time
spent receiving directions, help, or asking questions. The pupils in
Study A spent 30 minutes while the pupils in Study B spent 52 minutes
in these activities. The environmental designs of the%!kassrooms may
have had a direct effect on these times. Since the pupils in Study A

spent their time in whoTe class teacher-directed activities the time

requ1red to organize and g1ve instructions may have been less s1nce a11

-

of the pupils were rece1v1ng the samé‘31rect1ons at the same tﬁ%e The

" centre activities and small group work in Study B requ1red‘mdref

A 2
organization and planning time on the part of the teacher aﬁd pup11s

Buddy Days, an Opt1on program. and assemb]1es were tota] school
activities in wh1ch children from all grades intermingledmand time was
required to organize and give directions for these programs. : Since
these act1v1t1es were part of the regu]ar school week the t1ne requdred
to organize and run these programs was reported 1n the study. The
interactions with pupi]s from different age and grade levels gave
pupils additiohal opportunities to develop spcia]}y. |

- Neither teacher had a regularly scheduled storytjme for the

childreg so’ the times observed of the teacher reading to‘the class were

re1ative1“ lo :‘The observed times of the teacher.reading to the class
was. h1gher'1n Study A. because a pup11 brought a book to the teacher and

«
s

asked whether it could be read to the c]ass ‘The teacher reorganized

the schedulé and took tqmeﬂto‘read the book to the pupils.

-

The pupils in Study A spent 16<minutes inlgiving'idfonmation.

instructions, help, or ansWering in the class setting while the7pdpi1s
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in. Study B spent six m1nutes in the same activities. Since the
classroom env1ronment in Study B gave pupils opportunities to interact
and relaté on an 1nd1v1dua1 and small group basis more often than the
pupils in Study A, 1ess time may haye been spent in similar activities
in the who1e class setting. The pupils in Study A did not have
opportun1t1es to interact individually and therefore were given more
time to share information in the total c]ass setting. The sharing in
this category was.vhowevér more directed than the interactions grouped
under«cooperative sharing. The pupi]s were either answering questions
" which requwred a predetermined answer or were giving spec1f1c
1nformat1on asked for by the teacher. The interactions recorded under )
cooperat1ve sharing tended to. be more open-ended, a11ow1ng plpils teo
express their own ideas and give their viewpoints rather_than rep1y1ng
to specifie questions.

The pup1ls in Study B appear to have had more opportun1t1es in
their classroom to 1nteract with one another and thereby déve]op soc1a1
oy W

skills., They spent nine. t1mes as much t1me involved™n. the tooperat1ve

-

sharing of ideas, materials, and act1v1t1es. seven and one half times

as much time in singing, games, drama, and d1scuss1ons. and were

nvo1ved regu]ar]y in act1v1t1es in wh1ch they interacted with ch11dren
from all the c]asses and g\ade 1eve1s in the school. Wasserman: (1974)

4
in her*observations of the "0rgan1c.Day open classroom, found that

cooperative sharingiexperiences contributed to the development of
1nterpersona1 relationships.. The cTassroom in Study B was similar to
the "Organic Day" program in that it gave the children many

opportunities to interact' and to learn w1th and from each’ other thereby

enhancing their social development. The data gathered through
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observations in the two classrooms in this study indicate that the
environmental design of the classroom in Study B gave the pupils more
opportunities to_interachiand thgrefore was mohe suited to adequately

meet the social development needs of young children.

Emotional Development. Children need opportunities to express or

explore their feelings and to experfence success in order to promote
positive emotional development. Their emotiona] development may also
be enhanced by making per;ona] decisions to jncrease independence. The
pupils in Study B were given seven‘times‘.s many opportunities to
explore their feelings, made personal decisiens ten times as often, and
were praised eTeven times mohe than the pupils in Study A, The
opportun1t1es to exp]ore emot1ons 1nvo1ved not only expressions of

feelings bu+«1nc1uded discussions, stdr1es. songs. and 1nteract1ons

rm p051t1ve attitudes toward Tife and to

L3

which helped childre

consider the fee]iﬁgx ers. Although pupils in both classes were

.

- g T, . Qs ‘ T
encounhged to make positive comments to fe]fgw class members and to
. =¥ ; ers.

recognize the efforte and accomplishmihtswoiwophergqyjﬁhoutvcreating a
comoetitive atmosphere, the environmental design of the claseroom_in
Study B appeared to be more cohduc1ve to otherSaspects of emotional
development. Since the ch11dren worked and 1nteracted as 1nd1v1du$1s
~or in small groups for a large part of the day, they needed to make

. persona] dec1s1ons regard1ng their: 1earn1ng act1v1t1es and® thereby
deve1op 1ndependence in the1r thinking and act1§ns . In ordegﬁto work
successfully in the centre—based c1assroom pupils hé@“%o rjearn to :
contro] their own actions and feelings while at the same ?1me

respecting those of the other pupi1s; Sthesg was p]aced on these

values not only in the large group setting but also in individual and



“conflict. Pupils were also required to spend more time,waiting for

R e | ’) Ry, )
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small group activities. Pupils were‘gtye;/many opeortunities to abpﬁy.
these skills in a practical way throueheht the day.. Since the
interpersonal 1nterectiohs in Stedy A were very limited, the pup11; d1d
not have the same opportunﬁties to deve]qe these skills.

Conflict and wait time.are part of“c]aseroem life and can affect
the social end emotional development of. chi]ﬂ?ﬁk. The pupfis 1h gtudy
A spent 557 of their day in interactions involving conflict and wa%t
time while the pupils in Study B spent 8.3% of thgnr time in these
activities. The pupils in Study A worked as part of the total group on
the same task at the same time and observations were coded as conf]1ct
time when the teacher asked pupe@s to sit still or to pay attention to

the lesson. The need to focus and maintain the attention of all pupils

on the same task for long periods of time resu]ted’{h’this type of s

everyone to be settled or ready to continue with 1earn1ng act1v1t1es TR

A‘,

"51nce the c]ass was always taught as a large. group. -When pup1]sswn

~

Study B entered the c]qssroom. they worked on 1ndependent4tasks until
all_pupils were ready for a formaT beginning to the day, thereby

>
reducing wait time. "-The activities at the centres tended to be

open-ended so that pu}ﬂ]s‘cou1d extend learning actfyities or move to-

another centre. aga1nve]1m1nat1ng “Tong per1od§'of‘wa1t time, If a-

[}
"

' pupil needed to be repr1manded the* conf]vct tended “to ingplve on]y the

PR
B
\

P
teacher and the 1nd1v1dua1 pupil wh11e the rest of the cTass ‘members .

'contwnued at the1r act1v1t1es, resu1t1ng in minimal wait t1me for other o

«




having pupils work independently for a signiffcant part of the day:

T

rather than as part of a large group.

on

Impact of the Environmental Design on Pragram Dimensians. ' Ihe't

environmental design affects theiphysica], S jal, and emotibna]

aspects of the classroom. Wasserman (1974 ed the ¢cadem1c

achievements in reading and language sk1l1
. e
) L
students toward reading and school in g&n "in the contbxt of an’
environmental des1gn which she termed am open classPwom. She

discovered that the achievement Tevels“}? the project children were
. e o /
comparable to those in the control group but found a dramatic
. ,J ’
d{fferencg between the project and control children in the area of

attitudes. If the environmental design can affect the attitudes of
. P .

pupils it may also affect the physical, social, and emotional
M

development of young children. The social development of the pupils in

Study B was enhanced because they had more opportunities for
cooperative $haring, personal decision making, movement, exploration
with manﬁpu?ﬁtives. and creative benci]/paper activities. The wjde~
range of activities~avéi1ab]e td\hupi]s.yas well as\Opportunities to
proceed as 1nd1v1duajS‘or as part of a small grdup’to different, |

- learning act1v1t1es, may have resulted in much less time spent in
cconflict and in wait time: Th1s sett1ng.'however. resu]ted in more,

- ~

t1me be1ng spent T}V1ng to new 10cat1ons and in cTean1ng up act1V1t1és

.~ The study Art1cu1at1on Linkages (Pain, 1984) out11ned a number of

a8

eonc1u51ons which were used as a base for further compar1sons of the .

L 4
'effects of the given environments on the program dimensions in this
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1. Study A tended to stress the academic development of the pupils with
i 'ﬁhe'ent1re class workwng at the same material. Study B tended to

empha;wze the deve]opment of the 1nd1v1dua1 ch11d having a w1de

ran e¢of open—ended activities which a]1owed for varying levels of
/

academ1c, physical, social,’ and emotional dev

2. The pupils in Study A were taught to accepff resp nsibiTity throuéh

’homework assignments. corrections made in d 13} work, and by
returhing 1ibrary books. The pup§1s in Study B were encourahed to

‘ develop responsibilty by making ehoices and working independently.
They were encouraged‘to be respodsib]e for their behaviour as well
as for compteting tasks which were asSigned or vo]untari]y selected,
Pupids were mvo'lved in planning: for‘ew centres and in makmg
decisions regarding .daily schedu]es . ‘

/'3. The activtties in Study A were‘ent1re1y teachs; directed while the

environmenta1 design in Study B a]]owed for séif—se1ection of

activities. Pup11s were directed to spec1f1c’centres for structuged
. R,
learning act1v1t1es for part of the day but they were also given e

-

opportun1t1es dur1ng act1v1ty twmes to choose their-own’ 1earh1ng
\«'\ } ’/

situation.

{

Y . / @ -
4, In Study\A a]] pupils covered the same Mater1a1 at the ,same time

- B T S '
-except for read1ng where one group of pup11s was further ahead 1n !

s/

ﬂﬂa ~, the. reader being used. Records kept wére based on test marks scored
# by the pupils. In Study B act1v1t1e§ were p1anned to at]dﬁ\for the -

varying needs of the pupils. Anecdotal records were. kept on the )

»

academic, social, phys1ca1 and emoﬁ'ona] growth of the pup1ls

4

5 The pup11s in Study A tended to work 1ndependent1y at thewr

4

individual ass1gnments,or as part of a teacher—d1rected‘group.A In .°
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Study B, the pupils worked in small groups and_gejped each otheﬁ.
1ﬁ£erac£1ng with th oeefswin learning activit%es. The social and
emotional development of,the’ch11dren was thanceamby utiTizing peer
feaching, decision making, and responsibi]ity for werk and
behaviour. ' . | ' ) | .
6. In Study A 8.3% of the class time waé §pent'ih askieg pupils to sit
st113. be quiet or to pay aefention. Iﬁ’Study‘B;‘communication‘
between‘pub11s was encouraé%d and pupils were taugh£ to respect
“other members ef the class by ne} interfering with their 1earh{ng.
.The teachers in both cfassropms\were rated as excellent by the
Edmonton'PuB1ic Schoal Board ECS consultant. The environmental desigh.
rather than @eacher ability, may have been the major reason-foﬁ‘the

classroom environment in Sfﬁdy B being more suited to meeting the

aeve1opmenta1 needs of children in the physical, socgial, and emotional

‘"program dimensions. The descriptors for Study B were the use of

learping centres, the participation of ehi1dren, teachers, and parents
in the p]anhing.\de11very; and eva1eation of the program. the use of
read1ng and gu1debooks as references rather than being sequentwa]]y
fo1lowed the 1nd1v1dua11zat1on of instruction based on pupils' needs,
and parent part1c1pat1©n " It would appear that these aspects of the

environment had a pos1t1ve influence on the phys1ca1, soc1a1, and

emotional development of the pupils 1in the c1assroom

Implications

The ECS Branch of Alberta Education has prepared a'prospectus For

the development of draft policy for ECS/primary articulation

‘(Torgunrud. 1985): Section 4.4 of thje prospectus states that

84 .
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_ Instructional alternative will stress:

Extensivé opportunity for handling of concrete .
objects .in developing language- (commundcation) ;
competence, emphasizing both 1nd1v1dua1 and social -
1nteract1on Con N

‘Deve]opment of know]edge, sk111s and attitudes from #
traditional subject areas through learning centres:
which provide opportunities for exploration,

+ manipulation and 1nvest1gat1on. apart from subject
barr1ers.

i

o

(Torgunrud, 1985, p. 5)

1€ a cont1nueus program based on deve1%3m;nta1 needs of children
.1s to be formed and susta1ned then the findings of this study may have
1mp]1cat1ons for deve10p1ng such a program for children from 4 1/2 to 8,
years of age. Phys1ca1 deve1opment of gross’ and fine motor skills
through the use of manipulative materials as well as a var1ety of
.penc11/paper act1v1t1es/are 1mportant for ch1]dren. Cooperat1ve

»

" sharing of ideas and m\ier1a1s of fers ;hw]dren opportun1t1es to: learn
from each other and to develop 1anguad€ as well as social sk111s D
Opportun1t1es to express and exp1ore feelings, to 1earn to understand
oneself and others, and to make persona1 dec1s1ons help children
dave]op emot1ona11y. Since the subject barr1ers are to g1ve way to an-
1n£egrated program.wh1ph-emphas1zes a ba]anced interactive approach to h-
"’the emotional -inte11ectua1 physical, and soc1a1 developmental needs
of ch11dren, the findings of th1s study may have 1mp11cat1ons for
creating such programs through the_userof time, space, and‘mater1a1s;
- The environmental design of Study B'adpeared to be more suited to
meetind the developmental needs of.young chi]dren, The pupils were

involved in more open structured pencil/paper activities, used

manipu]atives} had more opportunities for cooperative'sharing of ideas

£
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o,

and materials, ahd'pa?ticigqted in more group activities such as

.singing, drama, and discussions. 'They were also inyolved in planning,

decﬁgﬁod making, and in the exploration of feelings.

g

1.

-

*This study may, .therefore, haye the fo]]owiﬁg imp]icqtibns for

. classroom teachers.

The classroom environment must give children opportunifies to
interact with one another. Children need to share ideas,

activities, and matérials in order to develop'éocia1 skills. The

86

use of centres and small group rather than total class instrdction J

may be some positive ways in which to provide students with these

. ) . )
oppor?unities.

.- Children need opportunities to work with manipulatives to develop

fine motor skills and concepts. The use of some workbooks and
worksheets may need to be delayed and the pupils given more
opportunifies to~work with concrete’ materials to deve1dp thesg

‘ j i . |

skills 1ﬁ their early years.

.-Chﬁ1dren‘need to be involved in decision making and in planning

their learning. The &iganizatjbn of space, materials, and time in

the classroom must give pupils these opportunities.

Individualization of instruction based on the needs and interests of

students through the use of learning centres would be one approach

which would allow for these opportunfkiqsl

.

a

This study may have further implications for teacher inservices.

1. The use of centres as a teaching method may be conducive to but may

" not necessarily ensure that deve16pmenta1 needs of‘éhi]dfen ara

(

N
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being met. ThisAstudy has focuséed'on a number ofﬂgpecific

" developmental e?s of chi]Hreh and'emphasis should be p]ace&ion

meeting these needs. ‘Stréesing the importance of'codperatiye f

sharihg of ideas and materials, decisiod§¥;k1ng. use of

mq&ipu]gtivee. and open ended\QCtivities will g1§e teachere specific
goals to ieeorporéte jnto their programs. Centre based c1essrooms
wh%ch gnhance thevdeve1opment of the whole child may emerge but the
steps anq§§1rect1ons outlined for teachers shou]d be much more \
specific than simply advocating learning centres as a teach1ng
method. ‘ |

2. Every effort should be made to eneure thatxkindergémgen and primagy
teachers are h1gh1y sk111ed and trained. A thorough keowledge of
'chq1d and 1anguage deve]opment w111 be cruc1a1 if the teacher is to

L

“creaté”an env1ronment which will stress the development of the whale
. f _ "\

child through play and exploratory activities. The teacher must ber~

sk1]1ed in observat1ons of children as well as know]edgab]e in their

deve]opmenta] stages in order to guide them in such areas as

cooperat1ve sharwng. decision making, and exp]orat1on of fee11ngs

This study meylhave the fo11ew1ng implications for gover%ment agenc1es

end school boards.

1.fThe classroom environment can ‘enhance the sSciaﬂfgnd emg}iona] ’
deveTopment of children bet a wide range of professional help will
need to be made avai]ab]ekto aid ehd support the classroom teacher.
Social, emotiona], ph§21ca1. medipé]. or family prob]ems all affect

children's development and help will neéd to be.readily avai]ab}e.if'

children are to develop to their fuilest potential in all areas.

A | ; - ( ‘ A\
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. Children need to be provided ;1 h opportunities to exe}ore.
manfﬁd]ate. and investigate. ~'The development of language thfough
" social interactions and the_hand]ing of concrete objects are a]so

- important. CTass sizes must be  small enough to allow adequate
interqction‘hithnadUTts to guide children in this type of learning.

3

~N

.

Récbmmendatibns for Further Research

rThis study,ﬁas deﬁcribed the nature of time spenf in physical,
socia{, a&d egiotional developmental-activities in two grade one
classrooms of different envifonmenta1'de§1gns. The descriptions were
based on/ﬂ?ggtgathered through specific obsgrvations of four target

o ,

pupils in each classroom as well as general observations of the
classrooms.. The effects of the environment on the three deve]opmenta1
program dimensions were significantly different. On the basis of the

. L S
findings and results of this study, the following recommendations are

made for future research.

& : .
one, two, and three programs will be a major consideration in

examining early childhood classrooms. Consideration of how these

88

1. The preparation, skills, and attitudes of teachers in present grade\

teachers view young chi]dren'and_their understanding of how children

learn may be necessary in order to understand why some teachers

organize in particular ways, and why some teachers change their
classroom structures.. Such research wqu]d provide a basis fér
pTanning meaningful inservices for teachers to aggist them in
providipg programs based on the developmental needs of children,

2. The environmenta] design of the classroom can affect the 5hysica1r

social, and emotional development of children. Wasserman (1974)
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found that the organization of timg..spaﬂe. and materials in the

classroom also affectéﬁ the aétitudes of children toward learning.

If the envir?nmenta] design of the c]gssroom can affect attitudes’as

well as phys}ca]. ;oc1a1. and emotional deve1opment of cHi]dren,

furtherTresearéh is needed to determine how academic learning is

'@ffected by cHanges'in the use of time, spa&e; aﬁdiméter1a1;f

3. Conflict and wait time were_significant]y different in the two
classrooms observed for this study. ‘Fﬁrther resedrch 1n_this area
is needed to détermine the effects of conflict and wait time on
acédemicklearning as well as on the social and emotional development
of,young children.

4.,Tea¢hers create'd{fferent environmental designs in their classrooms.
Research is needed to determine how thgse arrangements of time,
space, and materials are related to the teachirs' philosophies of
how children learn,

5. Young ;hi]drenAneed to explore with materials and relationships in
order to Tearn. rAthhai age are chi]dren ready to move to a more

“abstract form of education? Research might determine at what level

large grbup'instruction becomes effective.

- Conclusions
Chapter- I of this,study indicated some concerns which educators

énd'reseaﬁchersﬁhave had during the past thirty years regarding'the

experiences of young children entering schoot. The social and

emotioﬁa] adjustment problems of many children appear to be affecting

]

their academic achievement. Furthermore, an increasing number of

w;iters are expressing-the concern that opportunities for children to

-

LT
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develop physically, socially, and emotionally in our society are being
hampered by pressures ing from techn61ogy and changgs in the
structure of the family ..it (E]}ind. 1984; Postman, 1982; Winn, 1983).
;At the same time, howevef. there i1s a movement to returl to the basics
_in education. ' The concern_thdt children cannot read or ﬁerform basic .
'méthematica] functions 1nd1Eates that children may.not be achieving
academically either. While educators attempt to deal with aT} of these
prgb]ems. Naisbitt (1982) ufges us to consider the fact that the

%ndust;ia1 baée of oﬁr society is being replaced by a new
informqtion—e]ectronics economy and that we must devote our energies to
solving the problems and developing the opportunities of this new
economy,. The queétion arises whether.chi1dren's needs can best be met
by returning to the basics é} by mdv{ng to new approaches to help
children grow up 1ﬁ our society.

Chapter I1 6ut11ned.sqme basiq;geeds of young children aﬁd how
they deve]op physic%]]y,lsocia]]yfzand epotiona]]y. Although society
may h#ve moved from an industriai\ba§e to an information base, and the
structure o% the fami]& unit/may be altered, the time.and experiences
which young chijdren need 1ﬁ'order to grow and déve1ob have not
changed. Children still need to use their minds and bodies to explore,
discover, and learn. The philosophy of ECS in Alberta (Alberta
Educatidn? 1984) recognizes these facts and gives direction for
establishing programs based on the deve]opmeﬁ£a1 needg of children. Is
it possible in our society to meet both the challenges of the new
information explosion as well as the needs of”young-chi1dren who still

need time, space, and appropriate materials to develop to their fullest

potentia]?'
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This study has suggested that the use of space, time, and |
materials in the classroom can affect the opportunities which children
have to develop physically, socially, and emotionally. Wasserman \
(1974) suggested that the environmental design of the classroom affects
the attitudes of children toward learning and‘schoo1. Goodlad ({984)
discovered that young adults remembered about schools the learnings
which creative teachers had made meaningful to their present lives. He
suggested that "we would be well advised, it appears, to look less to

. . _
test scores in determining thgéqggffzjgﬁf educating in our schools and

3@ q.\[«\; 2 ?’

q,‘more to what students are ca11ed¥5bdh§&5ldo" (Goodi&ﬂyflia€'¢”¢
The environmental designs of our c1a§srooms may be a i%;%Y%'b:bﬁidinQ
children time, space, and materials to learn and deve]op\wh11e at the
same timelgiving them opportunities to learn through experiences which
are meaningful to their lives. The opportunities students have to plan
their learning, to make decisions, to interact with others, to use
concrete materials, and to be involved in self-directed activities will
not only help them to dgvelop physically, socially, emotiéna]]y,
intei]ectua11y, and creatively, but will also allow their Tearning'to
rpe meaningful in the context of the larger society in which they live |
and grow. The 1nvo1§ement of pupils, parents, ‘and teachers in the
planning, &%1ivery, and{?VE*uation of the school programs will ensure
that programs are suited to meeting the needs of the students; The
implications, recommeqdations, and conclusions of this study,all seek
to encogr&he thg créatign of environmental designs in classrooms which
w111 ﬁeét developmental needs of children as well as give them the

necessary skills to function in a changing society. As our world

becomes flooded with information which can be retrieved instantly

&
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i
through the use of computers, the key to educating our children may lie

’
not in new curricula or more gtr1ngent tes;s but rather in how space,
time, and materials in classrooms are used to help children develop
their decision making,and planning skills so that they can use the &
information and.tecﬁfz1ogy available to them. The cooperétive sharing ‘
of ideas and materig1s is an ability which is essential knla wor1d
where highly specialized training and‘occupations exist., In our
complex world, schools must consider the Ehysica]. social, and
emotional needs of pupils as well as the acadehic skills, It appears.

that the environmental designs of classrooms can influence how well

students learn and become prepared for adult 1life,
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APPENDIX 1

LETTER TO PARENTS . i

January 25, 1985J
Dear Parents, ' /

. _;f}
During the week of January 28th we will be observing’in your,
child's classroom. We are presently enrolled in a Mgspér of Education
program at the University of Alberta and this practical classroom

experience will enhance our studies.

We took forward to the time we will spend with "and the

: . / '
grade one pupils at Elementary/School,

Yours sincerely,

/ - Mary Neely
Kae Neufeld
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APPENDIX 2
N

INTER—QBSERVER AGREEMENT

Samples of anecdotal observations which were considered to be in

agreement for classification into the categories of pupil

- behaviour used in this study.

-

Researcher 1: Target pupi1 sittﬁng in desk“ waiting‘for teacher who is

gettwng ‘ready to give 1nstruct1ons

o (ﬁ,‘,

Researcher 2: Target pup11 s1tt1ng 1n desk 1ook1ng around the room
\

wh11e teacher greets students and then ta1ks to 9 o c]ockers.

Researcher 1: Target pupil sittingiin:desk,"playing with scissars while

teacher is giving instructidnsfto the other group.

Researcher 2: Target pupil sittingfinﬂdeSk."p1aying with scissors and -
. ’ M * . ' 8
eraser waiting while teacher gives directions to 9 o!clockers.

B,

JS%, G i

Researcher 1: Target pup11 s1tt1ng 1n desk wifh'penc11 #n hand

A

watching. teacher write a pupil's sentence on the b]ackboard

Researcher 2: Target pup1] sitting in desk on 1eg. holding penc11:
watchinq,teacher print1ng another student's sentence on the

blackboard.

99
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Researcher ‘1: Target pupil sitiing in desk, writing a sentence. Says

"I know." Teacher comes over and checks work. Marks it right.
. Target pupil waves hands, saying 'Yeah, I got one right," Whole

class in desks,

)

Researcher 2: Targef pupil printing in notebook. Says to teacher "I

know." Teacher corrects work. "Yeah!" Claps hands. "I knew I
n " ps N

got it right." A

Researcher 1: Target pupil begins to work again, writing in book and

checking from the b]a&kboard. Shows researcher 2 his work,

Researcher 2: Target pupil sings a soné and copiés from the blackboard.

Shows me his work.

Researcher 1: Target pupil comes to the back table with a pencil, jumps

up and down. Sits in chair playing with pencil, waiting for the

o, y

teacher. .
'\

Researcher 2: Target pupil moves to back table, talking out Toud to no

one in particular. Sits at table, looks aroqnd, ETaps hands,

plays with pencil while waiting.

Researcher 1: Target pupil sitting in desk, holding up b]oqksfor////
y
teacher to see, Teacher explaining 1 + 2 and 2 + 1 equa]g/3.

Children making number stories witH different colored blocks.

Researcher 2: Target pupil sitting in desk, holding’up a groub of

£

blocks made at the direction.of the teacher,’2.+ 1=3,1+2=3.
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Researcher 1:iTarget pup11 sitting on the floor playing memory”card

game with 4 other pupils. Pupils chat about tqrns and game rules.

Teacher works with individuals at the front of the room

\

Researcher 2: Another game has begun., Twovaddiiiona1 pupils have

joined;.‘The pupils dialogue re thé€ game structure. Printipal has

entered. Pupils take no note of her.

‘Researcher 1: Target pupil stghding beside another pupil's desk, asking
" for graser. Goes to desk and then returns eraser to pupil. Whole
class 1n;desks‘gr1ting DEAR on bookmarks. Teacher circulating to

-

he]p‘&:pﬂs with readihg.

Researcher 2:.}arget pupil over at another pupil's-desk, sharing ideas
.. (dialogue) re: eraser =» Pupils have been asked by teacher to

print DEAR on cards. All pﬁbi]s in desks, reading books 'given to

~

them by teacher. - Ny
v ~
» S
. ‘ \\ - L.
v NG
Researcher 1: Target pupil sitting in desk, 1ook1ng_at\bggf;\\f?o1e
é]asé activity} Teacher handing out cards\?or pupils. R

.

-~

Researcher 2: Target pupil sitting in desk, flipping through a book,

wqtching teacher pass out cards.
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APPENDIX 3 ¥

DAILY SCHEDULES

- STUDY A

Monday ‘,Tuesday. Wednesday  Thursday Friday
S Language Arts - Ea}1y Shi ftmmmmmmmmac>
< .Mu;ic ‘ >
Phonics Science  Phonics Phonics  Science
< Recess- >
Math ‘Math Math Literature Math
Math * Gym © Math Math Library
< ’ \ Nqon ; >
< Printing ‘ >
Soc. St. Soc. St. Art , Soc. St. Gym/Health
< Story : >

- -
<~ Recess : ——>
PR Language Arts - Late Sh{ft—-————————:§:{

e , .

4 )
-
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APPENDIX 4

L4

PROGRAM DIMENSIONS
The following descriptions outline the ECS hﬁogram dimensions as
ﬂhey were used to categorize the data gathered through classroom
observations.

-

Physiéa1 Development

Gréss motor: Skills that involve jarge‘mysc1e activity and are present
in movements such as crawling, walking, running, 1éap1ng, jumping,
hopping, galloping, skipping ang climbing.

Fine mbtor: Skills that involve muscles in the arms, hands énd fingers. =
They include finger speed. arm steadiness, .arm and hand pr;cisionih
finger and hand dexterity and are present in activities that
involve the manipulation of small materja]s.

a) Pencil/paper activities:
Activities/us}ng pencil or crayons.
b) Manipu]ati&es;
Activites including cutting, pasting, sorting, folding of‘using
R

small equipment such as blocks or tiles.

Sensory awarenéss: Using the senses of taste or smell.

104
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Social Development

i}

Cooperative sharing: Workjng together with another pupil, or a group of
pupi]s‘with or Qithout the teacher“present.

a) Cooperative sharing of ideas, planning, activities, dialogue.
Interactions related to learning.

b) Cooperative sharing of materials such as*art supplies, blocks,
computer. Pupils share the materials while working on their
individual assignments.

c) Cooperative sharing in a group'éctibity such as physical
education, games, drama, singing.

d) Being_part of a‘diécussion group either as a speaker or
listener. Pupils are given opportunities to express their own

2
ideas’
Receiving informatioh: Pupils are being taught specifid information or
. skills,

a) By teacher, parent, listening centre, film.

b) By another pupil or pupils.

c) By reading/looking at a book. y ’

d) By being read a story.-

Receiving directions, help, asking for help or direction, announcements
from teacher or other adult. Pupils are given information
regarding organizational matters or receiving clarification for
assignments. |

Giving instructions, information, help, answering. Pupils share

information with the rest of the class.
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Dealing with conflict: N

a)
b)

c)

Wait time: The pupil waits for the ?2
i

a)

b)

PJBi]-pup11 conflict with teacher intervention.
Teacher-pupil conflict with tdrget pupil involved as an
individual or as.part of a group.

Target pupil wait time wh11é{teacher dea]s with conflict in

I

“which the target pupil 1S'not.1nvo1véd.

Xt activify:

In a learning situgtion: Tﬁg-f‘pi1 may bé part of a group where

the activities are re1ated bg'{earning but the pupil waits for

,,f ““v
i s‘ﬁ%

1

;:-exaﬁpies g%i

of the groups Som

N

v_“

ed by the teacher to be part

a turn. The pup1
fﬁhe teacher puts the date on
the calendar, listens to pupils couht. or writes something on'
the blackboard. Pupil gs asked to sit qhigﬁ]y but is nét given
directions to be personally involved in the activity in any

way.

waiting for next activity: The pupil is either waiting with the
class in situations such as waiting in line to go to the
gymnasium, waiting as a group while the, teacher works with
another part of the class, or waiting as an individual while

other members of the class are finishing an activity.

Interactions/activities not directly-related to expected 1earniﬁg.

Pupils may be involved*in dialogue or activities which are

different from the ones‘in which the teacher gsked them to

participate.
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Emotional Development

Expresses or explores feelings: Target pupil expresses feelings or is

]

part of the groupvwhere feelings are being !i:cussed,

Making personal decisions: Target pup11 makes a decision regarding own
learning activity or bartakes in group de§1s1on makingf

Praise: The target pubi] is praised as an individual or is part of a
group being praised. |

a) By the teacher,

b) By another pupil. ¢

Other Activities

Include such activities as goinb to the bathroom, getting coats on for

recess, cleaning up.
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CLASSROOM FLOOR PLAN - STUDY A
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CLASSROOM FLOOR PLAN-~ STUDY B

APPENDIX 6
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