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FOREWORD

This book was especially prepared for elementary and second-
ary school teachers and administrators who are grappling with the
question of how to go about implementing nongradedness. It pro-
vides specific models, guidelines, suggestions, and references which
could prove to be of much practical assistance. It brings one face to
face with the hard realities involved in implementation.

The book opens with a chapter prepared by the editors on the
problems teachers face in preparing to implement continuous pro-
gress and describes a strategy for preparation. This is followed by
five chapters prepared by elementary teachers and administrators
outlining specifically the details of how they went about implemen-
tation. Three of these chapters describe the processes involved in
transforming a particular elementary school from a graded to a
nongraded basis. The fourth chapter describes the personal experi-
ences of an elementary school teacher in establishing a nongraded
reading program in a self-contained classroom. The fifth chapter
gives the details of a specific pilot project on nongrading the langu-
age arts program.

All the chapters pertaining to secondary edu-ation describe
strategies or attempts to develop curricula in the basic disciplines
suited to the needs of a nongraded school. The objectives, basic
understandings and skills, and suggested teaching techniques and
learning activities for a sequential secondary English program are
presented in detail along with a plan for organizing and implement-
ing this curriculum in a specific school. Course outlines for a non-
graded mathematics program have been developed in which objec-
tives, concepts and operations, and suggested teaching techniques
or approaches are specified. In the area of science a broad overview
of a nongraded science program is presented. In the social studies
a strategy for transforming the curriculum outline for the province
of Nova Scotia into a plan suited to the needs of a nongraded second-
ary school is developed. The book ends with a very comprehensive
and up-to-date bibliography on nongrading, team teaching, and
individualized instruction. The preparation of this bibliography
involved an elaborate extension and updating of the one published
in A Teacher’s Guide to Nongrading, 1969.

The materials presented in this book represent primarily pro-
jects developed by teachers and administrators enrolled in the
weekend course on Implementing Nongrading offered by St.
Francis Xavier University in 1969-1970 academic year. To the fol-
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lowing teachers and administrators who worked so diligently to
prepare these materials is owed a special debt of gratitude:

Elementary: Sister Beaton, James Burton, Donald Campbell,
Anne Marie Conn, Kathleen MacNeil, Marie Stefano, and Jane
Sharp.

Secondary: English A—Marie Walsh, Mary Walsh, English B—
Margaret Bonvie, Marie Walsh, Mary Walsh; Mathematics—John
Broderick, Antonia Corsten, Irene MacKay, Agnes MacLellan;
Science — Mary Chisholm; Bibliography — Paulette Poirier.

Words of appreciation are also in order for the capable aid
provided by our student assistant, Margaret Carpeneto.
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Chapter 1

AN APPROACH TO PREPARING FOR THE IMPLEMENTATION
OF NONGRADEDNESS

What The System Fas Done to Teachers

Too many teachers react to change with doubt, hesitation, fear,
and sometimes outright hostility. The claim has been made that the
greatest opposition to nongradedness comes not from the general
public, or parents, or school boards, or pupils, but from teachers.
One explanation that has been given is that teachers are “down on”
nongrading because they are not “up on” it. It is our contention
that if a significant number of teachers react adversely to such an
innovation, the educational system must bear a great deal of re-
sponsibility for making them that way. How many idealistic, ener-
getic, and creative young teachers have been squelched into passi-
vity by the bureaucratic demands of the educational system? Laying
the blame at the door of our educational system calls for an explan-
ation. An examination of the reasons for this is in order.

One of the worst sins committed by the system is the large
teaching load it imposes upon teachers. It is customary in *his pro-
vince for teachers to have not more than one period per day during
which they are free of actual teaching duties. In a significant num-
ber of schools teachers have no free periods at all. Outside of the
time they spend teaching, they have to prepare lessons; construct
and correct assignments, tests and examinations; confer with pupils;
consult with parents; and attend meetings. In addition to these
basic professional duties, a whole barrage of non-professional
activties impinge upon them. They must do yard, washroom, corri-
dor, lunchroom, gymnasium, and study hall supervision. They must
coach sports teams or direct or supervise extra-curricular activities.
They must complete a vast number of forms such as attendance re-
ports, health reports, report cards, and cumulative records. It does
not take much reflection to lead one to wonder if it is really econ-
omical to have professional people doing all these non-professional
tasks. Would this be required of a doctor or a lawyer? Would busi-
ness or industry stand for this wasteful kind of utilization of its
professional staff?

The school system is paying a very high price for the excessive
demands it makes on teachers. What is sacrificed is excellence.
Where is a teacher to find the time to read, to reflect; to assess, and




to dream—the processes that bring true innovation? Teachers geu
so bound up in the demands of the system that often they have to
get outside of it before they can see what has happened.

The financial limitations imposed on our educational system
demand that teachers get along without many things that are musts
for offering a flexible program to accommodate the needs of youth.
Educators are amazed to find that many teachers do not feel com-
fortable about using a variety of instructional materials. How could
they expect them to react otherwise when for years these teachers
were conditioned to have no materials other than prescribed text-
books. The amount of money currently available for resource ma-
terials is still most inadequate. This is the first year in which the
Department of Education in our province has allocated money for
the purchase of school library books, and tne strings attached to
this allocation make it impossible for a considerable number of
schools to get it. If you want to know the real reason why pupils
cannot read, it is because our schools i1ave been unable to expose
them to a variety of quality books.

People who wonder why teachers do not organize their classes
flexibly for instruction should take another look at the physical
plants in which they operate. Almost without exception classrooms
are the same size, and the library space permitted under the Foun-
dation Program is totally inadequate. Schools are not built to ac-
commodate a particular program; the program has to be accommo-
dated to the building. In addition, overcrowding is a chronic condi-
tion. How can one expect teachers to encourage large group instruc-
tion, small group discussion and laboratory work, and independent
study when most of our schools have neither the physical facilities
nor the minimum of resource materials needed to carry on these
activities?

Some of the blame for mediocrity must also be leveled at auto-
cratic and outmoded administrative procedures. Democracy appears
to be more honored in the breach than in the observance in educa-
tion. How many administrators permit teachers to share in the task
of developing school policy? How many administrators consult
teachers regarding how the :caching load should be assigned or
how the class should be organized and scheduled for instruction in
their department? How often 1s the advice of teachers sought re-
garding the purchasing of equipment, facilities, and books which
they will use? How much freedom do teachers have to devise an
evaluation procedure suited to the needs of their particular group




of pupils and the subjects which they teach? We are not posing

these questions and issues to excuse the weaknesses of our educa-
tional system. We are not posing them to exonerate teachers totally

from blame for our educational ills. We are posing them so that
people who read this book will refiect on what has happened to our

school system and work to do something about it. We need a com-
mitment at all levels, from the Provincial Department of Education
to local school boards and administration, to the developmeut of a
school system which will encourage, support, and reward the kinds
of initiative, creativity, and innovation on the part of teachers need-
ed to offer top-quality education to all youth.

In spite of the obstacles imposed by the system, the tzaching
profession has been blessed with a fair share of creative people who
have searched continuously for better ways to educate our children.
It is these people who, for the most part, are attracted to the idea of
nongradeness. To them it offers some of the answers for which they
have been searching. Fortunately for us, it was this type of person
who appeared to be attracted to the weekend course on Implement-
ing Nongradedness which was offered by St. Francis Xavier Univer-
sity during the past academic year. An observation of the effects
that the activities required by this course appeared to encourage
leads us to believe that from it we gained some insights that might
be helpful in improving the in-service activities associated with the
implementation of nongradedness. In the pages that follow the
nature of this course will be described, the reactions of the people
who took it, and the insights gained into in-service education.

THE WEEK-END COURSE ON IMPLEMENTING NONGRADING

The week-end course on Implementing Nongrading was de-
signed specifically to meet the needs of interested practitioners.
This course was divided inte two sections: one for administrators
and elementary school teachers; another for secondary school
teachers. Two professors offered the course. One had a background
in administration and elementary education. The other had a back-
ground in secondary education. A review of the following copy of the
course outline will acquaint you more specifically with the nature
of this course.




Course Outline
WEEKEND COURSE ON NONGRADING
Education Department, St. Francis Xavier University

Objectives

To develop an understanding in depth of the various aspects of
nongradedness required to engage in the process of implementation.

To delineate those aspects of current nongraded plans that
may be adapted to local conditions.

To develop a detailed plan for implementing nongrading in a
particular local situation either at the administrative level or at the
level of curriculum and instruction in a particular discipline.

Course Description

This course on nongrading will be offered on a consultative
basis and will be individualized to accommodate the particular
needs and interests of those participating. Books and materials will
be recommended for purchase and will also be made available from
a library on nongrading which will be developed specifically for
those taking the course. This course will consist chiefly of individu-
alized reading and study and the development of a plan for imple-
menting nongradedness suitable to the peculiar situation of each
person taking the course. From time to time the candidates will be
required to consult with the co-ordinators of the course to evaluate
their progress and to obtain help where needed. Evaluation will be
based on the quality of the work submitted and on the candidate’s
ability to assess and defend what he is doing. Al work submitted
should reflect knowledge of sound procedures in admin-
istrative and curriculum planning. To be more specific, the course
may be divided into a number of phases:

PHASE 1

In order to obtain needed background information on the
theory and practice of nongrading, all candidates for the course will
be required to attend all the sessions at the Saint Francis Xavier
Institute on Nongrading.

PHASE Il

On the first Saturday of week-end classes, all candidates for
the course should assemble te present co-ordinators of the course a
submission or proposal for implementation on which they intend to
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work. Each candidate’s proposal should be relevant to his own situ-
ation, not a hypothetical one, and should reflect adequate back-
ground reading and insight into the basic concepts developed dur-
ing the institute.

PHASE Il

At this stage a candidate should prepare or outline a step-by-
step procedure for implementation. A detailed plan for implementa-
tion should be accompanied by a bibliography of background infor-
mation. Consultation with the co-ordinators will be necessary .in
order to refine this procedure and to assess the soundness of the
proposed course of action. The time for this assessment will be de-
termined through consultation with the candidates taking the
course.

PHASE 1V

A series of progress reports will be required from January to
March to enable each candidate to refine his detailed plan for im-
plementation.

PHASE V

The course will end with a final report which will involve the
submission of the completed plan and a defense of the procedure
which will be used for implementation in the following year.

Attendance at the St. Francis Xavier Institute on the Nongrad-
ed School, which featured seven of America’s finest experts on non-
grading, gave all the participants in this course a comprehensive
background on the theory and philosophy of continuous progress
along with many ideas on implementation. Prior to Chrisimas, two
general sessions were held to enable the teachers to exchange ideas
and pose questions. At one of these sessions a local administrator
gave a talk on “New Developments in Education in Canada”, basing
his views on the insights he gained from a cross-Canada tour of in-
novative schools. As a capstone for this course, Dr. Joshua Segal
and Mr. Arnold Taub, Principal and Vice Principal of John Dewey
High School, Brocklyn, New York were the featured guest speakers
at a weekend workshop on nongrading held in April. These gentle-
men described in detail the processes and problems involved in
implementing nongradedness in their high school.

At first the idea of a course which did not make primary use
of the lecture method proved to be strange and uncomfortable for
some people. Most participants were used to being told what to do
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whereas in this case they had to decide the issue to be studied, and
the course of action required to see it through to its logical conclu-
sion. A few weeks of background reading seemed to allay many of
their fears. With this behind them, they began to grapple with de-
fining their proposals and the procedures for their development.
Some decided to work together on common projects; others decided
to work alone. In developing their projects, they found their pro-
gress to be uneven. Some weeks they found that they forged ahead.
At other times they groped and struggled and suffered more set-
backs than gains. Such is the path of independent study.

One of the things on which the participants generally agreed
was that as a result of the kind of work they were doing on their
projects, they were more prone to question and evaluate what they
were doing in school and to search for better ways of reaching their
goals. Some of the people who worked together in groups claimed
that the greatest value of the course came from the opportunity it
gave them to share informally ideas with their associates. In other
words, they learned a great deal from one another. When one
teacher was passing in her paper, she remarked, “This was quite a
learning experience”. And that was exactly what the course was
designed to be.

AN APPROACH TO PREPARING FOR IMPLEMENTATION

Our experiences in working with practitioners in this course
and in doing in-service training have given us some very definite
notions on how a staff should proceed in preparation for the imple-
mentation of continuous progress. When a staff embarks on this
project, background information is a must. It is necessary for them
to read up on the philosophy and theory of continuous progress, to
review write-ups of existing plans, to hear and question competent
guest lecturers, and to visit existing nongraded schools, where this
is possible. Preparation, however, can suffer from “overkill”. You
can beat this idea to death. There quickly comes a point where the
reading and listening must be combined with planning and action.
It is particularly to the question of the kinds of staff activities that
could prove to be most helpful in implementing nongrading that we
address ourselves at this point.

In every good school a sound philosophy of education is opera-
tional. If teachers are to develop improved ways of educating youth,
they must become sensitive to the adequacies and inadeguacies of
what they are doing. They must train themselves to question why
they do things. A teacher cannot tell if he is doing a good job unless




he has some idea of what he should be doing. Thus it might be a
very beneficial staff project to have each member write up his own
philosophy of education, to compare it with the philosophy of edu-
cation of other staff members, and to assess whether or not it is an
operational guide to action. This might provide a very effective ap-
proach to developing a philosophy of education in those schools in
which one does not already exist.

Once staff members develop a conception of where they are
going, then they are in a better position to determine how well they
are getting there. One way to do this is to conduct an assessment of
how adequastely a school is reeting the needs of its pupils. The staff
can divide itself into a number of committees to compile and sum-
marize existing data. A staff can be brought to a startling awareness
of the inadequacies of its current program through an assessment of
data pertaining to such items as the relationship between achieve-
ment test scores and grade level, the correlation between ability
and achievement, the failure rate, the dropout rate, and the age-
grade ratio. The assessment resulting from an analysis of the latter
information combined with the insights gained from a well-thought
out philosophy of education will provide direction for the course
remedial action is to take.

When it comes to the preparation of actual plans for imple-
mentation, one of the basic issues that has to be studied and experi-
mented with is effective grouping procedures and classroom organ-
ization for instruction. Since there is no general agreement on the
superiority of one grouping procedure over another, we would re-
commend that staff committees review the relative merit of differ-
ent kinds of grouping and then try to come to a consensus on the
forms that would be most appropriate for meeting the needs of the
pupils in their school. When the composition and size of various
groups has been determined, the issue of classroom organization

for instruction is relatively easy to decide. A committee of teachers
could map out a plan indicating what is needed in the way of large
group instruction, small group work, and independent study. Then,
on the basis of this plan, they should assess the adequacy of the
physical plant and recommend needed changes. Recommendations
could also be made to the administration regarding scheduling pro-
cedure that would be required to implement a suitable system of
grouping. Flexibility can be achieved through various schemes of
phasing, leveling, cycling, and block-scheduling. The administrators
will be in the best position to determine which one of these schemes
is realistic in the light of staff-student ratio and available facilities.
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The next logical step is to bring the curriculum in line with the
needs of the pupils. Since many teachers appear to be lacking in
some of the operations involved in curriculum development, we
would recommend that the staff be divided into subject area groups
to study and practice those operations in which they appear to be
weak. One of the common areas of weakness is in stating unit and
lesson plan objectives in precise behavioral terms which provide a
meaningful guide to action. The subject committee could proceed
by obtaining samples of properly stated objectives and assess how
well their own statements of objectives measure up in terms of
these models. They should also discuss how relevant their objec-
tives are as guides to meaningful action.

Until recent years little emphasis was put on skill development
in subjects other than English. In addition to the basic learning
skills, there are skills peculiar to the mastery of each- discipline.
This is another area in which subject committees could operate very
effectively. Each committee could meet to work on identifying the
skills peculiar to their discipline, to make plans for their sequential
development throughout the total subject area program, and to
identify effective procedures and materials for developing these
skills. Until teachers learn to grapple more adequately with skill
development, they will tend to hand their pupils on to the teacher
of the next level with no more facility for handling the discipline
than they had in the previous year. Pupil facility in handling the
tools for learning a particular discipline depends directly on the
amount of systematic skill development involved in learning that
particular discipline.

While skills are tremendously important, they are not an end
in themselves, but a means to the end of acquiring and using know-
ledge. To revamp curriculum, it is necessary for subject teachers to
study new approaches to selecting and organizing content. Lists of
topics and facts by themselves are meaningless. In order to make
content meaningful, it should be identified in terms of concepts,
generalizations, or themes that are crucial to an understanding of a
particular discipline. These can be stated in the form of problems,
issues, questions or assertions that tie units or whole courses to-
gether. When a teacher has identified the fundamental elements of
content, then he is in a position to select the facts which will provide
the raw material for their development. Before delving into this
process, teachers may need background information on the struc-

ture of their discipline and an opportunity to examine model
courses based on this concept. If content coverage is to cease to be
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a main objective of school courses, teachers must familiarize them-
selves with new approaches to curriculum development.

The vast array of external examinations that existed until very
recently conditioned teachers to be lecturers. A check list can be
devised to determine the variety of methods utilized in teaching
various disciplines and the frequency of their use. On the basis of
this information, subject committees can determine their needs in
the area of studying newer methods and approaches to handling
their disciplines.

Because of the new freedom which has been given teachers in
this province in the area of evaluating and promoting students, staff
meetings are necessary to determine the inadequacies of the cur-
rent system of evaluating and reporting pupil progress and to de-
vise better methods of doing so. A great many changes are needed
to iransform evaluation from the rigid procedure it was in the past
to a continuous process of a flexible nature. It is recommended that
teachers study a variety of evaluation procedures and review report
cards and reporting procedures developed in innovative schools.
This should give them the background needed to devise a defensible
procedure suited to the uniqueness of their particular situation.

This approach to implementation involves a considerable

amount of work, but there is no way around it. If the total staff is

not aware of what education should be doing for the child, of the
needs of the children in their school, of procedures involved in cur-
riculum development, grouping, adapting instruction, and in the
continuous evaluation of pupil progress, then the school is not ready
for nongrading. This kind of work need not be burdensome. Study
sessions should be kept as informal as possible. Consultations and
lectures should be scheduled only on the basis of need. The whole
preparatory phase should not be rushed. Each school should deter-
mine how much time it needs for preparation and work out ways of
devoting the necessary time to it. Schools that jump on the band-
wagon of nongrading without adequate preparation do a disservice
to the cause. For fear of being misunderstood, we want to point out
that the preparation stage can be combined effectively with a phas-
ed program of implementation. Implementation is implicit in the
kind of preparation we advocate.



Chapter i
THE DEVELOPMENT
of a
CONTINUOUS PROGRESS PROGRAM
for
ARICHAT ELEMENTARY SCHOOL

Introduction

The educational requirements of this area place increasing de-
mands on schools to offer high quality, customized education for
every student. With the rapid expansion of knowledge the goals of
education have now changed. These new goals not only demand the
teaching of concepts and thinking rather than content and memori-
zation, but also demand a real educational concern for and atten-
tion to the individual.

As principal of Arichat Elementary School in the county of
Richmond, Sub-system Isle Madame and Louisdale, I wish to report
on how we as “modern educators” are trying to meet today’s de-
manding educational requirements. I will first outline the objectives
which guide our actions and then explain our efforts to develop a
continuous progress program to implement these objectives. This
latter point will be viewed from an administrative angle.

The objectives which provided direction for our actions may be
outlined as follows:

1. To promote the most effective and efficient utilization of both
human and physical resources in educating each student.

2. To make it possible for each individual student to have the
diversified and balanced educational experiences necessary to
satisfy his needs, interests, and particular style of learning.

3. To develop an understanding of the basic concepts of all disci-
plines by permitting pupils to progress at their own rate of
speed.

4, To reinstate reading as the basis of our entire continuous pro-
gress program, realizing very little else can be accomplished
without it. This is to be attained by using a multi-text, multi-in-
struction devices system and by emphasizing the skills under-
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lying the texts rather than making a text “the gospel” and end
all for everyone.

5. To promote bilingualism in capable and interested students.

6. To individualize instruction so that each student, when ready,

will have the opportunity to make his own decisions and be
responsible for his own learning.

In our system a comprehensive school had for a long time
been a dream. Then in 1967 Mr. M. J. MacNeil, the supervisor of our
sub-system, began the ground-work for the existing Isle Madame
District High and Arichat Elementary Schools. Included in the exist-
facilities are seven industrial shops, three home economics labora-
tories, a 500 seat audio-visual room, a clerical and commercial de-
partment, a music and art center, two gymnasiums, an ample num-
ber of academic classrooms, a well-stocked library, and a fine read-
ing clinic.

Teachers’ Part

As mentioned previously, I am looking at this project primarily
from an administrative point of view. A key administrative concern
must be gaining high quality personnel. In this area ten academic
teachers, three auxiliary teachers, an art specialist, two music
teachers, two physical education teachers, and a reading consultant
are all at my disposal to serve the children’s needs. The services of
a trained guidance counselor are also available.

In order to insure that well-informed teachers are on staff, a
ten-week orientation program was set up early in the spring of
1969. On Monday and Wednesday night of each week the teachers
of our system met to study the philosophy of continuous progress
and to draw up plans for its implementation.

In midsummer I met with the teachers on various occasions to
work out pupil placement. On this issue there was much disagree-
ment. On the basis of teacher evalutions, basic skill tests completed
in May, materials to be used, and a master sheet of all pupils’ pro-
gress in French, language arts, and mathematics, a tentative place-
ment was worked out. A profile of the personal and social develop-
ment of each individual was also included on the initial data sheet
and, as a result, we had a fair picture of the students as individuals.

The first few days of the school year found half of our teaching
staff working in all disciplines in a large block of time situation.
This was our senior elementary section. The other half, the junior
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elementary staff, worked on a specialization timetable. After the
first week of school, during which time an extensive testing pro-
gram was carried out, many changes were made in the placement of
some students. From the outset to Christmas, various committees
were set up. These committees were composed of teachers of each
grade level, and their job was to outline the skills in mathematics,
French, and language arts. Each of these committees did an excep-
tional job and turned the defined skills over to the principals for
the development of a number of programs for individuals and
groups of students.

To give an indication of the cooperation among teachers, four-
teen teachers’ meetings were held between September and Christ-
mas in which time many problems were ironed out and pupil pro-
gress calculated. One of these sessions was devoted to an in-service
workshop to familiarize teachers with the material resources avail-
able and how they could be used to the best advantage.

Timetables were drawn up, and each teacher knew who was
coming for instruction at a particular time and at what level this
instruction was to be given. This was the role of teachers in the
junior elementary section. In senior elementary, the pupils travell-
ed to the class where their level was being taught. But, as Decem-
ber approached, we found that our program in senior elementary
was not meeting the needs of the students. Two reasons appeared
to account for this:

(a) Even though the incoming students were on a certain level,
teachers found that there were wide differences of capabi-
lity and interest within a level. As a result, a great number
of groups arose. This made the teaching job very difficult.

(b) Each teacher had a full slate of disciplines to familiarize -
himself with, and this proved to be a very difficult task.

To attempt to overcome these problems, specialization was
initiated throughout our elementary school. Teachers were then
given their choice as to their preferred discipline, and a suitable
timetable was drawn up. Teachiers found they could devote greater
time to preparing a particular subject and thus could make instruc-
tion more meaningfuh With the new specialized arrangement and
heterogeneously grouped classes, work for the teachers was increas-
ed as far as organization and presentation was concerned but lessen-

ed in regard to implementing various skills in more than one disci-
pline.
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From the point of view of the teachers, much more work needs
to be done to sophisticate the adaptation of the curriculum, but they
undertake this work willingly, knowing that their goal is to give an
equal opportunity to each student to learn the basic skills at his own
rate.

Students’ Part

As principal and part co-ordinator of this plan, it is my hope
that students will become more actively involved in the educational
process. We want to instill in each pupil a realization of his worth
as an individual and make him search out his own identity. He alone
can do this. We are but catalysts. Good work is not sufficient. Once
we place a student on what is considered his instructional level,
only his best is acceptable.

Parents’ Part

In a continuous progress program, parents, too, have a distinct
role. But unless they are informed, one cannot expect assistance
from them. In this “Global Village” where public relations is all im-
portant, one must see that accurate information is transmitted.
Using parish assemblies, home and school meetings, and informal
get-togethers, the public was made aware of and fully endorsed our |
proposals. At the beginning of the school term a letter was sent
home to every parent to give a further explanation of our work. |
Also, at each home and school session, a portion of our program or |
philosophy was revealed in depth. In some sections of our system,
informal meetings were held in private homes to notify parents of
school procedures this year. More in public relations has to be ac-
complished, but efforts to date have been fairly successful.

Principal’s Part

Being principal of a continuous progress school adds extra bur-
dens but also brings great satisfaction. One is directly responsible |
for implementation of a new philosophy and program. The added |
responsibility is compensated for by the greater flexibility the ad- |
ministrator has to use his initiative and creative powers in putting
theory into practice. This system is very fortunate to have very fine
educators heading its elementary school. Together with the super-
visor, curriculum supervisors, reading consultant, and four other
capable principals, I joined forces to help unify the system. We
meet once a month to report on committee work and to discuss
problems. The committees stem from those formed for outlining
the skills. Once the skills were outlined and turned over to us, we : |
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immediately started to build our programs in language arts, French,
and mathematics around them.

Within my own school, I plan and direct the actual implemen-
tation of the programs devised, help in pupil instruction, and do
the book work for the evaluation of pupil progress. I feel much has
been accomplished in this, our first year, but I am impatient. There
seems to be an insurmountable number of tasks to be done. With
great anticipation, I look to the future for bigger and better things
in this ever changing educational process.

Program

As one considers each individual, one must find an approach to
learning that suits him. In analyzing the existing language arts pro-
gram, we have found that the basal text approach to learning is not
the answer. There are two reasons for this:

(a) Although the skills are well-defined and presented in
logical sequence, we find that many of our students cannot
proceed from one level to another without a co-basal or
intermediate text at certain points.

(b) The approach and content in some of the basal series are
out of date, totally uninteresting, and not relevant to to-
day’s world.

Another major weakness we have found is in the readiness pro-
gram. Here it was necessary for us to devise what we considered to
be a total preparatory course for beginners. This includes all the
auditory and visual skills plus kinesthetics. It encompasses the first
five levels of our eighteen level program. Next year in our system
we plan to use a tri-basal approach as far as textbooks are concern-
ed. This is to be combined with a language experience approach to
reading. The tri-basals were chosen from a series of nine different
texts and copies. The other six publications will be made available
in our system on a reduced scale.

Our basal mathematics text is chosen from the Addison-Wesley
Mathematics Series. Next year two other series are to be employed
as co-basals for remediation and enrichment. We have found many
problems in using only one mathematics series, and we feel that for
our program to be totally comprehensive, the needs of pupils in
mathematics must be met to a higher degree. Definitions of the
fundamental mathematical skills and operations by the teachers’
committees has provided us with the organizing elements for the
mathematics program. As head of the Mathematics Committee, it is
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my duty to see that a program suitable for our system is devised
and ready for next semester.

Our location in a bilingual center demands that French play a
greater role in our school system. In the past, French programs have
been anything but continuous and, as a result, much indifference
was generated toward the learning of this language. For English
speaking people we offer a new oral approach, teacher devised, but
directed by the French Curriculum Supervisor. This program is
geared to meet the needs of our students. The program presently
being introduced for French speaking people follows the same
direction as the English series. There are three pre-primers and a
continuing series of books which develop the skills in French much
the same as in English. Here too, we are trying desperately fo de-
velop a suitable readiness to prepare our students to achieve better.
In the near future, we can foresee branching out to co-basal texts
since this basal series alone will not adequately meet the needs of
our French population.

Social studies and science are not treated as yet in the continu-
ous progress vein. Once French, language arts, and mathematics
have been developed, these two subjects will come to the fore-
ground. However, notable improvement has been made in adapting
new ideas and concepts into the social studies area. We wish to
make these learning experiences more meaningful for the students
and have them gain a broader knowledge of the how and why of
things which affect their daily social lives.

Art, music, and physical education, though a necessary part of
one’s total development, have not been correlated with the other
disciplines. As soon as satisfactory progress has been made in pro-
gramming the three main disciplines, further attention will be given

to the role of these special disciplines in our totally comprehensive
plan.

Pupil Evaluation

In our system we like to think that our evaluation is more
comprehensive than in most systems. Primary emphasis is placed
on qualitative teacher evalutions, both written and oral. A formal
report card has been devised containing level indicators, a personal
development profile, materials used, teachers’ written comments,
and an area for parental response. There is also a written report on
pupil progress based mainly on teachers’ comments. A comprehen-
sive record of each pupils’ personal and social development is kept
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in his file in the office. Finally, a profile of each pupil’s achievement
in the skill areas in the various disciplines is kept.

Reporting to parents is done three times a year on a formal
basis. This report is followed by a parent-teacher night, during
which time a student’s total development is discussed. This is a very
effective cevice in that it helps both parents and teachers to better
understand pupil problems as well as interests. Parental inquiries
are encouraged throughout the year, and a fair number of parents
take advantage of this.

Conclusion

After only eight months of working on the actual implementa-
tion of this program, it would be impossible to give a true evalua-
tion of it, but let me just pass on a few observations:

(a) Students who under a graded structure would have been
labeled “potential dropouts” now find a purpose to school
and can see notable progress being made because of
individual treatment.

(b) True teaching is being carried on as teachers use their
new materials and new approaches with greater freedom
as the graded barriers break down.

(c) Parents of slow learners note a change of attitude and
interest on the part of their children. Now, too, brighter
children will not be held back as enrichment material is
readily available to promote and encourage their interests.

(d) In summation, the result of our efforts has been an increas-
ing interest on the part of students, greater involvement
in modern educational instruction on the part of teachers,
and an upsurge in the entire educational process.

With the maturing of teachers, parents, students, and myself
in both the philoscphy and general application of the theory of con-
tinuous progress, I am confident that we are nearing the stage of
offering a first rate elementary program tailored to meet the needs
of each individual child.
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Chapter llI
PROCESSES AND PROBLEMS INVOLVED IN IMPLEMENTING
NONGRADEDNESS IN TRACADIE CONSOLIDATED
ELEMENTARY SCHOOL

Why Change The Traditional Program?

The elementary school each year opens its doors and welcomes
into a strange, new world five-year-old children who for the first
time become cut off from the security of a mother’s presence. Each
is a bubbling fountain of curiosity and desires to experience, inves-
tigate, discover and understand the world in which he lives. Each is
a unique individual, through interaction of inborn capabilities and
a socio-economic environment, and has a growth pattern and rate
characterized by spurts, levels, and lags peculiar to himself. These
children come to school with varying degrees of readiness to begin
formal instruction, hopefully, in an atmosphere free from fear,
anxiety and frustration. Has our present system of graded vertical
organization permitted the freedom, flexibility, and inventiveness
necessary for the teacher to provide for the individual differences
of the children served?

The present vertical organization, dictating that all children of
the same age must learn a prescribed body of knowledge in a speci-
fic period of time, has led to pressures, frustration, and emotional
disturbances for some, while for others, the result has been bore-
dom, mediocrity and underachievement. On the one hand, we have
children who need longer periods than others to acquire the same
subject skills, but we have been forcing them to meet deadlines
rather than building upon their readiness for subsequent learning.
In forcing these children to attempt achievement beyond their
learning rate and capacity, we have lowered them to the bitter level
of failure with the penalty of repeating the complete set of skills
using the same instructional materials and probably the same tech-
niques. These children have to travel the same route in the same
way in their search for achievement in grade designated skills in the

various subjects. Such repetition has produced frustrated children
whose self-image deteriorated to the point where emotional blocks
have tended to close off conscious, deliberate effort to overcome
failure to achieve. On the other hand, the system has forced many
superior students to achieve at the pace of the average, to the end
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that their curiosity, enthusiasm, and interest in learning has become
fossilized.

Most elementary school teachers have been quite aware of the
problem of providing for individual differences in the graded struc-
ture. They have established grouping procedures leading to and
providing varying degrees of individualized instruction in the area
of reading and to a lesser extent in mathematics. This has served to
create a further awareness of the need for a system that would per-
mit realistic approaches through vertical and horizontal reorganiza-
tion.

Evolutionary Move From The Traditional Program

Tracadie Consolidated School is an elementary school from
primary to grade six with an enrolment of 377. These pupils are
assigned to fourteen regular classrooms and one opportunity
(auxiliary) classroom. The full-time staff consists of a principal,
fourteen regular teachers and the following specialists—one read-
ing specialist, one special education (opportunity class) teacher, and
one physical education instructor.- There are also two teachers on
circuit—one for music, and one for art.

The idea of using the nongraded philosophy as a basis for the
school program has evolved from the individual teachers themsel-
ves. This was done because of the concern on their part for the
individual students with whom they were working. The teachers
found that many of their studeris were dropping out of school be-
fore they reached senior high level. The children with whom they
were dealing were living in an economically depressed area, and
education was their only commodity.

Many of the teachers in the past had worked in multi-graded
classrooms and now realize that they will have to practice some of
the grouping principles they had formerly employed. Most of the
teachers also realized that it was impossible for all children to reach
a standard set by the province. To fail a child who could not meet
the standard was defeating the purpose of learning.

The teachers employing these grouping practices soon came to
realize that the children in these different groups could not be ex-
pected to handle the same material at the same rate. But they ran
up against a very serious problem in the form of the money allotted
to buy textbooks. All textbooks were provided by the province, and
each child was allotted only one book. If he failed to acquire the
necessary skills presented in that book, then he had two choices: 1)
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to repeat the same matter, or 2) to move to the next text with insuf-
ficient preparation. Because both of these alternatives led to frus-
tration on the part of the students, the teachers looked for a better
system.

The school had available to it a remedial reading instructor.
This resource person had over a period of three years started to
build a reading resource center. The teachers now had some mater-
ial with which to work. Each year more material became available
to them, and the teachers now had several sources from which to
gather material. This made it possible for the teachers to group the
children and provide the proper materials for them. Because most
of the children had completed either satisfactorily or unsatisfactor-
ily the basal reader, it was imperative that this material be available
to the teachers in order to do developmental work and enrichment
work.

It was decided last year at a staff meeting to group the child-
ren homogeneously for the language arts program. Most of the
teachers felt that it would provide a more wholesome atmosphere
for the students if homerooms remained heterogeneously grouped.
With two teachers working at each grade level, this became poss-
ible. In June the teachers who had taught the students that year met
with the teachers who were to work with the students the following
year. On the basis of achievement tesi results and teacher judge-
ment, the children were placed in groups for the language arts pro-
gram. Some of the teachers decided to carry this grouping into the
area of mathematics also. The number of students that the teacher
had to deal with no longer became a main concern. She was now
concerned with how effectively she could teach the group to which
she was assigned. In September a few adjustments were made with
the groups. '

The teachers now found that with homogeneous grouping they
were more inclined to work with smaller groups. Many of the teach-
ers found that the basic reading course could be taught to the entire
group. From this group they developed sub-grcups to reinforce
some area in which the child was weak. They also found that chal-
lenging work could be provided for superior students.

To illustrate how intricate this grouping became, I will take a
sample grade IV class and explain the way these children were al-
located. (Refer to Chart 1, p. 26)

The top group in grade IV consisted of 25 students. As a total
“giroup ihiese studenis handled the basal reader, . Adveniure Awaifs,
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phonetics, sequence, comprehension, syllabication, word attack
skills and spelling. From the main group five sub-groups developed.
Ten of these children needed remedial work in sounds. This was
accomplished with the use of a text called Dr. Spello. At the same
time the remaining fifteen did work to reinforce the skills already
attained. These exercises came from a variety of texts. Each child
was assigned a diagnostic or skill textbook to meet his particular
needs. He worked on these books at his own pace. The child com-
peted only against himself. It was found after testing was complet-
ed that all children in this class were weak in vocabulary and word
meaning. It was decided to discard the reader and have a concen-
trated program of vocabulary development. One child who had an

Chart |
MEANS OF GROUPING NOW EMPLOYED

=4
] (%)

10 \ Tom Trott
Remedial Work 16
in Sounds ‘ Uncle Ben
Dr. Spello 4
R Adventure Trails |
Basal Reader !
Phonetics
Sequence
Comprehnsion
TOTAL GROUP 25
Syllabication
Word Attack Skills
Spelling
Average to Superior Level
e 1
I Independent
Further Work “ Work on ‘ Work
to Reinforce | own Level Level 3 (Spectrum)
Skill Already Gramr_natlcal 24 Level 2
Attained | Skills Developing Skills in
' Word Aattack
Word Meaning

‘exceptional vocabulary was assigned work on an independent level.
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The rest of the group worked with the Lee C. Dughton Vocabulary
Development Reading Spectrum.

Along with the vocabulary development program, a system of
free reading was also initiated. The children in the class pooled all
their books from home. Surprisingly, many of the children who had
not read a book before now become interested in reading. These
classes became a favorite of many of the children.

The children reacted most favorably to this type of program. It
was pointed out to them that this program was for their benefit,
and if they were finding the program too difficult, then some other
level of work, even though it was on a lower level, would help them
to achieve more quickly. They readily accepted this and became
contented to do work at their own level. The teacher and the child-
ren now became a team working towards a goal. They ceased to
frustrate one another.

Progress Toward A Nongraded System

Early in the year several members of the staff along with the
principal were discussing the possible steps that could be taken to
further our evolutionary movement towards further flexibility and
relevancy. Various questions were brought to the forefront: Ex:
Were the methods that we were then employing satisfactory?
Would the implementation of a nongraded program most success-
fully meet the needs of our students?

Much enthusiasm was engendered by an Institute at St. Francis
Xavier University during the first three days of the school year. A
number of the leading proponents of this innovative educational
system had presented this philosophy in an impressive manner. It
was decided to bring to the full staff the proposal that we should
enter a period of study and discussion leading toward the possible
implementation of this system. Although some were understandably
hesitant about this venture, they were willing to learn and became
less apprehensive as discussion progressed. It was suggested by the
principal that the staff be broken into several committees to study
various aspects of the proposed program. Four committees were
drawn up: Committee I was to discuss what form the continuous
progress system was to take in this particular school and where and
when acceleration and deceleration was to take place. Committee
II was to develop a profile form to be used to indicate the instruc-

tional:level-of .each pupil. Commitiee Il was.io develop.a _method .

for continuous evaluation of pupil progress and more effective me-
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thods of reporting to parents. Committee [V was a committee of the
whole to specify what the curriculum should be used for each level
in the language arts area.

The staff as a whole had decided to choocse a system that would
fit the particular needs of their students. The first and most difficult
job was to assess the students with whom they were working. Com-
mittee II met and studied the cumulative record cards of their stu-
dents. They found these cards did not present a clear picture of the
ability and achievement of the students. It was decided therefore,
to develop a profile on each student. The committee then proceeded
to draw up a folder which would include in it space for I. Q- scores,
achievement test scores, and teacher evaluation of each individual
child. (Refer to Chart 2, p. 9) Each teacher was then given a profile
sheet to complete for their students. The teachers found many of
the Ginn Tests that had been given over the years, and along with
the cumulative record cards, completed these profiles to the best
of their knowledge.

When the profiles were completed, the individual grade teach-
ers met with the committee and tentatively grouped the children
into three categories—beginning of a grade, middle of a grade,
needing remedial work at a certain grade level. With this grouping,
Committee I could now devise a system that would fit the particular
needs of their students. After studying four different systems, it
was decided at a meeting of the whole staff to choose system D.
(Refer to Chart 3, p ) The teachers found this provided for the
slower students as well as the brighter pupils. If the child failed to
attain the necessary skills in a time limit that would be reasonable
for him, he would have an opportunity to gain these skills in the
transitional or remedial level. On the other hand, if the child com-
pleted the work at a superior rate, he would be given an enrichment
program to allow him to progress at an appropriate pace.

Committee I discussed the grades that should be involved in
the initial program. It was decided that the primary to six area
should be included. The Committee also discussed the possibility of
nongrading all subjects in the initial year, but this idea was discard-
ed in favor of nongrading the language arts program only. It was
realized that we had more materials with which to work in that area,
and that the preparation time for such an all inclusive move was not
sufficient.

- Committee 117 iv-presently-siudying -samples_.of _report _cards

adopted by schools with similar systems. With the help of these
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samples they hope to draw up a reporting procedure that will meet
our particular needs. The Committee is awaiting the outcome of the
curricular adaptation. Committee 1V is a group of sub-committees
working to establish the curricular elements for each level. At pre-
sent, although some of {his work has been done, much of it remains
to be completed. All the recommendations of these various com-
mittees have been weighed and ratified.

From the work we have now completed, we realize the process
must continue to be an evolutionary one. We expect that the recom-
mendations we have made for the coming year will be re-examined
and revamped. It is understood by the staff that the mechanics of
the system will have to be adjusted, readjusted, and refined to con-
tinue to meet our needs for the coming year.

Difficulties and Limitations

Setting up a nongraded system involves a number of problems.
After attending the Nongraded Institute at St. Francis Xavier Uni-
versity, many of the staff members realized that they had been un-
consciously working towards this goal. The first big problem that
we met was to discover if the remaining members of the staff would
be committed wholeheartedly to such a program. This problem
was solved through discussion, workshops, and direct confrontation.
It is only realistic to suppose that some would be hesitant to change
a system in which they had been so secure.

A major problem of schools who are committed to the non-
graded system is a financial one. The lack of financial resources
available to school boards and schools is a serious one. When sett-
ing up this system, it :5 imperative to have a good library and/or
resource center. Our resource center at the school is very limited
but, despite this fact, we have decided to make maximum use of the
materials now available and to augment this supply each year by
any means possible. Present policies with regard to choice of basal
and co-basal texts do not give sufficient flexibility to accommodate
the reading achievement of the pupils.

Following our decision to initiate the continuous progress sys-
tem in the language arts area from primary to grade six, we had to
decide the shape that this program was to take to meet our particu-
lar needs. After the staff as a whole had chosen the system which
proved best in their estimation, we grappled with the problem of
devising a procedure to follow in the movement of pupils. The staff
was most concerned that this system would not become another
lock step system broken into smaller blocks.
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A major problem area in an elementary system is the release
of teachers from classroom responsibilities during the school day
{or the purpose of program planning, consultation, and pupil evalu-
ation. This problem may be overcome to a certain extent by suitable
scheduling of specialist teachers, by large group instruction, and by
class monitoring through the use of teacher aides. Through the
nearby university teacher-training program, we have been able to
release some teachers this year for prcgrams such as these. It was
found that meetings after school were not satisfactory because of
duly schedules and mental fatigue. It became necessary to have
weekly staff meetings at night. These were most satisfactory, but
it was found that these could not be held sufficiently often. It is
going to to be necessary to have in-service days for this staff for
purposes of orientation and evaluation of the program. This should
take place periodically during the year.

The ;. "ogram had been drawn up when it was found that four
members of the staff who had played a key role in its development
were leaving the school. At this time it was necessary to decide
whether to initiate the program the following year or to wait an-
other year. It is not known as yet what effect this might have on the
overall program, but it is probable that some parts of the program
may have to be retarded pending orientation of new staff members.

With the break in the school year at Easter, there had come a
slowing down in the developmental process of our nongraded pro-
gram. The committee dealing with the assignment of levels to class-
room teachers has net had an opportunity to present their proposals
to the whole faculty for assessment, possible adjustment, and final
ratification. This phase, however, will be completed without diffi-
cully.

Because of lack of expertise in curriculum development, there
has been delay in assigning the curriculum content to levels. Basic-
ally, the curriculum will probably be geared to the basal reading
program with adaptations from the curriculum guides presently in
use- Incorporated into this reorganization should be guidelines and
suggestions as to the use of basal texts, co-basal texts, and other
language arts materials now available to us. This is essential if we
are to individualize instruction to meet the needs of each child ac-
cording to his abilities, experiences, interests and attitudes, and
achievement.




It might be stated here that the teachers in this school have
come to realize, as others have done, that an inadequate approach
to individualizing instruction in the first year of school has created
many of the reading and language problems discovered later on.
The uniqueness of the individual, from the point of view of such
factors as intelligence, physical and social maturation, and cultural
background demands that he not be forced into a formal reading
program until he is ready. This matter of readiness to enter formal
reading is even more critical than the readiness to pursue subse-
quent sets of learning skills. The reason why more boys than girls
have reading problems stems not from the lack of recognition of
the problems so much as the inability or the failure of the school to
adjust the program sufficiently to individual differences.

The present period seems one of psychological lethargy result-
ing from the cutback in the monies available to the local education
authorities. This has placed further and more severe limitations
upon expenditures for instructional materials. Despite this turn of
events, the concern and ability of the staff will no doubt enable
them to overcome these difficulties, at least to a degree.




Chapter IV
THE TRANSITION FROM GRADING TO NONGRADING IN
ST. MARY’S SCHOOL, TRURO

Proposal

The reorganization of the Primary Department of St. Mary’s
School, Truro, Nova Scotia, from a fully graded structure to a non-
graded program evolved from a study made by the staff of the pos-
sibility of providing optimum learning opportunities for each
individual in the school. It was discovered that repeated failures on
the one hand, and lack of challenge on the other, had been both
frustrating and wasteful to a number of students; that many stud-
ents were not progressing according to ability, and that a new ap-
proach, which at best would be but an experimental endeavor,
seemed to be the only answer to our problem.

PROCEDURE
Organization

The first teachers’ meeting to discuss nongrading was held in
April, 1969. Committees were formed to discuss nongraded pro-
grams already in existence, to order tests suited to evaluate pupil
achievement and/or learning capacity, to procure professional
reading on nongrading, and to decide which books and materials
would be of most assistance in a nongraded program.

These matters were dealt with during the remainder of the
school year—in some areas quite fully, in others with not so much
cuccess. Professional books were acquired, tests ordered, and two
nongraded schools were visited. All teachers involved in develop-
ing nongradedness in St. Mary’s School attended a three-day Insti-
tute on Nongrading at St. Francis Xavier University in early Sep-
tember-

Testing Program

In September and October, 1969, the teachers, with the assis-
tance of the school’s part-time reading specialist, undertook a com-
prehensive testing program, choosing from the following tests
which had been purchased for the school those which seemed best
suited to provide pertinent information:
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1. Watson Reading Readiness, Prim,, 1, 2

2. Dominion Learning Capacity, Prim., 1

3. Spache Diagnostic (Individual)

4. Stanford Diagnostic Reading, Gr. 2, 3, 4
5. Metropolitan Achievement, Gr. 1-6

Ginn Reading tests were reserved until such time as the stu-
dents had completed a book in the basic reading program. Having
evaluated student achievement, capacity, etc., periodic staff meet-
ings were held to discuss the best approach to be taken from there.
Teacher evaluation, based on personal observation of each student,
was considered to be of paramount importance in the placement of
students for optimum learning opportunity. This was based on the
premise that while a student may be on grade-level according to a
test result, he may in effect be lacking the required skills.

By early November, it was decided to nongrade the existing
grades 1 and 2 only, choosing one discipline, that of language arts.
A reading block was to be set up wherein interclass grouping could
be carried out where feasible.

Informing Parents

A Parent-Teacher meeting was held in October to give the
parents insight into the philosophy of nongrading by means of a
talk, filmstrips, and discussion. At that time parents were also in-
formed of the proposed plan for nongrading the school.

Books Provided

Ten sets of children’s books were purchased to serve various
purposes:

a) To stimulate interest in reading books with a low-vocabu-
lary, high interest level were procured.

b) To provide enrichment reading for fast learners and to pre-
sent reading skills in a different manner, supplementary
books having the same basic reading skills as the books
already on the course were purchased.

¢) To reinforce the basic reading skills in a remedial program.
The following is a list of the reading materials now available in
our school:
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1. Reading Lab Books (for Primary grades) Series of 12.

2. Frontiers of America (high-interest, low-vocabulary) Series
of 20 books.

3. Dolch Readers, 3 sets: A Dolch First Reading, Series of 16
A Dolch Basic Book, Series of 16
A Dolch Pleasure Book, Series of 11.

4. Practice Readers, Student books with stories and e:ercises,
score card, Sets A, B, C, D, E (5 in. each).

5. Spache Readers, in three levels of difficulty; high-interest,
low-vocabulary. (Cowboy Sam Series).
6. Deep Sea Adventure series (Spache Readers) Levels 1-3.

7. Phonics Skill texts on three levels.

Young Canada Reading Series, complete with readers,
teacher’s manuals, and workshops. (T. Nelson books)

8. Supplementary Readers:

Reading for Meaning Series, complete with readers, pri-
mary and gr. charts, teacher’s manuals, and workbooks.
(Houghton-Mifflin Series).

9. Supplementary Readers, Gage & Co.

In addition, books purchased for the school library were chosen
with a view to stimulating interest in reading while at the same time
providing information.

Levels of Work

Grouping for grades one and two came into effect in late
November, with pupils placed where teachers felt they were ready
to proceed. Groups were organized as follows: Grade one, three
levels; grade two, three levels. No interclass groups were
formed at this time. In December and January the teach-
ers of grades primary and three respectively became interested in
including their classes in the program. Having been tested along

with the grades one and two in the early fall, and having undergone
a re-examination through teacher observation, placing and group-

ing for instruction required little time. The readers and materials
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to be used to teach the various reading skills were selected and
made available to all four classes. Each teacher compiled lists of the
skills to be mastered in the three levels of work into which her
grade was to be divided, using the Ginn Basic Readers as a guide.
A copy was mimeographed for each child in the class, and an inven-
tory kept of the student’s mastery of each skill within his particular
reading level. File folders containing all information pertinent to
each child’s achievement were to be kept.

With the inclusion of primary and grade three, the program
now comprised twelve reading levels, two of which were inter-class
groupings. Instruction was given by all four classroom teachers, the
reading specialist, and school principal. After working for six
weeks under this new setup, it became apparent to all that extra
help was needed to do an adequate job. Three teacher-aides, teach-
er-interns from the Nova Scotia Teachers’ College, volunteered
their services, giving three hours a week to assist in the reading
program.

Promotion

Promotion takes place when the student has mastered the
work of his level. Simple “promotion cards” were prepared and
mimeographed to be sent home to the parents, and informal parent-

teacher dialogue was encouraged in order to keep parents informed
as to their child’s progress.

A READING LEVELS PLAN: RATIONALE

Among educators of school children, it is an established fact
that profound individual differences are the rule rather than the
exception in any group of learners. This is most obvious in the area
of reading. Because reading is the focal point of most, if not all
early educational programs, it is not too difficult to understand
why nongraded plans in present day education take their genesis
from programs which are set up to encompass the vast differences
that exist in reading readiness, progress, and achievement.

The establishment of reading levels programs, continuous
reading progress plans, nongraded primary reading plans, etc., are
rational organizational extensions of the philosophy which under-
pins dealing with individual differences in learners in the area of
reading. To confront all learners with the same sets of materials,
the same goals of attainment, the same number and intensity of
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concepts, and the same set of teaching approaches and procedures
is to doom too great a percentage of children to failure. Therefore,
differential approaches to readers of differing abilities is a solid
and scientific rationale for a nongraded reading levels program.

PROBLEMS AND DIFFICULTIES

Teacher-pupil ratio. All classes in the Primary Department
of the school are too large to do an adequate job on indivi-
dualizing instruction.

Primary — 39 pupils

Grade 1 — 39 pupils

Grade 2 — 33 pupils

Grade 3 — 34 pupils
Books and materials are very costly. No financial help is

received, except from money-raising projects held within
the school.

Lack of enthusiasm (in the beginning) on the part of some
teachers for this new venture, partly due to a fear of addi-
tional work, extensive planning, extra evaluative procedur-
es, and a failure to take advantage of professional
reading provided on nongrading.

Ordinary frustrations involved in getting organized.

EVALUATION OF PROCEDURE

Having experimented for so short a period of time, it is diffi-
cult to come to concrete conclusions as to the value of our pro-

cedure.

However, at our most recent meeting, held April 8,

1970, the following questions were discussed, and some very worth-
while answers and conclusions emerged.

a)
b)

c)

d)

Have we accomplished anything worthwhile so far?

What changes could we bring about for the remainder of
the school year to improve our program?

What materials could we use to give a greater chalienge to
the brighter pupils, and what more could be done for the
slow ones? '

What is the best way to evaluate pupil progress?
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e) What additional materials are necessary now?
f) What changes do you foresee to be profitable for next year?

Answers to the first question were optimistic and enthusiastic.
Slight changes were suggested in response to the second question.
In response to question ‘“c”, a variety of reading materials was sug-
gested for use with all levels of ability,—bright, slow, and average.
In response to “d”, teachers felt they needed to simplify their eval-
uative procedure because they were unable to cope with those set up
in the beginning. Some team-teaching seemed feasible for next
year. Also, the development of a “Reading Room”, a “Math Room”,
and a ‘“‘Social Studies Room” with teachers assigned to each disci-

pline seemed to be an idea worth examining.

With the growing enthusiasm which has come due to the good
results of our experiment, we feel that our objectives are being at-
tained, albeit slowly. Teachers feel that pupils are being sufficiently
tested, evaluated and followed up, with the result that they are
placed at the level where they are ready to proceed anc achieve.
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Chapter V
THE NONGRADING OF THE LANGUAGE ARTS PROGRAM:

A PILOT PROJECT

Problems and Difficulties

Many difficulties have been encountered in planning to intro-
duce continuous progress into our school system. One of the gieat-
est of these was our inability to draw our supervisor actively into
the planning. Although he expressed his belief in the program, due
to the many pressing duties of his office, he has little time to meet
with us. Because of this very few plans can be ratified officially.

Some of our teachers, although agreeing in principle, are reluc-
tant to begin the program. They express various doubts. Most feel
they know too little about the organization and implementation of

continuous progress. They feel trained personnel should be brought
in to instruct the teachers and to organize the curriculum. Another
of their main concerns is lack of necessary materials to implement
the plan properly. This does not mean that they desire the most ex-
pensive equipment, but only the very basic needs such as multiple
texts, proper filing facilities, etc. As these materials have not been
available to us in the past, they see no promise of receiving them in
the immediate future in view of the government’s cutbacks on edu-

cational budgets. We have no positive guarantee that the local
school board is committed to establishing this continuous progress
system. Any communication with the board has been strictly infor-
mal. We are willing to go before them to present our material about
continuous progress, but as yet we have not been invited to do so.

A study of the children presently enrolled in our Primary De-
partment showed a wide variance in reading levels due to differ-
ences in maturity, intelligence, and socio-economic background.
Several of the children in each room are quite capable of reading
from materials at much higher levels than are availble to them now.
The Ginn series, which is the only series currently available to us,
does not offer the challenge these children require. Several differ-
ent series of co-basal texts were ordered from the Provincial De-
partment of Education in Halifax this year, but the teachers hesi-
tate to use them because of the curriculum set down which requires

use of the Ginn Series. It is hoped that with implementation of
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continuous progress, a freer atmosphere will prevail and the teach-
ers will feel free to use any and all materials available to them.
At the other end of the scale we have children who require a

more simplified approach fo reading with an extended readiness
period and more time for skill reinforcement at each level. Under
our present system these children suffer the humiliation of failure
and taste defeat at the early age of six. With the continuous pro-
gress system we hope these children will be accommodated
at their own level by providing materials that they are capable of
using and by allowing them to master these materials at their own
rate. The inauguration of a Head Start Program in this town should
enable us to cope with the readiness need of immature beginners.

We plan to use team teaching at the beginning level, for we
have observed that this gives teachers a better opportunity to analy-
ze and reach the individual child more quickly. Games, rhythmic ac-
tivities, oral language periods, storytime and mechanical skills can
be handled in large groups while readiness activities are more ef-
fective when performed in smaller groups.

We felt that it was virtually impossible to conduct a continuous
progress program under the present arrangements found in our
schools. For this reason we suggested to our supervisor that the Pri-
mary Department of the Main St. School be moved to the Central
Street School. This arrangement would give the seven teachers
who would be involved in the pilot project an opportunity to work
together for an entire school year before entering the continuous
progress system. We will present our language arts program to
them hoping that many suggestions and revisions will be offered to
malke it a workable plan for all involved. We hope that the other
teachers involved will agree to a departmentalized approach, as this
would seem to provide for the most economic use of materials and
teaching time.

The costs of implementing a continuous progress system may
seem quite high. However, we plan to keep costs to a minimum by
making use of all the materials we have at present in our schools.
Our reading specialist has assured us that we may utilize materials
which she has. We plan to use acetate sheets which will make pupil
workbooks reusable, and of course, much of the materials we will
require can be duplicated. Films, which are quite essential to lan-
guage development, are available free of charge from the Depart-
ment of Education. When one considers the thousands of dollars
now spent on adult retraining programmes by ‘e Manpower De-

4 4




partment, perhaps the costs of continuous progress education will
not seem so prohibitive. If we have education for EACH person, if
we reach EACH person during his formative years in our systems,
then no future adult upgrading will be required.

Since we must have some basis for determining the ability
levels of the children we teach, some testing must be done. We plan
to use the Ginn Reading tests which indicate what a child has learn-
ed from the material presented to him, a Basic Word list compiled
from readers children have used, and the Otis Quick Scoring Men-
tal Ability Test to gain some indication of each child’s ability.

We have a very mobile community here in Plainville because
of the new industries which are building in our area. Children are
entering our schools from all over Canada and the United States.
The continuous progress system will allow us to integrate these
children into our system with more facility than is now possible. We
hope to be allowed to approach the heads of these companies for
financial aid for our project.

The parents in our school district seem to be very interested
and enthusiastic about our project. Through a series of newsletters
we hope to keep them informed of our plans and hope in this man-
ner to eliminate the doubts and misunderstanding which may arise
regarding such a different educational concept.

After attending the Nongraded Institute at St. Francis Xavier
in September 1969, we met with our Supervisor to discuss the pos-
sibility of introducing the continuous progress system. He was very
cooperative, agreed with our plans in principle, and expressed the
desire to learn more about it. Our meeting resulted in a successful
effort to obtain the services of Professor Kuzsman of St. Francis
Xavier University to talk to our elementary teachers regarding con-
tinuous progress. This was followed by meetings with the staffs of
our respective schools to inform them of the events of the Institute.
We found our colleagues interested, willing to investigate and
learn, but concerned about the availability of funds to make such a
system workable in our area.

In October, we met with Professor Kuzsman to discuss our ob-
jectives. In preparation for this in-service session, we prepared a
paper outlining the philosophy of continuous progress. This paper
was distributed to all the teachers. We encouraged them to have
questions prepared to ask Professor Kuzsman. In October we met
with the reading specialist in Plainville to discuss a possible selec-
tion of reading materials and placement tests. She was very helpful

45




/'\' .

and assured us of her full cooperation in the event that the system
is introduced.

In November Professor Kuzsman met again with all the teach-
ers. He outlined the advantages of continuous progress education
and also the hardships which the implementation of such a system
would entail. He particularly emphasizes the need for commitment
on the part of the participating teachers. The reaction to this meet-
ing offered some encouragement. The teachers were enthusiascic
about the plan and readily admitted the advantages such a plan
would offer the children.

We obtained permission from the school board to spend a day
in the Petit de Grat Elementary School to observe their continuous
progress program in operation. We gained much practical informa-
tion during this observation day and saw how even six-year olds can
be taught to move from room to room. We also had a chance to
speak with the district supervisor who had many helpful sugges-
tions to offer. We visited the reading laboratory in Isle Madame
District High School where we saw many materials which would be
extremely useful in a continuous progress system.

In January we organized a Home and School Meeting with Con-
tinuous Progress as the topic and Professor Kuzsman as the guest
speaker. The parents who attended were quite enthusiastic about
the proposed system and indicated their eagerness for us to begin.
An account of Professor Kuzsman’s address appeared in the local
press for the benefit of those people who were unable to attend.

The Mobile Reading Laboratory from the Nova Scotia Depart-
ment of Education was in Plainville for a month. This gave us an
opportunity to consult with the directors concerning materials use-
ful in a continuous progress system. One of their suggestions which
might prove useful was the use of acetate slip sheets with pupil
workbooks. In this way materials can be used time and time again.

Throughout the school year we have attempted to develop
teaching materials which would be useful for individualized instruc-
tion. We have of course experimented with these materials with our
classes. The need for an appropriate physical setting in which to
implement our plan led to a meeting of all the teachers who will ve
involved in the pilot project to discuss the physical changes which
will be necessary to start the pilot school. Further meetings were
lined up to work out more specific details. One of these was devoted
to the study of various methods of recording pupil progress. No par-




ticular form will be suggested until all the teachers involved have
been consulted and agree on a choice.

The Development of the Language Arts Program

The most fundamental subject in the nongraded elementary
school is language arts; therefore, we propose to set up a nongraded
language arts program containing all the language arts skills pre-
viously introduced in grades primary to three. To do this we have
concentrated mainly upon reading, incorporating the language
skills into levels which the child could master in one school term
and further into phases within the term. We elected to do the lan-
guage arts because we feel this is a most important area for the be-

ginner. We believe that in order for the child to succeed in other
skill areas he must have a basic competency in the fundamental
reading skills. His knowledge of how to attack a new word and the
development of his comprehension influences his learning rate
throughout his school years.

In the pages that follow criteria for observing and analyzing a
child’s initial reading readiness are outlined followed by a sequen-
tial language arts program for all levels from reading readiness to
what is now considered the end of grade three.

LEVEL 1 — PHASE 1
Initial Reading Readiness

Each child shculd be observed and analyzed in the following
areas to determine his readiness for learning.
MOTOR DEVELOPMENT

1. Are his bodily movements well co-ordinated?

2. Does he hold a book and turn pages well?

3. Is his eye-hand co-ordination sufficiently developed to
enable him to pick up articles accurately and follow a line?
line?

AUDITORY DEVELOPMENT

1. Does he seem to hear what you read and say to the group?
2. Dces he listen attentively?
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3. Can he pass the 2-foot low voice test, and the 15-inch whis-
per test?

4. Does he hear and enunciate words accurately?

VISUAL DEVELOPMENT

1. Are there signs of eyestrain (blinking, squinting, watery
eyes)?
(a) at a distance? (b) near the eyes?

2. Does he tend to hold the book too close or too far from his
eyes?

3. Does he see likenesses and differences in objects, letters,
and words?

4. What does any available test show about vision?

SPEECH
1. Does he use baby talk or any immature speech patterns?

2. Which sounds does he not yet enunciate accurately?

GENERAL HEALTH
1. Does he tire easily?

2. Are there evident physical handicaps (eyes, ears, nose,
throat, coordination)?

3. Are there any signs of poor health and malnutrition?

SOCIAL DEVELOPMENT
1. Does he like to work and play with his fellows?
2. Does he show leadership?
3. Does he co-operate and follow decisions of the group?
4. Does he like to hear his peers express their ideas?

5. Is he learning to be polite?

WORK HABITS
1. Does he stick to a task or a voluntary activity?

2. In taking directions, does he listen attentively and respond
promptly?
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3. Is he a neat, systematic, careful worker?

MENTAL DEVELOPMENT
1. Can he pay careful attention for several minutes?
2. Does he have a good memory?

3. Is he resourceful in solving his problems?

EMOTIONAL DEVELOPMENT
1. Is he withdrawn, shy or overly aggressive?
2. Is he at ease in the school situation?
3. Is he self-reliant and contident?

4. Is he a happy, alert child?

BACKGROUND OF EXPERIENCE
1. Does his family customarily speak English?
Is the child included in family planning and conversation?
Do both parents work?
Do they take the child on trips?

Do they discuss pictures and read to him?

I T

Does he have playmates, pets, toys, books, tools?

LANGUAGE DEVELOPMENT
1. Does he have a reasonably wide vocabulary?
2. Is it based on well-understood concepts?

3. Does he enunciate and pronounce words clearly and cor-
rectly?

4. Does he speak in full sentences?

5. Does he tell a story in good order?

PRE-READING INTERESTS AND SKILLS
1. Does he pretend to be reading when by himself?
2. Does he voluntarily go to books and look through them?

3. Can he read the story that a picture tells?
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4. Does he notice and recognize common signs and labels? -

5. Does he know numerous stories and rhymes?
6. Is he curious about new notices that the teachers have put
up?

This analysis of the individual child should take place during
the first few weeks of school through observations of his perform-
ance in group activities, games and play periods. The school nurse
checks the primary children each September for physical problems
relating to general health, hearing and eyesight.

LEVEL 1 — PHASE 2

Reading Readiness

WORD RECOGNITION SKILLS
1. Builds visual discrimination.

a) Observes differences and similarities in shapes of
things: differences in size of things, colors, pictures; differ-
ences between letters and words.

b) Observing likenesses and differences between letters
(beginning sounds) and words.

2. Building auditory discrimination.
a) Identifying sounds — whistling, tapping, singing.
b) Identifying differences between sounds.

c. Recognizes words that rhyme. .
rhymes.

d) Hears similarities and differences between beginning
sounds and words.

3. Identifies, reeds, prints own name.

4. Matches capital and small letters, letter names, forms
letters.

5. Observes and understands left to right sequences.

6. Classifies objects into categories (foods, animals, etc.).




Draws or places pictures in a sequence of events; retells a
story in sequence.

Eye-hand coordination (pacting, coloring, cutting, follow-
ing lines).

COMPREHENSION SKILLS

1.

3.
4.

Retention—remembering main characters and events in a
story etc. Memory of orientation of forms.

Follows directions to do or find specific things in games
or printed material-

Listens attentively.

Understands opposites—top, bottom, stop, go, etc.

INSTRUCTIONAL MATERIALS
Fun with Tom and Betty — Ginn

The Big Book — Scott-Foresman (Gage)

We Read Pictures — Scott-Foresman (Gage)

We Read More Pictures — Scott-Foresman (Gage)

Before We Read — Scott-Foresman (Gage)

Self-made materials such as stencils, concrete and semi-con-
crete materials, Films from Department of Education, records,
music and stories are also recommended.

LEVEL 1 — PHASE 3

Pre - Primer

WORD RECOGNITION SKILLS

1.
2.

Uses context clues to figure out unknown words.

Recognizes 2 words out of 3 that rhyme in pictures and
orally— rhyming phonograms.

3. Understands plural function of “S”.

Recognizes similarities and differences in beginning sounds,
words, phrases, sentences.

Learns names of all letters of alphabet, capital and small;
proper formation of letters.

51
o1




6. Uses configuration clues.

COMPREHENSIORN SKILLS

1. Reads silently without symptoms of tension such as finger

pointing, lip movement, etc.

2. Understands main idea cf a story.

3. Follows a sequence of ideas in a story and arranging pic-

fures in sequential order.
4. Identifies the speaker in a story or in a conversation.

5. TFollows a simple series of directions or work sheets.

6. Decides which words tell opposite ideas, such as in—out,

stop—go.

7. Makes inferences.

8. Contributes to group—dictated story based on a sequence

of pictures.

9. Classifies ideas, such as toys, colors, etc.

10. Recognizes most of the vocabulary in three pre-primers.

11. Reads independently with interest and understanding.

INSTRUCTIONAL MATERIALS
Little Red Story Book — Ginn
Little Green Story Book — Ginn
Little Blue Story Book — Ginn
My First Book — Ryerson
Now We Read — Scott-Foresman (Gage)
Fun With the Family — Ginn
Fun Wherever We Are — Ginn
Independent reading activity pages

ENRICHMENT MATERIALS
Come with Us — Ginn
Early Start — Pre-school Readers—Wonder Books

f : Dr. Seuss Series — Beginners’ Books — Random House
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: LEVEL 2 — PHASE 1
Primer

WORD RECOGNITION SKILLS

1. Makes auditory and visual discrimination, initial consonants,
sounds and blends, final consonant sounds, median conson-
ants, rhyming phonograms and their vowel sounds.

2. Makes configuration—in isolation and by comparison. Notes
general configuration of words, Looks for striking charac-
teristics such as tall letters and 2 letters alike.

3. Uses Nouns and verbs with “S” ending.

' 4. Blends the first consonants of a word with the rhyming
or last part of another word to make a word. Ex: look-book.

- 5. Recognizes inflectional variance formed b “g”,  ‘“es”
) )
“jn g”’ “ed”’ “S”.

. Recognizes known parts in compound words.

. Uses picture clues in recognizing words.

. Uses context clues to determine words.

COMPREHENSION SKILLS
1. Reads and answers questions.
2. Locates answer to questions.

3. Draws conclusions based on events in a story (what will
happen next?).

Interprets ideas implied but not directly stated or pictured.
Notes details — colors, sizes, etc.

Follows one step — two step directions.

Ne ook

Recognizes emotional reactions and motives of story char-
acters — happiness, sadness, anger, etc.

INSTRUCTIONAL MATERIALS
Little White House — Ginn

!

6

| v 7. Recognizes variants ending in “s”, “ed”, and “ing”.
8
9
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On My Way — Ryerson

Fun with Our Friends — Scott-Foresman (Gage)

ENRICHMENT MATERIALS
Under the Apple Tree — Ginn
Early Start — Pre School Readers — Wonder Books

Dr. Seuss — Beginner Books — Random House

Easy Readers — Wonder Books

LEVEL 2 — PHASE 2
INDIVIDUAL ABILITIES AND SKILLS

Makes frequent use of the library to obtain books for infor-
mation and enjoyment.

Chooses books for purchase for himself and others.

Browses at the book table to good purpose.

4. Begins to read more factual material in books and other

5.

sources.

Becomes more selective in his choice of books.

WORD RECOGNITION SKILLS

1.

Knows the digraphs ch, sh, wh, th, and whether they ap-
pear at the beginning or end of words.

Learns the short sounds of the vowels.

3. Blends consonants and vowels.

Learns the word families ad, ag, and, ame, ace, aw, an, air,
any, ast, ed, ear, ick, ip, ive, old, op, ound, oy, own, oom,
un, ust, ut,

5. Learns the vowel digraphs.

Learns the principles governing vowel sounds, but not as
rules to be memorized.

Learns to recognize words formed by adding y as a suffix.

Learns the vowel dipthongs ou, ow, oi, oy.
kn, gh, gn, wr.
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10.
11.

12.
13.

14.

15.

15.
17.
18.

19

Learns to recognize the silent consonant in the digraphs
kn, gh, gn, wr.

Learns the variant sounds of the vowels as used with r, w, I.

Learns that y is changed to i to form the plural of many
words.

Learns that f is changed to v to form plurals.

Learns that the consonant may be doubled before the
ending.

Learns that the final e may be dropped before the ending.
the suffix er or ly.

Learns that new words may be formed by the addition of
the suifix er or ly.

Knows contractions from which one letter has been omitted.
Learns the use of italics and bold-face type.

Learns the use of abbreviations as in Mr., Mrs., etc.

. Identifies root words, supplies synonyms, antonyms,

homonyms.

COMPRENSION SKiLLS

1.

®

10.

Locates and compares sources of information.

2. Dramatizes, illustrates and retells a story well.

3. Begins to distinguish between the real and the fanciful.
4. Learns to recognize paragraphs.

5.
6
7

Begins to see cause-effect relationships.

. Begins to employ sensory imagery.

. Begins to read simple maps, charts, globes with much help

from the teacher.
Begins to write simple stories of his own creation.
Relates ideas from reading te personal experiences.

Acquires simple dictonary skills; alphabetizes by first
letter.
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INSTRUCTIONAL MATERIALS .
On Cherry Street — Ginn

More Fun with our Friends — Scott-Foresman

See Me Go — Ryerson

ENRICHMENT MATERIALS
Open the Gate — Ginn
Easy Readers — Wonder Books

Dr. Seuss — Beginner Books — Randon House

LEVEL 3 — PHASE 1

INDIVIDUAL ATTITUDES

1.
2.
3.

4.

Exhibits curiosity which can be satisfied through reading.
Reads in greater depth on various topics of interest. "

Begins to extend reading interests to include many cate-
gories.

Enjoys reading to others.

WORD RECOGNITION SKILLS

1.

Learns the sounds for the combinations kn, gh, gn, wr, at
the beginning or ends of words.

Understand the use of the soft ¢ and g. .

3. Learns the three letter blends: thr, spr, str, scr, squ, spi.

=

S R

10.
11.

Can form new wcrds by substituting vowels, consonants,
consonant blends in various positions.

Can build upon the root word by adding suffixes.

Is able to identify the root word in an affixed word.
Understands the effect of the final e on vowel sounds.
Understaunds the effect of the r on vowel sounds.
Know possessives, singular and plural.

Knows many contractions.

Has developed several word-attack methods.




COMPREHENSION SKILLS

NS ;e W

10.

Gathers and organizes information obtained from reading.
Summarizes information.

Makes associations based on reading.

Recalls and retains information from reading.

Draws and verifies inferences from reading.

Understands cause and effect reiationships.

Evaluates what he reads in terms of authenticity, truth and
depth.

Begins to appreciate and understand the use of dialect,
foreign words, and idiomatic and special vocabularies.

Can extend concepts of .ime and space gained through
reading.

Begins to spell basic words.

INSTRUCTIONAL MATERIALS
We Are Neighbors — Ginn
Friends Old and New — Scott-Foresman (Gage)

ENRICHMENT MATERIALS

Personal Reading — Scott-Foresman (Gage)

Magic and Make Believe — Book 1 — Nelson

LEVEL 3 — PHASE 2

INDIVIDUAL ATTITUDES, INTERESTS, AND SKILLS

1.

Makes wide use of dictionary and begins to use the encyc-
lopedia.

Learns the effect of I, u, and w on vowel sounds.

Learns the suffix endings ed, est, ing, y, self, n, en, er.
correctly in speaking and writing.

Learns the prefixes a, be, un, re, in, dis.
speaking and writing.
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WORD RECOGNITION SKILLS i
' lLearns to discriminate between words similar in form.

Learns the effect of 1, u, and w on vowel sounds.

Learns the suffix endings ed, est, ing, y, st¢lf, n, en, er.

Learns the prefixes a, be, un, re, in, dis.

S U S

Learns to recognize words by substituting one medial
vowe] for another.

&

Understands the principles for determining vowel sounds.

7. Learns to combine identification of vowel sounds with con-
text clues.

8. Begins to recognize syllables and accent.

9. Identifies root words in inflected and derived forms.

COMPREHENSION SKILLS
1. Identifies and evaluates character traits.
Identifies the mood or tone of a passage, story or poem.

Reacts to the mood or tone of a passage, story, or poem.

Projects mood or tone in reading orally.
Recognizes the distinctiveness of poetry.

Applies locational skills previously taught.

N o gk W

Learns about chapter and section headings, glossary and
index.

8. In using the dictionary, uses senience context to determine
appropriate meaning.

9. Begins to use the encyclopedia.

Around the Corner — Ginn

More Friends Old and New — Scott-Foresman (Gage)

Sounds of the Storytelier — Holt, Rinehart & Winston

ENRICHMENT MATERIALS
Invitational to Personal Reading — Scott-Foresman (Gage) -

Ranches and Rainbows — Ginn
Magic and Make Believe — Book 2 — Nelson
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LEVEL 4 — PHASE 1

WORD RECOGNITICN SKILLS

1.

B < R T o o

10.
11.

Understands the use of the apostrophe.

Understands the use of the principles of syllabication.
Has good auditory perception of syllables.

Has good auditory-visual perception of syllables.

Has good auditory perception of accent.

Understands that accent effects vowel sounds.

Uses meaning clues to determine accent.

Notes visual clues that help determine accented syllables in
words.

Notes the similarity of sounds x and cks.
Blends syllables into whole words.

Recognizes words formed by adding prefixes or suffixes
un, or, ish, ful, ly, en, ier, lest, ily, less, ful, ment, ness.

12.” Understands the use of the hyphen.

13.

Learns what the schwa is and how it is used.

COMPREHENSION SKILLS

1.
2.

Perceives the relationship between ideas within a sentence.

Understands the sentence when phrases or clauses compli-
cate the sentence pattern.

3. Understands the sentence when the word order is inverted.

Understands how punctuation marks clarify meaning in
complicated sentences.

5. Recognizes over-generalizations and over-simplifications.

Begins to distinguish between emotional and critical
writing.

Understands many abstract concepts, the use of exaggera-
tion, implied meanings.

Begins to evaluate the qualifications of the author.
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INSTRUCTIONAL MATERIALS
Finding New Neighbors — Ginn

Roads to Follow — Scott-Foresman (Gage)

ENRICHMENT MATERIALS

The New Tall Tales — Scott-Foresman ((iage)

Treats and Treasures — Nelson

Readers Digest Skill Builders — Revised Edition 3

LEVEL 4 — PHASE 2
INDIVIDUAL ABILITIES AND SKILLS
Develops habit of reading critically.

Develops a flexible rate of reading to accommodate the
material read.

3. Understands the need for a flexible rate.

4, Carries the reading skills over to content materials with

ease.

Recognizes that there are differences hetween the reading
of narrative materials and expository materials.

WORD RECOGNITION SKILLS

@

. Perceives primary and secondary accents.
. Can alphabetize to the fourth letter and beyond.

1
2
3. Begins to use and understand diacritical markings.
4.
5
6
7

Knows many hyphenated and compound words.

.- Learns the variant sounds of ¢, g, gh, s.
. Knows theuse of the silent consonants w, h, g, gh, k, b, .

. Understands the principles governing the syllabication of

blends and digraphs.
Knows the irregular verb forms.

Performs with high degree of accuracy on review tests of
all phonetic and structural analysis skills.
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. - COMPREHENSION SKILLS

1. Raises points of story as evidence of criticism of appraisal
of characters and actions.

2. Demonstrates increasing maturity in the use of previously
learned comprehension skills.

INSTRUCTIONAL MATERIALS
Friends Far & Near — Ginn

More Roads to Follow — Scott-Foresman (Gage)

ENRICHMENT MATERIALS
. Open Roads — Golden Rule Series
Readers Digest Skill Builders — Revised Editions 3 2 and 3 3.

- LEVEL 5 — PHASE 1
INDIVIDUAL ABILITIES AND SKILLS
1. Applies reading skills to content area reading.

2. Strengthens study skills through conscious and regular
application.

3. Undertakes and carries through many independent reading
and study projects.

\ 4. Takes pleasure in extending vocabulary independently.

WORD RECOGNITION SKILLS
1. Applies all principles of syllabication previously learned.
2. Understands and uses primary and secondary accent.
3. Alphabetizes to the fifth and sixth letter and beyond.
4

. Recognizes words formed by adding prefixes con, ir, in, im,
trans, inter, tele, and suffixes like, or, ary.

5. Determines the accented and unaccented syllables with
little or no help.

6. Recognizes various verb forms.
7. Extends knowledge of contractions and possessives.

8. Extends knowledge of compound and hyphenated words.
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9.

Uses transitional and qualifying words.

COMPREHENSION SKILLS

1.
2.
3.

A

Is skillful at selecting the main idea.
Can skim to locate specific details.

Relates happenings in a story or steps in expository mater-
ial in proper sequence.

Demonstrates increased competence in all previously
learned comprehension skills.

INSTRUCTIONAL MATERIALS

Roads to Everywhere — Ginn

Ventures — Scott-Foresman

ENRICHMENT MATERIALS
Over the Bridge — Ryerson
Readers Digest Skill Builders — Revised Edition 41.
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Chapter VI

MY PERSONAL EXPERIENCES IN SETTING UP A NONGRADED
READING PROGRAM IN A SELF-CONTAINED CLASSROOM

Nature of the Project

Under the nongraded plan it is recognized that each child has
his own pattern and rate of growth, and that children of the same
chronological age vary greatly in their abilities and rates of growth.
Basic differences in learning rates may be accommodated by pro-
viding longer time for a given block of work for slower learning
students and reduced time for brighter students. The latter are
encouraged within limits to move ahead regardless of grade level,
or without fear of encroaching on the work of the next teacher.
Continuous progress related to a pupil’s ability eliminates undue
pressure and produces a relaxed learning environment conducive
to good mental health. Evaluation of growth is continuous, eliminat-
ing the year-end days of decision. The steady growth keeps the slow
maturing student from becoming frustrated, and continuocusly chal-
lenges the talented ones, thus eliminating many behaviour pro-
blems. No single standard of achievement can be set up for all
pupils.

The main reason for implementing my proposal is to maximize
the opportunity for each child to learn to read. Because our child-
ren all have individual differences, no single method of reading
instruction is sufficient for a well-rounded program. A combination
of methods, with varying emphasis is needed. The reading pro-
gram must provide a level of enrichment for the rapid learners, an
organized program for slow learners, and opportunities to place
and move children in learning situations where the most satisfac-
tion is achieved.

Since the school where I ain teaching is not following the non-
graded plan, I have implemented within my own classroom a pro-
gram of continuous progress in reading. I received consent from
my principal and supervisor to do this. Under this continuous pro-
gress plan, I am able to provide an organizational framework that
permits a flexible situation in the reading program for all children
within my Grade IV class. These pupils are placed in a situation
where they are reading at their own level, with emphasis on pro-
vision for individual differences.




With this plan I was able to provide a program for slow learn-
ers which eliminated the drawback of continuous failure. Success
is guaranteed to the child if he is diligent, for he is not asked to do
that which is impossible for him to achieve. It enabled me to place
and move children in learning situations where satisfaction and
self-development come through continual progress and success. It
was necessary, as time went on, to make some shifts of children
from one group to another. All factors relating to the youngsters
emotional, social, mental and physical development were taken into
account. When it was decided to move a pupil, I spoke to the par-
ents on the phone to make them aware of the change. Children were
grouped so that there was a narrow range of reading abilities with-
in that particular group.

This program provided a level of enrichment for the rapid
learners. These pupils in any class are usually easily identified.
They are socially and physically mature, well co-ordinated, and re-
latively free of emotional and psychological problems. They are
usually healthy and often lend spark to a group, but they are not
necessarily leaders. Often what brings these children quickly to the
attention of the teacher is that they finish assignments more quick-
ly than others. When we spot them we can do one of two things:
offer them more assignments, or more difficult assignments than
other children. Only the latter procedure is sound. Children capable
of doing more advanced work, of learning more refined or more
advanced skills are expected to do so. I made an effort to plan my
lessons to require the children to make use of the techniques of
making comparisons; of collecting data or materials; of organizing
classifying, and sorting this data and material; of observing and
listening; of criticizing and analyzing for good or bad points inher-
ent in each situation; and of looking for assumptions.

In order to encourage the children to think for themselves, I
attempted to use further techniques of self-analysis for the purpose
of self-evaluation, so that each child would see where his area of
strength or weakness was. I encouraged my pupils o use their
imagination and to try to be creative not only with their hands but
also with their minds. We worked together a great deal on summar-
izing and paraphrasing. Rapid learners, even in a grade four class-
room, are capable of performing these techniques with very little
assistance from the teacher.

In this nongraded or continuous progress program it is our aim
to provide a desirable environment where all children are given
countless opportunities to grow at their own rate in their individual
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way. We teach the reading program to all children—the bright, the
average, and the slow learning.

Description and Overview of the Reading Program in my Classroom

During the later part of last term (1969), we administered the
Ginn Reading Tests and the Metropolitan Achievement Tests. Using
the combined results, I divided the class into four reading levels.
The top group scored well above grade four level, with scores rang-
ing from 5.5 to 7.5. I placed these pupils in the regular basic reader
Adventure Awaits. They did very well in the comprehension and
study skills, but I had to spend more time an phonetic analysis,
and syllabication. During one reading period a week this group
uses the S. R. A, Reading Laboratory, alternating this occasionally
with research work. This groov finished their basic reader early in
February. They did practically aii the exercises in the manual, all
the self-help activities, and their workbooks. Besides the above,
they did many of the enrichment activities. I administered the Ginn
Reading Tests to these nine pupils. The scores ranged from 196 to
211, the perfect score being 212. A score of 193 or above is classi-
fied as superior, and all their scores fell within this range. These
pupils did a great deal of outside reading and always had a library
book at their seat which they picked up when they completed their
assignments. Although these nine pupils were very different, they
worked very well as a group. After they completed their basic read-
ers, they began work in the Reader’s Digest Skill Builders, Grade
Five Level. They have completed a personal book review on a book
from the Scott-Foresman Series; a book report, and a book sum-
mary. They all did a very good job on the above. They enjoyed do-
ing this extra work and found it challenging.

In April I plan to introduce them to the Co-Basal Reader Under
Canadian Skies, (Grade Five Level). They will continue with the
Skill Builders and the S. R. A. Program. I plan to give them more
research work. They will proceed at their own rate, and do much of
the work on their own.

The second group included pupils scoring from 4.1 to 5.3. 'This
group started in September in the co-basal reader Happy Highways.
Four of the pupils were progressing more rapidly than the others;
so at the end of two weeks I put them in the top group. The remain-
ing pupils continved in this reader until the second week in
November. This group was working at its own level for its grade.
These pupils had difficulties in reading and following directions, in




phonetic analysis, in structural analysis and syllabication. Their
comprehension was quite good, so more attention was paid to the
other skills. We took somewhat longer on each unit in the basic
reader than the top group. This second group should finish their
basic reader ahout the last of April or early in May. At that time
Ginn Reuding Tests will be administered. For the remainder of the
tern: 1 plan on using the Reader’s Digest Skill Builders and on hav-
ing them do some research work, and a personal book review using
the Scott-Foresman Series.

This group as well as the top group work with the S.R.A.
Reading Laboratory at their own level once a week, alternating
occasionally with other related reading activities. One pupil from
this group was placed in the third group after about two months.
She was having more difficulty than the others, and I found she
would hurry through her work with the result that it had many
errors. She appears to be much more comfortable in the third group
and is overcoming her areas of weakness.

The teacher aids sat up a reading table for these two groups.
She borrowed books from the public library and the library at St.
Francis Xavier University. We also borrowed some books from our
own library at Morrison School. Besides this we asked pupils to
bring books they had at home and wished to share with their class-
mates for a period of time. The student aide discussed some of the
books with the pupils, and she encouraged them to read a variety of
them. The top group in particular really enjoyed this and read
several books each month. The second group also took more inter-
est in these books as time went on.

The third Reading Group is made up of pupils who scored from
3.6 to 3.9 on their tests. They were reading slightly below grade
level and were weak in nearly all the skills. They were extremely
lax about reading and following instructions, with the result that
they needed much individual assistance. For two days a week this
third group would leave the class during the reading period and
have a special class with the remedial reading assistant. She worked
with them on many of the skills in which they were weak and also
used the Reader’s Digest Skill Builders, (Grade Three Level.) On the
three days I had them for reading, I used the supplementary readers
Up and Away and Under ti:e Bridge, choosing stories with follow-
up exercises to give them practice in the skills in which they were
weak.

Around the first week in December, I started them in their
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basic reader. They continued with the remedial reading assistant,
and she worked on the reading skills suggested in the workbook. I
am doing the stories, comprehension skill, word-meaning exercises,
structurai-analysis exercises, and the follow-ups in the self-help
activities. They are working comfortably in their reader and should
finish it in June. If not, the next teacher will continue where they
left off.

In the middle of January, after the reading assistant and I had
two meelings to discuss this group’s progress, we decided on mov-
ing one of these pupils into the next group. I.ater in February we
did the same with two more pupils. All three are doing very well in
the second group and were eager to do some work at home which
the second group had done previously. This group also did some
S. R. A. reading in their color level and seemed to enjoy it even
more than the two top groups. I also used the Structural Reading
Tapes frequently with this group.

In the fourth group are the pupils who scored from 2.5 to 3.5
on the tests. This group leaves the class every day during reading
period and are taught by a remedial reading teacher. She is respon-
sible for their reading program for the year, and as yet, none of
them have come back into my third group. However, I understand
there is one pupil who will be ready in a couple of weeks. The re-
medial reading teacher feels the remainder should be with her for
the rest of the term.

Problems Associated with Implementation at the Classroom Level

Arriving at an effective grouping arrangement was the most
difficult problem facing me as I tried to implement a continuous
progress program. Grouping on the basis of ability does not produce
a homogeneous group because children’s abilities to cope with dif-
ferent phases of the reading skills vary. Grouping arrangements
should be continually evaluated, and the approach to them should
be marked by an element of flexibility.

Lack of an adequate supply of supplementary materials creat-
ed a problem in trying to plan the instructional experiences to ac-
commodate the needs of different groups of students. I found the
biggest problem was to find supplementary material for the third
group at the beginning of the term, for they were reading below
grade four level, and at that time we didn’t have the grade three co-

basal readers. Again, when I was ready to begin the grade five co-
basal readers with the top group, another class was already using
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them. Our reading periods were at the same time, so we both could
not use them. If we had another ten books the problem would have
been solved. As it is, 1 have to fill in with other materials until that
class is finished with the books. Preparation for the different groups
meant more research work and evaluation on the teacher’s part.
Although this was more demanding, the results have been most
satisfying.

Many parents were concerned at the beginning as to why their
child was not reading in the same reader as another child. However,
after the continuous progress program was explained to them, they
accepted this willingly and were well satisfied with the program.

Defense of the Procedure

Next term I pian to follow much the same procedure in the
reading program and extend it to include all the language arts pro-
gram. Additional planning will be necessary to put this program
into operation. As a defense of this program, we must first think of
each of the pupils as individuals and teach them as such. Teaching
in a continuous progress program is aimed at giving each child an
opportunity to proceed at the speed most appropriate to him. Some
pupils will require a longer period of time than others for achieving
certain learnings and attaining certain developmental levels. We
must provide intelligently for these pupil differences. Differing
abilities, interests, and opportunities among children cause the
range in certain specific attainments to surpass the range in general
achievement. Individual children’s achievement patterns differ
markedly from learning area to learning area. This program gives
the rapid learners the opportunity to go ahead with monre advanced
and challenging work instead of settling for the boredom of waiting
for the slower achievers and doing repeated seatwork on skills they
already know. The average pupils work at their own rate without
having the strong competition of the rapid learners. Also, they do
not have to wait for the slow learners. Within each group they are
all on nearly the same level; so they work much more efficiently.

The slow learners have their own program and work at their
own rate without the fear of failure. They do what they are capable
of doing and no more. These pupils do not become so frustrated as
they previously did. They do not have to compete with rapid or
average learners.




Chapter VII

PROPOSED ENGLISH PROGRAM FOR A CONTINUOUS
PROGRESS SECONDARY SCHOOL

RATIONALE

This guide attempts to structure content and to develop
sequency in the fundamental skills in the English program offered
at the junior and senior high school levels. The program developed
herein mi, ht be adapted to any secondary school with a sufficient
number of pupils to offer a comprehensive school program. It is
sufficiently broad and flexible to accommodate the needs of all
students and could prove particularly helpful to those schools which
are attempting to implemer.t a continuous progress philosophy of
education.

The following factors were considered in the development of
this program:

1) Needs of students.

2) Inadequacies in the structure and organization of the cur-
rent English program.

3) The basic understandings, skills, and appreciations that are
fundamental in a sound English program.

4) Required materials.

One of the tenets of a democratic philosophy of education is
that all students are entitled to an education in accordance with
their capacities. Educators must continue to seek better ways of
accommodating individual differences. Education, to be successful,
must take into account environmental influences on the physical,
social and emotional development of the child and the background
of experience that has helped to shape the intellectual growth of
each individual. Obvious learning differences ascertained from
an examination of Standardized Reading Achievement Scores on a
normal distribution of students entering grade seven reveal the
heavy task that faces the English teacher in our present educational
system. In most cases he must attempt to cope with students of
vastly different abilities, interests, aspirations, and achievements
without the variety of materials and the flexible organizations need-
ed to accommodate their diversity.
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In recent years in the province of Nova Scotia attempts have
been made to offer programs other than the University Prepara-
tory. These programs were designed to provide a high school edu-
cation for the non-university bound student. Though ther repre-
sent an improvement over the one-irack program, their organiza-
tion is too rigid to provide realistic accommodation for the major-
ity of students. Difficulties in transferring from the General Pro-
gram and the Adjusted program to the University Preparatory
Course are numerous and sometimes very complicated. Most stud-
ents do not fit totally into any one program. Choice of subjects with-
in each program is too limited. The result is that our present pro-
grams tend to isolate and categcrize students in such a way that
the full development of their potential is not realized.

An awareness of the weaknesses in the present organization
of our school program leads us tc believe that a change is neces-
sary. Nowhere is the need for change more apparent than in the
structure and organization of the English program. As the basic
subject which deals with oral and written communication and with
the understanding and appreciation of literature, English must
occupy a prominent place in the instructional program. The mom-
entous task of the English teacher has been well described in the
following terms:

Although English teachers . . . have a great privilege
in their potential influence on youth, they also have a
heavy responsibility. No advanced or effective work is
possible in the school system or in the workaday world
without the ability to read, write, speak, and spell. The
school system requires this ability, employers demand it,
and the child has » right to expect it.*

THE STRUCTURE OF THE CURRICULUM OUTLINE AND
PROPOSED ORGANIZATION FOR ITS IMPLEMENTATION

This paper represents a serious attempt on the part of the
authors to define the fundamentals of a sound English program for
the secondary schools and to propose a system of organization to
flexibly adapt this program to the needs and interests of the stud-
ent body. For the purpose of this study the English program was
divided into the following areas: reading, grammar, composition,

1English, A Teaching Guide, grades 7-9 Halifax: Curriculum Branch,
Department of Education, 1857. p, 5
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and literature. In each area of the English program an effort was
made to define fundamental objectives, the basic skills and under-
standings which logically follow from an analysis of these objec-
tives, suggested teaching lechniques and/or learning activities will
be effective in reinforcing the basic understanding and skills, and
a list of suggested resource materials which would be useful in re-
inforcing the basics at different levels of achievement.

From this outline of the fundamentals of the English program,
course outlines, units, and lesson plans can be developed easily on
a sequential basis. Sequency can be achieved by having tht basic
skills and understandings run spirally through the various courses
in increasingly more complex forms and in relation to rnore com-
plex materials. This procedure in no way contradicts the guide-
lines laid down in The Program of Studies of the Department of
Education in Nova Scotia.

In order to provide for the wide range of achievement and
ability which prevails among the student body in a consolidated
junior-senior high school enrolling not less than 700 members, a
major change in the organization of the English Department is
needed. To enable such a school to implement a nongraded Eng-
lish program, the following type of organization is recommended:

1. A mmlti-phased program which will provide the flexibility
needed to accommodate the vast range of individual differences
that exist among students by offering a variety of courses, of which
many are similar in nature but vary in level of difficulty. A know-
ledge of the achievement and ability of students in a typical con-
solidated high school leads one to believe that a program consist-
ing of fcur phases is required. Students should be placed in a par-
ticular phase on the basis of a thorough analysis of their aclieve-
ment on standardized achievement tests in larnguage arts and on
the basis of qualitative teacher assessment of their academic per-
formance.

Phase One Courses are designed especially for students who
are so deficient in the basic English skills that they need special
attention in small classes. These students wusually have limited
potential for academic growth. It is recommended that in this
phase great emphasis be put on the fundamental reading skills, and
that all other areas of English be integrated into the reading pro-
gram. The basic vocabulary and comprehension skills set forth in
the curriculum outline which follows this section should receive a
great deal of stress. The critical skills may have to be left for a
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higher phase.

Phase Two Courses are designed to provide remedial work for
students of average or better ability who are deficient in the basic
English skills. At this particular phase the program should be in-
dividualized on the basis of pupil achievement on standardized
language arts tests. To make this possible, a great variety of re-
source materials written for different grade levels are needed. As
in the case of courses offered in phase one, all other aspects of the
English program should be integrated into the reading program.

Phase Three Courses are designed for students of average
ability who have at least average achievement in the basic language
arts skills. At this stage the students are ready for separate treat-
ment of different areas of the English program. These students
are capable of a fair degree of mastery of all the basic skills and
understandings outlined in the curriculum guide.

Phase Four Courses are designed for students of superior aca-
demic ability and achievement who are capable of mastering all
aspects of the English program at a high level. While the continued
refinement of the basic reading skills is desirable, a heavy em-
phasis on writing and literature is recommended. These students
are capable of a high degree of self direction and have a great var-
iety of interests. These factors should be kept in mind in design-
ing courses for them.

2. A timetable devised in rotating cycles of five weeks dura-
tion. Seven five-week cycles will constitute a full year’s work.
During any one cycle a student will concentrate mainly on one spec-
ific area of the English program so that he may do reading in one
cycle, followed by composition in the next cycle, literature in the
third, and so on. Some reinforcement of the basic skills taught in
other areas is recommended in all cycles.

Table One presents a timetable which was devised for a spec-
ific junior high school containing approximately 800 students. This
schedule illustrates how the cyclical system of timetabling operates.
This timetable has been constructed with four teaching levels in
mind. These levels are equivalent to the number of years students
will spend in this particular junior high school. Four levels are
represented since students enter this school from grade five. Level
One represents the students’ first year in the junior high. Level
Two the second, Level Three the third, and Level Four the fourth.
Level One has only three phases. All other levels have four phas-
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es. The courses will be Iabelled accordingly so that it will be read-
ily understood that Reading I is followed by Reading II; Literature
I is followed by Literature IV, and so on. This timetable is pre-
pared for an English Department which will have nine teachers,
one of whom will be department head, and a student body of eight
hundred who wil be divided into twenty-six classes. The seven
teachers labelled A to G will rotate every five week for the full
seven cycles and thereby will teach the same area of English to all
the students in the school. H and I will remain stationary.

Students will be permitted to progress as rapidly as possible in
any area of work. The curriculum and the timetable will facilitate
easy movement from one phase to another. This should make the
appropriate placement of each pupil a reality.




ENGLISH CURRICULUM OUTLINE — GRADES 7 — 12

READING*

OBJECTIVE | — TO DEVELOP EFFECTIVE HABITS OF WORD

RECOGNITION.

SKILLS
A. AUDITORY DISCRIMINATION

1.

RECOGNIZE LIKENESS AND DIFFERENCES IN SOUND
OF WORDS.

Pronounce three words, two of which are the same — run,
fjump, run. Have students tell which word is the same as
the first and which word is different. Gradually increase
the difficulty of this work by choosing words that are very
similar in sound — lame, tame, same.

Say words which begin with the same sound — Tom, top,
table, and ask students to add other words which begin with
the same sound. In the same manner, introduce words
witn the same end sound — top, mop, etc., and have stud-
ents suggest other words that have the same ending. Later,
try words that have the same sound repeated in the middie
of the word — flatter, chatter, etc., and encourage students
to repeat other words wih the same middle sound.

Use simple poetry as a means of introducing rhyming
words. Have students repeat the words that sound alike, and
have them suggest other rhyming words that could be used.

Records and tapes could be very effectively used in these
exercises in auditory discrimination.

RECOGNIZE THE NUMBER OF SYLLABLES IN A WORD.

Begin with familiar one-syllable words — perhaps the

*Objectives and component skills are in large, bold print. The correspond-
ing teaching techniques or learning experiences follow in regular print:
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3.

3.

names of students in the class — and gradually build up to
two, three, and multi-syllable words. Ask students to lis-
ten closely to the number of sounds they hear. Tapping
the desk with a pencil or clapping hands could reinforce the
sounds heard.

IDENTIFY THE ACCENTED SYLLABLE.

Have students repeat two or three syllable words and listen
to the syllables — e.g. : button. Then ask a student to use
the word in a sentence while the other students listen for
the sound of the syllables in the word being used. Do the
syllables sound the same? Have students choose the one
which has the loudest sound. Repeat this exercise with
other words, perhaps using some in their reading selection.
Gradually increase the difficulty of the words being used.

APPRECIATE THE SOUNDS OF WORDS AND WORD
COMBINATIONS.

Ask students to describe sounds, e.g. : sounds made by var-
ious animals and machines; a train whistling and whining;
the growling of a big black bear; the squeaking of a tiny,
timid mouse (pictures could be used). Have students find
repetitions of sounds in their reading selections. Why do
writers use this repetition? Can you suggest others?

BECOME FAMILIAR WITH HOMOGRAPHS.

Choose words from reading selections and ask for other
meanings the words can have apart from the meaning in the
selection. Doses the pronunciation of the word remain the
same? Use such words as: produce, progress, conduct,
tear, wound, excuse, present, and permit.

IDENTIFY WORDS WITH SLIGHT VARIATIONS IN
PRONUNCIATION.

List on the blackboard pairs of words which are very sim-
ilar in pronunciation, such as: lose, loose; raised, raced;
pitcher, picture; guest, guessed. Have students indicate
the one which is pronounced.
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B. VISUAL DISCRIMINATION

1. RECOGNIZE AN INCREASING NUMBER OF WORDS BY
SIGHT, THROUGH EXTENSIVE READING, BOTH INDEP-
ENDENT AND DIRECTED.

1. Encourage students to make lists of new words they encoun-

ter in their reading. Flash cards can be used to check pro-
nunciation and understanding of these words.

2. INCREASE SPEED OF VISUAL WORD IDENTIFICATION.

2. Use flash cards or T. scope to develop speed in word recog-
nition. Gradually increase the speed at which the words
are flashed. Noticeable improvement in speed should be
expected from students on an individual basis. Students
could work in pairs to increase their speed.

3. RECOGNIZE FAMILIAR PARTS WITHIN A WORD RAPIDLY.
3. Have students skim lists of words to find those words which

contain a given root word. eg. Root word — plan —
planning, preplanning, plain, plait, planner, plot, planned.

4. DISCRIMINATE BETWEEN WORDS OF SIMILAR SPELLING.

=

Prepare exercises in which the student is to choose one of
two words that are similar in spelling to use in a given sen-
tence. e.g. in the room. (quite, quiet)

C. PHONETIC ANALYSIS
1. KNOW VARIANT VOWEL PRONUNCIATION.

1. a and b. Prepare a list of words containing short vowel
sounds. Example: bat, pen, hit, of, cut. Have students
underline the vowels. Discuss the sound of the vowel in
each word and have them determine where it is located.

a. SHORT VOWELS

e In the same manner have students locate and sound the
vowels in a list of words, such as tape, be, hi, so, cute.
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b. LONG VOWELS
o Have students generalize concerning the sound of a single
vowel when it is at the beginning or in the middle of a word
(usually short), and when it comes at the end of a word.
ually long). What happens to the sound of e when it comes
at the end of a word?

e Assign exercises requiring students to underline or circle
vowel letters that stand for a long (or short) vowel sound.
Nonsense words can be used in the list.

c. DIPTHONGS

¢. Have Students pronounce a list of words containing oi
and oy. e.g.: toil, toy, soil soy, boy, beil. What sound
does oy repiace the oi at the end of a word?

¢ Have pupils study another list of words containing ou and
ow. e.g.: found, town, clown, sound, round, cow. Lead
to generalization that ou and ow have the same vowel sound.

Have students suggest other words which contain this
sound. Present new words containing this scund and have

each word pronounced.
d. EFFECTS OF R

d. Present a list of words containing vowels followed by r.
Example: bar, park, far, fir, war, army, garbage, cord, born,
world, worm. Lead students to generalize that if r follows
a vowel, the vowel sound is generally not short, but an r-
controlled sound.

e. SCHWA SOUND

e. List on blackboard known words, e.g. above, barrel,
marble, minus, table, satin, pilot. Have students pronounce
the words listening closely for the vowel sounds. Develop
through questioning the understanding that sometimes a
vowel can have 2 special sound, which is neither the long or
the short vowel sound. Through exercises they should also
discover that the schwa sound usually appears in an unac-
cented syllable, and that le is often a clue to this sound.




2. KNOW THE SOUNDS OF SINGLE CONSONANTS AND CON-
SONANT COMBINATIONS:

a. BLENDS

a. Have students pronounce words such as glad, smcke,
plate, strawberry, shrink. Have them notice the sounds of
the consonants gl, sm, pl, str, shr—a blend of two or more
consonants without an intervening vowel sound. Have stu-
dents suggest other words wlich contain consorant blends.
Have them complete words in sentences by adding the pro-
per consonant blend. e.g.: spr, thr, spl, sm, shr, str.

1. The ing was knotted.
! 2. The dress had unk.

3. ing will soon be here.
. b. DIAGRAPHS

b. Write on board a list of words containing consonant di-
graphs (chore, bushel, ceiling, wheat,chief).As these words
are pronounced have students listen for sound produced by
the underlined consonants—a new sound which is not like
the sound of either consonant. Prepared lists of words can
be used for identifying digraphs.

c. HARD AND SOFT ¢ AND g.

; c. Have students repeat words containing the letter ¢, Lead
% them to realize that sometimes ¢ can stand for the s sound
( at other times it stands for k. Through pronunciation of
other words, they should note that ¢ followed by o or a
usually has the k sound, and that ¢ followed by e or i, usual-
ly produced the s sound.

e In the same manner, introduce the two sounds of g: the g as
in gun and the g sound as in gem. Have students determine
the sound of g in lists of words, such as, germs, Egypt, tiger,
magazine.

- d. SILENT LETTERS

d. Have students note the difference in pronunciation of
pairs of words, such as, hat; hate; cap; cape; Tim; time; tub;

(A
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tube, rob, robe. Lead them to generalize that the silent e at :
at the end of a word generally prodvces a long vowel sound
within a word.

e Ask students to suggest words containing various double or
triple consonants, such as r and n together, or m and b, or
gh and t. Which letter usually remains silent?

e Present words containing consonant twins (ll, dd.) as in still
middle, basketball. Have students notice that consonant
twins usually spell just one sound; the second twin is usual-
ly silent.

3. RECOGNIZE OPEN AND CLOSED VOWELS.

o List on the board words such as table, fever, silence, over,
duty. Have these words broken into syllables. The
first syllable in each word is an “open syllable.”
How does it end? With a vowel or a consonant? Is it long or
short? Ask students to pronounce a list of words (siren,
vacant, favor, gravy, climate) and then write them in syll-
ables. They then should be able to complete a statement of
the idea: When only one consonant letter comes between
two vowels the letter usually begins the second syllable. v

o Next present words which contain double consonants be-
tween two vowels. Have students pronounce the word:
public, goblin, rescue, tractor. They then should be abie to
see that closed syllables are those which end with a conson-
ant. The vowel in a closed syllable is usually short.

4. Application of preceding skills to spelling as well as word

recognition.

4, As students meet new vocabulary in all assignments, have
them apply their understanding of the structure of words to
the pronunciation of new words. By repeated reference to
certain basic understandings which they have mastered, re- *
tention wiil be enhanced and they will see the value of their
previous work.




D. STRUCTURAL ANALYSIS:

1.

1.

ARRANGE WORDS IN ALPHABETICAL ORDER.

Though this skill can also be listed as a dictionary skill, stu-
dents examining the structure of a word should have this
step mastered. Begin with simple familiar words listed on
blackboard and have students rewrite lists in alphabetical
order. This should lead into prepared exercises found in
workbooks, such as Phonics Skilltext.

2. RECOGNIZE COMMON INFLECTIONAL ENDINGS.

]

(S, ES, ED, ING)

Write simple sentences using familiar verbs, such as, walk,

read, play, on blackboard. Through discussion have students
understand meaning of sentence in regard to tense. Change
tense of verb in sentences. Have students note root word
and endings and note change in meaning in regard to tense.
Allow students to make generalizations of changes that have
taken place in spelling of words. Students should be made
aware of these inflectional changes as they appear in read-
ing lessons, as well.

RECOGNIZE INFLECTIONAL CHANGES IN FQOT WORD.

Introduce this skill with familiar words. i.e. take a word
like mouse and get the students to give the form that means
more than one (plural). Have them note how the change in
meaning causes the change in spelling. (structure of word).
Have exercises prepared for practice. In the early develop-
ment of this skill, every time such words appear in reading,
they should be brought to attention of students.

. KNOW THE RULES PERTAINING TO NOUNS ENDING IN Y
WHEN PLURALS ARE REQUIRED.

These rules can be demonstrated by using familiar words
which employ these rules. e.g. write on board words like
monkey, lady, key, baby, valley and have students write the
plural forms of these words. Have them note the words that
required s to make the plural form and those where the y




was changed to i, before adding es. Elicit generalization
from students:

(a) when y is preceded by a vowel, to form the plural, sim-
ply add s.

(b) When y is preceded by a consonant to form the plural,
change the y to i and add es.

Reinforce with workbook exercises or exercises prepared by
teacher. Note these words in reading lessons.

5. KNOW THAT WHEN WORDS END IN SILENT E, THE E IS
DROPPED BEFORE ADDING ING.

5. Write lists of words take, bake, ride, etc.,, on board
Have students develop sentences to use these words. Then
adding ing towords. Have students point out changes in struc-
ture. Develop further sentences using new forms of words.
Allow students to make the generalization as to what
change has taken place. Reinforce with further exercises.

6. KNOW THAT ONE SYLLABLE WORDS OR WORDS OF
MORE THAN ONE SYLLABLE THAT END IN A CONSONANT
DOUBLE THE FINAL CONSONANT BEFORE ADDING ING.

9. This skill should be introduced using familiar words such as
get, hit, run, begin. Use these words in sentences. Discuss
meaning of sentences. Then have students give sentences
using the ing forms of verbs. Have students pay particular
attention to change in spelling and allow them to give
generalization.

7. IDENTIFY SYLLABLES OF SIMPLE WORDS.

7. Skill in recognition of syllables of simple words should be
mastered before proceeding to more difficult words. List
familiar words (fruit, organ, beauty) on board and have stu-
dents repeat them aloud to hear the different parts. Have
students become aware of what a syllable is and how divis-
ion of words into syllables aids in pronunciation of words.
Students should note that every syllable must contain a
vowel sound.
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10.

10.

11.

11.

LOCATE SYLLABLES IN WORDS WHERE THE VOWEL IS
FOLLOWED BY A SINGLE CONSONANT.

List common words such as maker, piper, rumor, paper on
board. Have students pronounce each word, then divide
word into syllables. Have students generalize that when a
vowel is followed by a single consonant, the syllable division
usually occurs between the vowel and consonant. Also have
students become aware that the vowel in the first syllable is
long.

KNOW THERE IS A SYLLABLE DIVISION BETWEEN A
DOUBLE CONSONANT.

On board list common words, some containing double con-
sonants and others with only one consonant between vowels.
(button, money, blotter). Have students break words into
syllables and allow students to make the generalization:
When a double consonant comes between two vowels, a
syllabic division usually occurs.

RECOGNIZE SYLLABLE DIVISION IN WORDS ENDING IN
ED.

List on board common verbs such as headed, mended,
parted, rented. Have students circle root word. With what
letters do the root words end? (d, t) Arrange second list of
verbs on board—played, warmed, picked. Allow students to
pronounce these words and listen for sounds. Have students
circle root words. Refer to first list again. Pronounce words.
Have students discover that when t or d comes before ed,
the ed is a separate syllable.

RECOGNIZE SYLLABLE DIVISION IN WORDS ENDING IN
le.
List on board words such as bottle, riddle, sample, bundie.
Have students pronounce words and divide words into syll-

ables. Allow students to discover that the consonant coming
before le plus le make up the final syllable.
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12. DETERMINE WHETHER VOWELS ARE LONG OR SHORT.

12. List on board several one syllable words like mat, rat, fat,
pan. Get students to pronounce them. Then add e to each
one of the words. Have students pronounce these words.
Allow them to discover the differences in sound. Elicit gen-
eralization from students. In a one-syllable word ending in
a consonant the vowel is short, while in one-syllable words
ending in e the first vowel is long and the final e is silent.

13. RECOGNIZE PRIMARY AND SECONDARY ACCENTS.

13. Students should discover that syllables are pronounced with
varying degrees of loudness. List on board words such as
pencil, summer, hammer, silver. Have students pronounce
each aloud and listen carefully while pronouncing each
word. Lead students to note syllable that bears more stress.
Introduce the words Primary and Secondary Accents. Make
sure students understand meanings of each. Refer to dic-
tionary respellings. Reinforce skill with prepared exercises.
This skill should also be reinforced in reading lessons, es-
pecially when students have difficulty with pronunciation
of words.

14. IDENTIFY AND UNDERSTAND MEANING OF PREFIXES
AND RECOGNIZE SUCH AS SEPARATE SYLLABLES.

14, On blackboard have several different lists of words, each
list containing words with common prefixes, such as:

return untie discourage
rewind undo discontinue
recall unnecessary disregard

Have students pronounce and divide words into syllables.
Elicit generalization that when a word contains a prefix, the
root word is generally stressed. Discussion of meanings of
prefixes should lead students to realize purpose of prefixes.

15. IDENTIFY AND UNGERSTAND MEANINGS OF SUFFIXES
AND RECOGNIZE SUCH AS SEPARATE SYLLABLES.

15. Activities similar to activities on prefixes should be develop-
with the objectives of the function of prefixes kept in mind.
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16. RECOGNIZE COMPOUND WORDS.

16. Sentences containing simple compound words should be
written on the blackboard:

1. The milkman came to our house this morning.
2. Father always reads the newspaper.

3. My brother received a new flashlight for his birth-
day, etc.

Have students pick out the words in each sentence that is
made up of two smaller words. Introduce the term com-
pound word. Elicit meaning of compound from students.
Practice to distinguish aurally and visually the two roots of
a compound word should be given.

17. KNOWN COMMON CONTRACTIONS.

17. On blackboard write sentences such as:
1. T haven’t a pencil and Joan hasn’t any pens.
2. John isn’t going but we’ve planned to go.

Have students note apostrophes used in the words haven’t
hasn’t, we’ve, isn't. What do apostrophes indicate? What
letters have been omitted? Write out different words with
corresponding contractions. Ample practice should be given
so that students are able to recognize and comprehend con-
tractions and differentiate them from possessive forms in
all their reading.

18. IDENTIFY DERIVED FORMS OF WORDS.

18. Use words like harder, hardest, happier, happiest, happily,
angrier, angriest, angrily in sentences written on hoard.
Have students name root words. Elicit from students gener-
alization as to use of different forms as demonstrated in
X sentences. Allow them to discover change in spelling that
occurs with change in use. Note in particular changes that
occurs in words whose roots end in y. Further exercises
should be presented to reinforce this skill.
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OBJECTIVE Il — TO DEVELOP SKILL IN INCREASING

SKILLS

VOCABULARY

1. DEVELOP LISTENING AND SPEAKING VOCABULARY.

1

Students should be taught to be constantly alert for recogrti-
tion and understanding of new words. This skill should be
developed in all reading lessons and in all subjects. New
words should be pronunced and meaning in confext and
other variances of meaning should be developed. Exercises
dealing with common words and meanings of each in dif-
ferent sentences to reinforce this skill should be prepared
and completed by students.

Run The boy hit a home run.
There is a run in Mary’s stocking.

Ring Did you hear the bell ring?
Joan received a new ring for her birthday.

2. INCORPORATE PRECISE TERMS INTO VOCABULARY.

W

Develop in students the habit of using correct terms in
speaking and writing. Instead of accepting words like
“stuff” encourage students to use exact term.

UNDERSTAND WORD DENOTATION AND CONNOTATION.

This skill probably can be best developed in early stages
through oral discussion leading to a written exercise. e.g.

What does winter mean to a person living in Florida?
What does winter mean to a person living in Alaska?

This should lead students to discover that when a writer
chooses an exact word (denotation) to express himself, there
is very little opportunity for individual interpretation,
whereas when he uses broad or general terms, (connotation)
there is much opportunity for general inferences. As stu-
dents proceed in reading they should soon be able to gener-
alize that when words of limited meaning are used in read-
ing and writing, the material is very clear cut and meaning
is very obvious.
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) 4. USE PICTURES AND CONTEXT CLUES TO ARRIVE AT
WORD MEANING.

) 4. When introducing a new reading lesson, pictures and con-
text clues should be used to have students discover vocabu-
lary related to the selection. Those words should be written
on the blackboard with emphasis placed on syllabication,
pronunciation and meaning.

5. UNDERSTAND NEW WORDS THROUGH KNOWN PARTS.

5. Skill in examining a word to obtain root word and prefixes
should be continuously reinforced. Ex: A student knowing
the meaning of the root port and the meaning of common
prefixes and suffixes, with the aid of context clues, should
be able to discover the meanings of import, export, deport,

. report, portage, porter, transport, etc.

6. UNDERSTAND SYNONYMS AND ANTONYMS.

6. Students should be led to discover how one word fits better
into a sentence and gives a better picture than another. This
could be introduced as words are met in reading material.
Then formal exercises in selection of correct synonym and
antonym to be used could be presented.

7. INCREASE AWARENESS OF INFLUENCE OF MASS MEDIA
AND TECHNICAL VOCABULARIES.

7. Have students become aware of influence of mass media
and technical vocabularies by: 1) Listening and watching
special radio and T. V. programs. Recording new words and
bringing them to class. Through discussion students should
be led to discover the meaning and function of each word.
2) Having students list words peculiar to certain hobbies.
Note the importance of these words if one is to express him-
self clearly, while describing any one of the hobbies.

®

DEVELOP AN UNDERSTANDING OF COLLOQUIALISM AND
SLANG.

R

Colloquial and slang expressions should be noted when stu-
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10.

10.

11.

poud
poud

dents use such expressions either in oral discussion or writ-
ten work, as well as when such expressions are encountered
inreading.

Emphasis should be directed toward the meaning of expres-
sion and the function it serves. Students should be encour-
aged to use more formal expressions instead of slang,
especially in written exercises.

UNDERSTAND AND INTERPRET FIGURATIVE LANGUAGE.

Skill should be developed in students to distinguish between
literal and figurative language through practice in simple
sentences, such as:

1) The wind whispered among the bushes.

2) The wind blew among the bushes.

1) The trees were dressed in robes of scarlet, bronze and
sable.

2) The colors of the leaves are red, yellow and brown.

Students should become aware of the importance of descrip-
tive language and imagery. They should also be led to dis-
cover that a common word used in an unusual manner be-
comes a very apt descriptive word.

'INCREASE AWARENESS OF CONTRIBUTIONS OF OTHER

LANGUAGES TO THE ENGLISH LANGUAGE.

As common words such as salt, type, factory, television,
theater are met in reading, students should be motivated to
find out the origin of the word and its original meaning. A
chart of these words might be compiled as a class project.

BE COGNIZANT OF NEW WORDS BEING ADDED TO THE
ENGLISH LANGUAGE.

This skill can easily be co-ordinated with Skill No. 10. A
large chart containing new words such as Sputnik, radar,
etc., with meanings could also be constructed as a class pro-
ject, Since some of these new words will not appear in older
dictionaries, students should obtain meanings from the con-
text of a sentence, as well as from the structure of the word.




12. INCREASE DICTIONARY SKILLS.

12. Students should be encouraged to have their dictionaries
and make constant use of them. (Glossaries also.) Prepared
exercises to develop skill in location of words, etc., should
be also given to students often, so that they will become ef-
ficient in the use of the dictionary.

OBJECTIVE Il — TO DEVELOP COMPREHENSION SKILLS

1. IDENTIFY MAIN IDEA.

1. Develop skill in identifying main idea of paragraphs by hav-
ing students read short paragrapns, orally, at first, followed
by discussion of what the paragraph is about. This should
lead into the next step where students silently read short
paragraphs and write out the main idea. To vary assign-
ments, students should be given exercises containing a mul-
tiple choice of ideas. Discussion leading to the selection of
the correct idea should be arranged. Students should be led
to reason why the selected idea is correct.

2. DEVELOP SKILL IN ABILITY TO USE TITLES AND HEAD-
INGS AS CLUES TO SELECT MAIN IDEA.
2. In all lessons students can be directed to convert headings

and titles into questions by using the questioning words:
Who, Which, Why, When, How, What? Soon they will dis-
cover that these questions will direct them to the main
thought of the paragraph.

3. READ FOR DETAILS.

3. Through oral questioning the teacher leads students to find
answers for direct questions by reading an appropriate
selection. When students have become adept at this pro-

cedure, they can write and answer or complete exercises
that develop the skill of reading for detail. Students should
be directed to distinguish more important details from less
important ones. This is important, for it prepares the stu-
dents to develop the skill of outlining. Charts such as the
following one are helpful in developing a visual image of
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&

Aruitoxt provia c

the main idea and supporting details with the students.
MAIN IDEA
DETAIL DETAIL DETAIL

RECOGNIZE SEQUENTIAL ORDER,

To develop this skill, paragraphs that describe events in
chronological order are necessary. Teacher can have stu-
dents write events in sequential order or else present exer-
cises to students which require them to re-arrange events in
proper sequence. Students should be taught to note the im-
portance of signal words such as first, next, then, finally, etc.

READ FOR CAUSE AND EFFECT RELATIONSHIPS.

At first present simple paragraphs where one event leads
to another. e.g. Yesterday Mother did not want me to play
outside in {he rain. I disobeyed her. Today I could not go to
school because I was sick and I missed my class party. In
discussion students can be led to discover how one event
caused others to happen. Gradually, students should be in-
troduced to paragraphs of a more difficult nature.

UNDERSTAND THE EFFECT OF PUNCTUATION ON
MEANING.

Exercises where punctuation plays a major emphasis can
be completed by students. Punctuation can be arranged so
that students discover how a change in punctuation brings
about a change in meaning.

UNRAVEL COMPLICATED SENTENCES.

Direct students to look for the core of a sentence when
confronted with a long, complicated sentence or sentences.
Find the verb first. Next, by asking the questions Who? or
What? with the verb, find the subject. Then put subject and
verb together with questions What? or Whom? to find the
object. Students should become aware that when the core of
the sentence is found, the remainder of the sentence he-
comes easier to understand.
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OBJECTIVE IV — TO DEVELOP SKILL IN CRITICAL ARND IN-
TERPRETATIVE READING.

DIFFERENTIATE FACT FROM OPINION.

1. Present paragraphs containing facts and opinions for dis-
cussion. Have students select factual statements. Elicit from
them the means by which these statements could be proven.
When students understand thoroughly what factual state-
ments are, discuss opinions. Elicit from students the differ-
ences between facts and opinions.

2. EVALUATE THE REL!ABILITY OF CONTENT.

2. Have students study advertisements from several sources—
magazines, newspapers, radio, or T. V. Lead them into dis-
cussion re the qualifications of person who is speaking in
the ad. Ex: A doctor would speak with more authority on a
topic related to one’s health than a bricklayer. This discuss-
ion could lead into examination of textbooks, encyclopedias,
magazines. Note date of publication, reputation of authors
and publishing companies. Note whether or not information
is presented in a biased form.

(2]

. MAKE COMPARISONS.

3. Have students examine pictures to judge the relative size
of items illustrated. Ask students to list items from smallest
, to largest or vice versa. Present sentences that have many
; details and sentences with few. Nofe key words which are

used in setences that give more information and a
mental picture of author’s message. To develop skill in form-
ing mental images, pictures can be matched with descriptive
phrases.

4. DRAW CONCLUSIONS.

4. Have students complete exercises after reading lesson

where they would have to list details to prove a statements.

e.g. Prove that Brother Fox was very sly. Students should

be led to understand that authors do not always state these

facts openly but merely lead us to draw our conclusions
‘ from what the characters say or how they act.
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5. MAKE INFERENCES. .

5. Have students read paragraphs and then answer questions
such as: 1) What kind of weather do they have in country
X? How do you know? In what kind of home do these people
live? Why? After completing several exercises of this na-
ture, students should be led to understand that authors
often make statements and allow readers to supply details.
(This is a different skill from drawing conclusions. In draw-
ing conclusions, details are supplied which lead to conclu-
sions. In inferences we have to visualize details from general
statements.)

o

ANTICIPATE EVENTS.

6. Direct students to read simple stories and before they finish
reading, have them predict or guess what is going to happen
next or how the story will end. At the end of reading, allow
time to discuss what really did happen and compare with
students’ predictions. Continued practice should promote
growth in this skill.

7. UNDERSTAND AUTHOR’S POINT OF VIEW.

7. Editorials on a particular subject from different newspapers
are useful in developing this skill, especially if editors have »
different political tendencies. American and British history
books can also be used to reinforce this skill. eg. an article
concerning the American Revolution written by an Ameri-
can and the same article written by a British historian might
have a conflicting point of view.

®

DETECT PROPAGANDA.

8. Distribute a news item on the same event from at least two
different newspapers. One should be a highly emotional re-
port of an event while the other should be very factual.
Have students note and explain the differences in the re-
porting of this item. Have students note the words or ideas
used in the highly emotional report and have them point out
the differences in the two reports. Finally elicit from stu-
’ dents the generalization that some articles use emotional *
words or ideas to influence judgment or opinion and this
: technique may be classified as propaganda.
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‘ 9. RECOGNIZE EXAGGERATION, PERSUASION AND ERRORS
IN REASONING.

: 9. Through discussion lead students to realize that exaggera-
tions are often used orally and in writing to add interest or
to emphasize a statement. In fiction this exaggeration adds
color, while in advertising or factual reporting exaggeration
can be misleading.

e Advertisements from mass media can be used effectively to
illustrate the art of persuasion. Students should be led to
realize that the author is really trying to influence his read-
ers by appealing to emotions.

e Errors in reasoning can be pointed out when they appear in
reading lessons by having students explain how wrong con-
clusions are reached and why they are wrong.

10. APPLY IMPLICATIONS TO REAL LIFE.

10. At the end of story ask questions such as: 1) What would
you have done, if you had been in the chief character’s

place? 2) Why? 3) Have you ever known anyone like a par-
ticular character in the story? 4) How do you feel about him
or her? Lead students to realize that from studying charac-
ters and observing the influence of their environment on
them, we can become more aware of ourselves and the peo-
ple with whom we come into contact.

OBJECTIVE V — TO DEVELOP STUDY AND LISTENING SKILLS
SKILLS

1. UTILIZING GRAPHIC MATERIALS.

Suggested Student Activities and Teaching Techniques

1. a. Use pictures
b. Interpret maps

¢. Use graphs and tables

e

Interpret cartoons

...... - B R R Tt ——— e - - - ——— - e ——— e e U U
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2. USING BOOKS.

2. a. Make intelligent use of

—

Tille, copyright .
Table of contents

Index

Glossary

Appendix

Chapter headings

Introductions

Hade A L

Summaries
3. USING REFERENCE MATERIALS.

3. a. Mak" use of
1. Card catalogue

2. Alphabetical order
3. Dictionary
4. Encyclopedia

>

ORGANIZING MATERIAL.

4. a. Select and evaluate material
b. Take notes
c. Make outlines
d. Make summaries

e. Write a precis
5. FOLLOWING ORAL AND WRITTEN DIRECTIONS.

5. a. Follow simple directions N

b. Follow complex directions
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6. REVISING AND IMPROVING WORK.

6. a. Proofread
b. Rewrile

7. IMPROVING LISTENING SKILLS.

a. Maintain attention

b. Comprehend what is heaid

c. Use critical judgment in evaluating what is heard
d. Increase ability to retain what is heard

e. Be a courteous listener.

Much use shouid bhe made of audio-visual material such as
charts, diagrams, films, filmstrips, and records to introduce and to
reinforce these bhasic skills. In all cases an individual diagnosis of
weaknesses and strengths should be made and corrective wosk
should be prescribed. The effective reinforcement of these skills
requires their correlation with other subject areas.

GRAMMAR
OBJECTIVES

1. TO DEVELOP AN UNDERSTANDING OF
(a) What is meant by a grammatically complete sentence.
{b) The structure of a sentence.
{c) Sentences according to function.

(d) Sentences according to structure.

’ Skills and Understandings*

1. a. Be able to recognize and write grammaticaliy complete
sentences.

b. Locate subjects and predicates in sentences in natural,
inverted and split order.

£ ¢ Add modifiers as a means of expanding sentences and giv-
s ing more detail.
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d. Understand kinds of sentences grouped according to fune-

e.

f.

tion to develop ability to express ideas exactly.

Understand kinds of sentences grouped according to
structure to develop ability to express ideas and see ideas

and relationship between ideas with greater ease and
facility.

Recognize the most commonly used co-ordinating con-
junctions and sub-ordinating conjunctions.

2. TO DEVELOP AN UNDERSTANDING OF THE FUNCTION OF
NOUNS AND TO BE ABLE TO DISTINGUISH AMONG THE
CLASSES OF NOUNS.

2. a.

Understand the principle by which students can deter-
mine whether nouns are proper, common, or collective.

Understand the need for capitalization when writing pro-
per nouns.

Be able to write and read abbreviations.

Understand the qualities of nouns (gender, number} that
affect their use in sentences.

Recognize and understand the function of collective and
compound nouns in sentences.

Understand the relationship of nouns to other words in

sentences: (a) nominative case, (b) possessive case, (c) ob-
jective case.

Know and understand use of gerunds and infinitives. Be
able to use correctly in oral and written work.

Know and understand function of noun clauses. Be able
to use correctly in oral and written work.

*These skills can be reinforced effectively through practice in ap-
propriate resource workbooks and programmed materials and by
‘atteniion o Their proper use in ail written work.
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3. TO DEVELCP THE ABILITY TO RECOGNIZE PRONOUNS
AND UNPDERSTAND THEIR FUNCTION IN SENTENCES.

3. a.

Understand the personal pronouns as direct substitutes
for nouns.

Know the concepts of person as they apply to pronouns.

Know the uses and forms of the nominative, possessive
and objective cases of personal pronouns.

Understand function of antecedent and agreement of
pronoun with antecedent.

Understand use of other kinds of pronouns: interrogative,
relative, and demonstrative.

4. TO DEVELOP A CLEAR UNDERSTANDING OF THE VITAL

- ROLE OF VERBS IN SENTENCES.
4. a. Be able to recognize and use verbs with facility in sen-
tences.
b. Understand transitive and intransitive verbs.
c. Be able to use correct subject-verb agreement in oral and

5. a.

cCR 0T

written work.

5. TO DEVELOP AN UNDERSTANDING OF TIME RELATION-
SHIPS EXPRESSED BY VERBS.

Identify, understand and use the three simple tenses:
present, future, past.

Use and understand active and passive voice.
Understand and use perfect tenses.

Know the principal parts of verbs.
Understand and use the progressive and emphatic forms
of verbs.

6. TO DEVELOP AN UNDERSTANDING OF CORRECT VERB
USAGE.

‘ 6. a.

s R —————————,

Understand common errors in verb usage.

Develop correctness in the use of troudbiesome verbs.
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' 7. TO DEVELOP AN UNDERSTANDING OF THE FUNCTION OF
ADJECTIVES.

7. a. Understand classification and characteristics of adjectives.
1. Descriptive
2. Limiting
b. Understand and use infinitives and participes.
c. Recognize and use phrases and clauses as adjectives.

d. Know the various positions adjectives may have in
sentences.

¢. Use adjective to compare.

8. TO DEVELOP AN UNDERSTANDING OF THE FUNCTION
OF ADVERBS.

8. a. Understand the use of adverbs in sentences.
b. Recognize and use phrases and clauses as adverbs.

c. Use verbals as adverbs and adverbs as modifiers of
verbals.

d. Overcome errors in the use of adverbs.

e. Use adverbs to compare.
9. TO DEVELOP AN UNDERSTANDING OF THE USE OF CON-

NECTING WORDS IN A SENTENCE.

9. a. Understand the relationship expresscd by subordinating
and coordinating conjunctions in sentences.

b. Understand the use of prepositions as connectives in
sentences.

: c. Overcome problems in the use of easily confused preposi-
' lions ana ldioiniatic prepostional phrases.—— 770 77
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COMPOSITION

A—THE SENTENCE
OBJECTIVES
1. TO DEVELOP AN UNDERSTANDING OF THE BASIC SEN-
TENCE PATTERN.

1. a. Recognize complete and incomplete sentences.
b. Write complete sentences.

¢. Understand the function of nouns and verbs (subjects and
predicates) in basic sentences.

d. Write declarative and interrogative sentences.

2. TO DEVELOP SKILL IN EXPANDING BASIC SENTENCES.

2. a. Use single word modifiers.
b. Use phrases as modifiers.

c. Use clauses as modifiers.

3. TO DEVELOP AN UNDERSTANDING OF THE IMPORTANCE
OF WORD ORDER TO MEANING, CLARITY, AND EMPHASIS

a. Understand the relationship of word order to meaning.
b. Understand the relationship of clause order to meaning.
c. Write sentences using different word order.

d. Use phrases in different positions.

e. Revise run-on sentences.

4. TO DEVELOP AN UNDERSTANDING OF THE USE OF THE
PRONOUN.
4. a. Use pronouns in basic and expanded sentences.

5. TO DEVELOP AN UNDERSTANDING OF AND SKILL IN THE
USE OF COMPOUNDING AND SUBORDINATING.

’ - T - e seeeBe e Use-compound subjects and. predicates.
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a.
b.
c.
d.
TO DEVELOP SKILL IN THE USE OF SUBSTITUTION,
a.
b.

C.

Write compound sentences, using conjunctions correctly. ,
Use compound phrases.
Use parallel structure.

Use sequential order for elements in a series for clarity
and emphasis.

Use correlatives correctly.

Understand the structure and use of the loose sentence.
Understand the structure and use of the periodic sentence.
Use subordination to combine sentences.

Reduce basic sentences to phrases.

Subordinate by using single words, pairs of words, phras-
es, clauses, and basic sentence patterns.

Distinguish between compounding and subordinating. -

. TO DEVELOP STYLE IN SENTENCE WRITING.

Develop a sense of word choice.
Use variety in combining basic sentence patterns.
Use options in combining sentences.

Select words and sentence forms for clarity and emphasis.

Understand substitution.

Use clauses to replace other elements in the sentence.

Use substitution for brevity and emphasis.

TO DEVELOP SKILL IN THE PROPER USE OF PRONUNCIA-
TION AND CAPITALIZATION IN DIFFERENT TYPES OF

SENTENCES.
a. Use capital letters correctly. -
b. Use end punctuation correctly.
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c. Use commas, colons, semicolons, and dashes as needed.

d. Use correct punctuation for direct and indirect quotations.

B.—ORGANIZATION AND DEVELOPMENT

1.

TO DEVELOP AN UNDERSTANDING OF UNITY AND
COHERENCE.

Develop effective topic sentences.

b. Choose details to support the main idea.
c. Use linking expressions.

d. Order details for coherence.

TO DEVELOP AN UNDERSTANDING OF ORGANIZATION
BY TIME ORDER.

a. Use time signals.

b. Write events in chronological order.

TO DEVELOP AN UNDERSTANDING OF THE USE OF
CAUSE AND EFFECT.

a. Recognize cause and effect.

b. Use cause and effect in writing.

TO DEVELOP SKILL IN THE USE OF CLASSIFICATION.

a. Recognize classification as a means of organization.

b. Use classification.
c. Identify sub-classes.
d. Classify ideas.

e. Ure classifications to clarify generalizations.
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a.
b.
C.
d.

e,

. TO
BY

a.
b.

d.

e.

a.

. TO DEVELOP AN UNDERSTANDING OF THE USE OF

DEFINITION.

a. Recognize and use contextual definitions,
b. Use conirast in context definitions.

c. Write logical definitions.

d. Write imaginative definitions.

e. Use definitions in exposition,

. TO DEVELOP AN UNDERSTANDING OF ORGANIZATION
BY COMPARISON AND CONTRAST.

Recognize similarities and differences.
Compare similar items.
Contrast similar items.

Use comparison and contrast to develop an idea.

Develop analogies.

DEVELOP AN UNDERSTANDING OF ORGANIZATION
INDUCTION AND DEDUCTION.

Draw conclusions.

Support an understanding.
Organize by induction.
Organize by deduction.

Distinguish between induction and deduction.

. TO DEVELOP AN UNDERSTANDING OF TONES.

Recognize the relationship between word choice and at-
titude.
Recognize different points of view.

Write from different points of view.

Choose writing technigue to suit a special purpose. ™
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9. TO DEVELOP SKILL IN THE MECHANICS OF WRITING.

9. a. Use indentation to mark new paragraphs.
b. Write titles and sub-titles correctly.

Use proper margin spacing.

c.

d. Write clearly and neatly.
e. Proofread and rewrite.

f.

Use footnotes and references correctly.

C.—ORAL COMMUNICATION

1. TO DEVELOP GOOD VOICE PRODUCTION.

1. a. Use breath control, resonance and flexibility of tone.

N

. TO DEVELOP THE ABILITY TO ENUNCIATE AND PRO-
NOUNCE WORDS CORRECTLY.

2. a. Speak clearly and distinctly, without slurring, muffling, or

running words together.
b. Pronounce words correctly, using proper vowel sounds,

accenting correct syllables and without adding or deleting
sounds.

3. TO DEVELOP SKILL IN THE USE OF CORRECT GRAMMAR
AND USAGE.

3. a. Use correct grammar and usage.

4. TO DEVELOP SKILL IN THE USE OF INFORMAL AND
FORMAL SPEAKING.

4. a. Participate in informal discussion groups.
__b._ Use correctly the following social forms:

1. Greetings and replies
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2. Answering the doorbell

3. Introductions

4. Using the telephone

5. Excusing yourself

6. Interrupting a conversation
c. Speak in front of a group:

1. Tell a story

2. Make announcements

3. Give a report
d. Participate in speech activities:

1. Debating
Parliamentary procedure
Take part in role playing
Interviewing

Drama

S oo W

Oral and choral reading

SUGGESTED TEACHING APPROACHES FOR DEVELOPING
COMPOSITION SKILLS

In Phases One and Two it is recommzinded that the composition
skills be closely integrated with reading, language, and literature.

The type of basic skill work to be done in reading, language, and
literature lends itself to close correlation with writing. For example,

in working on the basic elements of a sentence, much practice can
be provided in the writing of clear, concise, and properly punctuat-
ed sentences; or in studying simple stories, endless opportunities

arise for the use of simple organizational skills, such as in writing a
character description using effective topic sentences, unity of de-
tails, simple order of elements, and the basic mechanics of para-
graph {orm.

Stress should be given to developing the ability to express
one’s thoughts clearly and concisely in writing both sentences and
simple paragraphs. In addition to this, writing simple letters, both
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friendly and business, can be a suitabie vehicle for praclising many
writing skilis.

Through stress on oral communicalion, every effort should be
made to correct faults in speech and to develop the ability to speak
with confidence before a group.

In Phases Three and Four the basic sentence, organization,
and communication skiils need further refinement. Longer and
more formal composition work can be undertaken particularly at
the higher levels. This work may take the form of writing research
reports, editorials, news releases, composilions and preparing and
presenting debates, panel discussions and symposiums. Many stu-
dents in Phase Four can benefit from instruction and practice in
the various components or aspects of creative writing and prepara-
tion of term papers. Systematic instruction and practice should
enable them to produce eventually some very sophisticated written
work.

LITERATURE

Literature, which deals so closely with man and his vicarious
experiences, must occupy a prominent place in the curriculum of
the modern high school.

Teen-agers rapidly develop an increasing interest in the world
around them-—the world of the past, of the present and of the fu-
ture. The complexities of love and of hatred, of courage and of
cowaidice, of conflict and of harmony become extremely important
to boys and girls as they develop and mature. To gain an insight
into these human problems, young adults should be led to discover
that literature in all iws different forms is the media that best per-
forms this task.

The mastery of reading skills is a necessity before a student is
confrented with a literary selection, whether it be poetry or prose,
for one of the main objectives of a sound literature program is to
enable a student to recognize and appreciate a piece of literature
for its artistic form and beauty of expression.

General Objectives of a Literature Program

1. To develop an appreciation and love for literature in all its
forms.

2. To develop in students an understanding of man in relation
to himself and others.

1059

e

-




3. To develop in students a basic understanding of the various
literary forms.

4. To develop in students the ability to recognize and distin-
guish good literature from that which is worthless.

5. To develop the desire to read for pleasure and enjoyment.

SHORT STORY
Objectives

1. To develop an understanding of the characteristics of the
short story.

2. To develop insight into the human personality and conflict
of one’s own life and the lives of others.
Understanding, Appreciation and Skills
1. Appreciate description of setting.

2. Understand character and recognize change that might oc-
cur within certain characters as the story progresses. Re-
cognize influence one character might have on other.

3. Understand and determine development of plot.

4. Become sensitive to conflict. (Physical, classical, romantic,
social, psychological)

5. Understand and determine climax.

6. Determine type of story. (Mystery, historical, love, adven-
ture, etc.)

7. Understand and recognize figurative language.

8. Interpret allusions. .

9. Interpret stated and implied meaning of story.
10. Recognize emotional atmosphere or mood of story.

11. Develop critical analysis.

DRAMA

Objectives

1. To develop an insight into and an appreciation of drama as
a literary form.
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2. To develop a keener understanding of human personality.

3. To develop an awareness of the subtleties of the authors as
they portray life in its varied circumstances.

4. To develop imagination and creativity in students.
To develop an appreciation of the strength and great beauty
of good literature.

7. To recognize and appreciate dialect.

8. To develop oral expression and good speech in students so
they can speak with ease and confidence.

ESSAY
Objectives

1. To develop an understanding of the characteristics of the
essay.

2. To develop the ability to preceive and appreciate mood that
provoked author to write a certain essay.

3. To develop an understanding of the structure of essay.

4. To develop an appreciation of individual author’s style.

Understandings, Appreciations and Skills

1.
2.
3.

Identify the theme of an essay.
Recognize author’s point of view.
Distinguish essay from short story:
a) style of writing is often personal.
b) personality of writer is often felt.

c) presents an opinion or point of view for purpose of dis-
cussion, persuasion or explanation.

Perceive and appreciate individual thoughts and allusions

_ that contribute to salient impression.

Observe and appreciate author’s style of expression.
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NOVEL

Objectives

1.

To develop an understanding of the nature of the novel and
the insight into human nature it provides.

Understandings, Appreciations and Skills

1. Recognize and appreciate structure of novel as contrasted
with short story and essay.

2. Develop the ability to assess a novel for its literary value.

3. Become cognizant and respectful of cultures other than
own.

4. Stimulate interest in Canadian heritage as well as that of
other nations.

5. Develop healthy values and attitudes for one’s self and a
tolerance for values and attitudes of others.

6. Become aware of problems of others and develop sympathy
for those less fortunate.

7. Develop the desire to read literature of good quality for
pleasure and relaxation.

POETRY
Objectives

1. To develop a sensitivity and appreciation for the language
of poetry.

2. To develop insight into the nature of poetry as a literary

form.

3. To distinguish among the various forms of poetry.

To enable students to discover for themselves the reward-
ing experience provided by reading and understanding this
fine artistic form of literature.

Understandings, Appreciations and Skills

1. Appreciate music, rhythm and rhyme in poetry.

2. Appreciate description in poetry.

3. Appreciate emotions and feelings in certain types of poetry.
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Recognize and understand figures of speech.

51

Recognize theme of poem.

o

Recognize the various forms of poetry and be able to dis-
tinguish one from the other. (ballad, narrative, etc.)

7. Recognize certain poetry structure. (sonnet, ode, etc.)

8. Develop oral reading skills.

APPROACH

The above literature outline is simply a brief resume of objec-
tives, understandings, appreciations and skills organized to allow
creativity on the part of the English teacher. It is hoped that it will

: be used as a guide only. Since contact with literature should result
in a keener social sensitivity the teacher should constantly create
opportunities that will help transmit to students a delight in read-

. ing and comprehension of writings that really reveal the attitudes
and values of man, past and present. )

If we accept the fact that in the study of literature we are deal-
ing with the experiences of human beings in their ordinary relations
with one another and the circumstances which result from these ex-
periences, then we must be prepared to lead students to an aware-
ness of the order, unity and language employed by great writers in

. an attempt to convey their insights into human character sincerely
and effectively.

To share the insight of any writer, a reader must be activated
to respond to what he reads. It is the responsibility of the teacher
of literature to awaken this response in students so that they will
share more fully the feelings of the writer, identify themselves with
certain characters or become aware of certain social problems.

Inherent in prose and poetry are major concepts and apprecia-
tions. Unlike other areas of the English program, literature does not
emphasize the acquisition of skills, though at the discretion of the
teacher skills can be developed in conjunction with the literature
program. Many literary selections will provide opportunities that
will involve creative writing and written expression in general.
Rather than suggest activities for these skills, we feel that a teacher
dealing with his own particular class is in a better position to organ-
ize stimulating activities as occasions present themselves.

The teacher’s own creativity and skill in choosing and employ-
ing whatever methods best satisfy the needs of his class will deter-
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mine the success with which the objectives of the literature pro-
gram will be achieved.

It is recommended that several methods be tried and used in
the teaching of literature. Lectures can be reinforced many times
by films and film strips. Bulletin boards can be used effectively.
Charts, posters and murals can be constructed by students. Records
and tape recorders should be used frequently, especially in the
teaching of poetry. We should always remember that poetry is “an
art of the ear, not of the eye”. Therefore it must be heard to be en-
joyed and appreciated. Also in the teaching of poetry, memoriza-
tion should be encouraged though not required.

One of the aims of any lesson in poetry should be to awaken a
desire to read poetry and experience a feeling of delight and
pleasure while doing so. With this in mind, teachers are cautioned
not to teach poetic terms and terminology as separate entities but
to present them in poetic context.

No effort was made in this outline to divide literature into dif-
ferent phases. As mentioned in the introduction, basic reading skills
should be mastered before a student is introduced to literature per
se. However, in Phase I an integrated program consisting of read-
ing, writing, language and spelling is recommended. Phase II should

provide remedial instruction in areas where student weaknesses are
obvious. For other phases literary selections corresponding to stu-
dents’ age, interest and achievement should be selected and taught
in varying degrees of complexity and depth, keeping in mind the
needs of the students being taught.
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Chapter VIII

A MATHEMATICS PROGRAM FOR A NONGRADED
SECONDARY SCHOOL

Rationale

Deep dissatisfaction with the success of the efforts of our
schoels to offer a mathematies program which is realistic for all stu-
dents prompted the authors to attempt to devise a mathematics cur-
riculum which would be realistic for a nongraded secondary school.
A serious effort was made to define the fundamentals of a sound
mathematics program, to structure these fundamentals into sequen-
tial units of work, and to develop a system of organization for their
implementation which would flexibly and appropriately accommo-
dated the varied needs of the student body which is found in a typi-
cal comprehensive high school. This plan represents a major depar-
ture from the rigid lock-step program of the past which contributed
to a contemptuous sense of failure on the part of an alarming num-
ber of students and to a smug superiority which arises from easy
success on the part of a gifted minority.

Mathematics should be an essential part of the educational pro-
gram of every secondary school student because of the significant
contribution it has to make to the general education of the child.
Through the study of mathematics in its finest forms students gain
insight into the order of nature and the universe. It is an important
tool in the study of the physical sciences. It has much to contribute
to sharpening the powers of reasoning. The proper study of mathe-
matics helps the student to learn to investigate, to probe, and to
think clearly. It is highly effective in training a student to organize
work in an efficient and concise way. Its practical usefulness in
solving daily problems is readily apparent. Many personal business
situations, from banking to filing income tax, demand a knowledge
of mathematics. And finally, the concepts and tools of mathematics
help the student to understand better the technical world in which
he lives—the world of the computer, of automation, and of space
fravel.

The Organization of the Mathematics Program

In order to accommodate the needs of the great variety of stu-
dents found in a typical comprehensive junior-senior high school
containing at least eight hundred students, it is recommended that
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the mathematics program be organized vertically by levels and
horizontally by phases. The levels should be geared to the number
of years a student spends in the secondary school. Since a student
will spend years 7, 8, 9, 10, 11, and 12 in the secondary school,
courses are designed for levels 1, 2, 3, 4, 5, and 6. Level one corres-
ponds to year seven, level two to year eight, and so on. An algebra
course designated for level six obviously is more difficult than one
demarcated for level five. Before a student is placed in a course at
a higher level, he should be required to show mastery of the course
that preceded it.

A phased system of horizontal organization facilities the ap-
propriate placement of pupils within a particular level. A four-
phased program is needed to accommodate pupil variability in the
junior high school, and a five-phased program is needed for the
senior high school. The reason for the addition of the fifth phase at
the secondary level is to provide for independent study and re-
search on the past of gifted students who are mature and self-
directing.

Phase One Courses are especially designed for students who
are so deficient in the basic mathematical skills that they need
special attention in small classes. Students who are placed in this
particular phase usually have limited academic ability. For them
mathematics must be translated into concrete forms, and mastery
of the fundamentals will require a great deal of reinforcement.
These students are capable of learning pure theoretical mathema-
tics to a very limited degree. Thus the mastery of certain approp-
riate basic aspects of modern mathematics should be combined with
an extended study of computational skills and applied mathematics.

Phase Two Courses are designed for students of average or
better ability who are deficient in the basic mathematical skills
needed for success at their particular level. The courses offered at
this level should be individualized to help each student overcome
his peculiar deficiencies as quickly as possible so that he can per-
form at a higher phase.

Phase Three Courses are designed for students of average
ability and achievement in mathematics. These students are cap-
able of a reasonable degree of mastery of all the courses offered in
this particular phase.

Phase Four Courses are designed for students of superior
ability who have superior aptitude for and achievement in mathe-
matics. At this phase basic concepts and operations of mathematics
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can be mastered in greater complexity and depth and can be ap-
plied to more difficult problems. The separation of these students
from their average counterparts in similar courses should make it

casier for their teachers to challenge them to a high degree of
achievement.

Phase Five Courses are available for gifted students who de-
monstrate unusual aptitude for and interest in mathematics and
who are mature enough to be capable of self-direction in a rigorous
program of independent study and research. The courses for this
phase are individualized in that they are worked out through joint
consultation between the student and his staff advisor. The work of

this phase should enable the school to detect its prospective mathe-
maticians.

Student placement should be recommended on the basis of an
analysis of the results of standardized achievement tests in mathe-
matics and on teacher assessment of pupil performance. Both the
student and his parents should be consulted on this matter. In spite
of careful efforts to place students appropriately, mistakes will still
be made. The timetable therefore should be structured in such a
way that easy movement from one phase to another is possible.

TABLEI
PROPOSED COURSE OFFERINGS BY PHASE AND BY LEVEL

Levell

Phase One
Gencral Mathematics 1

Phase Two
Remedial Mathematics 1

Phase Three
Mathematies 1

Phase Four
Mathembtics [

Phase Five

—_—

Levelll

General Mathematics 11

Remedial Mathematics It

Mati tics 11

tics [1

Level 1il

Gencral Mathematics 311

Remedial Mathematics 11T

ics 111

Matk ies 111

Level IV

Intcrmediate Mathematics IV

"y FTASY A Tes IV

ics IV

tics IV

Level V

Advanced General Mathematics V

Remedial Mathematics V

Mathcmaties V

Mathicmatics V

Individually
Prescribed

Level VI | C Mathematies VI Remedial Mathiematics VI | Mathematics V1| Mathematics VI }qudyCoums

Course Offerings

Table One presents an outline of course offerings by phases
and by levels that is sufficiently broad and flexible to accommodate
the varied abilities and achievement of the diverse student body
found in a typical comprehensive secondary school. The nature of
these courses is clarified in the course outlines that follow. These
course outlines are developed in such a way that they present the
objectives of the courses to be offered, the concepts and operations
which are basic to each course, the content through which the basic
concepts and operations are to be developed, and suggested teach-
ing techniques or procedures and/or learning activities. An attempt
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was made io define the basic concepts and operations in ascending
order of difficulty and to run them spirally through the courses in
increasingly more complex forms and in relation to more difficult
problems. If this attempt was successful, the courses offered should
fit together to form a sequential mathematics program.

To provide a concrete example of the sequential development
of a concept, a model of the development of the concept of matrices
at Level Six is presented at the end of this chapter.

COURSE OUTLINES FOR PHASE ONE
Introduction

The basic characteristics of the students who fit into this par-
ticular phase should be 2 major determinant of the kind of work
which is prescribed for them. For the most part, students in this
phase are found (1) to have a reading problem, (2) to be weak in
basic computational skills, (3) to have a short attention span, and (4)
to show signs of poor ability to form abstractions, and (5) to have
poor retention. This information would lead one to believe that the
mathematics courses prescribed for these students should be very
basic, concrete, and applicable to real life situations. In all courses
great stress should be put on the practical application of the basic
concepts and operations.

Objectives

The following is an outline of the general objectives of the
courses offered in Phase One.

1. To develop an understanding of fundamental notions of
mathematics.

2. To experience the opportunity for success in dealing with
mathematics.

To develop skill in reading mathematics.
To develop the habit of estimating answers.
To develap effective problem solving techniques.

o 9w

To develop the mathematical understandings and skills
necessary for future work in the trades or business.

7. To develop the ability to apply mathematics to the solution
of the problems involved in daily living.

8. To develop an appreciation of the logic of mathematcs.




GENERAL MATHEMATICS |

Level I, Phase |

Concepts and Operations Content and Procedures for
Unit | System of integers lts Development
1. Meaning of integer 1. The definition of an inte-

ger is a whole number. The
system of integers contains
the positive whole num-
bers, 0, and an additive in-
verse of each. Ex. 4, -3, -2,
-1,0, 1, 2, 3.

2. Addition 2. Addition will emphasize
positive integers. Some
students may progress to
the addition of signed num-
bers.

Addition on number lines,
raoving to the right.

Addition using money.
Simple word problems
dealing with games, scores,
money.

. 3. Subtraction 3. Subtraction will generally
not deal with subtracting
inverses. Only problems
which give positive num-
bers for answers should be
attempted at first. Later
for the more capable stu-
dents negative numbers
should ke introduced.

Subtraction is the same as
the addition of the addi-
tive inverse.

Subtraction on number lin-
es—moving to left.
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Subtraction as seen in .
business problems. Prob-
lems clerks deal with re-
lating to the above inte-
gers should be stressed.
Space and travel problems
can also prove to be of
great interest to these stu-
dents.

4. Multiplication 4. Multiplication of positive
integers and zero only.
Quick way of addition.
Mathematics multiplication
table to be approached in
different ways to avoid
boredom.

Games can be developed to .
accomplish this objective.

Word problems utilizing

these mathematical opera-

tions should be emphasiz-

ed.

5. Division of positive inte-
gers. .

5. Division

Word problems which in-

Unit Il Fractions volve the application of
these kinds of division.

1. G. C. F. (greatest

1. The meaning of a fraction
common factor)

as part of a whole can be
developed through use of
models of pies, squares,
money, etc. This can help
to demonstrate why de
nominators are different
and why different number
of parts are required to
make up different wholes.

2. L. C. D. (Lowest com- ) . )
mon 2. demoninator) 2. To introduce review knowl-

edge of prime numbers.
Factor numbers to their




prime and show that com-
mon primes are solutions.

12 and 16
34 4:4
3:2:2 2:2:2:2
2:2 s co'mx_ﬁdn G.CF.=4
3. Addition of fractions 3. Addition with like and un-
like denominators. Word
problems involving both
should be emphasized.

& Hulliplication of 4. Deraonstrate the multipli-
cation and division of frac-
Unit [Il Geometry tions by using models.
1. Recognition of figures. 1. Students can be taught to
- — curves find the connection be-
— triangles tween the forms in his im-
— rectangles mediate world and specific
— squares geometric figures. They
— quadrilaterals should be able to recognize
— simples curves
— polygons
' — triangles
— rectangles
— squares

Geometric figures should
be available for the stu-
dents to manipulate.

2. Perimeter 2. Meaning of perimeter.
Demonstrate what is
meant by total distance
around a figure. The stu-
dents should learn how to
find the perimeters of tri-
angles, squares, quadrilat-
erals, rectangles.

3. Area 3. The concept of area. This

concept should have mod-
els associated with it be-




Unit

1.

2-3.

Unit

IV Decimals

Place values

Addition and
Subtraction

. Multiplication and

Division

V Per Cent

Concept of per cent

cause the child will under-
stand this concept better
if it is taught in a concrate
form. Models could also
be used to demonstrate the
difference between area
and perimeter. The area
of a triangle should be
taught in relation to the
area of a rectangle. Use
should be made of verbal
problems dealing with per-
imeter and area. Ex. fence,
acres, areas of walls.

. Demonstrate the values

decimals have. The use of
our money system may be
very helpful for this pur-
pose.

In addition and subtraction
decimals are placed one
under another. Demon-
strate why this is so
through the use of con-
crete examples.

Use of approximation is
important here. Applica-
tion to personal, financial
and business problems can
provide effective rein-
forcement.

. Show how per cent is used

to show part of a hundred.
Ex. 100% 1is a hundred
parts of a hundred and
equal to one whole. The
student should then be
able to express per cent as

a decimal fraction.




2

Verbal problems for
computational skills

2. The word problems can be

of such a nature (e.g. 25%
off a $10.00 chair) as fo
serve a very practical
meaning for the student.
A project for each student
could involve an actual
frip to a store to tabulate
actual discounts and pre-
pare a report on them.
Here also the students
could have discussions as
to whether or not a dis-
count is a good buy or
simply a sales gimmick.
Sales catalogues and sales
ads in newspapers can be
used to pose many practi-
cal problems which can
reinforce the application
of this concepi.

If preliminary testing re-
veals that students show
sufficient mastery of these
concepts and skills for
their particular level, they
should be moved on to the
work of the next phase or
level.

GENERAL MATHEMATICS II
Level II, Phase I

In this course outline the basic components of each concept

and/or operation are stated along with suggestions for suitable

teaching or learning activities.

Unit I  Number System
1.

In the number system essential work consists of the followinég:'
a) Operations with whole numbers including addition, subtrac-

tion, multiplication and division.




b) Units of measure to include: liquid measure, dry measure
and linear measure.

£) A study of the number line which would include the addi-
tion and subtraction aspects. Students should be required
to draw number lines.

Properties of Numbers

a) This involves the study of commutative properties, associa-
tive properties, negative property, zero property (additive
identity). Example:

b) Extensive use of problems is suggested in order to develop
facility in these operations.

¢) World problems should be introduced wherever possible
and care should be taken not to use words which are beyond
the vocabulary scope of the students involved.

a) The properties of whole numbers should be extended into
fractions to include addition and subtraction. Common
fractions and mixed numbers shall be considered appropri-
ate. Concrete examples pertaining to kits, objects, models,
liquids, money and time should be employed.

b) Student participation in projects growing out of a study
of these fundamentals would generate enthusiasm for and
greater interest in mathematics in general.

Unit Il Set Theory

1.

The notion of sets and the fundamental relationships between
sets are important to the study of mathematics. A thorough
understanding of the basic ideas and the symbolism associated
with the study of sets are of paramount importance.

Some of the basics are:
a) The definition of set.

b) Types of sets—universal set, finite set, infinite set, null set
or empty set, subset, complement, disjoint set, union and
intersection with diagrams, Venn diagrams.

c) The basic ways of stating a set are: 1) Listins Method,
2) Description Method.
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d) Set symbolism: Empty set (; Listing Method [ ]; Descriptive [ x/x is an
integer, x > 0, x L 5; Greater than >; Less than £; Contained in'C; Contains
D; Union U; Intersection N; Circles, Universal Set U.

Unit 11 Geometry

1. Some of the fundamentals covered in this branch of mathe-
matics can open new horizons for any student. Subject matter
which could e studied is the following:

Parallel lines, square, rectangle, parallelogram, triangles,
legs of triangle, altitude of triangle, right angles

2. Developing the ability to distinguish various fgiures such as
trapezoid, quadrilateral, parallelogram, square and rectangle
has many practical implications.

3. Distinctions between the area, perimeter and volume of basic
objects should be stressed.

4, Circles—diameter, radius, circumference, number of degrees
in a circle, half circle and quarter of a circle, circle graphs.

5. Elementary geometry could be most stimulating because of
the wealth of concrete examples which are accessible. The
school building and yard can provide the base for all sorts of
concrete examples suitable for reinforcing basic geometry.

Level III, Phase I
Unit | Fractions

Understandings and Skills Teaching Techniques and
Learning Experiences

1. To develop the meaning 1. Practice in dividing wholes
of the term fraction. into parts.

2. To develop skill in 2. Concrete examples utiliz-
changing an improper ing a ruler or a circle can
fraction to 2 mixed be used to demonstrate
number. the idea of equivalent

fractions.

| 3. To develop skill in

; changing a mixed num-
ber to an improper frac-
tion.

3. Exercises should be used
to reinforce this skill.




4.

Unit Il
Understandings and Skills
1.

To develop skill in
changing mixed num-
bers to their simplest
forms.

To develop skill in find-
the L.C.D.

Basic computation of
fractions.

Decimal Fractions

To develop skill in read-
ing and writing deci-
mals.

To develop skill in
rounding decimals.

. To develop skill in com-

puting with decimals.

To develop skill in solv-

ing verbal problems con-
taining decimals.

To develop skill in
changing common frac-
tions to decimals and
decimals to common
fractions.

Tt develop skill in com-
puting mixed groups of
common fractions and
decimals.

4. Demonstration procedures
and exercises are recom-
mended.

5. Use appropriate exercises.

6. Test students for profic-
iency and then select ex-
ercises appropriate for
overcoming their weak-
nesses.

Teaching Techniques and
Learning Experiences

A diagnostic test should be
administered at the beginning
of this unit and then appro-
priate demonstrations and ex-
ercises to overcome the mani-
fested weaknesses of the stu-
dents should be developed.
Problems involving the practi-
cal application of these skills
should also be used for pur-
poses of reinforcement.




Unit Il Per cent
Understandings and Skills

1. To develop the meaning
of the term per cent.

2. To develop skill in
changing per cent to
decimals and decimals
to per cent.

3. To develop skill in
changing per cents to
common fractions and
common fractions to per
cents.

4. To develop skill in find-
ing rate, percentage, and
base in applying these
concepts to practical
situations.

Unit IV Basic Units of
Measurements and their
Practical Application

Understandings and Skills

1. To develop skill in
changing a given num-
ber of linear units of
one denomination to
units of another denom-
ination.

2. To understand the dif-
ferences among a line,
a segment, and a ray.

3. To develop an under-
standing of different
kinds of lines—straight,

curved, broken, vertical,

horizontal, slanting, in-
tersecting, parallel, per-
pendicular.

Ty~

Teaching Techniques and
Learning Experiences

The same procedure is recom-
mended for the development
of this unit as was recom-
mend for Unit II.

Teaching Techniques and
Learning Experiences

1. Practice in conversion
from one unit to another
is needed.

2. Demonstration and prac-
tice is recommended.

3. The drawing of these lines
will reinforce an under-
standing of their differ-
ences.



. To develop skill in read-
ing a ruler.

. To develop skill in draw-
ing to scale.

Understandings and Skills

. To develop skill in rec-
ognizing and drawing
many kinds of figures—

(@) Quadrilaterals —
rectangle, square, par-
allelogram, trapezoid.

(b) 5, 6, 7, 8, 10 and 12
sided figures.

(c) The parts of a circle
and the ratio that exists
between the circumfer-
ence and the diameter.

(d) Figures with depth
— rectangular, solid
cube, cylinder, sphere,
cone, pyramid.

. To develop skill in find-
ing the perimeter and
area of a variety of geo-
metri¢ figures.

. To develop an under-
standing of the meaning
of cubical capacity and

12%

4. Practice in reading com-

5.

monly used rulers is rec-
ommended.

Comparisons should be
made between drawing,
plans, maps and the actu-
al configurations they rep-
resent.

Teaching Techniques and

Learning Experiences

6.

7.

Practice in drawing and
labelling all these fgiures
is effective reinforcement.

A great deal of practice on
appropriate exercises and
problems is recommended.
Concrete demonstration
using school surfaces and
areas is needed.

Concrete demonstrations
utilizing articles that take

the form of a rectangle,
cube, or square is essen-




skill in determining vol- tial along with practice in

ume. writing out appropriate
exercises and problems on
volume.
Unit V  Consumer Problems Teaching Techniques and
Understandings and Skills Learning Experiences
1. To develop an under- 1. Problems relating to bud-
standing of problems re- geting and computing In-
lating to income. come tax are appropriate.
2. To develop insight into 2. Practical problems involv-
the nature of install- ing thesc vrocesses are
ment buying and the recommended.

meaning of money, in-
terest and mortgage.

3. To develop an under- 3. Problems relating to car,

standing of insurance. property, and life insur-
ance would prove very

meaningful. In fact, prac-
tical projects that are re-
alistic for students at this
level could be used to de-
velop any of these under-
standings.

INTEMEDIATE MATHEMATICS IV
Level IV, Phase 1

Unit | Fundamental Arithmetic
Concept, Content, and procedures
1. Extensive review of fundamentals of arithmetic.

(a) Skills in Clock Mathematics which would include addition
and multiplication.

(b) Thermometer Mathematics: this consists of addition, sub-
traction, multiplication and division.
(c) Mathematics of science and technology.

(d) Multiplication of decimals, division of approximate num-
bers, addition and subtraction of fractiong, division of
fractions.
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Unit 1l Number Puzzles

1. Number puzzles. These involve solving equations requiring
addition and subtraction, multiplication and division.

2. Solving puzzles about two numbers.

Unit 1l Formula Problems
1. Arithmetic formulas.
(a) Writing formulas from tables.
(b) Writing scientific formulas.
(¢) Solving formula problems by substitution.
(d) Using equations to solve formulas.
(e) Interchanging formulas.
(f) Introduction to the language variation.

(g) Solving problems involving variation.

Unit IV Algebra
1. Extension of addition, subtraction, multiplication and division.

2. Development of algehraic skills, through factoring equations
containing numerical coefficients.

3. Verbal problems applicable to everyday situations can be used
to reinforce the fundamentals.
Unit V Geometry

Definitions of all types of angles.

L

Experimentation with angles.
Experiments with line segments.

Drawing triangles.

o B o

Lines and experiments with lines of a triangle.

o

Types of triangles.
Bisecting angles and lines.

Drawing on perpendiculars.

© o 2

Using the compass and straight edge pertaining to drawings.




10. Drawing quadrilaterals, other polygons, lines of a circle, and
angles of a circle.

11. Determining areas of prisms, cylinders, pyramids, cones and
Spheres.

Unit VI Indirect Measurement

1. Finding angles of height and depth.

2. Finding the height of an object.

3. Finding an angle of width.

4. Experimenting on right angles.

Unit ViI Medern Problems

1. The theory of sets; incomplete pools; polygon graphs; dice
combinations; tossing coins; picking a card.

2. Table of squares and square roots.

3.  Two dimensional numbers: Coordinates; tables of values; com-
parison graphs, time-change.

4. Graphs: Ex: Showing distribution of graphs.
Logical thinking: The chain of logic.

6. Circumstantial evidence: Reasoning in mathematics; the error
of insufficient evidence; the converse error; the inverse error.

7. These concepts and operations should be taught in relation to
problems and situations which are very real and practical to
the students.

ADVANCED GENERAL MATHEMATICS V
Level V, Phase 1
Background

Unit | — 1.. Need for Mathematics

Two or more periods should be devoted to a discussion of the

need for mathematcis. From the summer work experiences of vari-
ous students the class can be brought to see the importance of
mathematics in their daily lives.

Examples: How Bob needed a knowledge of mathematics in his

job as gas attendant or how necessary it was to Mary
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in her job as clerk at a corner grocery store.
A number of periods could then be allotted to illustrating the need
for the various kinds of mathemalics which will be taught in this
course. Practical exctrpts can be chosen from each unit.
2. History of Mathematics

Student interest in mathematics is aroused by delving into its his-
tory to see how mathematical symbols and axioms gradually grew
from the early Babylonians, Egyptians and Greeks to the highly
dtveloped algebra under the Hindu-Arabia peoples.

Unit 1l Formulas, Areas, Volumes

1. Use of formulas for:

(a) Area of friangles, rectangles, squares, parallelograms and
trapezoids.

(b) Volume of rectangular solid
cylinder
pyramid
cone

(¢) Circumference and area of circle.
To make this unit meaningful actual experiments with and practi-
cal problems utilizing the above figures must be stressed. This unit
should involve the reinforcement and extension of ideas previ-
ously developed.

Unit I Making use of Algebra

Since students are already familiar with the use of letters in for-
mulas to express relationships, it is easy for them to see how letters
represent numbers in algebra.

1. Topics in algebra
(a) variables
(b) linear equations
() solution set
(d) using equations to solve problems
(e) signed numbers—review

(f) graphing linear equations




Again the teacher introduces problems centered around actual sit-
uations. This is followed by the problems suggested by the stu-
dents.
Unit IV Applied Mathematics
For the girls: Mathematics for the home

1. Furnishings—cost

2. Food-—cost

Project: Budgeting for a family
For the boys: Mathematics of the mechanical world

Study of electricity
or Scale drawing

A project relating to these ideas should be developed.

Unit V Magic Squares and Sets

To create a change of pace and to arouse renewed interest the
teacher may devote a couple of weeks to “Magic Squares.” The
“Magic Square” dates back to the very early Chinese and was re-
putedly engraved on the back of a sacred tortoise found near the
Yellow River. This was a three by three square whose magic num-
ber was 15. The student examines a variety of magic squares and
attempts to draw up their own.

1. Beyond a change from something dull to something inter-
esiing the study of the magic square helps the students to
develop the habit of seeking pattern, design, and structure.

to

1t gives the student a better insight into mathematical rela-
tionships and helps him to see the relationships between
arithmetic, algebra and geometry.

o

It shows the value of checking, creates an atmosphere of
enjoyment and reveals the delight of discovery.

Unit VI Geometry

1. This unit is closely tied in with Unit II. Ir this unit the student
constructs the various polygons, measures their sides and
angles, and states conclusions.

Topics: a) Undefined terms: point, line, between.
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b) Defined terms: line segment.
¢) Axioms: what is accepted as truth.
d) Theorems: what must be proved.
e) Parallel lines.
f) Various polygons (see Unit IV).
g) Pythogoras theorem and its applications.
h) Similar triangles.
Time and student interest will determine how far these topics

will be covered.

CONSUMER MATHEMATICS VI
Level VI, Phase I

Understanding Suggested Learning
Unit | Borrowing Money from Experiences
a Bank 1. Visits made to places of
1. Personal loans financial business (banks,

finance companies, credit
unions, district income

tax office). .

9. Invite knowledgeable per-

2. Company loans, notes sonnel to the classroom to

and drafts discuss and answer student
questions.

3. Discounting a non-inter- 3. .{Xll sorts 0{) prglcticlal péolto-

o € ems can be developed to

ESt bearing note or reinforce these under-
raft standings.

4, Discounting an inter-
est-bearing note

Unit Il Compound Interest
and Discount

1. Long-term financing Practical problems requiring -
the utilizing of these concepts
should be developed.
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2. Compound interest

3. Compound interest
terms

4. Compounding interest
more often than yearly

5. Compound amount
tables

6. Present worth

7. Present worth tables

Unit 1Il  Installment Buying

and Selling Praclical projects involving

1. Credit buying the utilization of these con-
cepts should be arranged in

2. Types of customer ac- consultation with the pupils.

counts
3. The carrying charges

4. The rate of interest
charged

5. The revolving budget
account

6. Purchasing an automo-
bile

Unit IV Income Tax

1. Individual income tax, Income tax forms should be
income and deductions completed by the students.
. Case studies of particular bus-
2. Calculation  of tax iness should be examined to
3. The income tax return illustrate these ideas.
4. Provincial tax credits
5. Corporate income tax
. 6. Depreciation
7. Capital cost allowance
8. Business losses
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9. Tax benefits in sale and
lease back

Unit V  Taxation
1. Municipal taxation

2. Excise taxes Problems involving practical
. examples of all these taxes
3. Custom duties should be utilized.

4

Other taxes

Unit VI Insurance

1. Life Case studies obtained from

9. Fire insurance companies should

’ be used to study the relative

3. Automobile Co merits of these kinds of insur-
ance and to provide informa-
tion for calculating the actual
cost of various forms of insur-
ance in relation to coverage
or benefits.

The MNature of the Mathematics Prescription for Phase Two

Phase Two Courses are designed for students of average or
better ability whose deficiency in the basic mathematical skills and
concepts deters them from success in the courses prescribed for
higher phases at their particular level. It is recommended that six
remedial courses be offered from Levels One to Six so that remedi-
al work at a particular level will provide the necessary background
to perform stuccessfully at the same level in a higher phase. For
example, remedial work at Level One should provide the mathe-
matical background needed for success in Phase Three or Four
Courses offered at Level One.

For courses offered in Phase Two no particular prescription
or basic outline will be suggested because it is our belief that a
remedial course should be individualized to enable each student
to overcomt his particular deficiencies. The work of all these
courses should be preceded by careful diagnostic testing to detect
the peculiar weakness of each student. On the basis of an analysis
of these tests, suitable materials should be prescribed for each
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pupil, and he should be encouraged to move through them as quick-
ly as possible in order that he may move back into the mathematics
for his level at a higher phase. A large variety of programmed or
semi-programmed materials, ranging from grades ihree to twelve
in achievement levels, is needed to facilitate the work of this phase.
in addition to these programmed materials, the use of manipulative
material, remedial kits, and mathematics puzzies and games is also
recommended. The nature of this course demands that class size
be kept as small as possible and that grouping within the class be
done primarily on the basis of achievement.

While a particular prescription of work would defeat the pur-

pose of remedial courses, the following outline of common weak-
nesses found among students who are having difficuliies in mathe-
matics may prove to be helpful to the remedial teacher.

1) Inaccuracy in performing the basic operations of addition,
subtraction, multiplication and division of whole numbers.

2) Inability to add, subtract, multiply and divide common frac-
tions.

3) Lack of understanding of decimal fractions and ability to per-
form basic operations with decimals.

4) Inabilivy to approximate answers.

5) Failure to understand symbols and formulas.
6) Difficulty in substituting values in formulas.
7) Difficulty in reasoning.

¢) Difficulty in reading verbal problems.

Common Weaknesses in Algebra
1) Using signed numbers.
~2) Using operations within parentheses.

3) Relating literal fractions with fractions having numerical
terms.

4) Adding, multiplying, subtracting and dividing whole numbers.
5 Solving linear equations algebraically and graphically.
6) Solving quadratic equations by four methods.

; 5
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COURSE OUTLINES FOR PHASE THREE
INTRODUCTION

Phase Three Courses are designed for students of average
ability and achievement in mathematics. The major difference be-
iween the achievement of students in Phase Three and those in
Phase Four lies in the complexity and depth in which they can
treat the designated concepts and operations, the difficulty of the
problems to which they can apply these concepts and operations,
and the amount of time mastery will take.

Gencral Objectives

1. To develop a better understanding of the real meaning of
mathematics.

2.  To develop an understanding of the postulates of mathematics
as the foundation for the entire study of algebra.

3. To develop the thought processes of mathematics so that
the student will view each branch of mathematics as a unified
structure rather than as a disconnected set of tricks and rules.

4. To develop the ability to transfer knowledge of operations
from the concrete to the abstract.

5 To develop an understanding of the use of sets as unifying
themes.

6. To develop the ability to discover mathematical relationships
on one’s own.

-1

To develop insight into symbolic logic through the study of
geomeftry.
MATHEMATICS ONE
Level 1, Phase Il

Concepts and Operations Content and Procedures for

Unit | The Number System its Developmendt
1. To develop skill in work- 1. Through appropriate exer-
ing with rational num- cises and problem solving

activities, students should
become proficient in work-
ing with:

bers with emphasis on
the following:
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(a) Additive identity

(b) All other numbers of

arithmetic — fractions,
whole numbers, improp-
er fractions, decimals

(c) Additive inverses of

(b)

(d) Four basic operations
(+s — X, +)

137
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(a) Addition and subtrac-
tion of rational num-
bers

(b) The number line

(c) Simple equations with-
out a variable

(d) Inverse relations

(e) Simple word. phrases
and problems

(f) Estimation of answers

(g) Multiplication and di-
vision of rational num-
bers

(h) Multiplication and di-
vision of three digit
numbers

(i) Checking of answers
using the commutative

property

(j) Principles which gov-
ern the multiplication
and division of zero
and one.

Practical problems and ex-
amples pertaining to the
following topics will help
students understand these
concepts:

(a) space travel
(b) weights on moon

(¢) money




Unit 11 Sets

1. To develop an under-
standing of set notation
and to show how sets are
used in all types of ma-
thematics

1. Students require a know- y

(d) shopping

(e) bones in the human
body

(f) weights of people

(a) heights of waterfalls,
using maps

(h) heights of mountains
(i) scores in sports

(j) calorie count

(k) population

(1) bridge length

(m) the number line itself

ledge of:

(a) Definition

(b) Kinds of sets
1) universal 5) finite .
2) subsets 6) infinite
3) complement7) disjoint

4) empty

This can be demonstrated
and reinforced through the
use of sets of playing
cards, sets using colored
paper, Venn diagrams.

(c) Elements or members
of sets

(d) Symbols




1)  setnotation [1,2,3,4.. J

2) intersection ANB

3) unionAUB

4) emptyset® or[ ]

5) contains D (does not contain )

6) iscontained in C (is not
contained in ¢)

7 suchthat|

8) member &,isnotamember &
9)  complement or prime A

10) solution set

11) universal set

(e) Ways of n;ming sets

1) listing (specific—using
symbols)

2) descriptive (general —
using words)

This knowledge can be re-
inforced by having stu-
dents make up their own
sets relating to things in

Unit 1ll Properties of which they might be inter-
3‘ ested, such as hockey or
: . Numbers

baseball games.
1. To develop an under- 1

standing of the basic
rules that form the foun-
dation for all mathema-
tics. These will include
properties of numbers
and axioms.

. Students must have an un-
derstanding of the proper-
ties of numbers and how
they relate to mathemati-
cal problems. A working
knowledge of the following
properties is suggested:

(a) closure
(b) commutative

(c) associative

, (d) negative
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Unit IV Problem Solving (e} zero or additive iden-
tity
(f) reciprocal

(g) unity or multiplicative

inverse
(h) distributive
1. To develop a systematic 1. Students must develop a
approach to problem a logical sequence in solv-
solving. ing word problems by:

(a) Discovery

(b) Explanation

(c) Adequate repetition
(d) Knowledge of results
(e) Reviews

(f) Evaluation

Frequently students should
be encouraged to create
problems of their own and
then to analyze them for

Unit V Geometry logical sequence.
1. To develop the skills 1. Exercises should be devis-
used in finding: ed to develop sxill in:
(a) Measurements (a) Drawing to scale
(b) Perimeter, circum- (b) Using formulas and
ference, area and volume methods of finding the

perimeter and area of
triangles, rectangles,
parallelograms, trape-
zoids and circles.
Using formulas and me-
thods of finding vol-
ume of rectangular sol-
ids, cylinders, cones,
and spheres.
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(c) The relation between
the metric system and
the British system

(d) Other basic princi-
ples of geometry

(¢) Using the various units
in the metric system —
meter, Kkilometer,
grams, kilogram, liter.

(@) Using the concept of
point and sets of points

(line, plane, circle);
findings the intersec-
tion and union of sets
of points; using sets to
define a ray, an angle,
and a triangle.

Road maps and projects in
industrial arts can be very
helpful in reinforcing these
understandings and skills.

MATHEMATICS TWO
Level I, Phase Il

Concepts and Operations Content and Procedure for its
Development
1. The meaning of a system
of integers can be demon-
strated by the use of these
signed numbers on a2 num-
ber line —
1,2 3,0,-1, -2, -3.
{a) 1. Addition of two pos-
itive  integers, a-+b
3+4="T

Unit | System of Integers

1. Addition of signed num-
¢ bers (Integers)

2. Addition of a positive number and
an inverse: Subtract absolute values
of numbers and take sign of the
larger.
4+-3=+1 —4+3=-1

3.  Addition of two inverse numbers,
44-3==7

. 4.  Addition of 2 number and its addi-
tive inverse. 4+—4=0

5. Addition of.a number and zero.
3+0=3




2. Subtraction of signed in- 2. Subtraction is the same as
tegers adding the additive in-
verse. Ex.
6-3=6+-3
7-3="T7+ +4
3. Multiplication of signed 3. (a) Multiplication of two
integers positive integers.
4. Absolute Value +5x +4 = 12

(b) Multiplication of a pos-
itive and an inverse

integer.
+3 x4 =-12 '
3x +4 = -12

(c) Multiplication of two
inverse integers.

3x4 = +12
(d) Multiplicative identity
=1
(e) Multiplication by 0.
3x0=0
4. Absolute value is distance -
(positive) from the number
to origin.

Word problems should ac-
company each of the above
sections to help the stu-
dents realize how to analy-
ze a problem.

e 3
N
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Unit Il Exponents and Scien.

tific Notation

. 1. Concept and computa-

tional skills

2. Scientific notation

(@
®)

©
CY
()

Exponents — new ways of ex-
pressing a number. Ex. 3% 3is
base; 4 is exponent and 3 menas
3:3:3:3=81.

3% .35 = 37 — Multiplication of
like bases — add exponents.

38 _38-3 _ 3% — Division of

3# [
like bases — subtract exponents,
(83%)* =3'2 — Power of power

Multiply exponents

1_ a—m

M

6°=1 62_6° _1 — Any
62

number to exponent zero is
equal to one.

Ayppropriate exercises should be used
to reinforce the above.

2.

Scientific notation — A number
expressed in such a manner that
there is only one significant digit
before decimal times ten to some
exponent: Ex.3.41 x 108

2.08 xx 1073

(a) Operations with 10 and
and powers of 10.
Movement of decimal

(b) Expressing numbers in
scientific notation.

(¢) Multiplication of num-
bers using scientific
notation.




Unit Il Geometry In this unit the student gets a
good look at the various in-
struments and their uses.

1. Construction 1. (a) Draw a segment equal
to a given segment.

(b) Draw an angle equal to
a given angle.

(c) Bisect a given segment.
(d) Bisect a given angle.

(e) Draw a line perpendic.
ular to a line through a
given point on the line.

2. Parallel lines 2. (a) Transversal.

(b) Interior and exterior
angles.

(c) Alternate and opposite
angles.

(d) Corresponding angles.

(e) Combination problems
involving degrees in
straight lines and trian-
gles.

3. Angles 3. (a) Acute
(b) Right
(c) Obtuse
(d) Straight
(e) Reflex

Students should practice
drawing these angles in
order to reinforce their
understanding the differ-
! ences among them.
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4, Quadrilaterals

Unif IV System of Rational
Numbers

1. Set of rationals

2. Basic computational
skills

3. Equations
Unit V Geometry

(Formvulas and Applica-
tion)

Pt 1. Circle

(a) General quadrilateral
(b) Tranezoid

(c) Parallelogram

(d) Rectangle

{e) Rhombus

(f) Square

Through concrete exposi-
tion the student should be
taught the properties of
each of the above. Models
should be available for
easy reference, and draw-
ing should be assigned to
reinforce the differences
among them.

The set of rationals is made up
of all the natural numbers, an
additive inverse of each, O, and
the set of arithmetic numbers.
Ex. -3,1/2,-3/8,0,5.

Use of number line to order the
rationals in terms of greater than
(>) and less than (£).

2. Addition, Subtraction, Mul-
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tiplication and Division of
rational numbers.

. Solving equations experi-

mentally (tral and error).

. Construction of circle, ra-

dius, diameter, circumfer-
ence.




d=2r
C = 2"t problems solving fro C. d, or r
C=7d
2. Areas and Perimeter 2. Area and/or perimeter of
the following:

rectangles trapezoid
squares parallelogram
rhombi eircle
quadrilaterals

This problem should be
stated in such a way that
they require the pupil to
apply these concepts to
real life situations.

This unit offers special op-
portunity for word problems.

3. Pythagorean theorem

MATHEMATIC3 THREE
Level IlI, Phase Il
Unit [ Real Numbers

1. Extending the number 1. Students should be taught
line—integers. to develop a number line
in such a way that they be-
come proficient in dealing
with integers and their in-
verses. Sufficient practice
should be provided until
sign numbers and their
operations become an in-
tegral part of the pupil’s
knowledge.

2. Properties of order on 2. The practical application
the real number line. of this concept can be de-
monstrated through prob-
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(a) Opposites

(b) Comparing numbers

3. Operating with directed

numbers.

(a) Addition on the num-
ber line

1. properties of addition

—commuative, associa-
tive, the identity ele-
ment, addition property
of opposites..

(b) Properties of absol-
ute value

4. Multiplying directed

numbers.

(a) Properties of multi-
plication — closure, com-
mutative, associative, dis-
tributive, multiplicative,
property of zero and in-
verse one, identity ele-
ment.

9. Dividing directed numbers

—the multplicative in-
verses Or reciprocals.

Unit Il Operations with

Polynomials

1. The meaning of the
term polynomial — mon-
omial, binomial, trino-
mial.

2. Adding polynomials.

4.
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Again, the number line can
be used to demonstrate
this operation.

This can be demonstrated
through its application to
problems relating to water
flowing into and out of a
tank.

Division problems should
be developed which re-
quire the replacement of
the divisor by its recipro-
cal, and then multiply.

Equations should be used
to demonstrate these un-
derstandings.

Demonstration and prac-
tice is required in the case
of all these operations.

lems relating to the use of
the thermometer and the
elevator.

All these operations can
be demonstrated and rein-
forced through the use of
the number line. Students
should be encouraged to
make their own number
lines. '




3. Multiplying polynomials.

4. Dividing polynomials.
Unit [if Products and Factors

1. Multiplying by a mono-
mial.

2. Distinguished between
prime and composite
numbers.

3. Finding common mono-
mial factors.

4. Squaring binomials.
5. Factoring binomials.

6. Multiplying the sum and
difference of two quan-
tities.

7. Factoring the difference
of two squares.

8. Multiplying binomials.

9. Factoring quadratic tri-
nomials.

Unit IV Using Equations to

Soilve Probiems

. Practice exercises are

needed to reinforce these
operations,

A review of the sieve of
Eratosthenes is very ap-
propriate.

Problems relating to the
students’ environment
should be identified for
purposes of reinforcing the
utilization of equations. In-
teresting - problems can
serve as-an excellent vehi-
cle for demonstrating the
practical application of
algebra.




MATHEMATICS FOUR
Level 1V, Phase 1|

Unitt  Roots, Rational and Irrational numbers:
1. Introduction to tables of syuares and square roots;
Computing approximate square roots.

2. Rational and Irrational Numbers: "“VSC

| INTEGERS
RATIONAL

AT

REAL RUMBLERS -
EXPRESSED IN | 1 DECIMALS

DECIMAL FORM RATIONAL
REPEATING
DECIMALS
. RATIONAL. |
INFINITE
DECIMALS

REAL
NUMBER TREE

—
NON-REPEATING
DECIMALS

RRATIONAL

All these understandings can be reinforced through

appropriate exercises.
Unit Il Simplest Radical Form
1. Addition, subtraction, multiplication, and division of radi-

cals. This includes whole numbers under radicals, fractions
under radicals, letters and numbers under radicals.

2. Combining radicals — Adding and subtracting radicals in-
cluding whole numbers under radicals, fractions, numeri-
cal and letter coefficients with radicals. Cubed radicals
should be included.

3. Multiplying and dividing radicals—Multiplying includes

. whole numbers under radicals, fractions, perfect squares,
terms under radicals which have to be factored and then

combined with coefficients.

4. Division would consist of dividing whole numbers under

radicals, fractions, numerical and letter coefficients and
i both division of perfect and imperfect squares under
radicals.

5. Equations containing radicals—This type of equation could
g contain letters, numbers, or both; binomials and terms with
{ a number, a letter, or both serving as coefficients. Many
‘verbal problems require a radical equation for their solu-
tion, and these kinds of problems should be used for pur-
e poses of reinforcement.
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Unit IIl  Quadratic Equations '

1. Incomplete type—This includes formulas from geometry
and science involving a variable to the second or third
power. 7

2. Quadratic equations solved by factoring.

3. Quadratic equations solved by completing the square. This .
type contains equations with the squared term having a .
coefficient. |

4.  The quadratic
formula bt |2
2a
5. Graphing quadratic equations, dealing with range set, do-

main set, parabola, parabolic reflector, focus, axis of sym-
metry and vertex.

— 4ac

6. Roots of a quadratic equation—when they are real, ration-
al; irrational, equal and unequal, descriptive of the radical \
sign and discriminant.

7. Finding the sum and product of the roots of a quadratic
equation.

8. Forming a quadratic equation if the roots are known. Prac-
tice exercises.

9. Verbal problems involving quadratic equations are re- .
commended.

Unit IV  The Set of Rational Numbers—An Extension of the

Number System

1. Definition of set and all of its aspects namely: Set notation, variable, uni-

; versal set, finite set, infinite set, null set or empty set, subset, complement
: disjoint sets, union, intersection, symbols such as C contained, D contains,-
X @empty set, U union, N intersection.

2.  Natural numbers — definitions, numerals, positive integers. Symbols of
grouping such as [ | brackets, braces, ——— vinculum, ( )
parentheses,
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3. Integers—positive and negative. The positive integers are
equivalent to the set of natural numbers, but the complete
set of integers includes the negative whole numbers and
zero.

4. Rational numbers and properties of rational numbers.

The use of the number line can be extended so that it serves
as a model base for the ratural numbers, the integers, and
the rational numbers.

6. Special properties of zero: addition, multiplication, multi-
plication by 0, and multiplication of two numbers equal to 0.
Meaningless: division by zero is meaningless.

Indeterminate: substituting values for letters in numerator
and denomniator of fractions to make fraction O.

0
7. Decimal representation of rational numbers.

(a) Every rational number can be expressed as a repeating

decimal.
(b) Every repeating decimal can be expressed as a rational
number in fraction form.

Unit V The Set of Real Numbers—An Extension of the Number
System

1. Real numbers — broken down into

(a) Rational numbers (b) Irrational numbers
Integers and Fractions Irrational roots of algebraic
L1 | equations
i Algebraic Numbers

(c) Transcendental numbers

2. Modulo arithmetic—addition and multiplication. This type
of arithmetic is very helpful in checking the addition and
multiplication combinations. Arithmetic and algebraic
questions may be solved through this system.

In the modulo system one deals with the identity element
under addition and also the additive inverse and multiplica-
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tive inverse. Equations can be solved if the variable and all
constants are elements of the same modulo system.

3. Graphing linear equations and inequalities in one variable.
It is possible to graph the solution set of a linear equation
or a linear inequality in one variable on a number line. This
provides an excellent review of fundamental principles use-
ful in algebraic solutions, as well as practice in working
with a number line.

4. Absolute value of a real number—One can think of the ab-
solute value of a real number as the number or its opposite,
whichever is greater. When used in computation, it is
handled as a positive number.

5. Rules for computation are covered in addition, subtraction,
multiplication and divison. The absolute value concept has
many uses, especally in expressing the rules for computing
with signed numbers.

6. Practice is needed in performing all these operations.

MATHEMATICS FIVE
Level V, Phase Il]

Concepts, Operations, and Procedures for their Development
Unit | Trignometric Ratios, Identities and Functions

Since knowledge of the above topics is necessary for the phy-
sics course offered at this level, they are placed in the first unit. It
is a difficult but interesting unit and requires much effort on the
teacher’s part to carefully prepare their material so as to lead the
students to discover its fundamental principles and to master them.
All available aids should be used—overhead projector, transparen-
cies, slides, posters, ete.

1. Trignometric Ratios:
1) Ray—defined
2) Angle—defined
3) Angle in standard position
4) Negative and positive angles
5) Angles from 0° - 360°
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6) Six trignometric ratios: sine, cosine, tangent, cosecant,
secant and cotangent.

Given a point on the terminal arm of an &ngle in standard
position e.g. (4, 3), the student completes the right angled
triangle, finds the length of the hypotenuse (by the Pytha-
gorean theorem), and states the values of each of the six
trignometric functions. Much practice is required so that
the student becomes thoroughly familiar with these ratios.

Identies:
(a) Quotient Relations: sin © -

tan ©
cos ©

" (b) Reciprocal Relations sin©® =_1
csc O

(c) Pythagorean Relations:
sin? © +cos? © =1
tan? @ +1=sec? ©
1+cot? © =csc? O

The student develops these relations from the Pythagorean

2 42 = .2
theorem x*+t+y“=1x v '
A
r—PI X

Assignments should involve practice in using these identi-
ties to solve problems.

Functions of the special angles —
0°,90°, 45°, 60°, and 30°.

Through diagrams, posters or transparencies the teacher
leads the student to arrive at

(a) The values of the trignometric functions of these
angles.

(b) Functions of angles that terminate in all four quadrants
of the :7-ordinate plane.

‘¢) Use of tables to calculate the trignometric function of
any angle positive or negative.
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4. Solution of rignt angled triangles by means of the trigno-
metric ratios. Stress the importance of these concepts in
civil engineering.

5. (a) Graphing the trignometric functions
y=sinx;y Fcosx;y =tan x
(b) Radian measure

(c) Areaofatrianglee.g. K_ _%_ b Sin A

(@) Lengthofarc of circcle 3 =10 with © measured in radians

(e) Area of sector of a cirle
A_1’9
2

(f) Area of segment of circle

With the guidance and direction of the teacher the student
develops the above mathematical equations, and uses them
to solve problems on land and in space. Ex. Diameter of
the moon.

" This is a long unit and therefore student evaluation should
be carried out periodically by assignments and short tests.
The student who successfully masters this unit is well pre-
pared to transfer his knowledge to the study of physics and .
trignometry offered in the last year of high school and the
first year of university.

Unit Il Linear Equations _ >

1. Solve linear equations both algebraically and graphically.
Students discover the three possibilities using various
equations.

Solutions:
(a) one point only;
(b) a straight line (unlimited number);
(c) no solution.

2. Solution of equations with three variables. Here examples
of equations are selected so as to illustrate the variety of
solutions possible. .

(a) Planes intersect at one peint only.
(b) Planes meet along a straight line.
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(c) Planes coincide . . . (plane)
(d) Planes are parallel . . . {no solution.)

By using cards—index, playing, etc.—to represent the
planes, the above solutions are readily understood.

3. Linear inequalities is a challenging and interesting topic
which the students enjoy. From their graphs they see the
many possibilities resulting from problems involving linear
inequalities.

) x%0;y20; x+10yZ10; 10x+yZ 10
Solution . . . quadrilateral

b) x + y26 andx + y;?Z X -~ y.—?8
x2+y2225 _)i+__y_221 x2 - x - 6§0
9 16
Graphs: Circle and ellipse and line parabola and line
line

Unit 11l Exponents

1.  Reinforce the basic laws for exponents taught in previous levels.
(2) Multiplication law: x™ . x = x™*n
(b) Division law: x™ +x" = x™"
(c) Power law (a™)" =am"

and its variables: a2 ™ = a™
b b"
(d) Zero exponent: (ab)™ =amp™
%=1

2. At thislevel students do an in-depth study of exponents both positive
and negative, integral and fractional. They solve difficult problems whose -
solution demands the knowledge and skill of a good mathematician.

(b) Operations: .
1) Simplification: 27273, (~1/8) "1 7
2) Using addition
and subtraction: 5% +8-27 +9-1 _25-12

3.  Multimplication demanding the skill to change from radical form to
fractional exponents and vice versa,

Ex. \7 16 x\/ 3

4. Division requires a further step-rationalization.'The student developes this
skill using both methods — 1) retaining radicals 2) change to fractional
exponents.
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5. This unit on exponents is a preparation for the study of logarithms and a
mastery of this unit simplifies the operations in which logarithms are used.

UNITIV  Logarithms

1.  Exponential form: e.g. a*=y
Logarithmic form: log y =x

This procedure is carried out with such numerical bases and powers as
2,3,5,...

25=32 log,32=5

3% =243 log 24355

10 = 1000 log,,000=3

2.  The student recognizes that bases other than 10 may be used to express
numbers in logarithmic form. They must realize, however, that the tables
used are based on “base 107,

3.  Since alogarithm is usually a power or exponent, the laws of exponents
apply to logarithms. It is important for the student to see this relationship.

: 3. Graphs: (A) Exponential Functions

f y=a" a#¥0

' and a positive

Give a such values as 2, 10, %

s
| I‘IV (b) Logarithmic Function:
Logiy=x To graph this function the equation becomes

(0, 1) log,y= a¥ =x or2Y =x (wherc a=2) — again
e //EQLX— a# 0, and a is positive.

(1,0)

(c) Parts of a logarithm: Characteristic (integral part) may be
positive or negative; Montissa (decimal
part) always positive.

(d) To develop the skills.required for accurate calculations using
logarithms, the teacher chooses the simplest method available
— The method whereby the student expresses the number in

scientific notation.
Log 835.8 = Log (i.385 x 10%)

The exponent 2 becomes the characteristic. From the tables
the Mantissa is found.




A similar principle is used to find the numbher from a
logarithm. Interpolation need not be stressed here since it
is unnecessary.

(e) Sufficient practice in using multiplication, division,
powers, and roots by means of logarithms develops
both speed and accuracy. Once mastered the student
uses this method for long, involved problems in physics
and chemistry in high school and in engineering
courses in university.

MATHEMATICS SIX
Level VI, Phase Il

Concepts, Operations, and Procedure

Unit |  Ratio and Proportion

Content

topics in this phase to make them interesting and challenging. The
teacher will be a leader, guide and assistant using a variety of
teaching approaches.

The math laboratory utilizing the discovery approach will con-
stitute one of the main means of development. The flexibility that
is built into the program allows a student who needs additional drill
or background knowledge to successfully master a concept and
move to Phase II when such is mastered in a period of one day or
one montk, or longer. In this way individual differences are accom-
modated. Other students may wish to pursue the topic in greater de-
tail and so move into Phase V to do independent study, or they may
prefer to study the topic further with some guidance and assistance
from the teacher in Phase IV. Yet other students may not be able to
or wish to go beyond Phase IIL

Unit | Ratio and Proportion
3. Equivalent Forms of Ratio and Proportion

4. Theorems on Ratio and Proportion

5. Problems

l C;"” 157
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Unit Il Variation
1. Direct variation
2. Graphical representation of direct variation .
3. Inverse variation

4. Graphical representation of inverse variation

5

. Problems

Unit Il Permutfations and Combinations
1. Combinations and permutations
2. Permutations using the fundamental theorem

3. The number of permutations of “n’, different things taken
“r” at a time.

4. The number of permutations of “n”, different things taken
“r” at a time, if each may be repeated any number of times.

5. The number of permutations of “n” things taken all at a
time, if some are alike.

6. The number of combinations of “n” different things taken
“r” at a time is the same as the number when taken “n-r”’
at a time.

7. Problems using nC r
Unit IV Inequalities
Introduction
The relation inequalities
Other ordering relations
Properties of relations
Linear inequalities
Graphs of linear inequalitics

Quadratic inequalities

Absolute inequalities

© ® I PG kW N

Fractional inequalities




10.
11.
12.
13.

Unii V
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Unit VI

Simultaneous linear equations
Convex polygons
Maximum and minimum values of linear functions

Linear programming

Complex Numbers
Introduction to complex numbers
Addition and multiplicaticn of elements in C
Conjugate complex numbers
Conventional notation for complex numbers
Graphical representation
Trigonometric form of complex numbers

De Moivre’s theorem

Theory of Numbers
Polynomials
The remainder theorem and the factor theorem
The fundamental theorem of algebra
The rational root theorem
Graphs of polynomials
Rational functions
Graphs of rational functions
Explicit algebraic functions
Graphs of explicit algebraic functions

Additional theorems on polynomials

Unit VII  Matrices and Determinants

Introduction
Operations on matrices
Properties of the operation of addition on matrices

Multiplication of matrices
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5. Cramer’s Rule

6. Elementary row operations on matrices

COURSE OUTLINES FOR PHASE FOUR
INTRODUCTION

Phase Four Courses are designed for students of superior
akility and achievement in mathematics. There is a considerable
similarity between these courses and the courses offered in Phase
Three; therefore, the general objectives which were outlined for
Phase Three Courses also apply to this particular phase. The major
difference lies in the greater depth and complexity in which the
concepts and operations can be handled in a shorter period of time.
Because of the superior ability and achievement of these students,
more challenging work is prescribed for this level, and more of the
assignments require independent study or research.

MATHEMATICS ONE
Level I, Phase IV
Conceptis, Content, and Procedure for their Development
Unif I  Number System

Diagnostic tests should be administered to determine the
child’s computational skills in whole numbers and fractions. If a
child needs additional skill in these operations, he will take these
in the appropriate unit in Phase IL

1. Common fractions, decimal fractions and per cent.

Definitions — natural numbers
— fractions
— rational numbers
— numbers used in arithmetic

2. Properties of numbers — closure
— commutative
— negatives
— Zero
— reciprocal
— inverse
— distributive
— unity




i s e i

3. Types of systems — natural
— finite
— rational numbers of arithmetic

Students in this phase can handle these concepts and opera-
tions in complex forms.
Unit Il Sets

1. Intersection, union, contains, is contained in, subsets.

2. Venn Diagrams.

3. Distributivity of intersection over union or vice versa.

4

. Cartesian product.

5.  Conditions — simple and compound, in one and two variables for
equations and inequalities. Use of connective (N).

Unit I Numeration

1. Research into the history and development of mathematics
(a) Egyptian
(b) Roman
(c; Babylonian.

2. Tally code, grouping and place values.

3. Bases — base 2 and extension of general principles to
; other bases.

" 4. An introduction to scientific notation involving positive ex-
ponents only.
Unit IV Problem Solving .

1. A systematic approach to problem solving, involving uni-
verse, condition and solution sets.

2. Simple problems involving simple and compound conditions
in one and two variables.

|

' 3. Word problems to enable the student fo translate from the
j verbal form to a form in which computational skills take
over.

4. Interests of the student should be taken into account when

formulating these word problems since the child’s interest
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in the work is of utmost importance.
5. Use of rate pairs to solve per cent problems.
Unit V  Algebraic Skills
1. Complete factoring of natural numbers by use of primer.
2. Finding greatest common factor.

3. Methods of replacement and inverse operations to find a
solution set. This may first proceed from a trial and error
situation to a more systematic approach to solving simple
equations.

4. Use of charts and graphs to find the solution set.

5. Is the empty solution set a possibility and why?

Unit VI Geometry

Metric geometry.

Angles formed by coplanar lines.
Measures of segments and angles.

Measures associated with polygons and congruent triangles.

U

Identification of geometric forms such as triangles, quad-
rilaterals, squares, rhombi, parallelograms.

6. Introduction to the use of geometry instruments such as
protractor and compass.

Unit VII  Project

In this unit the students should be permitted to undertake an
appropriate mathematics project related to this course in consulta-
tion with the teacher. This will provide an opportunity for indepen-
dent work and also will provide an excellent chance for students to
learn how to make use of the library facilities. It will enable a stu-
dent to study in depth a topic that has special interest for him.
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MATHEMATICS TWO
Phase 1V

Level I,

Concepts and Operations
Unit I —

Same as in Level II, Phase
III, except it is done in more
complexity and depth.

Unit II —

Same as in Level II, Phase
III, with the addition of the
Metric System.

Unit IIT — Geometry

a. Construction

b. Parallel lines
c. Angles
d. Quadrilaterals

Unit IV—Number Sentences

163

Procedures

The opportunity should be
taken to correlate this unit
with work in science using the
metric system.

The following constructions
which are done with compass
and straight edge, are recom-
mended:

1) Draw a segment equal to a
given segment.

2) Draw an angle equal to a

given angle.
3)
4)
5)

Bisect a given segment.
Bisect a given angle.

Draw a line perpendicular
to a given line through a
point on the line.

6) Draw a line perpendicular

to a given line through a
point not on the line.

7) Draw a line parallel to a

given line through a given
point.
Many of the constructions out-
lined for Level Three Math in
Phase IIT may be adapted for
this course.

The student should get prac-
tice in dealing with letters. An
introduction to algebra invol-




Unit V —

System of rational numbers

same as in Unit IV in Level
II, Phase III, cxcept it is done
in more complexity and
depth.

Unit VI —

Solving equations

Unit VII —

Geometry (formulas and ap-
plications). Not only is the
work preccribed for this
level and phase to be done
in greater complexity and
depth, but the procedures
for developing the outlined
concepts and operations
should involve the utiliza-
tion of the discovery ap-
proach,

164

ves developing a knowledge
of and an ability to use:

1) Negations

2) Inequalities

3) Number phrases
4) Simplifying phrases

5) Solving equations
6) Conditional sentences

7) Converses

The additive and multiplica-
tive inverse, zero product. A
systematic approach to solv-
ing equations should be stress-
ed.
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MATHEMATICS THREE

Level 111,

Phase IV

This course is a logical extension of the one offered in Level
III, Phase II1, The units outlined for Level III Phase III should be de-
veloped in greater depth and complexity through the use of more
difficult exercises, verbal problems, and the transfer of knowledge
to associated disciplines. In addition to the units outlined for Phase

111, the following units are suggested.

Unit V
Relations, Functions, and
Variation

1. The meaning of relation
(a) ordered pairs of num-
bers

2. The terminology relating
to a graph-domain, range,
independent variable, and
dependent variable.

3. The meaning of function.

4, Understanding the coordi-
nate system
(@) Origin
(b) Abscissa
(c) Ordinate
(d) Coordinates of the

165 165

. Exercises utilizing:

(@) Number pairs in
which the pairs are
listed. Ex: Assigning
students to their seats
in the classroom.

(b) Mathematical formulae
(c) A table.
(d) A graph.

. Demonstration and prac-

tice in labelling the axis is
needed.

Exercises are needed to
demonstrate the difference
between function and rela-
tion.

Graphing exercises are re-
commended and a review
of the number line is need-
ed.




point
(e) Quadrants

5. Graphing a linear function.
(a) Getting the slope.
(b) Determining the slope
—intercept form of the
equation.

6. Practice is needed.

7. The meaning of ratio and
proportion.

8. The meaning of direct
variation.

Unit VI

Systems of Linear Equations

1. The graphing of linear
equations.

2. The meaning of systems of
linear equations.

3. The addition method of
solving systems of linear
equations.

4. Solving linear equations
by substituting.

5. Applications of systems of
linear equations.

. Practice is needed.

. Graphing inequalities.

(a) Open half-plane
(b) Closed half-plane

. Many practical examples

drawn from the pupils’ ex-
periences should be used.

Reading values from
graphs is recommended.

. A review is called for in

order to develop the un-
derstanding that the solu-
tions to the equation found
on the graph are not ac-
curate.

. Demonstration is needed.

. Practice exercises are re-

quired.

. Practice exercises are re-

quired.

. Problem exercises are re-

commended.




MATHEMATICS FOUR
Level IV, Phase IV

Concepts, Operations and their Development

Unit |
1.

Unit 11
1.

Operations with Polynomials

(a) Evaluating algebraic expressions

(b) Addition and subtraction of polynomials
(c) Law of exponents

(d) Division of polynomials

(e) Synthetic division

Special Products

(a) Difference of two squares
(b) Square of a binomial

() Square of a trinomial

(d) Cube of a binomial

Factoring algebraic expressions whether the exponent is

odd or even and according to the sign between the terms
(@) Simplifying algebraic fractions

(b) Adding algebraic fractions

(c) Multiplication of fractions

(d) Division of fractions

(e) Complex fractions

Relations and Functions
This involves the development of clear and concise defini-

tions and a thorough understanding of the application of
the definitions to the following situations:

(a) ordered pairs

(b) relation

(c) variable

(d) independent variable

(e) domain set

(f) range set

(g) ways of stating a relation

(h) parameter




2. The meaning of function

3.

(a) Functional notation — The use of precise symbols is

(b)

recommended to make it possible to study complicated
relations more easily. Use of tables, linear equations,
and fractional equations is necessary.

Inverse fractions — Obtaining a set of ordered pairs
by interchanging elements of all ordered pairs of a re-
lation.

(c) Graphical representation of ordered pairs — This in-
volves a coordinate system, a coordinate plane or x-y

plane, origin, quadrants of a graph, terms pertaining to
a graph such as abscissa, ordinate and coordinate.

(d) Graphing relations that are functions. This may be

done with a finite number of ordered pairs and with an
infinite set of ordered pairs.

Linear functions

(a) Polynomials of first degree such as 2x + 3. Equations

(b)

(e)

in one variable fall into two general classifications: 1)
identity 2) a conditional equation—one not true for all
replacements of the variable.

Theorems for solving equations: Addition theorem,
subtraction theorem, multiplication tlieorem, division
theorem.

(¢) In order to facilitate an understanding of functions,
the following terms must be thoroughly understood:

equivalent equation, extraneous roots, redundant equa-
tion, defective equation.

(d) Verbal problems involving linear equations—This
type of problem may be difficult to understand when
applying algebra to practical problems. Many examples
and a systematic approach are the usual pedegogical
methods.

Graph of a linear function—If any two voints are
selected on a graph line, the slope is the rise divided by
the run.




(f) Slope — Intercept form for the Equation of a Line — The equation
y+mx+ bY is called the slope-iniercept form of the equation of a
line. m refers to the slope, y the intercept. Other types.of lines are:
Families of lines, Parallel and perpendicular lines.

(g) The distance between two points measured in graph units is found by

se of the following formula (P,P,) = v (X, —x)* + (v, — y1)2

(h)  For finding the coordinates of the midpoint of a line segment the fol-
lowing formula must be known:

Xt ot oy,
(x,y) = 2.7

(i) When solving conditional inequalities the following
principles must be known: 1) addition, 2) multiplica-
tion for positive multipliers, 3) multiplication for ne-
gative multipliers, 4) transitive principle.

Unit 11

A project of considerable magnitude involving independent
study and research on any aspect of the concepts or operations out-
lined for the two previous units should be developed. The project
should be individualized to accommodate particular student’s
needs and interests.

MATHEMATICS FIVE
Level V, Phase IV

The development of this course outline was intentionally
omitted because the Curriculum Branch of the Provincial Depart-
ment of Education is currently working on a new curriculum out-
line for grade eleven academic geometry which will be accompanied
by a new text. The group felt that they wished to wait for the op-
portunity to review the new outline and, if possible, adapt it for
purposes of utilization in this phase and level.

ADVANCED MATHEMATICS SIX
Level VI, Phase IV
Unit |  Pre-calculus

Concepts
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(o) Complex number system
(c) Inequalities

(d) Functions

(e) Determinants and matrices
(f) Vectors

(g) Limits

(h) Logic

Unit Il —Mathematical problems relating to

(a) Linear programming

(b) Modular arithmetic

() Counting and probability
(d) Determinants

(e) Topology

(f) The language cable

The Nature of the Mathematics Prescription for Phase Five

Phase Five is reserved for the few students of outstanding
mathematical ability and achievement who have a special interest
in mathematics and who are capable of a high degree of self direc-
tion. It would defeat the purpose of this phase to outline specific
courses for it. It is recommended that a separate program be work-
ed out for each student through consultation with a staff advisor
who has an excellent background in mathematics. A student’s inter-
ests and career plans should play a major part in determining the
nature of his assignment. A program of this nature should enable
the school to identify prospective mathematicians.

These students, because of their willingness to assume respon-
sibility for their own learning, should be allowed to determine how
they will use the school time allotted for their study, apart from
that specifically set aside for consultation. The effective utilization
of this time will require the availability of a variety of worthwhile
source materials in the forms of manipulative materials and equip-
ment, programmed materials, charts, games, puzzles, and reference
books. Those students who fail to assume responsibility for the self
direction expected of them should be transferred to another phase
in which the work is challenging but the learning experiences are
more structured.

%
r
This course is designed to lead students on to wider horizons in




mathematics and to “stretch” their minds through challenging and
satisfying learning experiences involving the discovery approach.
Because of their academic background and their giftedness in the
area of mathematics, these students should be encouraged to do a
great deal of their work in small groups and on an independent
basis. Content should be chosen largely on the basis of student need
and interest. In the latter part of the year students should be en-
couraged to develop a project in depth relating to one of the desig-
nated mathematical problems. The role of the teacher is to guide,
to challenge, and to assist.

THE DEVELOPMENT OF THE CONCEPT OF MATRICES:
A MODEL
Level VI: Phase 3, Lesson Directed by the Teacher

Theme: Introduction to Linear Algebra
Concept: Matrices

Aim: To develop a two dimensional matrix.
Previous Knowledge of Students: None

L o
¢ T
P

Introduction:

A direct route is a journey which does not pass through an-
other town on the way. :

Is there a direct route from (1) C to L? (2) C to 0? (8) C to C?
How many direct routes go to T?

How many start at L? ,
One way of describing the direct routes linking the towns is to
draw a map as above. Can you suggest others?

1) Make a list.
From T 10 O
CtoL




L to C
Cto P

How many direct routes?
2)  Arrow diagram,

orao

]

\ C

L
0] (Concept being learned; mapping)
P

T T

How about this?
3) Make a table
CLOPT
01011
1

etc.

H ool

A table which shows the number of routes between towns, etc.
(arc between nodes) is called a route matrix.

(Teacher may now wish to give a few more similar problems.)
Level Vi: Phase 4 .
Theme: Introduction to Linear Algebra

Concept: Matrices
Topic: Parallel Lines
Aim: To develop a three dimensional matrix.

Draw two parallel lines on a

piece of paper (overhead pro- :- - .,'- =

jector is better if each student } |

doesn’t have the needed ' ! t

material). ] h [

Draw a line on a piece of ace- ' ! :
tate sheet. —L‘ T i w—

" “Place the acetate “sheét over’ TP P |

the paper like this:
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An angle is marked; the children will intuitively recognize
equal angles.

Can you find another like it? Another? And so on.
Are any of the angles you have chosen different in any way?
Sometimes during this activity there will probably be a need to

label the angles. All the equal angles may be described in the child-
ren’s words or in more conventional terms like: vertically opposite,
opposite, corresponding and alternate. If the language is under-
stood, on a new diagram mark one of the angles. Use symbols V:
certically opposite, C: corresponding and A: alfernate.

Starting at this angle where will I go if I say V?
Where will I go if I say C? A?

What happens if I do A and then C? VCA? VAC? and so on.
The students can make a speed game of this with each other
without touching the diagram. Starting at the same angle:

If I do C and then V, where am I?
How could I have got there in one move?
Try VA. What single move now?

Now a “Do Nothing”’ or “Identity’’ operation is obvious. Results can at first
be written at random, e.g. CV = A, VA =C, VV = |, etc. A table of all the pos-
sible results gives an opportunity to observe and discuss the structure of the sys

tem involved,
Level VI: Phase 5

Theme: Introduction to Linear Algebra
Concept: Matrices

Aim: To develop a four dimensional matrix.
Introduction:

The following network may be drawn on a sheet of paper and
given to each student or on the blackboard or overhead projector.
The pupils are asked to describe the network in their own words. -




Development:

A) Several pupils will be asked to read out their descriptions
and the teacher will draw their networks exactly as they are read
out. It is hoped that there will be several discrepancies so that it
can be pointed out that words alone are really insufficient to give
an accurate description, unless the descriptions are extremely long.

B) The following matrix will be written on the blackboard or
shown on the overhead projector and the class told that it is the
teacher’s description of the network.

Matrix - Pl. matrices

A B C D
Al o 1 10
B} 1 0 11
cf 1 1 00
p| 0 1 00
]IVAC(2nd)
.. ..
Vi. 1CA
Al. C. V
Cl. AV.
Discussion:

Conclusions: (Written or given orally by the students.)

C) Another network will be drawn and the pupils asked to
make up its matrix. No help will be given as to what the matrix
means. For those pupils who make up a correct matrix these two

networks will he given tc them.

D) Pupils are asked to write up their descriptions of the
original network and to explain in their own words what they
think the numbers in the matrix represent.

174 o
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Chapter IX

A NONGRADED SCIENCE PROGRAM
for the
SENIOR HIGH SCHOOL

Introduction

In 1847 the epochal Quincy School was built in Bos-
ton. For a century to come it set the design of American
schools. It sorted the children into grades, and every grade
had its own private meeting place—a classroom—where
the teacher and fifty-five children of about the same age
sat together for a solid year. This schoolhouse consisted of
twelve rooms, each the same as the next, four to a floor
piled one atop the other for three floors.

For a hundred years after 1847, the pattern of separ-
ate and equal boxes set by the Qlincy School remained es-
sentially unbroken.!

The Quincy School, in Boston, did indeed fit its students into
convenient slots with age being the major criterion. But, are we
not, in 1970, at a time when the world’s supply of knowledge is
doubling every ten years, doing the same? Are we not fitting stu-
dents into our own “slots” by using the graded structure as our
criterion?

Like most high school graduates, I have gone through a graded
structure and remember many pleasant things but also some frus-
tration. During my Education year at St. Francis Xavier University
the idea of nongrading was presented to us. Perhaps we were not
thoroughly convinced of its value, but, in the months I have been
teaching, I have come to see a real need for some alternative.

In this paper my aim will be to give an overview of a nongrad-
ed science curriculum for a senior high school which could be im-
plemented in schools in this area, This will include a presentation
of reasons for establishing such a program, objectives for a senior
science program, the organization of the science curriculum, differ-
ent instructional approaches, materials useful in implementing such

Laboratories, p. 4.
? “The Things of Education,” A Second Report From Educational Facilities
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a program, the physical “setting” most suitable for the teaching of
science, and suggested evaluation procedures.

Why Study Science?

Perhaps one of the best definitions of science is the one for-
mulated by the Science Manpower Project:

Science is a cumulative and endless series of emypiri-
cal observations which result in the formulation of
concepts and theories, with both concepts and theories be-
ing subject to modifications in the light of further empiri-
cal observations. Science is both a body of knowledge and
the process of acquiring and refining knowledge.?

In this age of advanced technology, when the United States is
sending men to the moon, it is more important than ever that all
students receive a chance to become aware of the methods and pro-
cesses of science. The general education objectives listed below may
be used to show ways in which the study of science is beneficial to
students:?

1. Helping young people fit themselves into their society.—
Science gives students an opportunity to work in both small and
large groups, in school and out of school, with students whose inter-
ests are similar to theirs and with those whose interests are differ-
ent.

2. Maintaining physical health and well-being:—The scientific
approach to the care of the human body is more effective than par-
ental indoctrination. For example, if a child is able to see why he
must be careful at a crosswalk or why certain foods do not make an
acceptable diet, he will decide on his own how he must act.

3. Helping students with personal adjustment:—Adolescence
is a difficult time for boys and girls. Because of the nature of the
science program, a teacher is able to observe the students under
different conditions and thereby ascertain their strengths and
problems.

2 Frederick Fitzpatrick (ed.), Policies For Science Education, New York,
Bureau of Publications, Teachers College, Columbia University, 1960.

3 Walter A. Thurber, Alfred T. Collette, Teaching Science in Today’s
Secondary Schools, Boston, Allyn & Bacon Inc., 1969, p. 53.
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4. Helping students appraise themselves realistically:—Some
students feel they are a complete failure because they do not
achieve academically. Science gives students a greater opportunity
to discover talents they might not know they possessed.

5. Encouraging independent thinking:—In studying science a
student is given the opportunity to conduct experiments, make ob-
servations, obtain results, recheck them, if necessary, and then, in
view of his knowledge of science, come to a logical conclusion on
his own.

6. Giving students exploratory experiences:—In certain sub-
jects students hesitate to undertake some tasks because they fear
they may fail. A science student is given the opportunity to deter-
mine his own strengths and limitations. He may determine what he
would like as his life occupation or some activity he may like as a
hobby.

7. Helping students meet the problems of everyday living:—
Science may be of more help to a student in everyday life than any
other subject. It helps to explain the physical world around him and
the biological life within him.

8. Preparation for later experiences of life:—In school few
students stop to think that any course they are now taking will be
of help later on in life. The relationship of science to the immediate
needs of the student as well as to distant ones can be made readily
apparent. The study of science, therefore, is beneficial to the im-
mediate as well as the distant needs of the student in that it helps
to explain a great deal about the world in which he lives.

Broad Objectives of the Science Program

Science education should be based on the skills of inquiry that
lead to an understanding of scientific concepts rather than on the
accumulation of facts. The broad objectives of this science program
were formulated with this in mind and seek:

1. To develop an understanding of science concepts that will
enable students to become scientifically literate in describing prob-
lems around them.

2. To develop the kind of curiousity that leads to a desire for
more discoveries and thereby promote discovery as a lifelong pro-
cess.

3. To develop an understanding of the place of science and re-
search in modern society.




4. To develop an understanding of and an ability to apply
basic scientific principles.

5. To develop an understanding of the relationship between
science and other areas of the curriculum.

6. To develop self expression and descriptive techniques.

7. To develop the ability to think critically about the situa-
tions and problems that arise in daily living.

8. To develop the skills of scientific inquiry needed to gain
and apply scientific knowledge.

The Skills of Science

One of the basic premises of a good science program, as pre-
viously indicated, is that it should be based on the skills of inquiry
rather than on the accumulation of facts. Since science programs in
the past were so factually oriented, an elaboration of the basic skills
of scientific inquiry may help the science teacher reorient his pro-
gram to achieve more worthy objectives. These skills may be out-
lined as follows:*

1. Observation. Students observe objects and phenomena in
their environment. Measurements are made. With young children
this is comparative measurement. Later on qualitative observations
can be made.

2. Description. Students must learn to describe what they
have observed and to express these observations in speaking and
writing. They become more skilled as they learn to sharpen their
observations and describe them in greater detail.

3. Comparison. Comparisons are made as to similarities and
differences, based on observations.

4. Categorization. Students learn to place objects and phen-

omena into categories. Those alike are placed together; different
ones are separated.

5. Analysis of Relationships. Students recognize relationships
between categories and analyze these relationships. Relationships
are analyzed for both quantity and quality.



6. Classification of Relationships. Students classify objects
and phenomena on the basis of an analysis of existing relationships.
Only important relationships are stressed.

7. Postulation and Theorization. Students are given the op-
portunity to presuppose tentative answers on the basis of accumu-
lated information. When students have accumulated data based on
observations and examine this data, conclusions may be drawn. If
observations are adequate, the presupposed answers can be tested;
if not, more observations must be made.

8. Hypothesization. Students draw up a tentative answer or a
statement to account for all data concerned. This statement which
may be called a theory or generalization is used in new situations
and may be proved entirely wrong.

9. Verification. Students use new information to check the
hypothesis to see if it is valid.

10. Experimentation. Students experiment to verify their
hypotheses. They may design and conduct their own experiments.
Careful attention must be given to the control of variables.

11. Probability Determination. There are no absolutes in
science, and the merits of an answer should be considered in terms
of relative truth.

These skills should run spirally through the science program
from elementary to senior high school. In elementary school obser-
vation, description, comparisoun, categorization, analysis of relation-
ships and classification of relationships are stressed while the other
skills are given minor consideration. In junior and senior high
school the skills which require application are stressed. These skills
are postulation and theorization, hypothesization, verification, ex-
perimentation and probability determination.

The degree to which a student learns a skill depends on his
background, ability and interest in science as well as on sequential
practice. A student with high interest and high ability will be able
to devise a sophisticated experiment with a limited amount of prac-
tice. With the slower students nothing can be taken for granted.

Approaches to Teaching Science

The science teacher gets his job done only by what he
induces, motivates, cajoles, implies, forces, or challenges
his students to do, and to do in such a way that they learn.
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The misuse or overuse of certain methods is one of the
hazards that students have to face. The skillful teacher
will have many offerings in his repertoire.’

The skillful science teacher uses a variety of methods, depend-
ing on what he wants to accomplish. A brief consideration of the re-
lative strengths and weaknesses of various teaching methods is in
order.

The lecture method was the one most often used by science
teachers in the past. It allowed the teacher to cover large amounts
of material in a single class period without the aid of a variety of
books and lab equipment. Courses taught completely by the lecture
method do not accomplish the objectives of a worthy science pro-
gram because the student merely sits, takes notes, and in exams
gives the information back to the teacher.

Oral questioning, while not a separate method, is very useful
in enhancing the effectiveness of many methods. It is especially
helpful in finding out what students already know about the topic
and for review purposes. This method, cleverly used, is the heart or
core of inductive teaching. Its clever utilization can encourage the
highest level of thinking.

Classroom discussions are useful in handling controversial is-
sues. The student should first know something about the subject
which they are to discuss. This method should prove to be particu-
larly useful in handling value issues relating to science.

The problem solving approach probably provides the best
method of teaching science. It is dependent upon both inductive
and deductive reasoning. Students’ in learning to solve science pro-

blems, learn how to apply knowledge to new situations.

The project method may be used to provide for the needs of
individuals or for small groups of students. The student is usually
permitted to take part in choosing his own project in consultation
with a staff advisor. The trend in high school teaching has been to
have more projects since these help the student learn the attitudes
and difficulties scientists encounter in the process of solving prob-
lems. The project is particularly useful as a vehicle of independent
study.
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TABLE 1

PUPIL CHARACTERISTICS WHICH SERVE
AS A GUIDELINE FOR PLACEMENT

PHASE 1 PHASE 2 PHASE 3

I.Q. less than 90 I1.Q. not specified 1.Q. 90 -110

Adjusted Remedial Average student

Very weak science Have a low interest Good science
background in science background

Not able to work on Difficulty in a specific Average interest in
theory but able to area science

do lab-centered
course with much
direction

Much individual atten-
tion required on

basic skills

. PHASE 4

PHASE 5

1.Q. 110-130

Above average
student

Very good science
background

High interest in
science

Good Mathematical
ability

1.Q. above 130

Exceptional
student

Superior science
background

High interest in
science as a future
career

High motivation for
self direction
Mathematical
ability of college
bound student

Able to follow
courses which

include theory
Mathematical
ability adequate

ERIC
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Many things can be taught best in the laboratory atmosphere.
For example, it is difficult to teach a student how to bend glass un-
iess he actually does it. Students should begin with experiments of
the cook-book type to become familiar with apparatus and then
should be given the opportunity to conduct open-ended experiments
with minimal teacher direction. Gradually, students will suggest ex-
periments of their own. Field trips are a special kind of laboratory
situation, and are best suited to biology and geology courses. On
these trips the students may ask questions, collect specimens, or
“observe science in action”. These are especially important for
students interested in a career in science.

Within the last few years audio-visual aids have become more
prominent in the teaching of science. Charts, maps, posters, bulletin
boards, motion pictures, T. V., filmstrips, slides, models, micropro-
jectors, overhead projectors, magnifying instruments and photo-
graphs help the teacher to provide meaningful learning experi-
ences. The utilization of these aids will enhance the effectiveness of
any method. The more aids a teacher has, the easier it will be for
him to structure learning situations which involve a high degree of
student activity.

The Nature of the Student Body and
Its Implications for Placement

The student body of a large high school will usually consist of
a normal distribution of pupils. All variations of ability, achievment,
interests, and aspirations should be represented. At the beginning
of the year all students should be given the Kuder General Interest
Survey Form C Grades 6 - 12 and the Lorge-Thorndike Intelligence
Test Grades 10 - 12. The Kuder General Interest Survey is suggest-
ed because it gives scores in eleven areas of interest: outdoor,
mechanical, literary, scientific, computational, musical, social,
social service, persuasive, artistic, clerical and verification. The
Lorge-Thorndike Intelligence Test Level C is suggested since it
gives both a verbal and a non-verbal score. This test deals with:® a)
abstract and general concepts; b) interpretation and use of symbols;
¢) relationships among concepts and symbols; d) flexibility in the
organization of concepts and symbols; e) utilizing one’s experience
in new patterns and f) utilizing “power” rather than speed in work-
ing with abstract materials. These tests give an I. Q. score with a
mean L. Q. score of 100 and a standard deviation of 16 I. Q. points.

The above tests are suggested rather than science tests since
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most science tests deal with a specific branch of science, and four
such tests would have to be administered. The general science tests
investigated stress fact rather than understanding and application
of knowledge.

The student body varies, as already stated, from very slow stu-
dents to very clever ones. These students should be placed in levels
and at phases within these levels which suit both their intellectual
needs and their personal ambitions. The placement of these stu-
dents should depend not only on the scores obtained on I Q. and

interest tests but also on past academic achievement, teacher re-
commendation, and student preference. A recommended guideline
for placement procedure is given in Table 1.

The Science Curriculum

This section presents a proposed science curriculum for a non-
graded senior high school containing 740 students who are to be
placed appropriately in a science program organized into five
phases. The overall science curriculum and the proposed number of
students per level, phase and class is presented in tabular form.
The basic subjects that should be offered in a secondary science
program are indicated by phase and level. Course summaries arc
presented outlining briefly the purpose of the course, the basic
content to be stressed, and an indication of whether or not the Nova
Scotia Department of Education provides the required textbooks.

Table II presents the allocation of pupils in the science pro-
gram by level, phase, and class. This allocation is based on the as-
sumption that the study body of this schiool represent a normel dis-
tribution of ability and achievement. A change in distribution is re-
commended if it is suggasted by test results and/or teacher assess-
ment.

Table III presents the allocation of subjects by phase and
levels. The course descriptions that follow indicate that many worth-
while science courses are currently available in our science pro-
gram; however, their grade or year allocation has not always been
made on a rational basis. The introduction of chemistry, physics,
and geology at an earlier level than is currently suggested in our
Nova Scotia Program of Studies enables students who have the
ability and interest to study one or more sciences in greater depth
than was possible in the past. The realistic accommodation of these
courses to the ability and achievement of the students is facilitated
by their multiphased offering.
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Aruitoxt provided by Eic:

TABLE 1

PROPOSED ENROLMENT
BY LEVEL, PHASE, AND CLASS *

Level Phase No. Students No per Phase No, Students No per
Class Class

4 1 20 20 2 40 20
5 - — - 2 40 20
6 - - - 2 40 20
4 3 180 30 4 25 25
S 3 150 30 4 25 25
6 3 120 30 4 25 25
4 N 25 25

S S 25 25

6 S 25 25

* This is for a senior high school of 740 students,
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TABLE 1l
OVERALL SCIENCE CURRICULUM

‘Lovel  Phase 1 " Phase 2 Phass 3 Phase 4 Phase 5
4# General Biology Physical Physical Chemistry
Science Science Science Biology
Math for Math for Physics
Science Science Geology
Students Students Math for
Science
Students
5 - Geology Chemistry Chemistry Chemistry
Biology Biology Biology
Geology Geology Geology
Physics Physics
6 - Physical Chemistry Chemistry Chemistry
Science Biology { Biology Biology
Geology Geology Geology
Physics Physics

® Upon the completion of Level 4 general science, students in phase one may opt either to
enter vocational courses or to attempt the science program offered in phase 2, depending
upon their interests and achievement.
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TABLE IV
COURSE OFFERINGS FOR HIGH SCHOOL SCIENCE PROGRAM

Revel 4 Phasc 1 — General Science

Phase 2 — Biology

Phase 3 — Physical Scicnce + Introductory Math for Scicnce Students

Phase 4 — Physical Scicnee + Introductory Math For Science Students

Phasec 5 — Two of Chemistry, Biology, Physics, Geology + Introductory
Math For Scicnee Students

Level 5 Phase 1 —

Phase 2 — Geology

Phase 3 — Two of Chemistry, Biology, Geology

Phase 4 — Two of Chemistry, Biology, Geology, Physics

Phase § — Two of Chemistry, Biology, Geology, Physics preferably the two
chosen in Ievel 4 phasc §

Level 6 Phase 1 —

Phasc 2 — Physical Science

Phase 3 — Two of Chemistry, Biology, Geology

Phase 4 — Two of Chemistry, Biology, Geology, Physics
Phasc § — Two of Chemistry, Biology, Geology, Physics




Level 4 Phase 1

At this level and phase students are now in the last year of
what is al present an adjusied science program. It is suggested that
these students be given a practical general science course which s
laboratorv-orientcd. Since this course is designed to be the last one
in which formai ihcoretical science will hbe presented o these stu-
dents, il shouid emphasize hasic concepts of life, earth, and physical
science which wili cnabie them to gain an undeisianding of the en-
vironment in which they live.

l.eve! 4 Phase 2

Biology —— (Texts supplied by Nova Scolia Department of
Education)

Materials: Filzpairick, Frederick L., Living Things, New York,
IHolt, Rinehart & Winstcn Inc., 1966.

Purpose: To give a thorough and up-to-date view of the science
of biology in a simple and nontechnical form. ‘

Course: This course gives siudenls a background in biology
without too much empliasis on facts and is so constructed that stu-
dentis will be able to relate il t¢ their own personal family and com-
munity. The basic topics which should be stressed in this course
are: Principles of Biology; tlie Continuation of Life; Living Things
in the Environment; Classification and Primitive Life; the Plant
Kingdom; the Animal Kingdom; Human Biology.

Level 4 Phase 3

Physical Science — (Texls not offered by N. S. Department of
Education)

Materia!s: I7S Introductory Physical Science, IPS Group Edu-
cational Services Incorporated, New Jersey, Prenlice Hall, Inc,
1967.

Purpose: To give students a beginning knowledge of physical
science and to offer some insight into the means by which scientific
knowledge is acquired; to serve as a foundation for those who take
later courses in physics, chemistry or biology and also for those who




take no other science in high school.

Course: This course helps students who later take a PCCS,
CBA, or CHEM Study course because it gives them an understand-
ing of the nature of experimental physical science and gives them
basic scientific skills required in these courses. Concepts to be
stressed are: Quantity of Matter, Mass, Characteristic Properties,
Solubility and Solvents, the Separation of Substances, Compounds
and Elements, Radio-activity, the Atomic Model of Matter, Sizes and
Masses of Atoms and Molecules, Molecular Motion, Heat.

Level 4 Phase 3

Mathematics For Science Students — (No text prescribed by
the N. S. Department of Education)

Materials: Units prepared by the teacher
Slide Rules

Equipment to show measurement

Purpose: To give students the basic mathematics required in
physics and chemistry.

Course: Basic concepts and operations to be stressed are:

— Basic math operations +, -, x, division.

— Scientific Notation.

— Significant Figures. _

— Measurement using English and Mectric systems.
— Trignometric functions.

— Use of the slide rule.

— Logarithms.

Level 4 Phase 4

Physical Science
Materials: See level 4 phase 3
Purpose: See level 4 phase 3

Course: This course is similar to that offered in level 4 phase
3 because the same concepts are to be developed spirally in greater
depth.
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Level 4 Phase 4

Mathematics For Science Students

Materials: See level 4 phase 3
Purpose: See level 4 phase 3

Course: This course involves a deeper consideration in a
spiral order of the basic concepts and operations laid out in level 4
phase 3.

Level 4 Phase 5

Chemistry — CHEM Study — (Materials are available from the
N. S. Department of Education, if a teacher who has taken a sum-
mer school in the course is available to teach the course.)

Materials: Chemical Education Materials Study Committee,
Chemistry, An Experimental Science, San Francisco, W.H. Freeman
& Co., 1967.

Maln, Lloyd E., Chemistry An Experimental Science:
Laboratory Manual, San Francisco, W. H. Freeman & Co., 1967.

Purpose: To develop an understanding of basic concepts,
theories and ideas in Chemistry.

Course:

Emphasis on the structure of a chemical system includes
the electron structure, the geometrical arrangement of the
atoms, their relative sizes and shapes, the packing together
of atoms and molecules, the forces between them, and how
these affect their chemistry. This knowledge will help to
guide the student in his understanding and interpretation
of the complex chemical phenomena.

The text material begins with an overview of the field
of chemistry. Gradually, the student is introduced to
major generalizations including energy and chemical re-
action, rates of chemical reaction, equilibrium and chemi-
cal reaction, stochiometry, atoms and their structure,
periodicity of chemical properties, and electron structure.
After the generalizations have been developed through
through experimentation, the students are expected to
continue using what they have learned in interpretating
and understanding more complex ideas.?
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Level 4 Phase 5

Physics — PSSC Physics — (Materials are available from the
N. S. Department of Education, if a teacher who has taken a sum-
mer school in the course is available to teach the course.)

Materials: Physics Physical Science Study Committee, Mon-
treal, The Copp Clark Publishing Co., 1965.

PSSC Laboratory Manual

Purpose: To develop an understanding of the basic structure
of physics.

Course:

The content of the PSSC course has been chosen, not sim-
ply to cover physics, but to display the structure of the
field. The course is not as broad as some topically, but the
topics that have been selected are explored more fully
than in other beginning courses. The pattern evolved in
the course is one in which central ideas recur, each vime to
be carried further in a higher synthesis of ideas. It is a
pattern which, as an alternative to authoritative assertion
of principles followed by illustration or example, works
from phenomena to theory. The frequent analysis of ex-
periments in the text and films and the carefully inte-
grated laboratory work strive to give meaning to physical
law and theories and an understanding of how they are
formulated.®

The basic themes suggested at this level are: The Universe and
Mechanics.

Level 4 Phase 5

Biology — BSCS Biology Blue Version — (These texts are not
available from the N. S. Department.of Education.)

Materials: BSCS Study Curriculum, BSCS Blue Version High
School Biology, Chicago, Rand McNally & Co., 1966.
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BSCS Blue Version Laboratory and Field Investigation

Purpose: To develop an understanding of the major contribu-
tions moderr.,, molecular biology has made to the general under-
standing of scientific problems; to illustrate to the students the na-
ture of science as well as its products.

Course: For scine students this could be the last course in
science education. It is, therefore, important that the students be
able to evaluate science. In this course the major themes or ideas to
be stressed are: Biology, the Interaction of Facts and Ideas; the
Evolution of the Cell; the Multicellular Organism; New Problems of
Life; the Multicellular Organism: Problems of Reproduction and
Variation; the Multicellular Organism: Problems of Energy Utiliza-
tion; the Multicellular Organism: Problems of Integration; Higher
Levels of Investigation.

Level 4 Phase 5

Geology — (These texts are available from the N. S. Depart-
ment of Education.)

Materials: See level 5 phase 2

Purpose: See level 5 phase 2

Course: The following topics could also be included in this
phase in addition to those suggested in level 5 phase 2: the Record
of Earth History; the Earth’s Envelope of Water; the Earth’s At-
mosphere.
Level 4 Phase 5
Mathematics For Science Students

Materials: See level 4 phase 3

Purpose: See level 4 phase 3

Course: The basic concepts and operations outlined in level 4
phase 3 are to be studied in greater depth and applied to more com-
plex science problems.

Level 5 Phase 2

Geology — (These texts are available from the N. S. Depart-
ment of Education.)

Materials: Ramsey, William L., and Burckley, Raymond A,

The



Modern Earth Science, New York, Holt, Rinehart & Win:ton, Inc,
1965.

Floch, Henri J., Exercises & Investigations Modern Earth
Science, New York, Holt, Rinehart & Winston, Inc., 1965.

Purpose: To develop a basic understanding of their home
planet and its position in the universe.

Course: In this course the student first establishes the posi-
tion of the earth in the universe; the earth is then considered as a
planet, and the surface of the earth and the factors which took part
in its formation are emphasized. Suggested units are: the Earth in
the Universe; the Earth and its Motions; the Materials of the Earth’s
Surface; the Factors That Shape the Earth’s Surface.

Level 5 Phase 3

Chemistry — (These texts are available from the N. S. Depart-
ment of Education.)

Materials: Metcalfe, Clark H., zt al, Modern Chemistry, Tor-
onto, Holt, Rinehart & Winston, Inc., 1966.

Metcalfe, Clark H., et al, Laboratory Experiments in Chemistry,
Toronto, Holt, Rinehart & Winston, Inc., 1962.

Purpose: To enable students to study chemisiry in a modern
theoretical framework.

Course: The basic concepts or ideas to be stressed in this
course may be outlined as fellows: the Science of Chemistry; Matter
and its Changes; Atomic Structure; Electron Configuration of
Atoms; the Periodic Law; Chemical Bonds; Chemical Composition;
Chemical Equations; Molecular Composition of Gases; Liquids,
Solids, Water; Solution Process; Ionization; Acids, Bases and Salts;
Suspensions.

Level 5 Phase 3

Biology — (These texts are available from the N. S. Depart-
ment of Education for the year 1970-1971.)

Materials: Otto, James H., and Towle, Albert, Modern Biology,
New York, Holt, Rinehart & Winston, Inc., 1963.

Otto, James H., et al, Biology Investigations, New York, Holt,
Rinehart & Winston, Inc., 1963.




Purpose: To build a basic structure of biological principle on
which to build further concepts and facts.

Course: With the many discoveries in Biology in recent years,
it is not possible in a single biology course to do anything but the
basic principles in biology. Therefore, emphasis is on these basic
principles on which students may build further information. Sug-
gested themes for this level and phase are: the Nature of Life; the
Continuity of Life; Microbiology; Multiceliular Plants.

Level 5 Phase 3

Geology — (These texts are available from the N. S. Depart-
ment of Education.)

Materials: See level 5 phase 2
Purpose: See level 5 phase 2

Course: The text used for this course is the same as that used
in level 5 phase 2. The approach and the topics covered are differ-
ent. Suggested topics are: the Forces That Structure the Earth’s
Surface; the Record of Earth History; the Earth in the Universe;
the Earth and its Motions; the Materials of the Earth’s Surface; the
Forces That Shape the Earth’s Surface. These topics are to be stu-
died in more depth and sophistication than is possible in treating

the topics recommended for phase 2.

Level 5 Phase 4

Chemistry — CHEM Study (Materials are provided by the N.S.
Department of Education, if a teacher who has taken a summer
school in the course is available to teach the course.)

Materials: See level 4 phase 5
Purpose: See level 4 phase 5

Course: See level 4 phase 5

Level 5 Phase 4

Physics — (These texts are available from the N. S. Depart-
ment of Education.)

Materials: Dull, Charles E., et al, Modern Physics, New York,
Holt, Rinehart & Winston, Inc., 1963.
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Laboratory Experiments in Physics

Purpose: To present physics with a directness and a simplicity
that will enable every student to achieve maximum comprehension.

Course: For a physics course at this level the following con-
cepts are suggested: the Nature of Matter and Energy; Review of
Measurement; Force; Motion; Work, Power, Energy, Machines; the
Kinetic Theory of Matter; Wave Motion; Sound Waves; Musical
Sounds.

Level 5 Phase 4

Biology — BSCS Biology Green Version — (Materials are avail-
able from the N. S. Department of Education, if a teacher who has
taken a summer course in it is available to teach the course.)

Materials: BSCS Green Version High School Bioclogy, Chicago,
Rand McNally & Co., 1966.

BSCS Green Version Laboratory & Field Investigation

Purpose: To introduce the students to the living world, to give
them some appreciation of the point of view and techniques of in-
quiry of the biologist, and to provide them with such biological in-
formation as may be necessary and useful in explaining the world
around them. -

Course: This course is based on the assumption that students
will receive no other formal exposure to biology as a science. The
basic 2mphasis is on the way in which the biological community
functions. The themes to be developed are: the Living World; The
Biosphere; Diversity of the Biosphere; Patterns in Biology; Within
the Individual Organism; Adaptation; Man and the Biosphere.

Level 5 Phase 4
Geology
Materials: See level 5 phase 2
Purpose: See level 5 phase 2

Course: In this phase the following topics could also be in-
cluded: the Record of Earth History; the Earth’s Envelope of Water;
the Earth’s Atmosphere. It is recommended that these topics be
studied very concretely in a laboratory atmosphere.
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Level 5 Phase 5
Chemistry — CHEM Study
Materials; See level 6 phase 4
Purpose: See level 6 phase 4

Course: See level 6 phase 4

Level 5 Phase 5
Physics — PSSC Physics
Materials: See level 4 phase 5
Purpose: See level 4 phase 5

Course: For an overview of the course see level 4 phase 5. The
basic themes suggested for this level are: Optics and Waves; Electri-
city and Magnetism. These themes should be studied in consider-
able depth and sophistication in a problem-oriented laboratory
situation.

Level 5 Phase 5

. Biology — BSCS Lab Blocks — (These materials are available
from the N. S. Department of Education.)

" Materials: Complementarity of Structures and Function,
A. Glenn Richards.
Animal Growth and Development, Florence Mogg.
Plant Growth and Development, Addison E. Lee.
Microbes: Their Growth, Nutrition and Interaction,
Alfred S. Sussman.

Life in Soil, David Pramer.
Animal Behavior, Harper Follanshee.

Purpose: To provide for an investigation in depth of basic
concepts in biology.

Course: This course is a laboratory-oriented course in which
students study six main topics in depth. The stress is, therefore, on
the investigative processes of the biological scientist. The topics to
be covered are listed above under materials.




Level 5 Phase 5
Geology
Materials: See level 6 phase 3
Purpose: See level 6 phase 3

Course: This course approaches biology from the historical
point of view. Topics suggested are: Principles of Historical Geol-
ogy; Earliest Stages of the Earth; the Precambrian Era; the Palaeo-
zoic Systems in Canada; the Mesozoic Era; Mesozoic Systems in Can-
ada; the Cenozoic Era — Tertiary Period; the Cenozoic Era — Qua-
ternary Period.

Level 6 Phase 2

Physical Science — (Texts are available from the N. S. Depart-
ment of Education.)

Materials: Brooks, William O., et al, Modern Physical Science,
New York, Holt, Rinehart & Winston, Inc., 1$66.

Exercises and Investigations for Modern Physical Science

Purpose: To develop a broad understanding of the physical
world through an integrated senior high science program.

Course: This course was especially prepared for slower stu-
dents. Concepts are fully developed by using a nonmathematical
approach. Chemistry and physics are introduced so students will be
able to understand the application of science in modern day. Topics
suggested at this level are: Matter; Measurement; Basic Chemistry;
Water; Force; Machines; Sound; Light; Electricity.

Level 6 Phase 3

Chemistry — (Texts are available from the N. S. Department
of Education.)

Materials: See level 5 phase 3
Purpose: See level 5 phase 3

Course: This course is a logical follow-up of the one suggested
in level 5 phase 3. At this level the course could contain the topics
suggested below: Review of the Periodic Law; the Gas Laws; Carbon
and its Oxides; Hydrocarbons; Chemical Kinetics; Chemical Equili-
brium; Oxidation-Reduction Reactions; Nitrogen and its Com-
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pounds; Sulfur and its Compounds; the Halogen Family; Radioac-
tivity; Metals of Group I & II; Transition Metals; Aluminum and the
Metalloids.
Level 6 Phase 3

Biology

Materials: See level 5 phase 3

Purpose: See level 5 phase 3

Course: This is the second half of the Modern Biology course.
Suggested topics at this level and phase are: Biology of the
Invertebrates; Biology of Man; Ecological Relationships.

Level 6 Phase 3

Geology — (Texts are available from the N. S. Department of
Education.)

Materials: Moore, E. S., Elementary Geology for Canada, To-
ronto, J. M. Dent & Sons (Canada) Ltd., 1965.

Purpose: To study the geological processes in such a way that
the student will be able to recognize geological features around him.

Course: At this level and phase students continue to learn
geology from the physical point of view. Topics such as the follow-
ing could be used: the Work of Running Water; Ground Water;
Lakes; Oceans; the Work of Ice and Snow; Igneous Phenomena;
Structure and Metamorphism; Earthquakes; the Origin and Decay
of Mountains; Economic Geology.

Level 6 Phase 4
Chemistry — CHEM Study
Materials: See level 5 phase 4
Purpose: See level 5 phase 4

Course: The major concepts suggested in level 4 phase 5 are
studied in greater depth and applicability. Student preference may
lead to a narrowing of the number of concepts studied to permit
more sophisticated laboratory work and library research.

Level 6 Phase 4
Physics
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Materials: See level 5 phase 4
Purpose: See level 5 phase 4

, Course: For a physics course at this level the following topics

are suggested: Atomic Structure; Radioactivity and Nuclear Energy;
Thermal Expansion; Change of State; Iltumination; Reflection; Re-
fraction; Color; Electrostatics; Direct Current Circuits; Heating and
Chemical Effects; Magnetic Effects; Electromagnetic Induction; Al-
ternating Current Circuits; Resonance.
Level 6 Phase 4

Biology

Materials: See level 5 phase 5

Purpose: See level 5 phase 5

Course: See level 5 phase 5

Level 6 Phase 4
Geology
Materials: See level 5 phase 5
Purpose: See level 5 phase 5

Course: See level 5 phase 5

Level 6 Phase 5
Chemistry; Physics; Biology; Geology

The students in this level and phase have already completed
two courses in two different sciences. At this phase it is suggested
that students be encouraged to choose one of these sciences and
under teacher direction apply the scientific principles learned to an
original research project of the student’s choice.

Physical Facilities

Science teaching should be carried out mainly in a laboratory
sifuation. In a high school containing 740 students at least eight
laboratory classrooms would be required-—two for chemistry, two
for physics, two for biology, and two for earth science. General
science would be allocated among these laboratories.
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The laboratory classrooms should be at ground level. The bio-
logy classrooms should be facing south to receive sunlight. The
floors should be soft, warm, chemical resisiant, and washable. Walls
should be stain resistant, colorful, washable, and insulated. Chalk-
boards should be movable and each room should have a projection
screen which may be pulled down when required. Artificial lighting
should be such that it will permit variations in intensity. Each room
should have ample bulletin board space, and a display case is use-
ful. Desks should be a suitable height for study and laboratory
work, should be chemical resistant, and completely and easily
cleaned. Each desk should have ample storage room in the form of
shelves. It is desirable for each student to have his own locker but
because of space this may not be possible.

Each classroom should be equipped with a complete demons-
tration table which includes water, gas and compressed air outlets,
A. C. and D. C. hookups, a sink and ample storage space. Audio-
visual equipment such as overhead, movie, and slide projectors
should be available in each room. It is desirable to have in each lab
a corner where reference materials are kept. This could be used as
a small “reading” area.

The biology and geology rooms should have access to the out-
side through sliding glass partitions. This will allow for greater ex-
perimentation. There should be adequate space for aquariums,
plants, a portable greenhouse, portable gas hood, and cages for
animals which might be studied in class. Each desk should have an
electrical outlet for the use of a microscope. Several benches at the
back of the room should be fully equipped with air, water and gas
facilities. For biology, it is important to be able to control the room
temperature.

The chemistry and physics rooms are much the same with
more emphasis on electrical hookups in the physics lab. Each desk
should have water, gas and compressed air outlets, A. C. and D. C.
electrical outlets, and stone sinks with lead drains and taps. In
chemistry labs stone table tops, though more expensive, are prefer-
able. Each lab should have a master switch for the electricity to
guard against overloading. A chemistry lab should have a gas hood
for at least every ten students.

Each lab should have its own storage room which is adjacent to
the lab. This room could be divided into two smaller rooms—one to
be used for equipment and one for chemicals. This is especially im-
portant for chemistry since many chemicals will corrode much of
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the appartus. A special locked section should be used for any par-
ticularly valuable or dangerous chemicals.

On the following page is a diagram of an overall view of the
ideal science area of a school; this proposed diagram may be used
for chemistry, physics, biology, or geology.

Evaluation

Teachers have always tried to measure the results of
their teaching efforts as indicated by the progress of their
pupils toward desired educational goals. Many are equally
concerned about the need to diagnose and remedy reveal-
ed defects in instruction.®

In science, as in any other subject, an effective procedure of
evaluating pupil progress must be developed. The following pro-
gram of evaluation is suggested for this senior high science pro-
gram.

Since each proposed course could be easily divided into five
major units, there could be five evaluation sessions. The form
evaluation may take should be determined by the nature of the
work suggested for the unit. Formal examinations are not recom-
mended. To illustrate sound procedure in science evaluation, an
evaluation method for one unit will be described. This method may
be applied to any science subject and unit with minor changes.

At the beginning of the unit each student should be given an
outline of exactly what is expected of him in this unit of work. This
outline will give the amount of work which must be mastered by a
student in order to complete successfully the work of this unit. In
connection with every unit, the student must choose and complete
a project from a list given for that unif by the teacher. The projects
will be related to work in the unit, and each will require the student
to follow some specific method of scientific inquiry. The projects
will range in difficulty from simple research of reference books, to
bulletin board displays, class demonstrations, or even proposing
and performing an experiment. No two students may do the same
projeci. Each student will be permitted to choose the project he
wishes. The final evaluation of his work will depend on how effec-
tively the purposes of the project have been realized. A student in
a general or remedial class will of course be able to receive a mark
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DIAGRAM I

THE IDEAL SCIENCE CLASSROOM
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as high as that of someone in an academic class because he is being
examined at his level and on projects he is capable of doing. When
the unit has been completed, the student may write a test which in-
cludes both objective and essay questions that will require him to
use what he has learned in different situations. The teacher will
also assess him on the basis on his performance on written, labora-
tory and project work. Successful completion of the work prescrib-
ed for each unit is required before the student may go on to the
next unit. Shouid the student not receive a pass, the unit will be re-
viewed with him. When his difficulties have been discovered and he
has studied enough to overcome these difficulties, a further evalua-
tien of his progress will be made.

The present marking system in Nova Scotia is a numerical one.
Ways must be sought to overcome the deficiencies of this marking
system. A marking system, such as that used at John Dewey High
School in Coney Island, New York, might be suggested as an im-
provement over our current one. Students receive M, MC or R for
their work. M is mastery of the particular unit. This means that the
student may go on to the next. MC is mastery on condition. This
means that the student may go on to the next unit, provided that he
does extra work in the areas in which he was deficient in the pre-
vious unit. R is retention, which means the student must repeat the
unit or one equivalent to it. Such a letter system provides a more
meaningful indication of actual pupil progress and encourages aca-
demic achievement.
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Chapter X

ADAPTING THE SOCIAL STUDIES TO MEET THE DEMANDS
OF A NONGRADED SECONDARY SCHOOL

Rationale

Social studies has a unique contribution to make to the general
education of the child. It is the subject that focuses directly on de-
veloping an understanding of man in sociely. A person should be
better able to cope with society if he has had the opportunity to
study the structure and function of its social institutions, social pro-
cesses, and social problems. He should have a better understanding
of social behavior. He should be better equipped to make intelligent
social decisions. But is this so? The fact of the matter is that as a
result of the poor way in which social studies was presented and
taught in the past, it failed miserably in developing the Kkinds of
social understandings and skills it was designed to develop. Teach-
ers were so bent on having students memorize vast quantities of

facts that they lost sight of the central purpose of the social studies.
Too often the chief outcome of their courses was distaste for any
further exposure to the social studies in any form. While there were
some brilliant exceptions to this situation, they were unfortunately
all too few.

A review of the secondary social studies curricular offerings
across Canada and the United States reveals that social studies in-
struction primarily has been offered in the form of history courses.
Observation of the sad results of years of history instruction led
some prominent educators recently to make the assertion that his-

tory should be dropped from the social studies curriculum and re-
placed by other social science disciplines that would be more suit-
able vehicles for achieving the objectives of social studies instruc-
tion. While this assertion was not popular, it made its point. History
teachers got the message. Either they revitalize the teaching of his-
tory or they drop it. Many have taken up the challenge, and recent-
ly much has been accomplished in the area of pulting their house in
order. It must be realized, however, that there is nothing sacred

about retaining history as the sole or chief form in which social
studies instruction is offered. The objectives of social studies in-
struction can be achieved just as effectively through the study of
other social science disciplines, either separately or in an integrat-
ed form.
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TABLE ONE

Social Studies Coursas Prescribed for the Secondary Schools by the Provin-
cial Departinent of Educadion, Nova Scotia

Junior High
Adjusted Program Academic Program
Exploring a Changing World —— A three- )
year program:
Grade 7 Grade 7
Unit I The Earth History: Canada to 1800
Unit 1L Anglo-American Geography: Canada and Her Ncigl}bors
Unit III Latin Anicrica Civics: The Pupil as a Citizen in the Com-
munity
Grade 8 Grade 8
Unit IV Western Europe History: Canada from 1800
Unit VvV The USSR Geography: Southern Lands
Unit VL....  North Africa and Civics: The Structure of Government
the Middle East
Grade 9 Grade 9
Unit VII South Africa History: Britain
Unit VIII  The Far East Geography: Europe
UnitIX The Pacific World Civics: The Operation of Government

The Need for Expanding the Current Program

Table One, page outlines the social studies program pre-
scribed for secondary schools in the province of Nova Scotia. His-
tory is the only social science discipline which is offered in every
grade, and, in addition to this, it is compulsory at all levels. The
discipline which is second in emphasis is geography. It is compul-
sory in grades seven, eight, and nine, and optional in grade ten. In
grade eleven economics is offered as an elective, and modern world
problems is offered on the same basis in grade twelve.

An examination of this program reveals that the behavioral
sciences are totally omitted from our curriculum. This is an unfor-
tunate situation. Since they grapple directly with the study of hu-
1nan behavior, the objectives of social studies instruction might be
best achieved by some students through the study of these subjects.
While more than one social studies is offered each year, for the

205



most part, the nature of the courses is such that they are designed
to be treated as separate disciplines.

The social studies program for the province of Nova Scotia
could be vastly improved by a broader and more flexible offering.
Any one of the social sciences not currently offered; namely econom-
ics, political science, sociology, anthropology, and social psychology
could be considered to be an effective vehicle for social studies in-
struction. Not only should more of these disciplines be offered, but
they should also be offered on an equal basis. What is the logic be-
hind making history and geography compulsory and releg:ting the
other social studies offerings to the category of electives? Implicit
in this practice is the idea that some of the social studies are less
worthy than others. Every high school student should have the op-
portunity to explore the whole gamut of the social sciences before
leaving school. A scarce glance at the number of social science dis-
ciplines reveals that offering separate courses in each in the time
available in the secondary school program is out of the question. A
plausible alternative is to offer a capstone interdisciplinary course
made up of a number of social problems which by nature involve
a study of the various social sciences.

Since the current program does not make specific provision for
the inclusion of all the social science disciplines, it might be sug-
gested that teachers make a conscious effort to treat them within
the framework of the prescribed course offerings. Many aspects of
history could be developed in such a way that they would allow for
a fairly extended treatment of sociology, political science, econom-
ies, anthropology, or social phiychology. The same can be said for
geography. The modern world prob'ems course could be organized
in such a way that it would become an interdisciplinary course
which is truly representative of the social sciences. More specific
recommendations on this matter will be given in the last section of
this chapter.

What Has To Be Done To Improve The Social Studies Program

The following procedures are recommended for adapting the
social studies curriculum outlines for the secondary schools in the
province of Nova Scotia to make it suitable for utilization in a non-
graded high school.

Curriculum development should begin with the preparation of

an overview of the total program. This overview should open with
!
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a statement of the philosophy underlying the program. The course
otferings should be designated, and reference should be made to
how these will be organized into a program to meet the needs of a
diverse student body. The approach to defining the fundamentals
of the various courses should be outlined. The fundamentals of con-
tent in the various subjects should be defined in terms of themes,
generalizations or concepts to be developed. The broad, generally
accepted social values that are to run through the various courses
should be delineated. The skills to be developed should be identi-
fied, and a strategy for weaving them through the total program in
increasing complexity and in relaticn to more difficult material
should be determined.

The following outline of the basic social studies skills should

prove very helpful to social studies teachers in developing
curriculum:

1. Skills centering on ways and means of handling social
materials

A. Skills of locating and gathering information from
a variety of sources, such as:

using books and libraries effectively, taking notes,
using the mechanics of footnoting and compiling
bibliographies

listening reflectively to oral presentations
interviewing appropriate resource persons and observ-
ing and describing contemporary occurrences in
school and community

B. Skills of interpreting graphic materials, such as:
using and interpreting maps, globes, atlases

using and interpreting charts, graphs, cartoons, num
erical data, and converting ‘“raw data” into these
graphic forms

C. Skills needed to develop a sense of time and
chronology, such as:

developing a time vocabulary and understanding time
systems tracing sequences of events

perceiving time relationships, between periods or eras
and between contemporaneous developments in var-
ious countries or parts of the world

D... Skills of presenting social studies materials,
such as:
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organizing material around an outline
writing a defensible paper and presenting an effective

speech
participating in a discussion involving social problems

Skills of reflective thinking as applied to social studies
problems

A. Skills of comprehension, such as:

identifying the central issues in a problem or argument
arriving at warranted conclusions and drawing valid
inferences providing specific illustrations of social
studies generalizations dealing with increasingly more
difficult and advanced materials,

B. Skills of analysis and evaluation of social studies

materiais, such as:

applying given criteria, such as distinguishing between
primary and secondary sources, in judging social stu-
dies materials

recognizing underlying and unstated assumptions or
premises, attitudes, outlooks, motives, points of view,
or bias

distinguishing facts from hypotheses, judgments, or
opinions, and checking the consistency of hypotheses
with given information and assumptions
distinguishing a conclusion from the evidence which
supports it, separating relevant from irrelevant, essen-
tial from incidental information used to form a conclu-
sion, judgment, or thesis

recognizing the techniques used in persuasive ma-
terials such as advertising, propaganda

assessing the adequacy of data used to support a given
conclusion, weighing values and judgments involved in
alternative courses of action, and in choosing alterna-
tive course of action

C. Skills of synthesis and application of social studies
materials, such as:

formulating valid hypotheses and generalizations, and
marshalling main points, arguments, central issues
comparing and contrasting points of view, theories,
generalizations, and facts

distinguishing cause-and-effect relationships from
otner types of relationships, such as means and ends
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combining elements, drawing inferences and conclu-
sions, and comparing with previous conclusions and in-
ferences

identifying possible courses of action

making tentative judgments as a basis for action, sub-
ject to revision as new information or evidence be-
comes available

supplying and relating knowledge from the social stu-
dies as background for understanding contemporary
affairs

3. Skills of effective group participation

A. Assuming different roles in the group, such as gad-
fly or summarizer, as these roles are needed for the
group 1o progress

B. Using parliamentary procedures effectively

C. Helping resolve differences within the group

D. Suggesting and using means of evaluating group
progress

Certainly a major purpose of social studies instructior is to
place emphasis on the development of those abilities which encour-
age the accurate and intelligent utilization of social science data
and which make habitual the orderly processes of mind necessary
to carrying on reflective thought and to taking action based on
such thinking.?

The kind of organization of the social studies program which is
recommended by the provincial Department of Education is not
adequate for meeting the needs of a diverse student body. A pro-
posed reorganization of this program for the province of Nova Sco-
tia to suit the needs of a nongraded junior-senior high school con-
taining at least eight hundred students is presented in Table II, page

, According to this scheme of organization, the program is
divided into five phases and six levels. The system of phasing is
adapted from the one developed in Melbourne High School, Florida
by Dr. B. Frank Brown. It is our belief that a five-phased program
is needed to accommodate the diverse student body found in a typi-
cal secondary school today. In order to clarify this system of phas-
ing, it will be equated with the current organization of the second-
ary school program in this province.
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Phase One Courses are for the kind of student who is currently
accommodated in the adjusted program. These are the students who
have limited academic capacity and who are so deficient in the basic
learning skills that they need special help in small classes. Phase
Two Courses are for students who would be considered to be reme-
dial cases in the junior high schools where remedial work is offered
or in the general course in senior high. They have average or betler
ability but are deficient in the basic learning skills. Phase Three
Courses are roughly equivalent to what is now offered in the aca-
demic program. They are designed for students of average ability
and achievement. Phase Four has no equivalent in the program of
the provincial Department of Education because our province has
made no special provision for a program to accommodate superior
students. Students who according to our proposal would be in Phase
Three and Phase Four have been lumped together in the one aca-
demic program. Unless the teacher made special provision for ac-
commodating the talents of the superior students, they went un-
challenged. Phase Five Courses also have no equivalent in the De-
partmental program. They are designed for the gifted students who
have unusual aptitude for and interest in social studies and who are
mature enough to be sufficiently highly motivated to be capable
of a high degree of self direction in the pursuit of their studies.
This phase is not suggested for the junior high school because stu-
dents at that level are not considered to have the background and
the maturity needed for independent study.

This system of phasing differs from the diversified program of-
fering we now have under the comprehensive school system in that
it allows a stucent to be placed by subject. Under the Departmental
system a student is placed in a particular program. This is not real-
istic because of the way in which student achievement varies from
subject to subject. Placement by program also leads to the labeling
of students in unfortunate ways. Students in the adjusted program,
for example, are commonly looked upon as being stupid or dull.

Students are to be accomodated vertically according to levels.
The levels are equivalent to the years students spend in junior-
senior high school. Demarcating courses by levels rather than
grades is not a matter of mere semantics. The term grade has so
many unfortunate connotations that militate against flexibility that
it has to be dropped. Implicit in the connotation of a grade is the
idea of repetition, and this we aim to avoid through the appropriate
placement of pupils in courses that are realistic for them. In order

to fulfill the requirements of the Department of Education, the

211 “

211




courses allocated to each level are equivalent to those outlined in
the Program of Studies and the Curriculum Guides. It is our con-
tention that these courses can be both adapted to the needs of the
students and modified to include greater emphasis on the newer
social sciences. This does not mean that we believe that these are
the only courses that should be offered. They are requirements, and
we are simply attempting to make the most of them.

This raises the question: What has to be done to develop cur-
riculum more adequately at the level of a particular course? In the
past our statements of objectives have been too broad, pious, and
all-inclusive to provide meaningful direction for our educational
activities. What teachers have to do is to define course objectives in
meaningful behavioral terms that lend themselves to translation
into more specific behavioral objectives at the levels of unit and
lesson planning. These objectives should be consistent with the
broad philosophy of the total program.

When it comes to selecting and organizing course content, the
biggest mistake that teachers made in the past was to outline the
content topic by topic in the order in which they were to be de-
veloped without any reference to the themes, generalizations, or
concepts which were to be developed through these topics. Once the
fundamental ideas to be developed have been identified, then it is
easy to pick a range of topics and a sampling of facts which will be
suitable for the development of these ideas.

Systematic skill development has been greatly neglected in the
social studies. Students have to be taught how to read each disci-
pline, how to critically examine and apply social knowledge, and
how to use the tools peculiar to each discipline. The basie skills re-
quired for mastering the social studies should be defined according
to a hierarchical order of difficulty, and the sequential development
of each component should ke defined. Then the teacher should as-
sess the achievement of his students to determine the level of com-
plexity of the treatment of these skills.

Defining the fundamentals of a course in terms of themes, con-
cepts, and generalizations cnables the teacher to adapt this course
flexibly to meet the needs of a variety of students. Since no one
sampling of content is sacred to the development of a particular

theme or concept, content can be chosen according to the in-
terest, ability, and achievement of the students. For example, the
sampling of content chosen to develop the basic themes of the Can-
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adian History Course offered at Level Seven could vary greatly
from Phase Two to Phase Four.

One of the weakest aspects of social studies instruction has
been methodology. Too much passivity has been generated by over-
use of the lecture method. Little more than lip service has been
paid to the basic principle that it is what the student does that is
learned, not what the teacher does. A course really takes shape in
the hands of a teacher. It is his responsibility to devise the kinds of
learning experiences that will make it meaningful to his students.
Today there is a great deal of emphasis on developing the technique
of inquiry of a particular discipline. This calls for developing skill
in handling the tools of a particular discipline and in interpreting
data gained therefrom. In history students should learn how to use
primary courses in such forms as artifacts, newspaper reports, let-
ters, and legal documentis. In geography he should develop skill in
using the tools of the geographer—maps, graphs, charts, statistics,
and aerial and surface pliotographs. The same applies to all the
other social science disciplines.

Fuller utilization of discussion, role playing, simulation, and
gaming would lead to the achievement of a wider range of objec-
tives. Special attention should be paid to refining the art of ques-
tioning, for it is the basis of inductive teaching. Problem-solving
and case-study approaches lend themselves particularly to the de-
velopment of critical capacities. Choice of method or approach
should be made in terms of the objective of the lesson to be taught
and the type of students to whom it will be taught.

The Adaptation of Courses By Phases and Levels

An attempt will now be made to describe how the social studies
courses offered at each level can be adapted to meet the needs of
students in the different phases and at the same time fulfill the
course requirements of the Department of Education.

Level Seven

Exploring a Changing World

Exploring a Changing World is an integrated social studies
course designed to be offered to students in Phase One over a three
year period. The course outline developed by the Curriculum Divis-
ion of the Nova Scotia Department of Education follows very closely
the outline for the prescribed text, Exploring a Changing World,

which is a regional geography of the world. In order to make this an
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interdisciplinary course, a teacher would have to define those as-
pects of the course which draw insights from history and the other
social sciences.

Since this course really involves a longitudinal study of world
regions, we would suggest that one set of objectives be devised for
the program in i.evels Seven, Eight, and Nine and that basic themes
be defined that would run through the whole program. Particular
emphasis should be paid to skill development, since students in this
phase have a marked tendency to be deficient in the basic skills re-
quired for learning the different disciplines. The development of
vocabulary, basic comprehensive skills, and the fundamentals of
using the tools of the geographer and the historian should b2
handled in very simple forms. It is suggested that no memorization
of content be required at this level so that the time can be devoted
to basic skill development and an examination of the practical im-
plications of the matters under study.

Some basic themes will now be suggested for the units of this
course along with some ideas for their development. The basic units
outlined by the Department for the first year of this program are
the following: 1) The Earth, 2) Anglo-America, and 3) Latin
America.

An appropriate theme for Unit One, The Earth might be Can-
ada’s place in the world community. Since a student’s background
of experience has a great deal to do with what he learns, it is re-
commended that this course begin with a thorough study of the
home community. The home community provides the yardstick or
criteria in terms of which the student interprets every other place.
Special emphasis should be put on those aspects of the home com-
munity that were neglected in earlier studies and on using it as a
concrete basic for developing basic skill in handling the tools of the
geographer and the historian. Multi-purpose field trips can be con-
ducted during which students examine geographic phenomena such
as river-valleys, plains, hilly uplands, harbours, secondary and pri-
mary industries, and the structure and function of a town or city.
Students can be introduced to the world of maps by mapping the
school grounds. They can make simple circle graphs of land use in
the area. To get a feel for local history students can examine pri-
mary sources in such forms as local artifacts, pictures, letters, and
legal documents. Integrated into this should be a study of the pupils
place in the local community. Sociological or psychological concepts
could be drawn upon to help the students examine their relation-
ships to their homes, their school, their churches, their peers, and
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local authorities. The next logical step might be to have them exam-
ine the place of their community in Canada, and then go on to a
study of Canada’s place in the modern world.

The theme of the second unit might be the role Britain played
in the development of Canada. This could be examined from a poli-
tical, economic, historical, cultural, and geographic point of view.
The aspects of this study should be carefully defined and delimited
so that they can be related meaningfully to the current situation in
Canada. The political aspects of this unit could serve as a base for a
study of the structure and function of government at different
levels. This in turn could provide a proper perspective for the study
of civic or citizenship responsibilities.

The theme of the third unit might be Canada and Latin Amer-
ica: lands of contrasts and similarities. This obviously would involve
a comparative study of the two areas on a selective basis. A geo-
graphic study of the comparative location, size, climate, population,
resources, industrial development, and way of life of the two areas
would be most appropriate. Selected countries which were former
British colonies could be studied from the point of view of com-
paring their march toward nationhood with that of Canada.

The development of three units per year is suggested in the
Departmental Course Outline, but the number and the extent of
each should be determined by the teacher. A whole year might
very profitably be spent on Unit One, depending upon how the
teacher wanted to develop it and how proficient the students were
in mastering what was prescribed for them. The approach sug-
gested for Unit One would give the students the kind of back-
ground needed to perform in Phase Two, if the teacher should re-
gard a transfer to be desirable.

Canadian History

The Curriculum Guide for the Province suggests that Canadian
history courses be offered in both grades seven and eight, and
hence we would suggest that these courses be combined into one
unified whole to be considered in both Level Seven and Level
Eight. One prescription of objectives and basic themes would pro-
vide for greater unity and sequency. The following is a sampling
of objectives for this course which could provide meaningful direc-
tion for the selection of themes that are crucial for an understand-

ing of Canadian history and the content and skills needed to de-
velop them.
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1. To develop an understanding of the major forces which
account for the development of the nationalistic problems Canada
has today.

2. To develop an understanding of how the forces of geogra-
phy helped to shape Canada’s development as a nation.

3. To develop an appreciation of the values and traditions
which are part of the Canadian way of life.

4. To develop tolerance of and respect for the different nation-
alities represented in our population.

5. To develop the ability to locate, gather, comprehend,
organize, interpret, and apply historical information.

6. To develop the ability to examine critically major issues
in Canadian history.

These objectives would be achieved to different degrees and
in different ways, depending upon the group of students.

In the Provincial Course Outline, a large number of topics are
suggested for coverage in grades seven and eight. A more syste-
matic approach to content selection is needed. The themes should
be defined first, and then the selection of topics and sub-topics for
their development.

The following is a brief sampling of themes which focus on
major developments in Canadian history:

1. The role that foreign powers played in the development
of Canada.

2. (Canada’s economic development — a struggle against dis-
tance, the elements, and foreign aomination.

3. The forces that account for the development of Canada’s
nationalistic problems today.

4. Canada’s submergence of its natives — the Indians and
the Eskimos.

Themes such as the above could be developed in all phases
and should run through both Levels Seven and Eight. The differ-
ence among the courses offered in the various phases would lie in
the complexity and depth in which the themes would be developed,
the sampling of content chosen as a vehicle for their development,
and the approach which would be utilized.
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In all Level Seven Courses there should be a great deal of
emphasis on the basic skills required for learning history. At the
higher phases these skill hould be treated in greater complexity
and in relation to more difficult materials. Students should become
acquainted with using primary source materials such as artifacts,
explorers’ maps, letters, and legal documents. Students in the
higher phases should be introduced to simple methods of interpret-

ing these sources. Some students will be ready to learn how to do
some basic research in the library.

It has been stated that history js important not for its own
sake but for our sakes. Taking a cue from this statement, every
effort should be made to relate history to important matters that
it helps to explain today. For this reason, we suggest that civics be
treated as an integral part of the history course. Civics, after all,
is primarily applied political science, and a major part of recorded
history is political history.

Geography of Canada and Her Neighbors

According to the Departmental Guide, geography courses are
to run consecutively from grades seven through ten. The basic
concepts, values and skills should be defined in advance and should
run spirally through the whole program. The basic concepts around
which each course might be built are the following: location; site;
man-land relations; resources, culturally defined; globalism; and
the ever-changing face of the earth. Basic values such as the dig-
nity and worth of the individual and human equality should be
central in determining the approach to treating human issues. The
basic skills involved in reading and interpreting primary and sec-
ondary geographic resources should be stressed, and students
should receive a great deal of practice in the variety of skills in-
volved in handling the tools of the geographer — various kinds of
flat maps, globes, aerial and surface photographs, charts, diagrams,
and statistics. The objectives stated for each course should reflect
a balance of concept, value, and skill development.

The following chart outlines the matters that should be studied
in relation to a particular political division in order to develop the
suggested concepts.
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Location — nominal, mathematical,
and relative

Physical resources and climate

Institutions — the structure and
function of the

1. Home

2. Church

3. School

4. Government
5. Business

Culture and way of life

Relations with other countries

Since Canada and Her Neighbors is recommended as the com-
pulsory geography course for grade seven by the Department, it
will be adapted to the needs of pupils in Level Seven from Phase
Two to Phase Four. The Departmental Guide contains many worth-
while suggestions for approaching this geography course. It recom-
mends that this course begin with a study of the home region. This
is a very sound procedure, for, as we mentioned earlier, the home
region is the yardstick or criteria a child uses in interpreting all
other regions. In addition, the basic tools of the geographer can be
introduced easily in appropriate concrete forms in relation to the
home region.

The Departmental Guide defines Canadian regions according
to political divisions. Its suggestion that the study of Canada begin
with an overview of the country as a whole to be followed by a
study of regions defined according to provinces is sound. In the
light of the demands of this course, the allocation of approximately
one-fifth of the time for geography to the study of the United
States is realistic.

The chart presented above provides an effective model
for determining what to stress in each region. The increased em-
phasis on human geography suggested by this model would enable
the teacher to bring in concepts from economics, sociology, social
psychology, and anthropology to put greater emphasis on human
behavior. The sophistication of the skill work will depend on the
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Fackground and achievement of the students. In order to make the
study of specific institutions and their effects on people more real,
we would suggest that some use be made of sample studies and
case studies.

Our approach to dealing with places in the past was wrong.
How many students made long lists of cities, towns, counties, and
seaports without developing any real conception of what each was.
Places should be approached in such a way that students begin to
develop a conception of what a city, a seaport, or a country is, and
his understanding of the structure and function of these areas
should increase through the grades.

In order to adapt this course to the needs of the students, it is
suggested that with the slower students the concepts and skills be
developed more simply, concretely, and slowly; with the brighter
students in the higher phases they can be developed in greater
depth and complexity. In order to achieve this goal, a variety of
materials written at different grade levels is needed.

Level Eight
Exploring a Changing World

The course, Exploring a Changing World, which was begun in
Level ~even, Phase One is to continue into Level Eight. The teacher
therefore should start where he left off in Level Seven and should
approach the organization and implementation of the course in the
same manner as was recommended in that level. This year the
pupils should be able to handle the fundamental content and skills
with more sophistication.

According to the Departmental Guide, three units are sug-
gested: 1) Western Europe, 2) The U.S.S.R., and 3) North America
and the Middle East. Since it was recommended that this course be
a logical extension of the previous one, a teacher may not do all

these units, depending on how much he had accomplished the pre-
vious year.

In the previous section on Level Seven, it was suggested that
the Canadian history courses prescribed for grades seven and eight
be combined into a unified whole. Therefore, the amount of work
accomplished in the previous level rather than an arbitrary demar-
cation line should determine where the teacher will begin at Level
Eight. The approach to content and methodology and adjusting the
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course to the students in different phases suggested for Level
Seven should carry over into Level Eight.

Geography of Southern Lands

The Departmental Guide prescribes Southern Lands as the
geography course for grade eight. A study of the large number of
countries in this domain is out of the question. Since the course
spans three continents, it is suggested that it might be organized
intc three units. One unit should be devoted to each continent.
Each unit might be approached in the following manner. Begin
the unit with an overview of each continent and then select for
intensive study two or three countries or political divisions repre-
sentative of different regions within the continent. This sort of
organization would lend itself to a comparative study of different
countries and continents. The subject matter should be selected
accroding to the model developed on page , and the same ap-
proach should be utilized as was suggested in Level Seven. This -
course could be adapted to the different phases by varying. the
depth of content develepment and the complexity of skill exercises
and assignments.

Level Nine
i Exploring a Changing World

The course, Exploring a Changing World, culminates at Level
Nine. The same approach to content and methodology as was sug-
gested for the previous levels should be utilized. While the Depart-
ment recommends that the following unit be developed: 1) South
Africa, 2) the Far East, and 3) the Pacific World, this may not be
accomplished. The emphasis should be on mastery, not coverage.

British History

f A British history course has been prescribed for grade nine.
i The approach to this course recommended in the Departmental
Guide lends itself to adaptation to a nongraded school. The course
: is organized around a basic theme — the heritage which has been
g passed on to us. This heritage has been divided into the following
! main parts:

| Character of the British people.
The English language and literature.
English law and British justice.
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The liberty of the individual.

Parliamentary government and democracy.

Social justice. '

Religious toleration.

The British Empire and the Commonwealth of Nations.?

The parts of the heritage thus identified provide the organiz-
ing elements for unit development. A unit could be developed
around each part or sub-theme. At all times the effects events in
Britain had on Canada should be stressed. A number of these
themes help to explain social and political issues that are prom-
inent today. The complexity of content and the depth of treatment
would increase from Phase Two to Phase Four. Students in Phase
Four might be allowed to develop one sub-theme on their own as
a research project. They should define the sub-divisions of their
project and the procedure for its development, under the guidance
of their teacher.

More emphasis should be put on the development of critical
capacities at this level. Many students should be ready to compare
materials from different sources and to interpret different points
of view. This approach should prove to be very challenging to the
superior students. Students in Phase Three and Four should cer-
tainly be ready to learn to do some basic research at both the de-
scriptive and interpretive levels. This course Jends itself to a fas-
cinating examination of colorrul historical personalities. Concepts
from psychology should be drawn up to enrich this study, and role
playing could be utilized to teach students how to identify with
others. Speeches, poetry, social novels, and music could be used
to vitalize instruction by conveying the spirit of the times.

Geography of Europe

A study of the geography of Europe is prescribed for this par-
ticular level. We would recommend the same approach as was
utilized in the case of previous geography courses. Start with an
overview of the whole area. Select countries which are represent-
ative of the various regions in Europe, and build the units around
a study of these countries. Select a sampling of content according
to the model previously suggested, and vary it in depth and com-




plexity from phase to phase. Utilize the techniques previously sug-
gested.

The following is an example of a prescription of units accord-
ing to this procedure:

Unit I — An Overview of Europe
Unit II — The British Isles
a) England b) Scotland
Unit I — Northern Europe
a) Sweden b) Finland
Unit IV — Western Europe
a) Germany b) Switzerland
Unit V — Eastern Europe
a) Czechoslovakia b) Yugoslavia

Since part of the geography of Europe provides an excellent
background for the study of British history and the World Wars,
some integration of history and geography is quite realistic. Since
this is the culminating course in geography for many students in
the academic program, the course might end with a project de-
signed to integrate some of the key insights gained from geography
and requiring the use of a variety of the tools of the geographer.
A problems approach could be utilized in defining this project.

Level Ten
World Geography

For students who elect to study geography at Level Ten, a
course in World Geography is prescribed. This course should pro-
vide for the integration of insights previously gained and the high-
‘er utilization of skill in handling the tools of the geographer through
their application to appropriate situations. To accomplish this pur-
pose, we would recommend that a series of geography problems of
world-wide magnitude be defined which would focus on the major
components outlined in the model containing guidelines for select-
ing content. To broaden the approach to handling these problems,
concepts could be borrowed from economics, sociology, social phy-
chology, and anthropology. The processes involved in the problem-
solving approach should be identified, and practice exercises
should be defined to develop facility in each. These processes may
be outlined as follows:




1. Identifying and defining the problem.

2. Collecting, organizing, and summarizing data.
3. Drawing conclusions on the basis of evidence.
4. Preparing a final report.

The problems selected could vary from class to class, depend-
ing upon the interests of the students. Students in the higher
phases would be expected to pursue the problems in greater depth
than those in the lower phases. Students in Phase Five could select
one major problem to be studied in depth and sophistication on an
independent basis.

The following example illustrates the utilization of problem-
solving procedure in relation to the specific problem of overpopu-
lation. An attempt should be made to define categorically the con-
cept of overpopulation. The aspects of this problem to be studied
should then be delimited. The student should utilize the tools of
the geographer and of the other social scientists to analyze the
population problems in the major regions of the world defined for
study. His conclusions regarding overpopulation should then follow
logically from the evidence. In other words, he should be able to
assess to what extent his concept of overpopulation applied to the
sampling of regions chosen for study.

Ancient and Medieval History

Ancient and Medieval History is the compulsory social studies
course which is prescribed for grade ten. Adequate coverage of the
events that span this period is an impossibility; so we must search
for an alternative approach to provide some order and direction
for this study. Our suggested approach is to define an appropriate
theme which would run through the entire course. Such a theme
could be the major contributions the early civilizations made to
the modern world. Then the early civilizations to be studied should
be identified, and the units should be organized around the major
contributions of each civilization. This approach would enable the
student to see that the current problems, issues, and events have
roots deep in the past. Stress should be put on having the students
examine the significance of these contributions in relation to cur-
rent situations they help to explain. Students would thereby be
encouraged to take an analytical approach to history.

The early civilizations around which the units are to be built
might be identified as follows: '

223

22

I




Primitive societies.

Egyptian civilization.

Syrian civilization.

Cretan civilization.

Greek civilization.

Roman civilization.

8. Western civilization in the Middle Ages.

N Ok

The course can be adapted to all the phases by varying the
number of contributions to be considered in each unit, the depth
to which they will be developed, and the approach to developing
them. With students in Phases One and Two, emphasis may still be
needed on the basic skills for reading and writing history. Methods
of interpretation should be handled in simple forms in these phases.
In Phases Three and Four, this course could be used as a vehicle
for examining the nature of history and the basic skills involved in
historical research. A study of early civilizations lends itself nicely
to demonstrating the selective nature of history and the limitations
of historical evidence. Students in Phase Five should be required to
identify a problem and to develop a procedure for researching it on
an independent basis. Special provision should be made for weekly
consultation with a staff advisor.

While this course could be adapted for students in Phase One,
they might gain more direct insight into human social behavior
through a study of either basic sociology or social psychology.

Level Eleven
Modern World History

The study of Modern World History is compulsory for students
in grade eleven, according to the prescription of the Department of
Education. Coverage of the vast span of events of this era on a
topical basis and in a chronological order is not a sound approach.
There are a number of alternatives, one of which we will describe.
A sound alternative would be to define a number of basic concepts
which could be suitably developed through this course. A list of
concepts such as the following would be appropriate: monarchy,
dictatorship, Capitalism, Communism, Socialism, Nazism, Fascism,
democracy, nationalism, imperialism, isolationism, materialism,
liberalism, revolution, war, freedom, interdependence, and the
dignity and worth of the individual. These concepts could be the
organizing elements for a study of the major developments that ex-
plain the kind of world in which we live. These developments fall




into the following categories: political and military, economic,
social, cultural, intellectual, and religious. Around each of these
categories a unit could be built to provide for a longitudinal study
of the major developments which fall within that division. These
developments should be treated from the point of view of how they
help to explain problems, issues, and events that are important to-
day. From time to time it would be necessary to dwell on the inter-
relatedness of various categories of developments. Such an ap-
proach would lend itself to the treatment of history as an interdis-
ciplinary study. Cencepts borrowed from the behavioral sciences,
economics, political science, and geography would contribute much
to the study of major developments.

We would suggest that the same basic approach be taken to the
organization of this course at all phases, but that the course be
adapted to the needs of students in the different phases by varying
the sampling of content, the depth in which it is treated, and the
resource materials which are to be used. An attempt should be
made to develop interpretive and critical skills to a high degree,
particularly in Phases Three, Four, and Five. The study of the
modern era could be vitalized and enriched through selective utili-
zation of its literature, music, art, speeches, and movies.

Economics

The only course in the Fundamentals of Economics offered in
the secondary school program is prescribed for grade eleven. This
course should be organized in such a way that it provides funda-
mental insight into the nature of economics and develops a way of
looking at economic problems. A sound approach to developing this
course would involve an attempt to define the basic economic con-
cepts around which it should be built, such as supply and demand,
price, competition, economic scarcity, economic efficiency, and
economic interdependence. Then a series of economic problems
which is representative of the major ones that plague individuals
and society should be identified. Each problem could constitute a
unit of work so the basic concepts of economics and the tools and
techniques of the economist could be utilized in developing each
unit. Appropriate games, case studies, field trips, problem-solvng
exercises, and simulation techniques could be used to enhance the
reality of instruction. This course couid be geared io suit the needs
of students in the various phases by varying the sampling of prob-
lems to be studied and the sophistication of the techniques for

handling them. In view of the fact that this is the only economics
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course available in the secondary school program, it should not be
offered in Phase Five because students would not have had the op-
portunity to gain the necessary background for independent study
in this area.

Level Twelve
Canadian and North American History

The Canadian History Course prescribed for the grade twelve
general program lends itself to adaptation to the needs of the stu-
dents in Phases One and Two, Level Twelve. The North American
History Course prescribed for the grade twelve academic program
lends itself to adaptation to the needs of the students in Phases
Three, Four, and Five. In both these courses, Canadian history
should be treated in such a way that it becomes a logical extension
of the Canadian History Course developed for Levels Seven and
Eight. The themes outlined for Levels Seven and Eight should be
developed in greater depth and complexity. Additional themes
should be defined to reflect the emphasis on constitutional history
expected at this level. The structure and function of the Canadian
government should be studied in depth. Students in Phases Three,
Four, and Five should, in addition, study constitutional issues in
Canadian and American history on a comparative basis.

An effective way to select units for this course would be to de-
fine major political and constitutional problems and issues in Can-
ada and the United States today and to use Canadian and American
history for developing an understanding of the background of these
problems. The number of problems and the depth in which they
would be studied would vary from phase to phase. The critical
capacities and research skills of the students in Phases Three, Four
and Five should be refined to the point where they can produce a
paper reflecting sound research procedures. '

Modern World Problems

Modern World Problems is an optional sociel studies course
prescribed for grade twelve. The Departmental Guide outlines the
topics on which background knowledge is to be developed, the pro-
blems relating to government which are to be studied, and then
leaves it up to the teacher to select curreni domestic and interna-
tional issues for study.

An alternate approach could be used to make this a much more
effective course. This course could be transformed into a capstone
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problems course of an interdisciplinary nature designed to enable
students to explore a cross-section of modern world problems and
the various social science disciplines that shed light on these pro-
blems. The problems to be studied should be chosen from a cross-
section of major social problems that have been of continuing con-
cern to people throughout the world over a long period of time.
Problems which might be identified to be of this nature are war,
poverty, overpopulation, illiteracy, and crime, to mention a few.
The course would vary from phase to phase according to the prob-
lems identified for study and the sophistication and depth in which
they are treated. A course of this nature could prove to be very
meaningful for students in Phase One. All the various skills invelv-
ed in the problem-solving approach should be brought o bear on
the problems under investigation. In addition, a variety of the tools
of the various social scientists should be utilized, depending upon
the nature of the problem. This course could be used to compensate
for the iack of emphasis on the behavioral sciences which is ap-
parent in the secondary social studies program for this province.

Conclusion

The procedures suggested herein are the simplest ones that
can be devised to accommodate the secondary social studies pro-
gram prescribed by the Department of Education to the needs of a
nongraded school. The approach is sound. When greater local free-
dom is gained to prescribe courses for different levels, it will be
possible to offer a more flexible and a better balanced social studies
offering.




O

P

ERIC!

A runtoxt provided by exic |

BIBLIOGRAPHY ON NONGRADING

Aaron, Ira E. “Patterns of Classroom Organization”, Education, 80 (May, 1960), pp. 530-
532.

Abromaitis, M. “Picking Your Teaching Partner’”, Michigan Education Journal, 45 (April
1968), pp. 23-24.
Ackerland, George. ‘‘Some Teacher Views on the Self-Contained Classroom”, Phi Deita
Kappan, 40 (April, 1959), pp. 283-285.
Adams, Andrew S. “Operation Co-teaching Dateline, Oceano, California”, Elementary
School Journal, 62 (January, 1962), pp. 203-212.
Adams, M, A, “Continuous Growth: Report of Baltimore’s Program”, Baltimore Bulletin
of Education, 25 (April, 1948), pp. 258-264.
Alden, Robert C. “Team Teaching in North Texas University (1960-61)”, Peabody
Journal of Education, 39 (March, 1962), pp. 283-287.
“Administrative Developments Discussion Groups”, National Association of Secondary
School Principals Bulletin, 46 (October, 1962), pp. 52-62.
“Administrator’s Guide to Team Teaching”, The Education Digest, 29 (September,
1563), pp. 32-33.
*“Administrator’s Guide to Team Teaching”, Education Executive Dverview, 4 (April
1963), pp. 54-55.
Agan, R.J, “Vocational Agriculture Teacher as a Team Member”, The Agricultural
Education Magazine, 41 (June, 1968), pp. 5-6.
Airola, J. A. “Rummel Creek Goes Nongraded”, Texas Outlook, 48 (January, 1964),
pp. 24-25.
Aitken, R, “We Are Five Individuals; Teaching a High School Seminar in the Humani-
ties””, Music Educators Journal, 55 (February, 1969), pp. 65-67.
Ajello, P, “Team Teaching in English at Eric Hamber Secondary School, 1965-66,
British Columbia English Teacher, 7 (March, 196%), pp. 3-9.
“Albany Plan of Primary School Organization”, Elementary School Journal, 36 (February
1936), pp. 413-416. )
Alexander, Martha King. ‘“What Is the Junior Primary?”, The School Director, 21 (De-
cember, 1948), pp. 6-7, 21.
Alexander, William, “Wnat Educational Plan for the In-Between-Ager”, NEA Journal,
§5 (March, 1966), pp. 30-32.
Alexander, William and E. L. Williams. ‘‘Schools for the Middle School Years”, Edu-
cational Leadership, 23 (December, 19635), pp. 217-223.
Allen, Dwight W, “How You Can Individualize Instruction, Right Now”, Nation’s
Schools, 81 (April, 1968), pp. 43-46 +.
“Individualized Instruction; Resource Centers and Open Laboratories™,
CTA Journal, 61 (October, 1965), pp. 27 +.
“Reach Many Senses With Multi-Media”, Educational Screen AV Guide, 48
(December, 1969), pp. 14-15.
and Robert B. Moore. “Talents, Time, Tasks, and Teachers”, California
Journal of Secondary Education, 35 (April, 1960), pp. 232-235.
Allen, R, V. *“Individualized Instruction or Learning?”, The Instructor, 78 (November,
1968), pp. 33 +,
Alpren, M, “Examples of Action Research”, National Association of Secondary
School Principals Bulletin, 43 (December, 1959), pp. 86-87.
Altman, B. E. “Micro Team Teaching With Student Teachers”, The Instructor, 79

a




(October, 1969), pp. 88-89.
Amaria, R. P, et al. “Individual Versus Co-operative Learning”, Educational Research
(British), 11 (February, 1969), pp. 95-103.

Amidon, Edmund J., Kathleen M. Kiss and A. J. Palisi. “Group Superviscon: A T
Technique for Improving Teaching Behavior”, The National Elementary Princi-

- pal, 45 (April, 1966), pp. 54-58.

- and Anita Simon. “Teacher-Pupil Interaction”, Review of Educational Research,
35 (April, 1965), pp. 130-139,
Anastasiow, N. J. “Comparison of Two Approaches in Ungrading Reading Instruction”,
Elementary English, 45 (April, 1968), pp. 495-499,
and Abraham S, Fischler. “A Proposal for Teaming Principals”, National Ele.
mentary Principal, 44 (November, 1964), pp. 59-64.
Anderson, D. E. “Using IPI in Math Makes Progress in Bethel Park”, Nation’s Schools, 83
{April, 1969), p. 82.
Anderson, H. O. and J. k. Winkleman. “Approach To Team Teaching Biclogy”, The
American Biology Teacher, 24 (December, 1962), pp. 600-601.
- Anderson, Richard C, “The Case for Nongraded Homogeneous Grouping”, Elementary
School Journal, 62, No. 4 (January, 1962), pp. 193-197.
“Flexibility of School Administration and the Individualization of Instruction”,
The Computer in American Education, Donald D. Bushnell, ed., New York: John
. Wiley and Sons, 1967.
*“The Junior High School”, Architectural Record, 129 (January, 1961), pp.
126-131. A
“Meeting Individual Needs: An Overview and Rationale”, CSA Bulletin, 7
(October, 1967), pp. 3-22.
“Nongraded School; An Overview”, The National Elementary Principal,
47 (November, 1967), pp. 4-10.
“Organizational Character of Educatjon: Staff Utilization and Deployment;
Cooperative Teaching”, Review of Educational Research, 34 (October, 1964),
" pp. 456-458.
“Organizational Character of Education: Staff Utilization and Deployment;
Nongrading”, Review of Educational Research, 34 (October, 1964), pp. 460-461.
“Organizing Groups for Instruction”, National Society for the Study of
Education, Yearbook, 61 part 1, 1961, pp. 239-264.
“Some Types of Cooperative Teaching in Current Use”, National Elemen-
’ tary Principal, 44 (January, 1965), pp. 22-26.
————— “Team Teaching”, NEA Journal, 50 (March, 1961), pp. 52-54.
Same article may be found condensed in Education Digest, 26 (May, 1961), pp.
5-7 and 27 (September, 1961), pp. 9-11;
“Team Teaching in Action”, Nation’s Schools, 65 (May, 1960), pp. 62-65.
“Team Teaching in the Elementary Schoo!”, Education Digest, 25 (Novem-
ber, 1959), pp. 26-28.
“Team Teaching in the Elementary and Secondary Schools”, Schoolmen'’s
2 Week, University of Pennsvivania, Proceedings, 49th, pp. 70-82.
‘ ————— “Three Examples of Team Teaching in Action”, Nation’s Schools, 65 (May,
1960), pp. 62-65, 100, 104, 108, 110.
“Ungraded Primary Classes”, The Education Digest, 21 (November, 1955),
pp. 47-50.
“Ungraded Primary Classes: An Administrative Contribution to Mental Health”,

e g

Q ‘
B e 03e)
} 2%

:: - e




Understanding the Child, 24 (func. 19535). pp. 66-72,
~~~~~~ and 1. 1. Goodlad. “Self-appraisal in Nongraded Schools: A Survey of findings
and Pereeptions™, Elementary School Journal. 62 (I'cbruary. 1962). pp. 261-269,
o= . LIlis AL Hagstrom and Wade M. Robinson. “Team Teaching in an Flementary
School™. School Review. 68 (Spring. 1960). pp. 71-84.
and Donald P. Mitchiell. “Teum Teaching: New Learning Concepts Demand
Change in School Plant Design™, The Nation's Schools. 63 (Junc. 1960). pp. 75-82,
Andree. Robert G. “An Image of the Future Arises in Olympia Ficlds™. The Nation's
Schools, 65 (July. 1960).
......... “How to lmprove Instruction With Teaching Teams™, School Management.
4 (November, 1960). pp. 51-54, 114,
Angrave, James. “Team Teaching and Nongrading: A Case for Individual Timetabling in
Canadian Schools”, Canadian Education and Research Digest, Vol. 5, No. | (March,
1965), pp. 48-59.
“Anything New: or 1Pl to the Rescue?”, Virginia Journal of Education, 61 (Decenber,
1967), p. 8.
“Anywhere School: One City District’s Break With the Past. Parkway Program™, School
Management, 13 (December, 1969). pp. 46-48 +.
Appleby, B. C. and I, W. Conner. “Well, What Do You Think of It?”, English Journal,
54 (October, 1965). pp. 606-612.
Archir. M, P., ed. “Individualized Instruction: Symposium”, Library Journal, 90 (April,
1965), pp. 1977-1990.
“Are Study Carrels Practical in Elementary Schools?”, School Management, 7 (June, 1963),
pp. §5-57.
Artez. Carl W, “*Administration of u Program of Continuous Pupil Progress”, Elementary
School Journal. 40 (May. 1940), pp. 679-687.
Armstrong, C. M, and G. R. Kowitz, *The Liffect of Promotion Policy on Academie
i Achievement®”, Elementary School Journal, 61 (May, 1961), pp. 435-443,
Armstrong, I. L. “How Team Teaching Works in Tulsa, Fast Central High School™, Senior
Scholastic (Teacher Edition), 90, Supplement 17 (April 14, 1967.
Arnold, F, “Individualized Reading and the Language Arts”, Elementary English, 39

(March, 1962), pp. 269-273. .

Arnold, W, E. “Is Team Teaching the Answer?”, School and Society, 91 (December, 1963),
; pp. 407-409.
: Same condensed in Education Digest, 29 (March, 1964), pp. 20-21.
’ Asbell. Bernard. “Cape Kennedy’s High School for Sky-High Learning”, PTA Magazine,
; 58 (January, 1964), pp. 14-16.
’ Auld. U, “*Emphasis on the Individual”, Michigan Education Journal, 41 (November, 1963),
; pp. 22-24.

Austin, Kent C. *The Ungraded Primary School”, Childhood Education, 33 (February,

1957), pp. 260-263.
f -———— "*The Ungraded Primazy Unit in Public Elementary Schools of the United States”,
‘ Dissertation Abstracts. Vol. 19, No. 1 (July, 1958). p. 73. (an abstract of an unpub-
! lished Doctoral dissertation, University of Colorado, 1957).
? Austin. M. C. "Current Imphasis in the Teaching of Reading”, Schoolmen’s Week, Uni-
L versity of Pennsylvania, Proceedings, 48th, pp. 183-193,
, Bahner. J. M. Modern Goals of Secondary Education, Individualizing Instruction™, Edu-
cation, 86 (January, 1966), pp. 270-273,
[
{
Q
ERIC | 130 .
‘ 23



e “Reading Instruction in Various Patterns of Grouping in Grades Four Throush
Six™", Conference on Reading, Chicago University, 1959, pp. 95.98,

—————— — “Team Teaching in the Elementary School”. Education. 85 (February. 19630,
pp. 337-341.

Bailey. Benjamin 1. and William Dunkle. “The Kanawha Leadership Project™. The West
Virginia School Journal. 91 (January. 1963). p. 13.

Banks, M. A. *“Team Student Teaching”, School and Community, 55 (February, 1969),
p. 13.

Barbe, W, B. “Concept of Personatized Reading”. Conference on Reading, University of
Pittsburgh Report. 20 (1964). pp. 107-110.

Bardwell, R. “Lock-Step Has No Place in Education”. Wisconsin Journal of Education.
92 (May, 1960), pp. 12-15.

Barnes, I°. P, “Symptoms of Wheelphelia: A Diagnosis™. The National Elementary
Principal. 47 (November, 1967). pp. 31-38.

Barrett, H. O. “Team Teaching”. Ontario Secondary School Teachers’ Federation Bul-
letin, 46 (May, 1966), p. 47.

“Barrie Altandale Heights School: Teacher-Student Plannirg”, Curriculum Bulletin, )
(September, 1968), p. 9.

: Barron, J, R. Jr. “Individualized Learning”, Education Screen AV Guide, 39 (January.
' ; 1960), pp. 20-21.
Bartlett, M. L. “Let’s Teach Them to Spell!”, Ilinois Education. 49 (December, 1960),
pp. 153-155.
Battrick, D. H. “How Do Team Teaching and Other Staff Utilization Practices I°it Into
the Instruetional Program of a Junior High School?” National Association of Secon-
dary School Principals Bulletin, 46 (October, 1962), pp. 13-15.

! Baynham, D. “Schoot of the Future in Operation’, Phi Deita Kappan, 42 (May. 1961),
pp. 350-354.

“Sclected Staff Utilization Projects in California, Georgia, Colorado, Illinois.
Michigan, and New York”, National Association of Secondary School Principals
Bulletin, 46 (January, 1962), pp. 14-98.

Beasley, Kenneth Lowell. “An Investigation of the Effect of Team Teaching Upon Achicve-

! ment and Attitudes in U. S. History Classcs’, Dissertation Abstract, Vol. 23, No. 9

. (1963), p. 3256.

Beek, 1. L. and J. O. Bolvin. “Model for Nongradedness: The Reading Program for In-
dividually Prescribed Instruction”, Elementary English, 46 (I*cbruary, 1969), pp.
130-135.

Becker, H. A. ct al. “Team Teaching”, The Instructor, 71 (January, 1962), pp. 43-45.

Beggs, David W. *Lakeview Junior-Senior High School, Decatur, Ilinois, FFaculty Studics
and Develops a Variety of Staff Utilization Projects”, National Association of Secon-
dary School Principals Bulletin, 45 (January, 1961), pp. 85-91.

“*A Success Story of Small and Large Group Instruction: The Decatur, Lake-
view Plan”’, Overview, 3, No. 12 (December, 1962).

“Team Teaching: An Liffective Program for Senior High School”, IWinois Edu-
cation. 53 (November, 1964), pp. 108-110.

and Edward G. Buffie. “The Pitfalls and Promisc of Large Group Instruction”,
American School Board Journal, (January, 1964).

and James L. Oliver. “A Place Out of Space . . . The Independent Study Car-

;. rel and a Varicty of Studies in Lakeview High School, Decatur, 1llinois”, National
f Assaciation of Secondary School Principals Bulletin, 46 (January, 1962), pp. 193-202.
o {
ERIC { .33,4
¢ ‘4.
231

T — o




O

ERIC

Aruitoxt provided by Eic:

Belford, E. “Team Teaching in Foreign Languages”, The Modern Language Journal. 46
(December, 1962), pp. 365-366.

Bell, J. W. “Individualizing Instruction at the High School Level”, High School Journal,
42 (April, 1959), pp. 232-240.

Bellows, G. R. ‘‘Professionalism For Professionals; A Report on a Team Teachin.;:y Project
at Brother Rice High School”, Newfoundland Teachers’ Association Journal, 58 (April,
1967), pp. 29-30.

Beltrame. I. and H. Van Dyk. “Hillsdale Plan: Solution, Salvation”, Journal of Reading,

12 (December, 1968), pp. 224-228.

Benefield, M. “Constitution: Team Teaching Approach With AV Aids”, Senior Scholas-
tic (Teacher Edition), 86 (March 11, 1965), Supplement 7-8.

Bennett, H. K. “Making the Transition Requires Administrative Planning, Courage and
Patience”, Nation’s Schools, 49 (January, 1952), pp. 60-65.

Berg, K. A. “Team Teaching”, Minnisota Journal of Education, 44 (October, 1963),
pp. 9-10.

Berger, A. and W. H. Evans. “Team Teaching of Teachers in Reading”, Reading Improve-
ment, 6 (Fall, 1969), pp. 30-34.

Bergman, J. L. “Individualization: Key to More Writing”, English Journal, 51 (March,
1962), pp. 192-196.

Bergner, L. C. “Team Teaching in Typewriting”, American Business Education, 18
(May, 1962), pp. 249-251.

Berman, L. M. “New School Organization, Same Old Curriculum?”’, National Associa-
tion of Secondary School Principals Bulletin, 47 (November, 1967), pp. 16-20.

Same condensed in Education Digest, 33 (February, 1968), pp. 11-14.

Bernucci, V, and M. Hartdegen. “How to Use Team Teaching in Industrial Arts”,
Industrial Arts and Vocational Education / Technical Education, 50 (January, 1961),
pp- 18-20.

et al, “Team Teaching and Large Group Instruction in Industrial Arts”, Indus-
trial Arts and Vocational Education / Technical Education, 52 (May, 1963), pp. 26-
30 +.

Berzofsky and J. C. Ousler Jr. “*Organizing Team Teaching in Science”, The Science
Teacher, 31 (October, 1964), pp. 30-32.

Besvinick, S. L. and J. Crittenden. “Effectiveness of a Nongraded School; Melboumne,
Fla., High School”, School and Society. 96 (March 16, 1968), pp. 181-184.

Bibbs, F. and L. E. Gilbert. “Team Approach Helps Beginning Teachers’, Business Edu:
cation Forum, 24 (November, 196Y), pp. 29-30.

Bienenstok, Theodore. “*Resistance to an Educational Innovation”, Elementary School
Journal, 65 (May, 1965), pp. 420-428.

“Big Room”, Arizona Teacher, 55 (May, 1967), p. 16.

Bischoft, I¥. X. “No Bells at St. Mary’s”, Alberta Teachers’ Association Magazine, 45
(May, 1965), pp. 28-32.

“Staff Collaboration and Release of Teacher Potential”, in E. Miklos, ed.
Lecture Series, Leadership Course, 1965, Edmonton, 1965, pp. 45-53.

and F. Enns. “A Team Teaching Project”, Canadian Administrator, 7 (Octo-
ber, 1967), pp. 1-4.

Bishop, L. K. “Independent Study; individualized Instructional Program”, Clearing
House, 42 (September, 1967), pp. 9-14.

Bishop, L. J. “Methods of Individualization in Junior High School”, Educational Leader-
ship, 17 (November, 1959), pp. 80-83 +.

232 22




O

ERIC

Aruitoxt provided by Eic:

B

PR

et al. “Supervisor and Curriculum Director at Work: Emphasis Upon the In-
dividual”, Association for Supervision and Curriculum Development Yearbook. (1965).
pp. 119-123.

Bissex, Henry S. “Newton Plan Challenges Traditions of Class Size”. The Nation’s
Schools, 65 (March. 1960), pp. 60-64.

Blake, H. E. and A. W. McPherson. “Individualized Instruction: Where Are We? A Guide
for Teachers”, Educational Technology, 9 (December, 1969). pp. 63-65.

Blake, R. F, “Small Group Research and Cooperative Teaching Problems”. National
Elementary Principal, 43 (Fcbruary, 1964), pp. 31-36.

Blackstock, Cecelia Roan. ““A Tield Study to Initiate an Ungraded Primary School in
Brazosport”, Dissertation Abstracts, 22 (January, 1962), p. 2258. Unpublished
Doctoral dissertation, University of Houston, 1961.

Blakely, W. P. and B. McKay. “Individualized Reading as Part of an Eclectic Reading
Program”, Elementary English, 43 (March, 1966), pp. 214-219.

Blicker, A. “So You’rec Team Teaching’’, The Instructor, (August/September, 1968),

p. 142,

Bloomenshine, Lee L. “*San Diego Uses Teaching Team Approach in Staff Utilization”,
National Association of Secondary School Principals Bulletin, 43 (January, 1959),
pp. 217-219.

“Team Teaching in San Diego: The First Year”, National Association of
Secondary School Principals Bulletin, 44 (January, 1960),pp. 180-196.

and T. M. Brown, “San Diego, California, Conducts Two-Year Experiment
With Team Teaching”, National Association of Secondary School Principals Bulletin,
45 (January, 1961), pp. 146-166.

Blott, S. and M. Sucharski. “Remove the Wall Between Classroom and Industry: Team
Teaching Unit”, Journal of Business Education, 43 (February, 1968), pp. 191-192.
Same condensed in Industrial Arts and Vocational Education, 57 (February, 1968),
pp. 40-41.

Blount, N. S. “Fructify the Folding Door; Team Teaching Re-examined”, English Journal,
53 (March, 1964), pp. 177-179,

Bodine, I. et al. “Contribution to Team Teaching’’; National Association of Secondary
School Principals Bulletin, 46 (April, 1962), pp. 111-117.

Bogle, D. ‘‘Ungraded History at Thornlea Sccondary School”, Canadian Journal of
History, 4 (April, 1969), pp. 23-30.

Bolinger, W. “In Slow Gear; Individualized Tecaching”, The Instructor, 73 (March, 1964),
p. 12.

Bolvin, 1. O. “Developmental Aspects of Individually Prescribed Instruction™, AV In-
struction, 13 (October, 1968), pp. 823-831.

“Implications of the Individualization of Instruction for Curriculum and In-
structional Design”, AV Instruction, 13 (March, 1968), pp. 238-242.

“Individually Prescribed Instruction’, Education Screen AV Guide, 47 (April,
1968), pp. 14-15 +.

Booth, D. “Report on Team Teaching to the O.E.A. Biology Section’, Crucible, 19
(January-February, 1965), pp. 19-20.

Boston, R. E. and M. S. Wendt. “Nongrading an Entire System’’, Michigan Education
Journal, 43 (January, 1966), pp. 21-22.

Botts, R. E. “Climate for Individualized Instruction in the Classroom™, Journal of
Secondary Education, 44 (November, 1969), pp. 309-314.

Boutwell, W, D. “What’s Happening in Education?”, The PTA Magazine, S5 (June, 1961),
pp. 13-14.

233 233




Q

ERIC

Aruitoxt provided by Eic:

e “What's Happening in Fducation? What is Team Teaching?” PTA Magazine.
57 (May. 1963). pp. 25-26.

Bovenit, Wesley G, “Glenbrook Reports on Four Experiments on Utilization of Statt™,
National Association of Secondary School Principals Bulletin. 44 (lanuary. 19641,
pp. 244-253.

Bowden, M. G. et al. “Quality Through Individualized Instruction™, Childhood Educa-
tion, 36 (April, 1960). pp. 361-370.

Bowers, K. L. “Better Beginnings at Borrego™, AV Instruction, 8 (October, 19650,
pp. 570-573.

Bowes, J. S. *“Venture in Team Teaching”, The Social Studies, 54 (Dccember, 1963)
pp. 257-259.

Bown, J. ct al. “Team Teaching and Large Group Instruction in Industrial Arts”,
Industrial Arts and Vocational Education / Technizal Education, 31 (April, 1962y,
pp. 20-23.

Boyan, N. J. “Intern Team As a Vehicle For Feacher Education™. The Journal of
Teacher Education, 16 (March, 1965). pp. 17-24.

Bradley, P. A. “Individualized Instruction Through Co-operative Teaching and a Pro-
grammed Text”, National Elementary Principal, 43 (May. 1964), pp. 406-49.

Brandt, R. S. “Middle School in a Non-graded System’’, The Journal of Secondary Edu-
cation, 43 (April, 1968), pp. 165-170.

Brannon, M. J. “Individual Mathematics Study Plan™, The Mathematics Teacher, 55
.(January, 1962), pp. 52-56.

Braun, R. H. “Urbana, Il Sr. High School Changes Staff Patterns and Prioritics
for Superior Students”, The National Association of Secondary School Principals
Bulletin, 45 (January 1961), pp. 209-215.

Brearly, H. C. “Are Grades Becoming Extinet?”, Peabody Journal of Education. 31
(March, 1954), pp. 258-259.

Briggs, G. E. and J. C. Naylor. “Team Versus Individual Training, Training Tak Fidelity,
and Task Organization Effects on Transfer Performance by Three-Man Teami™,
Journal of Applied Psychology, 49 (December, 1965), pp. 387-392.

Brimm, P. and G. W. Wagner. “{ndividualizing Instruction In the Scecondary Schooi™,
Midland Schools, 75 (December, 1960), pp. 15-16 +.

Brinkman, Albert R. “Now It's the Ungraded School”, PTA Magazine, 55. No. 10}
(June, 1961), pp. 24-26.

Same condensed in Education Digest, 27 (October, 1961}, pp. 5-7.
“The Tarrytowns Try Balanced Grouping”, Elementary School Journal. 59
(March, 1959), pp. 320-323.

Broadberry, W. H. “Adapting the School Program™, CSA Bulletin, 7 (October, 1967),
pp. 43-45.

Broadhead, Fred C. “Pupil Adjustment in the Semi-Departmental Flementary School™.
Elementary School Journal, 60 (April, 1960), pp. 385-390.

Broden. D. “Sophocles and the Sixth Graders”, NEA Journal, 56 (November, 1967).
p. 15.

Brogden, C. L. and P, Miller. “Continuous Progress . . . The “New™ Science Method ™,
Ontario Secondary School Teachers’ Fedeiation Bulletin, 4% (January. 196K),
pp. 23-25.

Brooks, F-. L. “A Faculty Mcets the Needs of Pupils’, Educational Leadership. 1)
(December. 1953), pp. 174-178.

Brosard, C. “*School for the Future: Garden Springs |lementary School. 1 exinvion,




O

ERIC

Aruitoxt provided by Eic:

Kentucky”, Look, 29 (March 9, 1965), pp. 55-56 +.

Brown, Alma. *“Learning About Individualized Teaching”, Educational Leadership, 16
(March, 1959), pp. 346-350.

Brown, B. Frank. “An Answer to Dropouts: The Nongraded High School”, The second
article in a scries on “Our Best High Schools’’, The Atlantic Monthly, 214 (Novem-
ber, 1964), pp. 86-90.

“LEducation in the Age of Space”, The North Central Association Quarterly,
38 (Winter, 1964), pp. 238-244.

“New Design for Individual Learning”, Journal of Secondary Education, 37
(October, 1962), pp. 368-375.

*“The Non-Graded High School™, Phi Delta Kappan, 44 (I'cbruary, 1963),
pp. 206-209.

**Nongraded School”, The National Association of Secondary School Princi-
pals Bulletis:, 47 (May, 1963), pp. 64-72,

*‘Ungraded Highschool”, Overview, 2 (May, 1961), p, 61.

“‘Ungraded Secondary School”, The National Association of Secondary School
Principals Bulletin, 45 (April, 1961), pp. 349-352. Paper presented to the 45th Annual
Convention of the National Association of Secondary School Principals, Cobo Hall,
Detroit, Michigan, February 11-15, 1961.

and J. M. Spinning. ““Is Melbourne High School One Step Short of Utopia?”,
Nation’'s Schools, 74 (December, 1964), pp. 10 +,

Brown, Charles 1. “Make It a Team Teaching Venture”, The Clearing House, 37 (February,
1963), pp. 340-342,

Brown, R. D. “Questions and Answers on Team Teaching”, Business Education World,
45 (May, 1965), pp. 45 +.

Brownell, John A, and Harris A. Taylor. “Theorctical Perspectives for Teaching Teams’,
Phi Delta Kappan, 43 (January, 1962). pp. 150-157.

Browning, V. M. “Grouping Plus Individualized Instruction Aids Arithmetic Understand-
ing”, School and Community, 50 (October, 1963), pp. 14 +.

Brubaker, Charles W. and S. Leggett. “How to Create Territory for Learning in the
Secondary School; The Turf Concept for the Multischool”, Nation’s Schools, 81
(March, 1968), pp. 67-91.

and Lawrence B, Perkins. “Space for Individual Learning”, The School Ex-
ecutive, 18 (February, 1959), pp. 43-58.

Brumback, V. and R. V, Osmon, “Experiment in Teaching Team Teaching’’, The Texas

Outlook, 49 (December, 1965), pp. 26-27.

Bruntz, G. G. “Team Approach to Social Science Teaching”, The High School Journal,
43 (April, 1960), pp. 370-374. .

Buckley, H. M. ‘‘Combatting the Problem of Failure”, Nation’s Schools, 32 (November,
1943), p. 105.

Buddle, R. “Jump on the Nongraded Bandwagon? Stop! Think!”, The National Elemen-
tary Principal, 47 (November, 1967), pp. 21-23.

Budridge, B. M. “New Trends in Today’s Teaching; Coast-to-Coast Survey of American
Schools”, Parents Magazine, 37 (February, 1962), pp. 37-64 +.

Bucechner, Alan C. “Team Teaching in Elementary Music Education”, The Music Educa-
tors Journal, 50 (November-December, 1963), pp. 31-35.

Buffic, E. George. *“A Comparison of Mental Health and Academic Achicvement: The
Nongraded School Versus the Graded School”, Dissertation Abstracts, 23 No. 11
(May. 1963), p. 4255, Abstract of an unpublished Doctoral dissertation. Indiana

2 735

I —




University, 1962.

Buford, F. “We Looked at Our Schools’, National Elementary Principal, 34 (Dccember.
1954), pp. 20-22.

Bulcken, M. 1. “Stevie Started It!”, Baltimore Education Bulletin. 36 (April, 1959).

pp. 16-20.
Bumphrey, H. “Individualized Instruction” (reprint), Prime Areas. 10 (Winter, 1968),
pp. 8-10.
“Let’s Develop Individuals!” (reprint), Arbos, 3 (Junuary-February, 1967),
pp, 8-13 +.

Also found in PACT Magazine, 6 (September, 1967), pp. 12-15.
Also found in British Columbia Teacher, 46 (April, 1967), pp. 295-298.
Bunyan, L. “There’s More to Team Teaching Than the Kind of Building You Have”
School Progress, 36 (January, 1967), pp. 72-76.
Bush, R. N. *Individualizing Education in an Age of Conformity”, Journal of Secondary
Education, 36 (November, 1961), pp. 385-388.
“Searching Appraisal of New Developments”, Journal of Secondary Education,
37 (October, 1962), pp. 321-326.
“Team Teaching Bandwagon”, California Journa! of Secondary Education, 35
(April, 1960), pp. 207-208.
Bushnell, Sue and Shirley Petery. ‘“Madison Teachers Develop Team Teaching Approach”,
The School Bulletin, Portland, Oregon, 45 (June, 1960), pp. 8-9.

Byhre, E. B, “Enabling Act: Bloomington’s Flexible Modular Scheduling”, Minnesota
Journal of Education, 49 (September, 1968), pp. 11-13.
Cadenhead, K. “Plan For Individualizing Reading Instruction”, Elementary English, 39
(March, 1962), pp. 260-262 +.
Cahall, T. Wilson, “Team Teaching in the Elementary School”, Grade Teacher, 78
(November, 1960), pp. 62 +.
Calhoun, Mary. “The Teaching Team’, Child Guidance in Christian Living, Methodist
Publishing House, April, 1960.
Cambers, J. H. “Team Work Could Be the Answer to Nerves”, Times Educational Sup-
plement, 2780 (August, 1968), p. 358.
Campbell, Edward A. “New Spaces and Places for Learning”, The School Review, 68
; (Autumn, 1960), pp. 346-352.
' Campbell, S. S. “How the Library is Used”, (in team teaching), Ontario Secondary School
: Teachers’ Federation Bulletin, 46 (May, 1966), pp. 172-173.
“Can a Building Teach Teachers? Granada School”, School Management, 12 (I‘cbruary,
1968), pp. 78-79.
Carbone, Robert F, “A Comparison of Graded and Non-graded Elementary Schools”,
Elementary School Journal, 62 (November, 1961), pp. 82-88.
“The Nongraded School: An Appraisal”, Administrator’s Notebook, 10, No. 1
(September, 1961).
“Nongraded School: Myth or Miracle?”’, Montana Education, 34 (November,
(1962), pp. 17-18.
Carle, Dorothy S. “A Program of Pupil Progress Through the Primary Grades”, Nationa)
Efementary Principal, 26, No, 3 (December, 1946), pp. 15-18.
Carlin, P. M. “Current Appraisal of Team Teaching”, Education, 85 (i"cbruary, 1965),
pp. 348-353.
“Experimental Procedures in Reading; Teacher Teams in Reading”. Conference

ERIC L

*C

m - P




O

ERIC

Aruitoxt provided by Eic:

on Reading, University ot Chicago, 27 (1965), pp. 69-72.

Carlson, D. M. “United States History Course for Accelerated Students”, The Social
Studies, 59 (December, 1968), pp. 307-310.

Carlson, R, “Team Teaching” (report), Exploration, 7 (June, 1967), pp. 21-24,

Carlson, W. H. “Interage Grouping’, Educational Leadership, 14 (March, 1958), pp.
363-368.

Carlton, L. and R. H. Moore. “Individualized Reading’, NEA Journal, 53 (November,
1964), pp. 10-12.

Carmichael, B. and D. Turney. “Research and Individualization”, Educational Leader-
ship, 17 (November, 1959), pp. 96-101.

Carpenter, J. “‘Whitefish Science-Math Complex Promotes Individualized Instruction”,
Montana Education, 45 (September, 1968), pp. 15-16.

Carpenter, W. G. “Team Teaching in Basic Business”, The Balance Sheet, 42 (February,
1961), pp. 279 +.

Carruth, H. R. “Trying Tecam Teaching in Science’, The Science Teacher, 32 (November,
1965), pp. 29-30.

Carswell, E. M. “Nongraded School: Planning For it, Establishing it, Maintaining it”,
National Elementary Principal, 47 (November, 1967), pp. 11-15.

Cartwright, G. J. “Should Your School Try Team Teaching?”’, Wisconsin Journal of
Education, 98 (October, 1965), pp. 20-21.

Casavis, J. N, “Nongradedness: A Formula for Change”, New York State Education,
57 (December, 1969), pp. 22-23,

Cashen, Valjeanor M. “Using Specialists As a Team”, Educational Leadership, 19
(Noveinber, 1961), pp. 115-117,

Cauthen, L. et al, “Sand, Sugar, and Peanut Butter; Study of City Living’’, Texas Out-
look, 53 (February, 1964), pp. 32-33.

Cerri, L. “Team Teaching: How It Works in Niskayuna; VanAntwerp Jdnior High Schoa!”,
Senior Scholastic (Teacher Edition), 88 Supplement 16 (March 25, 1966).

Chadwick, R. E. et al, “Report Card in a Nongraded School”, National Etementary
Principal, 47 (January, 1968), pp. 22-28.

Champlin, J. R, *Spirit in Search of Substance: Another View of Nongradedness”’,
New York State Education, (May, 1969), pp. 18-19.

“Changing Secondary Schools”, National Association of Secondary School Principals
Bultetin, 47 (May, 1963), The entire issue.

Chase, I, S. “The Schools I Hope to See””, NEA Journal, 46 (March, 1957), pp. 164-166.

Chauncey, Henry. “More Effective Utilization of Teachers”, The Utilization of Scientific
and Professional Manpower, (a publication of the National Manpower Council), New
York: Columbia University Press, 1954,

Chittister, M. P. “Nongraded Educational System: An Analysis”, The Catholic Educa-
tional Review, 65 (December, 1967), pp. 582-589.

Chorny, M. and A. G. Storey. “‘A Team Approach To Student Teaching”, Canadian
Education and Research Digest, 5 (March, 1965), pp. 60-65.

Christenson,‘Annc. “Age-Graded Elementary School”, Educational Leadership, 18
(November, 1960), pp. 76-78.

Church, J. G. “Nongraded Programs From Shasta County to Beverly Hills”, California
Education, 2 (March, 1965), pp. 25-26.

Cirelli, J. “Individual Help Develops Interest in Reading’, The Instructor, 71 (February,
1962). pp. 94-95.

-




ERIC

Cirone, Claire and Patricia Fmerson, “Slow Learner in a New Setting: A Continuous
Progress Program™™. New York State Education. 53. No. 4 (Junuary. 1966). p. 19.

Clurk. Arvel B, *Administering Team Teaching in Fast Side District, San Jose, Califor-
nia"". Natianal Association of Secondary School Principals Bulletin, 46 (January.
1962), pp. 141-144,

Clarke. M, I, A Nongraded High School Gets Underway’, School Progress, 37 (June,
[968), pp. S0-51 +.

Clausen. R, and 8. Keys, “Individualization in Teaching”, Association for Student Teach-
ing Yearbook, 42 (1963), pp. 31-38.

Clawson, H. A. “English and Science Studies in Mattoon Senior High School”. National
Association of Secondary School Principals Bulletin, 44 (January, 1960), pp. 257- ]
263.

————————— “Mattoon. Illinois. High School Tries Team Tcaching and Science Orientation’,
National Association of Secondary School Principals Bulletin, 45 (January, 1961),
pp. 92-99.

—--—-— “Science Lecture and Team Approaches in English Are Tried in Mattoon High
Schiool™. National Association of Secondary School Principals Bulletin. 43 (January,

1959), pp. 245-247. i

Clement, Stanley L. “*More Time for Teaching”, National Association of Secondary Schoo!

Principals Builetin, 46 (Dccember, 1962). pp. 54-59.

Clough, }. “Experiment at the Grass Roots’, Times Educational Supplement, 2793 (No- .
vember 29, 1968), p. 1212,

-—-———~ *“'Lixperiments in Team Teaching: Nuffield Resources For Learning Project”,
Times Educational Supplement, 2803 (I‘cbruary 7, 1969), p. 400.

Cluby, K. G. “*Social Scicnces in the Nongraded School”, Ontario Educational Research
Council Conference (9th) Proceedings, Toronto, (1967), pp. 215-234.

Clymer, T. “New Ventures in the Teaching of Reading”, The National Elementary Prin-
cipal, 43 (February. 1964), pp. 26-30.

Cobett, L. M, “Diffcrent Approach to Team Teaching™, Ohio Schools, 38 (November,
1960). pp. 10-11.

Cogan, Morris L. “Clinical Supervision by Groups”, The College Supervisor, 43rd Year-
book. The Association for Student Teaching. lowa: William C. Brown Co., Inc.
(1964), Chapter X1, pp. 114-131.

Cohen. M. “*Vocus on Manipulatives”, The Instructor, 74 (June, 1965), pp. 94-95. ’

Coles, S. R, and E. D. Lewis. “Continuous Progress . . . Fact or Fiction?” Toronto Edu-
cation Quarterly, 5 (Spring, 1966), pp. 21-23.
and . “Continuous Progress Plan Geared to Pupil Ability”, School
Progress. (I‘ebruary. 1965).
. “Toward a Child Centered School”, The Instructor, (May, 1967),

and

p. 29.
Collier. C. L. **Nongraded Schools”, School and Society, 94, No 2271 (January 22, 1966),
pp. 32. 49-50.
Collins, J. W, ct al. “*Cordova Plan”, Journal of Secondary Education, 40 (February, 1965),
pp. 62-64.
Comeau. Vincent. “Mcasuring Pupil Progress in the Nongraded School™, Educational Review,
(May. 1966). pp. 16-17. -
Congreve, Willard J. “Learning Center: Catalyst For Change”, Educational Leadership, 21
(January, 1964), pp, 211-213,




O

ERIC

A ruText provided by enic [

= - “Toward Independent Lcinrning". North Central Association Quarterly. 37 No. 4
(Spring. 1963). pp. 298-302.

Conner. Berenice G. “‘Let Your Enthusiasm Show™. English Journal. 50 (December. 1961).

pp. 626-628.

Conner. H. D. W. “Team Teaching Program™. Virginia Journal of Education. 54 (March.
1961). p. 13.

“Continuous Progress Plan in the Schools”. Canadian Education Association Newsletter.
204 (November. 1966), pp. 1-2.

Cook, I-. S. “Team Teaching in Business ‘ducation”. National Business Education Year-
book, 2 (1964), pp. 95-106.

Cooke, J. D. “In Grade Twelve Chemistry”, Ontario Secondary School Teachers’ Federa-
tion Bulletin, 46 (May, 1966), p. 166.

Cooper, M. I, “Nongraded . . . Mclbourne (Florida) High Schools Approach to Excel-
lenee in Education”, Ontario Educational Research Council; Proceedings of the Fourth
Workshop in Classroom Research, Toronto. (1967), pp. 1-17.

Cooper, W. L. “J. Sterling Morton High School and Junior College, Cicero. Illinois. Uses
Tapes, Language Laboratorics, and Team Teaching”, National Association of Secon-
dary School Principals Bulletin, 45 (January 1961). pp. 79-84.

“Uses of Tapes, Language Laboratory and Teaching Teams at the J. Sterling
Morton High School and Junior College”, National Association of Secondary School
Principals Bulletin, 44 (January, 1960), pp. 233-243.

“Cooperative Teaching”, The National Elementary Principal, The entire issuc, 44 (Janu-
ary, 1965).

Cope, Mrs. Charles W. and William Medley, “Winticld, Kan. High School Pioncers Team
Teaching”, National Association of Secondary School Principals Bulletin, 46 (Janu-
ary, 1962), pp. 166-172.

Cordry, Vernon, “More Flexible Schedule at Fremont”, California Journal of Secondary
Education, 35 (Fcbruary, 1960), pp. 114-116.

Cormier, L. Jr. “Orange IFlavored Teaching”, The Texas Outlook, 49 (Dcecember, 1965),
pp. 28-29.

Corrigan, D. and R. Hynes. “Team Teaching: Procced With Caution!”, Clearing House,
39 (January, 1965), p. 312.

and . “What Have We Learned From Team Teaching?” Social Edu-
cation, 28 (April, 1964), pp. 205-208.

Cortines, R. C. “Reaching the Underachicver Through Media; PRISM Project (Provision
for Réstructure of Independent Study Models)”, AV Instruction, 13 (November, 1968).
pp. 952-956.

Coxe, R. M. “Strengthening Classroom Instruetion in the Social Studies”, The National
Elementary Principal, 42 (May, 1963), pp. 30-34.

Craig, K. N. “Individual Subjcet Promotion and Shorter Units of Work”, Ontario Secon-
dary School Teachers’ Federation Bulletin, 46 (Dccember, 1966), pp. 473-475.

Crandell, E. and W. Picl. “*Birmingham Tries Team Teaching LExperiment”, Michigan Edu-
cation Journal, 38 (January, 1961), pp. 344-345 +,

“Critical Look at Team Teaching”, The Instructor, 71 (October, 1961), pp. 39-42.

Crittenden, B. S. *“Hall-Dennis and Individual Needs”, Orbit, Preliminary issue, No. 2
(Deceember, 1969), pp. 14-15.

Crosby, G. and H. Fremont. “Individualized Algebra™, The Mathematics Teacher, 53
(February, 1960)’?"', 109-112.




Aruitoxt provided by Eic:

[
_'_-___—_

anil o Lueh His Own™, New York State Education. 49 (Decem-
her, 1961, pp, 29-30,

Crasby, MO Organizing L or Reading Instruction™. Elementary English. 37 (March. 1960),
pp. 16v-173.
Crutcher, GooAL Continuous Progress Plan at Maflow Road Schiool: ‘The Evolution af a
Concept”, Educational Courier. 18 (September-October, 19671, pp. 25-33,
Cruthers, GooAL " The Nongraded Primary Unit™' . Canadian School Journal. (November,
1964y,
Cull, 1AL " Teaching, Feaming and Continuous Progress™, British Columbia Teacher.
S0 cApril, 1967, pp. 299301,
Cunningham, Luvern L Fssential Components of Teaching Teams™, Argus. 24 (Janu-
ary. 1965y, pp. 300 33-34,
L URevs To Team Teaching™. Overview. | (October 1960), pp. 54-55.
Ve Teacher and Chanee™, Elementary School Journal, 62 (December. 19611,
pp. HE9-129,
- “leam Teaching: Where Do We Stand?”, Administrator’s Notebook, 8 (April
196m, pp. 14,
“Viewing Change in School Organization™, Administrator's Notebook, 11
(September, 19629,
e “When Bva Team g Feam?”, The High Schoo! Journal. 45 (Qctober, 1961).
pp. 7-13,
Cuony. I, R, fewm Teaching in Junior High School™, National Association of Secon-
dary School Principals Bulletin, 47 (October. 1963). pp. 67-72.
Curcall, My, Jean, The Nongraded School add the Tmplications for Team Teaching”,
Educational Record of the Province of Quebec. (April-September, 1965).
Curtis, Moand I Larley. ““Team Teaching in Grade Light Geography™, Ontario Educa-
tional Research Council Annual Conference Proceedings. (1967). pp. 105-109.
“Custom Buiht For Feam Teaching™
28, 1969y, pp. 31-32,
Dagne. b AL "Nongraded School”. Educational Leadership, 25 (November, 1967),
pp. 122-123,

. Times Educational Supplement, 2845 (November,

--------- “Personalized nstruction™. llinois Education, 56 (October, 1967}, pp. 68-

--------- and D, W, Barnickle. *“t'wo Schools Tilal Are Nongraded: How, What, Why™,
The Instructor, 78 (March, 1969), pp. 63-70,

Dahl, G. I, *Team Teaching of Computer Programing”, Ilinois Education, 54 (April,
1966), pp. 358-360,

Danheim, A, E, “Properly Placed Pupils: Independent Study in English”, The Texas Out-
look. 52 (August, 1968), pp. 16-17.

Daniel. AL N. “Example of Individual Instruction in-Developmental Physical Education”,
Journal of Health, Physical Education and Recreation. 40 (May, 1969), p. 56.

Danicls, Fo R, “Streaming or Continuous Progress Plans in The Elementary Grades™,
Alberta School Trustee, 35 (March 1, 1965). pp. 17-19.

Darling. D, W. *“Team Teaching: Wisconsin Improvement Program”. NEA Journal, 54
(May, 1965), pp. 24-25,

_ Davis, . S, “Phinning For Team Teaching: School Distriet of the Greater Cleveland

Arca”, Education, 85 (Febiuary . 1905% pp. 2333360 - e e

Dean, Charles D, “The Continuous Growth Plan”™, Montana Education, 27 (November,




O

ERIC

Aruitoxt provided by Eic:

et st P en

1950}, pp. 23-24,

—<oe o= Continuous Growth Plan Replives the Graded School in Billings™. Montana
Education. 23 (I'chruary, 1947), pp. 12-13.

Dean. Ray B Team Teaching in the 1lementary Schooly™. American School Board
Journal, 143 (December, 1902), pp. 5-06.

Dean, Stuart B, “Nongraded School™, School Life. 47 (December. 19640, pp. 19-23,

--------- “Nongraded School: [s There Magic In 11?7, School Guidance Worker. 22
(May. 1967) pp. 10-20.

e Qrganization or Instruction in the Flementary Schools™, School Life. 42
(May. 1960). pp. 8-9,

—— = “*Pass or lail”, Elementary School Journal. 61 (November, 19600, pp, 89-90,

— e “Team Teaching - A Review™, School Life. 44 (September. 1961, pp. S-8.
Same condensed in Education Digest, 27 (December, 196 H pp. 21-23,

DeBellis, C. A, “Team Teaching and Bookkeeping”, Balance Sheet. 46 (April. 1905,
pp. 345-348.

Deems. TE W, “Team Teaching in Vocational Agriculture™. Agricultural Education
Magazine. 34 (April. 1962). pp, 226-228.

Deep. D. “Changing Role of Teacliers”. Pennsyltvania School Journal. 116 (March,
1968). pp. 378-379.

- “Teacher's Changing Role’
pp. 84-88.

Dellaan, R. F. and R, . Dall. “Individualization and Human Potential™. Association
for Supervision and Curriculum Development Yearbook. (1964}, pp. 9-28,

Delaney, Ficanor C. “The Case For the Ungraded l’rimm_'l)' Unit”", Research Bulletin. 0,
No. 2. New Brunswick. N. J.0 New Jersey School Dévelopment Council. Rutgers-
The State University, (December, 1961).

.

. Elementary School Journal, 69 (Novenmber, 1968),

.

“Delaware Schoo! Designed For Teain Teaching™. American School and University, 3Y
(June, 1967). p. S8.

DeLong, Vaughn, “Primary Promotion by Reading Levels”, Elementary School Journal,
38 (May, 1938). pp. 663.

Dempster, J. 1. B, “*America Explores Team Teaching
2446 (April 27, 1962), p. 826.
Discussion - (May 4-11. 25, Junc 8, 1962}, 2450, p. 883: 2451, p. 953: 2453, p. 1080;
2454, p. 1139: 2455, p. 1189,

Y

. Times Educational Supplement,

Denhott, P. **And the Walls Came Tuinbling Down™, Arbos. 3 (May-June. 1967), pp. 7-9 +.

Denmarsh, M. “Blucprint For Reading, An Allegory™, Education. 82 (September, 1961),
pp. 6-9.

Dennin, M. and R. S. Marlow. “Creativity in the Basic Business Classroom: Unlimited Op-
portunitics l‘or Innovation”, Business Education Forum, 23 (March, 1969), pp. 12-14.

Dcenton, J. “Individualized Chem-Study”, Science and Community, 56 (November, 1969),
p. 37.

Derthick, L. G. “Dimensions For Progress”. Annals of the American Academy of Polit:-
cal and Social Science, 325 (Scptember, 1959), pp. 78-86.

“Deseription of the Purported Advantages of the Nongraded School. Fiementary School
Organization™, The National Elementary Principal, The entire issuc, 41 (December,
1961).

_“Design For Team Teaching”™, The Instructor. 77 (May. 1968), pp. 65-76.

“Developments in Canadian FEducation 1968-69: Major Trends: Reorganization and De-

241

R R R




centralization™ ¢text in | nglish and I'rench). Education Canada, 9 (September. 1969),
pp. 43-65.

DeWitt. G. “Potential Dropout, Individual Care Produces Results™, Clearing House, 42
(I-ebruary. 1968), pp. 428-430.

Diesman. . M. *“T'cam Teaching las Many IForms™, English Journal, 53 (November.
1964), pp. 617-623.

Dillman, Beryl R. “An Appraisal of NASSP’s Staff Utilization Study at the Close of Its
I'irst Two Years”, National Association of Secondary School Principals Bulletin, 44
January, 1960), pp. 13-18.

Dillon, C. L. “Taylorville, lllinois Senior High School Uses Tape Recorders, Team Teach-
ing and Large Group Instruction To Improve Staff Utilization™, National Association
of Secondary School Principals Bulletin, 45 (January, 1961), pp. 178-188,

DiLorenzo, Louis T. and Ruth Salter. “‘Co-operative Rescarch on the Nongraded Primary”,
Elementary School Journal, 65 (I‘ebruary, 1965}, pp. 269-277.

Dinmore. ¢;. C. and H. T. Nacrelli. “‘Media Plan Context For Growth”, Pennsylvania
School Journal, 116 (April, 1968), pp. 447 +,

DiPasquale, Vincent C. “The Relation Between Dropouts and the Graded School”, The
Phi Delta Kappan, 16 (November, 1964), pp. 129-133,

e *“Schools Without Grades”', Better Homes and Gardens, 33 (September, 1955),
pp. 28, 33-34,

DiVesta, I, J. “Meaningful Learning Motivational Personality, Interpersonal and Social
Variables; Group Versus Individual Learning Settings”, Review of Educational Research,
31 (December, 1961), pp. 517-518.

Divoky. D, *“Too Elaborate, Critics Say But IPI Keeps On Growing™’, Nation’s Schools,

84 (November, 1969), pp. 44-46 +,

Dix, J. P, ““Team Teaching Requires Team Spirit”, School and Community, 49 (Novem-
ber, 1962). p, 27,

Doan, €. C, “Stimulus to High Level Learning: Individual Exploration”, School Shop,

27 (November, 1967), pp. 52 +.

Docking, Robert and Dan Hogan, “Breaking Grade Barriers”, Michigan Education Journal,
42 (January, 1965), pp. 16-17.

Dodds, R. A. “‘Nongrading - A Misunderstood Concept”, Ontario Education, 1 (Novem-
ber-December, 1969), pp, 22-23 +,

Samc in Ontario Teachers' Federation Reporter, 13 (February, 1969), pp. 8-11,

“Does Team Teaching Work in Kindergarten?”, Grade Teacher, 85 (March, 1968), pp. 157-
160,

Dolch, Ii. W, “Individualized Reading Versus Group Reading”, Elementary English, 38
(December, 1961), pp. 566-575. and 39 (January, 1962), pp. 14-21.

Dome. J. E. “Remote Access Technology”, AV Instruction, 12 (June, 1967), p, 603.

Donahoe, E. “1 Am Me in IPI”, American Education, 4 (April, 1968), pp. 8-9.
Dox‘ngluss. M. P. “*Does Nongrading Improve Reading Behavior?”, Claremont Colorado Read-
ing Conference Yearbook. 31 (1967), pp. 178-190.
“Individualized Lducation lFor the Programmed Instruction Era®”, Improving
College and University Teaching., 10, No. 2 (Spring, 1962), pp. 79-86.

—— “Reading and Nongrading in the Elementary Schooi’’, Claremont Colorado
Reading Conference Yearbook. (1962), pp. 85-95,
*Team Teaching: Fundamenta! Change or Passing Faney?”, CTA Journ H

(March, 1963), pp. 26-29 + AR

a -
7’

<
y

O

RIC 242

Aruitoxt provided by Eic:

947



Q

ERIC

Aruitoxt provided by Eic:

Same condensed in Education Digest. 28 (May, 1963), pp. 49-52.

Downey, Lawrence W, “Direction Amidst Change™. Phi Delta Kappan. 45 (February,
1961). pp. 186-191.

Downie. D. A. “Organizing For Individual Inquiry”, CSA Bulletin, 5 (January, 1966).
pp. 28-37.

Downs, V. K. “Ungraded Primary School”. School and Community. 46 (I'ebruary. 1960)
p. 21.

Drake, J. C. “Everything’s New But the Walls; James School: Experienced Teacher Vellow-
ship Program at University of Missouri”, NEA Journal, 57 (February, 196R). pp. 14-16.

Drowne, I°. “Individualizing Instruction Through the Use of Tapes™, AV Instruction.

14 (May, 1969), pp. 41-42.

Drucker, P. I, “New Ideas Shape IFuture Schools™, Nation's Business, 48 (September,
1960), pp. 38-39 +.

Drummond, Harold D. “Team Teaching: An Assessment”, Educational Leadership. 19
(December, 1961), pp. 160-165.

Same condensed in Education Digest, 27 (FFebruary, 1962), pp. 5-8.

DuBois, L. D. and A. Kain, A. L. Heyer, editor. “We Find the Walls Get in the Way ™,
(interview), AV Instruction, 7 (October, 1962), pp. 528-533.

Dufay, Frank R. “The Development of Procedures for the Implementation of the Non-
graded Primary School in Central School District No. 1, Plainview-0ld Bethpage, New
York”, Dissertation Abstracts, 25, No. 4 (October, 1964), p. 2311. Abstract of an
unpublished Doctoral dissertation, New York University, 1962.

Duffey, B, R. “Individualizing Mathematics: Tape Helps Each Student Do His Own
Thing”, AV instruction, 14 (FFebruary, 1969), pp. 55-56.

Duker, S. “Master’s Studies of Individualized Reading”, Efementary English, 49 (March,
1963), pp. 280-282.

Dugan, J. R. and R. T, Hinely. “What Does a Course in Curriculum Theory Accomplish?”,
Journal of Educational Research, 57 (October, 1963), pp. 80-83.

Dunlop, W. G. “A Leamner-Paced Approach in the Senior School? Why Not?™, British
Columbia Teacher, 49 (December, 1969), pp. 95-97.

Dunn, F, “Multilevel Spelling Program Spurs Each Pupil to Achieve Maximum ¥or Sctf”’,
New York State Education, 47 (May, 1960), pp. 22 +,

Durrell, D. D. editor. “Adapting Instruction to the Learning Needs of Children in the
Intermediate Grades’, Journal of Education, 142 (December, 1959), pp. 2-78.
Excerpts of same in Education Digest, 25 (May, 1960), pp. 28-31.

“Implementing and Evaluating Pupil-Team Lecarning Plans”, Journal of Educa-
tional Sociology, 39 (April, 1961), pp. 360-365.

“Team Teaching”, Grade Teacher, 77 (June, 19(¢0), p. 20.

and Harvey B. Scribner, **Problems and Possibilitics in Differentiatic-n Instrue-
tion in the Elementary School”, Journal of Education, 152 (December, 1959), pp. 72-
73.

Duvall, E. M. “*School of the, FFuture is Arriving with Study Discussion Program’,
National Parent-Teacher Magazine, 55 (January, 1961), pp. 4-7.

Duvall, I*. H. “American Classroom: Three Heads Are Better Than One”, Grade Teacher,
81 (May, 1964), pp. 61 +.

Dyer, P, “Language Arts in the Nongraded School; Symposium™, Elementary English, 46
(February, 1969), pp. 110-146.

Eakin, Gladys A. “Individualized Approach o Teachifig Reading”, Conference -on Read
ing University of Pittsburgh Report, 19 (1963), pp. 47-53.




ERIC

Aruitoxt provided by Eic:

— and Eugene S, Spence. "Team Teaching and Independent Reading”, Elementary
English, 39 (March, 1962), pp. 266-268.

Eastman, T. W. “Pupil Reaction to Nongrading™, School Pi>gress, (August., 1967).

Ediger, M. “Personalized Spelling”, School and Community, 54 (March, 1968), p. 30.

“Team Teaching and the Schools: Advantages and Disadvantages”, High Points.

47 (December, 1965), pp. 55-57.

Edmonds, A. “New Learning: It Starts When the Walls Come Down”, MacLeans Magazine,
82 (May, 1969). pp. 65-70.

“New Learning: Top Marks IFor Cribbing and Noise!”, (Allendale Ieights Public
School). MacLeans Magazine, 82 (May, 1969), pp. 66-67,

“lidmonton Separates New Nongraded Campus”, Canadian Education Association News-
letter, 5 (December, 1969).

t:dwards, G. D. “Individualizing Education in a Senior High School”, High School Journal,
42 (April, 1959). pp. 226-231. e

Lidwards, P, O. “Individualize Your Basic Reading Program”, Grade Teacher, 80 (FFebruary
1963), pp. 16 +.

Eisman, Edward, *“‘Individualizing Spelling”, Elementary English, 39 (May, 1962), pp. 478-
480.

“What’s Brewing in Bassett Continuous Progress School”, AV Instruction, 8
(March, 1963), pp. 136-137.

Ildred, Donald M. and Mauric Hillson. **The Nongraded School and Mental Health”,
Elementary School Journal, 63 (January, 1963), pp. 218-222.

“Llementary School Organization: Purposes, Patterns, Perspectives”, The National Ele-
mentary School Principals’ Yearbook, 41 (December, 1962), p..157.

Elliott, J. and E. Charlier. “Team Approach to Science Teaching: South Junior High
School, Arlington Heights”, 1llinois Education, 57 (March, 1969), p. 281.

Eliott, R. D. and E. P. Gamble. “LEvanston, 1llinois Township High School Adds to Its
Program: Health Education With Team Teaching”, National Association of Secandary
School Principals Bulletin, 46 (January, 1962), pp. 226-228.

Elliott, Richard W. ‘‘New Problems in Articulation”, American School Board Journal, 142
(June, 1961), p. 11.

“Team Teaching: Effective In-Service Training”, American School Board Journal,
144 (February, 1962), p. 19.

Elliott, U. *“Ungraded School and Ungraded Thinking’, Ontario Educationa! Research
Council, Proceedings of the Fourth Workshop in Classroom Research, Toronto: (1967),
pp. 34-39.

Ellison, Martha. “Let’s Ungrade and Upgrade the English Curriculum”, English Journal,
(February, 1967), pp. 211-215 +.

————, L. L. Gilbert and E. W. Ratsoy. “‘Teacher Behavior in Open-Area Classrooms”’,
Canadian Administrator, 8 (February, 1969), pp. 8-17.

Elsbree, Willard S. ‘‘Promotion and Failure Policies in the Graded School”, National
Elementary Principal, 26, No. 3 (December, 1946), pp. 7-9.

Empey, D. W. “Student Self-Direction, Flexible Scheduling, and Team Teaching”,
National Association of Secondary School Principals Bulletin, 47 (February, 1963),
pp. 118-124.

Enns, J. G. “Growth of Nongraded Schools in Ontario”, Ontario Teachers’ Federation
Reporter, 13 (February, 1969), pp. 6-8.

“Moving Toward an Ungraded Secondary School”, Ontario Educational Re-

search Council; Proceedings of the Fourth Workshop in Classroom Research, Toronto:
(1967), pp. 46-52.




Q

E

RIC

Aruitoxt provided by Eic:

I, 20 e

Fnstrom, E. A. “Individualize Your Group Teaching of Handwriting”, Grade Teacher,
79 (May, 1962), pp. 48 +.

Esbensen, T. “*Student Learning Contracts: The Duluth Model’”’, Educational Screen AV
Guide, 48 (January, 1969), pp. 16-17 +.

Eurich, A. C. “New Strategy For American Schools”, Saturday Review, 43 (Scptember,
1960), pp 13-15 +.

Evans, D. G. “A Criticism of Team Teaching”, Ontario Secondary School Teachers’ Federa-
tion Bulletin, 47 (IFebruary, 1967), pp. 31-32.

Evans, Harley and G. S. Womer. “Stirrings in the Big Cities: Cleveland’, NEA Journal, 51
(November, 1962), pp. 50-53.

Evans, N. D. “Individualized Reading: Myths and [Facts”, Elementary English, 39 (Octo-
ber, 1962), pp. 580-583.
Same condensed in Education Digest, 28 (December, 1962), pp. 49-51.

“Experiment in Team Teaching”, National Association of Secondary School Principals
Bulletin, 46 (Dccember, 1962), pp. 74-76.

“Experiments in Team Teaching”, Illinois Education, 50 (November, 1961), pp. 111-115.

“Exploring Improved Teaching Pattems’, National Association of Secondary School
Principals Bulletin, 43 (January, 1959), The entire issue.

Fa'th, Emil I. “Continuous Progress at the Primary School”, Phi Delta Kappan, 30
way, 1949), pp. 356-359.

FFalk, Philip H. “The Improvenient of Instruction’’, The Bulletin, Madison Fducation
Association, Madison, Wisconsin. 30 (April, 1960).

Farley, E. S. “Teaching the Individual” Educational Leadership, 17 (November, 1959),
pp. 71-73.

Farrar, W. W, “Sequence of Events” AV Instruction, 10 (April, 1965), pp. 299-302.

Farrell, A. “This Team Teaching School Won’t Fence You In”, School Progress, 35
(June, 1966), pp. 30-31.

Fay, L. “Basic Reading Skills”, Education, 82 (September, 1961), pp. 10-12.

“Team Teaching as a Method of Individualizing Reading Instruction”, Confer-
ence on Reading, University of Pittsburgh Report, 20 (1964), pp. 49-52.

Fea, H. R. “Team Teaching: Psychological Implications”, Clearing House, 43 (November,
1968), pp. 177-179.

Feir, D. L. “Team Tecaching”, Principals’ Journal, 5 (March, 1965), pp. 10-16.

Feirer, J. L. “Individual in Industrial Arts”, Industrial Arts and Vocational Education /
Technical Education, 56 (September, 1967), p. 25.

Felland, N. “English Independent Study for High School”, English Journat, 58 (April,
1969), pp. 591-593 +.

Ferguson, D. A. and Neal Neff. “Nongraded School Administers to the Dull-Normal
Child”’, School and Community, 47, No. 2 (October, 1960), pp. 16-17.

Ferguson, H. N. “Ungraded Classes: The New Way to Non-Stop Learning’’, Parents
Magazine and Better Family Living, 37 (September, 1962), pp. 46-47.

Feurzeig, W. “The Computer as an Educator”, Conference Proceedings, Eighth inter-
national Convention on Military Electronics, Washington, D. C. (1964), pp. 354-356.

Fielder, J. “Kids Luv Allandale”, Schoo! Progress, 37 (June, 1968), pp. 44-48.

Fifield, G. A. “Team Teaching That Really Works”, School Musician Director and Tea-
cher, 40 (December, 1968), pp. 62-63.

Figurel, J. A. “Organizing to Provide For Individual Differences’”, Conference on Read-
ing, University of Pittsburgh Report, 20 (1964), pp. 117-122,




| )

ERIC

Aruitoxt provided by Eic:

—— — et al. “Emerging Instructional Procedures in English”, Education, 85 (Janu-
ary, 1965), pp. 259-265.
Fiblin, R. L. “*Continuous Progress for All, hinplications for the High School”’, American
School Board Journal, 143 (October, 1961), pp. 11-14.

Fink, D. R. }r. “Selection and Training of Teachers for Teams”, National Elementary
Principal, 44 (January, 1965), pp. 54-59.

)ink, W. “Team Teaching in Industrial Arts”, High Points, 46 (January, 1964), pp. 75-
77.

Finley, A. C. and H. M. Louderback. “Different Kind of High School”, Science Teacher,
34 (October, 1967), pp. 46-48.

Finley, R. M. “A Study of a Self Contained Group of Third, Fourth, and Fifth Grade
Children: Glencoe, lllinois, 1953-54", Dissertation Abstracts, 17, No. 8 (August, 1957),
p. 2347. Abstract of an unpublished Doctoral thesis, Northwestem University, 1956.

Finney, I*. “*Quit Pussyfooting Around With Individualized Instruction”, ATA Magazine,
50 (November-December, 1969), pp. 14-15.

Iischer, B. B. and L. Vischer. ““Toward Individualized Learning”, Elementary School
Journal, 69 (March, 1969), pp. 298-303.

Fischer. 1. H. “Effective Modern Education as the Educator Sees I1t”, National Education
Association Journal, 48 (March, 1959), pp. 15-18.

“Schools Are For Learning”, Saturday Review, 43 (September 17, 1960), p. 72.

I'ischler, Abraham S. “Use of Team Teaching in the Elementary School”, School Science
and Mathematics, 62 (April, 1962), pp. 281-288.

——ec——-- and Peter B. Shoreman. “Team Teaching in the Elementary School: Implica-
tions for Research in Science Instruction”, Science Education, 46 (December, 1962),
pp. 406-415.

I'isher, Mildred O. *“Team Teaching in Houston”, English Journal, 51 (December, 1962),
pp. 628-631.

Fitzgerald, J. A. “Some 1ssues in Teaching Reading”, Catholic School Journal, 60 (September,
1960), pp. 34-37.

“I‘ive Milwaukee Teachers — We Plan for Living and Learning’, Childhood Education, 26
No. 1 (September, 1949), pp. 19-23.

Fleck, H. “Implications-of the Nongraded School”, Forecast for Home Economiss, 13
(November, 1969), pp. 17 +.

————~ “Team Teaching”, Forecast for Home Economics, 14 (March, 1969), pp. 23 +.

I‘lemniing, R. S. et al. “Reactions to the Dual Progress Plan”, Educational Leadership,
18 (November, 1960), pp. 92-95.

I‘leury, D. F. “Independent Study: Foreign Language Seminars; Nathan Hale High School,
Seattle, Washington’’, National Association of Secondary School Principals Bulletin,
53 (September, 1969), pp. 90-99.

“Flexible Classrooms For a Flexible Curriculum™, School Management, 3 (November, 1959),
pp. 45-47.

“Flexible Scheduling: An Approach to Individualizing Instruction in Secondary Schools;
Symposium”’, Journal of Secondary Education, 36 (October, 1961), pp. 336-384.

Forbes, Mary M. “So How is AV Different in a Nongraded Program”, AV Instruction, 8
(October, 1963), pp. 578-579.

Ford, J. E. “Cassville Individualizes Teaching”, School and Community, 55 (May, 1969),
p. 15.

I‘ord, Paul M. “‘Different Day For the English Teacher”, English Journal, 50 (May, 1961),
pp. 334-347.



ERIC

Aruitoxt provided by Eic:

S

Foreman, E. G. **One-to-One Relationship”, Catholic Schaol Journal, 68 (September, 1968),
pp. 40-41.

“Forest Hill Story; Part 2: How Staff and Parents React to Continuous Progress Program”,
School Progress, (December, 1967).

Formsma, Jay W. ““A New High School With a New Look", North Central Association
Quarterly, 37, No. 4 (Spring, 1963), pp. 293-297.

“Four Qutstanding Schools”, Architectural Forum, 115 (November, 1961), pp. 138-151.

Fox, G. A. and R. B. Fox. “Individualized Reading Controversy”, Nationa! Elementary
Principal, 44 (September, 1964), pp. 66-69.

Fraenkel, J. R. “Comparison of Achievement Between Students Taught by a Teaching
Team and Students in Traditional Classes on a Standardized Examination in United
States History”, Journal of Educational Research, 61 (September, 1967), pp, 43-46.

———— and R. E. Gross. “Team Teaching: Let’s Look Beforc We Leap!” Social Education,
30 (May, 1966), pp. 335-337.

Franklin, M. P. “Muitigrading in Elementary Education”, Childhood Education, 43 (May,
1967), pp. 513-515.

“Nongraded Organizational Patterns: Theory and Practice”, Virginia Journal of
Education, 56 (April, 1963), pp. 11-12.

“Nongraded Schools”, Educational Forum, 30 (March, 1966), pp. 331-334.

and L. Perty. “Ungraded Elementary School”, Virginia Journal of Education, 55
(March, 1962), pp. 16-17.

Franseth, J. “Improving the Curriculum and Teaching Through Action Research’, School
Life, 42 (December, 1959), pp. 8-10.

Fraser, D. W. “What’s Ahead For Preadolescence?”, Childhood Education, 46 (September,
1969), pp. 24-28.

Frazier, A. “Individualized Instruction”, Educational Leadership, 25 (April, 1968), pp. 616-
624,
“Individualized Reading: More That New, Forms and Formulas”, Elementary
English, 39 (December, 1962), pp. 809-814.

“Individualized Reading Program’’, Conferenca on Reading, University of Chicago,
(1961), pp. 57-74.

“More Opportunity For Leaming or Less?”, Educational Leadership, 18 (Febru-
ary, 1961), pp. 266-270.

“Talent and the School Environment”, Elementary School Journal, 60 (Novem-
ber, 1959), pp. 88-92.

Freeman, R. A. “Money Alone Won'’t Cure School Ilis” (Address, March 23, 1959), Vital
Spesches of the Day, 25 (May, 1959), pp. 450455.

Fries, H. C. “A Continuous Progress School”, American School Board Joumal, 119 (July,
1949), p. 52.

Frye, C. H. “Groups Versus Individual Pacing in Programmed Instruction”, AV Communi-
cation Review, 11 (June, 1963), pp. 124-130.

Fullerton, Bill J. “Team Teaching Activities”’, The Outlook in Student Teaching (forty first
yearbook), Cedar Falls, fowa: The Association for Student Teaching, (1962), pp. 80-93.

Funaro, G. J. “Team 1caching: The Danger and the Promise’, Clearing Houss, 43 (March,
1969), pp. 401-403.

——— — E. L. Phillips and J. A. Meyer. ‘“Team Teaching”, Clearing Houss, 43 (March, 1969),
pp. 403410.

Furcall, J. “Nongraded School and the Implication for Team Teaching”, Ec¢ucational Record,

247
24y




ERIC

Aruitoxt provided by Eic:

)‘\‘

81 (April-September, 1965), pp. 75-79.

Gamble, J. W. “An Inquiry Into the Evaluation of Team Teaching”, CSA Bulletin, 8 (Octo-
ber, 1968), pp. 28-74.

Gambold, Willard J. “Modern Teacher and New Media of Instruction”, Education, 83
(October, 1962), pp. 67-70.

Gardner, J. W, “Impact of Change on Education”, National Education Association Journal,
48 (November, 1959), pp. 49-51.

Garrett, G. R. and C. M. White. “‘Increasing Student Responsibility”, School and Community,
54 (April, 1968), pp. 10 +.

Garvey, J. F. “Possible Over Enphasis on Large Group Instruction”, Education, 89 (February,
1969), pp. 213-214.

Gaskell, W. “Inservice Education Potential of Team Planning-Teaching”, Psabody Journal of
Education, 45 (November, 1967), pp. 152-155.

and J. Sheridan. “Team Teaching and the Social Studies in the Elementary Schools”,
Elementary School Journal, 68 (February, 1968), pp. 246-250.

Gayer, N. “Team Teaching: A Complicated Concept”, CTA Journal, 60 (January, 1964), pp.
18-21 +.

Gayfer, M. “A School Where Team Involvement Plays Its Role at Every Level”, School Pro-
gress, 38 (April, 1969), pp. 50-52.

Gehret, K. G. “Richland’s Teachers Prescribe Instruction, the Doctors Prescribe Pills; In-
dividually Prescribed Instruction™, Amarican School Board Journal, 157 (August, 1969),
pp. 24-25.

Georgiades, W. and J. Bjelke. “Experiment in Flexible Scheduling in Team Teaching”,
Journal of Secondary Education, 39 (March, 1964), pp. 136-143.

—————, J. R, Fraenkel and R. E. Gross. ““Team Teaching”, NEA Journal, 56 (April, 1967),

«  Ppsid4-17.

Gibbony, R. A. “Curriculum Components and Organization; Team Teaching”, Review of Edu-
cational Research, 33 (June, 1963), pp. 288-289.

Gibbs, W. E. “Individualizing Bookkeeping Instruction”, Business Education Forum, 23 - Janu-
ary, 1969), pp. 21-22.

Gideonse, H. D. “Keeping Pace With Expanding Horizons', (address, January, 1959), Vital
Speeches of the Day, 25 (March, 1959), pp. 348-352.

Gilbert, Jerome H. “‘Multigraded Development Plan Focuses on Pupil Achievement: Telsa
School Breaks Through Traditional Graded Structure”, Chicago School Journal, 43
(February, 1962), pp. 209-214.

“Telsa School Breaks the Lock-Step”, Elementary School Journal, 64 (March,
1964), pp. 306-309.

Gilbert, V. K. ““Ungraded Secondary School”, Onta o Secondary Schoo! Teachers' Federa-
tion Bulletin, 47 (March, 1967), pp. 63-66.

Also in Schoc! Guidance Worker, 23 (October, 1967), pp. 22-29.

Gilchrist, Robert S. “Organizing For Maximum Development of Each Individual”, National
Association of Secondary School Principals Bulletin, 46 (May, 1962), pp. 51-55.

“Promising i’ractices in Education”, Phi Delta Kappan, 41 (March, 1960), p. 27.

Gillers, M. J. ““One Way Ticket to the Moon”, High Points,’43 (May, 1961), pp. 67-68.

Giltinan, .. “Rise and Demise of a Team”, English Journal, 54 (May, 1965), pp. 429-432,

————— “We Solved the Problem of Size”, English Journal, 52 (Feb1uary, 1963), pp. 89-
93.

Ginther, John R. “Sloganism in Education”, Elementary School Journal, 62 (February, 1962),




pp. 240-242.

- and William A. Shroyer. *“Team Teaching in English and History at the Eleventh
Grade Level™. The School Review, 70 (Autumn. 1962). pp. 303-313.

Glancy, Philip B. “*Brookside Junior Iligh, Sarasota, Fla. Strives for Quality Education™,
National Association of Secondary School Principals Bulletin, 46 (January, 1962),
pp- 157-160.

Glanz. 5. C. et al. “*Scholastic Growth in a Program Using the Team Approach™, Educa-
tional Research, 57 (March. 1964), pp. 386-387.

Glaser. Robert, *The Design of Instruction”, The Changing American School, (1966 Y car-
book), Chicago: ‘The Socicty, (1966), Chapter IX, pp. 215-242,

Glatthom. A. A. “Individual Self-fulfillment in the Large High School”. National Associa-
tion of Secondary School Principals Bulletin, 53 (March, 1969), pp. 47-56.

Glenn, E. L, “Plan Ahead for Team Teaching”, American School Board Journal. 154 (June,
1967). pp. 33-36.

Glogan, L. “Make Me a Nongraded School”, National Elementary Principal. 44 (May, 1965),
pp. S1-54.

Goff. J. *“Teaching in the Big Room™, National Elementary Principal, 44 (January, 1965),
pp. 79-82.

Goldman, B. A, “War is On: Graded Versus Nongraded: A Parody”, Peabody Journal of
Education. 45 (Junc, 1967), pp. 9-10.

Goldstein, W, “Problems in Team Teaching’. Clearing House, 42 (October, 1967), pp. 83-86.

“Team Planning: Heart Transplant in Teaching”™, Clearing House, 43 (January, 1969), ¢

pp. 272-274.

Goode, D. M. “Individuality and Individualization”, Improving College and wuniversity Teach-
ing, 13 (Summer, 1965), p. 131. L

**Good Hope Counts on Varicty IFor Multimedia Learning™, Nation’s Schools, 8 (May.fl%S').
pp. 60-61.

Goodlad, John 1. *“‘Appraising New Patterns of Organization FFor Reading Instruction™, Con-
ference on Reading, Chicago University, (1959). pp. 20-25.

“Classroom Organization”. Encyclopedia of Educational Research. 3rd cd. (1960),
pp. 221-226.
“Cooperative Teaching in Educational Reform™, National Elementary Principal.
44 (January. 1965), pp. 8-13.
Also in Arbos. 1 (March-April, 1965). pp. 12-16.
“Developmental Reading in the Ungraded Plan™. Reading in the School of Tomor-
’ row, Kent State University Bulletin, (November, 1957). pp. 12-27.
[ “[lustrative Programs and Procedures in Elementary Schools™. The Integration of
Educational Experiences, Fifty-seventh Yearbook of the National Society for the Study
of Education, part 3. Chicago: University of Chicago Press. (1958). pp. 173-193.
“Implications of the Nongraded System™. NTA Journal. 58 (February. 1967). pp.

Also in PACT. 5 (April-May, 1966); pp. 26-30.
| Also in Arbos, 2 (January-February, 1966). pp. 6-9 +.
| . : ————— “Inadequacy of Graded Organization — What Then?”” Childhood Education. 39
| (February, 1963), pp. 274-277.
‘ ‘ “Individual Differences and Veriticle Organization of the School™, National

Society for the Study of Education Yearbook, 61 part 1 (1962). pp. 209-238.

] “In Pursuit of Visions”, Elementary School Journal. 59 No. I (October, 1958).

; : pp. I-17.

|
‘ .

i f 40-48.
|

O

- ERIC | 249 9



ERIC

Aruitoxt provided by Eic:

“Meeting Children Where They Are¢; Nongraded Classes at University Elementary

School, University of California, Los Angcles”, Saturday Review, 48 (March 20, 1965),
pp. 57, 72-74.

———— *“More About the Ungraded Plan”’, NEA Journal, 44, No. 5 (1955), pp. 295-296.

——— "“Nongraded School”, Toronto Education Quarterly, 8 (Autumn, 1969), pp. 19-24.

Also in Edicational Courier, 39 (September-October, 1968), pp. 32-37.

“The Nongraded School: An Evaluation”, Tomorrow’s Teaching, Oklahoma City:
Frontiers of Science Foundation of Oklahoma, Inc. (1962), pp. 90-93.

“Promising Practices in Nongraded Schools”, Midland Schoots, 75 (May, 1961),

pp. 15-25.
Also in Education Digest, 27 (October, 1961), pp. 8-10.

“Reading in the Reorganized Elementary School”, Claremont Colorado Reading
Conference Yearbook, (1961), pp. 36-44.
— “Revamping Elementary Education”, Elerentary School Journal, 61 (December,
1960), pp. 119-126.

——— “Toward 2000 A.D. in Education™, NCEA Bulletin, 65 (August, 1968), pp. 16-22.

“Toward Improved School Organization”, National Elementary Principal, 41 (De-
cember, 1961), pp. 60-127.

———— “Ungrading the Elementary Schools”, NEA Journal, 44 (March, 1955), pp. 170-171.

*“What About Nongrading Our Schools?” The Instructor, 70 (May, 1961), pp. 6, 78,
82.

and Robert H. Anderson. “Educational Practices in Nongraded Schools: A Survey
of Perceptions”, Elementary School Journal, 63 (October, 1962), pp. 33-34.

and “The Nongraded Elementary School: 1958 Progress Report”, NEA
Journal, 47, No. 9 (December, 1958), pp. 642-643.

and M. C. Hunter. “Big City School: Problems aiid Prospects: A Custom Tailored
Curriculum”, PTA Magazine, 59 (April, 1965), pp. 8-10.

and Kenneth J. Rehage. “Unscrambling the Vocabulary of School Organization™,
NEA Journal, 51, No. 8 (November, 1962), pp. 34-36.

— | W.R.Wees and K. F. Pructer. “Report From the Think Shop; Ungrading”, (inter-

view), Monday Morning, 2 (April, 1968), pp. 13-13,
et al. “Reading Levels Replace Grades in the Nongraded Plan”, Elementary School

Journal, 57 (February, 1957), pp. 253-256.

Goodson, R. A. “Success in the City", Virginia Journal of Education, 61 (October, 1967),
pp. 9-10.

Gordon, Ira J. “Determining Teacher Effectiveness”, Educational Leadership, 20 (Novem-
ber, 1962), pp. 119-125.

and C. H. Clark. “Experiment in Individualized Reading”,. Childhood Education,
38 (November, 1961) pp. 112-113.
Gore, Lillian L. “The Nongraded Primary Unit”, School Life, 44 (March, 1962), pp. 9-12.
Gorman, C. J. “Annual Reassignment of Teachers: An Important Iiigredient of Nongrading”,
Elementary School Journal, 69, (January, 1969), pp. 192-197.

Gorton, R. “Teacher is the Prime Element of Independent Study”’, Wisconsin Journal of
Education, 100 (April, 1968), pp. 26-27.

“The Gradeless School”, Newsweek, 52 (September 15, 1958), p. 76.

“Grade Organization and Nongrading Programs”’, NEA Research Bulletin, 45 (December,
1967), pp. 118-120. :

Graham, W. A. “Individualized Teaching of Fifth and Sixth Grade Arithmetic”, The Arith-

v 250 20




metic Teacher, 11 (April, 1964), pp. 233-234.

Grammar, W. R, “Senior English and Team Teaching”, New York State Education, 50
(February, 1963), pp. 22-24.

Gran, Eldon E. “Why Not an Ungraded Intermediate Program - Douglas School at Ellsworth
Air Force Base”, The Instructor, 72 (January, 1963), pp. 48 +.

Gray, Harold F. and Carl T. Fynbol. “Teaching Assistants”, California Journal of Secondary
Education, 25 (April, 1960), pp. 246-247.

Gray, W. S. “Evolution of Patterns of Instructional Organization’’, Conference on Reading,
Chicago Univarsity, (1959), pp. 14-19.

Greenleaf, W. T. “Walls Come Tumbling Down; Team Teaching Center Established by the
Weber County School District in Ogdex, Utah, Under Title 11I Grant”’, American Educa-
tion, 3 (March, 1967), p. 22.

Greig, James and Robert R. Lee. “Cooperative Administration”, The National Elementary
School Principal, 44 (January, 1965), pp. 71-76.

Grieder, Calvin. “Team Teaching: Just Another Kick?”, subsection of *The Administrator’s
Clinic”, Nation's Schools, 70 (October, 1962), pp. 10, 20.

> Griffin, W. M. “Wayland, Mass. High School Program for Individual Differences’, National
Association of Secondary School Principals Bulletin, 47 (March, 1963), pp. 118-127.

Griffiths, T. J. “Toward Ungrading”, Ontario Secondary School Teachers’ Federation Bul-
letin, 49 (May, 1969), pp. 159-160.

Groff, P. J. “Check on Individualized Reading”, Education, 84 (March, 1964}, pp. 397-401.

“Getting Started With Individualized Reading”, Elementary English, 37 (February,
1960), pp. 105-112.

“Helping Teachers Begin Individualized Reading”, National Elementary Principal,
43 (February, 1964), pp. 47-50.

“Individualized Reading: Its Implications For Teacher Education”, Teacher Educa-
tion, 12 (June, 1961), pp. 185-191,

“Librarian and Individualized Reading”, Wilson Library Bulletin, 34 (January, 1960),

’ pp. 359-361.

Gropper, G. L. and G. C. Kress, Jr. “Individualized Instruction Through Pacing Procedures”,
AV Communication Review, 13 (Summer, 1965), pp . 165-182. )

Gross, C. E.“Team Teaching in Pittsburgh”, Education Digest, 28 (November, 19

’ 15.

Gross, J. K. “Making the Change at P. S. 76”, High Points, (Winter, 1969), pp. 9-10.

Gross, R. E. “Emerging Horizons For the Social Studies”, Social Education, 24 (January,
1960), pp. 21-24.

Gurney, D. “Effect of an Individual Reading Program on Reading Level and Attitude To-
ward Reading”, The Reading Teacher, 19 (January, 1966), pp. 277-280.

Gurney, T. C. et al. “What Responsibilities For the Principal in Organizing, Supervising, and
Evaluating Teaching Teams’, National Association of Secondary School Principals Bul-
letin, 45 (April, 1961), pp. 115-120.

Haan, C. T. and R. C. Adams. “Experimentation at Fremont High School”, Journal of
Secondary Education, 37 (May, 1962), pp. 274-279.

Haas, A. “First Year Organization of Elmcrest Elementary School: A Nongraded Team Teach-
ing School”, American School Board Journal, 151 (October, 1965), pp. 22 *.

Haddock* T. T. “Individualized Instruction Through Student Contracts”, Arizona Teacher,
55 (May, 1967), pp. 10-11.

Haeckel, Lester C. “Facilities For Elementary Team Teaching”, American School Board

ERIC T

251




O

ERIC

Aruitoxt provided by Eic:

B N

Journal, 146 (January, 1963), pp. 27-28.

Haggard, G. “Team Teaching”, Texas Outlook, 53 (March, 1969), pp. 28 +.

Hagstrom, L. A, “New Designs FFor Outstanding Teachers”, Grade Tescher, 78 (January,
1961), pp. 13 +.

Haln, R. O. et al. “Team Teaching: A Second Look™, Journal of Teacher Education. 12
(December, 1961}, pp. 508-510.

Halfin, H. H. and M. M. Kufohl. “Team Teaching’’, American Council on Industrial Arts
Teacher Education Yearbook, 14 (1965), pp. 117-127.

Hall, D. C. “Continuous Progress: An Elementary School Program Determined by Child’s
Needs and Abilities”, Kentucky School Journal, 29 (January, 1951), pp. 10-14.

Hall, N. “Individualize Your Spelling Instruction, Elementary English, 39 (May, 1962),
pp. 476-4717.

Halliwell, Joseph W. ““A Comparison ot Pupil Achievement in Graded and Nongraded
Pritmary Classrooins”’, The Journal of Experimental Education, 32 No. | (Fall, 1963),
pp. 59-63.

Ham, J. F. “Success Story: Individualized Spelling”, The Instructor, 75 (September, 1965),
pp. 145 +. '

Hamilton, A. ““Is Team Teaching for Your Child?”, PTA Magazine, 53 (May, 1964), pp. 4-6.

“Team Teaching; How Good Is 1t?", Readers’ Digest, 84 (May, 1964), pp. 169 +.

Hamilton, W. and W. Rchwoldt. “By Their Differences They Learn™, National Elementary
Principal, 37 (December, 1957), pp. 27-29.

Hampton, R. “Team Teaching by TV, Catholic School Journal, 64 (May, 1964), pp. 42-43.

Hanhila, M. “Double-Sized Class Opinionaire; A Report on a Team Teaching Experiment”,
Arizona Teacher, 51 (September, 1962), pp. 12-13.
Hanson, Earl H. “Is Individual Instruction a Myth?”’ PTA Magazine, 57 (October, 1962),
pp. 4-7.
“Teacher Utilization’’. American School Board Journal, 138 (April, 1959), p. 12.
Hanvey, R. and M. S. Tinenberg. “University of Chicago Laboratory School. Chicago, Lvalu-

ates Team Teaching’, National Association of Secondary School Principals Bulletin, 45 '
(January, 1961), pp. 189-197.

Harris, B. H. “‘Preparing To Think About Individualized Reading”, Phi Detta Kappan, 43
(February, 1962), pp. 218-222.

Harris, Ben M. and J. G, Umstattd. “The American High School, 1960 — Revisited in 1970,
Texas Looks at Staff Utilization, The University of Texas, (January, 1960).

Harris, D, B. and E. S. Harris. ‘‘Textbooks and Teaching Aids With Study-Discussion Program”,
PTA Magazine, 58 (December, 1963), pp. 4-6, 35-36.

Harrison, W. J* “Team Teaching at Muskegon, Michigan Senior High School, National
Association of Secondary School Principals Bulletin, 46 (January, 1962), pp. 238-242.

Hart, Hazel C. “‘Classroom Structures Rapidly Changing”, Education, 86 (December, 1965),
pp. 195-201.

Hart, Richard H. “The Nongraded Primary School and Arithmetic’’, The Arithmetic Teacher,
9 No. 3 (March, 1962), pp. 130-133.

Harvey, James M. “On Your Mark, Get Set, Whoa! A Second Look at the Continuous Progress
Plan”, Argus, (July-August, 1966).
Also in Toronto Education Quarterly, 5 (Summer, 1966), pp. 12-14.

Haskel, S. “‘Biology Improvement Program; A New Type of Team Teaching”, High Points,
48 (February, 1966), pp. 34-36.

Hathaway, Larry. “Team Teaching in an Illinois High School” , The American Teacher Maga-

(8%
w
1o

050

e




zine, 46 (April, 1962), pp. 11-12.

Haye, Mildred, “The Testing Program in the Ungraded Primary”, School and Community. 47
No. 2 (October, 1960), p. 14,

Hayes, C. H. “Community Services Backstop Pittsburgh Teaching Teams”, AV Instruction, 7
(Juue, 1962), pp. 390-391.

- “*Pittsburgh Experiment in Team Teaching”, Conference on Reading, University
of Pittsburgh Report, 20 (1964), pp. 59-66.

“Team Teaching in Culturally Deprived Areas: Pittsburgh Team Teaching Project”,
National Elementary Principal, 44 (January, 1965), pp. 60-65.

Heaps, H. and G. A. Hanson. “*Procedures in Team Teaching’, Balance Sheet, 49 (September,
1967), pp. 9-10.

Heam, N. and G. Reid. *“The Webster Story”’, Michigan Education Journal, 32 (December,
1954), pp. 179-185.

Heathers, Glen, editor. “Conducting Field Research in Elementary Education’, The Journal
of Educational Sociology, 24 (April, 1961), The entire issue,
*“The Dual Progress Plan”, Educaticnal Leadership, 18 (November, 1960), pp. 39-91.
“Field Research on Elementa,y School Organization and Instruction’, The Journal
of Educational Sociology, 24 (April, 1961), pp. 338-343.
“Research on Implementing and Evaluating Cooperative Teaching”, National Ele-
mentary Principal, 44 (January, 1965), pp. 27-33.
“The Role of Innovation in Education”, National Elementary Principal, 43 (Septem
ber, 1963), pp. 9-14,
**School Organization: Nongraded, Dual Progress, Team Tcaching”, National Social
Studies Education Yearbooak, 65, part II (1966), pp. 110-134,
and M. Pincus. “Dual Progress Plan in the Elementary School”, Arithmetic Teacher,
6 (December, 1959), pp. 302-305.
Same condensed in Education Digest, 25 (April, 1960), pp. 46-48.
Hechinger, Fred M. *‘New Dual Progress Plan For Grade Schools”, Parent’s Magazine and
. Better Homemaking, 35 (February, 1960), pp. 35 +.
**No Magic Formula: Utopia, An Innovator Warns, Is Not Just Around the Corner”,
The New York Times, (February, 1961),
Hefferan, H. “What is Individualized Reading”, Grade Teacher, 82 (March, 1965), pp. 28 +.
et al. “What Rescarch Says About Nonpromotion”, California Journal of Elementary
Education, 21 (August, 1952), p. 24.
Heller, Mclvin P. “‘Scheduling is Possible at Elementary Levels”, Education, 53 (November, 1964),
pp. 110-111.
“Teamwork in Curriculum Planning”, Wllinois Education, 51 (January, 1963), pp. 195-
196.

and Elizabeth Belford. “‘Hierarchy in Team Teaching’’, National Association of Sec-
ondary School Principals Bulletin, 46 (December, 1962), pp. 59-64.

and “Team Teaching and Staff Utilization in Ridgewood High School”,
National Association of Secondary Schoot Principals Bulletin, 46 (January, 1962), pp.
105-122.

and Eugene R. Howard. ‘A New High School Organized For Quality Instruction™,
National Association of Secondary Schoo) Principals Bulletin, 45 (January, 1961), pp.
" 273-274.

Helser, R. ct al. “*Qutline For Improving Team Teaching”, Michigan Education Journal, 41
(January, 1964), pp. 17-19.

Hemeyer, Will and jean B. McGrew. “Big Ideas For Big Classes”, School Review, 68, No. 3

o ; e
| ROG 23

ﬂ__-__-—:




(Autumn, 1960), pp. 308-317.
Henwood, J. N. J. “Team Teaching’’, Pennsylvania Scheol Journal, 116 (March, 1968), pp.
402 +.
“Here’s A Team Teaching School”, School Progress, 36 (April, 1967), pp. 54-56.
“Here’s What Individualized Instruction Could Mcan To You”', Grade Teacher, 87 (October,
1969), pp. 82-86.
Hessler, F. W. “Curriculum For Children in the Moon Port Schools”, Educational Leader-
ship, 25 (October, 1967}, pp. 69 +.
Hester, Kathleen B. “Every Child Reads Successfully in a Multiple-Level Program”, Elemen-
tary School Journal, 53 (October, 1952), pp. 86-89.
Hetter, R. “How To Put a Tiger in Your Team Teaching Tank”, School Progress, 36 (August,
1967), pp. 26-27.
Hickey, Philip. “Classification of Primary School Children”’, St. Louis Public School Journal,
(Survey Series, No. 12), 6, No. 3 (July, 1953).
“Discarding Traditional Grade Organization is Better For Slow, Average and Rapid
Learners”, School and Community, 44 (March, 1958), pp. 14-16.
Hill, E. K. and P. G. Bergstrom. ‘“Big Ideas For Samll Schools”’, Industrial Arts and Vocation-
al Education / Technicat Education, 57 (April, 1968), pp. 6 +.
Hillen, D. “On Team Teaching”, Ontario Secondary School Teachers’ Federation Bulletin,
48 (October, 1968), pp. 219-220.
Hills, R. J. “A New Concept of Staff Relations”, Administrator's Notebook, 8 (March, 1960).
Hillson, Maurie. “‘Continuous Progress Education”, PACT Magazine, 7 (December, 1968),
pp- 12-20.
“Elementary Education: Current Issues and Research in Education”, The Free Press,
(1967), p. 317.
ct al. “A Controlled Experiment Evaluating the Effects of a Nongraded Organiza-
tion on Pupil Achievement”, The Journal of Educational Research, 57 No. 10 (July-August,
1964), pp. 548-550.
Hoban, P. F. and B. J. McManus. “How to Nongrade a Small High School: Cycling Courses
in Social Studics and English”, School Management, 9 (September, 1965), pp. 78-81,

Hock, L. E. “Using Classroom Committees to Individualize Social Studies Teaching”, High
School Journal, 49 (October, 1965), pp. 22-29.

Hockey, D. J. S. “School Facilities and Individual Development”, Ontario Secondary School
Teachers’ Federation Bulletin, 49 (October, 1969), pp. 216-218.

Hodgkinson, F. A. “Gordon Bill Froject”, Curriculum Bulletin, (Manitoba), 2 (June, 1968),
pp. 6-7.

Hoffa, Harlan and Temple Fawcett. “Team Tcaching and Art Teaching’’, School Arts, 62
(February, 1963), pp. 18-20.

Hotfman, J. “Team Teaching Spells Progress in Business Education”, Business Education
World, 42 (September, 1961), pp. 12-13.

Hoflich, J. E. “Ungraded Primary ”, National Cathofic Education Association Bulletin, 57
(November, 1960), pp. 8-25.

Holden, G. S. “Effects of Computer Based Resource: Units Upon Instructional Behavior”,
The Journal of Exceptional Education, 37 (Spring, 1969), pp. 27-30.

Holden, J. E. “Architect’s View of Team Teaching”, School Administration, 2 (November-
December, 1965), pp. 41-43.

Holloway, George E. “The Nongraded School: A Decision’’, News Exchange, Buffalo, N. Y..
The Western New York Schoo! Study Council, State University of New York at Buffalo.

ERIC

Aruitoxt provided by Eic:

[£9)
1%
4~




e

(June, 1961).
Holmes, Mark. *I Reject Ungrading”, Monday Morning (November, 1967), pp. 21-24.
Holt, D. “Individualized Business Courses”, School and Community, 55 (April, 1969), pp.
24 +, -
Holzman, S. “Classrooms Come to the Conference: National Laboratory For the Advance- 4
ment of Education”’, Senior Scholastic (Teacher Editton), 94 (January, 1969), p. 17.
Hooper, L. “Ungraded Approach to Early Childhood Education™, Prime Areas, 9 (Winter,
1967), pp. 5-8. .
Also in Journal of Education, (B. C.). 12 (January, 1966), pp. 34-38.
Hoopes, Ned F. “Team Teachers Play a Winning Gaine’’, PTA Magazine, 55 (March, 1961),
pp. 29-31. -
“Training Process For Team Teaching”, Journal of Teacher Education, 14 (June,
1963), pp. 177-178,
Hoover, W. F. “Patterns of Organization For Learning”, AV Instruction, 13 (June, 1968),
pp. 588-590.
Hopkins, Kenneth D. et al. “‘An Enpirical Comparison of Pupil Achievement and Other
Variables in Graded and Ungraded Classes’’, American Educational Research Journal,
2 (November, 1965), pp. 207-215.
Hoppock, Anne, “Team Teaching: Form Without Substance’, MEA Journal, 50 (April,
1961), pp. 47-48.
Horn, E. G. “Team Approach Adds Flexibility to Our Grade Program”, lllinois Education,
50 (November, 1961), pp. 114-115. 9
Horowitz, M. “Project MEET (McGill Elementary Education Teaching Teams)”, McGill A
Journal of Education, 2 (Fall, 1967), pp. 183-185.
and H. Smithman. “MacDonald College Dual Progress Plan: A Study in Curriculum
Development and School Reorganization”, Canadian Educational Research Digest, 8
(March, 1968), pp. 60-67.
Hostetler, B. “What Does Individualized Reading Mean To You?”, Elementary English, 39
(March, 1962), pp. 263-265.
Hough, Jim. “School Without Partitions Stimulates ‘Space Age’ Education”, Lansing State
Journal, (March, 6 1960).
House, J. A. “Now It Can Be Done — Individual Instruction”’, Virginia Journal of Education, .
61 (November, 1967), pp. 14-15 +.
Housego, B. C. J. “Evaluation: An Acute Problem in the Nongraded School”, Arbos, 3
(March- April, 1967), pp. 6-9 +.
“The Nongraded Elementary School: Selected Problems”, Canadian Educatior: and
Research Digest, (September, 1968), pp. 245-256.
Houts, P. L. “Profile of the Nongraded Child”’, National Elementary Principal, 47 (January,
1968), pp. 4-9.
Howald, H. J. “Team Teaching in the Elementary School, Grade Five Social Studies”, Ontario
Educational Research Council Conferencs Proceedings, Toronto, 9 (1967), pp. 117-129,
Howe, Harold, II. “Curriculum, the Team, and the School: An Examination of Relationships”,
California Journal of Secondary Education, 37 (October, 1962), pp. 353-361.
———— “Needed: A Radical Change”, The Saturday Review, 43 (September, 1960), pp. 73-
74.
: “How Educational Change Interacts With School Design”, School Progress, 38 (December,
1969), pp. 27-32.
’ “How Forest Hill Got Into Its Continuous Progress Plan”, (part 1 of a two part series), School
Progress, 36 (November, 1967), pp. 40-42.

Q
L P 255
255

e S o




“RIC

Aruitoxt provided by Eic:

—

“How Should Team Leaders Be Chosen? Teachers Opinion Poll”, The Instructor, 78 (August.
1968), pp. 25-26.

“How Staff and Parents React to Continuous Progress; Forest Hill Story. (part 2 of a two
part serics), School Progress. 36 (December. 1967). pp. 29-30.

“How Teaching Teams Stopped Double Sessions™. School Management. 6 (March. 1962),
pp. 89-92.

“How to Break With the Past Without Breaking the Budget™, School Progress. 36 (August.
1967). pp. 30-32.

“How To Improve Instruction With Tcaching Teams”, School Management, 4 (November,
1960). pp. 50-54, 114.

“How To Introduce Team Teaching In Your Llementary Schools”, School Management. S
(November. 1961), pp. 58-62 +.

Hoyles, I:. M. “*Non-Streaming Benefits™. Times Educational Supplement, 2756 (March 15,
1968), p. 871.

Hulzman, S. “One-to-One Ratio: 1Pl Schools”, Senior Scholastic {Teacher Edition), 17
(March, 1969).

Hunt. J. and R. Ehrbright. *Individualizing Instruction in the Upward Bound Program at
University of Montana”, Montana Education, 45 (September, 1968), pp. 29-31.

Hunt. L. C. Jr. “Individualizing Reading Teaching Skills”, Education. 81 (May, 1961), pp.
541-546.

Hunter. Madeline. “Dimensions of Nongrading™, Elementary School Journal, 65 (October,
1964), pp. 20-25.
Also in Education Digest, 30 (November, 1964), pp. 35-37.

*Home-School Communication”, Nationa! Elementary Principal, 47 (November,
1967), pp. 24-30.

“Individualized Instruction”, The Instructor, (March, 1970), pp. 53-63.

“Teachers in the Nongraded School”, NEA Journal, 55, No. 2 (February, 1966),
pp. 12-15.
Also in British Columbia Teacher, 45 (April, 1966), pp. 258-294.

and R. A. Dodds. “Why Nongrading Means Custom-Tailoring Education to the
Individual® (intervicw), School Progress, 38 (Scptember, 1969), pp. 47-49.

Hurley, William et al. “Team Teaching and Use of Recorders in Taylorville Senior High
School”, National Association of Secondary School Principals Bulletin, 44 (January,
1960), pp. 268-274.

lannizzi, E. and C. Robinson. *Team Tecaching: Should You Attempt 1t?”, Journal of Business
Education. 38 (April, 1963). pp. 274-276.

and “Team Teaching Worked For Us In Office Practice™, Business Edu-
cation World, 43 (September, 1962), pp. 18-19.
“Individualized Higher Education”, School and Society, 90 (November 3, 1962), p. 367.
“Individualized Instruction; Symposium”, NEA Journal, 55 (November, 1966), pp. 31-40.

“Individualized Learning Center, McNeill School, Bowling Green”, Kentucky School Journal.
47 (March, 1969). pp. 20-21.

“Individual Learning”, Overview, 2 (March, 1961), pp. 45-52.

Ingham. G. L. “Simulated Environments I'or Individualized Instruction”, AV Ipstruction, 9
(September. 1964). pp. 410-411.

Ingram, Vivian. “Flint Evaluates Its Primary Cycle”, Elementary School Journal, 61 (Noveni-
ber. 1960). pp. 76-80.

Irving, R. “Industrial Arts in the Ungraded Continuous Leamning School”, School Shop, 29



(January, 1970), pp. 33-35.

Ivey, D. L, “Nongraded Linglish Program™, English Journal, 54 (I'cbruary, 1965), pp. 115-117.

Jvins, W, “Team Teaching in Southwestern Secondary Schools™, National Associztion of
Secondary School Principals Bulletin. 48 (May. 1964). pp. 25-30.

Jackson, J. “Analysis of a Team Teaching and of a Self-Contained Homeroom Lixperiment in
Grades IFive and Six”’, Journal of Experimental Education, 32 (Summer, 1964), pp. 317-
331.

Jacobson, J. A, “Inquiry Laboratory: nvironmont IFor Independent Study ™, The Instructor,
77 (April, 1968), pp. 85 +.

“Learning is a Highly Personal Matter”, Social Education, 32 (November, 1968),
pp. 707-708.

Jaffa, N. N, and R, M. Brandt. “‘Approach to the Problem of a Downtown School”, National
Elementary Principal, 44 (November, 1964), pp. 25-28.

Jarvis, Galen M. and Roy C. Fleming. “Team Tcaching as Sixth Graders See 1t”, The Elemen-
tary School Journal, 66 (October, 1965), pp. 35-39.

Jasik, M, *“‘Breaking Barriers By Individualizipg”, Chifdhood Education, 45 (October, 1968),
pp. 65-74.

Jelden, D. L. “Learner-Controlled. Education”, Journal of Industrial Arts Education, 28
(November, 1968), pp. 39-41.

Jenkins, K. D. “Teaming and Teaching”, Clearing House, 42 (October, 1967), pp. 80-82.

Jensen, L. “Description of Team Teaching at Roy High School”, The American Biology
Teacher, 30 (February, 1968), pp. 119-123.

et al. “Eighth Grade Team Teaching at the Roosevelt Junior High School™,
California Journal of Secondary Education, 35 (April, 1960), pp. 236-243.

Jenkins, O. “Team Teaching and the Intern”, Ohio Schools, 44 (January, 1966), pp. 17 +.

Jirak, I. L. “Team Teaching and Geography”, The Journal of Geography, 62 (January, 1963).
pp. 31-33.

Johnson, F. H. “Level System in the Elementary School”, British Columbia Teacher, 45
(I*ebruary, 1966), pp. 167-168.

Johnson, J. “Block Study Could Solve Middle School Problem”, Times Educativnal Supple-
ment, 2787 (October 18, 1968), p. 815.

Johnscii, . D. “Limitless Possibilities in Team Teaching”, Canadian School Journal, 43
(May-June, 1965), pp. 39-40.

*“Listen To the Teachers in Planning Continuous Progress; the IForest Hill Iix-
perience”, Educational Courier, 38 (September-October, 1967), pp. 33-35.

“Team Teaching”, Teachers’ Magazine, 48 (November, 1967), pp. 10-16.
Also in Educational Courier, 37 (May-June, 1967), pp. 35-43.

Johnson, L. V. and M, A. Bardenstein. “The Ungraded Elementary School”, The Delta
Kappa Gamma Bulletin, 26 (Spring, 1960), pp. 46-50.

Johnson, Robert H, “Individualized and Basal Primary Reading Programs; Summary of
Three-Year Longitutinal Study Comparing Individualized and Basal Reading Programs
at the Primary Level: An Interim Report by Lakeshore Curriculum Study Council’,
Elementary English, 42 (December, 1965), pp. 902-904.

and M. Delbert Lobb. “Jefferson County, Colo., Completes Three Year Study of
Staffing, Changing Class Size, Programming and Scheduling”, National Association of
Secondary School Principals Bulletin, 45 (January, 1961), pp. 57-78.

and “Transformation of the Sacred Secondary School Schedule”,
California Journzl of Secondary Education, 35 (February, 1960), pp. 96-105,

ERIC 5 257

Aruitoxt provided by Eic:




Q

ERIC

Aruitoxt provided by Eic:

——

and R. Shutes. “Biology and Team Teaching’’, American Biology Teacher, 24
(April, 1962), pp. 247-255.

et al. “Continued Study of Class Size, Team Teaching and Scheduling in Eight
High Schools in Jefferson County, Colorado’, National Association of Secondary School
Principals Bulletin, 43 (January, 1959).

Johnston, D. C. “In History, Grades 11-13”, Ontario Secondary School Teachers’ Federa-
tion Bulletin, 46 (May, 1966), p. 164.

“Team Teaching and the History Program’’, Canadian Journal of History, 1 (May,
1966), pp. 25-27.

Johnston, W. L. “Teamwork in Music Education”, 1llinois Education, 50 (April, 1962), pp.
342 +,

Joire, M, D, “Thanksgiving, Team Teaching Style”, The Instructor, 77 (November, 1967),
pp. 134-135,

Joly, R. W, “Observations on Team Teaching at Monroe’’, High Points, 46 (May, 1964),
pp. 4146.

Jones, J. C. et al, “Comparison of Pupil Achievement After One and One-half and Three
Years in a Nongraded Program”, Journal of Educational Research, 61 (October, 1967),
pp. 75-77.

Jones, j. M. “Where Stands the Teacher in Age of Technology?”’, Times Educational Supple-
ment, 2795 (December 13, 1968), p. 1342.

Jones, R. V. “Learning Activity Packages: An Approach to Individualized Instruction”,
Journal of Sacondary Education, 43 (April, 1968), pp. 178-183.

Jonsson, S. R. “Team Teaching? Enthusiasm is High”, New York State Education, 50
(November, 1962), pp. 14-16.

Joyce, F. D. “Nongraded Reading Program”, Catholic School Journal, 67 (December, 1967),
pp. 58-59.

Judd, W, J, “Philosophy is Changing and Ungrading is Not Merely Re-grouping”, Educational
Courier, 38 (May-June, 1968), pp. 38-45.

“Kaleidoscope School; Ossington Public School (Junior), Toronto, Ontario™, The Instructor
78 (November, 1968), pp. 46-48.

Kaltenbach, D. “Experiment in Team Teaching”, Ohio Schoots, 39 (October, 1961), p. 15.

Kane, P. W. et al. “*Self Advancement Via Education Spells SAVE™, AV Instruction, 14 (No-
vember, 1969), pp. 52-53.

Kapfer, P. G. “Instructional Management Strategy For Individualized Learning”, Phi Delta
Kappan, 49 (January, 1968), pp. 14-16.
“Practical Approaches to Individualizing Instruction”’, Educational Screen AV
Guide, 47 (May, 1958), pp. 14-16.
and G. Swenson. “Individualizing Instruction For Self-Paced Learning”, Clearing
House, 42 (March, 1968), pp. 405-410.
Kaplan, A, “Achjeving Individualized Instruction™, High Points, (Winter, 1969), pp. 6-8.
Kardell, L. “Individualized Reading”’, School and Community, 47 (April, 1961), pp. 10-11.
Kaufman, Burt and Paul Behune. *‘Nova High — Space Age School”, Phi Delta Kappan, 46
(September, 1964), pp. 9-11.
Kaufman, J. J. “Developing Programs and Training Teachers For the Disadvantaged”’,
Pennsylvania School Jounal, 117 (March, 1969), pp. 430-432 +,
Kauth, Pricills and B, Frank Brown. “Nongraded High School in Melbourne, Fla”, The
Netionsl Association of Secondary School Principals Bulletin, 46 (January, 1962), pp.
127-134,




Q

ERIC

Aruitoxt provided by Eic:

SO

Kaya, Eain. *‘Problems in Evaluating Educational Plans in the School Setting”, The Journal
of Educational Sociology, 34 (April. 1961), pp. 355-359.

Kayfetz, Isidore. “The Emerging Pattern of Promotional Policy”’, National Elementary Prin-
cipal, 26 No. 3 (December, 1946), pp. 2-7.

Keffer, E. R. “Individualized Ty pewriting Instructions’, School and Community, 40 (April,
1960), p. 31.
Also in Balance Sheet, 42 (November, 1960), p. 119.

Keimel, M. V. “Team Teaching, Pros and Cons”, Pennsylvania School Journal, 111 (May,
1963), pp. 386-387.

Keliher, A. V. **Alice Keliher Says”, Grade Teacher, 81 (April, 1964), p. 156.

————— “Team Teaching’’, High Points, 44 (May, 1962), pp. 65-68.

Kelly, Florence C. “*‘Doing Away With Grade Levels”’, NEA Journal, pp. 222-223,

“Ungraded Primary School”, Educational Leadership, 18 (Novemper, 1960),
pp. 79-81.

“Ungraded Primary Schools Make the Grade in Milwaukee”, NEA Journal, 40, No.
9 (December, 1951), pp. 645-646.

Kelly, 1. “In-Service: Team Approach”; Library Journal, 94 (April 15, 1969), pp. 1733-1734.

Kemp ,J. E. and S. Eastman. ‘‘Teaching the One and the Many, at thc Samc Time”, Educa-
tional Screen AV Guide, 46 (Novembcr, 1967), pp. 26-27.

Kennedy, E. C. “No Non-Readers Here”’, AV Instruction, 8 (October, 1963), pp. 586-588.

Kenny, C. “Trying Out An Individualized Reading Program”, Reading Teacher, 16 (Novemn-
ber, 1962), pp. 82-85.

Kessie, E. B. “Goodbye To the Reading Group’’, Grade Teacher, 78 (November, 1960),

p- 30.

Kierstead, Reginald. ‘‘A Comparison and Evaluation of Two Methods of Organization for
the Teaching of Reading”, Journal of Educational Research, 56, No. 6 (February, 1963),
pp. 317-321.

Kierstead, W, “‘Structuring the Non-Structured School”, Ontario Educational Research Coun-
cil Conference Proceedings (ninth), Toronto, (1967), pp. 210-214.

Kilmer, D. G. ‘A Gradeless Composite School Phase 1"’, Ontario Secondary School Teachers’
Federation Bulletin, 48 (May, 1968), pp. 156-161.

King, Arthur Richard, “Planning For Team Teaching: The Human Considerations”, Journal
of Secondary Education, 37 (October, 1962), pp. 362-367.

Also in Education Digest, 28 (December, 1962), pp. 16-19.

“Ungraded Primary Extended to Full Six-Year School”, School Management, 3,
No. 2 (February, 1959), p. 58.

Kingdon, Marie. ““Grades or Levels? Perspectives on the Ungraded Primary Plan in Michigan”,
Michigan Education Journal, 39, No. 16 (April, 1962), pp. 514-517.

Kinney, D. and 1. Lobur. “Team Teaching Project With Maps and Globes”’, The Instructor,
72 (June, 1963), pp. 44-45.

Kivett, Ruth S. “Team Teaching is Tops”, Indiana Teacher, 106 (May, 1962), pp. 368-370.

Klausmeier, H. J. “Using Research to Gear Learning Activities to Achievement Level of Stu-

dents”, Wisconsin Journal of Education, 96 (February, 1964), pp. 28-29.
and W. Wiersma. “Team Teaching and Achievement”, Education, 86 (December,

1965), pp. 238-242.

Klemm, E. “Appropriate School Programs: The Nongraded Primary”’, Education, 85 (April,
1965), p. 488. ‘

Kline, F. A. “Student Teachers’ Experiences With Individual Instruction”, The Catholic Edu-
cational Review, 58 (October, 1960), pp. 453-458.

o
w
el




ERIC

Aruitoxt provided by Eic:

Klohr, Paul R. “‘Studies of the Teaching Act: What Progress?”, Educational Leadership.
20 (November, 1962), pp. 93-96.
Knieter, G. L. “Creative Arts Symposium; A Four Year Experiment Team Teaching Music
and the Fine Arts”, Music Educators Journal, 49 (April, 1963), pp. 62 +.
Knight, L. E. “A Study of Double Grades in New Haven City Schools”, Journal of Experi-
mental Education, 7 (September, 1938), pp. 11-12,
Knoll, M. H. “Individualized Activities For Reading”’, The Instructor, 75 (June, 1964),
pp. 7+.
Kober, J. “IPI in Math Introduced in Havre”, Montana Education, 45 (April, 1969), pp. 8-
9.
Kohl, H. “School Within a School”, Grade Teacher, 87 (September, 1969), pp. 12 + and 87
(October, 1969), pp. 11-12.
Kopp, O. W. “Grouping Pupils in the Elementary Schools”, New York‘State Education, 54
(May, 1957), pp. 540-542.
Korb, M. V. “Positive and Negative Factors in Team Teaching’’, The Mathematics Teacher,
61 (January, 1968), pp. 50-53.
Kowitz, Gerald T. “The Change and Improvement of School Practices”, Phi Delta Kappan,
45 (February, 1961), pp. 216-219.
Kozokowsky, P. “Evaluation in the Continuous Progress Program at Beaumont”’, Curriculum
Bulletin (Manitoba), 3 (April, 1969), pp. 6-7.
Krohn, M. L. “Learning and the Learning Center”’, Educational Leadership, 21 (January,
1964), pp. 217-222. ‘
“Labels and Fingerprints”, National Education Association Journal, 50 (February, 1961),
p. 50.
Lachelt, R. M. R. “Nongrading: Encouraging Flexibility to Meet Individual Differences”
Minnesota Journal of Education, 49 (December, 1968), pp. 12-15. ~-r
Lafferty, A. D. ‘“We’re Missing the Boat”, British Columbia Teacher, 46 (September-
October, 1966), pp. 32-33.
Lahi, A. K. “Student: A Territorial Wetback; Individual Work Stations’’, School Shop, 28
(April, 1969), pp. 131 +.
Lalime, Asthur W. “Elementary Schools Designed For Team Teaching”, AV Instruction, 7
(October, 1962), pp. 540-541.
Lambert, Philip. “Team Teaching For the Elementary School”, Educational Leadership, 18
(November, 1960), pp. 85-88.
Same condensed in Education Digest, 26 (February, 1961), pp. 5-7.
“Team Teaching For Today’s World”’, Teachers College Record, 64 (March, 1963),
p. 480.
et al. “Comparison of Pupil Achievement in Team And Self-Contained Organiza-
tions”, Journal of Experimental Education, 33 (Spring, 1965), pp. 217-224,
et al. “Comparison of Pupil Adjustment in Team and Self-Contained Organizations”,
Journal of Educational Research, 58 (March, 1965), pp. 311-314.
et al. “* A Study of the Elementary School Teaching Team”, The Elementary School
Journal, 66 (October, 1965), pp. 28-34.
Lamers, W. M. “Milwaukee’s Ungraded Primary Plan”’, American School Board Journal, 145
(November, 1962), pp. 11-13.
Landers, J. and C. Mercurio. “Improving Curriculum and Instruction For the Disadvantaged
Minorities; Team Teaching”’, Joumal of Negro Education, 34 (Summer, 1965), p. 362.

Lane, H. A. “Moratorium on Grade Grouping”, Educational Leadership, 4 (March, 1947),
pp. 385-395.

260,
2610




ERIC

Aruitoxt provided by Eic:

O -il

Lane, Robert H. “Experiments in Reorganizing the Primary School: A Symposium”,
Childhood Education, 15 (February. 1939), pp. 262-271,
*‘Organizing the Primary School”, Childhood Education, 14 (November, 1937),
pp. 110-113.
Langer, . “*“Melbourne: Ungraded High, Melbourne, IFlorida”, Senior Scholastic (Teacher
Edition}, 83 (October 4, 1963), pp. 18t-19t.
*‘Team Teachir¢ at Dundel”, Senior Scholastic (Teacher Edition), 82 (I'cbruary,
1963), pp. 5t-6t.
Languis, M. L. ct al. “Teaming: 1nnovation in Teacher Education”, Educational Leadership,
26 (May, 1969), pp. 806-807.

Lanning, Thomas E. and Robert V. Weaver. “Multiple Grouping and Teamwork”’, Ohio
Scheols, 40 (November, 1962), pp. 28-29.

Laormina, . R, “Team Teaching in the Middle School”’, New York State Education, 56
(April, 1969), pp. 22 +.

Larmee, Roy A. and Robert Ohim. “University of Chicago Laboratory School I'reshmen
Project Involves Team Teaching, New Faculty Position, and Regrouping of Students”,
National Association of Secondary School Principals Bulletin, 44 (January, 1960), pp.
275-289.

Larson, Knute. “Cranston High School East Experiments in Teain Teaching”, The Rhode
Island Schoolmaster, (March, 1961), p. 6,

Lass, A. and J. S. Bruner. “Review of B. Frank Brown’s ‘Nongraded High School’ ”, Saturday
Review, 47 (January 18, 1964), pp. 70-72.

Lattin R. and G. W. Wagner. “‘Promising Practices in Individualizing Instruction in the Ele-
mentary School”, Midland Schools, 75 (November, 1960), pp. 21-23.

Lauder, Deck. “Team Teaching: Two Programs at Shoreline, Seattle High School”, College
of Education Record, University of Washington, 29, No. 3 (March, 1963), pp. 29-38.

Law, Harriet. *“This School Was Built For Continuous Progress”, School Progress, 36 (De-
cember, 1967), pp. 52-53.

“Where A Staff Initiated a Continuous Progress Plan”, in “What is a Staff? Boss
or Underlings? Or Teaching Colleagues?”’, Monday Morning, (April, 1967), pp. 17-19.

Lazerick, Beth. “We Individualize Math”’, The Instructor, (March, 1970), p. 64.

Leavitt, D. C. “‘Individuals, Front and Center; Teaching Innovations Presented at the National
Laboratory for the Advancement of Education, Washington, D. C.”’, American Education,
5 (February, 1969), pp. 4-6.

LeBaron, Walter A. “‘Some Practical Techniques in Developing a Program of Continuous Pro-
gress in the Elementary School”, Elementary School Journal, 46 (October, 1945), pp.
89-96.

Lee, B. “Not a Solitary Seeking For Individual Glory; Touring the Non-Graded Schools of
Dade County, Fla.”, Kentucky School Journal, 46 (March, 1968), pp. 27-28.

Lee, D. M., “Do We Group in an Individualized Program?”, Childhood Education, 45 (De-
cember, 1968), pp. 197-199,

Lee, J. M, “Individualized Instruction”, Education, 74 (January, 1954), pp. 267-271.

Lerch, H. H. “Arithmetic Instruction Changes Pupils’ Attitudes Towards Arithmetic”’, The
Arithmetic Teacher, 8 (March, 1961), pp. 117-119.

Lewis, A, J. “Staff Utilization to Improve Learning”, Educational Leadership, 17 (April,
1960), pp. 410-415.

Lewis, Phyllis A. “Team Teaching — A Creative Approach’’, Educational Horizons, 41
No. 1 (Fall, 1962), pp. 11-14.

261




Lewis, P, (compiled by). “Facilities For the School of the Future — A Bibliography”, AV
Instruction, 7 (October, 1962), pp. 562-564.

“Lid’s Off Learning”, School Progress, 38 (February, 1969), pp. 48-51.

Lillard, K. B. and D. J. Fox. “‘Another Stab at Julius Caesar”, Texas Outlook, 52 (February,
1968), pp. 36-37 +.

Lindahl, G. A. “Team Teaching in English is Flexible, Stimulating”, Chicago School Journal,
46 (November, 1964), pp. 49-56.

Lindberg, L. and M. W. Moffitt. “What is Individualized Education?”, Education Digest, 30
(October, 1964), pp. 30-31.

Lindsey, J. F. “Nongraded Programs; Which One?”’, Elementary School Journal, 68 (Novem-
ber, 1967), pp. 61-62.

Lindvall, C. M. and R. C, Cox. “Role of Evaluation in Programs For Individualized Instruc-
tion”, National Society For the Study of Education Yearbook, 68, part 2 (1969), pp. 156-
188.

Lipson, F. “Third Grade Reading Program”, Journal of Developmental Reading, 6 (Summer,
1963), pp. 265-270.

Little, E. et al. “Team Teaching Program at Nathan Hale Senior High School; Green Version
of BSCS"", American Biology Teacher, 28 (March, 1966), pp. 187-190.

Lloyd, A. C. “*Meeting Individual Needs of Cffice Clerical Students Through Individualized
Programs of Instruction”, Business Education Forum, 23 (February, 1969), pp. 12-14.
Lloyd, R. D. “In Latin, Grades Ten to Twelve”’, Ontario Secondary School Teachers' Federa-

tion Bulletin, 46 (May, 1966), pp. 167-168.

Lobb, M, D. et al. “What Are Some Promising Practices in Team Teaching?”’, National Associa-
tion of Secondary School Principals Bulletin, 44 (April, 1966), pp. 2-7.

Lofthouse, Y. M. “Individualized Reading: Significant Research”, The Reading Teacher , 16
(September, 1962), pp. 35-37.

Long, E. “Continuous Progress . . . An Evaluation”, Canadian School Journal, 45 (January-
February), pp. 8-10.

“Evaluation of the Continuous Progress Plan at the End of the Third Year”, On-
tario Educational Research Council Annual Conference Proceedings, (1967). pp. 119-
124.

Lonsdale, Bernard J. “Television and Team Teaching in California Elementary School”, Cali-
fornia Journal of Elementary Education, 31 (November, 1962), pp. 75-94.

“A Look at Continuity in the School Programs”, Association for Supervision and Curriculum
Development Yearbook, (1958), pp. 199-214,

Loomis, M. J. “Grouping For Individualized Instruction”, NEA Journal, 48 (September, 1959),
pp- 17-18.

Lord, J. C. E. “Team Teaching Should Be Tailored to the Individual School Situation™,
Business Education World, 43 (April, 1963), pp. 10-11 +.

Loretan, Joseph O. “Individualizing Programs in the Junior High School”, National Associa-
tion of Secondary School Principals Bulietin, 46 (February, 1962), pp. 59-65.

————— “Team Teaching: Plus and Minus in New York City’s Junior High Schools”,
National Association of Secondary School Principals Bulletin, 46 (January, 1962), pp.
135-140.

Lormier, Dr. W. C. “Why Nongrading Requires a Re-thinking of Practices”, School Progress,
(Febmary, 1967),

Lowrie, J. E, “Team Teaching and the Creative Elementary School Library”’, Wilson Library
Bulletin, 36 (October, 1961), pp. 129-132.

Lozanoff, P. “‘Speciauzed Teaching: rrogress Report”, American Biology Teacher, 30 (Febru-

% Q

ERIC

] . 'r .
» .. *
S E——— .




ary, 1968), pp. 114-118.
-——— * ST-TOP! Specialized Teaching; the Orange Program”, American Biology Teach-
ar, 26 (May, 1964), pp. 366-368,

Lopini, D. “Continuous Progress Replaces the Graded System of Education; Revolutionary
Changes in the Organization of Montreal Schools”, PACT Magazine, 5 {(December, 1966),
pp. 8-11.

Lust, A. et al. “McKee School: An Experiment in Instructional Improvement”, CSA Bullatin,
7 (June, 1968), pp. 15-37.

Macbeath, 1. “Grade System Abolished in Wealthy Weschester”, Times Education Supple-
ment, 2710 (April 28, 1967), p. 1405.

MacDonell, G. T. “Sister’s. Science tomplex: Tailored to Team Teaching”, Manitoba Teach-
ar, 46 (November-December, 1967), pp. 6-9.

Macl ay, D. A. *‘Organizational Patterns and Professionalism’, CSA Bulletin, 5 (January,
1566), pp. 4-10.

and K. L. Ward. “Team Teaching in Western Canada”, Canadian Administrator,
7 (December, 1967), pp. 9-12. )

MacKinnon, F. A. “Gifted and Retarded Children in the Nongraded System”, Arbos, 2
(April, 1966), pp. 34-35.

Madson, M. L. “Above and Beyond in Senior High Biology’’, Minnesota Journal of Educa-
tion, 45 (January, 1965), p. 27.

Mahoney, William M. “Try Coordinate Teaching”, American Schoo! Board Journal, 139
(November, 1959}, pp. 13-14.

Marcatante, J. “Programmatic Fallacy and Individualized Reading”, High Points, 42 (May,
1960), pp. 47-50.

Markle, S. M. “Individualizing Programmed Instruction: The Programmer”, Teachers College
Record, 66 (December, 1964), pp. 219-228.

Marks, M. B. “Assistant Teacher”, National Association of Secondary School Principals Bul-
letin, 48 (March, 1964), pPp. 56-60.

Marsh, G. “Communications-Arts Teams; Broward County, Fla.”, Today’s Education, 58
{I>ecember, 1969), pp. 39-41.

Marsh, Robert, “New Technique Has Advantages For Both Students and Teachers”, {llinois
Education, 50 (November, 1961), pp. 111-112,

———— “Team Teaching: New Concept?”, Clearing Houss, 35 (April, 1961), pp. 496-499.

Martin, C. K. and D. I. Munger. “Team Teaching in a Course In Fundamentals of Speech”’,
The Speech Teacher. 14 (November, 1965), pp. 331-333.

Mason, H. et al. “Report on Team Teaching Adapted to a Standard Secondary School Cur-
riculum”, American Biology Teacher, 26 (May, 1964), pp. 363-365.

Matcha, J. and D. Kenyon. “Trying Out For a Team?”, English Joumal, 57 (March, 1968),
pp. 416419,

Matheson, R. E. **A Co-operative Learning Project: St. Andrew’s Junior High School”, On-
tario Educational Research Council Proceedings of the Fourth Workshop in Classroom

Research, Toronto, (1967), pp. 40-45.

Mathews, Dr. Agnes. “The Nongraded School”, Educational Review, 80 (March, 1966), pp.
9-10.

Matthews, A. “Continuous Progress and Grouping”, Profile, 6 (December, 1967), pp. 17 +.

Maurer, D. C. “Pair Learning Techniques in High School”, Phi Delta Kappan, 49 (June, 1968),
pp. 609-610. i

Maxwell, G. W. et al. “How Effective is Team Teaching in General Business?”’, Business Edu-
cation World, 42 (December, 1961), pp. 7-10.




E

O

RIC

Aruitoxt provided by Eic:

May, L. “Individualized Instruction in a Learning Laboratory Setting”, The Arithmetic
Teacher, 13 (March, 1966), pp. 227-231. :

Mayer, F. and W. Tipton. “Team Teaching; West Clermont School District”’, Ohio School,
43 (February, 1965), pp. 20-21.

and J. H. Wooldridge. “Preparing For Team Teaching at West Clermont”, Ameri-
can School Board Journal, 145 (June, 1962), p. 10.

McBeath, A. G. “The Nongraded System”, Educauonal Heview (January. 1966), pp. 12-
17.

McBurney, W. F. "Individualized Instruction: A Case For the Independcnt Student Investi-
gation in Science”, School Science and Mathematics, 69 (December, 1969), pp. 827-
830.

McCarthy, C. J. “Nongrading”, School Progress. (February, 1967).

McCarthy, G. J. “Nongrading: You Can’t Fit People Into Groups”, School Progress, 36
(February, 1967), pp. 38-39.

McCarthy, R. J. “Nongraded Middle School”, Naticnal Elementary Principal, 47 (January,
1968), pp. 15-21.

McCollum, T. E. et al. “*Snyder, Texas, Continuous Team Teaching”, National Association
of Secondary School Prircipals Bulletin, 45 (January, 1961), pp. 261-265.

McCormick, N. “Individualized Reading in Action”, The Instructor, 75 (September, 1965),
pp. 73 +.

McCracken, R. A. et al. “Individualizing Reading With Pupil-Teachers”, Education, 86 (No-
vember, 1965), pp. 174-176.

McCreary, R. V. “Meeting Individual Reading Needs”, Elementary English, 36 (May, 1959),
pp. 294-297.

McCurdy, D. W. “Student Commons in High School: Why Not?”, Education, 89 (February,
1969), pp. 215-216.

McCurties, H. L. and B. H. Schycker. “Two Teachers and a One Room School”, Chicago
Schoot Journal, 44 (December, 1962), pp. 131-133.

McCuskey, D. “Critical Commentary”’, Association for Student Teaching Yearbook, (1961),
pp. 92-94.

McDaniel, W. B, “Lemasters Elementary School Changes to Workable Nongraded System”,
School and Community, 51 (May, 1965), pp. 14-15.

McDonald, R. E. “Team Teaching Reinforced”, Texas Outlook, 47 (Aprit, 1963), pp. 29 +.
McGillicuddy, F. S. “Nongrading: It Could Be the Answer”, (part 1 of a 2 part scrics),
Educational Review, 83 (November, 1968), pp. 30-33.

“Nongrading: It Could Be the Answer” (part 2 of a 2 part series), Educational
Review, 83 (January, 1969), pp. 50-53.

McKeegan, H. F, “What Individualizing Instruction Means to the Curriculum Director;
Milton Project”, AV Instruction, 13 (March, 1968), pp. 232-237.

McKerlie, D. “Individual Learning From Theory Into Practice”, Ontario Secondary School
Teachers’ Federation Bulletin, 49 (December, 1969), ppl 471-473.

McLane, M. et al. ““Team Teaching and Objective Evaluation”, Clearing House, 44 (Novem-
ber, 1969), pp. 174-178.

McLeod, D, “An Appraisal of the Nongraded Plan”’, Modern Instructor, 35 (June, 1967),
pp. 579-588.

“Division System and the Nongraded School: The Reorganization Proposal”,
Modem Instructor, 35 (December, 1968), pp. 195-196.

“Effective Implementation of a Nongraded Plan”’, Modem Instructor, 35 (May,
1967), pp. 515-518.

264 5%



Q

ERIC

Aruitoxt provided by Eic:

“Nongraded Elementary School”’, Modem Instructor, 35 (February, 1967),
pp- 323-326.
——— “Nongraded School”’, Modern Instructor, 35 (January, 1967), pp. 259-262.
“QOrganizing the Nongraded School and Classtoom: Conceptions of School Func-
tion”’, Modem Instructor, 35 (April, 1967), pp. 451-454.
“What is a Nongraded School?”, Canadian Education Research Digest, 8 (March,
1968), pp. 38-65.

McLoughlin, W. P. “Phantom Nongraded School”, Phi Delta Kappan, 49 (January, 1968),
pp. 248-250.

Also condensed in Education Digest, 33 (March, 1968), pp. 11-13.

McMahon, E. and R. H. Anderson. *Principals’ Views of Team Teaching”, National Elemen-
tary Principal, 44 (January, 1965), pp. 27-33.

McMahon, M. et al, “New Look For Kindergartens”’, Wisconsin Journal of Education, 100
(December, 1967), pp. 14-15.

McMurtry, J. “Frank Brown and the Gradeless School”, Monday Morning, 2 (November,
1967), pp. 24-25.

1cNaiz, C. J. “In Grade Ten Geography”, Ontario Serondary School Teachars’ Federation
Bulletin, 46 (May, 1966), p. 165.

McNeil, J. and J. E. Smith. “Multi’s at Nova; Learning Activity Package’, Education Screen
AV Guide, 47 (January, 1968), pp. 16-19 +.

McNutt, M. “Open Space: Room to Grow In”, Arbos, 5 (May-June, 1969), pp. 4-8.

McVey, M. “Individualized Versus Independent Reading”, Education, 82 (September, 1961),
pp- 17-18.

Meidinger, R. F. and L. W. Bunyan. “Diad . . . A Team Approach to the Teaching of Eng-
lish”, English Teacher, 7 (January, 1967), pp. 19-24.

Also in British Columbia English Teacher, 8 (April, 1968), pp. 40-46.

Meiskin, M. “Cooperative Teaching in the Elementary School”’, Education, 88 (April, 1968),
pp. 342-344.

Mellen, M. E. “Individualizing To Stimulate the Slow Learner”’, The Grade Teacher, 85
(March, 1968), pp. 109-110.

Melnychuck, R. S. and J. H. M. Andrews. ‘‘Assessment of the Academic Achievement of
Average and Accelerated Pupils in Edmonton’s Continuous Progress Plan’, Alberta
Journal of Educational Research, 11 (June, 1965), pp. 111-115.

Menacker, Julius. ‘‘Tater-departmental Team Teaching in the High School”, Education Di-
gest, 26 (May, 1961), pp. 8-9,

“Team Teaching: Social Studies and Business”, Journal of Business Education,
38 (December, 1962}, pp. 103-104.

Mercills, M. G. “The Primary School Unit”, Bulletin of School Education, 25 (January,
1949), pp. 13-18.

Mersand, J. “Individualizing Instruction in English in Large and Small Classes”, National
Association of Secondary School Principals Bulletin, 44 (March, 1960), pp. 111-123.

“Role of the Department Head in Providing For Individualization of Instruction”,
The High School Journal, 42 (April, 1959), pp. 278-284.

Mesedahl, L, K. “IMC: Contribution to Individualized Instruction”, AV Instruction, 10
(Novenber, 1965), pp. 704-705.

Meyer,J. A. “Group Grope: Problems of Team Teaching”, Clearing Houss, 42 (February,
1968), pp. 362-364.

———— “Salvaging Team Teaching”, Clearing House, 44 (December, 1969), pp. 203-205.




O

ERIC

Aruitoxt provided by Eic:

“Teaming — A First Step to Interdisciplinary Teaching”, Clearing Houss, 43
(Maich, 1969), pp. 406-410.
Michael, Lloyd S. “New Directions to Quality Education in Secondary Schools”, National
Association of Sacondary School Principals Bulletin, 45 (January, 1961), pp. 11-18.
“Team Teaching”, National Association of Sacondary School Principals Bulletin,
47 (May, 1963), pp. 36-63.
and J. Lloyd Trump. “Ideas Directing Education”, The School £xecutive, 78
(June, 1959), pp. 23-25.
Mickleburgh, B. “‘Report From the Action Statiohs; Ungrading - II”, Monday Morning, 2
(April, 1968), pp. 19-25.
Miller, A. “Meeting Individual Differences in Reading Through Use of School Organization”,
Conference on Reading, University of Chicago, 26 (1964), pp. 209-213.
Miller, J. S. “Individualized Instruction’”, Elementary School Journa!, 66 (April, 1966), pp.
393-395.
Miller, K. G, et al. “‘Center Bookkeeping Around the Individual”, National Business Educs-
tion Yearbook, 5 (1967), pp. 140-144.
Misner, Paul. *“The Primary Unit Plan in Glencoe”, Schoolmen's Week Proceedings, 33 (June,
1946), pp. 100-101.
Mitchell, D. P. “Housing Cooperative Teaching Programs”, National Elementary Principal,
44 (January, 1965), pp. 44-52.
Mitchell, Wanda B. *“Why Try Team Teaching?”, National Association of Secondary School
Principals Bulletin, 46 (January, 1962), pp. 247-252.
Molner, D. I. “Machines to Individualize Your Teaching”, Senior Scholastic (Teacher Edition),
92 (May 16, 1968), pp. 10-11.
“Teaching Machines For Individual Instruction”, Senior Scholastic (Teacher Edi-
tion), 93 (October 11, 1968), p. 18.
Montean. . J. “Dual Progress Plan in the West Irodequoit Central School District”, Science
Education, 50 (Febmary,_1966), pp. 39-43.
Moore, D. W. “Individualized Instruction: Achievement Levels Program”, Texas Outlook.
50 (April, 1966), pp. 36-37.
Moore, J. D. “Berwyn, Pa. Junior High Designed For Learning”, American School Board
Journal, 152 (April, 1966), pp. 16-18.
Moore, R. E. “Individualized Math”, School and Community, 54 (February, 1968), pp. 20-
21.
Moreland, E. F. “Audiovisual Specialists in Team Teaching Programs”, National Associa-
tion of Secondary School Principals Bulletin, 53 (March, 1969), pp. 106-116.
Morlan, J. E. “Team Approach to Large Group Instruction”, AV Instruction, 9 (October,
1964), pp. 520-523.
“Think Twice About Team Teaching”, The Instructor, 73 (September, 1963), p. 75.
Morrison, N. C. “Instead of Ability Grouping, What?”’, Childhood Education, 36 (April,
1960), pp. 371-373.
Morse, Arthur D. “Open Minds and Flexible Schools”, The Saturday Review, 43 (September,
1966), pp. 67-68.
Moscow, D. H. “Individualizing Instruction With Paperiacks”, NFA Journal, 53 (April,
1964), pp. 21-22.
Mosher, M. “Team Teaching Experiment in a Maryland Setting”, Times Educational Supple-
ment, 2623 (August 27, 1965), p. 327.
Munroe, B. C. “Team Teaching”, British Columbia Parent-Teacher, 32 (December, 1966),
pp. S5 +.

266

AR



Munroe, G. and G. Wiley. “Team Teaching in Ontario Sezondary Schools”, (summary of a re-
port), Ontatio Journal of Educational Research, 8 (Winter, 1965-66), pp. 187-193.

Murphy, B. ‘“Third Year”, New York State Education, 51 (March, 1964), pp. 24-26.
National Association of Socondary School Principals Bulletin, 66 (January, 1962), The en-

tirc issue was prepared by the Committee on Staff Utilization, a committee appointed
by the NASSP.

“Necessary Nine; Oakleaf Individualized Elementary School Science”, Grade Teacher, 85
(January, 1968}, p. 89.

Nelson, Jack L. and G. A. Robinson. “Teacher Education Through Team Teaching”, School
and Society, 91 (December, 14, 1963), pp. 409-410.

et al. ““Team Teaching For Teacher Education: The New Approach”, Journal of

Teacher Education, 13 (September, 1961), pp. 380-382.

Nelson, N. E. and G. A. Nelson. “When the Child Works Qut His Own Programme”’, Monday
Morning, (April, 1967), pp. 19-22.

Nelson, O. F. “Meeting Individual Differences in the Classroom”, High School Journal, 42
(April, 1959), pp. 259-262.

Nelson, Roland H. ““And Here’s How an Educator Would Put the Perception Core Into Effec-
tive Use””, Nation’s Schools, 65 (March, 1960), pp. 85-87.

Nelson, T. L. “Pupil Progress Plan in Berleley”, Elementary School Journaf, 50 (February,
1950), p. 315.

Nelson, V. C. R. “Time . .. Team ... Techtonics”, CTA Journal, 61 (October, 1966), pp.
28-30.

Nesbitt, W. Q. “Big Classes in Te)ias”, Education Screen AV Guide, 38 (November, 1959),
pp. 594-596. '

and Palmer O. Johnson. “Some Conclusions Drawn From Snyder, Texas, Project”,
National Association of Secondary School Principals Bulletin, 44 (January, 1960),
pp. 63-75.

Neubauer, D. “Nongraded School: Some Current Questions’’, National Association of Secon-
dary School Principals Bulietin, 47 (January, 1968), pp. 2-3.

Newcomer, K. “How Would You Like an Assistant Teacher?”, Schooi and Community, 50
(May, 1964), pp. 23-24.

“New Method Individualizes the Teaching of Shorthand”, School Progress, 38 (December,
1969), p. 50.

“New Opportunities For Expertness: Team Teaching and Flexible Scheduling; Symr.osium”,
Journal of Secondary Education, 37 (October, 1962), pp. 340-382.

Newsome, E. “‘Cooperative Teaching in the Elementary School; Getting Your Feet Wet”,
Curricuium Bulletin (Manitoba), 2 (June, 1968), pp. 8-9.

“Team Teaching: Why So Little In the Elen:entary School?”, Curriculum Bulletin
{Manitoba), 2 (May, 1968), p. 10.

“New Way To Speed Students’ Learning”, Geod Housekeeping, 167 (September, 1968),
p. 174.

“New York City inraugurates a Continuous Progress Plan”, (Editorial), Elementary School
* Journal, 44 (September, 1943), pp. 9-10.

Nichols, Aileen J. “Team Teaching”, Kentucky School Journal, 41 (January, 1963), p. 20.

Niess, Charles. ‘A Nongraded Program For the Small High School”, National Association of
Secondary School Principals Bulletin, 50, No. 307 (February, 1966), pp. 19-27.

Nimnicht, Glendon P. “Second Look at Team Teaching”, National Associatiost of Secondary
School Principals Bulletin, 46 (December, 1962), pp. 64-69,

Nissen, J. W. “In Grade Eleven Physics”, Ontario Sacondary School Teachers’ Federation




ERIC

Aruitoxt provided by Eic:

Butletin, 46 (May, 1966), p. 169.

Noall, Matthew F. and Lowell Jensen, “Team Teaching at Roosevelt Junior High Schoot,
Duchesne County, Utah”, National Association of Secondary School Principals Bulletin,
44 (January, 1960), pp. 156-163.

—— and Maurice Nuttall. ‘“‘Hurricane, Utah, High School Ungraded English Project”,
National Association of Secondary School Principals Bulletin, (January, 1962).

and Gale Rose. “Team Teaching at Wahlquist Jr. High School, Weber County,
Utah”, National Association of Secondary School Principals Bujletin, 44 (January,
1960), pp. 164-171.

“A Nongraded High School Gets Underway”’, School Progress, (June, 1968).

“Nongraded School”, School and Saciety, 94 (January, 1966), pp. 32 +.

“Nongraded School Organization”, National Education Association Ressarch Bulletin, 43

No. 3 (October, 1965), pp. 93-95.

“Nongraded Trimester Plan Makes High School Unique’’, School Progress, (January, 1965).

“Nongrading”, Review of Educational Research, (October, 1964).

“Nongrading: You Can’t Fit People into Groups”, School Progress, (February, 1967).

Nordquist, E. L. “Grade System; Prime Obstacle To a Child’s Peace of Mind”, British Colum-
bia Teacher, 46 (February, 1967), pp. 204-205.

Norin, W. W. “Some Practices in Grouping”, Childhood Education, 45 (December, 1968),
pp. 189-196.

“North York Zion Heights Junior High School Architectural Innovation”, Curriculum Bui-
letin, 1 (September, 1968), pp. 3-5.

Norton, Monte S. “Approaches to Team Teaching’’, National Association of Secondary
School Principals Bulletin, 44 (October, 1960), pp. 89-92.

Nyquist, J. L. “Grouping Other Than Ability”, English Journal, 57 (December, 1968),
pp. 1340-1344,

“Oakleaf Teachers Diagnose, Then Prescribe For Pupils”, Nation's Schools, 80 (September,
1967), pp. 70-72.

O’Beime, Gladys. “An Ungraded Early Elementary School Program”, Educationat Methods,
21 (January, 1942), pp. 178-180

O’Brien, M. C. “California Surveys Experimental Programs in Business Education”, National
Association of Secondary School Principals Bulletin, 46 (January, 1962), pp. 99-102.

O’Bruba, W. S. “Team Meeting: Heart of Team Teaching; Planned Continuous Advancement”,
Pennsylvania School Journal, 118 (December, 1969), pp. 105 +.

O’Connell, Sheila. “Innovators Must Also Be Tacticians”, Monday Morning, (January, 196 8).

O’Connor, L. Y. “Individualized Instruction in Reading’’, The Instructor, 73 (September,1
1963), pp. 122-123.

Oehmig, Elizabeth. “Lost in Nashville, Three Grades’, The Nation’s Schools, 18 (September,
1966), p. 29.

Oettinger, A. G. ““Myths of Educational Technology”, Education Digest, 34 (November, 1968),
pp. 5-8.

———— and S. Marks. “Educational Technology: New Myths and Old Realities; Watertown
(Mass.), Language Laboratory; With Discussion”, Harvard Educational Review, 38 (Fall,
1968), pp. 697-755.

Ogston, T. J. “Individualized Instruction: Changing the Role of the Teacher”, AV Instruc-
tion, 13 (March, 1968), pp. 243-248.

Ohanion, A. “Team Teaching”, Education Screen AV Guide, 42 (May, 1963), p. 259.

Ohm, Robert D. “Toward a Rationale For Team Teaching”, Administrator's Notebook, 9
(March, 1961).

268 2015




Q

ERIC

Aruitoxt provided by Eic:

Oliver, R. “Math; to Each His Own”’, Montana Education, 45 (April, 1969), pp. 9-10.

Otlson, C. O. Jr. “Teaching Team in the Elementary School”, Education, 88 (April, 1968),
pp. 345-349.

“We Call It Team Teaching, But Is it Really That?"’, Grade Teacher, 83 (October,
1965), pp. 8.

“Why Teaching Teams Fail”’, Peabody Journai of Education, 45 (June, 1967), pp.
15-20.

“One-Room School House”, Time, 77 (May 5, 1961), p. 41.

“Open-Space ‘School Without Walls’ Permits New Patterns For Nongrading, Team Teaching’,
School Progress, 34 (September, 1965), pp. 42-43.

“Opinions on Ungraded Secondary Schools”, Schoot Progress, 37 (March, 1967), pp. 13+,

“Organizing For Effective Learning”, Educational Leadership, 17 (April, 1960), pp. 402-
438.

Orr, E. P. “Personalized Reading”, Elementary English, 38 (April, 1961), pp. 227-228.

O’Toole, R. J. “Effectiveness of Individualized Elementary School Science”, Science Educa-
tion, 52 (October, 1968), pp. 381-384.

“An Experiment in Group Teaching”, OECTA Review, 26 (June, 1967), pp. 16-18.

--““Group Teaching”, Ontario Educational Research Council Annual Conference
Proceedings, (1960), p. 110-113. -

“Review of Attempts to Individualize Elementary School Science’, School Science
and Mathematics, 68 (May, 1968), pp. 385-390.
Also in Science Education, 52 (October, '1968), pp. 376-380.

Ottemess, J. et al. (editors), “Team Teaching: Boon or Bane?”, Minnesota Education, 44
(October, 1963), p. 21.

Ottman, M. B. and E. MacBeth. “Introduction to Team Teaching”, New York State Edu-
cation, 53 (December, 1965), pp. 9-11.

Otto, F. “Individualizing Ins.ruction Through Team Teaching”, Hispania, 51 (September,
1968), pp. 473-475.

Overly, D. E. and }. R. Kinghorn. “Individualized Instruction”, Ohio Schools, 46 {(October,
1968), pp. 35 +.

Overly, N. V. and H. F. McKeegan. “Individualizing For Independence of Students and
Teachers; Milton Project’, Theory Into Practice, 5 (December, 1966), pp. 225-228.

Overstreet, B. W., H. D. Gideonse and B. C. Willis. “EducationWith Insight and Foresight;
Symposium”, National Parent-Teacher, 55 (September, 1960), pp. 12-15.

Owens, K. “Corridor Conferences: Student-Teacher Conferences™, Illinois Education, 56
(May, 1968), pp. 375-377.

Oxhandler, E. K. “Bringing the School Up To Date: A New Look at an Old Instructional
System’, AV instruction, 8 (October, 1963), pp. 566-569.

Page, J. L. “Evolution of Carrel”, AV Instruction, 13 (May, 1968), pp. 482-485.

Palmer, D. S. ““Advancing Each at His Own Speed: The Ungraded Program at Maple Park”,
Washington Education, 71 (December, 1959), pp. 48-53.

Pannwitt, Barbara S. “Evanston, I1l. Township High School Reports on Five Years of Pro-
jects, Including Television, Team Teaching and Large and Small Group Instruction”,
National Association of Secondary School Principals Bulletin, 45 \January, 1961), pp.
244-248.

Parker, D. H. “When Should I Individualize Instruction?”, Grade Teacher, 79 (April, 1962),
pp. 66-67 +.

Parker, G. C. and J. H. Johansen. "“City is Many Things”, Pennsylvania School Journal, 117
(October, 1968), pp. 96-100.

2{{‘(}' : 269




“Park School, Hayward, California’, The Instructor, (March, 1970), pp. 36-38.

Partridge, Arthur R. “Staff Utilization in Senior High School”, Educational Leadership,
18 (January. 1961). pp. 217-221,

Parzych, M. O. “Team Teaching of Typewriting Through Television™, Journal of Business
Education. 43 (December, 1967), pp. 105-106.

and B. V. Parzych. “We Used Team Teaching in 2 Summer Typing Class”, Business
Education World, 43 (June, 1963), pp. 14-15.

Patterson. G. J. “Unit Promotion System in the Hamilton Public Schools™, Canadian Educa-
tional Research Digest, 3 (March, 1963), pp. 48-53.

Paul, D. “Change Down On the I'arm” (satire), Michigan Education Journal, 43 (October,
1965), pp. 19-20.

Paullin, Charlene. “Team Teaching in General Music Classes in San Dicgo, California™,
National Association of Secondary School Principals Bulletin, 46 (January, 1962), pp.
203-207.

Pautier, A. M. “Individualizing Instruction in Industrial Art Education”, Journal of Indus-
trial Arts Education, 25 (January, 1966), pp. 56-57.

Peake, Graham J. ““Teamn Teaching, An Experiment in American Education”, The Education
Gazette, (published by the Department of Education, New South Whales, Australia, Box
33, G.P.O., Sydncy), (March, 1964), pp. 132-135.

Peck, D. “8 mm. in Team Teaching”, The Instructor, 78 (January, 1969), pp. 125 +.

Pella, M. O. “Wausau Story on Teamn Teaching”, Wisconsin Journal of Education, 96 (De-
cember, 1963), pp. 13-14.

Percival, W. P. “‘Schools of the 1960°s, Address, Junc 15, 1959, Vital Speeches of the Day,
25 (October 1, 1959), pp. 764-768.

Perkins, Brycc..“Rolc of Audio Visual Aids in Team Teaching”, New York Society for the
Experimental Study of Education Yearbook, (1963), pp. 48-50.

— and tecain members of the Norwalk Plan. “*“Teamwork Produces Audio-Visual
Techniques™, Grade Teacher, 71 (Junc, 1960), pp. 55-72.

Perkins, Hugh V. “Nongraded Programs: What Progress?”, Educational Leadership, 19
(December, 1961), pp. 166-169, 194,

Perry, Karl. “Individualized Instruction, Sceondary Schools”, Nova Scotia Teachers Union
Newsletter, (April 1, 1970), p. 5.

Peters, Kenneth L. “*Achievement Levels Arc a Comfortable Half-Step ¢to a Nongraded
Plan”. Nation's Schools, 74 (July, 1964), pp. 32-33.

Peterson, Carl H. “Designing Your New Building to Incorporate Tecam Teaching”,

American School Board Journal, 151 (November, 1965), pp. 61-64.

*“Is Team Tcaching For Your Schiools?”’, American School Board Journal,
145 (October, 1962), pp. 11-13.

“Team Teaching in the High School”, Education Digest, 30 (May, 1965), pp.
22-24.
Also in Education, 85 (February, 1965), pp. 342-3_47.

“Team Teaching’s Three Variables: Administrative Intent, Teacher Attitude,
Student Reactions”, American Schoaol Board Journal, 149 (November, 1964), pp.
15-17.

Peterson, D. L. “*Nongraded High School Challenges Slow, Average and Gifted Students
at Mclbourne, Fla”, School and Community, 49 No. 1 (September, 1962).

Phillips, M. “Tcam Teaching at Summer School”, Balance Sheet, 45 (Dccember, 1963),

pp. 63-65.
Pitruzzello, Philip R. ““Report on Team Teaching”, Clearing House, 36 (February, 1962),
pp. 333-336. ,
Q

ERIC

Aruitoxt provided by Eic:

o 200




“What Is Happening in the Use ol Teacher Teams and Teacher Assistants™, (re-

port ol a survey ), National Association of Secondary School Principals Bulletin, 45
tApril, 1961y, pp. 326-328,

“Playbacks Set the Learning Pace at Arevalos™. American School Board Journal. 156 (No-
vember, 1968), pp. 16-17.

Ploghoft, M. I, *“Another Look at Team Teaching™, Clearing House, 36 (December, 1961), 3
pp. 219221,

Polkinghorne. Ada R, *Grouping Children in the Primary Grades™, Elementary School
Journal. 50 (May. 1959), pp. 502-508,

weeee—ee *Parents and Teachers Appraise Primary-Grade Grouping”, Elementary School

Journal. ST (Junuary. 1951), pp. 271-278.

Pollinger, D, L., “Time to Think™, School and Community, 54 (May. 1968),

Polos. Nicholas C, “'Progress in Teacher Education: The Claremont Plan™, Journal of Teach-
er Education, | | (September, 1960). pp. 398-401.

ceeeenes UTeam Teaching: Past. Presont, and Future™. Clearing House. 39 (April, 1965).
pp. 456-458.

Porter. J. M. Why Not Have a Learn-In?”", School Progress, 37 (October, 1968). pp. 16-
7. -

Posner. A, N. “‘Individualized Reading”, Education, 82 (November, 1961), pp. 183-196.

"

Potamkin, C. C, “Ixperiment in Individualized Arithmetic””, Elementary School Journal,
64 (December. 1963), pp. 155-162.
Potter, G. L. “Making Continuity Possible”, Childhood Education. 25 (November, 1948),
pp. 128-131.
Powers. I, R. “Team Trains Teachers”, The Educational Farum, 30 (Junuary, 1966), pp. 4
205-208. i
Powers.J. R, and S. Oudot. “*Parlons Francais’, Educational Leadership. 17 (December,
1959, pp, 148-152.
Prince. J. “Jule Loves ‘Susie’”, American Education, 4 (April, 1968), pp. 24-25.
“Principal Fnns Tells How His Project R.O.B.L. Probes Change™, School Progress, (Decem-
ber. 1968).
“Progressing Toward Better Schools™, National Association of Secondary School Principals
_ Bulletin, 44 (January, 1960). -
; Provus, Malcolm M. “Ability Grouping in Arithmetic”, Elementary School Journal, 60
(April} 960). pp. 391-398.

Ramsey. 1. L. and S. L. Wiandt. *Individualizing Flementary School Science™, School
Science and Mathematies. 67 (May. 1967), pp. 419-427.

Ratsoy. I, W, ““Tandem Teaching: A New Approach”. CSA Bulletin. 7 (Junc, 1968), pp.

I8-71.
Read. I, A. “Paint of Decision”. American School and University. 36 (April. 1964), p. 11.
i Reams. D, and T.J. Bleier. “Developjng Team Teaching in Physical iducation™, National

Association of Secondary School Principals Bulletin, 53 (November, 1969), pp. 8-18.

Reasoner, R, W, and H. R, Wall. “*Developing Staff Interaction in Team Teaching”. National
Elementary Principal, 44 (January, 1965). pp. 84-86.

: Reed. W, “Maxi Learning From Mini Courses: Wilson High School, Portland, Ore.”, Senior
: Scholastic {Teacher Edition). 94 (March. 1969). pp. 10 .

— “Team Teaching Worked in Our School”, British Columbia Teacher. 44 (March,
1965). pp. 233-236 +. .

e *Toward Better Teaching”, CSA Bulletin. 5 (January, 1966), pp. 11-17.

| Q ,
C ey 271
i 277




O

ERIC

Aruitoxt provided by Eic:

Reid, Chandos. “*Children Learn Through Many Media™. Childhood Education. 36 (e bru-
ary, 1960). pp. 248-254,

“Remember the Good Old Days in 19707, Clearing House, 43 (May, 1969), pp. 567-568.

Rens, D. 1<, “What is the Role of the Team Mecting?”, Wisconsin Journal of Education. 98
(September, 1965), pp. 24 +,

“Report Pushes For Continuous Progress Plan”, The Mail Star, (December 27, 1968).

“Reporting to Parents”, The National Elementary Principal, (May, 1966) The cntire issue.

Retson, J. N, “"Are We Back to the Little Red Schoolhouse™”, Grade Teacher, 83 (Iebruary,
1966), pp. 103-111.

Richard, P. W. “Lxperimental Individualized BSCS Biology”’. The Science Teacher, 36
(February, 1969), pp. 53-54.

and R. B. Sund. “Indiviaualized Instruction in Biology”, American Biology Teach-
ar, 31 (April, 1969), pp. 252-256.

Richardson, K. J. “Information System For Individualized Instruction in an Elementary
School”, Educational and Psychological Measuroment, 29 (Spring, 1969), pp. 199-

Ridgway, R. “And One to Grow On”, Educational Leadership, | 7 (February, 1960), pp.
313+,

Riggle, Wanda ct al. “*Team Teaching Project, Roosevelt Junior High School, Duchesne
County School District, Utal”, in Matthew F. Noall, **Utalt Schools Conduct Variety
of Studics Under Statewide Organization™, National Association of Secondary School
Principals Bulletin, 45 (January. 1961), pp. 234-238.

Rimmington, Gerald T. *The Education of the Individual: An Evaluation of the Non-
graded School”, Nova Scotia Journal of Education, (February, 1965), pp. 4-10.

Ritzenhein, Betty Ann. “‘Survey of Personal Perceptions of Selected Factors in Nongraded
Programs in Light Detroit Llementary Schools”, Dissertation Abstracts, 25, No. 9
(March, 1965), p. 5645. Abstract of an unpublished Doctoral dissertation, Wayne
State University, 1963.

Roberts, George Myers. “Two Nongraded Elementary School Programs: Facility Require-
ments and Utilization™, Dissertation Abstracts, 25 No. § (No_vember, 1964), p. 2830.
Abstract of an unpublished Doctoral dissertation, The University of Tennessee, 1964.

Robinson, F. W. and B. Newlen. “Filling School to Comniunity”, National Association of
Saecondary School Principals Bulletin, 52 (November, 1968), pp. 66-78.

Robinson, H. M. “Individualized Reading”, Elementary School Journal, 60 (May, 1960),
pp. 411-420.

Rogers, V. R. “'Individualization Plus”’, The Instructor, 75 (January, 1969), pp. 88-89 +,

“Individual and the Social Studies”, Education Digest, 33 (September, 1967), pp.
42-44,

“Nongraded Social Studics”, The Instructor, 78 (May, 1969), pp. 73-74 +.

Rollins, K. ““How Do { Begin an Individualized Reading Program?”’, Education, 82 (Septem-
ber, 1961), pp. 36-38.

Rollins, Sidney, P. **High School Where No One Fails”, School Management”, 6 (May, 1962),
pp. 77-79. -

“*Ungraded High Schools: Why Those Who Like Them Love Then?, Nation’s Schools,
73 (April, 1964), pp. 110 +.

Rosenthal, S. “'Individualization”, The Instructor, 77 (March. 1968), p. 100.

Rothman, P. “Organizing-For Team Teaching”, Pennsylvania University Schoolmen’s Week
Proceedings, 50 (1962), pp. 159-173.

“*Team Teaching in Action”, Pennsylvania University Schoolmen’s Week Proceed-
ings, 50 (1962), pp. 174-189.




Rothrock, D. G. “Heterogencous, Homogeneous, or Individualized Approach to Reading”,
Elementary English. 38 (April, 1961), pp. 233-235.

“Teachers Surveyed: A Decade of Individualized Reading”, Elementary English,
45 (October, 1968), pp. 754-757.

Rubin, J. B. “*Stage is Set; Language Experience Begins”, The Reading Teacher, 22 (I'ebruary,
1969), pp. 414-418.

Rummell, F. V. “Teaching Kids to Teach Themselves”, PTA Magazine, 60 (October, 1965),

pp. 16-19.
Same abridged with title “He Teaches Kids to Teach Themselves™, Readers Digest, 87

(October, 1965), pp. 246-247 +,

Russell, David H. “Inter-Class Grouping for Reading Instruction in the Intermediate Grades”,
Journal of Educational Research, 39, No. 6 (February, 1946), pp. 462-470.

Ryan, B. Jr. “Last Look at the Little Red Schoolhouse: Callaboose, Ky.”, Parents Magazine,
44 (February, 1969), pp. 54-56.

Ryan, W. C. “The Ungraded Primary Class”, Understanding the Child, 24 (June, 19553, p. 635.

Rylander, C. C. *‘Broadview Ungraded System™, Montana Education, 40 (April, 1964), p. 16.

Rzepka, L. “Team Teaching in the Elementary School: What Is 1t?”, Ohio Schools, 40 (Janu-
ary, 1962), pp. 14-15 +,

Sabath, M. R. and E. H. Moore. *“Team Teaching in Teacher Education”, Association of Stu-
dent Teaching Yearbook, (1961), pp. 86-91.

Salter, R. “Cooperative Research on the Nongraded Primary”, Elementary School Journal,
65 (February, 1965), pp. 269-277. .

Sanders, D. C. “Patterns of Organization”, Elementary Education and the Academically
Talented Pupil, Washington, D. C. : National Education Association, 1961.

Sartain, H. W. “Administrative Responsibilities For Providing In-serviee Training to Develop
Sequential Learning in Combining Sequential and Individualized Reading”, Conference
on Reading, Chicago University, (1960), pp. 187-19G.

‘““Application of Rescarch to the Problem of Instructional Flexibility”’, Conference
on Reading, University of Pittsburgh Report, 22 (1966), pp. 96-113.

“Individualized Reading: An Evaluation”, Conference on Reading, University of
Pittsburgh Report, 19 (1963), pp. 55-60.

“Individual or Basal in Second and Third Grades?”, The !nstructor, 74 (March,
1965), pp. 69 +.

“Rescarch on Individualized Reading”, Education, 18 (May, 1961), pp. 515-520.
“Specific Trends in Reading; Individualized Reading”, Conference on Reading,
University of Chicago, 27 (1965), pp. 81-85.

“Saskatchewan Plans All Ungraded Schools”, Teachers Magazine, (March 30, 1964).

Saxon, M. “‘An Adventure in Team Teaching’’, Curriculum Bulletin (Manitoba), 3 (June,
1969), pp. 7-8.

Scanlon, R. G. “Expansion of an Innovation; Individually Prescribed Instruction (IPI)”,

AV instruction, 13 (November, 1968), pp. 946-948.
“Innovution Dissemination”, Pennsylvania School Journal, 116 (March, 1968),
pp. 375-376.

Schiaadt, R. G. *‘High Schools: Analysis of the Effectivencss of Team Teaching Compared
to Traditional Teaching of Health to High School Sophomore Students’, Research
Quarterly of the American Association for Health, Physical Education and Recreation,
40 (May, 1969), pp. 364-367.

“Modified Health Team Teaching in Action”, Journal of School Health, 35 (Febru-
ary, 1965), pp. 91-94.

A

273 273

ERIC

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

Schneider, J. et al. *“Team Teaching at Chaminade High School, Dayton. Ohio™. National
Catholic Education Association Bulletin. 59 (August. 1962). pp. 314-317.

“Sehool of Tomorrow. Today; PS219, Flushing, N.Y.”, Senior Scholastic (Teacher Edition).
89, Supplement 2 (October 28, 1966). '

“Schools Can Change Grouping”, Childhood Education, 30 (October. 1933), pp. 64-606.

Scaberg, S. “Team. But Teach!™. Clearing House. 38 (November, 1963). pp. 167-169.

Searight, I, “You Can Individualize Arithmetic Instruction™. The Arithmetic Teacher.

11 (March, 1964). pp. 199-200.

“Secking Improved Learning Opportunities”, National Association of Secondary School
Principals Bulletin. 45 (January, 1961).

Seger, 1. E. “Team Teaching: A Result and Source of Specialization”, CSA Bulletin, 5 (Janu-
ary, 1966), pp. 18-27.

Sequin, G. E. “Nongraded School and Continuous Progress’’. Headmaster, (Winter, 1968),
pp. 16-17 +.

Sganga, I, “Experiment With Individualized Arithmetic”, The Instructor. 69 (February,
1960), pp. 52 +.

Shadick, R. G. “Individualization in the Instructional Program”, Association for Student
Teaching Yearbook, 42 (1963), pp. 39-56.

Shalowitz, E. L. “Our School i Trying Team Teaching”, NEA Journal, 53 (May, 1964),
pp. 45-46.

Shane, Harold G. “*Grouping in the Elementary School”, Phi Delta Kappan, 41 (April, 1960),
pp. 313-319.

Shaplin, Judson T. “Antecedents of Team Teaching; Excerpts FFrom ‘Team Teaching’, ed. by
J. T. Shaplin and H. I, Olds Jr.”, School and Society, 91 (Decceinber 14, 1963), pp. 393-
407.

“Cooperative Teaching: Definitions and Organizational Analysis”, National Elemen-
tary Principal, 44 (January, 196S5). pp. 14-20.
Same condensed in Education Digest, 30 (April, 1965), pp. 25-28.

“Team Teaching™, Saturday Review, (May, 20, 1961), pp. 54-55, 70.

Sharknas, Jenevie. ‘1 Individualize Spelling”, The Instructor, (March, 1970), p. 64.

Shaw. A. B. “Individualized Instruction”, American School and University, 36 (Scptember,
1963), p. 9.

Shawver, D. E. “Team Teaching: How Successful Is [t?”, Clearing House, 43 (September, 1968),
pp. 21-26.

Shearron. G. I, and H. Wait. “‘Nongraded Elementary Schools: A Survey of Practices”, Nation-
al Elementary Principal, 47 (November, 1967), pp. 39-42.

Shedd. Mark R. “Team Teaching”, Maine Teacher, (May, 1960),

————*"Team Teaching and Its Impact Upon the Role of the Elementary School Principal™,
Maine Elementary School Principals Newsletter, (April, 1960).

Sherman, R, “Cooperative Planning in Team Teaching”, School and Community, 51 (Janu-
ary, 1965). p. 9.

Shirts, M. A. ct al, “Tcam Teaching at Southern Utah”, Educational Forum, 32 (May, 1968),
pp. 453-456.

Shumsky, Abraham and Rosc Muskerji. “From Research [dea to Classroon Practice”, Ele-
mentary School Journal, 63 (November, 1962), pp. 83-86.

Sickels, R. M. et al. “‘Specch Teachers Team Up to Improve Sophomore Course”, llinois
Education, 50 (November, 1961), pp. 113-114.

Silver, A. “‘Rotation Plan of Team Tcaching’, Journal of Business Education, 44 (October,
1968), pp. 23-24



Simendinger, I. A, *“Tcam Tcuchiﬁg in Science”. The Science Teacher, 34 (Octaber. 1967),
pp. 49-51.

Singer. Ira ). “Survey of Staff Utilization Practices in Six States™, National Association of
Secondary School Principals Bulletin. 46 (January, 1962), pp. 1-13.

— e “Team Teaching and the School Librarian™. School Libraries, 2 (October, 1961),
pp. 21-23. 38.

— “Team Teaching Will Change Under Impact of New AV Technologices for Learn-
ing”, School! Progress. 35 (March, 1966), pp. 60-61,

Sister Clara Francis and Sister Mary Loretta Rose. “Ungraded School System Offers Greater
Advantages Than the Graded Schoo! System: Debatc”. National Catholic Education Associa-
tion Bulletin, 6! (August, 1963), pp. 429-436.

Sister Josephine. “‘Student Reaction to the Ungraded Primary’, Peabody Journal of Educa-
tion, 40 (March. 1963). pp. 291-295.

Sister Mary Alice. “‘Administration of Nongraded Schools™, Elemerntary School Joumal, 61
(Dccember, 1960), pp. 148-152.

and Adma D’Heurle. “Ncw Ventures in School Organization — The Ungraded
School and Use of Teacher Aides”, Elementary School Journal. 57 (I'cbruary, 1957),
pp. 268-271

Sister Mary Alexine. “Team Instruction of Large Groups”, Catholic School Journal, 64
(December, 1964). pp. 25-28.

Sister Mary Cordula. “*Lowering the Grade Barriers”, The Catholic Educational Review, 63
No, 2 (I'cbruary, 1965), pp. 111117,

Sister Mary Danctte. “Individualized Reading”, Catholic School Journal, 63 (April, 1963),
p. 61. .

Sister Mary Gemma. “Wl'.y’ IFlexibility is Our Answer”, Catholic Schoaol Journal, 65 (April,
1965), pp. 47-49.

Sister Mary 1nviolata. “lHow We Organizcd For Team Teaching”, Catholic School Journal,
65 (May, 1965), pp. 39-40.

Sister Mary Lillian of Sicn. *“Team Teaching . . . A Small I’xperiment”, Professional Develop-
ment Bulletin, 5 {May, 1966), pp. 2-4.

Sister Mary Pa il. “Administration Problems of the Nongraded School”, NCEA Bulletin, 64
(August, 1967), pp. 144-147.

Sister Mary Raymond. “Team Teaching in Ferryland™, Newfoundland Teachers’ Association
sournal, 57 (June, 1966), pp. 29-30.

Sister Rita. “Ungrading the Primary School”, Catholic School Journal, 69 (May, 1969), pp.

23-27.

Sister St. Philip. “*Ungraded Philosophy™, OECTA Review, 27 (March, 1968), pp. 26-29.

Sivon, A. ct al. “Experiment in Team Teaching”, Ohio Schools, 39 (March, 1961), pp. 34-

3S.
Skapski, Mary King. “Ungraded Primary Reading Program: An Objective Evaluatica”, Ele-
mentary School Journal, 61 (October, 1960), pp. 41-45.
Same condensed in Education Digest, 26 (January, 1961), pp. 45-47.

Skeen, B. “Individualizing Instruction at the High School Level”, High School Journal, 42
(April, 1959), pp. 252-254.

Sleight, R. H. **Administrati-c Problems as a Result of Flexible Scheduling and Team Teach-
ing”, Journal of Secondary Education, 42 (December, 1967), pp. 358-362.

Slechenmyer, H. L. “Arlington Heights, I11., Studies Curriculum and Testing, Instruction,
Assistants, Team Tcaching, and Modern Technology in Fourteen Projects”, National
Association of Secondary School Principals Bulletin, 45 (January, 1961), pp. 41-49,




Sloan, Fred A. J1. “‘A Nongraded Socia: Studies Program for Grades Four, Fivc and Six”
The National Elementary Principal, 45, No. 3 (January, 1966), pp. 25-29.

Sloan, H. “About Individualized Instruction’, Prime Areas, 10 (Spring, [968), pp. 11-12.

Slobodian, I. J. “Team Teaching Experimcnts Prove to be Effcctive, Ohio Schools, 42
(February, 1964), p. 27.

“Small Staff Does Big Job For Disadvantagced Students”, American School Board Journal,
155 (June, 1968), pp. 20-21.

Smallwood, L. H. “Ungraded Elementary School: Rcply”, Virginia Journal of Education
60 (May, 1962), pp. 19-20.

Smithm G. “Verdugo Hills High School, Tujunga, Calif., Introduccs Split-Weck Courscs and
Team Teaching to Add Flexibility to the Program”, , National Association of Secondary
Schoot Principals Bulletin, 46 (Janvary, 1962), pp. 173-184.

Same condensed in Journal of Secondary Education, 36 (November, 1961), pp. 433-440.

Smith, Gjertrud et al, ‘‘Team Teaching: A Challenge to Change”, Arizona Teacher, 50 (No-
vember, 1961), pp. 20-24.

)

Smith, N. B, “Individualized Instruction: Concepts Old and New”, Education, 81 (May, 1961),
pp. 527-529,
“Something Old, Somcthing New in Primary Reading”, Elementary English, 37 (Oc-
tober, 1960), pp. 368-374.
Smith, Othanel B. “‘A Concept of Teaching”, Teachers College Record, 61 (Fcbruary, 1960),
pp. 229-241,
Smith, Vernon H. “Team Teaching Has Advantages”, English Journal, 49 (April, 1960), pp.
242-244 +,
Smith, Verna. “Team Teaching in Geometry”’, Natiunul Association of Secondary School
Principals Bulletin, 46 (March, 1962), pp. 97-99,.
Same in School and Community, 48 (April, 1962), pp. 13 +,
Smith, W. M, “Team Teaching the Superior Student in Biology", American Biology Teacher,
28 (March, 1966), pp. 187-190.
Smitter, F. “What Is a Primary School?”, California Journal of Efementary Education, 17
(February, 1949), pp. 139-145.
Snipes, W. T. “‘Promotion and Moving”, Elementary School Journal, 65 (May, 1965), pp.
429-433, ’
Snowsell, F, “Some Thoughts On Team Teaching”’, Principals’ Journal, 8 (November, 1967),
pp. 20-28.
Somwaru, Juallo P, “Individualizing Educational Measurement”, (paper to the sixth Cana-
dian Conference on Educational Research, Ste. Foy, June, 1968), Canadian Council for
Research in Education, (1968).
“Space For Individual Learning”, Educational Executives’ Overview, 4 (March, 1963), pp.
29-40,
Spaulding, R. L. “Personalized Education in Southside School”, Elementary School Journal,
70 (January, 1970), pp. 180-189.
Spencer, D. U. “Individualized Versus a Basal Reader Program in Rural Communities, Grades
One and Two”’, The Reading Teacher, 21 (October, 1967), pp. 11-17.
. Sperry, F, “What Research Says About Individualized Reading”, Claremont College Reading
! Conference Yearbook, (1961), pp. 73-91.
Spinning, J. M. “Is Melbourne High School One Step Short of Utopia?”, (review of “The
‘ Nongraded High School” by B. F. Brown), Nation’s Schools, 74 (December, 1964), pp.
10 +.

ERIC 276 270

Aruitoxt provided by Eic:

Smith, Lois. “Continuous Progress Plan”, Childhood Education, 37 (March, 1961), pp. 320-323.




ERIC

Aruitoxt provided by Eic:

s e

“Two Books Take Tumns Praising Team Teaching’' (review of ‘“Team Teaclting;
Bold New Venture, ed. by D. W. Beggs, 3rd and “Team Teaching” ed. by J. T. Shaplin
and H. F. Olds, Ir.), Nation's Schools, 73 (May, 1964), pp. 12 +.

Splawn, R. E. *“Nongraded Enterprise at Seminole High”, Texas Outlook, 52 (January,

1968), pp. 36-37.

Sponsler, Verna and Guy Wagner. *The Primary School Plan”’, Midland Schools, 75 (January,
1961), pp. 19-34.

Squillace, F. J. “What Is Tandem Teaching?”’, New York State Education, 56 (April, 1969),
pp. 23-25.

Stafford, Curt. *“Teacher Time Utilization With Teacher Aides’’, Journal of Educational
Research, 56, No. 2 (October, 1962), pp. 82-88.

Staiger, R. C. “Some Aspects of Individualized Reading”, Education. 80 (May, 1960), pp.
527-529.

Stauffer, R. G. “Individualized and Group Type Directed Reading Instruction”, Elementary
English, 37 (October, 1960), pp. 375-382,

Same condensed in Education Digest, 26 (December, 1960), pp. 44-46.
“Individualizing Reading Instruction: A Backward Look”. Elementery English,
36 (May, 1959), pp. 335-341.
and A. J, Harris. ““Is Cross-Class Grouping Effective? — Joplin Plan”’, The Instruc-
tor, 77 (April, 1968), pp. 25 +.

Steadman, A. “Meeting the Challenge of Team Teaching; Council Rock Intermediate School,
Richboro, Pa.”, Forecast For Home Economics, 15 (November, 1969), pp. 36 +.

Stein, J. U. “Adapted Physical Fducation; Individualized Instruction in Diversified Physical
Activitics”, Journal of Health, Physical Education and Recreation, 40 (May, 1969), pp.
45-60.

Stenberg, V. A, “The Ungraded Primary School”, Encyclopadia Britannica.

Stendler, Celia B. “Grouping Practices, Those First School Years’’, National Elementary
Principal, 11 (September, 1960), pp. 147-165.

Stenquist, John L, “How Baltimore Handles Pupil Promotion’’, Nation’s Schools, 27 (Janu-
ary, 1941), pp. 41-44,

Stephens, E. “Ding Dong, the Bells Are Gone; Chippewa Valley High School, Mount Clemens,
Mich.”, Seventeen, 25 (August, 1966), pp. 410-411.

Stetson, G. Arthur and James P. Harrison. “Junior High School Designed for Team Teaching”,
American School Board Journal, 140 (May, 1960), pp. 38-42.

Stevens, E. D. “Coatesville’s Project Pyramid”’, Pennsylvania School Journal, 108 (November,
1959), pp. 94-95.

Stevens, John M. and A. Winston Richards. ‘‘Team Teaching in World Geography: Junior
High School”, California Journal of Secondary Education, 35 (April, 1960), pp. 244~
245.

Stevens, M. and W. R. Elkins. “Designs For Team Team Teaching in English’’, English Journal,

§3 (March, 1964), pp. 170-176.
Also in Education Digest, 30 (October, 1964), pp. 39-43.

Stiles, Lindley J. “Individual and Team Teaching”, Wisconsin Journal of Education, 92
(January, 1960), pp. 7-10 +.
St. Mary, Maurice E. “The Administrative Team in Supcrvision”, The National Elementary
Principal, 45 (April, 1966), pp. 59-61.
Stoddard, G. D. “Dual Progress Pian’’, School and Community, 86 (October 11, 1958), pp.
351-352.
“Dual Progress Plan; After Two Years”, Syracuse University Frontiers Elementary




Q

ERIC

Aruitoxt provided by Eic:

B

Education, 7 pp. 1-12.
Same in Syracuse University Frontiers Secondary Education, 5 pp. 50-60.

“Dual Progress Plan in Elementary Education”, Educational Forum, 25 (March,
1961}, pp. 271-276.

Stoltenberg, James C. “Team Teaching in Junior High School”, Educational Leadership, 18
(December, 1960), pp. 153-155.

Stoulurow, L. M. “Defects and Needs: Socrates, A Computer-Based Instructional System in
Theory and Research”, Journal of Experimental Education, 37 (Fali, 1968), pp. 102-117

Stone, J. C. *“Twenty-Nine Million For What?”’, CTA Journal, 60 (October, 1964), pp. 25-28.

Stone W.J. “New Designs For Secondary School Scheduling”, California Journal of Secon-
dary Education, 35 (February, 1960), pp. 126-130.

and William K. Ramstad. “Team Teaching: The Results of a California Survey”,
Journal of Secondary Education, 36 (May, 1261), pp. 273-276.

Story, M. L. “Let’s Give Winnetka Another Chance”, The Educational Forum, 27 (Novem-
ber, 1962), pp. 99-102.

Strel, D. O. and D. F. Wentura. “Evolving Cutriculum; Design and Industry Program”,
Journal of Industrial Arts Education, 26 (May, 1967), pp. 13 +.

Stuart, A. ‘“‘Individualized Reading”, Elementary English, 39 (March, 1962), pp. 256-259.

Studer, H. R. “Individualized Matl:; In an Integrated School”, Pennsylvania School Journal,
118 (December, 1969), pp. 110-112 +,

“Study Carrels; Good Climaie for Individualized Instruction”. Ths instruetor, 77 (Decem-
ber, 1967), p. 112.

Sturgéon, D. R. “Continuous Promotion in Elementary Schools”, School Administration,
(March, 1966), pp. 47-51.

Summers, E. G. “Procedures to Individual Reading For High School Students”, Conference
on Reading University of Pittsburgh Report, 20 (1964), pp. 137-148.

Sullivan, P. “John Dewey’s Philosophy of Education’’, High Schoo! Journal, 49 (May, 1966),
pp. 391-397.

Sweet, Raymond and Peter Dunn Rankin. “Experiment in Team Teaching Seventh Grade
Arithmetic”, School Science and Mathematics, 62 (May, 1962), pp. 341-344.

Sybouts, W, “Supervision and Team Teaching”, Educational Leadership, 25 (November,
1967), pp. 158-159.

Szabo, Lester J. “Team Teaching: Honors Students Undergo Experiment”’, New York State
Education, 49 (October, 1961), pp. 12-13.
Same condensed in Education Digest, 27 (January, 1962), pp. 27-28.

Tabachnick, B. R. “Possibilities For Team Teaching’’, Wisconsin Journa! of Education, 95
(November, 1962), pp. 5-7.

Tagney, T. L. B. “An ‘Open Space’ School . . . From Dream to Reality”’, PACT Magazine,
7 (December, 1968), pp. 4-11.

Talbert, R. L. “Learning Activity Package: What Is 1t?”, Education Screen AV Guide, 47
(January, 1968), pp. 20-21.

Tallefson, T. C. “We Use Team Assignments to Help Beginning Teachers”, Iilinois Educa-
tion, 50 (November, 1961), p. 115.

Taormina, F. R. “Team Teaching in the Middle School”, New York State Education, 56
(April, 1969), pp. 22 +.

Tarmnowsky, P. “Team Teaching: An Exciting Adventure”, Saskatchewan History Taachers’
Association Newsletter, 3 (June, 1966), pp. 46-50.

Taylor, Donald N. “A Study of Opinions of Educators Concerning Proposals to Reorganize
Secondary Schools to Accommodate Large and Small Group Instruction, Independent

™o
-3
¢o




Study, and Team Teaching”’, Dissertation Abstracts, (unpublished Doctoral dissertation,
Columbia University), 23, No. 11 (1963), p. 4270.

Taylor, H. A. “Claremont Graduate Schoo! Program For Team Teaching”, High School
Journal, 43 (February, 1960), pp. 277-282.

and R. F. Cook. “*Schools Within a School: A Teaching Team Organization For
Junior High Schools”, High School Journal, 48 (January, 1965), pp. 289-295.

and K. Olsen, “Team Teaching With Trainable Mentally Retarded Childzen”,
Exceptional Children, 30 (March, 1964), pp. 304-309.

Taylor, R. A. “An Analysis of Nongraded Schools”, Educational Review, 82 (January,
1968), pp. 57-61.

“Teacher Power: How to Use It; Millbrae School’’, Grade Teacher, 85 (May, 1968), pp. 96 +,
“Teacher Power: How to Use It; Oaklcaf School”, Grade Teacher, 85 (May, 1968), pp. 80-
84.

“Teachers Tell Secret of Big Class Success”, Park Forest Reporter, (March, 8, 1961).

“Teaching Music in Teams”, The Instructor, 77 (May, 1968), p. 84.

“Team Teaching"”, Good Housekesping, 153 (October, 1961), pp. 144-145.

“Team Teach.ng and All That; Scottish Experience”, Times Educational Supplement,

2544 (February 21, 1964), p. 446,

“Team Teaching: A Chance to Give Teachers a More Stimulating and Professional Role”,
School Progress, 35 (May, 1966), p. 37.

“Team Teaching — A Definition”, Massachusetts Teacher, 40 (December, 1960), pp. 17-

18.

““Team Teaching in Canada’’, Nova Scotia Journal of Education, 14 (June, 1965), pp. 24-
28.

“Team Teaching in the Next Decade”’, Canadian Education Associction Newsletter, 204

(October, 1266), p. 34,

“Team Teaching in the Primary School”, Times Educational Supplement, 2776 (August 2,
1968), p. 221.

“Team Teaching Isn't Easier But It’s a Lot More Rewarding”’, School Progress, 36 (August,
1967), p. 33.

“Team Teaching. National Association. Research Division”, NEA Journal, 45 (December,
1967), pp. 114-115.

“Team Teaching Proves Worthwhile in Chicago”’, School Journal, 44 (March, 1963), pp. 283-
284.

“Team Teaching: Specialists Combine to Instruct the Young”, Good Housskesping, 153
(October, 1961), pp. 144-145.

Tedesco, P. “Team Teaching in Typing”, Journal of Business Education, 38 (October, 1962),
pp. 10-11.

f ——— ““Team Teaching: Some Experimental Results”, American Business Education, 18

: (May, 1962), pp. 245-248.

! Thayer, M. A. “Experimental First Year”, The Science Teacher, 31 (October, 1964), pp. 33-

34,

Theman, Viola . “‘Continuous Progress in School”, Childhood Education, 18 (September,

i 1941), pp. 21-23.

: Thexton, J. D. et al. “Four Years Later Team Teaching in History at Glebe C. 1., Ottawa”,
Ontario Secondary School Teachers’ Federation Bulletin, 48 (October, 1968), pp. 221-
226.

Thier, H. D. “Who’s Ready to Try a Birthday School?”’, Nation’s Schools, 80 (September,
1967), pp. 76-717.

4 e e,y St

El{lC 279

: 270
A R N N e e N




“Things Are Happening in Cleveland Heights: Ronboro Junior High School™, Senior Scholas-
tic {Teacher Edition), 91 (SuPplcmcnt 8 (September 21, 1967), p. 9,

Thomas, A. C. and R. C. Rubenow. “Team Teaching Works in Notchand”, Business Education
World, 43 (September, 1962), pp. 18-19.

Thomas, J. 1. “Critique: The Appropriate Placement School”, Educational Leadership. 26
(January, 1969), pp. 355-358.

—-—- “Individualizing Instruction jn the Social Studies”. The Social Studies. 60 (Fehbru-
ary, 1969), pp. 71-76.

- “Large Group Instruction”, Massachusetts Teacher, 40 (May, 1961). pp. 11-13.

————- “Reconciling Theory and Practice in the Flementary School”, Eler-entary School
Journal, 68 (April, 1968), pp. 349-352,

Thompson, Lthel. **The Ungraded Plan Helps Provide FFor Continuity of Learning”, NEA
Journal, 48 (January, 1958}, pp. 16-18.

Thomson, A. D. “Continuous Program in the Elementary School”, Curricutum Bulletin
{Manitoba), 1 (April, 1967), pp. 4-7.

“Three Slants on Curriculum: Dearborn Innovations Hailed”, Michigan Education Journal,
41 (January, 1964),p. }1.

Timpano, D. M. ““Acrospace: Topic For Team Teaching”, The Science Teacher, 34 (Decem-
ber, 1967), pp. 31-32.

Tompkins, L. “Individual Differences in the 1960°s; Their Implications For School Adminis-
trators”, National Association of Secondary School Principals Bulletin, 46 (April, 1962),
pp. 1-7.

“Tool For Team Teaching”, School Management, 7 (November, 1968), pp. 75-78.

“Topics of Current Interest: Continuous Progress Primary’’, Education, 84 (January, 1964),
p. 313.

“Toward Improved School Organization”, National Elementary Principal, 41, No. 3 (Decem-
ber, 1961), pp. 60-127,

“Toward Improved School Organization: Toward Improved Vertical Organization”, National
Elementary Principal, 47 (December, 1961), pp. 78-92.

Townsend, A. “Ten Questions of Individualized Reading’, The Reading Teacher, 18 (Novem-
ber, 1964), pp. 145-149.

Toynbee, A. J. “Education: The Long View”, Saturday Review, 43 (November 19, 1960), pp.
60-62 +,

Tracy, Edward and Carl H, Peterson. “Easton, Pa. Team Teaching Program”, National
Association of Secondary School Principals Bulletin, 46 (January, 1962), pp. 145-156.

Trapp, G. J. “Nongraded School”, Canadian College of Teachers, 9 (1966), pp. 26-32.

Travis et al, “Team Teaching Gives a Plan of Organization’, Ohio Schools, 41 (November,
1963), pp. 16-17.

“Trimester Plan Makes Move Movel”, Nation’s Schools, 73 (April. 1964), pp. 84-88.

Triplett, J. W. “‘How a Testing Bank Facilitates Individualized Instruction”, California
Education, 2 (May, 1965), pp. 16-17.

Trott, J. “Continuous Form of Education’’, Ontario Separate School Trustees’ Association
Conference, 38th Toronto, 1968, Proceedings, (1968), pp. 25-33.

*“A Continuous Progress Plan”’, Ontario Educational Research Council-Proceedings
of the Fourth Workshop in Classroom Research, (1967), pp. 18-33.

“How to Give Each Child His Due”, {vertical plan, nongrading), Quest, 5 (April,
1968), pp. 17-18 +.,

Trump, J. Lloyd. “‘Brief History and Recommendations of the Commission on the Experi-

Q

ERIC | 180

Aruitoxt provided by Eic:

e R, DI o




mental Study ol the Utilization of Staft in the Secondary School™. National Association
of Secondary Schoo! Principals Bulletin. 45 (January, 196 1), pp. 275-281.

o “Flexible Scheduling: Fad or Fundamental™. Phi Deita Kappan. 44 (May. 1963),
pp. 367-371.

——————— “Images of the Future: A New Approach 1o Secondary Education™. National
Association of Secondary School Principals Bulletin. (January. 1950,

“Some Questions and Answers About Suggestions For ruproving Staft Utilization™

National Association of Secondary School Principals Bullietin. 45 (January. 1961, pp.

19-28.

“What Is Team Teaching?”, Argus, 24 (September, 1965). pp. 279-280 +.

Also in Education, 85 (l'ebruary. 1965), pp. 327-332.

— ct al. “*Summer Workshops on Staff Utilization™. National Association of Se-an-
dary School Principals Bulletin, 44 (January, 1960). pp. 316-332.

Tubbs, N, G. “No Bells Ring; Henrico County High School™, Virginia Journal of Education,
61 (I'cbruary, 1968), pp. 21-22.

Tuck, J. R. “Picture of a Modern Curriculum for English™’, Michigan Education Journal, 41
(October, 1963}, pp. 17-18.

Tucker, Marion B. *“The Shoe Didn’t Fit”, NEA Journal, 45 (March, 1956}, pp. 159-161.
Also in Education Digest, 22 (Scptember, 1956), pp. 27-29.

Tunks, R. “AV Media and the Performance Curriculum”, School Shop, 27 (April, 1968),
pp. 81-83.

Turner, E. “Ungraded Primary Room at Kremlin”, Montana Education. 42 (April, 1966),
p. 19.

Turner, T. N. “Individualization Through Inquiry”’, Social Educstion, 34 (January, 1970),
pp. 72-73.

Turner, W. E, “*Ungraded Social Studies Through a Library Approach”, Elemantary Schoo!
Journal, 68 (October, 1967), pp. 26-30,

“Two Teachers Instead of None”, Michigan Education Journal, 45 (October, 1967}, p. 39.

Tyler, F. T. “Individualizing Instruction”, American Association of Colleges Teacher Educa-
tion Yearbook, (1962), pp. 57-72.

Ultican, T. “Blue Springs Reports on Fizst Year Experiences With the Ungraded Primary Plan”
School and Community, 48 (October, 1961), pp. 22, 46.

*“Ungraded Primary: Has Your Staff Considered It?”, School Management, 3 (November, 1959)
pp. 40-44, 79-101.

“Ungraded Primary; Maple Park Elcmentary School Near Seattle, Washington”, Time, 81
(March, 22,1963), p. 42.

“University of Kansas. Conference on Team Teaching, Kansas University, School of Educa-
tion”, Kansas University Kansas Studies in Education, 13, No. 2 (1963), pp. 1-31.

*“Using Team Teaching to Individualize Instruction: Symposium”, Journal of Secondary Edu-
cation, 36 (November, 1961), pp. 414-446.

Vallery, H. *“Team Teaching at Monarch Park”’, Ontario Secondary School Teachers' Federa-
ticn Bulletin, 46 (May, 1966), pp. 159-166.

Vance, B. T. “In the English Programme”, Ontario Secondary School Teachers’ Federation
Bulietin, 46 (May, 1966), pp. 162-163.

Van Orman, E. G. and M. C. Van Orman, “‘Team Teaching of World Geography”, Journal of
Geography, 65 (February, 1966), pp. 67-72.

Varner, Glenn F. “Team Teaching in Johnson High School, St. Paul, Minn.”, National Associa-
tion of Secondary School Principals Bulletin, 46 (January, 1962), pp. 161-166.




ERIC

Aruitoxt provided by Eic:

Vars, G. F. “Can Team Teaching Save the Core Curriculum”, Phi Delta Kappan, 47 (January,
1966), pp. 258-262.

Veatch, J. “Individualizing”, The Instructor, 75 (September, 1965), p. 33; (October, 1965),
p. 27; (November, 1965), p. 31; (December, 1965), p. 27; (January, 1966), pp. 25.

and H. Sartain. “‘Research Critiques: I'hiree Year Longitudinal Study Comparing

Individualized and Basal lieading Programs at the Primary Level: An Interim Report by
Lakeshore Curriculum Study Council”’, Elementary English, 42 (December, 1965), pp.
921-928.

Viola, S. W. “Team Teaching at Tyrrell”, Texas Outlook, 46 (November, 1962), pp. 30-31.

Vite, I. W. “Grouping Practices in Individualized Reading”, Elementary English, 38 (i"ebru-
ary, 1961), pp. 91-98.

Vogan, R. K. *“Nongraded Gets Us Back to Essentials’’, School Progress, 37 (Septeraber, 1968),

p. 78.
Vogt, A. “Talking About Levels’’, Monday Morning, 2 (April, 1968), pp. 38-39.
Wagner, G. W. “Team Teaching”, Education, 81 (May, 1961), pp. 572-573.
“What Schools ARe Doing in Developing the 'Continuous Growth Program’*,
Education, 79 (May, 1959), pp. 5§95-596.
“What Schools Are Doing in Developing the ‘Continuous Growth Program’”’,
ber, 1960), p. 61.
et al. “Promising Practices in Individualizing Instruction”, Midiand Schools, 75
(October, 1960), pp. 22-24.
Wabhle, R. P. “Methods of Individualizdtion in Elementary School”, Educational Leadeiship,
17 (November, 1959), pp. 74-79.
Walker, J. L. “‘Conducting an Individualized Reading Program in High School”, Journal of
Reading, 8 (April, 1965), pp. 291-295.
Walker, Wally, “Team Teaching: Pros and Cons”’, CTA Journal, 58 (April, 1962), p. 17.
Wallace, R. C. Jr. “Can Large Group Instruction Provide For Individual Differences?”,
National Elementary Principal, 44 (January, 1965), pp. 66-70.
Waller, E. A. “Ungraded Primaries”, Wisconsin Journal of Education, 81 (January, 1949),
pp. 8-9.
Walters, H. G. “‘Pupil Progress in the Richmond Schools”, Teachers Callege Journal, 20, No.
3 (Terre Haute, Ind.. Indiana State Teachers College, December, 1948), pp. 47-55.
Wanless, V. “‘Programmed Learning and Maladjusted Children”, Times Educational Supple-
ment, 2734 (October 13, 1967), p. 791; 2737 (November 3, 1967), p. 1017.
Ward, D. N. “Continuous Progress’, Texas Outlook, 52 (October, 21968), pp. 65-67.
Ward, J. O. “‘Another Plan For Coordinate Teaching’’, American School Board Journal, 140
(February, 1960), p. 10.
Ward, K. “Team Teaching: Prodigy or Prodigal?”, CSA Bulletin, 5 (May, 1966), pp. 60-62.
Warford, P. “Individualized Reading in First Grade’’, Elementary English, 27 (January,
1960), pp. 36-37.

Warren, J. W, “Tour of Nongraded Schools”, National Elementary Principal, 47 (January,
1968), pp. 29-33.

Washbum, Carleton, W. and Louis E. Raths. ‘‘The High School Achievement of Children
Trained Under the Individual Technique”, Elementary Schootl Journal, 28 (1927), pp.
214-224,

Watkins, J. F. et al. ““‘American Studies Experiment”’, Montana Education, 41 (April, 1965),
pp. 14-15.

AN -




O

ERIC

Aruitoxt provided by Eic:

Watson, N. E. “Glenbrook High School, Northbrook, 1ll., Projects on Internship, Large Classes,
Team Tecaching, Tcacher Aides, and Language Lab’’, Naticnal Association of Secondary
School Principals Bulletin, 45 (January, 1961), pp. 51-56.

Watson, R. A. “Peoplc Not Projects Will Improve Education”, American School Board Journal,
147 (November, 1963), pp. 9-11.

Watson, R. L. “Tcam Teaching of Chemistry at tne High School Level”, School Science and
Mathematics, 65 (June, 1965), pp. $56-562.

Weaver, J. Fred (cd.). “A Non-Grade-Level Sequence in Elementary Mathematics”, Arithme-
tic Teacher, 7 (December, 1960), p. 431.

Webb, C. and J. H. Baird. “Learning Diffcrences Resulting From Teacher and Student Cen-
tered Teaching Methods”, Journal of Higher Education, 39 (November, 1968), pp. 456-
460.

Weisgerber, R. A. “On Rockets, Teams and Media”, Clearing House, 43 (January, 1969),
pp. 319-320.

“PLAN is a Project Halfway There”, Education Screen AV Guide, 48 (June, 1969),
pp. 12-13 +,

Weiss, B. J. “Reading; Blind Alleys and Fruitful Byways”, Education, 84 (May, 1964), pp.
§29-532.

Weiss, F. M. “Ungraded Primary School”, (Part 2), OECTA Review, 26 (ecember, 1965),
pp. 10-13, .

———— “Ungraded Primary School”, (part 3), OECTA Review, 26 (April, 1966), pp. 16-
19.

Weiss, Thomas M. and Mary Scott Morris. “Critique of the Team Approach”, Educational
Forum, 24 (January, 1960), pp. 207-208.

Weisse, E. B. “Curriculsm Restructuring”, Wisconsin Journal of Education, 100 (January,

1968), pp. 11-12.

Weitman, N. et al. “Have You Tried Paired Teaching?"’, The Instructor, 77 (November, 1967),
p. 170.

Weitz, L. “Tcam Teaching at James Munroe High School”, High Points, 46 (January, 1964),
ppP. 5-39.

Welch, I, “Experiment With Talking™, Times Educational Supplemsent, 2782 (September 13,
1968), p. 457.

Wendt. M. and R. E. Boston. “Continuous Progress From K to 12", Michigan Education
Journal, 4€ (January, 1969), pp. 26-29.

“What Is Happening in the Use of Teacher Teams and Teacher Assistants?”, National Associa-
tion of Secondary School Principals Bulletin, 46 (April, 1961), pp. 326-328.

“What Responsibilities For the Principal in Organizing Supervising and Evaluating Teaching
Teams”’, National Association of Secondary School Principals Bulletin, 46 (April, 1961),
pp. 115-120.

“What’s the Case For Nongraded Secondary Schools?”, School Progress, 35 (November,
1966), p. 44.

“What Teachers Say About Better Use of Their Time”, Schoot Management, 4 (May, 1960),
pp. 63-66.

Wheat, Leonard B. “The Flexible Progress Group System’’, Elementary Schoot Journel, 38
(1937), pp. 175-183.

White, Robert William. “How Successful Is Team Teaching?”, The Science Teacher, 31
(October, 1964), pp. 34-35 +,

———— “Relative Effectiveness of Team Teaching Methods in High School Biology In-
struction”, Disssrtation Abstracts, 23, No. 11 (1963), p. 4271,

.o 283




O

ERIC

Aruitoxt provided by Eic:

White, R Y. “New Eagle Elementary School”, American School Board Journal, 151 (No-
vember, 1965), pp. 57-60.
Whiteley, T. W. “Cautions Conceming Team Teaching”, CSA Bulletin, 6 (November, 1966),
pp. 3340.
Wigderson, Harry 1. “Team Teaching in American Education”, Education, 85 (February,
1965), pp. 323-326.
Also in Argus, 24 (September, 1965), pp. 281-282.
Wilbur, R. “In Schoolrooms, Change Coming For the Better”, Financiat Post, 63 (June,
21, 1969), p. 8.
Wilder, L. and R. K. Jung. “Team Teaching Approach to Student Teaching”, Peabody
Journal of Education, 47 (September, 1969), pp. 112-115.
Wiley, G. E. “Team Teaching in History’’, Ontario Secondary School Teachers’ Federation
Bulletin, 47 (February, 1967), pp. 27-18.
Willerding, M. F. *“Only Way To Teach”, The Arithmetic Teacher, 12 (April, 1965), pp.
256-257.
Williams, A. B. “*Adjusting Library Scheduling to Continuous Development Plan: Unscheduled
Periods Increase Library Use”, Chicago School Journal, 46 (February, 1965), pp. 201-20S.
Williams, E. L. “Team Teaching: A Further Look’’, National Elementary Principal, 44 (Janu-
ary, 1965), pp. 100-102.
Williamson, J. “Graded Schools Have Become an Injustice Practiced on Children”, Educational
Courier, 36 (September-October, 1965), pp. 23-26.
Wilson, Alan T. “The Ungraded Primary School: How One City Has Adopted It”, American
Teacher Magazine, 43 (February, 1959), pp. 5-6+.
Wilson, C. H. “Two Books Take Two Looks at Grades and Nongraded Classes; Review of ‘The
Nongraded Primary School’ by L. Glogau and M. Fessel”, Nation's Schools, 81 (April, 1968),
p. 16.
Wilson, R. C. and R. Harrison. ‘*Skill Growth With Individualized Reading”, Elementary English,
40 (April, 1963), pp. 433-435.
Witty, P. A. “Individualized Reading: a Postscript”, Elomentary English, 41 (March, 1964),
pp. 211-217.
“Reading instruction: A Forward Look”, Efementary English, 38 (March, 1961), pp.
151-164,
Excerpts found in Grade Teacher, 78 (April, 1961), pp. 42 +.
et al. “Individualized Reading: A Summary and Evaluation”, Elementary English,
36 (October, 1959), pp. 401-412.
Witucki, J. M. and A. L. Regan. “‘Medium and Message: Team Teaching in Religion; Gesu
Elementary School, Detroit”, Catholic School Journal, 67 (October, 1967), pp. 41-42.
Wolf, M. “Individualized Reading; How I Broke the Mold; Third Grade Reading Program”,
Grade Teacher, 87 (September, 1969), pp. 158 +.
Wolfson, B. J. “Individualization of Instruction”, Elementary English, 40 (April, 1963), pp.
456-460.
“Look at Nongradedness”, Elementary English, 42 (April, 1965), pp. 455-457.
“Pupil and Teacher Roles in Individualized Instruction”, Elementary School Jour-
nal, 68 (April, 1968), pp. 357-366.
Wood, M. “Team Teaching Can Help in Smaller Classes Too”, Business Edacation World,
43 (October, 1962), pp. 30-31.
Woodring, P. ““Changing Face of Learning”, Saturday Review, 43 (July 23, 1960}, pp. 20-21.
“Reform Movements From the Point of View of Psychological Theory’;, Theories
of Learning and Instruction, National Society for the Study of Education. 1964 Year-




Q

ERIC

Aruitoxt provided by Eic:

Balra———

3
!
j
i

book, Part 1. Chicago: University of Chicago Press, (1964), pp. 286-303.
Woods, S. F. and G. H. Stunkel. *‘Methods Used to Present a Humanities Course by a Teach-
ing Team”, Journal of Secondary Education, 39 (April, 1964), pp. 166-171.

Woolbridge, James H. and Frank E. Mayer. “Building For Team Teaching”, Ohio Schools,
40, No. § (May, 1962), p. 15.

Wommerly, G. W. “Nongraded Classes: A Better Start For Your Kids?”’, Farm Journal, 90
(February, 1966), p. 74; 90 (June, 1966), p. S.

Worth, W. H. “Critical Issues in Elementary Education; Individualized Instruction”, Cans-
dian Education Research Digest, 2 (September, 1962), p. 192.

“Critical Issues in Elementary Education; Team Teaching”, Canadian Education
Research Digest. 2 (September, 1962}, p. 191.

Wyatt, Sidney L. and Matthew F. Noall. “The Wahlquist Teacher Team Project”, in M. F.
Noall, “Utah Schools Conduct Varniety ot Studies Under Statewide Organization”,
National Association of Secondary School Principals Bulletin, 45 (January, 1961), pp.
229-232.

Wyman, R. “Let’s Try the One-Room School Again”’, American School Board Journal,

149 (July, 1964), pp. 9-10.

‘Wynn, D. Richard and Richard W. D. Remer. “Staff Utilization, Development and Evalua-
tion; Team Teaching”’, Review of Educational Research, 31 (October, 1961), pp. 393-394.

Yeager, J. L. and C. M. Lindvail. “Evaluating an Instructional Innovation Through the Obser-
vation of Pupil Activities; Individually Presctribed Instruction (IPI) Project”, High School
Journal, 51 (March, 1368), pp. 248-253.

Youmans, R. L. “Teaching Family Finance the Team Way ", Practical Forecast For Homa
Economics, 9 (March, 1964), pp. 24-25 +.

Zahorik, J. A. “Individval Instruction and Group Instruction: A Case Study”, Journal of
Educational Rasearch, 62 (June, 1969), pp. 453-455.

Zanco. M. L. “How to Individualize Instruction With a Tape Recorder”, Industrial Arts and
Vocational Education / Technical Education, 52 (February, 1963), pp. 19 +.

Zapf, R. M. “Methods of Individualization in Senior High School”, Educational Leadership,
17 (November, 1959), pp. 84-90.

Zeder, J. C. “Educating the Individual For a Changing Woild”, Vital Speeches of tha Day, 26
(August 1, 1960), pp. 625-628.

Zeitz, F. “Individualized Curriculum”, School and Community, 56 (November, 1969), pp.
46 +.

Zerby, John R. “Comparison of Academic Achievement and Social Adjustment of Primary
School Children in the Graded and Nongraded School Program”, Penn State Review of
Education Research, 13 (May, 1961), p. 33. (Unpublished Doctoral Dissertation, Penn-
sylvania State University, 1960).

Zimmerman, D. “Teaching Thirty, Like Teaching One”’, Education, 85 (February, 1965),
pp. 364-370.

Zweibelson, L. et al. “Team Teaching and Flexible Grouping in the Junior High School
Social Studies”, Journal of Experimental Education, 34 (Fall, 1965), pp. 20-32.

II
BOOKS, PHAMPLETS AND REPORTS

Administrative Practices in Urban School Districts, 1958-59. Research Report 1961 - R10.
Washington, D. C.: Research Division of the National Education Association, 1961.

Ahmann, J. Stanley and Marvin D. Glcck, Evaluating Pupil Growth. 2nd edition. Boston:

285 2

o

o




| Q

ERIC

Aruitoxt provided by Eic:

Allyn and Bacon, 1963.

Amon, Lawrencc, Nongraded Continuous Progress Plan; Report of the Self-evaluation Study,
1968. A project of thc Division I and II Stecring Committee. Regina, Saskatchewan: De-
partment of Education, Rescarch and Planning Board. 1969.

Andcrson, Robert H. “The Organization of Schools: A General Discussion’. Chapter 3 in
Teaching in a World of Change. Ncw York: Harcourt, Bracc and World. litc. 1966.

Team Teaching — Backgrounds and Issues. Cambridge, Mass: Advanced Adminis-
trative Institutc, 1959,

Team Teaching Bibliography, CAPCI Bibliography No. 4. Washington, D. C. :
ASCD or NEA Research Division.

Austin, Mary C. and Colcman Morrison, The First R: The Harvard Report on Reading in
Elementary Schools. New York: MacMillan Co., 1963.

Bair, Medill and Richard G. Woodward, Team Teaching in Action. Boston, Mass.: Houghton
Mifflin Co., 1964.

Beggs, David W., Decatur-Lakeview Plan: A Practical Application of the Trump Plan. New
Jerscy: Prentice-Hall Inc., 1964.

(Editor), Team ‘1eaching: Bold New Venture. Indianapolis, Indiana: Unificd Col-
lege Press, Inc., 1964,

and Edward G. Buffic, Nongraded Schools in Action: Bold New Venture. Indiana:
Indiana University Press, c. 1967.

et al. Lakeview High Schoo! Year-end Report 1961-62. Illinois: Decatur Public
Schools, 1962.

Bennis, W. G., K. Benne and R. Chin, The Planning of Change, New York: Holt, Rinchart
and Winston, 1961.

Bolt, R. H. An Overview of Potentials of Computer-Assisted I nstruction. Mass.: Bolt, Beranck
and Newman, Inc., 1965.
Brickell, Henry M., Commissioner’s 1961 Catalog of Educational Change. New York: Uni-
versity of the State of New York, 1961.
Organizing New York For Educational Change. A study of dynamics of instructional

change in New York State. Albany: New York State Education Department, Dccember, 1961.

Brogan, Peggy and Lorene K. Fox. Helping Children Read: A Practical Approach to Individual-
ized Reading, New York: Holt, Rinehart and Winston, 1961.

Brown, B. Frank. The Appropriate Placement School: A Sophisticated Nongraded Curriculum.
New York: Parker Publishing Co., Inc. 1965.
Education by Appointment. New York: Parker Publishing Co., 1969.
The Nongraded High School. New Jersey: Prentice-Hall, 1963.
Bruner, Jerome S., The Process of Education. Cambridge, Mass.: Harvard University Press,
1960.
Toward a Theory of Instruction. Cambridge, Mass.: The Belkap Press of the Harvard
University Press, 1966.
Bush, Robert N. and Dwight W. Allen, A New Design For High School Education. NewYork:
McGraw-Hill Book Co., 1964.
and A New Design For High Schoo! Education — Assuming a Flexible
Schedule. New York: McGraw-Hill Book Co., 1966.
Bushnell, Don D. and Dwight W. Allen, (eds.), The Computer in American Education: Issues
and Applications. New York: Fund For the Advancement of Education, 1965.

Carbone, R. F. Achievement, Mental Health and Instruction in Graded and Ungraded Elemen-
tary Schools. Chicago: University of Chicago, Department of Education, 1961.

286

2

&e

G

B T R NI




Carlson, Richard O., Adoption of Educational Innovations. Orcgon: Center For the Advanced
Study of Educational Administration, University of Orcgon, 1965.
ct al, Change Process in the Public Schculs, Orcgon: The Center FFor the Advanced
Study of LEducational Administration, University of Oregon, 1965.
Caswell, Hollis L. and A. Wellcsley Foshay, Education in the Elementary School, 2nd ¢d.,
New York: Amcrican Book Co., 1950.
Change Processes in the Public Schools. Oregon: Centcr for the Advanced Study of Educa-
tional Administration, University of Orcgon, 1965.
Chapman, Dave, Inc., Industrial Design, Design for ETV Planning For Schools With Television.
New York: Educational Facilities Laboratories, 1960.
Chase, E. S., An Analysis of Some Effects of Multiple-Grade Grouping in an Elementary
School. Tennessec: University of Tennessec, 1961.
i The Claremont Teaching Team Program. California: Claremont Graduate School.
Clark, C. W., Ungraded Primary School. Oregon: University of Oregon, School of Education,
; 1960.
A Climate for Individuality. Washington: American Association of School Administrators,
1965.
A Computer-Developed Modular Flexible Schedule. Oregon: Division of Education Develop-
ment, Oregon State Department of Education, 1964,
Continuous Learning. Bulletin No. 87. Washington: The Association for Childhood Educa-
tion lnternétional, 1951.
Continuous Growth Plan in Reading. Yellowstone Co., Billings, Montana: Billings Elemen-
ta.ry'School, School District No. 2, 1953.
Continuous Progress; A Collection of Articles On a Selective Annotated Bibliography On the

Themes of Nongraded School Organizatior and Continuous Pupil Learning. Vancouver:
British Columbia Teachers’ Federation, 1966.

A Cooperative Study For the Utilization of Teacher Competencies. Michigan: Central Michi-
gan College, 1955. .

The Cost of a Schoothouss. New York: Educational Facilities Laboratories, Inc., 1960.

Cremin, Lawrence A., The Transformation of the School: Progressivism in American Educa-
tion, 1876-1957. New York: Alfred A. Knopf, 1961.

; Cunningham, L. L., Team Teaching: Where Do We Stand. Chicago: University of Chicago, Mid-

west Administration Center, 1960.
Davis, Harold S., The Effect of Team Teaching on Tearhers. Michigan: Wayne State Univer-
sity, 1962.
(ed.), Team Teaching Bibliography. Cleveland, Ohio: Educational Research Coun-
cil of Greater Cleveland.

Deun, Stuart E., Elementary School Administration and Organization: A National Survey of
Practices and Policies. Washington, D. C.: Department of Health, Education and Welfare,
1963.

~———— “Nongraded Schools’, Education Briefs. No. 1 (OE20009). Washington, D. C.: U. S.
Department of Health, Education and Welfare, Division of Elementary and Secondary Edu-
cation, 1964.

and Clinette F. Witherspoon, “Team Teaching in the Elementary School”, Education
Briefs. No. 38 (OE23022). Washington, D. C.: U, S. Office of Education, Elementary
Schools Sectioni, 1962.

Decade of Experiment. New York: The Fund For the Advancement of Education. 1961.

DeGrazia, Alfred and John and David DeGrazia, (eds.), Revolution in Teaching. New Y ork:
Bantam Matrix Editions, 1964.

Q
P

[




ERIC

Aruitoxt provided by Eic:

Deterline, W. A., An Introduction to Programmed Instruction. New Jersey: Prentice-Hall, Inc.
1962.

Dropkin. Stan, Harold Full and Ernest Schwarcz, (eds.), Contemporary American Education.
Don Mills, Ontario: Collier-MacMillan Canada Ltd., 1969.

Dufay. F'. R., Ungrading the Elementary School. New Jersey: Parker Publishing Company.
Inc.. 1966.

Dutton, Wilbur f1. and John A. llachett, The Modern Elementary School: Curriculum and
Mathods. New York: Holt, Rinchart and Winston, 1959,

Duval, Frank H. and Edgar L. Muller, Promising Elementary School Practices. University City,
Montana: Public School District, 1960.

Elsbrec, W. S., Pupil Progress in the Elementary School. New Yprk: Burcau of Publications,
Teachers College, Columbia University, 1943,

An Experimental Team Teaching Approach in the 4th, 5th, and 6th Grades in the Union
School District, San Jose, California. San Jose, California: Union School District, 1961.

Fensch and Wilson, The Superintendency Team. Toronto: Charles E. Merrill Canada Ltd.

Visher, Dorothy Canficld, Understood Betsy. New York: Henry Holt and Company, 1916.

The Flexible School, Washington, D. C. Washington: National Education Association, De-
partment of Elementary School Principals, 1957.

Fraser, Dorothy M., Deciding What to Teach. Washington, D. C.: National Education Associa-
tion, 1963.

Franklin. Marian Pope, School Organization: Theory ard Practice. Chicago: Rand-McNally
and Company, 1967.

IFrendenthal, Lutter, S.J.C. (ed.), Algehele Doorlichting. Utrecht, Holland: New Education
Fellowship, Netherlands Section, 1964.

Full, Harold, Controversy in American Education. Don Mills, Ontario: Collier-MacMiilan
Camada Ltd., 1969.

Fullerton, Billie J. and LeRoy H. Griffith, The Student Teacher and Team Teaching. Cedar
Falls, lowa: Association For Student Teaching, 1966.

Gage, N. 1., Handhook of Research on Teaching. Chicago: Rand McNally and Co., 1963.

Gans, Roma, Cecelia B. Stendler and Millic Almy, Teaching Young Children in Nursery
School, Kindergarten and the Primary Grades. New York: World Béok Co., 1952.

Glaser, Robert and James Reynolds (eds.), Teaching Machines and Programmed Learning,
Volume 2. Washington, D. C.: National Education Association, 1965.

The Glenwood Plan For Continuous Progress Education. New York: Ithaca City School
District, 1964.

Glogau, Lillian and Murray Fessel, The Nongraded Primary School: A Case Study. New York:
Parker Publishing Co., Inc., 1967.

Goodlad, John L. (ed.), The Changing American School. Part 11, 1966 Ycarbook. Chicago:
National Society for the Study of Education, 1966.

The Changing School Curriculum. New York: Fund For the Advancement of
Education, 1966.

Planning and Organizing For Teaching. Washington, D. C.: National Education
Association, 1963.

School Curriculum, and the Individual. New York: Blaisdell Publishers, 1966.

School Curriculum Reform in the United States. New York: The Fund For the
Advancement of Education, 1364.

and R. H. Anderson, The Nongraded Elementary School. New York: Harcourt,
Brace and World, Inc., 1959. Revised cdition, 1963.

288 DR

O




.
V4

ERIC

Aruitoxt provided by Eic:

Gore, L. L. and Rosc E. Koury, A Survey of Early Elementary Education in Public Schools,
1960-61. Washington, D. C.: Department of Health, Education and Welfare, 1965.

Grobman, Hulda, Evaluation Activities of Curriculum Projects. Chicago: Rand-McNally, 1969.

Gross. Ronald and Judith Murphy (cds.), Revolution in the Schools. New York: Harcourt,
Brace and World, Inc., 1964.

Grouping to Meet Individual Differences. Ontario: Canadian Education Association, Re-
scarch and Information Division, 1963.

Gruber, Frederick C. (ed.), Education in Transition. Philadelphia: University of Pennsylvania
Press, 1969.

Guggenheim, Fred and L. Corrine (eds.), New Frontiers in Education. New York: Grune &
Stratton, lnc., 1966.

Hagstrom, Ellis A., The Teaching Teams Project, Franklin School, Lexington, Massachusetts:

A Brief Description. Cambridge, Mass.: SUPRAD, November 10, 1959.

~-—-—— and Beverly S. Stone, The Teaching Teams Project, Franklin School, Lexington,
Massachusetts: A Brief Description‘. Cambridge, Mass.: SUPRAD, November 1, 1960.

Haller, Imil J., Strategies For Change. Ontario: Ontario Institute For Studies in Education,
Department of Educational Administration, 1969.

Hart, Leslic A., The Classroom Disaster. New York: Columbia University, Tcachers College
Press, 1969,

Heathers, Glen, A Non-Grade Sequence in Elementary Mathematics. New York: The New
York University School of Education, Experimental Teaching Center, 1960.

Organizing Schools For the Duai Progress Plan. Danville, 11linois: Interstate
Printers and Publishers, Inc., 1967.

Henry, Nelson B. (ed.), The Dynamics of instructional Groups. Part II of the Fifty-Ninth
Yearbook of the National Society for the Study of Education. Chicago: University of
Chicago Press, 1960.

—————(cd.) Individualizing Instruction. Part I of the Sixty-First Yearbook of the National
Saciety for the Study of Education. Chicago: University of Chicago Press, 1962.

Herbert, John, Team Teaching Bibliography. New York: Columbia University, Teachers
College.

Hillson, Maurice, (ed.), Change and Innovation in Elementary Organization: Selected Read-
ings. New York: Holt, Rinehart and Winston, 1965.

Etementary Education-Current Issues and Research, Ontario: Collier-MacMillan
Canada Ltd., 1969.
The Hillson Letters. Chicago: Science Rescarch Associates, Inc., 1966-67.

— and Harvey B. Scribner (eds.), Reading in Collaborative and Team Approaches to
Teaching and Learning. A SURED Project. New York: Selected Academic Readings,
Inc.. 1965.

Hochstattler, Phyllis, Team Teaching Bibliography. Oregon: Division of Education Develop-
ment, Oregon Statec Department of Education, 1964,

Howard, Eugene R., Roger W. Bardwell and Calvin W. Gross, How To Organize a Nongraded
School. New Jersey: Prentice-Hall, Inc., 1966.

Howsani, Robert B., New Designs For Research in Teacher Competence. California: Joint
Committee on Personnel Procedures of the California School Boards Association and the
California Teachers Association, 1960.

Hutchinson, Jcan, Ungraded Primary School: Toward Effective Grouping. Washington, D.C.:
Association for Childhood Education International, 1962.

Huus, Helen (ed.), Conterrporary Issues Here and Abroad. 50th Annual Schoolmen’s Weeck
Proceedings. Philadelphia: University of Pennsylvania Press, 1963.




Education and the National Purpose. 49th Annual Schoolmen’s Wcek Proccedings.
Philadelphia: University of Pennsylvania Press. 1962.

Freedom and Education. 51st Annual Schoolmen’s Week Proceedings. Philadelphia:
University of Pennsylvania Press, 1965.

Imhoff, M. M. The Primary Unit. Selected References, No. 1 Washington, D.C.: U. S. Office
of Education, May, 1957. )

Individuaiized Instruction. Yecarbook, 1964, Association For Supervision and Curriculum
Dcevclopment, 1964.

{ndividualized Instruction. Sixty-First Yearbock. Chicago: National Society for the Study
of Education, University of Chicago Press, 1962. )

Klaus, David J. and Robert Glaser, Increasing Team Proficiency Through Training: A Pro-
gram of Research. Pittsburgh: American Institute For Research, 1960.

Kohi, Herbert R., The Open Classroom. New York: Random House, 1970.

Kuzsman, Francis, et al (eds.), An Overview of Nongrading: Deliberations of the St. Francis
Xavier Institute on the Nongraded School. Antigonish, N.S.: The Casket Printing and
Publishing Co., 1970Q.

—— and Teresa Maclsaac {eds.), A Teacher's Guide to Mongrading. Antigonish, N. S,
Casket Printing and Publishing Co., 1969. :

Labe!s and Fingerprints. Washingten, D. C.: National Association, 1960.

Lange, Phil C. (ed.), Programmed instruction. Yearbook of the National Society of Secon-
dary Education, 1967.

Lindvall, C. M. et al, Meeting the Needs of the Able Student Through Provision for Flexi-
ble Progression. Pittsburgh: Coordinated Education Center, University of Pittsburgh,
1962.

Lippitt, Ronald, Jeanne Watson, and Bruce Wesley, Dynamics of Planned Change. New York:
Harcourt, Brace and World, Inc., 1958.

Lunsdaine, A. A. and R. Glaser, Teaching Machines and Programmed Leaming — A Source
Book. Volume I. Washington, D. C.: National Education Association, 1960.

Michaelis, John, Ruth Grossman and Lloyd Scott, New Designs For the Elementary School
Curriculum. New York: McGraw-Hill Book Company, 1967.

Middle School. New York: Educational Facilities Laboratories Inc., 1962.

: Middle Schools. A profile report. New York: Educational Facilities Laboratories, Inc., 1965,

E Mid-Year Evaluation of an Experimental Team Teaching Approach in the 4th, 5th, and 6th

! Grades, Union School District, San Jose, California. San Jose, California: Union School

§ District, Januaxy, 1961.

,’

i

Mifes, Matthew B. (ed.), innovatior in Education. New York: Bureau of Publications, Teacher
College, Columbia University, 1964,

Miller, R, I., Education in a Changing Society. Washington, D. C.: National Education Associa-
tion, 1963.

— (ed.), The Nongraded School: Analysis and Study. New York: Harper and Row

Publishers, 1967.

———— Perspectives on Educational Change. New York: Appleton-Century-Crofts, 1967.

; Misner, et al. Elemeiitary School Administration. Toronto: Charles E. Merrill Canada Ltd.

{ Montgomery, Charles D., Bibliography: Staff Utilization Studies. Martinez, California: Con-

: tra Costa County Schools, October, 1960.

§

Morse, Arthur D., Schools of Tomorrow ~ Today. New York: Doubleday and Co., Inc.,

1960.
Munro, G. and G. Wiley, Team Teaching in Ontario Secondary Schoots, 1964-65. Toronto:

Ontario Educational Research Council, 1966.

Q : 2 .y . ,
B ‘ o
290

e o B




The Nongraded Primary School. New York: Mincola Public Schools.

. The Norwalk Plan of Team Teaching. Third Report, 1960-61. Norwalk: Connecticut Board
of Education, 1961.

Norwalk School Improvement Program. Fourth Report, 1962-63. Norwalk: Connccticut
Board of Education, 1963,

Oestreich, Arthur, Bibliography — Nongraded Schools and Team Teaching. Indiana: Division
of University Schools, Indiana University.

Olson, Willard C., The Dynamics of Instructional Groups. 59th Ycarbook of the National
Socicty for the Study of Education. Chicago: University of Chicago Press, 1960.

Ontario Educational Research Council Workshop on Classroom Research Proceedings; The
Nongraded School. Continuous Progress, 4th, 1967. Toronto, Ontario Educational Re-
search Council, 1968,

Ovard, Glen F., Change and Secondary School Administration. Don Mills, Ontario: Collier-
MacMillan Canada Ltd., 1969.

Parker, D. H., Schooling For Individual Excellence. Neslon.

Perkins, Bryce, Factors Which Have influenced the Development of the Role of the Para-
Professional in the Public Elementary Schoofs of Norwalk, Connecticut. Doctoral disser-

SA tation. New York: New York University, 1961.
o Peterson, Carl H., Easton Senior High School Team Teaching Program. Curriculum Publi-
_cation SE-60-1. Easton, Pennsylvania: Easton Forks Joint School System and Easton Area
Joint High School Systecm, 1960.

Plath, Karl A., Schools Within Schools: A Study of High School Organization. Secondary
School Administration Series. New York: Bureau of Publications, Teachers College,
Columbia University, 1965.

Polos, Nicholas C., The Dynamics of Team Teaching. lowa: Wm. C. Brown Co., 1965.

Primary Uepartment Continuous Growth Plan. Billings, Montana: Billings Elementary
School, School District No. 2, 1953,

The Primary School: Stop! Look! Evaluate! Bulletin No. 61, Washington, D. C.: Associa-
tion for Childhood Education International, 1952,

The Principals Look at the Schools. Y/ashington, D. C.: The National Education Associa-

”
e tion, 1962.
« Profiles of Significant Schools: High Schools. New York: Educational Facilities Laboratories,
1961,
Pt Pupil Progress in the Elementary Schools of New York State. Bulletin No. 1297. Albany,
' New York: University of the State of New Yok, 1945.

Pounds, Ralph L. and Robert L, Garretson, Principal of Modern Education. Don Mills, On-
tario: Collier-MacMillan Canada Ltd., 1969.

Questions and Answers About Team Teaching. Elementary School News, Vol. V. Auburn,
Me.: Department of Education, November, 1959,

Relocatable School Facilities. A report. New York: Educational Facilities Laboratories Inc.,
1964.

Powers, Arthur E. and Richard J, Schillo, A Comparison of the Achievement of Children in
Graded and Ungraded Primary Classes. Pilot Studies. Richmond, Virginia: Division of

£ Educational Research, State Department of Education.

; Report on the Experiment in Team Teaching in the Elementary Schools. Baltimore Public

Schools, June, 1960.

‘ L] Robbins, J., implications of Continuous Learning. Toronto: Gage Ltd., 1966.

Sampson, L. P. and E. N, Ellis, Educational Innovation: Trends and Developments in Edu-

: - cation. Vancouver: British Columbia School Trustees’ Association, 1967.

(e s vy e o mee

iRlc 291

Aruitoxt provided by Eic:

D e e————— -




Q

ERIC

Aruitoxt provided by Eic:

o T U

The School Library: Facilities For Independent Study in the Secondary School. New York:
Educational Facilities Laberatories, 1963.

Schools For the Sixties. A Report of the National Education Association Project on Instruc.
tion. New York: McGraw-Hill Book Co., 1963.,

Schools For Team Teaching: Ten Examples. New York: Educational Facilities Laboratories,
1961.

Schools Without Walls: Profiles of Significant Schools. New York: Educational Facilities
Laboratories, 1965.

Selectad Bihiiography Related to New Patterns of Staff Utitization. Oregon: Oregon State
Department of Education, Division of Education Department, 1965.

Shaplin, Judson T. and Henry F. Olds, Jr. (eds.), Team Teaching. New York: Harper & Row,

1964.
Synder, Edith Roach, The Self-Contained Classroom. Washington: Association for Super-

vision and Curriculum Development, 1960.
Soma Opinions on Teacher Teams. (transcription of a discussion among staff members).
Chicago: Laboratory School of University of Chicago, 1961.

Steinberg, Samuel, A Non-Grade-Level Sequence in Elementary Mathematics. New York:

The New York University School of Education, Experimental Teaching Center. 1960.

Stoddard, George D. The Dual Progress Plan. New York: Harper and Brothers, 1961.

Stone, Beverly S. and John M. Bahner, The Teaching Team Project, Lexington, Massachusatts.
Cambridge, Mass.: SUPRAD, 1962.

Taylor, James L. et al. Space and Facilities for Art Instruction. Washington: U.S. Department
of Health, Education, and Welfare.

Team Teaching. Professional Growth Program, Vol. V11. Conn.: Craft Educational Services,
1961.

Team Teaching: An Approach to Elementary School Instruction. Greenwich, Conn.: Green-
wich Public Schools, 1960.

Team Teaching Being Tried in Five Schools. Staff Newsletter. Baltimore: Baltimore Public
Schools, 1960.

Team Teaching at the Elementary School Level. Report of an Invitational Work shop spon-
sored by Perkins and Will Partnership, Architects, 309 W. Jackson Blvd., Chicago, 1llinois,
60606, 1964.

Team Teaching at the Fox Run Elementary School. Norwalk, Conn.: Fox Run Elementary
School, 1961.

Team Teaching in Canada. Ontario: Canadian Education Association Research and Informa-
tion Division, 1964. :

Team Teaching: A Report of the Pilot Team. Auburn, Me.: Department of Education, 1960.

Team Teaching in the School Program, Fiorida University, Florida: Florida University, Col-
lege of Education, Education Library, 1960.

Tewksbury, John L., Nongrading in the Elementary School. Columbus, Ohio: Charles E. Mer-
rill Books, Inc., 1967.

Thomas, George 1. and Joseph Crescimbeni, Individualizing Instruction In the Elementary
School. New York: Random House, 1967.

Thompson, Mr. and Mrs. johu F., The Nongraded Elementary School: The Continuous Pro-
gress Program. Santa Fe, New Mexico: The State Department of Education.

Time, Talent and Teachers. New York: The Ford Foundation, 1960.

Trapp, G. J., Nongraded Schools; Address at the 8th Annual Convention of the Canadian
College of Teachers, Winnipeg, July, 1966. Regina: Saskatchewan Department of Edu-
cation, 1966.

[39]
\O
29




Q

ERIC

Aruitoxt provided by Eic:

h

P

< A

m I

Trump, J. Lloyd, New Directions to Quality Education: The Secondary Schoo! Tomorrow.
Commission on the Experimental Study of the Utilization of the Staff in the Secondary
School, 1960.

and Doreey Bayrham, Focus on Change: A Gu.de to Better Schools. Chicago:
Rand, McNally and Co., 1961.

Tschippert, Olive B., The Primary School: General Philosophy and Plan. Aliquippa, Penn-
sylvania: Aliquippa Public Schools, 1960.

Turney. David T., The Instructianal Secretary as Used by Classroom Teachers. Nashville,
Tennessee: George Peabody College for Teachers, 1959.

Secretaries For Teachers. Nashville, Tennessee: George Peabody College for
Teachers, 1962.

Tyler, Fred T., Individualizing Instruction. Chicago: University of Chicago Press, 1962,

Wall, Harvey R. and Robert W. Reasoner, Team Teaching: A Descriptive and Evaluative
Study of a Program For the Primary Grades. Concord, California: Mt. Diablo Unified
School District, 1962.

Washbum, Carleton Holsey and Sidney P. Marland, Jr.. Winnetka: The History and Signifi-
cance of an Educational Experiment. New Jersey: Prentice-Hall, 1963.

Webber, Lewis E., Richard L. Babb and Claire Chasse, Brief Repert, Evaluation and Projec-
tion of the Pilot Project in Team Teaching. Auburne, Me.: Aubume Team Teaching
Project, 1960.

Wigderson, Harry I. Team Teaching, Visalia, California: Tularg County Superintenden$.of
Schools Cffice, 1962.

Wilson, F. S., R. Langevin and T. Stucky, Are Pupils in the Open Plan School Different?
(paper to the 7th Canadian Conference on Educational Research, Victoria, January,

1969). Ottawa: Canadian Council IFor Research in IIducation, 1969

Woodbury, R. M. (ed), Organization of the Elementary School in Terms of Pupil Pro-
gress. Cambridge, Mass.: New England Schoot Development Council, Aprit 1952.

Wrightstone, J. W., Classroom Organization for Instruction. What Research Says to
the Teacher. Washington, D.C.: Department of Classroom Teachers and American Edu-
cational Research Association, National Education Association, May, 1957.

Yates, A., Grouping and Education, New York: John Wiley and Sons, 1966.

III
TAPLS, FILMS AND FILMSTRIPS

Anderson, Dr. prcrt, The Curriculum of the Nongraded School. (Tape No. 2, St. F. X,
Auditorium), Antigonish, N.S.: St. Francis Xavier University, September, 3rd-4th, 1969.
A tape recording made during the St. Francis Xavier Institute on the Nongraded School.
The Curriculum of the Nongraded School. (continued), and Dialogue on the Cur-
riculum of the Nongraded High School. (Tape No. 2, Room 138, Nicholson Hall), Anti-
gonish, N.S.: St. Francis Xavier University, September 3rd-4th, 1969.
A tape recording made during the St. Francis Xavier Institute on the Nongraded
School.
Dialogue on the Curriculum of the Nongraded High School. (continued) (Tape No.
3, St. F. X. Auditorium), Antigonish, N. S.: St. Francis Xavier University, September
31d-4th, 1969.
A tape recarding made during the St. Francis Xavier Institute on the Nongraded
School.
See: Hillson, Dr. Maurice for second part of this tape.
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Charlie and the Golden Hamster. Institute for Development of Educational Activitics, Mel-
bourne, Florida: Charles F. Kettering Foundation.

A 15 minute film on the nongraded clementary school.
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the Study of Instruction, National Education Association.
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School.

Improbable Form of Master Sturm, The. Institute For Development of Educational Activi-

ties. Melbourne, Florida: Charles F. Kettering Foundation.
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And No Bells Ring. Washington. 1), C.; Commission for the Fxperimental Study of the
Utilization of StafT in the Secondary School, National Association of Secondary School
Principals. National I ducation Association, 1962,

A film on team teaching.

Nongraded Education For the Modern Elementary School. Central Scientific Company of
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Scgal. Dr. Joshua and Mr. Arnold Taub. The Ungraded School System. (Tape No. 1. St. I
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Trump. ). Lloyd and Lois S. Karasik, Focus on the Individual — A Leadership Responsi-
bility. Washington. D. C.: National Fducation Association, NASSP. 1965.
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