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CHAPTER SEVEN

THE MATERIAL PROVISION IN, AND THE ROUTINE OR
STRUCTURE OF NURSERY AND
INFANT CLASSROOMS

INTRODUCTION

While the three previous chapters have been concerned

with heads'’ and teachers’ perspectives, this chapter and the

following one comprise an attempt to describe and discuss

aspects of classroom practice in some detail.

As noted in the Review of the Literature, the initial interest

of the researcher in research in infant schools was partly

motivated by having read the work of Sharp and Green, and
King. It was also stated that, in relation to the former,

apart from any theoretical problems, there was dissatisfaction

with their account of classroom life. It was difficult to

know exactly what 'Mapledene’ children were being so ‘busy’

at. Hence, one of the concerns of this research was to devote

time to some detailed account of practice in the classroom.

As part of that, this chapter sets out to show the kind of

materials and activities available in the classroom, and the

degree to which, using this material, was ‘ordered’ by

teachers. The following chapter deals more directly with the

issue of teacher control of pupils and their response, but the

concept of ‘order’ implies some control of the organisation of

the classroom. However, because of the complexity of the

issues, it was deemed advisable to have separate chapters.

Although they both deal with similar related concepts, they do

so rather differently.
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In general much of the discussion centres upon

information obtained from Moorland in particular, as the main

research school, and from Larkway, supplemented by references

to the other schools where possible and where relevant.

This chapter thus discusses the routine or ‘order’ of the

classroom in terms of the materials and activities available,

and the use to which these are put by teachers and children.

A model based on a version of ‘framing’ is used in relation to

this routine and the ‘structuring’ by teachers. ‘Framing’ as

originally defined by Bernstein, was used to refer to,

"the degree of control teacher and pupil possess
over the selection, organisation and timing of
the knowledge transmitted and received in the

pedagogical relationship.”
(Bernstein, B., 1975 p189)
the usefulness or otherwise of

of

The whole question of

Bernstein’'s concept of ‘framing’ has been the subject

argument. However, the idea of who controls the materials and

activities, and the manner of use of these, seemed to provide

a useful basis for discussion. The model used is set out

below. In part it is referred to again in the following

chapter. It refers to the ‘what', ‘when’ and ‘how’ of

activities.

THE CLASSROOM ‘ROUTINE’

1. MATERIALS/ACTIVITIES AVAILABLE WHAT

2. THE PATTERN OF USING THE WHEN
MATERTALS/ACTIVITIES. THE &
ORDER OF EVENTS WHERE

3. MANNER OF USING MATERIAL/ACTIVITIES HOW

It must, be emphasized that this is a very

simplified model, one formed after the data as a peg on which

to hang a discussion. No model, simple or complex, can
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portray the flow of classroom life and its complexity, nor any

description. However, with this proviso, the model is

utilised to try and show the routine of infant schools.
The first section of the chapter discusses the materials

and activities found in the nursery, and the organisation of

the ‘timetable’ or pattern of events. The question of a

work/play distinction is raised. As in Chapter Six, this is

done in order to be able to make comparison later with the

infant school and so highlight the main features of both.

The second section discusses the same issues as seen in

infant classrooms. 8So within it, the materials and activities

which were available are described, and the differences and

similarities Dbetween the nursery and reception infant

classrooms, and between those and classrooms for older

children, are pointed out. Similarly, the work/play

distinction is also dicussed. The rest of the section is

devoted to a discussion of the organisation of the infant

classroom in terms of the ‘timetable’ and the regular pattern

of events.

The third section considers the concept of progression,

off the way pupils proceed through activities which are graded

according to ability at a particular stage, particularly in

relation to the ‘3Rs’. The monitoring and recording of

pupils’ progress is also discussed. Finally, there is a

discussion of the reading schemes in use at Moorland.

The final section of the chapter contains a brief

\

discussion of language use in the classroom, first that of

teachers and then of children. This is a complex question in
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itself, but only formed a part of one aspect of the research.
Hence the discussion is limited in extent. However, it is an
important area, because most communication in the classroom
takes place through the medium of language. In respect of
teachers, it has both teaching/learning and control aspects,
so plays an essential part in the routine.

SECTION ONE: THE NURSERY ‘ROUTINE’ OR ‘STRUCTURE’

The materials and activities available are discussed
first, then the ‘timetable’ of events.

In the case of Moorland nursery an attempt was made at
a detailed list of the materials available by the use of an
tinventory’. This consisted of a checklist of the equipment
available. This checklist was used on two separate occasions,
one morning and one afternoon session.

The categories used were those of the researcher,
although in general agreement with the way in which such
materials were described by teachers in both the nursery and
reception classes. However, categorisation can itseif be
narrow, ignoring the fact that materials can have more than
one use or purpose, both for children and teachers.

Basic ‘activity’ materials included dry sand, water,
clay and pastry, together with a 'Wendy House’ and ‘dressing
up’ and other-materiﬁl for use in connection with this, such
as prams, dolls, a ‘cooker’ and an ironing board and pegs.
There were ‘colouring’ materials which included pencils, thick

crayons, felt-tip pens and coloured chalks, and paint,

together with paper.

'Construction’ toys included large building blocks and ‘Lego’.
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There were also ‘stacking’ toys (or a series of shapes fitting

in sequence) and inset trays. The latter were trays with

appropriate spaces to accommodate the insertion of a number of
shapes, from geometrical to those of fruits or cars. There
were also peg boards, where again different shapes were fitted
into holes.

A number of ‘floor toys' were available. These included
interlocking floor shapes, and floor layouts of a railway
track with trains and a ‘farm’.

A number of ‘games and puzzles' were observed, such as picture
Lotto and Fuzzy Felt for making ‘pictures’, and jigsaws.
Coloured straws were observed in use for making shapes or
objects, and threading beads.

What was not 1in evidence at Moorland nursery was such
‘mathematical’ apparatus as plastic money or counting
or scales and weighing material. However, counters

material,

and a set of plastic cubes called ‘'Unifix’ were seen in the
Fairfield ‘pre-fives’ class.
At Moorland, there were a number of 'wheeled toys®’ and some

larger apparatus. The former included pedal cars, tricycles,

and various ‘push and pull’ toys. The 1latter included a

rocking horse, a climbing frame, a slide, and ropes.
Apart from all these, a number of musical instruments were
seen, including shakers, tambourines and triangles, and drums.

There was also a record player.

The ‘routine’ nursery day consisted of ‘activity time’, when

the materials provided were available to the children. The

various ‘activities’ ran concurrently, and this period was
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referred to as ‘tree play’. This ‘tree play’ was interspersed

with periodic re-assembly of all the children for events such

as ‘snack-time’, ‘'story time’, or for music, and P.E. in the
hall ot the main school (when this was free). Mrs Ravnor, the
nurserv teacher, was not whollv satistied with this
arrangement. She stated that if the nurserv had been larger

she would dispense with some of these ‘class activities’, and,
tor example, run ‘snack time’ along with the other activities
so that children could choose when to have their ‘snack’. She
said that the size of the room dictated to a great extent the
organisation of the activities by the children within it.
Thus, what happens in a nursery, or indeed the infant
classroom, is not wholly a matter of the teacher’s choice, or
that ot the children.

However, given this proviso, it was observed that
children in the nurserv at Moorland used the various materials
with apparent freedom during ‘free play’. Neither the nursery
teacher nor the assistant directed the children as to what
they should do, nor when, where or how they should do it, for
the most part. One exception was that the wheeled toys and
the larger apparatus were mostly outside, so were used there.
Also, these could not accommodate all the children at once, so
a little judicious ‘sorting-out’ was observed if the children
argued - or fought - over the use of this material. However,
in general the principle of minimal direction seemed evident.
Observation notes give some idea of the general pattern. For

example, it was recorded that

"The children came in in ones and twos. Some
made for the climbing frame, others got out
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various toys e.g. a plastic house shaped like a
mushroom, or ‘Lego’ and started to play with
these. One or two children stood looking round,
watching what others were doing. Some children
put on aprons, helped by the teacher and
assistant. Four or five of these started to
play in the water, filling containers with water
and emptying them out. The other half dozen

or so with aprons went to the easels on which
had been placed by the assistant sheets of paper.
The teacher had mixed different colours and put
them in pols - two or three to each easel. The
children began to paint. Other children played
with the sand. One child sorted plastic

animal shapes and started saying the names of
each to himself, horse, dog ...'. Outside

four children rode tricycles round a concrete
area. Another sat on the slide, while two

more pedalled small cars.
... Children change ... activities frequently ...

They appear to have complete free choice over

what they want to do and when they do it."
({Observation notes)

Within this ‘free activity’ the children were occasionally
shown how to do something. For example, the nursery assistant
would do a particular ‘art and craft’ activity, perhaps making
something, with a small group of children who had come up to
her and asked her to do this. Within this limited context the
assistant would show and tell the children what they had to
do, and how to do it, as a practical helping activity.

There were other occasions during ‘free activity’ when there
was some direction as to ‘how’ to do something. Usually this

involved behaviour, and was often a request not to do

something, such as the comment to two boys observed to be

throwing sand at each other while playing in the sand tray.

Mrs Raynor: "Don't throw sand, boys. You're being
silly."”
This was said in a slightly raised voice. The boys loocked at

her and stopped what 'they had been doing.

There was more teacher direction of activities on the
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occasions when the whole class was called together for certain

activities. One of these was the music session. It was

recorded on one of these occasions that

The class is divided up into groups, who are
assigned difterent musical instruments, such as a

large drum and small drums, tambourines, ‘jingle
bells’, triangles, clappers and shakers. The
groups are arranged in a semi-circle around the
teacher. Mrs Ravnor tells them that they ‘must
watch’ her, because she will tell them ‘which
groups to play when’. She also says ‘'Don’t play
anything until I tell you to’. Some children
start shaking instruments. Mrs. Raynor says
sharply

*Oh, I did tell you not to play with them’.
She then explains to the children how the instru-
ments are to be played, showing them by examples.
For example, she said to the ‘jingle bells’
group,

*‘Show me how you shake them’.
She told the tambourines group how to hold them,
and, turning to the group holding clappers said.

‘Let’s call these ... What do we call these? ...
What do you call them ..castanets?’
Assistant: ‘Clappers’.

It seems a little bit of vocabulary teaching as

an extra.

The ‘shakers’ group are also told:

‘These are shakers and you shake them’.

This seems fairly obvious, but Mrs Raynor is
clearly emphasizing points."”

(Observation Notes)

Mrs Raynor said later that these group sessions were used to
teach things, but she also added that if there had been more
space in the nursery then musical instruments would have been
laid out for the children to use as and when they wished,
instead of being a whole group activity at a particular time
always.

*Snack time’ was also an occasion for ‘teaching’. One
example of this activity shows what was being taught., On this
particular occasion the children had all been across to the

main hall of the school to watch a T.V. programme. When they
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returned to the nursery Mrs Raynor told them that they could
go outside, although some chose to stay inside. While most
were outside Mrs Raynor and the assistant put out beakers for
milk, and apples. While the assistant poured out the milk,
one of the children put out the chairs, although not told to
do so. Other children also helped. Mrs Raynor swept up some
sand from the floor meanwhile, and cleared away puzzles. She
then went outside and called to the children outside to "Come
in now". They came in and sat down, or at least some did; the
rest were reminded by Mrs Raynor saying "Sit down". She then

called up the boys first to have their milk, then the girls

(this seemed odd - she said it was to get them settled down,
later). After milk each child was given half an apple. {On
other occasions this could be a marmite sandwich, or
biscuits.) Each child was reminded to say "Thank you" as this
was done. Mrs Raynor on this occasion used the researcher’s
presence to emphasize the point, by asking her.
"Did you héér them say ‘Thank you’?."

Just after this a little boy went up for some more apple
(something allowed if there was some left over). He said
"Thank you", and Mrs Raynor said to him "Thank you", again
making the moral obvious.

On other occasions, 'Snack time’ was announced by the teacher
looking round the room and drawing the attention of the
children by raising her voice. They were told to put away
what they were doing and come and sit down on the chairs

already set out by £he two staff and ‘helpers’. The same

procedure of giving out the milk and food followed. In
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‘Snack time’ children were thus being taught to listen to the

teacher, and that at certain times they must stop their chosen

activity and do as they were told by her. They were also

being tought the ‘social graces’, or skills, including ‘'good

manners’, Thus, children were being prepared socially for

later school experience. As noted when discussing teachers’

perspect ives, Mrs Raynor thought that teaching ‘social

skills’ was important.

‘Story time’ was also an activity involving the whole group

where the children were observed being told to "sit down" and

"listen to me now". They were admonished for not "settling

down", and for "talking while I'm talking", or for "being

silly"”. These were ‘school skills’ quite apart from the

language aspect or imaginative development . of the story

itself.

Thus the nursery at Moorland apart from the range of

activities available for ‘free choice’ ‘'play’, also had more

direct teaching relating to both ‘work’ in such things as

music, and social behaviour. What went on in the nursery was,

therefore, directly related to preparation for the infant

school proper. As noted in Chapter Six, Mrs Raynor considered

it to be part of her task to help children develop ‘skills’,

apart from social ones. These skills were said to include, as

noted,
"manipulative and co-ordinative skills, fine and
gross motor skills, sorting and counting, and
listening skills."
(Mrs Raynor, Moorland)
However, she considered that the main way in which most of
these skills were to be learnt was through "play", or "free
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activity" with a variety of materials.
Cleave et al. argued that
"the nursery is traditionally oriented towards play"
while in the infant school a distinction was made between
‘work’ and ‘play’ (Cleave et al., 1982, p.53). However, as
indicated in the previous chapter Mrs Hardy, the ‘pre-fives'
teacher at Fourfield did not accept that ‘play’ was her major

concern. She considered that children in the ‘pre-fives'
class there come to school ready to start reading, or some

simple number work. Accordingly, it was not surprising to

observe that in this class activities were going on which Mrs

Raynor at Moorland would have classified as '3R’s work’. It
was recorded, for example, that

"... Two children take a reading book and start to

read. A third table has ... sum cards on it, such

as 00 + 00 =2 and 4 + 1 = ? Two children g and sit

at this table and begin to do sums in a book."
Children were also seen "tracing words", and "copying words",

and reading words on ‘flash cards’.

At the same time activities which Mrs Raynor would have

regarded as ‘play’ were also seen. For example it was noted

that

"The children disperse to various tables. On one
are laid out construction games such as Lego and

plastic bricks ...

Mrs Hardy did concede that ‘play’ served a particular purpose.

This was to

"develop manual skills and co-ordination - play
is constructive play, not just doing anything.

(Notes, Fairfield)

Mrs Raynor took a rather broader view of ‘play’, considering

that children were learning necessary social skills such as
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sharing and taking turns, as well as listening to the teacher,
and also that most activities provided children with
opportunities for learning ‘work-related’ skills. Therefore,
any distinction between ‘work’ and ‘play’ clearly depends on
how these terms are defined, and by whom. Mrs Raynor

obviously believed that children who appeared to be involved

in ‘just play’ to ‘non-professionals’, were actually doing
‘work’, in the sense that they were learning what might be
termed ‘pre-academic’ skills and were not just amusing
themselves. Moreover, Moorland had a different catchmentarea
from Fairfield. In the main school, as noted elsewhere, there
was a belief that Moorland children had ‘special needs’,
particularly the learning of ‘social skills’. Mrs Raynor,

although she did not think this her only task, as stated, did
speak of the children as being "like little wild animals”, a

description easy to understand in view of the observed

behaviour of some of the children. Therefore, she did not see
them as ‘ready’ for the kind of ‘'formal’ activities that Mrs
Hardy considered her children <capable of. These two

contrasting views were both based on the teachers’ experience,
and there is no way to judge which view of ‘nursery age’
children was more accurate.

It is important to note that, whatever the teacher’s
view of the activities available and children’s use of these,

children within the nursery at Moorland, as noted in Chapter

Six, were never heard to distinguish between ‘work’ and
‘play’. In fact, neither word was mentioned by the children
there in the researcher’s hearing. Not enough time was spent
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in the ‘pre-fives' «c¢lass at Fairfield to comment from
observation. However, the researcher suspects, from some
observations 1in reception classes in infant schools, that
where teachers seem to distinguish between activities in terms
of a higher priority being given to children doing some, then
children come to follow this, whether or not the actual terms
‘work' or ‘play’ are used.

One aspect of the ‘routine’ of nursery life was that at
both Moorland and Fairfield teachers prepared the context
within which children ‘learnt’, however they defined the
actual activities of the children. It was they who made
available to the children the various materials, apart from
the larger apparatus which was always out'at Moorland. Some
of the smaller materials differed from day to day, although
all were available over time, if they wanted to encourage
particular activities for a particular purpose. The teachers
set out the materials before the children came in.

Teachers also controlled the overall timing of events
such as the start or finish of activities, signalling when

*free choice’ gave way to other activities. For example, the

meaning ‘'timetable’ at Moorland, where there were two separate

sessions, was as follows. Between 8.45 and 9am the teacher

and her assistant set out the activities. The children

arrived between 8.50 and 9am, and hung up their coats, came

into the nursery, and dispersed to activities. Thereafter the
timing was:
9am to 11.15 - Activity time. ‘Free Play’
11.15 to 11.30 - tClearing-up Time’ (Signalled

by Mrs Raynor)
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11.30 to 11.50 - ‘Snack time’

11.50 to end of session -'Story’ or 'Music’ time.
Variations occurred on occasions, such as watching a T.V.

programme or sometimes doing P.E., both in the main school

hall.

Similarly at Fairfield, although activities ran
concurrently, as at Moorland, the teacher told the children
when to ‘clear up', or start ‘Playtime, or come to a group
activity such as 'Story time’.

Thus within ‘free choice’ of activities by the children
in the nursery groups, there was an underlying direction or
of

overall control. However, more certainly in the case

Moorland nursery, this control was exercised gently and

relatively unobtrusively. Indeed, as observed elsewhere,

Moorland nursery seemed to display more features that might be
termed ‘progressive’ than in some infant classrooms seen.
This concludes the discussion of nursery ‘routine’. The

section has indicated the materials available and what the

children did. It has been shown that opinions varied as to

the purpose of ‘pre-school’ activity as between Moorland

nursery and the ‘pre-fives’ class at Fairfield, with some

differences in particular on the idea of ‘play’ as the

principal means by which children learnt necessary ‘skills’,
as well as what these ‘'skills’ should be.
The next section discusses the ‘'routine’ of the infant school

in similar terms to those used for the nursery, contrasting it

to the latter where relévant.
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SECTION TWO: THE INFANT ‘ROUTINE'’

As with the nursery, this section begins with a discussion of
the materials and activities available in the infant

classrooms seen, noting the similarities and differences in

these respects as between the ‘infant’ and ‘pre-school’

settings. The ‘work-play’ distinction is also discussed, and

also the definition of ‘play’.

The organisation or ‘timetable’ within -which these
materials and activities were used is then discussed, again

noting similarities and differences both between pre-school

and reception classes, and between those containing older

children. Between-school similarities and differences are
also noted. Within this ‘organizational’ part of the section,

other features noted in the introduction to the chapter are

discussed.

The infant classrooms observed contained some materials
and activities which were similar to those found 1in the

nursery and tpre-fives’ class, but there were also

differences. In general, the findings in this respect were

similar to those of King, who found that

"classrooms for older children contained fewer
toys and games than those for younger ones...

(King, 1978, p.31)

This was more true of Larkway than Moorland. At Larkway the
top infants’ teacher considered that children in the reception
classes could have more choice in terms of activities with

"games or toys", but that this should be reduced as children
moved up the school, where organising one’s ‘work’ became the

important choice for children. At Moorland, there was a
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belief in the therapeutic value of ‘'play’ with toys and games,
so these tended to be still in evidence in classrooms for
older children there.

All the reception classes at Moorland and Larkway had,
like the  nursery, sand, water and a Wendy House or
*home-corner’. These items were also found in the other two
classrooms at Moorland, which contained older ‘middle’ and
‘top’ infants, as sggainst the two ‘reception’ which contained
also younger 'middle’ infants. However, at Larkway in the top
infants’ class which was observed there were no sand or water
trays in evidence, although there was a ‘home-corner’ which
could be used for ‘dressing-up’.

In two other schools visited Wendy Houses were seen in
classes containing lower age groups but not in ‘top infant’
classes. Fairfield had ‘family-grouped’ classes, with
children from 5 to 7 years old, and in these sand, water and a
Wendy House were also seen in use.

'Colouring’ materials like those in the nursery, such as
pencils and crayons were available in all infant classrooms
seen, but there were also present more painting materials and
paper, and a wider range of ‘art and craft’ materials in
general, such as various items of ‘junk’ collected from
ordinary household objects and other sources, and used for
making models and collages, and clay, also used for modelling.

In the reception classes at Moorland there were seen
‘construction toys’ similar to those found in the nursery
there, such as wooden £uilding bricks and blocks, and Lego.

The Lego and building blocks were also found in the
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other two classes at Moorland. At Larkway the top infants'’
class only had Lego in evidence.

‘Floor toys’' such as railway layouts were less visible
in infant classrooms, but there were some ‘games and puzzles'’
similar to those found in the ‘pre-school’ classes. In the
reception classes at Moorland, for example, there were
Jigsaws, inset trays and peg boards. There were other games
also used for sorting and matching activities. However, there
were other ‘games’ which were more directly related, in the
view of the teachers, to the acquisition of ‘literacy’ and
‘numeracy’ skill development. These included picture and word
matching games, and others aimed at encouraging ‘visual
discrimination’ between, for example, d{fferent shapes and
colours, There were also 'matching’ games which related to
the pictures of ‘objects’ and the appropriate number to be
attached to these. In general teachers appeared to attach a
higher value to the use of these ‘'games’ than others less
related to ‘basic skills’, though not disparaging those with
other ‘educational’ attributes.

In the reception classes at Moorland, which, as noted,
also contained ‘middle infants', there was a ‘shop’ with
plastic money, weighing scales, objects to weigh, counters and
plastic cubes, also used for ‘counting’. As noted, these
items were not seen in Moorland nursery.

In the other classes at Moorland these mater%als were
also present, but in the top infants class at Larkway there
was only a limited gupply of ' Unifix’ blocks and other

counting apparatus. Children in this class were ‘discouraged’
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from using this material when doing ‘number’. It was thought
that they should no longer need it.

*Wheeled toys’ were a type of equipment which was much
less in evidence in the reception classes at Moorland than in
the nursery there. There was a ‘rocker’ and see-saw in Mrs
Knowles’ class, however. A truck and wheelbarrow was seen in
a reception class at Larkway., None of this kind of material
was seen in use at Briarfield or Fairfield.

However, this lack of certain kinds of ‘physical’
material did not of itself mean 1less activity. While 1in
Moorland nursery children were observed climbing and sliding
on the various apparatus designed for that purpose, there was
in fact more diversity in terms of physical activity, and a
greater range, for children in the infant school. At Moorland
and Larkway, and at Fairfield, and in other schools, children

in both reception and top infants’ classes were seen as

"playing with bean bags, throwing, catching,
balancing them; throwing, catching and kicking
balls; using hoops to jump in and out of and
skipping; climbing wall bars, swinging from and
climbing ropes; using forms to jump on and off,
and sliding down; using different parts of the

body to move around on apparatus.”
{Observation Notes. Category:

Types of P.E. Activity)

However, in the infant schools as distinct from the nursery
this kind of activity was restricted to a specific time,
rather than being freely available, something Cleave also

found (Cleave et al., 1982).

Musical instruments were present in infant schools just

as in the nursery, and were basically similar, although

recorders were available for top infants. Music, like P.E.,
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tended to have a specific time, sometimes related to
radio/T.V. programmes. At Moorland this was a thall’
activity, taken by a teacher with specia} responsibility.

In terms of individual provision of materials, children
in infant classrooms generally had a special box for keeping
such things as their own writing, drawing and number books, a

reading primer, and pencils and crayons. These were usually

stored in trays.
One item which was not present at all in the nursery
situation was work-card material. At Moorland children did

use work cards on occasions, but these were given to children
by their teachers as they saw fit. At Briarfield, Fairfield
and Larkway, however, such cards were more in evidence. In
the classes in these schools, children worked through graded
schemes at their own pace.

So far, it has been shown that there were both
similarities and differences in the materials available in
infant and nursery classrooms, and between infant schools, and
within schools.

However, there were changes in the nature of the. tasks

or activities as between pre-school and infant children,

something Cleave et al. also found. They argued that, while

in a nursery there was an emphasis on tgross motor
activities’, those which "promote co-ordination of large
muscles", such as climbing, these were confined to periods

called P.E. (Cleave et al., 1982). As noted, this was found

in the infant schools seen.

In the reception classes, Cleave et al. argued, what
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they called ‘manipulative skills’ such as
"Threading, stacking, screwing or hammering,
almost disappear.” (p.62)

Certainly in the reception classes seen there was less
evidence of these particular tasks. On the other hand, as
Cleave et al. also argued, children in infant classrooms have,
in fact, to learn more complex ‘manipulative skills’ than in
the nursery/pre-school classes. These include such things as
the use of scissors and paste, as well as paint, in the making
of models and collages. These demand greater precision. Thus
it can be argued that the range and difficulty of such tasks
increases the ‘'skills’ demand in the reception classes in
particular, when compared to the nursery. In general, the
activities in ‘art and craft’ and ‘physical activity’ cover a
wider range in the infant school.

A distinct change was found in the reception classes, in
comparison to the nursery, at Moorland, in relation to what is
termed the '3R’s’. Cleave et al. also found that the ‘'balance

of the curriculum’ altered in reception classes, which,

according to them,
" swing away from these (manipulative)

activities to those of a verbal and symbolic
kind ... more colloquially the 3R’s.”

(Cleave et al., 1982, p.62)
The increase in ‘games’ aimed at developing ‘literacy’ and
‘numeracy’ skills has been noted. It was also recorded in the
chapter on ‘Teachers’ Educational Perspectives’ that both the
nursery and the reception teachers at Moorland believed that
in the latter classes there was more emphasis on the 3R’s.

Fairfield pre-fives’ class has been shown to differ from
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Moorland nursery in this respect.

This emphasis on the 3R’s was observed in all the infant
schools, and not only in reception classes. As noted in

Chapter Six, it was one aspect of teachers’ perspectives where

there was a consensus. It was also shown there that parents
would put pressure for a school to 'get down to basics’, even
where, as at Larkway, teachers themselves viewed the

curriculum in much broader terms, as indeed most teachers in
other schools did.

On different occasions, at Moorland, a form of ‘content
analysis’ was carried out to record the type of activity going
on in reception classes. These were fognd to include many
which would be classed as '3R’s’, such as

~-" learning letters, recognition of sounds/word building

- tracing, copying, writing letters, words, sentences,

- writing ‘'news’ - stories,

- weighing, shopping, counting money, measuring - Doing
sums, i.e. addition, subtraction.”

(Observation Notes. Category:
Types of Activity)

Similar activities were recorded 1in reception classes at
Briarfield and Larkway, as well as in the pre-fives class at
Fairfield. Apart from the tracing of letters, or numbers,
they were also seen in other infant classes.

It can be argued that as children move from the
pre-school to the reception classes in infant school, and from
there to ‘top infant’ classes, a range of ‘choices’ in terms
of materials and activities is closed off, to be replaced by

others. These ‘alternatives’, although they may involve the

acquisition of more complex skills, tend to be more ‘formal’
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and more teacher directed. Thus, in infant classrooms, life
for the children becomes more ‘serious’.

As noted previously, Cleave et al. spoke of a different
orientation in infant schools from that found in nurseries.
They considered that in the former the ‘work-play’ distinction
was found. It was also recorded that in the case of Fairfield
pre-fives class, the teacher was not wholly ‘oriented’ towards
‘play’. However, in the infant school proper at Moorland, in
contrast to the nursery, this distinction appeared to exist.
Teachers classified verbally some activities as ‘work’.
Children also distinguished between "doing work" or "playing",
and "work" and ‘"choosing". In the reception classes at
Moorland, this distinction was recorded 1in conversations
between teachers and children, and with the - researcher and
children. The following example, also used in Chapter Six,

shows the use of these terms.

Teacher: "Susan, have you done your work?"

Susan (to the researcher): "I've finished all my work
now,"

Researcher: "What work have you done?"

Susan: "Writin’ an sums."

Researcher: "So what are you going to do now?"

Susan: "Choosin’, 'cos we'’ve finished our work."

To Teacher: "I've finished my work, Mrs ---, can 1

play with the Lego?"

Children stated to the researcher that ‘choosing’ was doing
"anything you 1like". This included "playing" with Lego, or
bricks, or in the sand, or "playing" with plasticine, or in
the Wendy House. Ch{ldren never refused to ‘play’, but did

sometimes try to refuse ‘work’, though this was reprimanded by
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the teachers. On one occasion 1in Mrs Knowles’ class at
Moorland, a boy shouted at the teacher, saving that he did not
want to do his sums and wasn’t "going to do them". In

response Mrs Knowles told him very firmly indeed that.

"We all have to do things we don’t want to, and
vou’ve got to do your work evervy day."

She remarked to the researcher after this directive that,

"They know theyv’ve got to get work done."

Children did apparently know this. However, as was observed
at Moorland, compliance with the requirement was not
automatic, at least in the short term. In the end, though,

most children were obliged to conform to it, by one means or
another. It remained generally true that, as King commented,

in the intant school,

"Plavy may be chosen, work cannot be retfused.
(King, 1978, [p.207)

The ‘work’-‘play’ distinction, and the priority given
to the former, by teachers, and hence by children, was made
more evident in the rewards or sanctions attached to doing or
not doing ‘work’. For example, ‘play’ was presented as a
reward for finishing ‘work?’. However, this last had to be
tsatisfactory’ for the teacher, as the following comment
shows. The teacher of Class 3 at Moorland was heard to say,

"Those who have done nice work can do choosing."”
Evidence had to be provided that the ‘work’ had been finished

first, and if this condition was not met then ‘play’ could be

withheld. For example, on one occasion at Larkway, some boys
were 'playing’ with Lego. The teacher was not entirely happy
about this., 8She came up to them and asked.

"How many cards have you done? Have you
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finished all your work?

The children all replied "Yes". Nevertheless the teacher was
still not satisfied with them ‘playing’ at that time, and,

after a pause, said

"Well, I'd rather you made something ... I’11
come over in a minute and talk to you and ask
you about it."

‘Choosing’ was also presented on occasions as a ‘filler’
activity between ‘work’ activities, as when the Class One

teacher at Moorland said to a child,

"You can choose for the time being, until it's
time to do your work."

Similar comments to all of the above were heard in other
classes at Moorland and at Larkway, as well as in other
schools.

Whatever teachers said about the importance of ‘play’,
and, as noted, not all teachers laid the same stress upon
this, it was evident that the ‘work’/‘'play’ distinction
existed for them and was picked up by the children.

Even though ‘play’ was seen either as a means of
learning, or as having a "therapeutic" value, or both, the
actual meaning of ‘play’ in terms of what was counted as
‘legitimate’, was defined by the teachers. As King also
observed, the children’s definitions did not prevail (King,
1978). For example it was recorded that the teacher of Class
2 at Moorland left the classroom briefly on the occasion
observed in order to find a reading book from the cupboard
outside the classroom door. When she came back two children
were under a table ‘playing’, according to them. The teacher
demanded sharply, \

"Who is being silly?"
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The children - boys again - did not reply to this but instead
said that they were "playing dogs". The teacher was having

none of this 'play’, and said emphatically,

"We are not playing dogs, I’m afraid. Go
and find something to do!"

At Larkway also, this time in the ‘top infants’ class, the
teacher similarly rejected a definition of ‘playing’ by some
children. In this instance, five children were seen to be
sitting on the carpet occupying themselves happily with some
‘Matchbox’ model cars. The teacher looked round and saw what
they were doing, because they were getting rather noisy in
their ‘game’, The teacher directed her comment to one boy,
and said
"No thank you, Matthew, not on the carpet.”

She remarked to the researcher not quietly, that,

"They brought these toys from home on Friday.
They should have gone home then. I don’t really
allow that sort of thing."

(Notes, Class Five, Larkway)
'Play’ could hdve the same content but, according to context,
could be defined as a legitimate or unacceptable activity.
For example on another occasion in the top infants’ class at
Larkway some children were observed to be making, and
eventually throwing, paper aeroplanes. The teacher stopped

this, asking

"What are you boys doing? We finished those
last week."

She then explained to the researcher that during the previous
week the class had been doing a project on ‘flight’. As part
of this, the children had made model aeroplanes with paper or
card in various designs, and had then tested how far they

would fly. Since the project was ended, the boys should no
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longer have been 'playing’ with aeroplanes.

Thus, in various ways, it was teachers who decided what
counted as ‘play’ in the infant classroom, quite apart from
any work/play distinction. The term thus appeared to cover a
narrower range of activities than in the ‘pre-school’ classes.

It has been shown so far in this section that there
were some differences in the materials/activities provision as
between pre-school and infant classrooms. It has also been
shown that there were differences in such provision between
classes for younger and older children, although such
differences were much 1less prominent at Moorland than at
Larkway. In general, it has been indicated that more complex
skills were required of ‘infant’ <children than those of
‘nursery’ age, with greater emphasis on partiecular ‘learning

skills’ related to literacy and numeracy, with ‘games’ more

designed for these purposes.

It has also been shown that, while in nursery groups,
at any rate at Moorland, children did not recognise the
work-play contrast, this was not the case in infant
classrooms. It has also been shown that ‘play’ itself was
teacher, not child, defined in terms of legitimacy.

In the rest of the section, the actual ‘organisation'’
of the materials and activities, in terms of their use in
practice by children is considered. This differed

considerably between schools, and sometimes within them, but

one feature was common; activities took place within an
tordered’ environment. There 1is nothing unusual in this
particular feature. Hammersley, for example, argued that

"A concern for order ... is one feature of all
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social action."

({Hammersley, 1977, p87)
Jackson also considered that there was an order, which tended

to become routinised, even in inftformal classrooms (Jackson,

1968).

However, if ‘order’ was normal, it was clear that,
unlike some ‘progressive’ rhetoric, or attacks on
tprogressivism’ by its critics, it was the teachers who
controlled the ‘structure’ or context of learning, in the

intfant classroom as in the nursery, not least by controlling
the availability of materials, in terms of what was available
and when and how it was used.

Eggleston argued that

"in theory, and even to some extent in practice
most of the activities of the individual
classroom are a consequence of the decisions
of the individual teacher.”

(Eggleston, 1979 p.1)
King also considered this to be the case (King, 1978).
However, Bernstein argued that while the teacher controlled
certain aspects, that is, while he or she arranged the context
within which children ‘explored’, within this context the
child had wide powers. In Bernstein’s view, the child could
choose or select from what was made available, and also decide

how he might structure activities, and the time-scale in which

this ‘choice’ and ‘structure’ took place. These were what
Bernstein termed features of "The Invisible Pedagogy"”
{Bernstein, 1975, pll6). King, though, from his study of

infant schools, argued that the evidence showed that teachers

were in control. For example, they decided when ‘work’ was

completed, not the children. Also, while sometimes children
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could choose, within limits, when to do activities, they could
not necessarily choose the content of these, the ‘what’ to do
(King, 1978).

Research by Hartley into primary school practice also
indicated that amongst the infant teachers included none of
them revealed any aspects of an ‘invisible’ pedagogy.
Instead, a direct ‘didactic’ style of teaching was evident.
Control, in fact, was very ‘visible’(Hartley, 1986, p263).

The present research also found the prevalence of
tstructuring’ of activities by teachers, and thus of control
in a very direct way, despite differences between or within
schools.

It was noted in Chapter Six, as well as in Chapter
Four, that the head of Moorland and the teachers there,
believed in the importance of ‘structure’. The reception
teachers at Moorland, as shown elsewhere, considered that one
of the main differences between their classrooms and the
nursery was that in the former there was more structuring of
activities, that is, there was more control over what, when
and how activities where done. However, as noted in the first
section of this chapter, the idea of structure was also
present in the nursery.

The head of Larkway, which was in many respect a
differently organised school than Moorland, believed, like the
head of the latter, in the importance of ‘structure’, and also
that providing this was part of the teacher’s task.

However, althohgh tstructure’ or ‘order’ was thus a

common feature in the schools seen, the actual pattern of
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daily activities, the ‘time-table’ of events aspect, varied
considerably between and sometimes within schools. As noted
in Chapter Four, the position and views of head teachers had
an effect on such organisation.

As noted when discussing teachers’ ‘educational
perspectives’, some schools operated with versions of ‘the
integrated day’ while others, including Moorland, did not.
As also shown in that chapter, the most popular- version of
‘the integrated day’, where one was in use, was that where a
range of activities were present at the same time, with few
formal breaks. This corresponded broadly with the definition
given by Dearden (Dearden, 1971). Some teachers, as also
recorded, mentioned the idea of some integration of different
areas of the curriculum, such as maths and art, for example,

At Moorland, there were general views held by teachers,

including the head, that the children there, because of their

‘home backgrounds’, needed stability. An orderly routine was
seen as helping to give children this. There was also
scepticism about ‘free choice’. It was considered, again

because of their background, that Moorland children could not
cope with this. Such views affected the provision of the
particular routine or ‘'structure’ within the classrooms.

There was a considerable difference between the nursery
‘routine’ and that found in the reception/middle classrooms in
the main school at Moorland. The ‘time-table’ of events
indicates the main differences. The example is tha£ of Class

2 at Moorlands, but Class 1 was similar.

8.50 - 9.10. Teacher enters classroom, lays out. games,
sorts out materials. As the children come

in, they "choose activity/game".
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9.10 - 9.15. Teacher calls register. Children told to

"Sit down."
9.15 - 9.30. Short Assembly.
9.30 - 9.45 1) ‘ORAL WORK'’ -discussion of topic chosen
(approx) by teacher
9.45 2) Atter ‘oral work’ - sitting on the mat,
{approx) children told what activity to do. This
instruction to individuals, group -

sometimes class.

9.45 - 10.25 *3Rs’ ‘work’,/‘choosing’ - Indivaidual/group/
class.

10.25 - 10.30. ‘*Clearing-up’

10.30 - 10.45. BREAK

10.45 - 11.00 More ‘oral work’® for CLASS.
11.00 - 11.55 *3Rs’ work/choosing/ (as above)
11.55 - 12.00 ‘Clearing-up’.

12noon- 1.15 DINNER TIME

1.15 - 1.30 ‘ORAL WORK'’ CLASS

1.30 - 2.35 Art/Craft - free choice/topic
2,35 - 2.45 ‘Clearing-up’

2.45 - 3,00 BREAK TIME

3.00 - 3.15 STORY TIME - HOME

This was the +typical daily pattern. It does not indicate
physical education and music activities, because, as noted,
these were assigned to specific periods fitted in during the
week. Also, as noted, they took place in the hall rather than
the classroom.

The ‘daily’ pattern shows several things. Not least,
the infant day is compulsory, as indicated by the calling of
the register. It is also much longer than in the nursery. It
is also evident from' this timetable that, while in the

pre-school setting the children could disperse immediately to
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a range of activities, and this ‘free play’ lasted most of the
time, in the 'infant’ classrooms access to certain activities
was restricted to particular periods. ‘Free play’, in
particular, took place in ‘Choosing-Time’. This was usually
first thing in the morning, then otherwise at the teacher's
discretion. This was the general pattern in other classes.
For example, an observation of the early period in Class 3

recorded that,

"On three tables various materials/activities
are laid out, e.g. Lego, plasticine, painting
materials, wooden bricks. Children come into
the classroom. Some chat to the teacher.

Others collect pieces of paper, crayons/pencils,
go to a table and start drawing. Others
disperse to Lego and other activities.

(Notes, Class 3, Moorland}

After this ‘choosing-time’, the day was divided into periods
set aside for different activities. A feature of this daily
pattern was that 3R’s work was set for the morning, though
*choosing' was set alongside it, with art and craft and less
formal activities taking place in the afternoon. This was the
pattern also in Class 1. In the two other classrooms at
Moorland there was a similar division between morning and
afternoon activities, although not a rigid one, as the
teachers concerned poinfmiout. They said that reading, writing
and number work could continue through into the afternoon if
they were not completed by the children in the morning, and
also art and craft was occasionally done in the morning.

The pattern of ‘3Rs’ in the morning and art and craft in
the afternoon was one which King observed in the schools he

visited. He stated that,

" In the morning most of the ‘work’ was done
«+. also called head-work, the 3R’s, basics,
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academic things, and writing, number and
reading. The afternoon was the main time for
‘play’ or handwork, freer activities, games,
messy things, projects or choosing time. Only
one teacher reported doing 'work’ consistently
in the afternoons and not in the mornings."

(King, 1978, p21)

Cleave et al. found a similar division. They stated that

"Time is divided up into periods of
prescribed blocks of time for numeracy,
literacy and creativity, 3R’s in the
morning and messier activities in the

afternoon.”
(Cleave et al., 1982, p55)

They also found that !free choice’ was restricted to specific
ihey p

times, and stated that in the infant schools they observed,

"the average infants class spent over 80% of
their time in no choice situations.” (p.55)

These latter were those where the class was brought together
for a specific purpose such as ‘news’, or ‘story time', or
when ‘work’ tasks were being organised and assigned.

Although the 3R’s work at Moorland was shown as set
along with ‘choosing-time’, it was actually marked off quite
clearly from it in the teachers’ directions, and this ‘work’
took priority. It usually involved some ‘writing’ and
‘number’® work each day, though, as the class teacher told the
researcher, the latter could "often be practical", and did not
always involve "recording on paper".

What particular 3R’s ‘work’ was to be done, and when,
and how, was controlled by the teachers. This ‘work’ could be
assigned to an individual, part or the whole of a group, or to
groups, or to the whole class.

The Class 2 ‘timetable’ shows periods set aside for
‘oral work’. This was a formal activity for the whole class.

It was particularly stressed at Moorland because of the belief
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there, recorded elsewhere, that the children had '"poor
language development". Some examples of this ‘oral work’ are

discussed in the last section of this chapter.

There were numerous examples recorded of teachers
assigning 3Rs’ tasks, and directing activities, only a brief

selection of which can be given. As noted, tasks were

assigned variously.

The first examples are taken from observations in

Class 1. In the first instance, direction is being given to an

individual. The teacher said,

"I want you to come here and do some sorting
now, Tony."
The next instruction was given to a group, for a particular

reason. The teacher stated,

"Sunflowers, I want you to go to that table.”
(pointing to it) "I'm going to do some new
work with you."

On another occasion, this time after an ‘oral work’ session,
different groups were told to do particular activities. Mrs

Dale said to the class,

"In your books some of you are going to do some

writing and a picture. Remember that the
picture is as important as the writing."

She then added,

"Oaks, you get pencils" (to do picture/story)
«es "I think we’ll have Beeches ... and I
want you as well Simon, to come and do
some sorting."

In the next example the whole class was told what to do. The
teacher on this occasion had Jjust been doing some number

recognition work with the class, using ‘flash cards’. She

then directed,

"I want you to get out your writing books

and pencils now."
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She then drew a pattern on the blackboard of some vertical
lines followed by a circle, then horizontal lines and more
circles. She gave very precise directions as to where the
children were to start in their books, and also how to draw
the pattern, telling them,
"You start here" (pointing to the first pattern)
(Notes, Class 1, Moorland)
In relation to the ‘how' of activities, there was a difference
) /ﬁgtween Moorland nursery and the infant classrooms. In the
nursery Mrs Raynor or her assistant sometimes showed or
indicated to individuals how to do something, as 1in the
following example. Here, Mrs Raynor asked a small group of

children who had chosen an activity,

"Could we have a go at this puzzle? 1It’s the
railway station ... If we get a few bits to
start with, and this one goes there like this,
doesn’t it?"

(Notes, Nursery, Moorland)
She was helping the children, who were rather ‘stuck’. On
other occasions she showed children how to paint models, or
make sweets. The point was that children were only shown how
to do something if they requested help, or had specifically
chosen to be shown how to make something. In contrast, in the
infant classrooms, children were told how to do something
whether they wanted help or not. This indicates the greater
degree of formal control in the infant classroom. Also,
teachers there are more concerned with children knowing how to
do things ‘properly’. The directions can be very detailed, as

in the following example from Class 1. Here, the whole class

again was being directed to an activity. Mrs Dale told the
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class to,

"Put down your pencils and look at the board.
Sit properly, you cannot write properly if
you’re not sitting properly. Now this is
how we write number two, dot on the spot,
hook, diagonal line ..."

(Class 1, Moorland)
Similarly, in Class 2, during copywriting, or copying letters
from the blackboard, the class was shown how to form the

letters, and reminded of this, as in the following example.

The teacher asked,

"What do we do first, when we do that letter
m? What do we do, first a line straight
down ...."

({Class 2, Moorland)
This also happened in the other classes, as far as copywriting
was concerned. However, directions as to how could be less
precise in other areas. For example in Class 3 the class was

‘being asked to write a story. Mrs Martin said to the class,

"Think what you could write about. This is
the title of the story ... You could start
your story like this, 'Once upon a time John
was running a race. He fell over and ..."

(Notes, Class 3, Moorland)
Such ‘suggestions’ can, however, exert considerable influence.
Many of the children’s stories started off like this.

Apart from examples of children being told how to do
things, there were others showing the general direction of
activities and the division of children daping 3R’s work. In
Class 2, for example, on one particular occasion the class had
previously been in the hall watching a television programme
called "My World". On returning to the classroom there had
been a short discussfon of the programme. The teacher, Mrs

Knowles, then told the children what she wanted them to do
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next. She said,

"You can go quietly and get on with what you
were doing. I’ll have some of you to get on
with some work. Peter, you go and copy that
card there. You sit on that table."

On another occasion, the class had been told to go and sit
down after coming in from break. Books were given out. Mrs

Knowles then called out a group of children to come to another

table. She ordered,
"Michael, Jason, you come and sit here, Tracy

Tina ..."

She then said to them, pointing to a writing book,

"We are going to draw a picture at the top of
the page. Listen ... Draw me a picture of
you going to the seaside.”

(Notes, Class 2, Moorland)
As noted, ‘work’ was marked off from other activities. For

example, Mrs Martin in Class 3 was heard to say on several

occasions,
"We are going to do our work now."

Another comment also heard, indicating a change, was,

"Now we are all going to sit down and do our
writing."

Similar comments were head in the other classes.

This ‘work’ was clearly separated from ‘choosing’, as
the following example shows. It is again from Class 3, and
also shows the direction of groups. In this instance Mrs

Martin was heard to say,

"The Red group, and Donna and Susan from the
Blue group, you can write a story. The rest
of the Blue group, boys and girls, I want you
to do a picture and story.

It’s not choosing time now.

This last comment was because some children were being rather

\

slow in realising it was ‘work’ time.

The direction given was quite precise as to the order
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of events. Another observation gave the following. This time
Mrs Martin was giving out exercise books. One child asked,
"Shall we do our sums first?"
To this Mrs. Martin replied,
"No. Everyone must do their writing first."

She had put some writing on the board for certain children to

These were told who they were and exactly what sequence

copy.
to follow. She said,
"The Blue group and Ian Smith ... writing on
the board. When you’ve written the sentence,
I want you to draw Michael or the mask." (items from
a story).
She added,

"Now then, girls, I want you to do name,
date and writing, and then come to me for
some more work."

Similar directions about 3R’s work were heard in Class 4. It

was recorded that when children came into the classroom after
break they were sorted by the teacher, Mrs Neaves, into

different groups. One observation was that.

"Four children are sent to a table and told
to do ‘number-snap’ (a matching type game).
At another table children are given money

activities."
Another group of children was told

"David, Lee, Sharon, Tracy and Sarah, I want
vyou to come and try these sums."

in Class 4 it was noticed that ‘number work’ often seemed to
be allocated to the period just after morning break, although
the pattern was not rigid. Children might sometimes be
directed to writing. It partly depended on circumstances.

For example one piece of observation noted that while other

4 exercise

groups were doing 'nqmber s, Mrs Neaves ¢gave out

books to one group and told them

"I want you to do a picture and story."
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She did some writing on the board, then told the group

"Now, I want you to copy this into your books."

After this they were to draw a picture.

These children were seen as needing extra writing practice.
Also, she had more time to concentrate on the groups doing
number .

Whether it was an individual, or group/s, or the whole
class which was given an activity to do depended on several
things. These included a teacher’s estimation of a child’s
heeds’ at a particular time, or children’s behaviour, her own
particular purpose or aim at any one time, and also her own
tstyle’ or general approach. Thus, there was some flexibility
within classrooms at Moorland, and also differences between
them in this respect. For example, Mrs Martin of Class 3, who
described her approach as "more formal", in the sense of
telling pupils what activities to do and when, said that she
often taught the children as a class. Mrs Dale, of Class 1,
as seen above, varied, as indeed did the others, but worked
quite often with groups, while Mrs Knowles, the other
reception teacher tended to work more often with individuals.
Mrs Neaves of Class 4 also did a good deal of group work.
However, the differences were more a matter of variations of
emphasis at times. As noted, class teaching at times took
place in all classrooms, as well as group and individual
‘work’.

So far the morning activities of ‘choosing’' and 3R’s
work at Moorland have been discussed. In relation to

‘choosing’, this could happen after the early period under
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certain conditions. These included waiting for ‘work’ to be
assigned, or when some had been finished. The Class 2 teacher

made this clear when she said to the researcher that

"When the children have finished their writing
and number they can go and find another
activity to do, a drawing, a puzzle, tracing
or playing with construction toys."

(Mrs Knowles, Class 2, Moorland)
As noted previously, children were well aware of the ‘work’,
*play’ distinction, and when other activities than ‘work’ were
permitted. Children who had been in a reception/middle class
for a few months were quick to inform ‘new’ children of the
‘rules’. On one occasion in Class 2 the children had come
back from assembly, and writing books had begn given out to
the whole class. All the children were told to draw a picture
about "harvest time" and then write about it. One of the
‘new’ children started to play with some plasticine which had

been left out from the earlier ‘*Choosing Time'. His

neighbour, another boy, soon reminded him this was not

permitted, saying,

"No, you can’t play with plasticine, you’re
not allowed to now. I'm telling on you"

and in fact did call out to the teacher about it.

The 3R’s work was not the only area where teachers

directed activities. Physical education was also =Y}
organised. It was pointed out earlier in this section when
discussing ‘physical materials’ +that in relation to the

nursery, there was a greater diversity of physical activities
in the infant school at Moorland. However, this was, as was

also noted, reserved for special periods, unlike the nursery.

This was also true for all the infant schools seen. It was
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partly a matter of the organisation of space, for P.E. was
often an indoor activity. The hall was generally used, and

this had other uses such as music, so it was allocated to

classes rather than being freely available.

At Moorland P.E. was signalled by the teacher. The

usual instruction was, as recorded in Class 1 in this

instance,
"It’s time for P.E. now. Go and put your
pumps on."

Within P.E. there were divisions of time. These included a

period of warming up, floor work, and then work on the

apparatus. Children were only allowed on the latter when

specifically directed, for safety reasons. This was made

clear to the children, as when Mrs Martin, for example, said

"It’s not time to go on the apparatus. You

must not go on the apparatus until I tell
you to."

What activities were to be done, and when and how were clearly

specified. In the following example, taken from Class 2

observation notes, the children were using materials such as

bean bags, amongst others. Mrs Knowles was using a tambourine

to mark the rhythm and as a signal. When the class went into

the hall Mrs Knowles told them,

"I want you to walk round the hall

quietly using all the space. When I shake
the tambourine like this" (shaking it)

"I want you to stop. When I hit it hard

like this," (demonstrating "I want you to
stamp your feet."”
The children followed this sequence for a while. Then

Mrs Knowles said

"Right, stop what you are doing and sit
down in a space. Girls, go and get a
bean bag."”
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The girls did this. The boys were instructed to do the

same. The teacher then said,

"First, I want you to practice catching
your bean bag. Throw it up in the air and

try to catch it."
The children carried out this activity and various others

using bean bags. Before each one the teacher told the

children what to do, and then the children practised, as

above. Sometimes individual children were picked out for

direction and shown how to do something. To one child she

said,
"Right, sit down on the floor - make sure
you’ve got space. Put the bean bag between
your legs like this... lie flat, put your hands
by your sides and see if you can lift the bean

bag up without dropping it." _
The class had been doing this, and this particular child

had not been very successful, so was being given individual

help, before being left to practice (Class 2 Notes, Moorland).
An example from Class 3 shows also the control of the

order of events. 1In this, Mrs Msrtin was recorded as saying,

"When you get into the hall find a space and
run on the spot."
After a brief interval of this she ordered,

"Now, stand still. I want you to do
stretching and curling. Right now you are
going to stretch up as tall as you can."”

(Notes, Class 3, Moorland)

From these examples it seems clear that physical education in

the infant classrooms had some of the characteristics of

‘work’ rather than ‘play’, as compared to the nursery.

However, it was not as obviously seen as such by the children,

at least in comparison to the 3R’s activities. It did,

\

however, lack the relative freedom of activity with the

physical materials of the nursery.
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In the afternoon activities such as art and craft
children at Moorland were allowed rather more choice, though
direction was not entirely absent. It was usually available
in the afternoon though occasionally in the morning. Beside
it, other ‘free choice’ activities were also available. In
Class 2 these included playing in the Wendy House and dressing
up. These were not allowed in the morning because, in Mrs
Knowles' view, they disturbed children who were trying to do
‘work’'.

An observation note from Class 1 gives the general
picture. The pattern described was repeated in the other

classrooms. It was recorded that

"The teacher asks the children what
activities they want to do. They put up
their hands for the ones available as these
are called out. Mrs Dale chooses two to
play in the Wendy House, two others to play
in the sand, and two for the water tray.
She tells the rest, ‘You can choose
plasticine, Lego or big bricks, or art and
craft."”

The art and craft available included painting, t junk’
modelling, and clay modelling, and working on individual scrap
books. For those who chose modelling or painting, Mrs Dale
offered suggestions as to the appropriate materials for a
model and how it might be made, and what colours might be
used.

Thus, the afternoon activities, compared to the
morning, offered more freedom, though ‘work’ unfinished might
have to be done first. Also, within an art and craft activity
there was sometimes direction as to what to do and how to do
it. For example in Class 4 one day, the children had just

returned to the classroom after dinner, to find paper laid out
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on a table. Mrs Neaves told them it was for making hats.

She told the children they were going to make either a

"pirate’s hat" or a "witch’'s hat". As recorded when

discussing ‘'Gender'’ in a previous chapter, girls and boys were

directed to make the different hats. Mrs Neaves directed,

"Girls, make a witch’s hat. Boys ... make
a pirate’s hat."”

Mrs Neaves then drew the outline of the hat shapes, which were

then cut out by the children. Mrs Neaves drew a skull and

crossbones on one example, and indicated what colour the hats

should be painted. These were for the pirate’s hat. However,

some of the boys had their own ideas, as the following

exchange indicates. The researcher was involved in working

with these children. David, one boy, said, .

"Pirates have patches over their eyes."

His friend Michael joined in

"and swords, they have swords."

Both then said to the researcher,

"We could make patches and swords, Miss -.

The researcher said, diplomatically, not wanting to disrupt

the teacher’s plans, that
"Perhaps you’ld better ask Mrs Neaves first.”

They rushed across to do this, and returned, saying happily,

"She said yes."
David then said, "I'm going to make a patch.”

Michael joined in, "And me."
They both did so, and painted them black. A little ‘'swords’

industry then followed. Previously, Mrs Neaves had said on

another occasion that if children were interested in doing

something particular then she would allow them to continue
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with these ‘interests’. Hence, although in this instance
there was a whole <class direction of art and craft,
flexibility was also shown.

So far, the general pattern of the infant day at
Moorland has been described. It has been shown to be
circumscribed in relation to ‘free choice'’, and with a general
routine of 3Rs in the morning and ‘messier’ activities in the
afternoon, a fairly ‘traditional’ course of events. The
tintegrated day’ as noted, was not the custom at Moorland.
This, as stated, was because the teachers were convinced that,

given the children’s ‘home background’, they needed the

stability of an ordered routine, and ‘free choice’ was
something they could not cope with. However, it has been
noted elsewhere that in one <class, Mrs Neaves'’s, the

established pattern was altered in particular circumstances,
and this initially temporary alteration challenged the
perceptions regarding the suitability of ‘free choice’.

During the first Autumn Term, until near the end of it,
the organisation in Class 4 was, as indicated in the previous
extracts, similar to that of Class 3 and the other two, with
children being directed to specific activities, whether singly
or in groups. Near to Christmas Mrs Neaves was in charge of
the hall decorationg for that festival, and became very busy.
She had to be out of the classroom at times, and even when
present had things to make for the project. Consgquently she
was not able to be constantly directing the children as usual

in this period, so, to solve the ‘'management’ problem, as

Sharp and Green might have said, children were allowed to
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choose what they wanted to do 1i1n terms of the activities
present. Atter an initial day or two when they mostly drew
pictures or ‘played’, children were seen to ‘choose’ to do
*3R’s’ activities such as writing stories, doing "work books"

and sums. Mrs Neaves was surprised that the children seemed

to cope so well with ‘free choice’.

As a result of this enforced experiment, in the
following Spring Term, the new ©pattern was partially
continued. What happened was that in the morning Mrs Neaves

would suggest various activities, such as copywriting and
number work, including work cards, and stories. Mrs Neaves
provided these activities in the sense that she wrote sums in
children’s books, or sentences for them to copy, and so on.
The children were then able to choose the order in which they
did these activities. However, the children to whom this
‘choice’ was given were those who wee seen by Mrs Neaves as
being capable of working "on their own". She identified these

quite clearly, as the following comment shows. She told the

researcher,

"I start with the best readers in the Red
group, the ones that will be able to read

the instructions ... the Reds are the top
infants.”
These would be rising sevens. The 1instructions she was

referring to were those on work cards, which were used at
Moorland, as stated, at the teacher’s discretion.

She also said that some Blue group children (mostly
middle infants who were ‘sixes’), also did work cards, and
like doing them. One' reason for their liking these was that

these children saw themselves as doing something that "older
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children are doing". This acted as a spur.
Observations confirmed that the children concerned did
change from one activity to another of their own accord. It

was recorded, for example, of one group that

"Five children were drawing pictures in their
work books, then writing stories. When
asked, three of them said that they belonged
to the Red group, two said the Blue. Later
the same children started doing number work
cards, and after finishing those they
fetched comprehension work books. In these
they had to fill in missing words and then
colour the pictures of animals. In all
this they did not go and ask the teacher

what to do next."
(Notes, Class 4, Moorland)

When ‘work’ was finished ‘choosing’ was permitted, as usual.
These 3Rs could be done in the afternoon, however, if there
was a particular interest a child or children wanted to
follow. Otherwise the afternoon pattern followed the
art/craft and ‘free choice’/topic pattern.

Those children who were not deemed capable of working
by themselves were directed as previously. These were mostly
the sixes or middle infants who had been the shortest time in
the class.

Also at times Mrs Neaves, for particular reasons, might
direct some in the ‘top group’. Mostly, however, in the
Spring Term at least, there was a significant reduction in the
amount of detailed direction of the timing of ‘3R’s’ work.
Whether +this newer ©pattern continued indefinitely the
researcher did not know, as other matters occupied her
attention. However, what was seen of the change, even though
this was not to ‘the integrated day’ as practised elsewhere,

did indicate that Moorland children were not so different in
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their capacity to cope with ‘free choice’ as had Dbeen
suggested by teachers previously.

This section has discussed the ‘structure’ or routine
of the infant classrooms at Moorland. It has shown that in
general, with the exception noted above, children’s activities
were highly and extremely ‘visibly’ teacher directed in that
children were told what activities to do, when to do them, and
how to do them. This ‘structure’ was most apparent in the
3R’s activities, but was also a feature of other curriculum
areas such as P.E. and, to some extent, Art and Craft.
*Choosing’ time, or free choice of certain ‘'play’ activities,
was also not freely available but was restricted by the
teachers to specific periods of limited duration, and access
to it at other times depended upon children having finished

their ‘'work’ to the teacher’s satisfaction. This ‘work’ thus

took priority, something which the children were shown to be
aware of.

In all of this there was not much difference between
the reception classes at Moorland and those containing older
children. However, there was a considerable difference
between the nursery routine at Moorland, described in the
first section, and that of the reception classes. In the
nursery ‘free choiée’ was the paramount activity. There,
there was little direction as to what, when and how, except
for some special group activities, or when children requested
help.

The difference between the nursery and reception

classes at Moorland was in agreement with the views expressed
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by the nursery and reception teachers there in "Educational
Perspectives”, that the latter were "more formal". The
routine of the infant classes was also in agreement with the
belief of Moorland teachers that children there did not have
"a proper routine" at home and were "allowed to do what they
like". The ‘structure’ was designed +to counteract this
alleged lack of control by parents and to provide the
"stability" which was believed to be needed by the children.

The remainder of this section describes the ‘routine’
in other schools, some of which were similar in whole or part
to Moorland, and some which were quite different in
organisation. Given the lesser amount of time spent in these
schools, compared to that spent in Moorland, this part is less
detailed.

At Stone Street, the daily pattern was 3R’s work in the
morning, followed by Art and Craft and ‘free choice’
activities in the afternoon. In the top infants class seen,

and also in the reception class there, the morning pattern was

further subdivided. ‘Maths' was the activity followed by all
the children until Dbreak. After this, reading/writing
activities were also done by all children. There was no

discretion in this, for the children, because it was the
established pattern in the junior school of which the infant
department was a part. However, it was not all class teaching
within these '3R’s’ periods. As at Moorland, individuals or
groups were given tasks according to teachers’ perceptions of
their ‘needs’. In the reception classes of infant schools,

particularly, this is inevitable because children are entering
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it at different times, so there are always ‘new’ children to
start off.

In the afternoon, the period sometimes termed "free
activities" at Stone Street, children were allowed more
latitude, and could play with construction toys or the Wendy
House, as well as painting and drawing. The latter could
sometimes, though, be a ‘whole class’ activity.

Some of the classrooms at Rushside followed a similar

routine to Moorland and Stone Street, with the same division

between morning and afternoon activities. 3R’s work in Class
3a and 5 took place in the morning, and art and craft and
various ‘games’ in the afternoon. In one other classroom

there was a further division, as at Stone Street, with maths
being done by all the children during the first part of the

followed by writing activities and reading until

morning,
dinner time. This was Class 3, whose teacher made it quite
clear that ‘free choice’ was not the order of the day. She

stated that,

"No group has a choice of what to do. 1In the
morning the children come in and I tell them
what they have to do ... usually reading,
writing and number."

As at Moorland and Stone Street, children might be directed to
particular tasks within the general activity, depending on
their ability.

In two other classrooms seen at Rushside there was a
different pattern. In these, children were observed to be
doing a range of activities in the afternoons when these

classes were visited. The activities included those classed

as '3Rs’. Children were doing sums and writing, as well as
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carrying out projects involving various activities, and also
painting and modelling with dough, amongst others. The

teacher said that in the morning there was a similar variety.

These two classrooms were following a version of ‘the
integrated dav’. However, even here they preterred children
to do the 3R’s work first if possibile. The ‘work’ was again

set for individuals or groups, in terms of the actual content,
depending on their ‘needs’. However, compared to the more
‘formal’ classrooms, there was more choice over when tasks
were to be done, though not over what or how, at least in the
3Rs.

Rushside was interesting, since it seemed to be a
school in transition. As stated elsewhere, there was a new
head, and the teachers as a group were still adjusting to the
change from the rule of the reportedly rather autocratic,
closely supervisory, rule of the previous head.

The daily ‘routine’ at Briarfield, Fairfield and
Larkway was different in at least some respects from that at
Moorland, Stone Street and the more ‘formal’ classrooms at
Rushside. It was more like the two Rushside classrooms noted
last above.

At Briarfield, in two of +the +three classrooms the
teachers said that various activities went on through the day,
with no specific periods for 3R’s ‘work’. Thus, the
activities available included t‘number’ of some kind, reading,
writing, doing ‘projects’, art and craft activities, and so
on. The teachers in' these classes also said that at the

beginning of the day, in ‘discussion time’, they told the
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children what tasks were to be done during that day, but added
that after this assignment the children were free to tackle
them in the order they chose. These assignments were
basically to do with the 3Rs, although other areas were
covered.

Observation in these two classrooms indicated that
children to some extent did have some choice as to when they
carried out the tasks they were given, though not over what

these were and how they were done. However, such ‘choice’ did

not seem absolutely free. In one of the classrooms the

teacher was heard to tell some children to "go and finish your
work first". This ‘work’ included number and writing tasks
that the children had begun in the morning. They wanted to go
on to the art and craft available, but were not allowed to.

the teachers of these two classes did say that they

Later,
"discouraged" children from starting with arts and crafts
activities "first thing", as the children, it was thought,

might otherwise always begin with these.
With the 3R’s work itself, again individuals or groups

were not given the same tasks. The Class 3 teacher stated
that,

"As far as reading, writing and maths and art
and craft are concerned, each child works at

his or her own pace."
(Notes, Class 3, Briarfield)

The addition of art and craft to the more usual 3R’s work in

this 1list was 1interesting. It was noted in relation to
Moorland that art and craft there, although ‘freer’, was not
devoid of direction. The above comment indicates that art and

craft was indeed seen as part of the ‘formal’ curriculum
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rather than, as in the pre-school setting, as simply an

enjoyable activity.
It was evident from observation in these two Briarfield

classrooms that a certain amount of ‘work’ was required of the

children on either a daily or sometimes weekly, basis.

Children were aware of these demands, and of the amount of

choice they had. They made this clear to the researcher, as

the following example shows. The researcher asked one child,

doing ‘'writing’,
"Do you have to fill all the lines where there
are dots?"

She replied

"Yes, but I can write more if I want to ...
lots more, twenty four lines.”

Another child sitting by the first joined in at this point

saying,

"We’ve got to do some ‘practical mathematics’”.

The observed inquired,

"Practical mathematics, what’s that?

The child replied,

"Weighing, measuring, money, shopping.
We have to do that once a week."

This was later confirmed by the class teacher. The degree of
choice in relation to the amount of work done varied to some
extent with the age of the children. For example, on another
occasion a boy called David, and two others, Michael and

Simon, were also being asked about the work they had to do.

David said,

"I did six pieces of work yesterday, two
stories and two mathematics cards."

The researcher asked the boys,

"Can you choose what you want to do then?"
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Michael replied that,

"The older ones can. They can do writing
one day and then mathematics another day."

Simon disagreed with this. He said,
"No-o. We have to do some maths each
day and some writing."
Again this was confirmed by the teacher. However, in spite of

the disagreement, it is clear from the children’s comments
that they were aware of the ‘direction’ of work by teachers.
They were also aware that if ‘work’ was not done there,éﬁuld
be sanctions. Although less directly told when to do certain
activities than at Moorland, teachers still reminded children
of what was expected of them. For instance, a child, in
response to a question by the researcher as to what would

happen if children did not get their ‘work’ done, replied,

"Well, if you were talking, and didn’t do any
work she (the teacher) would tell you off."

{Notes, Briarfield)
Also, as noted, teachers could disallow some favourite
activities in order that ‘'work’ could be completed. Thus,
‘free choice’ seemed in practice rather constrained.

In the third classroom at Briarfield a different

arrangement was observed from that seen in the other two

classrooms. In this class ‘work’, or '3Rs’, took place in the

afternoon and ‘play’ activities in the mornings, according to

the teacher. King, as recorded, also found one instance of

such a pattern. The reason for the arrangement, as noted when

was that boys were

work in the afternoons. The

discussing ‘Gender’ in a previous chapter,

more ready to settle to

researcher did wonder privately whether the girls might have

wanted to ‘work’ in the mornings, and why the boys’ ‘need’ to
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‘play’ first was the determining factor in the daily

It was noted in that earlier discussion that, in

arrangement.
general, boys were often more troublesome in behaviour for
teachers. At Moorland,. though, there were some problems of

this kind with quite a few of the girls as well as some of the

boys.

In this particular class at Briarfield there were more
boys than girls, which perhaps explained the particular
division of the day. In any event, because of the pattern,

there was little of the integration of activities found in the

other two classrooms.

At Fairfield, the general pattern was similar to the
two classes at Briarfield. Teachers in all the classrooms
stated that a full range of activities went on through the

day. During observations during the afternoons this was seen

to include, for example,
" writing stories, water play, printing,

Lego, painting, ‘number’ work and writing
practice.”
(Class 1, Briarfield)

The teacher of Class 1 said that at the start of the
day the children came into the classroom and started straight

away on some activity. A morning observation confirmed this.

It was recorded that,

"The children arrive at about 8.30am, and
start an activity as soon as they are in the
classroom. Some choose a number card, others
start writing a story, others do a ‘'writing
card’ (or comprehension/writing practice
card), some do art and craft."”

. {Class 1)
In two other classrooms at Fairfield a similar pattern and

range of activities was seen. In Class 4 these included
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" art and craft (making flowers) writing

from cards, number work."

In Class 2 were seen such things as

"number work, copying stories from books,
painting models."”

apparent ‘free choice'’ had 1limits. On

However, the

questioning the teachers, it emerged that at the beginning of

the week the various tasks which the teachers wanted the

children to do were assigned to them. The day often began,

though not always, with ‘discussion time', during which

reminders would be given. Moreover, in spite of the fact that

children seemed to have much more freedom of choice over when

to do activities than children as Moorland did, the 3Rs still

seemed to have a higher status for the teachers. These all

stated that they ‘'encouraged’ children to start with number

and writing, and certainly children were pressed to get such

3Rs’ work’ finished by the end of the day. Once again,
children seemed well aware of what was expected of them, as

the following brief exchange indicates. The researcher was

asking children what they were supposed to do. One replied

"We have to do three pieces of work by the end
of the day, number and writing and if you
finish that you can do extra work."

The researched asked

"But what'’s that?
A second child commented
"More of the same really."
This the researcher found quite amusing. It seemed to show
that the children had grasped the ‘reality’ of school life.
There was indeed ‘extra work’ available. In one

classroom a special box was seen which contained cards with

children’s names on them. If a child had finished the
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tassigned’ work a card could be chosen from this box. On the
individually named cards were printed alditional activities
to be done by that child.

Work cards were used at Fairfield, graded according to
experience, in number and writing. The ‘what’ was thus
carefully controlled by teachers, as well as the ‘how’. No
child could go on to another card before the teacher was
satisfied with the previous effort.

Moreover, although, as indicated, children had some
choice as to 'when’ activities were done, there was pressure
from the teachers for 3Rs’ work to be tackled, if not in the
morning, at least by the end of the day. As noted also at
Briarfield, ‘sanctions’ of various kinds were utilised by the
teachers to make sure ‘choice’ worked as they wished it to.
For example, in one of the classrooms at Fairfield it was
observed on the particular occasion that the teacher remained
sitting at one table all the afternoon. Since this was
unusual the researcher asked why she had done this. The
teacher replied that she had been doing so in order to
supervise some 'middle infants’ who had not been doing their
"set work". Because of this, she had put these children at
one table in order to "check what they were doing" and to see
that work was'compléted. She added that she had made them all

do the same activity then because they ¢ould not "choose

properly". She said also that

"Some of these children still have no idea
about completing different pieces of work."

(Notes, Fairfield)

In Class 4 the idea of being sent to a table to-finish work
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was also mentioned. On this occasion a group of ‘top infants’
were sitting at a table doing number work, with the researcher
observing themn. One bov announced that he had finished his

work. The researcher asked,

"What happens if vou don’t tinish your work
bv the end ot the davy?"

Two children answered together,

"You get sent to a special table if you
don’t finish."
Two others disagreed with this, however. One said,

"No, vou don’t. You just have to do it the
next day."

The other added a little to this, saying that

"Yes, if you haven’t finished, you start
with it the next day."

From this account of the ‘routine’ at Fairfield it
can be seen that although in this school, as in two classrooms
at Briarfield, the version of ‘the integrated day’ was
followed, this did not mean that ‘free choice’ ruled. The
tchoice’ was regulated bv the teachers, with J3Rs given a
priority.

The pattern at Larkwavy was similar to the two classes
at Briarfield and all at Fairfield in that the various
activities were available all dav. However, unlike Moorland,

there were some differences between the reception classes and

those for older children

The day at Larkway began with registration, then after

this came a short period, of some fifteen minutes, of what was

called "Family Time". As at Moorland, this was a time during
which teachers might hear children’s ‘news’, or might talk
about topics the children were doing or were going to do. It

was also a time when different groups or individuals were
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started on ditferent activities. Whereas at Fairfield the
tasks which children were expected to do, particularly 3Rs,

were set at the beginning of the week, at Larkway they were

set daily. However, there was no fixed time for doing these,
nor any period set apart ftor ‘choosing’. The children were
free to do activities in any order. The only fixed periods
were those for P.E. and music. As at Moorland, this was a

matter of managing space,

However, although all classes began in the same way, it
was observed that the reception classes at Larkway were in
this respect similar to those at Moorland, that the teachers
of those classes told individuals or groups what activities to
do and when. However, the aim was to train them in the
Larkwayvy manner of working, and such direction was therefore
not an end in itself. As shown in Chapter Six, one of the

main aims of teachers at Larkwayv was

"to get children controlling their own
learning ... encouraging them to work on
their own by the end of the infant school."

(Notes, Larkway)
Though this was the aim, reception teachers at Larkway argued
that such a pattern of working could be a problem for children
coming to the school for the first time straight from home.
These children, the teachers argued, had to get used to a
different type of relationship with the adults in school from
those at home, and also to adjust to other children. This was
enough of a problem for them, so working by themselves needed
time, and direction, at least in the early stages. A typical
example of direction at the start of the dayv was the

following. A teacher was heard to savy,
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"Ladybirds, Beetles, you do your writing
first, and jou people” (pointing)"I want
you to do work with me today. The rest
of you can do choosing."

(Notes, Larkway, Reception 2

As well as what and when, teachers in the reception classes at

Larkway were also observed, when working with individuals or

groups of children, showing them ‘'how’ to do an activity. For

example, in one period of observation, in Reception Class One,

the teacher went to the ‘book corner’ with a ¢‘Stern tray’.

This is a number apparatus designed to help children learn

‘number bonds’, in this case from 1 to 20 based on colour.

The teacher then asked a boy, David, to come to the book

corner. She then said to him,

"I want you to build a staircase to ten,
and carry on until you reach twenty."
David built the ‘staircase’ to 10, but then stopped,

instead of going on to 20. The teacher then told him,

"Break down the number into tens and units,
like this. This is a ‘'ten’ rod, and this is
one unit. What do you think this

a one,
makes?"

David said hesitantly,

er, - eleven"

The teacher said, "Good".

she then took a blue rod and a yellow one, and asked,
"What do you think this makes?"

After a pause David said "Fifteen".

The teacher said, "Yes, fifteen".

(Notes, Reception Class 1, Larkway)

A similar example, this time with a group, was observed in

Class 2. The teacher was also using a Stern box, of numbers

from one to ten. She was heard to say to the group,

"There is a space for every block ... Who
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thinks they’'ve got the block that belongs in
this space ... Which colour belongs here,
green? 1It's green, isn't it?"

The children in the group all said "Yes".
The teacher then asked,
"Who’s got number two?"
One child replied,

"I have",.

The teacher asked,
"Who’s got number four?"

Another child said,

"Me. I have"

The teacher asked,

"What colour is number four?"

A third child answered, "Brown".

The teacher and children went on 1like this until they had

identified all the blocks from 1 to 10, and given the correct

colour for each.

In another instance, in this case when introducing a

new art and craft activity, the same teacher demonstrated how

it was to be done. The group were starting ‘Bubble prints’.

The teacher took a piece of paper and said,

"If you are going to start a blue one, bend
down and blow" (through a straw) "Don't

blow too fast.”
(Notes, Class 2, Reception

Larkway)
As children moved up the school, there was a change. In the
middle and top infants’ classes, children were expected to
take more responsibility for the organisation of their time.
Although they were told ‘what’, in the sense that tasks were
there was less emphasis on ‘when’ or ‘how’, though

assigned,

this could happen, particularly in relation to individuals.
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In Class 5, a top infants’ class, taken by the

it sometimes appeared as if children did activities by

Deputy,
themselves. They were seldom told how to do things, apart
from ‘copywriting’ which was a c¢class activity, or on an

individual basis for particular reasons. One such reason was

when children started to use a new ‘work card’.

These cards were used in the older children’s classes,

and children worked through them at their own pace. These

work cards were graded, and covered a range of activities.

Within the number scheme, for example, were cards on addition,

subtractions up to twenty, and measuring, among others. The

class teachers were aware of where individual children were in

the scheme. When a child had finished a particular section it

was usual for "See me" to be written in his or her exercise

book. Children were not allowed simply to continue on to a

new pack. In Class 5 a child was heard to say to another,

"You’ve got to see Mrs - , because you’ve got
a new pack."

It was thus at these +times that children as

individuals were shown ‘how’ to do an activity. This was
observed quite frequently. In one example in Class 4 a boy,
Colin, was starting some new number cards. The teacher said
to him,

"You just take one card at a time and copy it
down. Tell me what this card savyvs, Colin.

What do we do with these?"
Colin replied briefly, "Add."

The teacher confirmed this, and said,

"Yes, we add, add one more, so seventeen plus
one is eighteen, nineteen plus one is twenty.
So these are adding ones."

(Notes, Class 4, Larkway)
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Having thus seen that he knew what to do, the teacher left
Colin to get on.

Similarly in Class 5, a child had just finished one
set of number cards, and was looking at a new set, and had

just started working on them, when the teacher called him over

to her. She said to him,

"Mark, I1’d like you to come 