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ABSTRACT 

Historically, disciplines other than education 

have studied the culture of the classroom. Yet, the group 

phenomena of education has been ignored. The ways teachers 

manage groups and lesson activities appear to have impor

tant implications for the study of teaching and learning. 

However, there are no rules to follow. A decision-making 

base does not exist. Yet, the study of teacher and student 

behavior is dependent upon the setting within which that 

behavior occurs. An appropriate choice must be made for 

an objective method to provide an adequate level of descrip

tion of the teaching/learning context of the classroom. 

That is the focus of this study. 

The subjects were nine classroom teachers, grades 

I or 2, from two separate school districts within a 50-mile 

radius of Tucson, Arizona. Six teachers served as the 

control group and three teachers served as the treatment 

group. Treatment consisted of orientation in the concept 

of activity structures, videotaping of language arts 

instruction, coding of such instruction by the researcher, 

and stimulated recall of such instruction by the teacher 

in a feedback session with the researcher. Instrumentation 

consisted of a beliefs questionnaire, a teacher information 

form, a journal, and an interview all developed .by the 

xii 



xiii 

researcher. Instrumentation occurred with both groups 

both pre- and posttreatment. Ethnographic techniques were 

used for both instrumentation and treatment. 



CHAPTER 1 

THE STUDY 

Introduction to the Study 

A school setting is a cultural system. Classrooms 

within this system represent a subculture within this 

whole (Chilcott, 1968, p. 245). These subcultures are 

organized according to prevailing customs and acceptable 

mores as established and practiced by its people. Teachers 

and students talk, read, play, etc. at certain times and at 

certain places, but not at others. At times, the whole 

class acts in unison. At other times, small groups engage 

in simultaneous activities (Mehan, 1978, p. 40). 

How within the classroom setting does this organi

zation come about? How do teachers and students know when 

to move or when to speak? How do teachers and students 

know if it is the right time or place to act in a certain 

way? What influences or determines the behavior of the 

teachers and the students within this setting? 

The acceptable mores and prevail ing cus toms of 

each classroom are largely dependent upon each individual 

teacher. This "leader of the cuI ture" po ssesses a large 

repertoire of strategies and tactics concerning the struc

ture of the classroom setting which can be used. The effec

ti ve use of this repertoire is based upon teacher awareness 

1 
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and control when establishing the activities and structures 

of instruction in the classroom. The effectiveness of this 

choosing among the variety of activity structures is mea

sured against the teacher's attempt to meet the different 

academic and social demands of the classroom. These 

demands necessitate that alternatives of activity struc

tures in a variety of settings be used. 

Although schools, teachers, students, and instruc

tionallocation vary widely, classrooms are amazingly sim

ilar. There is a constancy of materials and ~ctivities. 

Yet, the organization of the educational environment within 

different classrooms produces different levels and differ

ent kinds of academic learnings and activities. Different 

teachers arrange these classrooms. The language arts of 

listening, speaking, writing, and reading take place within 

this classroom setting. The setting and the activity struc

tures within this setting contribute substantially to the 

success or the failure of the child in learning to communi

cate effectively. 

There is a ". • • n.etwork of inter-connected pro

cesses and events which impinges upon behavior in the 

teaching environment" (Doyle & Ponder, 1975, p. 183). How 

these processes and events are planned and grouped is depen

dent upon the teacher. Thus, classrooms are al ternati ves 

of activities and alternatives of structures that place 

differing demands upon the teacher and upon,the students. 



The school day is organized into a prescribed set of 

"lessons" (Durkin & Biddle, 1974, p. 33) and these lessons 

fall into certain basic forms. Other events in the class

room are not necessarily lessons, but are representational 

of situational rules and rituals. The teacher controls 

which lessons and rituals will exist in the classroom. 

3 

Every teacher is confronted by conflicting school

ing demands from differing groups and interests outside the 

classroom subculture. Parents, community members, profes

sional organizations, administrators, and others have dif

ferent, and often conflicting, expectations of the role of 

the classroom teacher. There are three main traditional 

views of the teacher's role in society (Dum'lell & Wendel, 

19 7 6, pp • 63 - 64 ) : 

1. The teacher as a preserver and transmitter of 

the cultural heritage. 

2. The teacher as an instrument of individual growth 

and development. 

3. The teacher as an instrument for planned social 

change. 

The teacher must also take into consideration these expec

tations and views when planning for instruction within the 

classroom setting. 

In the planning for instruction within the class

room, t~acher effectiveness is dependent to a great extent 
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upon the management techniques used. Classroom teachers 

make managerial decisions concerning effective use of 

resources of time, materials, and personnel to produce 

designated outcomes. They are, therefore, executives, a 

role often overlooked and/or minimized. In their role as 

classroom managers, an abundance of decision making is 

mandatory. Effective decision making is dependent upon 

the awareness of alternatives, the ability to choose among 

those alternatives, and the ability to implement these 

choices. 

This decision making gives the teacher power. 

Teachers have power, much more than they ever use. They 

are the key agent in curriculum decision making and are the 

prime source of deciding what goes on in the classroom and 

how it is going to happen. 

In more recent times " ethnographic techniques have 

been used for descriptions of classroom life. Ethnography 

provides a portrait of the people within a culture by sys

tematic first-hand collection of facts about the culture 

being studied so as to understand its functioning. The 

focus of most classroom studies has been primarily centered 

on content and has ignored the behavior relative to the 

structures (Doyle, 1977), as to the total behavior setting 

of the school and community (Barker & Gump, 1964), and as 

to task structures and leadership styles in the classroom 

(Bossert, 1977). Only in the preliminary work of Berliner 



et al. (1981) and the expansion of such work by Cox and 

Rubin (1981) has there been a concentrated effort to look 

at individual classrooms to identify the activity struc

tures within the ongoing instructional situation. 

5 

In the elementary school classroom, language arts 

instruction consumes the largest percentage of instructional 

time as compared to other curriculum areas (Rosenshine, 

1980). In fact, some teachers view language arts instruc

tion as a total day focus. As the language arts instruction 

occurs in the classroom, teachers make decisions as to the 

objectives, structures, and nature of the activities which 

occur as a function of instruction. Because of the activity 

structure chosen, language arts learnings are either facili

tated or hindered. Thus, attention must be paid to the 

nature of the activity structure used in the classroom 

setting. Also, although certain activity structures are 

used repeatedly across all classrooms, the actual configu

ration is usually associated with an area of the curriculum 

or a method advocated by the materials used. 

Little attention is paid to the context in which 

the learning occurs (Kimball, 1972). Yet, the initial 

activity structure studies support the idea that the way 

to study language best is to begin with an examination of 

the context in which the language is to occur. 

Each activity structure has inherent norms for 

behavior which have the potential to foster or hinder the 



achievement of objectives. By being aware of the alter

natives of activity structures in existence and their 

inherent potentialities, the teacher is able to better 

manage the classroom resulting in improved teaching and 

learning. 

Purpose of the Study 

6 

This study was concerned with the exploration and 

refinement of a taxonomy for activity structures in lan

guage arts. A treatment for educating teachers to use 

activity structures to identify and modify structures and 

activities used in language arts instruction in their class

rooms using the taxonomy as a model was devised. Through 

the use of this model for activity structures, the teachers 

were made aware of alternatives for both structure and 

activity to meet ,their language arts Qbjectives and of the 

frequency of use of the various structures and activities 

used in language arts instruction in their classrooms. 

The Problem 

Can a taxonomy for activity structures in language 

arts be explored and refined by using the taxonomy as a 

model in order to educate teachers in identifying and modi

fying structures and activities in language arts instruc

tion? 
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HyPothesis to be Tested 

A taxonomy for activity structures in language arts 

instruction can be explored and refined by using it as a 

component in developing a description of a control group of 

teachers and a treatment group of teachers in 

1. Beliefs about language arts instruction, 

2. Objectives for language arts instruction, 

3. Content of language arts instruction, 

4. Structures used for language arts instruction, 

5. Activities used for language arts instruction, 

6. Materials used for language arts instruction. 

Significance of the Study 

For years, while social and industrial psycholo

gists, sociologists, and social anthropologists have stud

ied the characteristics of groups, educators have not and 

most definitely classroom teachers have not. Groups out

side public education have been studied as to how they 

function, how they communicate norms and information, and 

how they affect attitudes, achievement, etc. The study 

of group aspects within public education has been almost 

ignored. 

Classroom descriptions historically have been quite 

global, i.e., studies of traditional, progressive, self

contained, open, etc., revealing little of a definitive 



nature which provides insights into (1) the objectives 

of instruction, (2) the grouping of the participants, or 

(3) the activities in which the learning occurs. Cer

tainly, these studies do not describe much about the 

interrelationships of the three. 

8 

This study will extend the awareness of the inter

relationships of objectives, the groupings of participants, 

and the activities in which learning occurs. This awareness 

will enhance the role of the teacher as a decision maker 

through the extended ability to choose alternatives and 

implement choices. As teachers increase their ability to 

manage the resources for learning, they will improve their 

ability to meet their educational goals and objectives. 

Definition of Terms Used 

For the purposes of this study, the following 

definitions of terms were used: 

1. Activity Structure: " •• a system-like 

environment-behavior unit • •• " (Williams & Raush, 

1969, p. 180). It is a unit of inseparable 

behavior based upon activity (what is happening) 

and structure (who is doing the activity) which has 

direction, potency, and group size and a time-space 

loci. 

2. Decision Making: The use of information in making 

both noninteractive and interactive decisions in 



teaching involving the following activities: 

(a) identifying and classifying inputs, (b) eval

uating possible courses of action, (c) deciding 

what to do, (d) arranging the intended output, and 

(5) communicating the inform~tion to pupils by 

appropriate channels (Ryans, 1963, p. 278). 

9 

3. Ethnography: ".. . a portrait of people; a spe

cial strategy of anthropological research and also 

to its products; the intent is to obtain first-hand 

systematically collected facts about the culture 

being studied to understand the functioning of a 

society ••• (Hunter & Whitten, 1976, p. 147). 

4. Language Arts: " the interchange of thoughts, 

feelings, and ideas through words, either oral or 

written. produced by a writer or speaker and 

••. received by a listener-observer or reader" 

(L ee & Rub in , 1979, p. 5). 

5. Language Arts Instruction: "Expansion of external 

expression of internal thought through extension 

of phonological, syntactical, and morphological 

aspects of language through listening, speaking, 

writing, and reading activities (Armstrong, 1977, 

p. 8); also see Instructional Model for Language 

Development (Cox, 1975; Appendix A). 

6. Stimulated Recall: A method used to study thoughts 

during an activity by the use of an audiotape or 



10 

videotape of the activity;. the tape is stopped at 

"critical points" and the subject is then asked to 

recall what he was thinking at that po in t in the 

activity. This. method was devised by Bloom (1953) 

in his study of thought processes in lectures and 

discussions. 

Assumption of the Study 

For purposes of this study, the following assump

tions were considered: 

1. Teachers have objectives and goals for their 

language arts instruction. 

2. Activities occur for the purpose of instruction 

and learning. 

3. Groupings of persons occur for a given activity. 

4. Language arts instruction will inherently contain 

a variety of activity structures. 

Limitations of the Study 

For purposes of this study, the following limita

tions were considered: 

1. The description represented the socioeconomic 

status of the classrooms represented in the study. 

2. The number of teachers used in this study is not 

representative for normative purposes. 

3. Participants are required to make certain choices 

because of the nature of this study. 



4. The stimulated recall technique used during the 

treatment may assist in determining factual data, but it 

is not foolproof. Information is subject to truthful 

cooperation of participants. 

11 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Whereas this study concerned itself with the activ-

ities and the structures used by teachers in language arts 

instruction as defined by activity structures, the review 

of the literature is organized through the headings of 

activity structures and of langauge arts instruction. There 

is also a review of literature concerning the use of ethno-

graphic techniques for data collection and the use of video

tape and stimulated recall in the treatment. 

Related Literature Concerning 
Activity Structures 

Classrooms are special places where children are 

in school for a long time on a day-to-day, week- to-week, 

month-to-month basis. Learning is the major consideration 

in the classroom and the pattern of performance .in the 

classroom is designed to facilitate learning. There have 

been various explorations of the organization of the 

educational environments and how these environments produce 

academic activity. 

From these explorations three major ideas have been 

inferred which influence the formation of the concept of 

"activity structures." This research section was org?nized 

in a manner which features the major idea and the research 

12 
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to support the same. Conclusions were then drawn as to 

the application of the research to the concept of activity 

structures. 

The three major, ideas concerning activity struc

tures upon which this study was based were as follows: 

1. Activity structures can be defined in time and 

space. 

2. Activity structures consist of an interaction 

between behavior and milieu. 

3. There is a variety of activity structures which 

may occur in the classroom. 

Activity Structures Can Be 
Defined in Time and Space 

Barker (1963) saw the environment as consisting of 

"behavior episodes." These behavior episodes were "natural 

units of molar behavior with the attributes of constancy 

of direction, equal potency throughout their parts and 

limited size range" (1963, p. 25). Behavior episodes occur 

wi thin ecological units called "behavior sett ings" (Barker, 

1963, 1968, 1978; Barker & Wright, 1978). The behavior 

setting has time-space loci, i.e., it can be exactly 

located in time and space. 

Activity structures also meet the same requirements 

as a behavior episode. They are a unit of behavior which 

has direction (something is to be done), potency (there is 

the potential for something to be accomplished), and group 
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size (the number of persons involved in something). Thus, 

they can be defined. Activity structures also occur for a 

certain length of time and in a certain physical environ-

mente Thus, they can be located in time and space. There

fore, if they can be defined and can be located, they do 

exist. Because they exist, activity structures can be used 

to explore instructional practices in the classroom. 

Activity Structures Consist of An Interaction 
between Behavior and Milieu 

Within this study by definition an activity struc-

ture is ". • • a system-like environment-behavior unit. . . 
(Williams & Raush, 1969, p. 180). Both Roger G. Barker 

and Paul V. Gump have explored the concept of an 

environment-behavior unit. 

Barker (1963, 1968) stressed the importance of the 

concept of the regulatory nature of a behavior setting. 

"Settings have plans for their inhabitants' behavior and 

inputs are activated within the limits of the settings' 

control systems to produce the planned behavior" (Barker, 

1963, p. 37; 1968, p. 28). From this viewpoint then, 

the environment is a structure of events and objects that 

"coerce behavior in accordance with their own dynamic pa t-

terning" (Barker, 1968, p. 4). The setting within the 

environment consists of a standing pattern of behavior and 

a milieu and there is an interaction between this behavior 

and the milieu during the activity (Barker, 1968, p. 18). 

" 
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Gump (1964, p. 169) developed a .concept of "activ

ity setting" and the allied concepts of "pattern of con

sti tuent performances" and "respondent behavior." Gump 

used "activity" to refer to the patterns of action and 

"setting" to refer to the physical and temporal supports 

and limits involved in the action. The requiredness of 

the activity is the pattern of constituent performances or 

what must be done because of the constraints and demands 

of the interrelationship between behavior and environ

ment. 

An activity structure is also dependent upon the 

interaction of the behavior and the milieu. This relation

ship of activity and the setting produces expectations and 

restrictions upon the persons involved. Activity structures 

take place within a classroom setting with grouping prac

tices applicable to the setting. Objective~, goals, and 

materials generate the activity for the group within these 

settings. Therefore, an activity structure is an interac

tion product between the setting and the behavior in the 

setting (activity) and the grouping of the persons within 

the given setting (structure)~ Activity structures are 

produced by.an interaction between behavior and milieu and 

are well suited for the examination of instructional prac

tices in the classroom. 



There Is a Variety of Activity Structures 
That May Occur in the Classroom 
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Even though classrooms are highly stable and styl

ized, there is a variety of activities that may occur. 

Various studies support this contention. 

Jackson (1968) explored life in the classroom andl 

commented on the ritualist ic and cyclic quality of acti vi:

ties. Although these activities are performed accord:ing :to 

rather well-defined rules, they are unique to the cla;ssro~om 

environment. A classroom is a special place. 

Mehan (1979) explored the classroom environmept in 

terms of its social organization. He (p. 197) stated the: 

necessi ty for "a flexibility of classroom organizatiop su:ch 

that individuals or small groups of students with sim~larl 

learning styles, timing, and interests are provided ipstruc

tion in ways that meet their needs." Such a flexibil~ty Ican 

be only met by the structuring of a variety of activities:. 

Dunkin and Biddle (1974) explored the classropm in 

terms of lesson formats. These are standing or charat;:ter:-

istic ways of conducting classroom interaction that t~ke 

on recognizable configurations through activities. 

Therefore, classrooms and the classroom day are 

organized into a set of activities. The variety of at;:tivi

ties occurs in proportion to the attempt individual t~achers 

make to meet the different academic and social demand15 ofl 

the classroom. As teachers recognize there are differentl 



demands that different tasks in different situations make 

on different children, a variety of activity structures 

will occur. 

Stnnmary 

The combination of three major ideas (activity 

structures can be defined in time and space, activity 

structures consist of an interaction between behavior and 
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milieu, and there is a variety of activity structures that 

may·occur in the classroom) substantiates the concept of an 

activity structure and its use as a tool in exploration of 

classroom instructional practices. Activity structures 

exist; activity structures are an interaction product; 

activity structures may occur in a variety of forms. 

Activity structures are well suited as a method for 

examining the nature of the activity and of the structure 

used to achieve language arts objectives and were so used 

in this study. 

Related Literature Concerning 
Language Arts Instruction 

Language arts instruction consumes a significant 

block of time in the elementary classroom. This instruction 

concerns itself with the skills of languaging--listening, 

speaking, writing, and reading. Language is the process 

by which all content areas are experienced by the learner 

and the method of transmission of all instruction. 



From a search of the body of literature on langu

age, four major premises emerged which have a bearing on 

the pres ent study. These premises were as follows: 

1. Language serves functions of use. 

2. Language occurs in context. 

3. Children are users of language. 

4. Compulsive situations of use structure language. 
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Again, the research section was organized in a manner which 

featured the major premise and the research to support the 

same. Conclusions were then dral.,rn as to the bearing the 

research had on the present study. 

Language Serves Functions of Use 

Halliday (1973) stated a general account in which 

he discussed the seven functions or models of language-

instrumental, regulatory, interactional, heuristic, per

sonal, imaginative, and representational. Language is 

viel.,red as a tool to accompl ish a task in reI at ion to sel f 

or with others. There is never language used for no reason 

at all. Language always has a purpose. Halliday continued 

and further stated that from an early age children have a 

knowledge of the nature of language because the child 

senses what language is because he knows what language does. 

The child knows what language does because he does things 

with it. In short, the child's understanding of what 
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language is is derived from his own experience of language 

in situations of use. 

Language arts instruction, whether for listening, 

speaking, writing, or reading, should continue to stress 

the purpose or function of language as this is how the 

child views the system as working. Objectives for language 

arts instruction which ignore language function and use 

language as a content in and of itself go against the 

grain of the child's experience. 

Language Occurs in Context 

Hymes (1972) stated that the functions of language 

in the classroom must start with the study of language in 

its social context. The key to understanding language in 

context is to start with the context not with the language. 

This conc,ept is reenforced by Kimball (1972) when he stated 

that the meaning language conveys cannot be divorced from 

the behavioral context in which it originates or in which 

it is used. Language is used to communicate with self or 

with others. Language is a tool that serves a function. 

This function occurs in a situation of use. This si tuat ion 

of use is the context. Language can be content free, but 

not context free. 

Language arts instruction should also acknowledge 

the premise of context of use. The context or situation of 

use determines the language function to be served by the 
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language used. Again, children have internalized this con-

cept at an early age. Any language arts objectives which 

do not incoporate this concept are contrary to existing 

schemas learned by experience which are wi thin the child. 

Children Are Users of Language 

Children are users of language. They use each of 

the four language skills--they speak, they listen, they 

write, and they read. Wilkinson (1971, p. 151) summarized 

the child as a language user by stating: 

The child is aware what language is; that it con
sists of choice points at which decisions have to 
be made, and the greater his awareness, the greater 
his choice. 

The child is aware of what language does--it 
expresses will, mind, and heart; or,' to put it 
another way, accomplishes certain tasks for him 
and finds out, communicates, and so on. 

The child is aware that language should not exist 

outside a situation. He has learned language in natural 

situations and knows that situations have a considerable 

effect on language. He has become a pragmatic user of 

language. 

Within language arts instruction there should be 

actual use of language, not artificial manipulation. Lis

tening, speaking, writing, and reading are all active 

processes requiring use of language within a situational 

context and for a specified. purpose within that context. 

Language arts instruction which denies the premise of 



children as users of language deny children a.basic 

strength they bring to the instructional setting. 

Compulsive Situations of Use 
Structure Language 
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Wilkinson (1971, pp. 110-111) stated that language 

arises from the contributions of various elements and var-

ies from situation to situation. There is a compulsiveness 

of situation in that a particular type of situation calls· 

forth a particular type of language. Language function is 

dependent upon language context; language used is dependent 

upon language function. 

The child's language is extended, enriched, restruc-

tured, and self-corrected as he moves into new situations 

that create confrontation with new problems that have to 

be solved or with new ideas that have to be met, under-

stood, and used (Smith, 1980, p. 3). The child can find 

the language he needs if the adult in charge of the environ

ment sets up the situation where the language has to be 

used (Donaldson, 1978, pp. 121-122). 

Language arts instruction should take advantage of 

the compulsiveness of situation involved in language use. 

If the teacher arranges situations or activities that com

pel the use of certain language within a natural setting, 

the child will fulfill the requirements of the situation 

and grow in language power. Artificial compulsion to meet 

language arts objectives for skills in isolation are 
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contrary to the way language works. The child sens es this 

and may not b~ able to fulfill these unnatural obj ectives. 

Summary 

The iIlterrelationship of four premises (language 

serves functic~ns of use~ language occurs in context, 

children are vsers of language, and compulsive situations 

of use structl,lTe language) formed the basis for the con

cepts invol ve<l in I language arts instruction wi thin thi s 

study and the implementation of such instruction. 

The b~ 1 i ef on the teacher's part to the deg ree 0.£ 

validity of eq.ch c~f the above premises directly influences 

decisions conc;.erning language arts instruction. This 

degree of bel~ef is also reflected in the variety of set-

tings in which communication can occur, the amount of 

support the erlvirdnment gives for communication, and the 

experiences that cchildren become involved in via language 

arts. 

Related Literature Concerning the 
~ Use of Ethnographic Techniques 

There is ~ growing interest in the use of anthro-

pological techniques in educational and psychological 

research. tthnographical research is referred to as an 

anthropologicq.l method because historically it has been 

associated with that particular discipline. Ethnography 

is not just a new:fad; rather it is part of a long-respected 
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research tradition that for various historical reasons has 

remained outside the mainstream of educational research 

(W il son, 197 7, P . 263). 

In order to best describe what happens during 

language arts instruction, a borrowing from ethnographic 

techniques permits a look at the classroom--its people and 

events; its culture--as a total rather than as bits and 

pieces in isolation. The totality of the classroom is 

necessary to support the view of language arts instruction 

as stated in the previous review of literature. 

For decades anthropologists have been committed to 

ethnographic field work entailing direct observation and 

participation in the flow of life surrounding them (Sindell, 

1969, p. 593). Lengthy immersion in a culture, knowledge 

of the language, and collection of a wide range of data are 

requisites for gaining a sensiti~e and accurate understand

ing of a sociocultural situation and its dynamics. Each 

school system, school, and classroom exists within a broad 

social and cultural context. Social and cultural systems 

exist within each classroom, school, and school system. 

The use of ethnographic techniques is a way of reaching an 

understanding of the cuI ture of the classroom and the inter

relationships among those who live and work there. 

Wolcott (1975, p. Ill) advocated the use of an 

"ethnographic approach to research in schools." Under such 

an approach, people and events are looked at in context as 



a total rather than only as bits and pieces. Therefore, 

the tone of reference is holistic. One does not have to 

be an ethnographer to avail himself of elements of an 

ethnographic approach (Wolcott, 1975, p. 116), but one 

needs to be aware of the underlying aspects of the use of 

varied ethnographic modes of gathering information. 
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The user of an ethnographic approach uses a number 

of information-gathering devices. Pelto (1970, pp. 57-68) 

suggested the following "tools of research": participant 

observation, key-informant interviewing, collection of life 

histories, structured interviews, questionnaires, ratings 

and rankings, semantic differential techniques, projective 

techniques, other psychological research instruments, unob

trusive measures, and technical equipment in field work. 

Robinson (1974, p. 251) spoke of "knowing" school 

classrooms. The problem is to reach an understanding of 

classrooms which is relevant to teachers and pupils who 

work there and relevant to those who are trying to under-. 

stand the processes at work within the classroom. Such 

approaches as micro-ethnographic, anthropological, socio

graphic, and ethnographic are suggested for use in studying 

the classroom. The common theme to these approaches is 

"rather than developing a priori theoretical statements for 

which empirical validation is sought in the 'real world,' 

this approach adopts an oppositional relationship to the 

world so that 'facts' are seen as the product of the 
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interrelationship between the research and the researched" 

(Robinson, 1974, p. 254). 

Classrooms are multidimensional in the sense that 

they serve a variety of. purposes and contain a variety of 

events and processes, not all of which are necessarily 

related or even compatible. Classrooms have many events 

occurring simul taneously. Classrooms have an unpredicta

bility in the sequence of events (Doyle, 1977, p. 52). 

Summary 

As language both structures the world and allows 

the world to be structured, the exploration of activity 

structures for language arts instruction is a central 

research problem. The need is for an understanding of 

classrooms and their structures as they are perceived, 

utilized, and ·modified by teachers. This understanding 

can only be reached through observation and evaluation of 

activities as they happen. 

The ~lassroom is a complex setting. In this com

plex setting, the use of ethnographic techniques can be 

util ized to discover how teachers and pupils come to formu

late the particular structure and culture of their class

room and how the individual s' micro context meshes with the 

macro context of the classroom. 
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Related Literature Concerning Treatment 

The Videotape Recorder 

The use of the videotape recorder for filming 

samples of teaching behavior is well documented. In the 

decade and a half of its use as a research tool, the video

tape recorder has become a common means of providing infor

mation about teachers, students, and teaching (Van Metre, 

19 7 4, pp • 27 - 2 8) • 

Stroh (1969) reviewed the use of videotape in busi

ness and industry for training and management development. 

He stated that the videotape recorder permits relatively 

low cost instant replay by which a person can watch himself 

in action immediately after performing. "H e -performs; he 

views himself on television; he participates in the evalua

tion of his performance--he is actively involved in the 

learning process" (Stroh, 1969, pp. 16 -17). 

Through this "stimulated recall" (B loom, 1953), 

"self-confrontation" (Nielson, 1962; Fuller & Manning, 

1973), "focused feedback" (Stoller, 1966), or "interpersonal 

recall" (Kagan, Kra thwohl, & Farquhar, 1965) persons have 

the opportunity to ". see themselves as others might see 

them or as they might see others. Thus they are able to 

apply a set of perception standards which normally are 

applied only to others" (Nielson, 1962, p. 14). 
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Sandoval (1975) described the videotape recorder 

as a "mirror-with-a-memory." Because behaviors have been 

preserved on tape, they may be examined over and over and 

be stopped and started any number of times. Sandoval con

tinued and made recommendations for the use of a videotape 

recorder for recording behavior in naturalistic settings 

and the coding or observing of such behavior. 

The use of videotaping has been used successfully 

to modify and change behaviors in teachers (Moritz & 

Martin-Reynolds, 1980, p. 397). Furthermore, a combination 

of videotaping and analysis "does affect subsequent perfor

mance constructively" (Flanders, 1969, p. 31). 

The Process of Stimulated Recall 

Bloom (1953) studied thought proces se s by "the 

method of stimulated recall" in his study of the "thought 

processes" of students while teaching was in progress. An 

audiotape recording of an entire class period was played 

back and the tape was stopped at "critical points." The 

students were then asked to recall what they were thinking 

at that point in the lecture or discussion. 

This method has continued to be used and adapted 

for the use of videotape recordings where the videotape is 

used to help teachers fl. • • remember the lesson as • • • fI 

they would be fl ••• asked some questions about it after

wards fI (Morine & Vallance, 1975, p. 46). Within the 



Morine and Vallance (1975, p. 50) study, the Stimulated 

Recall Task included the following questions: 

a. What were you thinking at that point? 

b. What did you notice that made you sort of stop 
and think? (If necessary, add: Was there any
thing pupils were doing that made you sort of 
stop and think?) 

c. What did you decide to do? 

d. Was there anything else you thought of doing 
at that point, but decided against? 

e. Wha t wa sit ? 

These questions were asked at "critical points" as deter-

mined by the interviewer/researcher. 

Summary 
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The videotape recorder was well suited in the stud

ies reviewed to capture and preserve the ongoing activities. 

The process of stimulated recall was well suited in the 

studies reviewed to gain information and awareness of 

events and decisions made during such activities. For the 

above reasons, the videotape recorder and the process of 

stimulated recall were used as components of the treatment 

in this study. 

Summary of Related Literature 

This review of related literature focued upon activ-

ity structures, language arts instruction, the use of ethno

graphic techniques, and two components of the treatment 

(videotape recorder and stimulated recall). The purpose of 



this study was to educate teachers in a methodology to 

assist them in decision making as to structure and the 

nature of the activity which they use as a function of 

meeting their objectives for language arts learnings. 
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Three major ideas based upon studies of explora

tions of classrooms were stated which influenced the forma

tion of the concept of "act i vi ty structure s." The se three 

ideas were: 

1. Activity structures can be defined in time and 

space. 

2. Activity structures consist of an interaction 

between behavior and milieu. 

3. There is a variety of activity structures which 

may occur in the classroom. 

The combination of these three major ideas substantiated 

the concept of activity structures and their use as a tool 

in exploration of classroom instructional practices. 

Four major premises were stated concerning language. 

These premises were: 

1. Language serves functions of use. 

2. Language occurs in context. 

3. Children are users of language. 

4. Compulsive situations of use structure language. 

The interrelationships of these four premises formed the 

basis for concepts involved in language arts instruction 



within this study and the implementation of such instruc

tion. 
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The use of ethnographic techniques permitted a 

holistic examination of. not only what was, but why it was. 

The use of the videotape recorder and the process 

of stimulated recall permitted both observation and analy

sis of the activities and structures used by the treatment 

group at a later time and place and was used to examine 

their perspective of their teaching. 

This study of a treatment for the exploration and 

refinement of an activity structure taxonomy in language 

arts was based on this body of research and theory. 

Organization of the Study 

Chapter 3 is a presentation of the methods and pro

cedures used for collecting and analyzing the data of the 

study. 

Chapter 4 is a report of the results of the find-

ings. 

Chapter 5 is a discussion presentation and includes 

the summary, conclusions, and· recommendations of the study. 



aIAPTER 3 

ORGANIZATION AND DESIGN OF THE STUDY 

The problem of this study was can a taxonomy for 

activity structures in language arts be explored and re

fined by using the taxonomy as a model to educate teachers 

in.identifying and modifying structures and activities in 

language arts instruction. The solution to this problem 

required the use of the taxonomy as a model for activity 

structures in the description of a control group of teach

ers and a treatment group of teachers in their (1) beliefs 

about language arts instruction, (2) objectives for langu

age arts instruction, (3) content of language arts instruc

tion, (4) structures l!-sed for language arts instruction, 

(5) activities used for language arts instruction, and 

(6) materials used for language arts instruction. 

The discussion of this chapter has been organized 

to present information concerning the general design, the 

initial studies, the subjects, the collection of data 

timeline, the instrumentation, the treatment, and the 

analysis of· the data. 

General Design 

To best study what activities and structures teach

ers use within classrooms, the following ethnographic 

31 



techniques were used: (1) interviewing, (2) question

naires, (3) journals, (4) observation and retrospection, 

and (5) written and video protocols. This study occurred 

over a 7-month period of time, from November 1981 through 

May 1982. 

There were nine volunteer teachers divided into 
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two groups, three teachers in the exerpimental group and 

six teachers in the control group. Both groups partici

pated in interviews, questionnaires, and journals. The 

treatment group participated in an orientation session 

concerning activity structures. Also, monthly observations 

were made of the treatment group during teacher designated 

language arts periods for three consecutive months. These 

observations consisted of (1) in-class observation and 

videotaping by the researcher and (2) out-of-class intro

spection of activities by the researcher and the teacher 

together. The control group did not experience the 

orientation, the observation and videotaping, or the 

introspection. 

Both groups were studied in relationship to the 

purpose of the study--the education of teachers in a 

methodology.to assist them in decision making as to the 

structure and the nature of the activity which they use as 

a function of meeting their objectives for language arts 

learnings in the classroom. 
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Initial Studies 

In 1979 an initial attempt was made by Berliner, 

Rubin, and King (p. 1) to describe the way "a classroom 

instructional technology has developed to accommodate the 

group form of education prevalent in the elementary 

schools." Within the Berliner et al. study, a sys tern was 

developed for looking at important features of activity 

structures and a taxonomy of these structures was devel

oped. Within the Berliner et al. study, the concept of an 

activity structure was used to describe the general frame 

or setting within which students and teachers interact. 

Readily recognized frames of classroom activities were 

used as identifiers of classroom activity structures. The 

activity structures within this taxonomy were as follows: 

(1) reading circle, (2) seat work, (3) two-way presenta

tion, (4) one-way presentation, (5) media ted presentat ion, 

(6) silent reading, (7) construction, (8) games, (9) play, 

(10) transitions, and (11) housekeeping. The Berliner et 

al. study concluded that further research on the forms, 

changes, uses, utility, functions, variations, and effects 

of structures needs to be carried out before an accurate 

description'could be determined. 

Cox and Rubin responded to this data by extending 

and refining these descriptors as they would apply to 

the training of teachers. The focus of this more recent 

investigation of classroom activity structures was centered 
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upon "explorations of the way in which the social organiza

tion of different educational environments within the same 

classroom and with the same children interacts with the 

characteristics of individual learners to produce different 

kinds and different levels of academic activity" (Cox, 

1981, p. 1). Here .the concept of activity structure is 

extended into how teachers of language arts can identify 

the features of a learning environment and utilize these 

features that are best suited to maximize the development 

of language arts skills. 

The present study builds upon both the Berliner 

et ale (1979) and the Cox and Rubin (1981) work. The model 

for activity structures is a refinement and extension of 

the identifiers of classroom activities from the Berliner 

et ale study. These identifiers have been divided into 

activities and structures and an interaction model devel

oped. In addition, certain identifiers have been renamed 

or regrouped or new labels were established. The new 

model consists of 8 activities and 6 structures for a total 

of 48 activity structures. As utilized in the Cox and 

Rubin work, each activity structure can be used to identify 

and label lesson activities used within the learning 

environment and provide a survey of alternatives for 

structuring the environment for learning. 
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Development of Activity Structure Model 

A study concerning activity structures in language 

arts instruction was conducted during the spring semester 

of 1981 in the research~r's own classroom. As language arts 

activities occurred, activity structures were described and 

identified. From such identification and description, a 

Model for Activity Structures was constructed (Appendix B). 

According to the Model for Activity Structures, an 

activity structure is seen as the interaction product be

tween the behavior within the setting (activity) and the 

grouping of persons within the given setting exhibiting the 

behavior (structure). Within the model there are eight 

activities and six structures. The activities are one-way 

presentation, mediated presentation, two-way presentation, 

independent work, construction, games/play, maintenance/ 

management, and transitions. The structures are total 

group, large group, committee, work circle, small group, 

and individual. A definition and examples of each activity 

and each structure are given in Appendix C. This model and 

these definitions and examples were used by the researcher 

in identifying and coding activity structures in the present 

study. 

The videotape recorder was also used in the spring 

1981 study to record ongoing classroom language arts activ

ities. An observation-coding technique and instrument was 

developed by the researcher to identify and classify 
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activity structures during language arts "instruction. This 

techn~que and instrument was refined and used in the pres

ent study. 

The technique consists of playback of the videotape 

and stopping the tape at 3D-second intervals. Coding is 

then made of the activity structures existing at that point 

in time as per the cell designations in the Model for 

Activity Structures. If more than one activity structure 

is in existence simultaneously, each is coded horizonally 

on the same line. If an activity structure is ongoing 

(exists in the previous time segment), an arrow is drawn 

vertically from the previous time segment to the present 

time segment in the same column to show the continuity. 

A copy of the coding instrument is attached as Appendix D. 

Further elaboration of the coding technique is contained 

under the discussion of the treatment. 

Subjects 

Teachers in this study were from two rural popula

tions, each within a 50-mile radius of Tucson, Arizona. 

Within each such population, volunteer teachers agreed to 

participate in the study. One population was designated as 

the control group. The other population was designated as 

the treatment group. The control group consisted of six 

classroom teachers, three each at Grades I and 2. All 

teachers in the control group taught at the same school. 
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The treatment group consisted of three classroom teachers, 

two at Grade 1 and one at Grade 2. All teachers in the 

treatment group taught at the same school. The control 

group and the treatment group were in different schools in 

different districts, approximately 100 miles apart. 

Characteristics of each school are presented in Table 1. 

Characteristics of each teacher are presented in Table 2. 

Characteristics of students in each classroom at the start 

of the study are presented in Table 3. Characteristics of 

students in each classroom at the end of the study are pre

sented in Table 4. Characteristics of each school, each 

teacher, and each classroom were obtained for all partici-

pants via the Teacher Information Form (Appendix G). 

Table 1. Characteristics of each school 

Control Treatment 

School Enrollment 400 390 

Geographic Location Rural Rural 

Length of School Day 8:09 AM 8:45 AM 
2:30 PM 2:25 PM 



Table 2. Characteristics of each teacher 

Control 

Teacher # 1 2 3 4 

Grade Level 1 2 1 1 

Age 29 28 38 37 

Sex M F F F 

Total Years Teaching 
Experience 2 4 12 16 

Bachelors Degree 1980 1976 1969 1966 

Masters Degree 

Presently in Degree Program X 

Presently Unclassified X 

Number of Language Arts Course Taken 

Undergraduate 1 2 3 1 

Graduate * 2 1 2 

*No response. 

5 6 1 

2 2 1 

37 38 40 

F F F 

10 13 10 

1972 1965 1964 

X X 

X 

1 

6 2 1 

Treatment 

2 3 

2 1 

23 41 

F F 

1 9~ 

1981 1961 

X 

4 6 

* 7 

V-I 
co 
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Table 3. Characteristics of each classroom--pretreatment 

Teacher H 

Control Treatment 

1 2 3 4 5 6 1 2 3 

Grade Level 1 2 1 2 2 1 2 1 

Number of Students 28 24 26 24 22 24 23 24 24 
Boys 16 6 15 18 14 14 13 14 15 
Girls 12 18 11 6 8 10 10 10 9 

Student: 
'Ages (years) 

6 24 2 '" 21 5 20 6 13 
7 3 21 3 13 20 3 17 11 
8 1 1 4 4 1 
9 

Ethnic Background 
White 22 18 18 16 14 21 21 21 24 
Hispanic 4 5 8 8 7 3 1 3 
Black 1 1 1 
Asian 
Native American 1 1 

Primary Language 
English 28 22 25 20 21 24 22 24 24 
Spanish 2 1 4 1 1 

Enrollment in S~ecia1 Programs 
Gi fted 1 1 LD 1 1 2 2 4 1 Ef.UI 
EH 
Title Reading 4 6 3 
ESL 
Speech 2 2 1 2 

Estimated Socioeconomic Status 

High--above $30,000 4 3 2 Middle--$lS,000-$30,000 20 16 13 12 6 16 17 14 6 Low--be1ow $15,000 8 8 13 12 12 5 6 8 18 

"'No response. 
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Table 4. Characteristics of each classroom--posttreatment 

Teacher # 

Control Treatment 

1 2 3 4 5 6 1 2 3 

Grade Level . 1 2 1 1 2 2 1 2 1 

Number of Students 28 22 28 26 22 23 27 22 25 
Boys 15 6 17 19 13 13 17 )2 16 
Girls 13 16 11 7 9 10 10 10 9 

Student: 

Age (rears) 
6 9 1 24 14 5 5 
7 17 12 4 12 14 9 21 15 20 
8 2 9 7 13 1 7 
9 1 1 

Ethnic Background 

White 24 18 20 17 14 20 25 17 25 
Hispanic 2 4 8 9 7 3 1 3 
Black 1 1 
Asian 
Native American 1 1 2 

Primarr Language 

English 28 20 27 20 21 23 26 22 24 
Spanish 2 1 6 1 1 

Enrollment in SEecial Programs 
Gifted 1 
LD 1 1 
EMil 

1 2 2 1 

EH 
Title Reading 4 2 6 2 1 1 
ESL 1 
Speech 2 2 1 

Estimated Socioeconomic Status 

High--above $30 000 3 6 3 2 
Middle--$15,OO-$30,OOO 14 12 10 17 10 16 13 14 6 
Low--below $15,000 14 7 18 9 6 5 14 8 19 
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Instrumentation 

Instrumentation used within this study consisted of 

(1) a beliefs questionnaire, (2) a teacher information 

form, (3) a journal, and (4) an interview all of which were 

developed by the researcher. Participants of each group 

also attended a separate group meeting at the initial stage 

of the study. 

Group Meeting 

A separate group meeting was held with each of the 

two groups, the control group and the treatment group, at 

the initial stage of the study. The focus of each meeting 

was to explain the study and to begin to gather pretreat

ment data. The study was presented as to purpose, activi

ties to be engaged in by participants, and time involved. 

The first questionnaire, Beliefs which Influence Decision

Making in Language Arts Instruction (Appendix F), was com

pleted individually by all participants at each group 

meeting. The second questionnaire, Teacher Information 

Form (Appendix G), was left with each participant in each 

group to be completed at their convenience and returned 

at the time of the interview. A schedule was established 

for individual meetings with each participant in each 

group for the interview and the daily journal. The agenda 

for the group meeting is included as Appendix E. 



Questionnaire 

Beliefs that Influence Decision Making in Language 

Arts Instruction. This questionnaire was concerned with 

beliefs that influence decision making in language arts 

instruction. These teacher beliefs were clustered around 

content to be learned, the learner, the teacher, and the 

instruc tional setting (Hunter, 1979, pp. 63- 64) • Thi s 

questionnaire was used to identify the beliefs that influ

ence each teacher's instructional decisions. Because the 

teacher is seen as an active agent who selects a teaching 

strategy in order to help students reach a. designated goal, 

beliefs about language arts instruction, about children and 

language arts, about instructional settings, and about 

instructional methodology should affect plans and decisions 

made by the teacher for language arts instruction and 

activities. This questionnaire consisted of a series of 

statements which determined each participant's beliefs 

toward language arts in the classroom. The statements on 

this questionnaire were reviewed and tested by the 

researcher on a group of teachers during inservice at 

Douglas, Arizona, in the Fall of 1981. The questionnaire 

was completed by all participants at both the initial and 

final stage of the study. A copy of the questionnaire is 

attached as Appendix F. 
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Teacher Information Form. The second questionnaire 

is a teacher information form covering data concerning 

school characteristics, teacher characteristics, and char

acteristics of students in each classroom. The question

naire also gathers data as to materials, activities, struc

tures, experiences, and time allocations used by each 

teacher. This questionnaire was completed by each partic-

ipant in each group both at the initial and final stage of 

the study. A copy of the Teacher Information Form is 

attached as Appendix G. 

Interview 

An initial interview and a final interview were 

held individually with each of the participants in both the 

control group and the treatment group. The interview con

sisted of a structured interview designed to 'identify the 

decisions the teacher makes in relationship to planning for 

language arts instruction. Following the procedure estab

lished in the South Bay Study (Morine-Dershimer, 1978-79, 

pp. 84- 8 5) as adapted for this particular study, the 

teacher was asked what had been planned for language arts 

lessons for a particular specified period of time. After 

the response to the initial general question, a series of 

specific probes followed as to considerations given for 

pupils, materials, classroom arrangement, activities, 

teaching strategy/instructional process, and objectives. 



Each interview was audiotaped. An interview guide (Appen

dix H) was used by the researcher to standardize the 

interview procedure. 

Journal 
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Each participant in each group kept a daily journal 

for the period of five consecutive classroom days both at 

the initial stage and the final stage of the study. The 

participants were requested to keep a detailed account of 

their language arts instruction during those five days. 

Each participant was requested to use the following format 

fur each daily entry: (1) planned language arts instruc

tion, (2) actual language arts instruction, (3) actual 

results, and (4) analysis of instructional process. The 

instruction sheet for the daily journal is attached as 

Appendix I. 

Treatment 

Following the initial gathering of data, the treat

ment group participated in an orientation session concerning 

activity structures, monthly observation and videotaping of 

language arts instruction, and a monthly stimulated recall 

session. The control group did not participate in any of 

these procedures. 



Orientation 

The orientation consisted of three components: 

(1) definition and examples of activity and of structure, 

(2) sample written protocols, and (3) a sample video 

protocol. 
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Each member of the treatment group received a copy 

of the Model for Activity Structures (Appendix B) and a 

copy of Definitions and Examples of Activity and of Struc

ture (Appendix C). Discussion was held and questions 

answered concerning the concept of an activity structure 

and the interaction of activities and structures by which 

they are produced. 

Following a preliminary understanding of activity 

structures, the concept of a protocol was introduced. 

Protocols are materials designed to show examples 

of behaviors which occur naturally in the classroom. They 

may take the form of being taperecorded, videotaped, or 

written records of behavior. They provide a slice of life 

for teachers to use in the interpretation of selected 

concepts (Berliner, 1973, p. 3). A total of three proto

cols, two written and one videotaped, were presented to 

each participant in the treatment group. The written 

protocols were adapted from the initial study of activity 

structures (Berliner et al., 1979, pp. 49-52). Copies of 

each such protocol are attached as Appendix J and Appendix 

K. Each participant was asked to code the protocols using 



the Activity Structure Coding Sheet (Appendix D) and the 

Definition and Examples of Activity and of Structure 

(Appendix C). Such codings were then transferred by the 

participants to the Activity Structure Frequency Count 

sheet (Appendix L). Teachers were then asked to comment 

on their results as to: 

1. Variations in time (a) as to curriculum area and 

(b) as to use of activity structure; 

2. Variations in number of activity structures that 

are present simultaneously; 

3. Variations of sequencing of activity structures; 

4. Commonality of organizational patterns. 

The Protocol Comment Form is attached as Appendix M. 
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The videotape protocol consisted of one 35-minute 

tape from the study in the researcher's classroom during 

the Spring of 1981. The same procedure was followed as for 

the written protocols, except participants identified the 

activity structures themselves. The videotape was stopped 

at 2-minute intervals, the action frozen on the screen, and 

the activity structures coded at each 2-minute interval. 

Each teacher also commented on the video protocol using 

the Protocol Comment Form (Appendix M). 

Videotaping 

Each of the classrooms of the three teachers in the 

treatment group were videotaped once a month for three 
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consecutive months. A Hitachi CCTV camera with a near a11d 

far focus mounted on a Quick- Set Husky tripod, a JVC Solid 

State Video Tape Recorder, a JVC Model 3420 M television 

monitor, and a JVC Model MD~220M microphone were used for 

the taping. All were the normal, available videotaping 

equipment commonly used at their school. Videotape used 

was 1/2- inch, black-and-white, reel-to-reel tape. Each 

session consisted of approximately 2 hours of taping of 

ongoing language arts instruction (9:15 a.m. to 10:15 a.m. 

and 10: 30 a.m. to 11: 30 a.m.) in each classroom. Taping 

was usually done on consecutive days wi thin the same week. 

The camera and tripod and the microphone were set up in the 

corner of each classroom near the door to the teacher's 

work room and the camera panned the classroom at measured 

intervals of 60 seconds. The videotape recorder and the 

television monitor were set up in the teacher's work area. 

The videotape recorder and the process of being 

videotaped had been introduced prior to the first actual 

videotaping for the purpose of familiarizing both the 

students and the teachers to its presence. Emphasis was 

placed upon the establishment of familiarity of the pres

ence of the equipment and the researcher and familiarity 

with appearing on camera. Both teachers and students 

became familiar with seeing themselves on video, both 

instantaneously and delayed. During the actual videotaping 

done by the researcher, the researcher became both an 
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observer and a recorder via videotape of the activities and 

of the structures used during the language arts instruc

tion. 

After each videotaping session, the researcher 

viewed the videotape from each session and analyzed the 

session using the following process: 

1. The tape was played back on a videotape player 

with monitor and stopped and action frozen at 3D-second 

interval s. 

2. At each interval, the tape was coded as to activity 

structures in existence at that time as per the Model for 

Activity Structures (Appendix B) and the Definition and 

Examples of Activity and of Structure (Appendix C) on the 

Activity Structure Coding Sheet (Appendix D). Activity 

structures occurring simultaneously were coded horizontally 

across the same line and activity structures which were 

ongoing (continuing from a previous time sequence) were 

indicated by a vertical arrow. A sample of such coding is 

attached as Appendix N.· 

Interjudge reliability for the coding was estab

lished by using the Pearson product moment correlation 

coefficient (Minium, 1970, p. 134). A junior honors under

graduate student in the College of Education had received 

instruction in the concept of activity structures and the 

coding process from the researcher. Following the 

instruction, the honors student coded 6 hours of videotape 



independent of the researcher. These codings were then 

compared with those of the researcher. An r of 0.92 was 

obtained. 
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3. After the videotape for the entire s~ssion was 

coded, a frequency count was made of the occurrence of each 

activity structure. If the activity structure was the sole 

activity structure at that particular point in time, it was 

counted as 1. If the activity structure was one of two at 

that particular point in time, it was counted as 1/2; one 

of three, a 1/3; one of four, a 1/4; one of five, a 1/5; 

etc. Total frequencies were determined for each episode 

and for the entire session for all activi ty structures. 

Each total was divided by the total number of interval s 

(one interval every 30 seconds) to determine percentage of 

existence of each activity structure during the entire 

session. The Activity Structure Frequency Count sheet 

(Appendix L) was used for this process. A sample of the' 

process for one episode is attached as Appendix O. 

4. The percentages generated from the frequency count 

for the total session were then transferred to the Model 

for Activity Structures (Appendix B). The percentages were 

then totaled both horizontally and vertically to produce 

percentage totals for activity and for structure. A sample 

of such percentages appears on Appendix P, Sample Percent

ages on Model for Activity Structures. 
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5. During the viewing and coding of the videotape for 

each session, a narrative statement or written protocol was 

also prepared of the session. This was a factual, objec

tive narrative of the language arts lessons taught during 

that time period. A sample of such a protocol is attached 

as Appendix Q. 

6. From the activity structure coding and the written 

protocol, an episode summary was prepared. An episo~e is 

a sequence of activity structures over time which total 

s~quence constitutes a definite lesson or segment in a 

classroom day. A sample of such an episode summary is 

attached as Appendix R. 

7. Finally, a line graph was prepared based upon the 

percentages of activity and of structure obtained on the 

Model for Activity Structures (Appendix B). A sample of 

such a graph is attached as Appendix S. 

Stimulated Recall Session 

Within a 2-week period of the classroom videotaping, 

the researcher returned to the school and held a recall 

session with each teacher in the treatment group individ

ually. The session was audiotaped. The recall session was 

based upon the following outline: 

1. A request to read the written protocol prepared 

from the previous videotaping (Appendix Q); 



2. A general query as to how the teacher fel t that 

morning went; 
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3. A sharing of the information on the episode summary 

(Appendix R), the percentages of activity and of structure 

on the model for activity structures (Appendix P), and the 

graphing of these percentages (Appendix S); copies of each 

of these items were left with the teacher: 

4. A semi-structured interview concerning the lessons 

taught that morning. 

The Guide for Stimulated Recall is attached as Appendix T. 

Such guidelines were adapted from the Morine and Vallance 

(1975, pp. B-36-B-39) study. 

Summary 

The foregoing procedures, (1) orientation, 

(2) videotaping and coding of classroom language arts les

sons, and (3) feedback and stimulated recall, were the 

components of the treatment. The treatment occurred over 

a 3-month period of time and consisted of three complete 

cycles with each teacher in the treatment group. The 

control group did not participate in any of these proce

dures. 

Collection of Data Timeline 

Data collection was done during the fall semester 

of 1981 and the spring semester of 1982. The timeline for 

this study is shown on Table 5. 



52 

Table 5. Collection of data time1ine 

Control Treatment 

Pretreatment 

Beliefs Questionnaire 12/81 11/81 

Teacher Information Form 12/81 11/81 

Interviews 12/81 11/81 

Journals 1/82 1/82 

Treatment 

Orientation 11/81 

Videotaping #1 1/82 

Recall #1 2/82 

Videotaping #2 2/82 

Recall #2 3/82 

Videotaping #3 3/82 

Recall #3 4/82 

Post-treatment 

Beliefs Questionnaire 4/82 4/82 

Teacher Information Form 4/82 4/82 

Journals 4/82 4/82 

Interviews 4/82 5/82 
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Analysis of the Data 

The research design required the collection and 

analysis of data concerning the teachers' beliefs about 

language arts instruction, the objectives for such instruc

tj.on, and the content, structure, activity, and materials 

used to implement language arts instruction. 

The Beliefs which Influence Decision Making in 

Language Arts Instruction questionaire (Appendix FJ pro

vided information as to teachers' beliefs about lan~uage 

arts instruction. An optimum response was chosen for each 

item on this questionnaire. The optimum response was one 

which was closest in agreement with the body of research 

cited in the literature review and which was the optimum 

response in line with the aim and focus of this study. A 

list of these optimum responses is attached as Appendix U. 

Each teacher's response was then weighted in relationship 

to the opt imum response as follows: 

1. Response identical to optimum response 1 

2. Response 1 degree away from optimum response .75 

3. Response 2 degrees away from optimum response .50 

4. Response 3 degrees away from optimum response .2S 

5. Response "never thought of" 0 

Responses were then summed for each subsec tion and for the 

entire questionnaire and means obtained. The control mean 

and the treatment mean were then compared as to change from 

the initial stage to the final stage of the study. 



The Teacher Information Form (Appendix G) provided 

information as to obj ectives for language arts instruction 

and materials, time, structure, form, and activity used 

during language arts instruction. frequency counts were 

made and rank ordering was done based upon such frequency 

counts. Percentages of use were also determined for each 

item. The items were then compared as to rank order and 

percentage of use as of the initial stage and the final 

stage of the study. 
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The daily journals provided information over a 1-

week period of time as to actual content area, language 

area, structures, behavior setting, forms, and objectives 

used in language arts lessons during that week. The jour

nals were analyzed using content analysis in that a fixed 

set of questions were asked of a predetermined body of 

writings to produce countable results (Carney, 1972, p. 6). 

Frequency counts were obtained and rank orders and percent

ages of use were determined. The 'items were then compared 

as of the initial stage and final stage of the study. 

The interviews provided information as to materials, 

classroom arrangement, activities, and objectives for langu

age arts lessons. Again, content analysis was used to 

obtain frequency counts of such items and such counts were 

used to determine rank order and percentages. Items were 

then compared as of the initial stage and final sta ge of 

the study. 
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Summary 

This study was designed to examine the activities 

and the structures used by teachers to meet their goals and 

objectives for language arts instruction. Since language 

arts instruction is the major focus of the elementary 

school curriculum, teachers must be able to define, 

describe, and evaluate the activity structures which they 

use in language arts instruction in their classroom to meet 

their objectives. 

Teachers need to be knowledgeable about the deci

sions they make and why ~hey are made. Such decision

making is dependent upon an (1) increasing awareness of 

alternatives, (2) an increasing ability to choose among 

alternatives, and (3) an increasing ability to implement 

these choices (Wallat & Goldman, 1979, p. 129). This is 

most true for instruction in all areas of language arts. 

Yet, most teachers do not have clearly defined 

conceptions of language, they are not aware of how their 

language beliefs affect their decisions about instruction, 

and their evaluation of products is often inconsistent with 

what has been stated as being important (Rubin, 1978, pp. 

ii and iii). In short, most teachers have no idea of how 

their beliefs about language affect their decisions about 

language and no idea of how their decisions about language 

are reflected in the structure of their language arts 

instruction. 
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The teacher can develop a sensitivity for selection 

of activity structures which lend themselves to optimal 

achievement of instructional objectives by becoming famil

iar with activity structures and by being able to identify 

the basic choices open to teachers and students during 

language arts instruction in the classroom. 



CHAPTER 4 

FINDINGS 

This study was concerned with the exploration and 

refinement of a taxonomy for activity structures in langu

age arts. The problem was can a taxonomy for activity 

structures in language arts be explored and refined by 

using the taxonomy as a model to educate teachers in iden

tifying and modifying structures and activities in language 

arts instruction. 

The findings will be given in the order in which 

they were presented in the hypothesis in Chapter 1: 

1. Findings related to beliefs about language arts 

instruction; 

2. Findings related to objectives for language arts 

instruction; 

3. Findings related to the content of language arts 

instruction; 

4. Findings related to structures used for language 

arts instruction; 

5. Findings related to activities used for language 

arts instruction; 

6. Findings related to materials used for language 

arts instructions. 
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findings Related to Beliefs about 
Language Arts Instruction 

Growth towards the direction of the optimum 
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response was made, in two of the four belief areas (beliefs 

about language arts instruction and beliefs about children 

and language arts instruction) by the control group, but 

growth towards the direction of the optimum response was 
. 

made in all four areas (beliefs about language arts instruc-

tion, beliefs about children and- language arts instruction, 

beliefs about instructional settings, and beliefs about 

instructional methodology) by the treatment group (Table 6). 

For the control group, in one belief area (beliefs about 

instructional settings) the response did not change and in 

the other belief area (beliefs about instructional metho-

dology) the response decreased (Table 6). In contrast, 

the belief area (beliefs about instructional settings) 

where there was no growth made at all for the control 

group was the area of greatest growth for the treatment 

group. 

Findings Related to Objectives for 
Language Arts Instruction 

F~ndings related to objectives for language arts 

fustruction were obtained from data gathered by the daily 

journals and the interviews. The findings for this area 

are discussed under these two instruments. 
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Table 6. Mean response for beliefs that influence decision 
making in language arts instruction 

Control 
Group 

Treatment 
Group 

Beliefs about Language Arts Instruction 

Pretreatment 

Posttreatment 

Increase or decrease 

11.4 

11.8 
+.4 

10.75 

12.00 

+1.25 

Optimum 
Response 

13 

13 

Beliefs about Children and Language Arts Instruction 

Pretreatment 

Posttreatment 

Increase or decrease 

Beliefs about Instructional 

Pretreatment 
Posttreatment 

Increase or decrease 

Beliefs about Instructional 

Pretreatment 

Posttreatment 

Increase or decrease 

Total 

Pretreatment 

Posttreatment 

Increase or decrease 

16.9 

18.4 

+1. 5 

Settings 

18.2 

18.2 

0.0 

Nethodology 

13.3 

11. 9 

-1. 4 

59.8 

60.3 

+.5 

16.70 

17.75 

+1. 05 

14.9 

18.8 

+3.1 

11.6 

12.6 

+1. 0 

53.95 

60.35 

+6.4 

22 

22 

21 

21 

16 

16 

72 

72 
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Journal 

The daily journal was examined as to expressions 

of language arts objectives in the four language processes 

i.e., listening, speaking, writing, and reading. These 

processes were also grouped as to productive or receptive 

processes and as to oral or written processes. 

The control group emphasized objectives in writing 

and reading equally as the main objective, with speaking 

third, and listening fourth at the beginning of the study. 

The treatment group emphasized objectives in reading first, 

writing second, listening third, and speaking fourth at 

the same period of time. At the end of the study, the 

control group emphasized objectives in reading first, 

writing second, and speaking and listening third. The 

treatment group emphasized objectives in reading first, 

. writing and listening second, and speaking third at the 

end of the study. Table 7 shows these rankings and gives 

percentages for each. 

The control group emphasized productive language 

skills (speaking and writing) over receptive language 

skills (listening and reading) at the beginning of the 

study. The treatment group did the reverse, receptive 

skills over productive skills at the same period in time. 

At the end of the study, both groups emphas iz ed recept i ve 

skills over productive skills. Table 8 gives these rankings 

and the percentages for each. Written language skills 
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Table 7. Results from daily journal for language process 
areas of -listening, speaking, writi~g and 
reading 

Pretreatment Posttreatment 

Area % Rank % Rank 

Control 

Listening 15 4 9 3 

Speaking 21 3 7 4 

Writing 32 1 30 2 

Reading 32 1 54 1 

Treatment 

List.ening 13 3 25 2 

Speaking 13 3 13 4 

Writing 32 2 25 2 

Reading 42 1 37 1 



Table 8. Results from daily journal for language 
arts objectives--productive and receptive 
language 

Control Treatment 

Pretreatment 

Productive Language 

Speaking 

Writing 

Receptive Language 

Listening 

Reading 

Posttreatment 

Productive Language 

Speaking 

Writing 

Receptive Language 

Listening 

Reading 

Percentage 

53 

47 

45 

55 

21 

32 

15 

32 

13 

32 

13 

42 

Percentage 

37 

63 

38 

63 

7 

30 

9 

54 

13 

25 

25 

37 

62 
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(reading and writing) were emphasized over oral language 

skills (listening and speaking) by both groups at both the 

beginning and end of the study (Table 9). 

Interview 

Language arts objectives expressed in the inter

views were also examined; as to language process, i.e., 

listening, speaking, writing, and reading, productive or 

receptive language, and oral or written language. 

The objectives expressed by the control group were 

speaking first and writing second and by the treatment 

group only writing was mentioned at the beginning of the 

study. By the end of the study, the objectives expressed 

by the control group were writing first, speaking second, 

and reading third. The treatment group expressed objec

tives for reading first and writing second (Table 10). 

Both the control group and the treatment group 

focused only on objectives for productive language at the 

beginning of the study; both groups focused on both pro

ductive and receptive language at the end of the study 

with the control group placing more emphasis on productive 

language and the treatment group on receptive language 

(Table 11). At the beginning of the study, the control 

group emphasized objectives focusing more on oral language 

than written language. The treatment group only focused 

upon objectives emphasizing written language. At the end 
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Table 9 • Results from daily journal for language arts 
objectives--oral or written language 

Control Treatment 

Percentage Percentage 

Pretreatment 

Oral Language 36 16 

Listening 15 9 

Speaking 21 7 

Written Languge 64 84 

Reading 32 54 

Writing 32 30 

Posttreatment 

Oral Language 26 38 

Listening 13 25 

Speaking 13 13 

Written Language 74 62 

Reading 42 37 

Writing 32 25 
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Table 10. Resul ts from interview for language process 
areas of listening, speaking, writing, and 
readinQ 

Pretreatment Posttreatment 

Area % Rank % Rank 

Control 

Listening 8 3 0 2 

Speaking 63 1 0 2 

Writing 37 2 100 1 

Reading 0 3 0 2 

Treatment 

Listening 0 4 0 3 

Speaking 36 2 0 3 

Writing 43 1 34 2 

Reading 21 3 66 1 



Table 11. Results from interview for language arts 
objectives--productive or receptive language 

Pretreatment 

Productive Language 

Speaking 

Writing 

Receptive Language 

Listening 

Reading 

Posttreatment 

Productive Language 

Speaking 

.Wri ting 

Receptive Language 

Listening 

Reading 

Control 

Percentage 

100 

o 

79 

21 

63 

37 

o 

o 

36 

43 

o 

21 

Treatment 

Percentage 

100 

o 

34 

66 

o 

100 

o 

o 

o 

34 

o 

66 

66 



of the study, the control group focused upon obj ectives 

emphasizing written language over oral language. The 

treatment group again focused only upon objectives empha

sizing written language (Table 12). 

Summary 

Data from the two different sources, the journals 

and the interviews, show different results except in the 

following areas: 

1. The rank order of language arts processes for the 

treatment group at the end of the study shows that the 

objectives for language arts instructions are reading 

first, writing second, listening second or third, and 

speaking third (Table 13). 
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2. When the data for productive and receptive language 

is compared, the results for the control group at the begin

ning of the study and at the end of the study are the same, 

i.e., the control group emphasized objectives focusing on 

productive language over receptive language. The treatment 

group focused on objectives emphasizing receptive language 

over productive language at the end of the study on both 

instruments (Table 13). 

3. The areas of agreement on the two instruments for 

objectives emphasizing oral or written language are the 

control group at the end of the study and the treatment 

group at the beginning and end of the study. 
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Table 12. Results from interview for language arts 
objectives--oral or written language 

Control Treatment 

Percentage Percentage 

Pretreatment 

Oral Language 63. 0 

Listening 0 0 

Speaking 63 0 

Written Languge 37 100 

Reading 0 0 

Writing 37 100 

Posttreatment 

Oral Language 36 0 

Listening 0 0 

Speaking ·36 0 

Written Language 64 100 

Reading 21 66 

Writing 43 34 



Table 13. Comparison of rankings of language arts objectives from daily journal 
and interview 

Rank Order 

Control Treatment 

Journal Interview Journal Interview 

Pretreatment 

Language Processes 

listening 

speaking 

writing 
reading 

Receptive Language 
Productive Language 

Oral Language 
Written Language 

4 

3 

1 

1 

2 

1 

2 

1 

3 

1 

2 

3 

2 

1 

1 

2 

3 
4-

2 

1 

2 

1 

2 

1 

2 

2 

1 

2 

1 

2 

2 

1 

Q\ 
~ 



Table l3--Continued 

Posttreatment 

Language Processes 
listening 
speaking 
writing 

reading 

Receptive Language 

Productive Language 

Oral Language 

Written Language 

Journal 

3 
3 
1 

1 

2 

1 

2 

1 

Control 

Interview 

4 

2 

3 

3 

2 

1 

2 

1 

Rank Order 

Journal 

2 

3 
1 

1 

1 

2 

2 

1 

Treatment 

Interview 

3 
3 
1 

1 

1 

2 

2 

1 

-....] 

o 
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Both groups emphasized objectives focusing on written lan-

guage (Table 13). 

Findings Related to Content of 
Language Arts Instruction 

The content of language arts instruction findings 

has been divided into findings concerning the language 

process areas (listening, speaking, writing, and reading), 

findings concerning curriculum area designations as used by 

teachers, findings concerning lesson activities, and find

ings concerning time spent in language arts instruction. 

Language Process Areas 

Data on the language process areas were gathered by 

three instruments, the Teacher Information Form (Appendix 

G), the journal, and the interview. The data will be 

discussed as to each instrument. 

1. The Teacher Information Form: Participants were 

requested to estimate how many minutes per week they spent 

in instructional time in each of the four language process 

areas (listening, speaking, writing, and reading). The 

control group estimated they spent the most time on the 

reading process and then almost equal time on the remaining 

three processes at the beginning of the study. In contrast, 

the treatment group estimated they spent the most time on 

the ~Titing process and then decreasing times on listening, 

reading, and speaking at the beginning of the study. By 



the end of the study, the major emphasis of the control 

group was writing, with decreasing emphasis on listening, 

speaking, and reading" At this same time, the treatment 

group also placed the most emphasis on writing, with 

decreasing emphasis on reading, listening, and speaking 

(Table 14). 
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When the process areas are grouped into productive 

and receptive language, the data shows that the two groups 

have different emphasis at the beginning of the study, 

but the same emphasis at the end. The control group 

emphasized receptive language over productive language 

while the treatment group emphasized productive over 

receptive language at the beginning of the study. At the 

end of the study, both groups emphasized productive langu

age over receptive language (Table 15). The language pro

cesses were also grouped as to oral or written language. 

The result of such grouping shows that both groups at both 

the beginning and the end of the study emphasized written 

language instruction over oral language instruction (Table 

.16) • 

2. Journal: As a portion of the assignment of keeping 

a daily journal the teachers were asked to indicate what 

they planned to do that day for language arts instruction. 

The responses to this task were assigned to one of the 

four language arts process areas (listening, speaking, 

writing, and reading). At the beginning of the study the 



Table 14. Rank order of results from Teacher Information Form of 
estimated minutes per week spent in instructional activities 
for language process areas of listening, speaking, reading, 
and writing 

Pretreatment Postreatrnent 

Area % Rank Area % Rank 

Control 

reading 40 1 writing 33 1 

speaking 21 2 listening 27 2 

writing 20 3 speaking .21 3 

listening 19 4 reading 19 4 

Treatment 

writing 38 1 writing 35 ; 1 

listening 28 2 reading 28 2 

reading 19 3 listening 19 3 

speaking 15 4 speaking 18 4 
.....:J 
t;-1 



Table 15. Results from Teacher Information Form for 
estimated minutes per week spent in instruc
tional activities for receptive or productive 
language 

Pretreatment 

Receptive Language 

Listening 

Reading 

Productive Language 

Speaking 

Writing 

Posttreatment 

Receptive Language 

Listening 

Reading 

Productive Language 

Speaking 

Writing 

Control 

Percentage 

59 

41 

46 

54 

19 

40 

21 

20 

27 

19 

21 

33 

Treatment 

Percentage 

47 

53 

47 

53 

28 

19 

15 

38 

19 

28 

18 

35 

74 
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Table 16. Results from Teacher Information Form for esti-
mated minutes per week spent in instructional 
activities for oral or written language 

Control Treatment 
Percentage Percentage 

Pretreatment 

Oral Language 40 43 

Listening 19 28 

Speaking 21 15 

Written Languge 60 57 

Reading 40 19 

Writing 20 38 

Posttreatment 

Oral Language 48 37 

Listening 27 19 

Speaking 21 18 

Written Language 52 63 

Reading 19 28 

Writing 33 35 



control, group planned language arts j,nstruction for 

speaking the most and for wri ting, listerling, and reading 

in decreasing nrder. The treatment arou, planned reading 

instruction the most with instruction, for speaking, writ

ing, and listening in decreasing order at the b~ginning 
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of the study. By the end of the stu~y, the control group 

planned instruction for speaking, writing, lis tening, and 

reading in dccreas ing order. The trea tmen t group al so 

planned the most instruction for speaking, but then planned 

for reading, writing, and listening j,n decreasing order 

(Table 17). 

When the language processes ~ere grouped as 

receptive or productive, the control group planned more 

for productive language at both the Qeginning and end of 

the study. The treatment group, however" planned more for 

receptive .language at the beginning qf the study and more 

for product i ve language at the end of the study (T abl e 18). 

When the language processes were regrouped as to oral or 

wri tten language, the control group Illanned language 

instruction for oral language more tqan ,rrritten language 

and the treatment group planned lang~age instruction for 

written language more than oral lang~age both at the 

beginning and the end of the study (T1able 19). 

1. Interview: During the interview;, the participants 

were asked to comment on what they hqd pI anned for language 

arts lessons for a specified period qf time. These 
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Table 17. Results from daily journal for planned language 
arts instruction for language process areas of 
listening, speaking, writing, and reading 

Area 

Control 

Listening 

Speaking 

Writing 

Reading 

Treatment 

Listening 

Speaking 

Writing 

Reading 

Pretreatment 

% 

21 

32 

28 

19 

18 

24 

21 

37 

Rank 

3 

1 

2 

4 

4 

2 

3 

1 

Posttreatment 

% 

21 

34 

26 

19 

18 

31 

23 

28 

Rank 

3 

1 

2 

4 

4 

1 

3 

2 
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Table 18. Results from daily journal for planned language 
arts instruction for receptive or productive 
language 

Control Treatment 

Percentage Percentage 

Pretreatment 

Receptive Language 40 55 

Listening 21 18 

Reading 19 37 

Productive Language 60 45 

Speaking 32 24 

Writing 28 21 

Posttreatment 

Receptive Language 40 46 

Listening 21 18 

Reading 19 28 

Productive Language 60 34 

Speaking 34 31 

Wri ting 26 23 
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Table 19. Results from daily journal for planned language 
arts instruction for oral or written language 

Control Treatment 
Percentage Percentage 

Pretreatment 

Oral Language 53 42 

Listening 21 18 

Speaking 32 24 

Written Languge 47 58 

Reading 19 37 

Writing 28 21 

Posttreatment 

Oral Language 55 49 

Listening 21 18 

Speaking 34 31 

Written Language 45 51 

Reading 19 28 

Writing 26 23 
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responses were grouped into the four language arts process 

areas (listening, speaking, writing, and reading). 

At the beginning of the study, the contr·o1 group 

planned most for instruction in speaking and then for 

writing, listening, and reading in decreasing order. The 

treatment group planned the most for writing and reading 

equally and then for listening and speaking in decreasing 

order. By the end of the study, the control group planned 

instruction for writing, speaking, reading, and listening 

in decreasing order. The treatment group planned instruc

tion for reading the most, and then equally for writing 

and speaking, and finally for listening (Table 20). 

When these language process areas are grouped into 

receptive or productive language, the control group empha

sized productive language over receptive language and 

the treatment group emphasized receptive language over 

productive language both at the beginning and end of the 

study (Table 21). When the language process areas are 

grouped as to oral or written language, the control group 

planned more for oral language instruction and the treat

ment group planned more for written language instruction at 

the beginning of the study. At the end of the study, both 

groups planned more for written language instruction than 

for oral language instruction (Table 22). 
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Table 20. Results from interview for planned language 
arts instruction for language process areas of 
listening, speaking, writing, and reading 

Pretreatment Posttreatment 

Area % Rank % Rank 

Control 

Listening .9 3 10 4 

Speaking 54 1 24 2 

Writing 28 2 45 1 

Reading 9 3 21 3 

Treatment 

Listening 16 3 14 3 

Speaking 8 4 21 2 

Writing 38 1 21 2 

Reading 38 1 44 1 



Table 21. Results from interview for planned language 
arts instruction for receptive or productive 
language 

Pretreatment 

Receptive Language 

Listening 

Reading 

Productive Language 

Speaking 

Writing 

Posttreatment 

Receptive Language 

Listening 

Reading 

Productive Language 

Speaking 

W'.ci ting 

Control 

Percentage 

18 

82 

31 

69 

9 

9 

54 

28 

10 

21 

24 

45 

Treatment 

Percentage 

54 

46 

58 

42 

16 

38 

8 

38 

14 

44 

21 

21 

82 
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Table 22. Results from interview for planned language 
arts instruction for oral or written 
language 

Control Treatment 

Percentage Percentage 

Pretreatment 

Oral Language 63 24 

Listening 9 16 

Speaking 54 8 

Written Languge 37 76 

Reading 9 38 

Writing 28 38 

Posttreatment 

Oral Language 34 35 

Listening 10 14 

Speaking 24 21 

Written Language 66 65 

Reading 21 44 

Writing 45 21 
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The data for the three areas, the ranking of lan

guage processes, the emphasis on productive or receptive 

language, and the emphas is on oral or written language, 

were compared across the three inst!uments, the teacher 

information form, the journal, and the interview. There 

was no area of agreement as appl ied to the ranking of the 

language processes of listening, speaking, reading, and 

writing. The only agreement regarding receptive or pro

ductive language was with the control group at the end of 

the study. The control group placed more emphasis on 

planning instruction for receptive rather than productive 

language at this time. The agreement regarding oral or 

written language was with the treatment group. The treat

ment group planned more instruction for oral language 

rather than written language at both the beginning and the 

. end of the study (Table 23). 

Curriculum Area Designations 

During the keeping of the daily journal both at the 

beginning and end of this study, the teachers often desig

nated their objectives and activities under areas such as 

"phonics," "spelling," "writing," "sharing," etc. 

These designated areas were then ranked by per

centage of use by each group both at the beginning and end 

of the study (Table 24). Reading ranked first for both 

groups at the beginning of the study, but by the end of the 
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Table 23. Comparison of rankings of language process areas 
from Teacher Information Porm, daily journal, 
and interview 

Rankings 

Control Treatment 

TIFa DJD I C Tlpa DJD 
I

C 

Pretreatment 

Language Processes 

listening 4 3 3 2 4 3 
speaking 2 1 1 4 2 4 
writing 3 2 2 1 3 1 
reading 1 4 3 3 1 1 

Receptive 1 2 2 2 1 1 
Productive 2 1 1 1 2 2 

Oral 1 2 2 1 1 1 
Written 1 2 2 1 1 1 

Posttreatment 

Language Processes 

listening 2 3 4 3 4 3 
speaking 3 1 2 4 1 2 
writing 1 2 1 1 3 2 
reading 4 4 3 2 2 1 

Receptive 2 2 2 2 2 1 
Productive 1 1 1 1 1 2 

Oral 2 1 1 2 2 2 
Written 1 2 2 1 1 1 
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Table 24. Ranking of curriculum areas as designated by 
teachers 

Pretreatment Posttreatment 

Area , Rank Area % Rank 

Control 

reading 19 1 story time 16 1 

spelling 14 2 language 13 2 

story time 12 3 reading 13 2 

writing 11 4 spelling 11 4 

language 9 5 phonics 7 5 

phonics 9 5 writ~ng 8 5 

sharing 8 7 opening 6 7 

music 3 8 sharing 5 8 

penmanship 3 8 CAT 4 0 

science 3 8 films 3 10 

art 2 11 freetime 3 10 

cues 2 11 art 2 12 

films 2 11 field trips 2 12 

free time 2 11 library 2 12 

library 2 11 music 2 12 

math 2 11 science 1 16 

cues 1 16 

listening 1 16 

penmanship 1 16 

16 items 19 items 
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Table 24.--Continued. 

Pretreatment Posttreatment 

Area % Rank Area % Rank 

Treatment 

reading 17 1 writing 20 1 

reading 18 2 

writing 15 2 

phonics 15 3 phonics 14 3 

sharing 9 4 listening 9 4 

spelling 9 4 spelling 8 5 

listening 7 6 art 7 6 

opening 7 6 opening 7 6 

sharing 7 6 

art 4 8 

cooking 3 9 science 4 9 

films 3 9 drama 3 10 

language 3 9 library 1 11 

library 3 9 math 1 11 

science 3 9 story time 1 11 

assembly 1 14 

filmstrips 1 14 

math 1 14 

16 items 13 items 
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study the contro.1 group ranked story time first and the 

treatment group ranked writing first. For the control 

group, reading had dropped to second and shared this rank 

with language. For the treatment group, reading had also 

dropped to second, but was only percentage points below' 

writing, which had been ranked first. 

Sixteen designations of curriculum area were used 

by both groups at the beginning of the study. By the end 

of the study, the control group had increased to 19 desig

nations, but the treatment group had decreased to 13 

designations. 

When the curriculum designations were divided by 

percentages, four categories emerged as follows: 

Category 1 : 16%-20% or more 

Category 2 : 11%-15% 

Category 3: 6%-10% 

Category 4 : 1%-5%. 

The control group had 1 item in Category 1, 3 items in 

Category 2, 3 items in Category 3, and 9 items in Category 

4 at the beginning of the study and 1 item in Category 1, 

3 items in Category 2, 3 items in Category 3, and 12 

items in Category 4 at the end of the study. Using the 

same divisions, the treatment group had 1 item in Category 

1, 2 items in Category 2, 4 items in Category 3, and 9 

items in Category 4 at the beginning of the study and 2 

items in Category 1, 1 item in Category 2, 5 items in 



Category 3, and 5 items in Category 4 at the end of the 

study (Table 25). 

Lesson Activities 
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Data on lesson a.cti vi ties were gathered by three 

instruments, the Teacher Information Form (Appendix G), the 

journal, and t.he interview. The data will be discussed as 

to each instrument. 

1. The Teacher Information Form: Participants were 

requested to indicate on a checklist which lesson activi

ties they used during a one we-ek period of time and 

estimate how many minutes per week were spent on this 

lesson acti vi ty. 

When these percentages were ranked in order of 

frequency of use, the reading circle is ranked first by 

both the control group and the treatment group at both 

the beginning and the end of the study. Items occurring 

more than 5% of the time are ranked second, third, or 

fourth for both groups. These are dittoes and freeplay 

for the control group and dittoes, instructions/directions, 

and penmanship for the treatment group at the beginning of 

the study and dittoes, workbooks, and freeplay for the 

control group and instructions/directions,for the treat

ment group at the end of the study (Table 26). 

A total of 31 lesson activities were used by the 

control group and a total of 27 activities were used by 



Table 25. Frequency of use by categories of curriculum areas designated by 
teachers in the daily journal 

Frequency 

Control Treatment 

Category Pretreatment Posttreatment Pretreatment Posttreatment 

1 (16%-20% or more) 1 1 1 2 

2 (11%-15%) 3 3 2 1 

3 (6%-10%) 3 3 4 5 

4 (1%-5%) 9 12 9 5 

Total 16 19 16 13 

\0 
o 



Table 26. Ranking of lesson activities by estimated min
ute~ per week from Teacher Information Form 

Pretreatment Postreatment 
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_A_c_t_i_v_i_t_y ____________________ % ______ R_a_n_k ______ A_c_t_i_v_i_t~y ____________________ ~% ____ ~Rank 

reading circle 

dittoes 
free play 

instructions/directions 

playground games 
singing 
workbooks 

art 
free/independent reading 
penmanship 

story time 
child authoring 

drills 

films 
housekeeping 
spelling tests 
tutors 
demonstrations 
explanations 

records 
announcements 
board games 
conferences 
crafts 
card games 
drama 
lectures 
musical instruments 

movement 
money collection 

physical games 
tests 

31 items 

14 

8 

6 

5 

5 

5 

5 

4 

4 

4 

4 

3 

3 

3 

3 

3 

3 

2 

2 

2 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

Control 

1 

2 

3 

4 

4 

4 

4 

8 

8 

8 

8 

12 

12 
12 

12 
12 

12 
18 

18 

18 

21 

21 

21 

21 
21 
21 

21 
21 
21 

21 

21 

21 

reading circle 

dittoes 

workbooks 
free play 

singing 

art 
drills 
free/independent reading 

instructions/directions 
playground games 
story time 
explanations 
films 
housekeeping 

penmanship 
child authoring 

demonstrations 

lectures 
tests 

tutors 
attendance 

board games 
crafts 
card games 
movement 
money collection 
physical games 

records 
spelling tests 

29 items 

17 

10 
7 

6 

5 

4 

4 

4 

4 

4 

4 

3 

3 

3 

3 

2 

2 

2 

2 

2 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

2 

3 

4 

5 

6 

6 

6 

6 

6 

6 

12 
12 
12 

12 
16 

16 

16 

16 

16 

21 

21 
21 

21 
21 
21 
21 

21 
21 
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Table 26.--Continued. 

Pretreatment Posttreatment 

Area % Rank Area % Rank 

Treatment 
reading circle 17 1 reading circle 24 1 

dittoes 7 2 instructions/directions 6 2 
instructions/directions 7 2 
penmanship 7 2 dittoes 5 3 

story time 5 3 

di ttoes 5 5 workbooks 5 3 

story time 5 5 child authoring 4 6 

workbooks 5 5 drills 4 6 

child autp.oring 4 8 explanations 4 6 

housekeeping 4 8 tutors 4 6 

tutors 4 8 attendance 3 10 
board games 3 11 demonstrations 3 10 
demonstrations 3 11 housekeeping 3 10 
free play 3 11 penmanship 3 10 
art 2 14 art 2 14 

attendance 2 14 announcements 2 14 

conferences 2 14 conferences 2 14 
explanations 2 14 freeplay 2 14 

records 2 14 spelling tests 2 14 

spelling tests 2 14 announcements 1 19 

announcements 1 20 audio tapes 1 19 

building 1 20 building 1 19 

cooking 1 20 board games 1 19 

crafts 1 20 cooking 1 19 

films 1 20 card games 1 19 

filmstrips 1 20 drama 1 19 

singing 1 20 experimenting 1 19 

physical games 1 20 films 1 19 
filmstrips 1 19 

lectures 1 19 
physical games 1 19 
records 1 19 

27 items 31 items 



the treatment group at the beginning of the study. By 

the end of the study, the control group had decreased to 

29 activities, but the treatment group had increased to 

31 activities. 
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When the lesson activities were divided by percent

ages, four categories emerged as follows: 

Category 1 : 16%-20% or more 

Category 2 : 11%-15% 

Category 3: 6%-10% 

Category 4: 1%-5%. 

The control group had one activity in Category 1, zero 

activities in Category 2, 2 activities in Category 3, 

and 28 activities in Category 4 and the treatment group 

had 1 activity in Category 1, zero activities in Category 

2, 3 activities in Category 3, and 23 activities in Cate

gory 4 at the beginning of the study. By the end of the 

study, the control group had 1 activity in Category 1, 

zero activities in Category 2, 3 activities in Category 3, 

and 25 activities in Category 4 and the treatment group 

had 1 activity in Category 1, zero activities in Category 

2, 1 activity in Category 3, and 29 activities in Category 

4 (Table 27). 

2. The Journal: During the analysis of the journal, 

language arts activities were noted. When these activities 

were ranked by percentage of use, the control group was 

involved most with workbooks at both the beginning and end 



Table 27. Frequency of use by categories of estimated minutes per week of lesson 
activities in Teacher Information Form 

Frequency 

Control Treatment 

Category Pretreatment Posttreatment Pretreatment Posttreatment 

1 (16%-20% or more) 1 1 1 

2 (11%-15%) 0 0 o o 

3 (6%-10%) 2 3 3 1 

4 (1%-5%) 28 25 23 29 

Total 31 29 27 31 

I.D 
.p. 



of the study and the treatment group was involved most 

with reading activities at the beginning of the study and 

discussion activities at the end of the study (Table 28). 
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A total of 15 activities were used by the control group and 

a total of 24 activities were used by the treatment group 

at the beginning of the study. Both groups increased to 

27 acti vi ties by the end of the study. 

When the lesson activities were divided by percent

ages, four categories emerged as follows: 

Category 1 : 16%-20% or more 

Category 2 : 11%-15% 

Category 3 : 6%-10% 

Category 4 : 1%-5%. 

The control group had three activities in Category 1, zero 

activities in Category 2, 2 activities in Category 3, and 

10 activities in Category 4 at the beginning of the study 

and 2 activities in Category 1, zero activities in Category 

2, 3 activities in Category 3, and 22 activities in 

Category 4 at the end of the study. Based on the same 

categories, the treatment group had 1 activitiy in Category 

1, 1 activity in Category 2, 6 activities in Category 3 and 

16 activities in Category 4 at the beginning of the study 

and 1 activity in Category 1, 1 activity in Category 2, 

5 activities in Category 3, and 20 activities in Category 

4 at the end of the study (T ab1 e 29). 



Table 28. 
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Ranking of lesson activities from daily journal 

Pretreatment Postreatrnent 

Activity % Rank Activity % Rank 
----~-------------------------------------------------

workbooks 24 

discussion 19 

reading 18 

tests 7 

creative writing 6 

art 5 

story time 5 

ditto sheet 4 

explanations 2 

music 2 

matching 2 

recitation 2 

sharing 2 

crafts 1 

experimenting 1 

15 activities 

Control 

1 workbooks 

2 reading 
3 tes,ts 
4 discussion 
5 creative writing 
6 games 
6 penman~hip 

8 art 
9 crafts 
9 demonstrations 
9 ditto sheets 
9 films 
9 free play 

14 music 
14 review 

story time 
sharing 
trips 
board work 
crafts 
drama 
1ib"t'ary 
matching 
recitation 
story telling 

sequencing 

study 
27 activities 

24 1 

18 2 

10 3 

10 3 

7 5 

3 6 

3 6 

2 8 

2 8 

2 8 

2 8 

2 8 

2 8 

2 8 

2 8 

2 8 

2 8 
2 8 
1 19 

1 19 

1 19 

1 19 

1 19 

1 19 

1 19 

1 19 

1 19 
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Table 28.--Continued. 

Pretreatment Postreatrnent 

Activity % Raflk Actilvity "- Rank .• 

'Treatment 

reading 15 1 discussion 17 1 

workbooks 12 2 creative writing 11 2 

discussion 10 3 reading 9 3 

audio tapes 6 4 workbooks 9 3 

art 6 4 art 8 5 

creative writing 6 4 audio tapes 7 6 

games 6 4 reci tation 7 6 

review 6 4 review 5 8 

tests 5 9 sharing 4 9 

. ditto sheets 4 10 di ttlo sheets 3 10 

sharing 4 10 dic~ation taking 3 10 

attendance 3 12 attelndance 2 12 

penmanship 3 12 storlytime 2 12 

recitation 3 12 boarld work 1 14 

board work 2 15 compluter 1 14 

assembly 1 16 drill1s 1 14 

cooking 1 16 drama 1 14 

drills 1 16 dictlation giving 1 14 

drama 1 16 expelrimenting 1 14 

films 1 16 freel play 1 14 

film strips 1 16 gamels 1 14 

li brary 1 16 graplhing 1 14 

story time 1 16 libtiary 1 14 

tutors 1 16 puzzl1es 1 14 

story telling 1 14 

tests 1 14 

tutors 1 14 

24 activities 27 activities 



Table 29. Frequency of use by categories of language arts lesson activities in 
daily journal 

Frequency 

Control Treatment 

Category Pretreatment Posttreatment Pretreatment Posttreatment 

1 (16%-20% or more) 3 2 1 1 

2 (11%~15%) 0 0 1 1 

3 (6!1i-1O%) 2 3 6 5 

4 (1%-5%) 10 22 16 20 

Total 15 27 24 27 

~ 
00 
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3. Interview: During the interview, the participants 

were asked what they planned for language arts instruction 

for a specified period of time. The control group used 

reading and sharing activities the most at the beginning 

of the study and writing activities .. the most at the end of 

the study. The treatment group used writing activities 

the most at the beginning of the study and reading activi

ties the most at the end of the study. At the beginning 

of the study the control group used a total of 14 activi

ties and the treatment group used a total of 4 activities. 

By the end of the study the control group still used 14 

activities, but the treatment group had increased to 9 

activities (Table 30). 

When the lesson activities were divided by percent

ages, four categories emerged as follows: 

Category 1 : 16% to 20 % or more 

Category 2 : 11%-15% 

Category 3: 6%-10% 

Category 4: 1 % -5 %. 

The control group had zero activities in Category 1, 2 

activities in Category 2, 7 activities in Category 3, and 

5 activities in Category 4 at the beginning of the study 

and 2 activities in Category 1, zero activities in Cate

gory 2, 2 activities in Category 3, and 10 activities in 

Category 4 at the end of the study. Using the same divi

sions, the treatment group had 3 activities in Category 1 
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Table 30. Ranking of "lesson activities from interview 

Pretreatment Posttreatment 

Activity % Rank Activity % Rank 

Control 

reading 13 1 writing 27 1 

sharing 13 1 reading 19 2 

language 10 3 sharing 7 3 

music 10 3 workbooks 7 3 

tests 10 3 field trip 5 5 

writing 10 3 music 5 5 

art/crafts 6 7 phonics 5 5 

penmanship 6 7 recitation 5 5 

spelling 6 7 spelling 5 5 

drama 3 10 arts/crafts 3 10 

free time 3 10 films 3 10 

li terature 3 10 free time 3 10 

phonics 3 10 language 3 10 

workbooks 3 10 tests 3 10 

14 activities 14 activities 

Treatment 

writing 42 1 reading 36 1 

reading 33 2 writing 19 Z 

sharing 17 3 sharing 11 3 

workbooks 8 4 tests 11 3 

workbooks 7 5 

arts/crafts 4 6 

computer 4 6 

drama 4 6 

phonics 4 6 

4 activities 9 activities 
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zero activities in Category 2, 1 activity in Category 3, 

and zero activities in Category 4 at the beginning of the 

study and had 2 activities in Category 1, 2 activities 

in Category 2, 1 activity in Category 3, and 4 activities 

in Category 4 at the end of the study (Table 31). 

Three instruments, the Teacher Information Form, 

the daily journal, and the interview, provided data con

cerning lesson activities. This data was summarized as 

to activities ranked first, second, or third, a total num

ber of activities, and categories as to percentage of use. 

At the beginning of the study, the control group 

used activities related to reading circle, workbooks, or 

reading and sharing first, dittoes or discussions second, 

and freep1ay or reading third. At the end of the study, 

the control group used activities related to reading 

circles, workbooks, or 'wri ting first, dittoes or reading 

second, and workbooks, tests and discussions, or sharing 

and workbooks third. At the beginning of the study, the 

treatment group used activities related to reading circles 

reading or writing first, dittoes, workbooks, or reading 

second, and instructions/directions, discussion or sharing 

third. At the end of the study, the treatment group used 

activities related to reading circles, discussion, or 

reading first, instructions/directions creative writing, 



Table 31. Frequency of use by categories of lesson activities in interview 

Frequency 

Control Treatment 

Category Pretreatment Posttreatment Pretreatment Posttreatment 

1 (16%-20% or more) 0 2 3 2 

2 (11%-15%) 2 0 0 2 

3 (6%-10%) 7 2 1 1 

4 (1%-5%) 5 10 0 4 

Total 14 14 4 9 

~ 
o 
N 



or wr.iting second, and reading and workbooks or sharing 

and tests third (Table 32). 
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The total number of activities used by the control 

group increased 17% from the beginning to the end of the 

study and the total number of activities used by the treat

ment group increased 22% from the beginning to the end of 

the study (Table 33). 

When the lesson activities ,,,,ere divided by 

ages, four categories emerged as follows: 

Category 1 : 16%-20% or more 

Category 2 : 11%-15% 

Category 3 : 6%-10% 

Category 4: 1%-5%. 

The control group had 7% of their activities in Category 1, 

3% of their activities in Category 2, 18% of their activi

ties in Category 3, and 72% of their activities in Category 

4 at the beginning of the study and 7% of their activities 

in Category 1, 0% of their activities in Ca~egory 2, 

11% of their activities in Category 3, and 82%.of their 

activities in Category 4. Using the same category divi

sions, the treatment group had 9% of their activities in 

Category 1, 2% of their activities in Category 2, 18% of 

their activities in Category 3, and 71% of their activities 

in Category 4 at the beginning of the study and 6% of their 

activities in Category 1, 4% of their activities in 

Category 2, 10% of their activities in Category 3, and 



Table 32. 

Source 

TIFa 

Journal 

Interview 

TIFa 

Journal 

Interview 

Summary of rank order of lesson activities 

Lesson Activities 

Control 

Rank Pretreatment Posttreatment 

1 reading circle reading circle 

1 workbooks workbooks 

1 reading/sharing writing 

2 dittoes dittoes 

2 discussion reading 

2 reading 

Pretreatment 

reading circle 

reading 

writing 

dittoes 

workbooks 

reading 

Treatment 

Posttreatment 

reading circle 

discussion 

reading 

instructions/directions 

creative writing 

writing 

TIFa 
3 

3 

3 

free play workbooks instructions/directions 

Journal reading 

Interview 

tests/discussion discussion 

sharing/ 
workbooks 

sharing 

a. TIF = Teacher Information Form 

reading/workbooks 

sharing 

I--' 
o 
.j::. 



Table 33. Summary of number of lesson activities used by teachers 

Control Treatment 

Instrument Pretreatment Posttreatment Pretreatment Posttreatment 

Teacher 31 29 27 31 
Information Form 

Journal 15 27 24 27 

Interview 14 . 14 4 9 

17% increase 22% increase 

I-' 
o 
U1 



79% of their activities in Category 4 at the end of the 

study (Table 34). 

Time: The Teacher Informa tion Form (Appendix G) 

requested estimates of minutes per week in responses for 

five different areas. These areas were: (1) the four 

language process areas (listening, speaking, reading, 

writing), (2) the time(s) of the day language arts is 

taught in the classroom, (3) the structure (grouping) 
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used for instruction, (4) the lesson activities used, and 

(5) the activity used for instruction. These minutes were 

compared as to minutes per week for both groups at both 

the beginning and end of the study (Table 35). 

The average estimated minutes per week for the 

control group was 5,925 at the beginning of the study and 

5,383 at the end of the study, a 9% decrease. The average 

estimated minutes per '\Teek for the treatment group was 

2,098 at the beginning of the study and 2,979 at the end 

of the study, a 4% decrease. 

Findings Related to Structures Used for 
Language Arts Instruction 

Data was collected concerning structures used by 

teachers for language arts instruction. The structures 

examined were those incorporated in the Model for Activity 

Structures (Appendix B) and are as follows: total group, 

large group, committee, work circle, small group and 

individual. Data concerning these structures was gathered 



Table 34. Summary of frequency of use of language arts lesson activities 

Frequency 

Control Treatment 

Pretreatment Posttreatment Pretreatment Posttreatment 

Category \ Rank \ Rank % Rank \ Rank 

Categorl 1 (16%-20% or more) 7 7 9 6 

TIFa 1 1 1 1 

Journal 3 2 1 1 

Interview 0 2 3 2 

Categorl 2 ~11\-15%~ 3 0 2 4 

TIP 0 0 0 0 

Journal 0 0 1 1 

Interview 2 0 0 2 

Categorl 3 (6'-10'~ 18 11 18 10 

TIF 2 3 3 1 

Journal 2 3 6 5 

Interview 7 2 1 1 

Categorl 4 (1%-5\) 72 82 71 79 

TIF 28 25 23 29 

Journal 10 22 16 20 

Interview 5 10 0 4 

a. TIF c Teacher Information Form. 
f-' 
0 
-...J 



Table 35. Comparison of estimated minutes per week 
spent in various language arts instruction 
activities 

Source 

Control (N=6) 

Language Process Areas 

Times of Day Language 
Arts Taught 

Structures Used for 
Instruction 

Lesson Activities Used 

Activity Used 

Total 

Average 

Teacher Average 

Increase or Decrease 

Treatment (N=3) 

Language Process Areas 

Times of Day Language 
Arts Taught 

Structures Used for 
Instruction 

Lesson Activities Used 

Activity Used 

Total 

Average 

Teacher Average 

Increase or Decrease 

Estimated Minutes per Week 

Pretreatment Posttreatment 

3,504 3,686 

5,953 5,491 

4,525 3,886 

11,182 9,960 

4,461 3,891 

29,625 26,914 

5,925 5,383 

988 897 

9% decrease 

2,336 2,646 

3,065 2,947 

2,783 2,932 

4,235 3,705 

3,070 2,666 

15,489 14,896 

3,098 2,979 

1,033 993 

4% decrease 

108 
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by the Te~cher Information Form and the journal. In addi

tion, data was gathered concerning behavior settings by the 

journal and classroom arrangement by the interview and are 

also included under this section. 

An examination of the Teacher Information Form 

produced frequencies and percentages of use concerning the 

six structures. When these structures were ranked by 

frequency of use, the control group used total group 

structure and work circle structure equally the most at 

the beginning of the study and total group structure the 
-

most by the end of the study. The treatment group used 

total group structure the most at the beginning of the" 

study and used work circle and small group structure e 

equally the most at the end of the study (Table 36). 

An examination of the journals also produced 

frequency of use of the six structures. When these fre

quencies of use were ranked, the control group used total 

group structure the most at the beginning of the study and 

large group structure the most at the end of the study and 

the treatment group used small group structure the most 

both at the beginning and the end of the study (Table 37). 

When the data for the two instruments, the Teacher 

Information Form and the journal, are compared, there are 

several instances of similar ranking at the beginning of 

the study, but only one instance of similar ranking at 

the end of the study (Tabl e 38). 



Table 36. 

Structure 

total group 

work circle 

small group 

individual 

committee 

large group 

total group 

work circle 

committee 

individual 

large group 

small group 

Ranking of structures used for language arts instruction from 
Teacher Information Form 

Pretreatment Posttreatment 

% Rank Structure % Rank 

Control 

24 1 total group 27 1 

24 1 small group 21 2 

16 3 individual 18 3 

15 4 work circle 17 4 

11 5 large group 14 5 

10 6 committee 3 6 

Treatment 

26 1 work circle 24 1 

25 2 small group 24 1 

22 3 individual 20 3 

15 4 total group 17 4 

10 5 large group 8 5 

2 6 committee 7 6 

~ 

~ 

o 



Table 37. Ranking of structures used for language arts instruction from daily 
journal 

Pretreatment Posttreatment 

Structure % Rank Structure % Rank 

Control 

total group 29 1 large group 46 1 

large group 26 2 total group 22 2 

small group 23 2 small group 22 3 

individual 22 4 individual 10 4 

Treatment 

small group 55 1 small group 42 1 

total group 26 2 total group 19 2 

individual 9 3 large group 19 2 

work circle 7 4 work circle 13 4 

large group 3 5 individual 5 5 

committee 2 6 

...... 
f-I 
f-I 
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Table 38. Comparison of rankings of structures used for 
language arts instruction 

Ranking 

Pretreatment Posttreatment 
,-

Structure TIpa Journal TIpa Journal 

Control 

total group 1 1 1 2 

large group 6 2 5 ·1 

committee 5 6 

work circle 1 4 

small group 3 3 2 2 

individual 4 4 3 4 

Treatment 

total group I 2 4 2 

large group 5 5 5 2 

committee 3 6 6 

work circle 2 4 I 4 

small group 6 I I 1 

individual 4 3 3 5 
,-

a. TIP - Teacher Information Porm 
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The journal also provided information concerning 

references to behavior settings used by the teachers in 

describing their daily lessons for language arts instruc

tion. The settings used by the teachers were: floor/rug, 

seats/desks, reading table, and centers. A frequency 

count was made of these references and percentages of use 

obtained. When these references to behavior settings were 

ranked in order of use, the control group used the floor/ 

rug the most both at the beginning and the end of the 

study and the treatment group used the reading table the 

most at the beginning of the study and centers the most 

at the end of the study (Table 39). 

During the interview, the participants were asked 

to comment on their classroom arrangement. Their responses 

fell into one of the following eight categories: struc

tured rows, work at own seat, reading table, central area 

for total group, arranged for group work, desks in clusters, 

use centers. Frequencies for each category were obtained 

and percentages of use determined. At the beginning of 

the study the control group's most common classroom arrange

ment was a central area for the total group and by the end 

of the study was an arrangement that permitted group work. 

The most common classroom arrangement for the treatment 

group at the beginning of the study was having desks in 

clusters and by the end of the study was a central area for 

the total group (Table 40). 



Table 39. Ranking of classroom behavior settings from daily journal 

Pretreatment Postreatment 

Setting % Rank Setting 

Control 

floor/rug 46 1 floor/rug 

seats/desk 37 2 seats/desk 

reading table 17 3 reading table 

Treatment 

reading table 38 1 centers 

centers 30 2 seats/desk 

seats/desk 18 3 reading table 

floor/rug 14 4 floor/rug 

% 

42 

29 

29 

60 

22 

16 

2 

Rank 

1 

2 

2 

1 

2 

3 

4 

I-' 
I-' 
.j::>. 



Table 40. Ranking of classroom arrangements from interview 

Pretreatment Postreatment 

Arrangement % Rank Arrangement C!- Rank '0 

Control 

central area for total arranged for group work 40 1 
group 27 1 

central area for total 
structured rows 20 2 group 20 2 

reading table 20 2 desks in clusters 20 2 

work at own seat 13 4 use centers 20 2 

arranged for group work 7 5 

desks in clusters 7 5 

use centers 7 5 

Treatment 

desks in clusters 50 1 central area for total 
group 50 1 

work at own seat 25 2 
desks in clusters 50 1 

arranged for group work 25 2 

I-' 
I-' 
U1 



Findings Related to Activities Used for 
Language Arts Instruction 
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Data were collected by the Teacher Information 

Form (Appendix G) concerning the estimated number of min-

utes per week spent in each of eight activities used for 

language arts instruction. The activities examined were 

those incorporated in the Model for Acti vi ty Structures 

(Appendix B) and are as follows: one-way presentation, 

mediated presentation, two-way presentation, independent 

work, construction, games/play, maintenance/management, 

and transition. Frequencies of estimated average minutes 

per week each activitiy was used were obtained and percent

ages of use determined. When these activities were placed 

in rank order according to percentage of use, the control 

group used independent work the most both at the beginning 

and end of the- study and the treatment group used hJO-way 

presentation the most at the beginning of the study and 

used independent work the most by the end of the study 

(Table 41). _ 

Findings Related to Materials Used for 
Language Arts Instruction 

Data were gathered to determine what materials were 

used by teachers to meet their objectives for language arts 

ll1struction. Both the Teacher Information Form and the 

interview provided responses to this inquiry. Responses 

were divided into six categories. These categories were: 



Table 41. Ranking of activities used for language arts instruction from 
Teacher Information Form 

Pretreatment 

Activity 

independent work 
two-way. presentation 

games/play 
construction 

maintenance/management 

transition 
mediated presentation 

one~way presentation 

two-way presentation 

independent work 
mediated presentation 

transition 

maintenance/management 
games/play 

construction 

one-way presentation 

% 

27 
22 

14 
12 

10 

6 

6 

3 

29 

27 
15 

9 

7 

6 

4 

3 

Posttreatment 

Rank Activity 

Control 

1 

2 

3 

4 

5 

6 

6 

8 

independent work 
two-way presentation 

games/play 
maintenance/management 

construction 

one-way presentation 
transition 
mediated presentation 

Treatment 

1 

2 

3 

4 

5 

6 

7 

8 

independent work 

two-way presentation 
mediated presentation 

maintenance/management 

transition 
one-way presentation 

construction 

games/play 

% 

27 
20 

14 
11 

8 

7 

7 

6 

29 

27 
16 

9 

8 

5 

3 

3 

Rank 

1 

2 

3 

4 

5 

6 

6 

8 

1 

2 

3 

4 

5 

6 

7 

7 ' 

~ 
~ 
--..] 
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district adopted text, other commercial text and m~terials, 

teacher-made material, concrete material or experience, 

media material, and tradebooks. From the Teacher Informa

tion Form, responses for these categories were examined 

and frequency counts and percentages of use determined. 

These frequencies and percentages were then used to 

determine rank order of use of these materials. The con

trol group used the district-adopted text the most both 

at the beg inning and end of the study and the treatment 

group used the district-adopted text the most at the 

beginning of the study, but by the end of the study used 

both the district-adopted text and concrete material or 

experience the most (Table 42). 

The same procedures were used with the data gained 

from the interview. The responses were examined and fre

quency counts and percentages of use determined. These 

frequencies and percentages 'vere then used to determine 

rank of use of these materials. The control group used 

the district-adopted text the most at the beginning of the 

study and concrete material or experiences the most at the 

end of the study. The treatment group used the district

adopted text the most at both the beginning and end of the 

study (Table 43). 

Comparing the rankings on the use of materials 

from the Teacher Information Form with those from the 



Table 42. Ranking of materials used for language arts instruction from 
Teacher Information Form 

Pretreatment 

Material 

district adopted text 

concrete material or 
experience 

trade books 

other commercial 
text/material 

teacher made material 

media material 

district adopted text 

other commercial 
text/material 

teacher made material 

media material 

% 

43 

21 

16 

10 

7 

3 

33 

27 

20 

20 

Posttreatment 

Rank Material 

Control 

1 

2 

3 

4 

5 

6 

district adopted text 

trade books 

teacher made material 

concrete material 
or experience 

other commercial 
text/material 

media material 

Treatment 

1 district adopted text 

concrete material or 
2 experience 

3 teacher made material 

3 trade books 

other commercial 
text/material 

media material 

% 

55 

17 

10 

8 

5 

5 

21 

21 

16 

16 

Rank 

1 

2 

3 

4 

5 

5 

1 

1 

3 

3 

13 5 

13 5 

t-' 
t-' 
\.0 



Table 43. Ranking of materials used for language arts instruction 
from int'erview 

Pretreatment 

Material 

district adopted text 

concrete material or 
experience 

other commercial 
text/material 

teacher made material 

district adopted text 

teacher made material 

trade books 

other commercial 
text/material 

concrete material or 
experience 

media material 

% 

59 

17 

12 

12 

30 

20 

20 

10 

10 

10 

Posttreatment 

Rank Material 

Control 

1 

2 

3 

3 

concrete material or 
experience 

district adopted text 

teacher made material 

media material 

other commercial 
text/material 

Treatment 

1 district adopted text 

2 other commercial material 

2 concrete material or 
experience 

4 teacher made material 

media material 
4 

4 

% 

30 

26 

22 

13 

9 

42 

25 

17 

8 

8 

Rank 

1 

2 

3 

4 

5 

1 

2 

3 

4 

4 

..... 
N 
o 
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interview revealed consistant. rankings on three items at 

the beginning of the study and only one item at the end of 

the study (Table 44). 



Table 44. Comparison of rankings of materials used for 
- language arts instructions 

Ranking 

Pretreatment Posttreatment 
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Material Interview Interview 

district 
adopted text 

other commer
cial material 

teacher made 
material 

concrete 
material or 
experience 

media material 

trade books 

district 
adopted text 

other commer
cial material 

teacher made 
material 

concrete 
material or 
experience 

media material 

trade bo.oks 

1 

4 

5 

2 

6 

3 

1 

2 

3 

3 

1 

3 

3 

2 

1 

4 

2 

4 

4 

2 

Control 

Treatment 

a. TIF - Teacher Information Form 

1 

5 

3 

4 

5 

2 

1 

4 

3 

1 

4 

3 

2 

5 

3 

1 

4 

1 

2 

4 

3 

4 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The movement towards examining the teacher and the 

environment constructed by the teacher to further learning 

is an outgrowth of the search for understanding the com

plexities of the classroom. A myriad of objectives, les

sons, structures, and activities are possible within its 

confines. 

The teacher is the primary agent for determining 

what goes on and how it goes on in the classroom. Within 

this environment, the teacher is the one that considers 

the array of possibilities and selects those which will be 

featured on a daily, weekly, or monthly basis. The teacher 

brings to the classroom beliefs acquired through training 

and life experiences; based upon these beliefs, a selection 

of objectives is made; based upon these objectives, lessons 

are developed; based upon these lessons, structures and 

activities are chosen. 

The instructional decision making process is 

dependent upon an awareness of alternatives. An awareness 

of alternatives provides the opportunity for the selection 

of alternatives. The selection of alternatives provides 

the use of a variety of alternatives in the classroom which 

would provide maximum opportunities for the use of language 

123 
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by each child in the classroom. Each child is a user of 

language, in both its productive or receptive form or in 

its oral or written form. The child will continue to learn 

and expand the language competencies he brings to the class

room if there is an opportunity to do so. 

Language arts consists of all four language compo-

nents, listening, speaking, writing, and reading, and their 

interrelations. An organizational framework which incor-

porates the advantages of alternatives of activity and 

structure and the complete scope of language arts compo-

nents serves as a basis for a classroom environment which 

facilitates rather than hinders language learnings. 

Summary Related to Activity 
Structure Taxonomy 

The present study was concerned with the explora-

tion and refinement of an activity structure taxonomy for 

language arts. A treatment was devised for educating 

teachers to use activity structures to identify and modify 

activities used in language arts instruction using the 

taxonomy as a model. 

During the present study a total of 18 hours of 

~nguage arts instruction was videotaped, analyzed, and 

coded as a component of the treatment. All lesson activi

ties and groupings for instruction were accommodated by the 

Model for Activity Structures (Appendix B). All descrip-

tions of activity and of structure were adequate and 
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provided discrete categories for analysis of lessons. 

Such analysis of lessons was reduceable to objective, 

measurable data easily conveyed to the teachers in the 

treatment group. These teachers were able to understand 

the model and to become familiar wi th the terminology and 

concepts used. 

Summary Related to Hypothesis 

1. There was no major difference between the control 

group and the treatment group in their beliefs about 

language arts instruction. The treatment group did though 

increase in optimum responses in all four areas of belief, 

while the control group only increased in two areas, 

remained the same in one, and actually decreased in one 

(Table 6). 

In the area of beliefs about language arts instruc

tion, the treatment group increased in optimum response 

three times more than the control group. This belief area 

concerned itself primarily with the components of language 

arts instruction and their relationship to classroom 

environment. The treatment group thus seemed more willing 

to expand its concept of language arts instruction and to 

view it from a broader perspective. 

The one area of consistent increase by both the 

control group and the treatment group was in the area of 

beliefs about children and language arts instruction. This 
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area concerned itself primarily with the child and the 

language competencies he brings to the instructional 

setting. There seemed to be an increased willingness on 

the part of both groups to place more consideration on the 

child's language abilities and strengths. 

The treatment group increased its optimum response 

the greatest in the area of beliefs about instructional 

settings. The control group had no change in this area at 

all. This area concerned itself with the actual effect of 

the classroom environment and instructional setting on 

benaviors, responses, and learning. The treatment group 

changed its beliefs in this area the most for all four 

areas and they seemed to accept the concept that environ

ment structures behavior. 

For the fourth belief area, beliefs about instruc

tional methodology, the control group decreased. in optimal 

response and the treatment group increased. This area 

concerned itself with the actual methods and materials used 

for language arts instruction. The control group seemed 

to move more towards traditional, teacher-directed instruc

tion and the treatment group seemed to move away from this 

form of instruction. 

2. There was no major difference between the control 

group and the treatment group in their objectives for lan

guage arts instruction. There was negligible difference 

in rank order of objectives when the objectives were 



grouped as to language process. 

these processes as follows: (1) 

(3) speaking, and (4) listening. 
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The control group ranked 

writing, (2) reading, 

The treatment group 

ranked these processes as follows: 

(2) speaking, and (3) listening. 

(1) writing and reading, 

There was no difference 

when these processes were ranked as to obj ectives for 

receptive or productive language with both groups ranking 

receptive above productive. There was no difference when 

the language processes were ranked as to objectives for 

oral or written language with both groups ranking oral 

language over written language (Table 13). 

In general, both groups emphasized objectives for 

writing and reading above objectives for listening and 

speaking. This seems to be contradicted by the fac t that 

both groups also ranked oral language objectives over 

written language objectives. But both results are supported 

by the data. The ranking of objectives for receptive lan

guage over productive language is a general conclusion for 

both groups. 

Both groups then were more concerned with objec

tives that view the child as being a language receiver 

rather than being a language producer and with the child 

being able to deal with language in a printed form rather 

than language in an oral form. 

3. There was no maj or difference between the control 

group and the treatment group in the content of language 
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arts instruction. There was a difference when the content 

was examined as to the four components of language arts 

(listening, speaking, writing, and reading). The control 

group ranked the four components (1) writing, (2) speaking, 

(3) listening, and (4) reading whereas the treatment group 

ranked the four components (1) reading, (2) writing, 

(3) speaking, and (4) listening. There was no difference 

between the control or the treatment group in content when 

it was examined as to receptive or productive language areas. 

Both groups ranked productive over receptive language, but 

the treatment group did change its ranking during the study. 

There was a difference between groups when the content was 

examined as to oral or written language activities, but 

the same differences also existed at the beginning of the 

study. The control group favored oral activities over 

written, whereas the treatment group favored written 

activities over oral (Table 23). 

There was a difference between the groups when the 

content of language arts in5truction was examined as to 

curriculum areas as designated by the teacher, but this 

difference also existed prior to the study. There was no 

appreciable change within either of the two groups during 

the study. The control group designated story time, 

language, reading and spelling as 10% or more of the 

curriculum and the treatment group designated writing, 

reading, and phonics as 10% or more of the curriculum 
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(Table 24). Both groups also had only one or two curricu

lum areas designated over 16% of the time and 75% of the 

activities occurred 5% or less of the time (Table 25). 

There was negligible difference when lesson activi

ties were examined. The top nine lesson activities for 

the control group were reading circle, workbooks, writing, 

dittoes, reading, workbooks, tests, discussion, and sharing 

and workbooks. The top nine lesson activities fOT the 

treatment group were reading circle, discussion, reading, 

instructions/directions, creative writing, writing, reading, 

workbooks, and sharing and tests (Table 32). The control 

group had an increase in the number of total ac ti vi ti es of 

17% while the treatment group had an increase of 22% 

(Table 34). 

Both groups decreased in total time spent in lan

guage arts instruction, but the treatment group decreased 

less. The control group decreased 9% and the treatment 

group decreased 4%. Both groups were asked to give esti

mates of minutes per week spent in five measures of lan

guage arts instruction. The treatment group was able to 

give more consistent estimates than the control group, 

even though both groups had difficulty in maintaining con

sistency. The average estimated time per day per teacher 

spent in language arts instruction for the control group 

was 29 minutes and for the treatment group was 66 minutes. 
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Both averages are not representative of the true situation 

that actually existed in the classrooms (Table 35). 

Activities for writing were high for both groups, 

but reading activities were divided at both high and low 

extremes. There is also a division over oral or written 

activities. Productive language activities were emphasized 

by both groups. Curriculum area designations varied, but 

reading did appear in the top 10 % of both groups. Both 

groups al so had one or two main curriculum areas and then 

a number of other areas as a secondary focus. Lesson 

activities varied, but did cluster mainly about reading 

and writing activities, with a focus on workbooks or ditto 

sheets. Again, there were several main activities and then 

a vast number of secondary activities. Teachers had diffi

culty in estimating actual time spent in language arts 

instruction. This could have been because they were asked 

to use schemas unfamil iar to them. The teachers who had 

experience with several of the schemas were more consistent, 

but still varied in their estimates. 

In general, a representative classroom based upon 

the foregoing would engage mainly in reading or wri ting 

activities, with possibly more emphasis on writing, using 

mainly workbooks or ditto sheets. There would be one or 

two activities engaged in over a considerable length of 

time and numerous activities for very short periods of time. 
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4. There was no major difference between the control 

group and the treatment group in the structures used for 

language arts instruction, even though there was more 

difference after treatment than before treatment. The 

control group used structures in the following order of 

ranking: total group, work circle, small group, large 

group and committee, and individual and the treatment group 

used struc tures in the following order of ranking: small 

group, work circle, total group and large group, individual, 

and committee (Table 38). 

There was a difference between groups concerning 

behavior settings used, but this difference also occurred 

before treatment. The control group used the floor or rug, 

seats or desks, and the reading table in that order and 

the treatment group used centers, seats or desks, reading 

tables, and the floor or rug in that order (Table 39). 

The groups were similar in classroom arrangement. 

Both groups arranged the classroom for group work and for 

a central area for the total group (Table 40). 

Therefore, both groups of classrooms were struc

tured primarilly for small groups with provision for total 

group. In the control classrooms, the total group activity 

was more likely to occur on the floor or the rug and in the 

treatment classrooms, the total group activity was more 

likely to occur at seats or desks. 
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5. There was no major difference between the control 

group and the treatment group in activity used for language 

arts instruction, but the difference was greater than 

before the treatment. Both groups used independent work 

the most and two-way presentation second. The remainder 

of the rankings for the control group was games/play, 

maintenance/management, construction, one-way presentation 

and transition, and mediated presentation. The remainder 

of the rankings for the treatment group \oJaS media ted 

presentation, maintenance/management, construction, one

way presentation, and construction and games/play. The 

greatest difference between rankings involved games/play 

and mediated pres enta t ion (T ab1 e 41). 

For both groups then, a child was most apt to be 

working on his own in some pencil and paper task or inter

acting with an adult or others in a discussion type 

activity. 

6. There was no major difference between the control 

group or the treatment group in the materials used for 

language arts instruction. Both groups used district 

adopted materials the most, concrete materials and experi

ences second, and tradebooks fourth. The remainder of the 

rankings for the control group were teacher-made materials 

third, media materials fifth, and other commercial mate

rials sixth. The remainder of the rankings for the 



treatment group were other commercial ,materials third, 

teacher-made materials fifth, and media materials sixth 

(Table 44). 
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In general, a child would be working mainly in a 

commercially produced text or workbook supplemented by 

concrete activities or experiences devised by the teacher. 

In general, the conclusion can be made that based 

upon the findings of this study, a teacher within the pre

sen t study woul d : 

1. View language arts instruction from a broad 

perspective, place consideration on the child's language 

abilities and strengths, be aware that environment has 

some effect on behavior, and adopt a middle position as to 

traditional, teacher directed instruction; 

2. View the child as a language receiver rather than 

a language producer and deal with language in its written 

form rather than language in its oral form; 

3. Engage mainly in reading or writing activities and 

use one or two main activities for a great length of time 

and numerous activities each for a short length of time; 

4. Work mainly with small groups, but also use total 

group work quite frequently; 

S. Use mainly paper and pencil tasks and interact 

with the students in discussion activities; 



6. Use an adopted commercial text supplemented with 

concrete activities and experiences. 

Conclusions 
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In the light of the'evidence and within the 

limitations of this study, the following conclusions seem 

to be justified: 

1. There is no further refinement needed for the 

Model for Activity Structures as all activities and all 

structures existing in the classroom are able to b~ 

accommodated within the 48-cel1 matrix of the model. 

,2. The Model for Activity Structures is a feasible 

model for examination and exploration of the classroom 

learning environment. It provides obj ecti ve, measurable 

information concerning situational context which may be 

analyzed and interpreted for a variety of purposes. 

3. The Model for Activity Structures is a feasible 

instrument for inservice and preservice training to be used 

to examine and evaluate the objectives and lessons of the 

classroom. 

4. There is a tendency to use only three or four 

activity structures and those chosen result in limited 

opportunities for individual expression, exploration, and 

creativity with concrete materials and experiences. 

5. Even though language arts instruction encompasses 

all language processes, there is a lack of equity in 

language arts objectives and activity structures used to 
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meet these objectives resulting in an unbalance in language 

arts instruction • 

. 6. The classroom reflects societal expectations of 

what school should be like and how it should look, and 

these expectations are usually reflected in the organiza

tion of environment and time and in the content of methods 

and mater ials. 

7. The classroom environment is complex and multi

faceted with numerous lesson activities, most of which are 

of short duration and only one or two occur over any length 

of time. 

8. Instruction is geared towards groups not individ

uals, even though learning is done by the individual and 

not by a group. 

9. Teacher management abilities are not well developed 

in terms of using alternatives of activity structures and 

the related use of time and space. 

10. There is a need to train teachers in an awareness 

of how setting structures behavior and what actual learn

ings are occurring within instructional settings. 

11. Teachers give information which reveals personal 

misconceptions as to what actually occurs in their class

rooms. There is a need for participant observations, 

either by training teachers to observe their own classrooms 

obj ectively or by training others to become an ongoi.ng part 

of the classroom and observing and recording life there. 
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12. Teachers are not fully exercising their power as 

the prime agents for decision making in the classroom, but 

are allowing commercial materials to usurp this power and 

dictate content and lessons for instruction. 

Recommendations 

Based upon the findings and conclusion of the 

present study, the following recommendations are offered: 

Recommendations for Further Use of 
the Model for Activity Structure 

1. Other applications should be made of the Model for 

Activity Structures, e.g., examination of materials, 

instructional models, programs, content areas, grade levels, 

individuals, etc. 

2. The Model ~r Activity Structures should become a 

component of both preservice and inservice education as 

a management and organizational aid for planning and 

decision making. 

3. Application of the Model for Activity Structures 

should be made across behavior settings to determine what 

relationships occur between environmental influences and 

the learner. 

Recommendations for Further Research 

1. The present study should be replicated at different 

grade levels and in different curriculum areas. 



2. The present study should be replicated with a 

longer length of time of treatment application. 

3. The present study should be replicated using a 

component of participant observation for instrumentation 

as well as the component of teacher as informant. 

Recommendations for Preservice and 
Inservice Teacher Training 

1. Training should include self-examination of 

beliefs and the basis upon which these beliefs are held. 

2. Training should not only emphasize the lv-hat, but 

the why and the how. 
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3. Training should stress the variety of organiza

tional alternatives for lesson activities and the demands 

specific activity structures placed on both the teacher 

and the learner. 

4. Training should include an awareness of ethnographic 

techniques for the understanding of the classroom environ-

ment and culture. 

5. Training should emphasize the role of the teacher 

as the key agent in curriculum decision making and the 

teacher as the prime source of structuring of the classroom 

environment. 

6. Training should emphasize the necessity for equity 

in management, content, and methodology in instructional 

deci sion making. 



Recommendations for Instructional 
Decision Making 
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1. Teachers need to be aware of not only how time and 

space are used in the classroom, but how time and space are 

allocated in accordance with a variety of objectives. 

2. Teachers need to become aware of their curriculum 

objectives and which activity structures best meet these 

objectives. 

3. Teachers should be encouraged to conduct self-

appraisal by becoming participant observers of their own 

classrooms so they may objectively evaluate their individ

ual teaching situations. 
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DEVELOPMENT 

139 



-CU .., 
C 
Q) 

E 
c o 
"'" .-
~ 
~ 

Phonological Skills 
(sounds and rhythms) 

1orphologi ca I Ski II s 

(orderi n9) 

Prediction 

Source: Cox (1975). 

(commun i cat i on 
meaning) 

sv:.\\\~ 

140 



APPENDIX B 

MODEL FOR ACTIVITY STRUCTURES 
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Activity 

l. one-way presentation 

2. mediated presentation 
3. two-way presentation 

4. independent work 

5. construction 

6. games/play 

7. maintenance/management 

8. transitions 

Structure 

A. total group 
B. large group 
C. committee 

D. work ci rcle 
E. small group 

F. individual 

Model for Activity Structures 
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Activity 

APPENDIX C 

DEFINITION AND EXAMPLES OF ACTIVITY 

AND OF STRUCTURE 

1. one-way presentation - where teacher or leader 

presents material with no opportunity for feedback 

from student. Examples: instructions, explanations, 

demonstrations, directions, lecturing, story time. 

2. mediated presentation - where material presented is 

on a form of audio/visual media. Examples: films, 

filmstrips, slides, videotape, television, tape 

recordings, records, computers. 

3. two-way presentation - where teacher or leader pre

sents material with opportunity for feedback from 

students. Examples: instructions, explanations, 

demonstrations, directions, drills, tutoring, con

ferences, story time , music. 

4. independent work - where a child works without a 

teacher in an activity. Examples: workbook pages, 

dittoes, authoring, penmanship, reading. 

S. construction - where a product is constructed. 

Examples: cooking, building, experimenting, art, 

crafts, drama, movement activities. 
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6. games/play - where a child/children with or without, 

teacher/leader engages in an academic/social activity 

which has a set of rules/strategies/constraints 

agreed upon by the participants. Examples: play

ground games, board games, physical games, free play, 

card games, spelling bees, concentration, fish, etc. 

7. maintenance/management - tasks inherent in the 

ongoing functioniong of the classroom. Examples: 

housekeeping, attendence, money collection, announce

ments, Pledge of Allegiance, silent prayer, etc. 

8. transition - a flow -from one activity to another. 

Examples: clean-up, beginnings, endings, etc. 

Structure 

A. total group - involvement of all individuals present 

in the classroom at the time with or without teacher. 

B. large group - involvement of one less than the total 

group but more than nine members with or without 

teacher. 

C. committee - two to nine members working at a learning 

center activity or group task involving a cooperative 

effort or product that mayor may not involve the 

presence of a teacher. 

D. work circle - a two to nine member group that requires 

the presence of a teacher where specific work tasks 

as determined by the teacher are completed. 



E. small group - involvement of two to nine members 

grouped for purposes other than a committee or work 

circle as previously defined with or without a 

teacher. 
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F. individual - involvement of one member with or with

out teacher. 
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ACTIVITY STRUCTURE CODING SHEET 
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Observer 

Classroom 

Grade 

School 

Time 

ACTIVITY STRUCTURE CODING SHEET 

Date 

--------------------------

Event Event Event 

Time Began 

Time Ended 

Total Time 

Event Event 
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APPENDIX E 

GROUP MEETING AGENDA 

Group Meeting 

1. Presentation of study 

2. Questionnaire - Beliefs which Influence Decision
making in Language Arts Instruction (to be completed 
individually and returned). 

3. Questionnaire - Teacher Information Form (to be left 
with participants and completed at their convenience; 
to be picked up at the time of the individual 
meetings). 

4. Set up time for individual meetings. 

Individual Meeting 

5. Collect Teacher Information Form 

6. Conduct Teacher Interview 

7. Discuss instructions for daily journal 

Journal 

8. Keep journal for five consecutive school days 

9. Collect journal 
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APPENDIX F 

BELIEFS WHICH· INFLUENCE DECISION-MAKING 

IN LANGUAGE ARTS INSTRUCTION 
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Beliefs about Language Arts Instruction 

Instructions: Check each statement in reference to your personal beliefs. Mark an X 
as to the extent that statement is one of your beliefs. If you have 
never thought of this statement, mark an X in the "never thought of" 
column. 

1. Language arts instruction 
should incorporate the 
functions of language. 

2. Language arts instruction 
equally centers upon the four 
forms of language--listening, 
speaking, writing, reading. 

3. The understanding of language 
best occurs with experiences of 
language in situations of use. 

4. Language use is not learned 
in situations of social 
context. 

5. Teachers should construct 
compulsive situations of 
language use within their 
classroom. 

This is a belief of mine to this extent 

Never SlighUy 
Thought of Disagree Agree 

...., 
U1 
o 



6. The meaning that language 
conveys cannot be separated 
from the behavioral context 
in which it is used. 

7. Within the classroom there 
must be multiple compulsive 
opportunities for the practice 
of the skills of language. 

8. Written aspects of language 
are not similar language
learning tasks as oral aspects 
of language. 

9. Language arts instruction must 
provide multiple opportunities 
for the practice of communica
tion. 

10. Language arts instruction 
should consist of a series of 
lessons, not a series of 
experiences. 

11. Language arts instruction 
should not incorporate a 
variety of settings in which 
communication may occur. 

This is a belief of mine to this extent 

Never Slightly Sl ightly 
Thought of Disagree Disagree Agree 

I-' 
CJl 
I-' 



12. Communication in language 
arts instruction should be 
limited to a response to 
the teacher or reduction to 
a pencil and paper format. 

13. The language arts curriculum 
should be one which goes with 
the grain of children's 
experience instead of 
against it. 

This is a belief of mine to this extent 

Never SI ightly SI ightly 
Thought of Disagree Disagree Agree 

f-' 
t.n 
t-v 



Beliefs about Children and Language Arts Instruction 

Instructions: Check each statement in reference to your personal beliefs. Mark an X 
as to the extent that statement is one of your beliefs. If you have 
never thought of this statement, mark an X in the "never thought of" 
column. 

1. The child learns best 
individually through natural 
developmental stages within 
an environment which provides 
opportunities and materials 
for learning; the child can 
regulate his own learning 
with minimal adUlt 
intervention. 

2. The child learns best as a 
result of interaction with 
the environment and with 
supportive adults who can 
guide and facilitate the 
child's purpose, intention, 
and insight during the learn
ing process; instruction is 
planned cooperatively to 
support active learning. 

This is a belief of mine to this extent 

I Never Slightly Slightly 
Thought ~f Disagree Agree 

--

f-' 
U1 
~ 



3. The child learns best through 
a planned sequenced instruc
tional program requiring 
success at a more basic level 
before proceeding to a more 
difficult level; the adult 
judges success and directs 
sequence. 

4. At the time a child enters 
school oral language devel
opment is not yet complete. 

5. The child does not apply the 
same creativity with respect 
to abstracting and applying 
the rules of writing as were 
applied when learning to speak. 

6. Learners are individually 
different in many ways even 
when ability grouped. 

7. Children are users of language 
in all forms--they speak, they 
listen, they write, they read. 

8. Children do not enter school 
with a knowledge of the nature 
of language. 

This is a belief of mine to this extent 

Never Slightly 51 i.ghtly 
Thought of Disagree Disagree Agree Agree 

...... 
t.n 
.;::.. 



9. The child best learns language 
in natural situations. 

10. The child extends and corrects 
his language as he moves into 
new situations. 

11. The child can find the language 
needed if the adult in charge 
of the situation sets up the 
situation where the language 
has to be used. 

12. Personal insights gained via 
interaction with the child 
should be used to plan 
language arts instruction. 

13. Test scores and other data 
obtained from the child's 
cumulative record should not 
be used to plan language arts 
instruction. 

14. Personal friendships of 
students should not be con
sidered when planning 
instructional groupings for 
language arts instruction. 

This is a helief of mine to this extent 

Never SI ightly Slightly 
Thought of Disagree Disagree Agree 

I-' 
V1 
V1 



15. Primarily homogeneous 
groupings should be used for 
language arts instruction. 

16. Consideration of expected 
behavior of students in 
various settings should not 
serve as a guide for activities 
planned for language arts 
instruction. 

17. Consideration of the personal 
cluster of understandings, 
skills, attitudes, and feel
ings each child brings to 
school should not be used 
while planning language arts 
instruction. 

18. The teacher should watch a 
child in a particular language 
arts learning activity to 
observe what the child is 
actually doing. 

19. The teacher should expect 
each child to willingly 
participate in a majority of 
language arts classroom 
activities. 

This is a belief of mine to this extent 

Never Slightly Slightly 
Thought of Disagree Agree 

--- -----~-

I-' 
U1 
Q\ 



20. The child should not have 
total dependence on the teacher 
as the planner, initiator, and 
evaluator of learning in 
language arts instruction. 

21. The teacher should be sensitive 
to verbally and non-verbally 
expressed needs of students 
during language arts instruc
tion. 

22. Since the language arts are 
processes and therefore they 
are content free, the experi
ences of the child must provide 
a learning context. 

This is a belief of mine to this extent 

Never Slightly Slightly 
Thought Disagree Disagree Agree 
-~~---

~ 
c.n 
-....:J 



Beliefs about Instructional Settings 

Instructions: Check each statement in reference to your personal beliefs. Mark an X 
as to the extent that statement is one of your beliefs. If you have 
never thought of this statement, mark an X in the "never thought of" 
column. 

1. Instructional settings have 
plans for their inhabitants 
behavior. 

2. The classroom is a stable and 
highly stylized environment. 

3. Activities in the classroom 
are performed according to 
well-defined rules. 

4. The classroom provides for 
interaction of its members 
in a variety of activities. 

S. Children need to be involved 
in learning situations and 
environments that stimulate 
thought and language. 

This is a belief of mine to this extent 

I Never Slightly 
Thought of Disagree Agree Agree 

~ 
V1 
00 



6. During language arts 
instruction, students' 
seating, movement, and use 
of materials should be under 
fairly rigid control to avoid 
confusion. 

7. The classroom should not 
provide multiple and varied 
opportunities for all forms 
of language activities. 

8. The setting for instruction 
effects the attitudes and 
performance of the students. 

9. Seat work is an important part 
of language arts instruction. 

10. Certain materials or methods 
determine what activities 
best suit their function of 
instruction. 

11. The teacher is not the center 
of control for language arts 
instruction. 

This is a belief of mine to this extent 

Never S1 ightly 
Thought of Agree Agree 

...... 
V1 
\0 



12. Grouping for language arts 
instruction should not be 
done based upon ability level. 

13. Effective language arts 
instruction cannot occur if 
there is more than one group 
and one activity going on in 
the classroom at any given 
time. 

14. A cooperative classroom 
atmosphere is more condusive 
to learning rather than a 
competitive atmosphere. 

15. Learning takes place best in a 
teacher-controlled classroom. 

16. The classroom is a dynamic 
entity where there is a flow 
of activities and where 
different activities are 
purposefully put together. 

17. The environment for language 
arts instruction should support 
the practice of communication 
as a socialization skill. 

This is a belief of mine to this extent 

Never Slightly Slightly 
Thought of Disagree Disagree Agree Agree 

, 
-

I-' 
Q\ 
o 



18. Language arts instruction 
should utilize settings where 
children may become deeply 
involved in meaningful 
experiences via the language 
arts. 

19. Classrooms should not be 
viewed as learning laboratories 
which provide varied options 
for learning within a 
socialization context. 

20. A rich language learning 
environment permits children 

. to intuitively study language 
while using it, rather than 
without knowng its' function. 

21. The type of instructional 
setting selected as well as 
related tasks places different 
kinds of academic and social 
demands on the learner. 

This is a belief of mine to this extent 

Never Slightly Slightly 
Thought of Disagree Disagree Agree 

- _._-_. -- --_.-

....... 
-0; 
....... 



Beliefs about Instructional Methodology 

Instructions: Check each statement in reference to your personal beliefs. Mark an X 
as to the extent that statement is one of your beliefs. If you have 
never thought of this statement, mark an X in the "never thought of" 
column. 

1. Demonstrations should be 
conducted so that the 
students will learn a 
particular language arts 
skill. 

Z. The teacher should redirect 
student questions. 

3. There should not be a 
combination of teaching of 
language arts within an 
interest unit so skills are 
taught within a context. 

4. Information should be pre
sented mainly through the 
lecture/discussion method. 

5. Evaluation of students should 
be made through a checklist of 
language arts instruction. 

This is a belief of mine to this extent 

Slightly Slightly 
Disagree Agree Agree 

-

I-' 
0-
N 



6. There should be a determina
tion of what the students are 
to be able to do before the 
beginning of a particular unit 
of language arts instruction. 

7. The evaluation of students 
should be made through 
standardized achievement tests. 

8. Field trips are an integral 
part of a language arts 
instructional program. 

9. The use of assignments in 
texts should be the primary 
method of language arts 
instruction. 

10. Students should not he allowed 
to be active in lessons 
stressing skills of process 
rather than product. 

11. Students should be allowed to 
approach tasks individually 
and to progress at their own 
rate of attainment. 

12. The use of whole class and 
large group instruction is more 
effective than small group or 
individual instruction for 
language arts learnings. 

This is a helief of mine to this extent 

Never Slightly Slightly 
Thought of Disagree Disagree Agree Agree 

---

I-' 
0\ 
tN 



13. There should be sequential 
systematic instruction in 
listening skills. 

14. There should be sequential 
systematic instruction in 
speaking skills. 

IS. There should be sequential 
systematic instruction in 
writing skills. 

16. There should be sequential 
systematic instruction in 
reading skills. 

This is a helief of mine to this extent 

Never Slightly Slightly 
Thought of Disagree Disagree Agree Agree' 

I 

I 

I 

f-' 
0\ 
~ 
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TEACHER INFORMATION FORM 
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Teacher Information Form 

Date 

Teacher 

Name Age Sex --- ---

School Present Grade Level 

Teaching Experience: Previous Grades TauRht Years at Each Grade 

Total years __ _ 

Educational Background: 

De_grees: Fiel d Year University 

Undergraduate 

Graduate 

Present Educational Program in which Enrolled (if applicable): 

List all Language Arts Training you have had: 

Course Ti tIe or 
Inservice Topic Year 

Undergraduate 

Graduate 

-

Evaluate each course or in
service as to benefit to you 
as a language arts teacher 

Low High 
I 2 3 4 5 

, 
-



Classroom 

Present Grade Taught Present Class Si:e 

Sex Ages Ethnic Background 

of Boys age 6 years of \~hi tes 

of Girls age i years of Hispanics 

age 8 years of Blacks 

age 9 years of Asians 

" age 10 years of :-Jative Americans 

age 11 years of Others (list) 

For each of the following, please give the number of each as it applies to the 
children presently in your classroom: 

Primary Language 
of the Home 

English 

Spanish 

Other (list) 

Present total School Enrollment: 

Students Enrolled in 
Special Programs 

Gifted, 

LD N 

EMH N 

EH N 

Title I Rdng 

Other (list) 

Please circle 
rural 

what 

Socio-Economic Status 
as Estimated by Teacher' 
(Income per Year 

Please use the following 
guidelines: 

high = above $30,000 
middle = $15,000-$30,000 
low = below $15,000 

high # 

middle 

low # 

you consider you school 
suburban urban 

to 

Present total District Enrollment: Please circle "hat you consider your district 

rural suburban urban 

What are the hours of the student school day for your class: Start ____ a.m. 

Dismissed ____ p.m. 
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Classroom Activities 

Please mark X by your response 

Do you consider your classroom: highly structured 

moderately structured 

very little structure 

If you desire, explain your answer. 

Would you consider your classroom to be: 

self-contained 

If you desire, explain your answer. 

team teaching 

open/free 

other (explain) 

Please mark X in the appropriate column to indicate your 
answer: 

During Language 
Arts Instruction 
(listening, speak
ing, reading, 
writing), what is 
the average time 
spent over a one 
week period for 
instruction in 
following areas 

listening 

speaking 

reading 

writing 

0 

0 0 
~ \0 

I I ..... ..... 
~ 

Number of Minutes 

0 0 0 0 0 0 0 
0 N VI co ..... o:t ...... 0 
C'l ..... ..... ..... N N N ~ 

I I I I I I I I 

..... ..... ..... ..... ..... ..... ..... ..... 
\0 C'l N VI co ..... o:t ...... 

..... ..... ..... N N N 

+ 
0 
0 
~ 
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What materials, texts, and/or programs do you use" for lan
guage arts instruction in each of the following areas: 

listening 

speaking 

reading 

writing 

Please list the time(s) of day you teach language arts in 
you classroom. 
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Please Mark X in the appropriate column to indicate your answers: 

During Language Arts 
Instruction (listen
ing, speaking, read
ing, writing), what 
is the average time 
spent over a one week 
period in the follow
ing grouping prac
tices? 

Total group - involve
ment of all individuals 
present in the class
room at the time with 
or without the teacher. 

Large group - involve
ment of one less than 
the total group but 
more than nine mem
bers with or without 
the teacher. 

Committee - two to 
nine members working 
at a learning center 
activity or group task 
that mayor may not in
volve the presence of 
a teacher. 

Work circle - a two to 
nine member group that 
requires the presence of 
a teacher where specific 
work tasks as determined 
by the teacher are com
pleted. 

Small group - involve
ment of two to nine mem
bers grouped for pur
poses other than a 
committee or work circle 
as previously defined 
with or without a 
teacher. 

Individual - involve
ment of one member with 
or without a teacher. 

0 

0 0 
~ ~ 

I I 
M M 

~ 

Number of Minutes 

0 0 0 0 0 0 0 
0 N ~ ~ M ~ ~ 0 + 
m M M M N N N ~ 0 

I I I I I I I I C 
M M M 0 M M M 0 ~ 
~ m N ~ ~ ~ ~ ~ 

M M M N N N 
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During Language Arts Instruction (listening, speaking, reading, 
writing), which of the following activities do you use over an 
average one week period of time. Please mark each such activity 
with an X. For those activities so marked, please indicate how 
much time is spent in each such activity by the number of minutes 
over an average one week period. 

Activity 

instructions/directions 
explanations 
demonstrations 
lectures 
story time 

films 
filmstrips 
slides 
videotapes 
television 

records 
drills 
tutors 
audiotapes 
conferences 

singing 
musical instruments 

---- workbook pages 
---- ditto sheets 

child authoring 

penmanship 
cooking 
building 
experimenting 
art 

crafts 
drama 
movement 
board games == card games 

Number of Minutes 
Spent Over One Week 

171 



physical games 
-- free play 
--- playground games 
--- housekeeping 
--- attendance 

money collecting 
--- announcements 

reading circles 
free reading/independent reading 
spelling tests 

standardized tests 
other tests 
field trips/walking trips 
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Please mark an X in the appropriate column to indicate your answer 

Number of Minutes 
During Language Arts in
struction (listening, 
speaking, reading, 
writing), what is the 
average time spent over 
a one week period in the 
followIng: 

One-way presentation -
where teacher or leader 
presents material with 
no opportunity for feed
back from student. 

Mediated presentation -
where material presented 
is on a form of audio/ 
visual media. 

Two-way presentation -
where teacher or leader 
presents material with 
opportunity for feed
back from student. 

Independent work -where 
a child works without a 
teacher in an activity. 

Construction - where a 
product is constructed 

Games/play - where a 
child/children with or 
without a teacher/leader 
engage in an academic/ 
social activity which 
has a set of rules/ 
strategies/constraints 
agreed upon by the 
participants. 

Maintenance/management -
tasks inherent in the 
ongoing functioning of 
the classroom 

Transition - a flow from 
one activity to another 

0 

, 

0 
0 0 0 N 
~ ~ m ~ 

I I I I 
~ ~ ~ ~ 

~ ~ m 

0 0 0 0 0 0 
~ ~ ~ ~ ~ 0 + 
~ ~ N N N ~ 0 

I I I I I I 0 
~ ~ ~ ~ ~ ~ ~ 
N ~ ~ ~ ~ ~ 
~ ~ ~ N N N 
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APPENDIX H 

GUIDE FOR TEACHER INTERVIEW 

Teacher Date 

We will be using a tape recorder for this interview, so I 
will not have to worry about writing it all down. 

1. Would you tell me what you have planned for language 
arts lesson for (a particularly specified period of 
time) in your classroom? 

2. Is there anything about the pupils you want to comment 
on in relation to your planning? 

3. Is there anything about the materials that yQU have 
selected that you want to comment on in relation to 
your planning? 

4. Is there anything about the classroom arrangement that 
you want to comment on in relation to your planning? 

5. Is there anything about the activities you have chosen 
that you want to comment on in relation to your plann
ing? 

6. Could you comment on your teaching strategy or the 
instructional process you are planning to use? 

7. Did your planning result in a specific dominant objec
tive for this particular period of time? If so, would 
you comment on what this was and how you hope to see it 
achieved. 

8. Was your planning for this period of time any different 
in any way from your typical planning? 
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APPENDIX I 

INSTRUCTIONS FOR DAILY JOURNAL 

Please keep a daily journal of your language arts instruc
tion for the period of time we have discussed. As the 
original will be turned in to become a part of this study, 
please use a piece of carbon paper if you wish to retain 
a copy for yourself. Date the top of each page and write 
your last name under the date. 

The following format should be used for each day's entry: 

Item #1 Planned Language Arts Instruction: What do 
you plan to do? What groupings will be used? 
What behavior settings will be used? What 
activities will take place? What do you hope 
will happen as a result of your planning? 
What are your language arts objectives/goals 
for this planning? 

Item #2 Actual Language Arts Instruction: What 
actually happened in regards to Item #l? Did 
the groupings work as planned? Did the set
tings help or hinder instruction? Did the 
activities accomplish the purposes intended? 

Item #3 Actual Results: What actually happened as a 
result of Item #1 in relationship to language 
arts learnings? Were the anticipated language 
arts objectives/goals achieved? to what 
degree? or did different learnings emerge? 

Item #4 Analysis of Instructional Process: Why did 
what happen happen? Was it because of the 
grouping? the behavior setting? the activi
ties? If any of the three had been different, 
how would language arts learnings have been 
facilitated to a greater degree? 

175 



APPENDIX J 

WRITTEN PROTOCOL #1 

This is a self-contained second grade c1assroo~. 

From 8:30 to 8:40 a.m. transition into the school day 

occurs and housekeeping is attended to. At 8:40 the class 

begins mathematics and moves, eventually to language arts 

activities. 

activities. 

An 80-minute time block is used for these two 

The time block ends at 10:00 a.m. During 

mathematics instruction two activity structures are used. 

Two-way presentation with some of the class, and'indepen

dent written work with the remainder of the class. During 

the language arts activities two activity structures are 

also used. One-way presentation with part of the class 

occurs, while the rest of the class is engaged in indepen

dent written work. At 10:00 a.m. a 20-minute recess 

occurs. Free play activities are generally engaged in. 

From 10:30 a.m. to 11:45 a.m., during a 75-minute 

time block, the largest number of activity structures 

occur simultaneously. This is the reading period. During 

this time a work circle is used, silent reading occurs for 

some students, a two-way presentation is occurring, and 

independent written work also occurs. Thus, four activity 

structures occur simultaneously. Students move in and 
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out of these activitiy structures during this 75-minute 

time block. 

177 

From 11:45 a.m. to 12:45 p.m. lunch and free play 

are scheduled. At 12:45 p.m. the students come back to 

class and engage in spelling until 1:20 p.m. Spelling 

exercises are all done as independent written work. From 

1:20 p.m. to 1:30 p.m.,·a story is read to the students. 

This is a one-way presentation. From 1:30 p.m. until 2:00 

p.m., a two-way presentation takes place as the class 

engages in a weekly reader discussion. From 2:00 p.~. 

until dismissal, which occurs at 2:20 p.m., students work 

on the Peabody Language Development Kit. This work on 

the kit occurs in the form of mediated presentation and 

two-way presentation. 



APPENDIX K 

WRITTEN PROTOCOL #2 

This is also a second' grade,.self-contained class

room. This teacher did not use time blocks to help orga

nize her day, but rather organized the day around curricu

lum activities. The first activity of the day was the 

opening exercises and included a pledge to the flag, 

attendance, and a lunch count. Following these activities 

comes an explanation of the independent written work which 

is to follow. After the explanation, the reading period 

begins. During reading some of the students engage in a 

work circle, some of the students were assigned independent 

written work, some of the class were exposed to a two-way 

presentation, and some of the class were involved in silent 

reading. These activities occur simultaneously, with 

students moving in and out of the different activities 

throughout the reading period. 

The next curriculum activity of the school day is 

mathematics. During mathematics, two-way presentation 

takes place, one-way presentation takes place, and inde

pendent written work occurs. The next academic activity 

is spelling. During the spelling lesson a two-way presen

tation is used, 'one-way presentation is used, and 
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independent written work occurs. The fifth curriculum 

activity of the day is language arts. During language 

arts two-way presentation occurs, one-way presentation 

occurs, and independent written work also occurs. Follow

ing language arts is a lunch period which includes free 

play. 

After lunch the social studies period begins. 

Mediated presentation is used during social studies. 

Construction activities also occur during this time block, 

as does two-way presentation. The eighth activity of the 

day is art or physical education. These occur on alternate 

days. During art the activity structures are construction 

and housekeeping. During the physical education the major 

activity is free play. 



APPENDIX L 

ACTIVITY STRUCTURE FREQUENCY COUNT SHEET 
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II. 

R 

C 

D 

E 

F 

llate 

Episode 

Coder 

2 3 

Activity Structure Frequency Count Sheet 

4 5 6 7 

Time Started 

Time Ended 

Total Time 

8 

to-' 
00 
;-oJ 



APPENDIX M 

PROTOCOL COMMENT FORM 

Name Date 

Protocol # 

1. Please comment on variations in time spent as to 
(a) .curricu1um area and (b) as to each type of activity 
structure. 

2. Please comment on the variety of activity structures 
used at anyone time (simultaneously) and the varia
tions in this number. 

3. Please comment as to the sequencing of activity struc
tures and the variety in this sequencing. 

4. Please comment on the commonality of organized patterns 
(which activity structures seem to appear across class
rooms). 
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APPENDIX N 

SAMPLE CODING SHEET 
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Observer: Armstrong Date: 1/24/82 

Classroom Time Began: 
Grade Time End: 
School Total Time: 

Time Event Event Event Event Event , -
f:.5' ,4-1 -

() 

f;5' ~, -90 

1,"51 

" - (;) 

f:$1 
~-'f r-f 30 B-J, 

I 

P:$'t , ~ ''1 " -
0 

p,.s:p 
,~ , , 

" -
";/J 



APPENDIX 0 

SAMPLE FREQUENCY COUNT 
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A 1\ 

B 

C 

D 

E 

F 

Date /~/ .z.g& 
Episode .:'Vt!9'i?hV<1 

Coder f)eft1.s7~ 
1 z 

Activity Structure Frequency Count Sheet 

3 4 5 

* +-!(' % '~ ~3 ?,,, 
-i:.J;~~'!Jr,' 
1rv~ ~'/"'" 
"kJj :.t'iJ 
;'''4~~r" Ii, 4. h X ~ 

_~ 'P'/3 IJ ~ fz, 'IJ '/3- 'b 73 ~ 11J 
-:l. '/J '/1 'b f3 ~/J. '/3 '6 1!J '/3 
}j 'h. ~ 1.! Y1. 'j 'It.'lz. '/; 'lL 

'It. 1z. *' /I ~ '/." ','t. 'It. rv '/L 
'/J 'b 'A 'h ~ 'I!,'IJ ?\ 'Iv '/'J.I 

Time Started 9; ;S:,; 

Time Ended It): /t! 
Total Time !.9 Mu¢ 

6 7 8 

//1/1 

, 

:liJ'~~~~ 
f.3a~1dJ 
4 J't lIz, I{Z 2J 
:i- if 7y '" rz 

~g -/.33$ t .5 ,1/"" , ,C> 

l/ !3.JtJ6' 

f 7 lIz 

..... 
00 
0'1 



APPENDIX P 

SAMPLE PERCENTAGES OF MODEL 

FOR ACTIVITY STRUCTURES 
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Model for Activity Structures 

Aactivity 

l- one-way presentation 
2. mediated presentation 

3. two-way presentation 

4. independent work 

5. construction 

6. games/play 

7. maintenance/management 

8. transitions 

Structure 

A. total group 
B. large group 

c. committee 
D. work circle 
E. small group 

F. individual 

) 
~ 
~ 
:::> 
h. 
t.J 
~ 

t 

1 
I-' 
00 
00 



APPENDIX Q 

SAMPLE WRITTEN PROTOCOL 

At 9:15 a.m. the class is continuing with a phonics 

lesson. The room has been divided into two teams and as 

a word is called out each child arranges his set of letters 

to make that word. A count is made of the number of cor

rect words on each side and a score is given. The score is 

tallied and the activity ends at 9:17 a.m. At this time, 

some children leave the room to go to another room to work 

and some children come in from another room to work in this 

room. The class then divides up into four groups. One 

group is at the listening table, listening to a story on 

a tape recorder, reading a book that goes along with the 

story, and then doing a worksheet as instructed by the 

tape. Another' group is to make five math problems using 

dominoes for construction of the problem and then do a 

math worksheet. Another group is to copy sentences from 

sentence strips onto their paper. The fourth group is to 

get their reading materials and meet with the teacher. 

By 9:20 a.m. most children are at their work areas 

and have begun their work. There are still some children 

working around the room getting materials. The reading 

group has begun reading words from a wall chart with the 
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teacher. The listening group is still settling in. The 

other two groups are at their desks and are at work. By 

9:23 a.m. the teacher has come over to the listening group 

and gotten them started at their work. She returns to the 

reading group and goes over the vocabulary for t?e story 

they are on. Periodically a child will get up from one of 

the groups to get materials or go to use the bathroom. At 

9:25 a.m. a resource teacher enters the room to observe a 

child. The reading group has found the story in their 

reader and begins reading out loud, taking turns. By 9:29 

some children have finished their assignment and get a 

library book to read or other work to do. By 9:35 a.m. 

the reading group is working on workbook pages. By this 

time also, the listening group is also working on their 

pages following directions from the tape recorder. 

At 9:36 a.m. the children change work groups. 

Some children again leave the room and some children enter 

the room. The same four work groups are formed (1) listen

ing, (2) math, (3) writing, and (4) reading with the 

teacher. The resource teacher has left the room. By 9:40 

a.m. all groups are formed and most children are working. 

A few children are still walking about the room finding 

materials, etc. The reading group begins to review voca

bulary words with the teacher. Then they begin to read 

their story. By 9:47 some ·children had finished their work 

and were reading library books or doing some other work. 



By 9:49 a.m. the reading group was getting their workbook 

assignment and by 9:54 they were working independently on 

their workbook pages. The teacher was then circulating 

about the room checking on other children's work. 
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At 9:56 a.m. the class cleaned up and put all 

materials away. If a child had finished his work, he 

joined the group on the rug at the side of the room with 

the teacher for sharing. If a child had not finished any 

of the morning's work, he sat at his desk and worked. By 

9:57 a.m. sharing had started. Some children were still 

moving around the room or putting materials away. By 10:09 

a.m. sharing was finished and the children took turns read

ing a story chart and the words from the chart. 

At 10:15 a.m. the children were dismissed for 

morning recess. 

(protocol continues at 10:45 a.m.) 

The children had come in from recess at 10:30 a.m. 

and are at the four work groups again. They are (1) lis

tening, (2) reading group with the teacher, (3) math, and 

(4) writing. All groups have been formed and are function

ing. As before, periodically an individual child is moving 

about the room getting materials, a drink of water, or 

going to use the bathroom. By 10:47 a.m. the reading group 

is working on their own in workbooks or readers and the 
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teacher is circulating about the room helping or directing 

children in their work. 

At 10:50 a.m. a group of children meet with the 

teacher and begin to correct their workbooks. The children 

in the listening group have become a part of this new group. 

All other groups and activities continue as before, but as 

the group work is completed, the individual children begin 

to work in their workbooks. After five minutes, the work

book group with the teacher have checked their workbooks 

and begins to review medial vowels. By 10:57 a.m. most 

children are working in their workbooks, either individ

ually or in the group with the teacher. The group with the 

teacher then begins to review a new story in the workbook. 

By 11:00 a.m. some children have finished their 

workbook assignments and are doing puzzles. At 11:02 a.m. 

the teacher comments on the noise and tbe noise level 

lowers. More children finish their workbook assignments 

and they begin to read library books. 

At 11:06 a.m. the entire class cleans up, puts 

materials away, gets their spelling books, and sits at 

their desks. By 11:09 a.m. the children are all settled 

at their desks and listening to the teacher's instructions. 

Two minutes later the children are working on a page in 

their spelling workbook and the teacher is circulating 

giving help or additional instructions to individual 

children. After five minutes, the class turns to a page 
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in the back of the book and gets ready to take a pre-test. 

At 11:09 the spelling test begins. After the test is 

given, the teacher calls on volunteers to spell the words 

out loud and the children check their own test. 

At 11:22 a.m. the teacher asks the children to 

turn in their folders with their morning's work. The 

children find their work and folders and turn them in. As 

the folders are turned in, the children leave for lunch. 

By 11:25 a.m. most children have left the classroom. 



APPENDIX R 

SAMPLE OF EPISODE SUMMARY 

Activity Structure Episodes 9:15 a.m.-11:29 a.m. 

Tape Time 
Actual 

cells min Time 

1. Instructions 9:15- 9:17 6 4 3 

2 . Centers #1 9:18- 9:40 41 20!z 23 
. 

3. Centers #2 9:41-10:00 33 16!z 20 

4 . Sharing 10:01-10:15 30 15 15 

5 . Recess 10:15-10:30 

6. Centers #3 10:30-10:47 36 18 18 

7 . Workbooks 10:48-11:15 44 22 27 

8 . Spelling 11:15-11:28 28 14 14 

218 109 120 
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APPENDIX S 

SAMPLE OF GRAPHS OF ACTIVITY 

__ AND STRUCTURE 
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Activities 

too 
qo 
~o 
70 
bO 
50 
'1-0 
30 
')0 

10 

0 
_ N",,71.n .JI /'.... bo 

Activities (%) 

1. one-way presentation 8.0 
2. mediated presentation 6.5 
3. two-way presentation 19.5 
4. independent work 34.0 
5. construction 1.0 
6. games/play 0.0 
7. maintenance/management 0.0 
8. transitions 31. 0 

Activity Structures 

100 

'lO 
~O 

70 
10 0 

50 
4fJ 
3D 
"2 0 
I{) 
0 

A. 
B. 
C. 
D. 
E. 
F. 

Structures 

<,~Uol.IJlJ.. 

Structures 

total group 
large group 
committee 
work circle 
small group 
individual 

ill 
24.5 
12.0 
0.0 

10.5 
24.0 
29.0 

..... 
~ 
0\ 



APPENDIX T 

GUIDELINES FOR STINULATED RECALL 

Name Date 

1. Start tape recorder. 

2. Would you please read this copy of the events that 
happened that morning? This copy is yours to keep. 

3. In general, how do you feel that that morning went? 

4. I would like to discuss the following items with you: 

(a) a summary of episodes 

(b) the activity structures used that morning 

(c) a graph of these activities and structures 

These are your copies to keep. 

5. Now I would like to ask you a few questions regarding 
the activities we have just discussed. 

(a) If you were planning to use these activities 
again with a similar group of pupils, woud you 
change your plans in any way? If so, what 
changes would you make? Why? 

(b) If you were going to continue this unit with 
the same group of pupils, what would you plan 
to do next? Why? 

(c) We have talked about using these activities 
again with another group and teaching a follow
up unit to the same group. Do you normally 
think about either of these possibilities right 
after jou have finished teaching a lesson? 

(d) What do you usually think about after you have 
taught a lesson? 

(~) When you were planning these activities, did 
you consider more than one way of doing it 
before you settled on the procedure you used? 
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APPENDIX U 

OPTIMUM RESPONSES TO BELIEFS 

QUESTIONNAIRE 

Beliefs which Influence Decision Making in Language Arts 

Instruction 

r. Beliefs about Language Arts Instruction 

I. agree 

2. agree 

3. agree 

4. disagree 

5. agree 

6. agree 

7. agree 

8. disagree 

9. agree 

10. disagree 

II. disagree 

12. disagree 

13. agree 

II. Beliefs about Children and Language Arts Instruction 

1. slightly agree 

2. agree 

3. disagree 
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4. slightly agree 

5. disagree 

6. agree 

7 . agree 

8 . disagree 

9. agree 

10. agree 

II. agree 

12. agree 

13. slightly disagree 

14. slightly disagree 

15. disagree 

16. disagree 

17. disagree 

18. agree 

19. slightly agree 

20. agree 

2I. agree 

22. agree. 

I I I. Beliefs about Instructional Settings 

I. agree 

2 . agree 

3. agree 

4. agree 

5 . agree 
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6. disagree 

7 . disagree 

8. agree 

9. disagree 

10. agree 

II. agree 

12. agree 

13. disagree 

14. agree 

15. disagree 

16. agree 

17. agree 

18. agree 

19. disagree 

20. agree 

2I. agree 

IV. Beliefs about Instructional Methodology 

I. agree 

2 . agree 

3. disagree 

4. disagree 

5. disagree 

6. agree 

7 . disagree 

8. agree 
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9. disagree 

10. disagree 

II. agree 

12 .. disagree 

13. disagree 

14. disagree 

IS. slightly disagree 

16. slightly disagree 
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