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ABSTRACT 

The purpose of this study was to investigate the extent to which 

the language base as described in the three strands of the Language 

Experience Approach Rationale is provided for in the first grade 

reading textbook teacher guides adopted by the state of Arizona. The 

study attempted to explore possible trends and patterns in relation to 

language experiences found in the sample as a whole. No attempt was 

made to make comparisons between particular series materials found 

on the adopted list. 

Language experiences in a random sample consisting of five 

pages from each of the 77 books included on the adopted list were 

collected and tabulated. Each activity was classified according to an 

evaluation instrument based on the twenty language experiences 

suggested by the Language Experience Approach Rationale. Illustra

tive examples of each activity were added by the researcher. The 

reliability of the instrument was ascertained by means of several 

sample preliminary experimental evaluations. Following necessary 

changes and corrections five reading specialist majors were trained 

in use of the instrument. Their classification of five pages randomly 

selected from the sample resulted in a 93 per cent average which was 

considered high enough to permit reliable use of the instrument. 
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Nonparametric statistics of chi square, testing the difference 

between proportions, were used to analyze the data at the .  01 level of 

significance. Where applicable the data was also summarized by 

percentage analysis to show the various patterns that might be 

indicators of areas of emphasis in the adoption. 

The findings of the study in relation to the first three hypoth

eses revealed that there is a significant difference between provision 

for language experiences between Strand I, extending experiences with 

words, Strand II, studying the English language, and Strand III, relat

ing author's ideas to personal experiences. Tests on hypotheses four 

and seven indicated a significant difference in representation of the 

three strands among types of materials classified as Basic and Phonics 

on the adopted list. The hypotheses five and six, when tested, indicated 

no significant difference among the three strands in the Special Needs 

and Literature materials when tested separately. The findings for the 

remaining three hypotheses disclosed a significant difference among 

these four types of materials when tested in relation to each strand 

separately. 

The major conclusions drawn from this investigation were: 

1) activities providing for a language base in first grade reading text

book guides on the Arizona state adopted list show differences in 

emphasis among the Phonological, Syntactic-Morphological and 

Semantic structures of language; 2) the greatest emphasis in the 
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adoption as a whole is on the Syntactical-Morphological structure of 

language; 3) secondary emphasis in the adoption as a whole is on the 

Semantic structure of language; 4) a considerably lower emphasis in 

the adoption as a whole is on the Phonological structure of language; 

5) individual series on the adopted list differ in their representation 

of language base activities among the Phonological, Syntactical-

Morphological and Semantic structures of language; 6) the twenty 

language experiences suggested by the language experiences rationale 

differed in the provision made for them in the combined adopted 

materials; 7) a proportionately strong emphasis in the adoption centers 

on the two activities involving word study and comprehending what is 

read; 8) a proportionately weak emphasis in the adoption centers on 

the activity involving dictation of children's own language for writing 

and reading; 9) representation for the Syntactical-Morphological 

structure and the Semantic structure are fairly similar at the preprimer, 

primer and book one levels; 10) provision for the Phonological and 

Syntactical-Morphological structures is comparatively low at the read

ing readiness level; 11) the materials from the Special Needs and 

Literature classes show the nearest balance on the three strands 

when the four types of materials are analyzed separately. 



CHAPTER 1 

INTRODUCTION 

The task of teaching children to read has for many years been 

one of the school's main concerns. The demands placed upon society 

as a result of increasing advances call for exploration of means by 

which children can be helped to learn to read more effectively and 

efficiently. 

As a result of a five-year reading study project by the Depart

ment of Education in San Diego County, California (1961),the basic 

rationale of the Language Experience Approaches was organized and 

described as used in this study. It was developed around three major 

strands: 1) extending experiences with words which emphasizes the 

real language of the learner, 2) studying the English language which 

emphasizes an understanding of how language works for individuals, 

3) relating authors' ideas to personal experiences which emphasizes 

the influences of the language and ideas of many people on the personal 

language of children (Allen and Allen. 1966). 

Within these three strands twenty language experiences were 

found to be influential in providing for optimum achievement in 

reading at the first grade level. The need for more adequate knowledge 

1 
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regarding provision that is made for including these twenty language 

experiences in reading textbooks motivated this study. 

The Problem 

The main purpose of this study was to investigate the extent 

to which the three major strands of the Language Experience Approach 

Rationale were supported and extended through the Arizona state 

adopted first-grade reading textbook teacher guides. 

The study attempted to illustrate the extent to which each of 

the twenty language experiences in the rationale were treated in the 

teacher guide materials. No attempt was made to interpret the use of 

the suggestions by teachers and children. 

Hypotheses 

1. There is no significant difference between provision for 

language experiences in Strand II and Straiid I in teacher guides for 

first grade reading textbooks as adopted by the state of Arizona. 

2. There is no significant difference between provision for 

language experiences in Strand II and Strand III in teacher guides for 

first grade reading textbooks as adopted by the state of Arizona. 

3. There is no significant difference between provision for 

language experiences in Strand III and Strand I in teacher guides for 

first grade reading textbooks as adopted by the state of Arizona. 



4. There is no difference in the language base relating to 

Phonological structure, Morphological-Syntactical structure or 

Semantic structure of language in state adopted basic reading 

materials for first grades in Arizona. 

5. There is no difference in the language base relating to 

Phonological structure, Morphological-Syntactical structure or 

Semantic structure of language in state adopted special needs reading 

materials for first graders in Arizona. 

6. There is no difference in the language base relating to 

Phonological structure, Morphological-Syntactic structure or 

Semantic structure of language in state adopted literature reading 

materials for first graders in Arizona. 

7. There is no difference in the language base relating to 

Phonological structure, Morphological-Syntactical structure or 

Semantic structure of language in state adopted phonic reading 

materials for first grades in Arizona. 

8. There is no difference in the language base relating to 

Strand I among Basic, Special Needs, Literature and Phonic materials 

as found in first grade reading textbook teacher guides adopted by the 

state of Arizona. 

9. There is no difference in the language base relating to 

Strand II among Basic, Special Needs, Literature and Phonic materials 
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as found in first grade reading textbook teacher guides adopted by the 

state of Arizona. 

10. There is no difference in the language base relating to 

Strand III among Basic, Special Needs, Literature and Phonic 

materials as found in first grade reading textbook teacher guides 

adopted by the state of Arizona. 

Significance of the Study 

It is becoming increasingly evident that educators are con

vinced of an interrelatedness which exists among the uses and functions 

of language. Research evidence strongly suggests that facility in oral 

expression is basic to effective reading development. Strickland's 

(1962) study of oral language development and reading achievement at 

the sixth grade level indicated a significant relationship between oral 

language use and ability to comprehend written language. At the first 

grade level Ruddell (1965b) found significant difference in reading 

comprehension skills favoring a reading program based on oral patterns 

of language structure which were identified in the Strickland study. 

The longitudinal study of children's language growth by Loban 

(1963) gave further evidence that children advanced in general language 

ability were also advanced in reading ability. They rated above 

average in written expression while those below average in oral 

language were also below average in written language. 
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Evidence on the importance of environmental influences has 

been supplied by investigations carried on in the home and community. 

Milner (1951) found that high achieving readers come from enriched 

verbal environments in contrast to low achieving readers where there 

were few chances for engaging in conversation with parents or other 

adults. 

Head Start and Follow Through programs are a direct result 

of the clearly established need for early preschool enrichment programs 

for the culturally different child. Hildreth (1964) reported that a large 

proportion of reading disability cases come from homes where language 

is used for non-intellectual subjects only or where a non-standard 

dialect is used. Bernstein (I960) found a more "restricted" speech 

in the lower class family which placed the children at a disadvantage 

in the middle-class oriented schools. In addition a significant relation

ship is found to exist between the patterns of such achievement and how 

the child perceives the self in public school environments. Findings by 

Zimmerman and Allebrand (1965) and Wattenberg and Clifford (1962) 

supported this interaction. Lamy (1965) found that children's percep

tions of themselves and their world were good predicters of future 

achievement in first grade reading. 

The Language Experience program is described as one which 

focuses on learning to read through experience by careful consideration 

and implementation of learning transfer potential as seen in the related 



language skills. Numerous investigations have indicated values in this 

type of approach to reading. Six studies dealt with the Language 

Experience Approach in the twenty-seven reading studies sponsored 

by the U. S. Office of Education. Among these Hahn (1967) found that 

it produced significantly better spellers. Kendrick's (1967) findings 

also indicated that the experience approach seemed to affect writing 

favorably. McCanne (1967), in a study involving Spanish-speaking 

children, reported the experience approach to have particular strength 

in oral vocabulary and writing fluency. Stauffer and Hammond (1969) 

found after three years that the children using the experience type 

approach showed a superior performance in reading. These investi

gators suggested that this can be attributed to the functional use made 

of all the communication skills on an interactive basis. 

In a recent report on various studies of the analysis of 

stories from widely used primary grade textbook series, Zimet (1972) 

reported conclusions which seem to indicate that emphasis on personal 

meaning is often avoided. She found that learning to read is generally 

handled as a mechanical process without the simultaneous use of the 

phonemic, syntactic and semantic language levels that are so helpful 

in translating written symbols to that form of language to which the 

beginning reader already attaches meaning. Attitude scales applied 

to leading reading series in the United States and in twelve other 

countries indicated a more persistent attempt to foster other-directed 
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rather than inner-directed modes of behavior in young children. A study 

investigating interest development in the reading of young children 

found a general trend to a neutral, redundant, suburban setting and 

a happy family centered content which was divergent from the real life 

space of most first graders. 

Zimet also reported that surveys of college textbooks on read

ing instruction written for teacher-training recognized children's 

interest as a major part of reading achievement but saw it as dependent 

upon an environment outside the reading textbook itself. A follow-up 

study showed that publishers of beginning reading materials depended 

largely on the expertise of their experienced teacher and reading 

specialist authors, ignoring the fact that it has been established by such 

studies as that of Kolson, Robinson, Zimmerman (1962), Norvell 

(1958) and Peltola (1963) that adult evaluations are frequently in error 

with regard to what children really select and enjoy in reading 

material. 

Similarly in discussing the relationships of language to reading, 

Heilman and Holmes (1972) emphasized the point that language itself is 

an important, meaningful interest of children and that its use in expres

sion of self becomes an increasingly personal part of the young child's 

tool for coping with life as he finds it around him. In relation to 

beginning reading these authors stated their belief that (p. 9): 
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Working with oral language leads to important insights relative 
to the power, flexibility, and precision of language. Children 
note that gaining precision with language is a long-term 
process, not something that is mastered with one exercise. 
They discover that what they write actually becomes reading 
and that they can improve their reading ability by reading 
what they and their friends have written. Integrating reading 
and writing activities is one of the best ways to help children 
understand how their language works. 

Present studies reflect values in using a Language Experience 

Approach, but few of them investigate the related materials which are 

issued to teachers through state adoption procedures. The lack of 

this information in present studies was instrumental in defining the 

major purpose of the present investigation. 

Teachers in first-grade classrooms are provided with multiple 

teacher guides for instructional purposes. These guides may or may 

not have clearly defined bases for language development which includes 

reading abilities. This study attempted to present a relatively simple 

technique for an individual or group to judge the basic language 

structure of any planned reading program. The plan yielded a visual 

profile of strength or balance in terms of the major language experience 

strands and the twenty language experiences which elaborate these 

strands. 

Basic Assumptions 

For the purpose of the study the following assumptions were 

made: 



1. Language activities suggested in the teacher's guide for a 

first-grade reading text can be identified and tabulated on 

the language model of the Language Experience Approach 

Rationale. 

2. The twenty language experiences of the Language Experience 

Approach Rationale are interrelated. No attempt is made to 

identify them as belonging strictly to reading, writing, 

speaking or listening. 

3. All of the twenty language experiences contribute to the child' 

personal language development and need to be extended as a 

basic part of a first-grade reading program. 

4. At this point no superiority of one type of isolated language 

ability over another has been conclusively demonstrated. 

5. Personal meaning is based on experience. 

Limitations of the Study 

This study was carried out under the following limitations: 

1. Inquiry was limited to reading materials on the state adopted 

reading list for first grades in Arizona. 

2. Only the portions of published programs as adopted by the 

state of Arizona were considered. 

3. The objectivity and reliability of the analysis was limited to 

the requirements of the rating scale used by the researcher. 
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4. The study did not include language experiences which may only 

incidentally grow out of suggested activities in materials 

adopted. 

Definition of Terms 

The following definitions were applied throughout the proposal. 

Language. A system of arbitrary vocal sounds or other sets 

of responses, organized into arrangements which convey meaning from 

one human being to another. 

Adopted Reading Textbooks. First-grade reading textbooks 

which have been approved by the Arizona State Board of Education and 

which have been authorized by it for use in the Arizona public schools. 

Basal. Reading instructional materials that provide a 

sequenced continuity in skill presentation. They are organized to 

facilitate gradual progression from easier to more difficult steps as 

outlined in the teacher guide. 

Special Needs. Supplementary reading materials that can be 

used to strengthen and enrich reading experiences through additional 

varied activities. 

Literature. Additional materials that include books, poems, 

stories provided for recreational reading and the development of taste 

in reading. 



Phonics. Materials developed for providing necessary skills 

in word analysis and word identification. 

Phonological Structure. The part of language structure that 

deals with the system of speech sounds in converting experiences and 

extending them with words. 

Morphological Structure. The part of language structure that 

deals with meaningful grouping of sounds in word formation. The 

emphasis is upon grammatical factors rather than meaning as it is 

commonly understood. 

Syntactical Structure. The part of language structure that 

deals with ways in which words are put together to form, use and under

stand sentences. It is the grammar system of language seen as an 

integral part of morphology. 

Semantic Structure. The part of language structure that 

deals with meanings communicated through language. These are the 

meanings based on the experiential concept background that is used in 

recreating the message. 

Language Experience Approach. A reading program in which 

some reading materials are the natural language contributions of 

children. These are written for them or by them. Reading develops 

through personal encounters with a total language environment. 



General Design of the Study 

To achieve the purpose set for this study, the research 

procedures included the following steps: 

1. Five pages were selected by means of the Kendall, Smith 

Table of Random Numbers (1938) from the teachers' guide 

for each adopted reading text. 

2. These pages were analyzed in relation to ways each extends 

or services the twenty types of language experiences listed 

on the evaluative instrument. 

3. The number and type of suggested activities were carefully 

tallied for each text. 

4. Tabulated data was shown on a visual profile. 

5. The classified data was tested with Chi Square statistical 

procedures to determine the significant differences in scores 

for each category, for the sum total found and for various 

classification groups. 



CHAPTER 2 

REVIEW OF RELATED RESEARCH 

This review of selected research relates to the three strands 

of the basic reationale of the Language Experience Approach. These 

strands include extending experiences with words, studying the 

English language and relating author's ideas to personal 

experiences. The research is divided into five sections: (1) investiga

tions related to early acquisition and extension of language skills; 

(2) investigations related to environmental influences on language 

development; (3) investigations related to affective mobilizers of 

language learning; (4) investigations related to the reciprocity of 

language skills; (5) investigations related to instructional programs 

that provide for language experiences as identified in a language 

experience approach. 

Investigations Related to Early Acquisition and Extension 
of Language Skills 

Numerous studies have demonstrated the patterns in which 

the acquisition of language by young children unfolds and develops. 

Brown and Fraser (1964) at Harvard and Miller and Ervin (1964) in 

California have shown that through the first years of life a child 

13 
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babbles and probably makes all the sounds of every language in the 

world. By the end of the first year he begins making more English 

speaking sounds and parents may even think they recognize a word or 

two. For several months there will be one-word utterances but by 

eighteen months, the mastery of the phonology of the language has 

developed enough for two-word minimal sentences to appear. 

These researchers also found that by the third year a child 

has generally learned most of the essentials of English grammar. He 

is able to produce all major sentence types and uses sentences up to 

ten words in length. By the age of five he is able to create so many 

types of sentences in his use of language that it is still impossible 

for a computer to program it. 

An interesting finding related to the two-word stage showed up 

in both studies. The children were not combining words haphazardly. 

The first word tended to be from a large open class of noun words 

while the second word was from a small class of words which were 

used more often. A few words, such as "off" and "on" in the small 

group, were used frequently in expressions as "sweater on" or 

"sweater off. " 

Although children seem to learn their native language by the 

process of observing and interacting with persons who already know 

how to use it, certain studies indicate that other than mere imitation 

alone is involved. Gleason (1967) found with first and second grades 



that they did not imitate what the experimenter said. When she showed 

a picture of two mice she said, "Here are two mice.11  Immediately 

she would then ask, "What is this ?" and the children often answered, 

"Two mouses. " She concluded that imitation is not simple and that 

one can imitate only what one can already do. Since the children 

lacked the language competency for using the correct forms of the 

irregular plural of the word "mouse, " they were unable to imitate what 

she said. 

Other studies have also provided interesting information on the 

use of imitation. Fraser, Bellugi and Brown (1963) compared three-

year-old children's comprehension and production of ten grammatical 

contrasts. Each child heard sentences and saw pictures from which 

to choose. Comprehension was measured by reading one sentence 

and having the child point to the correct picture. Production was 

measured by showing a picture and asking him to name it. With each 

contrast, comprehension exceeded production; more children pointed 

to the correct picture, given a sentence, than produced the contrast, 

given a picture. The researchers felt the findings confirmed the 

belief that children comprehend before they produce. 

One comprehension task used by the above investigators 

required a child to imitate a sentence spoken by the examiner and then 

select from three pictures the one which corresponded to the sentence. 

The children made fewer errors on the imitation part of the task than 



on the comprehension part. Since they were able to respond correctly 

to the sentence in imitation even when they could not identify the 

correct picture for it, the researchers concluded that a child need 

not process a sentence through his meaning system when he imitates. 

It can occur without comprehension. Thus they felt imitation may 

involve only the mechanical expression aspect of the language system 

while production may involve both this expression and the meaning 

aspects of language. From the many novel sentences used the study 

also demonstrated that children do not simply record adult utterances. 

They register their patterns instead and create through generalizations 

which come as they internalize patterns or rules. 

This theory has also been supported in the findings reported 

by Menyuk (1963b). In an imitation task with nursery school children 

these children corrected "restricted" sentences presented for imitation. 

This she felt showed evidence that imitation of sentences can be 

processed through a child's linguistic system or language competency 

even if not through the meaning system. 

A number of researchers have studied the growth of vocabu

lary in preschool children. Smith (1941) placed the understanding 

vocabulary of an average child entering first grade at about 23,700 

words. At two years of age between 50 to 60 per cent of the words 

used were nouns. Verbs, adverbs and nouns were more frequent than 
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adjectives and connectives. Pronouns, prepositions and connectives 

were added later. 

A child of three or four has been estimated to be talking all 

but nineteen minutes of his waking day, with four minutes his longest 

period of silence according to Brandenberg (1915) and later McCarthy 

(1950). Their studies indicated that he speaks approximately 7,600 

words per day at three and about 10,500 by the time he is five years 

of age. A child's loquacity has been found by the Jersild and Ritzman 

(1938) research to increase more rapidly than his vocabulary. 

Studies indicate that length and structure of the preschool 

child's sentence grows from the eighteen month old's one to two word 

minimal sentence as found by Brown and Fraser (1964) and Miller and 

Ervin (1964) to ten or twelve words per phonological unit as found in 

the Francis (1962) study. Fisher (1934) in her study of the language 

patterns of preschool children found that the proportionate increase of 

complete to incomplete sentences was approximately tripled between the 

ages of two to five years. Repetitions and nonverbal responses 

decreased during this period. 

Children have not entirely completed their mastery of 

phonological, morphological or syntactical control of their language 

at the time they enter school. Research evidence indicates that the 

developmental sequence in syntactical control extends into the 

elementary grades. Menyuk's (1963a) work identified certain sequential 
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components in children's syntax extending from nursery school through 

the first grade. She noted that even in the first grade some patterns 

as "if" and "so" clauses, perfects and nominalizations were still in 

the process of development. Strickland (1962) found a definite relation

ship between sentence complexity and grade level. Loban's (1963) 

investigation revealed that throughout the elementary grades the 

average communication unit lengthened showing a developmental 

sequence of complexity in sentence structure. 

Berko (1961) constructed a test using nonsense items which 

preschool and first gra.de children were asked to inflect, derive and 

compound. She found that certain pluralizations and past tenses 

were extended to new forms by them, but some were not changed. 

Best performance was found on items which were most regular. She 

concluded that growth in mastery of inflectional rules continues 

beyond preschool age. 

Chappel (1968), whose experimental test of English inflection 

used actual words, found that subjects from five to eight years of age 

performed similarly on regular forms, but that there was a marked 

increase from year to year in children's ability to produce the 

irregular morphemes of plurality and tense. Templin (1968) found 

that among children in kindergarten and grades one and two, mean 

scores on the Berko (1961) measure increased at each grade level. 

The pattern reported by Berko that the easiest morphological changes 



were those which consisted of the addition of a single sound, then 

those requiring the addition of a syllable and finally those requiring 

an inner vowel shift was supported. 

Studies by O' Donnell, Griffin and Norris (1967) at kindergarten 

and grades one, two, three, four and seven also support the notion 

that there is a developmental sequence of syntax acquisition in the 

elementary grades. These researchers have observed that some trans

formations were used much more frequently in the kindergarten than 

in later grades while other items were more frequent in later grades. 

They concluded that such developmental sequence would be logical 

from the transformational grammar point of view as most of the later 

constructions were derived from more complex deletion rules. 

In her study of the development of language in children, 

Templin (1957) found that the grammatical constructions used by adults 

are found at least in rudimentary form in the speech of three to eight-

year-olds. Articulation is practically mature by eight. For most 

children, she felt, future growth in language will be perfection of 

forms already used rather than introduction of new types of linguistic 

expression. In comparing her study with that of Davis (1932), her 

study showed that six-year-olds now use longer sentences than those of 

nine and one-half did twenty-five years ago. They also used twice as 

many compound, complex and elaborated sentences; but, along with this 

there was a "startling increase" in use of slang and colloquialisms. Dr. 



Templin concluded that language improvement is possibly due to films, 

radio, television and such things as greater permissiveness between 

children and adults. 

The child learns to speak his language in a natural manner as 

he lives with it and constantly experiments with it. He seems to learn 

his language "by ear" and relies on an intuitive sense as he creates 

and uses it. Fraser, Bellugi and Brown (1963) asked two and three 

year olds to repeat sentences as, "I showed you the book" and they 

found children answering with "I show book. " It was concluded that 

'  the omissions were not due to memory failure but that each child had 

registered adult language patterns and was creating through a type of 

generalization from internalized patterns and rules. 

Unevenness in a child's cognitive functioning shows up when 

his skills in his natural language competency are compared with his 

behavior in experimental situations involving language. Brown and 

Berko (I960) and Ervin (1961) found in their studies that the preschool 

child differed from adults in that while he used language which implies 

categorization of words into parts of speech, he does not seem to use 

these categories in other tasks. For example when presented with the 

word stimulus, "nice," he responded with a sequence related word as 

"doll." Adults, they found, responded with the same grammatical 

category as "good." Another indication of this discrepancy is seen in 

Vigotsky's (1962) report of children's mode of categorizing. Pie found 



that in object grouping tasks, young children tend to form pseudo-

concepts rather than genuine analytical concepts. He concluded from 

his study that when a child sorts out objects by placing a green 

triangle with a blue circular block, it does not necessarily mean that 

he is unable to group according to a feature abstracted from a whole. 

Overall similarity and momentary impressions may becorp.e the basis 

for classification and switching according to abstracted features. 

Regardless of this behavioral inability, Vigotsky also found that this 

same child could form and manipulate the high-level analytic categories 

in his language use. 

Attempts have been made by various researchers to investigate 

the grammar competency or internalized rules by which children operate 

at various stages of language development. Ervin (1964) found that 

children seem to learn and use the correct past tense forms of 

irregular verbs at first but after they learn the past tense of regular 

verbs, the correct forms of the irregular verbs disappear. They are 

replaced by incorrect over-generalizations. The children seem to 

register the regular verb pattern and apply it to the irregular as seen in 

the words "breaked" and "comed. " 

Gleason (1967) checked one thousand words used most 

frequently by first graders. Then she checked ability to apply the 

rules they seemed to know in using these words. In using nonsense 

pictures and words, it was demonstrated that their rule for plurals was 



"s" or "z" sounds. However, if the word ended in either "s" or " z "  

sounds nothing was added. No use of either was made. Their rule for 

the past tense was to add the "t" or "d" sounds unless the word ended 

in a "t" or "d" sound when nothing was added. It was also evident 

that their rules were based on regular verb forms using "singed" 

instead of "sang. " They were able to use compound words but had 

private meanings for them as the word "birthday" being a day to eat 

cake. 

These findings were also supported in a study by Tucker at 

McGill University in Montreal as reported by Anisfeld (1968). He 

found that children presented with consonant-vowel-consonant syllable 

patterns as names of cartoon animals, made fewer errors in choosing 

"z" plurals. He concluded that they had probably abstracted the 

generalization that a noun ending in a consonant plus "z" sound is 

more likely to be plural. 

Socialized speech as studied by Piaget (1926) in Switzerland 

indicated that seven and eight year olds engage in "collective monologues" 

and are unable to carry on real interaction with others. However, others 

as McCarthy (1950) found that socialized speech begins a year or two 

younger than the age in which Piaget placed it. Using Piaget's methods 

she found only 4 per cent as compared to Piaget's 38 per cent of 

egocentric responses. Deutsch (1937), in his study of free play situations, 
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found only 6. 3 per cent which is also well under the figure given by 

Piaget at this age. 

Summary 

The investigations reported in this section provided evidence 

that children arrive at school with an orderly, consistent control over 

the language in their possession. They are able to generalize from 

what they already know in order to understand or express most mean

ings. However, they do not appear to have the internalized competency 

needed to handle all the rarer patterns and irregular words in English. 

There is more involved than mere imitation seen as immediate echoes 

of adult speech. This can occur without the comprehension that is in 

turn a prerequisite for ability to verbalize meanings. What the child 

learns is not sentence meaning reception or sentence utterance produc

tion, but rather he develops a capacity to produce or understand them. 

Such capacity consists of sets of highly abstract rules and structural 

patterns which he has learned without ever encountering them or any

thing which they describe directly. This competency in the knowledge 

and use of oral language provides a natural base for the reciprocal 

interpersonal and intrapersonal communication of each child. 

Investigations Related to Environmental Influences on 
Language Development 

Language development is closely related to other aspects of the 

child's growth. The effects of home and family influences can do much 
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to either enhance or retard its growth. However, Irwin (1948) concluded 

in a comparison of upper and lower class infants that environmental 

effects do not become apparent in language development until after 

about eighteen months of age. He found no significant differences in 

the number of speech sounds and tokens produced by infants during the 

initial stages of language development. 

Bernstein (1960) as a result of his studies emphasized that 

language depends on social relationships that exist between speakers. 

Close relationship in a much shared environment leads to a restricted 

code using more gesture, facial expression and shorter sentences. 

Relationships not close lead to more elaborated verbal messages. 

The lower class child is handicapped by being exposed to a restricted 

code only. This problem is supported in Metfessels' (1966) findings. 

His study indicated that second grade children from concept deprived 

backgrounds possessed a comprehension vocabulary only one-third 

that of their peers. 

Along with Bernstein, Gray and Klaus (1963) also found that the 

language models to which impoverished children are exposed are often 

not only meager, restricted and grammatically incorrect according to 

standard English but also primitive. This they felt limited divergence 

and elaboration in children's thinking and thereby also limited ability 

to comprehend. Hess and Shipman (1965) in an experiment investigating 

the language control of mothers with their children found that the 



mother's manner of speaking influences language development. They 

reported finding that a "restricted code" rather than elaborated 

language and more rigid control systems were characteristic of 

deprived families. 

Khator (1951) reported finding that young children from upper 

classes talked more about themselves and their possessions while 

lower class children talked more about the outside world of people, 

of the immediate present, or what they would do in the future. While 

upper class children listened to each other and commented freely and 

spontaneously, lower class children remained silent until drawn out. 

Also he found that upper class children would discuss procedures, 

sticking to the subject where lower groups tended to drop the problem 

and engage in stories of personal experiences, often relying on gestures, 

or expressions of "you know what I mean, " instead of coming to grips 

with the expression of an idea. 

Milner's (1963) investigation exploring the relationship of 

language use in the home and first grade reading achievement revealed 

that high achievers were read to more often and engaged in conversation 

with their parents more often than the low achievers. She also noted that 

in the homes of many low scoring children, there was no positive 

atmosphere and that there appeared to be little chance for them to 

interact with adults valued by them, who had adequate speech patterns. 

In comparing first-grade language scores she found that the lowest 
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third did not eat breakfast with their parents and took part in no two-

way conversations with adults before leaving for school. Some were 

given orders and instructions but there was no outward show of 

affection on the part of parents. They received a good deal of direct 

physical punishment instead of the control involving oral communica

tion used with children who had scored in the upper third on language 

measures. 

Watts (1964) reported from a study in Birmingham, England, 

that the preschool children from wealthier districts scored on an 

average of 50 per cent higher on vocabulary than did children from 

poor districts. However, the difference seemed to narrow until by the 

age of fourteen there was little difference on vocabulary scores between 

the groups. Watts concluded that judging and comparing children's 

intelligence may be dangerous unless they have been brought up in 

similar environments and have had some kind of school training which 

is also similar. 

An investigation of the relationship between errors on a 

syntactical language development and socio-ethnic status of first-grade 

children was done by Ruddell and Graves (1968). Analysis of error rate 

showed a significant positive correlation between error rate and socio-

ethnic status. It was concluded that this reflected the higher socio

economic Caucasian group's exposure to standard English used by adult 

models in their preschool years. 
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Templin (1957) found language development of children from 

lower socio-economic levels retarded about one year. Boys matured 

one year later than girls in expression. However, Menyuk (1963b) in an 

analysis of first grade and preschool children's speech according to 

Chomsky's transformational grammar techniques, reported no 

significant differences between boys and girls'  performances of I. Q. 's 

120 or above who came from upper class families. 

It is commonly assumed that learning two languages will slow 

down the language learning process. The three studies of Smith (1939) 

support this assumption. She concluded that though it may not delay 

the beginnings of speech, it is likely to hamper language development 

later. In a study of preschool and first school year children of Hawaii, 

those who had used pidgin English or other languages at home were found 

to. be retarded to the point where they were at about the level of three-

year-olds in a less bilingual environment. 

Manuel (1950) in summarizing the studies on bilingualism 

reported that research indicates that in general, children from foreign-

speaking homes do appear to be at a disadvantage in English-speaking 

schools. 

Verbal mediation research by John and Goldstein (1964) shows 

that a child's verbal interaction with a mature speaker aids in development 

of verbal control by providing a testing ground for tentative ideas about 

word meanings. Another study on background variables by Davis (1932) 



showed that language facility developed more rapidly in families of 

only children when compared to families of children with siblings. 

The findings of Koch (1954) indicated that the child with the greatest 

facility in verbal skills tends to be the first-born whose next sibling 

arrives two to four years later. She concluded that this is due to the 

fact that they get the relatively undivided attention of the mother. In 

lower class families children are generally closely spaced and do not 

receive this close attention. 

In comparing young children reared in institutions with those 

reared at home, Rheingold (1961) found significantly more talking to 

infants at home. She estimated this to be from five to nine times as 

much. Children reared at home were also found to vocalize more. In 

researching effects of experimental forms of mothering, Rheingold 

and Bayley (1959) discovered that children with single mothering 

experience excelled those having six to eight mother surrogates. The 

investigators suggested that some of the language problems of lower-

class children may result from the fact that fewer of them have a single 

mother-child relationship in early years. 

Language development of young orphanage children who have 

had little contact with adults can be improved. Dawe (1942) in a study 

with orphanage children gave one group of nursery school age children 

about fifty hours of discussion, listening and excursion experiences. 
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These children, she found, made significantly greater gains than the 

control group in the same institution. 

Watts (1964), in an investigation with preschool children in 

England, reported that story-telling and reading aloud to children was 

useful for development of language at that level. Forty nursery rhymes, 

he maintains, introduces four hundred new words. 

In the classroom, Bellack and Davitz (1963) reported finding the 

teaching act has a definite structure which is controlled through structur

ing and soliciting moves of the teacher with the pupils' role being one of 

responding to the teacher. The teacher's language in this instructional 

role, they concluded, is an important determiner of what pupils learn, 

including both content and process. Taba, Levine and Elzey (1964) 

determined from their research in children's thinking that the teachers' 

questions are the most important aspect of classroom language. 

The Tannenbaum (1968) study demonstrated that using local 

teaching aids in center city school first grade reading programs brought 

about significantly higher achievement in reading over control groups as 

measured by standardized reading tests. Along this same line Cohen 

(1968) found that reading a story each day to children in primary grade 

classrooms resulted in a significantly higher achievement in vocabulary, 

word knowledge and reading comprehension over control groups. 

A study by Gladney and Leverton (1968) dealt with development 

of a model for teaching standard English to non-standard English speaking 



children in kindergarten through third grade. Children were exposed 

to incidental "school talk" and "every day" talk with special emphasis 

on verb usage. Results indicated significant differences in favor of 

experimental groups. In addition the investigators proved the value 

of using an instruction model which respects and accepts children's 

dialect and, at the same time, helps children to recognize and learn 

standard English. 

Adults may not be serving as effectively as language models 

as they should be. Both Brown (1958) and Miller and Ervin (1964) in 

studies based on children under four years of age, found that adults 

simplified their language patterns when speaking to them. Granowsky 

and Krossner (1970) compared an analysis of kindergarten teachers' 

speech with other teachers and with children in their classes. They 

found significant differences as in their speech to children they used 

shorter sentences, fragments and less elaborated sentences. Hahn 

(1948) in checking first graders found that they used more elaborated 

and compound sentences when speaking to other children in the classroom 

than when speaking to a teacher or an adult. 

Vocabulary deficits as a causal factor in reading failure has 

been investigated by researchers who claim to have found no high 

relationships between measures of this and reading. In a study with 

urban disadvantaged black children Cohen and Kornfeld (1970) concluded 

th.il while these children had smaller vocabularies and less experience 



in labelling and categorizing than middle class black or white children, 

it was not proved that vocabulary deficiency is exactly a cause or 

contributor to reading retardation in disadvantaged children. Compar

ing lists of standard middle class oriented basals of the 1950's, they 

found that the children have at least 79 per cent of the conceptual 

vocabulary used in the readers. However, since only lists of words 

were used, the study evidently did not concern itself with length of 

sentences and number of words measured with reference to syntax. 

The researchers concluded from their findings that paucity of conceptual 

vocabulary in these children cannot be used as an excuse for reading 

retardation in the primary grades. They found that when conceptual 

vocabulary is not confused with output or articulation, these children 

could handle most of the conceptual vocabulary in beginning readers. 

They also hypothesized on the basis of their study that an analysis of 

the syntactic demands in the basal readers will not show that they are 

too divergent from that used by these children. 

The majority of the differences between the vernacular of these 

children and standard English appears to be on the surface rather than 

at the underlying levels of language. Baratz and Povich (1968) found 

that lower-class black children could comprehend standard English 

sentences sufficiently to repeat them in nonstandard dialect. She 

concluded that the fact that these children were able to give back a non

standard equivalent given a sta dard English sentence, indicates that th. 
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had understood the content of the English sentences, in spite of the 

possibility that some information loss may occur. 

Several linguists working in large cities as Labov and Cohen 

(1967) in New York, Stewart (1965) in Washington, D. C. , and 

McDavid (1965) in Chicago, are building up evidence that the disadvan

taged child in these cities speaks a language that has a system which 

differs from that which they meet at school. Recent research by 

Baratz and Povich (1968) with sentence repetition experiments clearly 

indicated that middle class white children have as much difficulty 

repeating syntactical constructions commonly used by the negro child 

as the negro child has with the middle class forms. This the investigator 

felt may indicate that language differences rather than deficiency needs 

to be emphasized and that there may be confusion of language 

competency and language performance. 

Summary 

The studies reviewed in this section show that culturally 

different or disadvantaged children may often be handicapped in their 

use of the standard dialect used in classroom English. Statements that 

speakers of nonstandard dialects cannot express themselves as fully as 

speakers of standard dialects are being refuted. However, increasing 

evidence indicates that such things as home and family relationships, 

availability of adult models, educational values and richness of experience 
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backgrounds for language can definitely influence abilities in receptive 

and productive language growth. 

Investigations Related to Affective Mobilizers of 
Language Learning 

A system of language must in some way account for an 

individual's interests, attitudes and values which go into performance 

through his objectives and goals. It reflects the inner meanings of 

ideas, emotions and images of the user. In the Durkin (1966) research 

with preschool readers, findings revealed them to be children who were 

serious and persistent, able to concentrate and of a curious nature. 

She also found them to be children who wanted to try out writing before 

they attempted any reading. This appeared to hold more fascination for 

them. 

Curiosity as an aspect of reading was studied by Maw and Maw 

(1962). Teachers were trained to rate about 1,000 students on the 

curiosity they displayed in the classroom. Children rated in the upper 

one-third, lower one-third, upper one-half and lower one-half of the 

rating were matched on the basis of verbal and non-verbal intelligence. 

The investigation indicated that differences between the higher and lower 

curiosity groups in reading comprehension were significant at the .  05 

level or better. The researchers concluded that children of high 

curiosity tend to sense the meaning of sentences more accurately than 

do low-curiosity children. 
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Kress (1955) reported in a study of achieving readers compared 

with non-achieving readers that achievers demonstrated more 

initiative and were able to persist in problem solving under changing 

conditions. They also tended to be more flexible in their thinking 

abilities with use of more abstract concepts. The slower readers 

tended to be restricted to more concrete concepts and were less able 

to project themselves into the future. All of this was supported by 

evidence in research carried out by Kahn (1965) and Jan-Tausch (1961). 

Josephine Piekarz (1954) in studying children with strong 

negative attitudes toward parents reported finding that while such 

children could function well at the literal level in reading, their read

ing at the interpretation and evaluation level was generally distorted. 

Those who interpreted selections well showed a greater variety and 

number of responses, moved freely from generalities and literal surface 

meanings to the implied meanings, remained objective and impersonal, 

used their own experiences only to prove or reject a point and had a 

better attitude toward parents. The readers giving inaccurate inter

pretations gave responses that were directed to surface, literal mean

ings, became personally involved and were unable to view the selection 

objectively. They were unable to distinguish their own ideas from that 

of the author's. Piekarz also noted in her study that the more 

ambiguous a statement is, the more it is perceived, conceived and 
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remembered in harmony with a reader's attitudes. The more intense 

or emotional an attitude is, the less subject it is to change through 

reading. 

Regardless of whether anxiety plays a primary or secondary 

part in reading problems, its presence can have detrimental effects. 

Phillips (1967) and also Sarason and Hill (1966) have reported a negative 

relationship between anxiety and reading achievement in the elementary 

school. Sarason's work indicates that children whose anxiety decreases 

from first to third grade show concomitant increases in reading achieve

ment scores. 

Research evidence clearly demonstrates a persistent and 

significant relationship between the self-concept and academic achieve

ment. Durr and Schmatz (1964) investigated differences between 

achieving and underachieving elementary-school children and reported 

that underachievers were more withdrawing and tended to lack self-

reliance, a sense of personal worth and a feeling of belonging. They 

also found behavioral immaturity and feelings of inadequacy. An 

extensive study carried out by Brookover, Patterson and Thomas (1965) 

reported that student concepts of their own ability and their grade point 

averages were significantly related to each grade level even after 

intelligence was factored out. They also noted specific concepts of 

ability which are related to specific academic areas and which differ 

from the self-concepts of general ability. Self-concept was also 
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significantly and positively related to perceived evaluations of students 

by other persons significant to them. 

Another interesting finding of these studies showed that while 

students who report low self-concepts rarely perform at above average 

levels a significant proportion expressing high self-concepts do not 

perform well. This led to possible suggestion that something else in 

addition to confidence in academic ability is needed. They hypothesized 

on the basis of their study that while confidence in one's academic 

ability is necessary, it alone is not sufficient to insure academic success. 

Other studies tend to support this. Soares and Soares (1969), 

in a study of self-perceptions of advantaged and disadvantaged 

elementary-school children, found more positive self-perceptions 

among the disadvantaged. Kerensky (1967) and also Carter (1968) 

produced evidence which questions the commonly held assumption that 

low socio-economic children have lower self-concepts than children 

from better environments. 

Several researchers, Diller (1954), Stotland and Zander (1958), 

Borislow (1962) and Dyson (1967) have investigated conditions under 

which success and failure affect a person's self-concept. In general 

they agreed that low scholastic achievement can lead to significant 

losses in self-esteem suggesting a continuous interaction between self 

and academic achievement and that each directly affects the other. A 

study by Morse (1964) has shown how schools can instill negative 
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feelings in students. He found a gradual decrease in professed self-

regard as children of the primary grades moved through to the 

secondary level. 

There is growing evidence of the connection between reading 

ability and feelings of personal value. Lamy (1965) found that 

perceptions kindergarten children had of self gave as good a predic

tion of first grade reading achievement as intelligence scores. A 

similar study was carried out by Wattenberg and Clifford (1962) 

where the self-concepts of kindergarten children were drawn from 

self-referent statements as they drew family pictures. The results 

indicated measures of self-concepts were predictive of reading 

achievement at the second grade level. 

Zimmerman and Allebrand (1965), in a study of urban elemen

tary-school children of middle to lower socio-economic status, found 

that poor readers lacked sufficient sense of personal worth, freedom, 

stability and adequacy to the extent that they avoided achievement. 

Carlton and Moore (1966) also concluded from their studies that self-

concept tends to be highly related to reading ability. They demon

strated that self-directed dramatization and self-selection of stories 

to read can improve reading skills of elementary children as well as 

bring about favorable changes in self-concepts. 
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Summary 

The investigations reported in this section indicated that such 

characteristics as persistence, ability to concentrate, curiosity and 

flexible thinking abilities are positively related to successful reading 

achievement. While a persistent relationship between self-concept and 

academic performance has been established, there is no proof that it 

is the self-concept which determines scholastic performance or that 

scholastic performance shapes the self-concept. The evidence now 

available suggests a continuous reciprocal interaction between self-

concept and academic achievement. It is suspected that there are 

students, especially among the socially different, who believe in their 

own ability to succeed but who view the school goals as too irrelevant 

or too threatening and thus are not mobilized to take full advantage of 

the possibilities for receptive and productive language development 

available to them there. 

Investigations Related to Reciprocal Relationships among 
the Language Skills 

Research strongly indicates that facility in oral expression, 

especially vocabulary knowledge and understanding of sentence structure 

is important in the development of reading comprehension skills. 

Strickland's (1962) study of children's oral language development and 

reading achievement suggests that a child's ability to use subordination 

and movables in oral expression is closely related to his ability in 
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reading comprehension. A significant relationship was found between 

the two. Children who ranked high on measures of comprehension in 

silent reading and listening were found to make more use of movables 

and elements of subordination in their oral language than did children 

who ranked low on measures of these variables. 

Loban (1963) carried this farther in a longitudinal study of 

children's language development. He found that children who were 

advanced in general language abilities as determined by vocabulary 

scores at the kindergarten level and language ratings by teachers, 

were also advanced in reading ability. The opposite of this was found 

for those with low general language ability. Language achievement 

differences between high and low reading achievers were found to 

increase from year to year with the low group using many more partial 

expressions or incomplete sentence patterns. Loban concluded that 

competency in spoken language seems a necessary base for competence 

in reading. 

More evidence of this relationship was demonstrated by the 

Milner (1951) study on use of language in the home and first grade 

reading achievement. She found that high achieving readers came from 

more enriched verbal environments in comparison to low achievers 

and that they also had more books available. They were read to more 

often and were engaged in more two-way conversation with adults than 

the low achievers. 
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Gibbons (1941) studied the relationship between third grade 

children's ability to understand sentence structure and their reading 

achievement. With a "disarranged phrase test,11  she found a correla

tion of .  89 between ability to see the relationship between parts of a 

sentence and the ability to understand the sentence when intelligence 

was factored out. A correlation of .  72 was found between the ability 

to see the relationship between parts of sentences and total reading 

achievement. 

Ruddell (1965a) developed a first-grade reading program 

based on the oral patterns of language structure identified in the 

Strickland study. At the beginning, meaning change in oral and 

written language as shown by intonation patterns (pitch, stress, 

juncture) as well as punctuation was stressed. Later emphasis was 

placed on the relationships which exist among words in sentences by 

developing meaning change through manipulation of certain elements 

in sentences as part of a paragraph or story. Findings at the middle 

of the year showed significant differences in reading comprehension 

skills favoring the basal reading program using the special supplement 

stressing language structure as related to meaning. The study 

reported correlations of .68 and .44 between children's syntactical 

language development measured early in the year and vocabulary and 

comprehension achievement measured at midyear. 
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At the fourth grade level Ruddell (1965b) examined the effect 

on reading comprehension of patterns of language structure which 

occur with high and low frequency in children's oral language. When 

readability level was controlled, the researcher found reading 

comprehension scores on material with high frequency patterns of 

language structure were significantly superior to those written with 

low frequency patterns of language structure. 

The relationship between listening and reading is shown to 

be significant with certain common factors accounting for a degree 

of the positive correlations. Kelty (1954) explored the effect of train

ing in listening for certain purposes on ability to read for the same 

purposes. Her findings showed that practice in listening to note 

details of a selection produced a significant gain in reading for the 

same purpose. Training in listening to decide upon the main idea and 

to draw a conclusion showed a positive but not significant change in 

reading for these purposes. 

A study reported by Hampleman (1955) indicated that the listen

ing comprehension of fourth and sixth grade children was found to be 

significantly superior to reading comprehension but an increase in 

mental age resulted in a decrease in the difference between listening 

and reading comprehension. Young (1936) found that children retained 

more from an oral presentation by the teacher than from silent reading 

by themselves. Children who did poorly in comprehension through 
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listening were also found to perform poorly in comprehension through 

reading. Young concluded that children improve ability to comprehend 

through reading at the same rate that they improve their ability to 

comprehend through listening. 

Gates (1939) found that the ability to listen to a story and to 

supply a reasonable ending was the best single predictor of success in 

learning to read. Larsen and Feder (1940) also found that a high 

relationship existed between hearing comprehension and reading 

comprehension. Biggins (1961) in a more recent study tested 124 second 

and third grade children using the California Achievement Test and a 

listening comprehension test. Performance on these tests were 

correlated with mental ages and with teacher rating of children's listen

ing ability. Correlations ranged from . 45 with listening and reading 

in grade two to .  75 with listening and mental age in grade three. 

Research findings also indicate similarities in growth patterns 

of oral and written language development. Loban (1963) reported that 

evidence from his study indicated that children who were rated superior 

and above average in oral usage were also rated above average in 

writing. Those below average in oral language were also below average 

in written language. Winter's (1957) findings of low stable relationships 

between oral language vocabularies and writing abilities of the first 

grade children support the Loban findings. 
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A study conducted by Wilson and Flemming (1940) concerned 

itself with word recognition, phonic analysis and writing. They found 

a close correlation between these skills and progress in primary-

grade reading. 

The effect of manuscript writing on reading has been studied 

by several people. Houston (1938), Long and Mayer (1931) and 

Voorhis (1931) all concluded that manuscript writing helped pupils 

read what they had written and also contributed to success in reading 

in the early grades. The Cutright (1936) study with matched groups 

in second grade revealed that children who wrote manuscript used a 

greater number of different words in original compositions and 

misspelled fewer words. 

In a study related to spelling Morrison and Perry (1959) gave 

ail achievement test and a mental maturity test to 1, 007 children. They 

found a high correlation between spelling and general reading abilities. 

They drew a further conclusion that there were higher correlations in 

the lower grades than in upper grades. Similarly Betts (1946), 

Durrell (1940), Harris (1947) and Russell (1946) have all found that good 

reading and good spelling go together, and that poor readers are 

usually also poor spellers. 

Summary 

The studies reviewed in this section indicate a high degree of 

interrelatedness among the various types of language abilities. The 
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child's ability to handle written material through reading and writing 

appears to be directly related to his maturity in the speaking and 

listening aspects of language development. Interrelationships among 

the language arts skills are very much apparent and leave little doubt 

as to the reciprocal aspect of receptive and productive language learning. 

Investigations Related to Instructional Language Experiences 
as Identified in the Language Experience Model 

Increasing numbers of research studies are investigating 

approaches to the teaching of beginning reading which bring the communi

cation or language arts skills (speaking, listening, writing and reading) 

together as a unit. In a five year comparative study of the basic approach, 

individualized approach and the language experience approach, Allen 

(1962) reports that children taught by the language experience approach 

made as much or more progress in reading as measured on standardized 

tests than did pupils taught through individualized and basic approaches. 

In addition, the study identified "twenty major language experiences which 

are important for effective communication" and which become the major 

framework within which children learn to read through experience (Lee 

and Allen 1963). 

In the twenty-seven first grade reading studies sponsored by the 

U. S. Office of Education (1967), six studies dealt with a language 

experience approach. The language-experience model developed in the 
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Department of Education, San Diego County, California (1961) study-

was used completely or in some modified form in each of these six 

studies. 

Hahn (1967) studied three approaches to beginning reading 

instruction. These were the I. T.A. , Language Experience and Basal 

Reader. While Analysis of Variance results indicated that no one 

method was consistently superior to the other two, I. T. A. and Language 

Experience approaches gave significantly higher scores on the Word 

Reading Test of the Stanford Achievement Battery. Language 

Experience and the Basal Reader approaches produced significantly 

better spellers. 

Vilscek, Morgan and Cleland (1967) examined the effects and 

outcomes of the Coordinated Basal Language Arts approach of the Scott-

Foresman materials and the Integrated (Language) Experience approach. 

The results showed that the Language Experience approach pupils had 

significantly higher mean scores on word meaning, paragraph meaning, 

vocabulary and word study of the Stanford Achievement Battery. They 

were also significantly higher on scores of the Gates and Karlsen Word 

Lists, on the Creative Writing Mechanics Ratio and the Flexibility and 

Elaboration Indices of the Product Improvement Task, Minnesota Tests 

of Creative Thinking. 

Kendriclc (1967) compared the Language Experience approach 

with the Basal Reader approach. Although for most of the analyses 
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performed there were no significant differences, the results of this 

study indicated that the experience approach apparently does something 

to increase interest in reading in lower class males. Both males and 

females also showed the method to favorably affect writing as they 

excelled in the total number of words written. An added finding showed 

upper-class females to be superior in arithmetic when instructed by 

the experience approach. 

An interesting and somewhat different study involving Spanish-

speaking children was carried on by McCanne (1967). In comparing 

basal and language experience approaches to reading, this investigator 

concluded that while the highest achievement in reading skills was found 

with the basal approach, certain culturally determined behavior and 

thinking patterns may have been partly responsible and that nothing in 

the study "should be construed as unfavorable" to the language experience 

program. Language experience approaches were found to have particular 

strengths in oral vocabulary and writing fluency. 

Harris and Serwer (1967), comparing a language experience 

approach with basal skills approach in teaching disadvantaged Negro 

children, found conclusions similar to others. Differences among 

methods were sufficiently small to be considered inconclusive. 

Stauffer (1967) compared the effectiveness of a Language Arts 

approach to a Basal Reader approach in the first grade for reading 

instruction. Full pre-test and post-test analyses were made of 433 
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students in twenty first-grade classrooms. In general, Stauffer con

cluded that the Language Arts approach is an effective method of 

teaching reading in the first grade. 

A two year extension of the first grade reading studies 

sponsored by the U. S. Office of Education in 1964 provided new 

evidence in relation to the language experience approach. 

Stauffer and Hammond (1967) extended the above first-grade 

study into second grade. The researchers concluded from this study 

that, in general, both the Language Arts and Basal Reader approaches 

are effective means of instruction at the second-grade level. An 

examination of the data, they felt, suggests quite clearly that the 

Language Arts approach is the more effective of the two. 

Stauffer and Hammond (1969) extended the above study into the 

third-grade level. Of all the tests of significance the Basal Reader 

approach showed a significantly better performance on only one 

measure--the Arithmetic Computation Sub-test. The evidence clearly 

showed superior performance by the Language Arts group. The 

investigators concluded that previous inconclusive findings are "short-

term effects." This longitudinal study shows that the Language 

Experience or Language Arts approach to reading instruction through

out the primary grades will reap significant benefits not obtained with a 

Basal Reader approach. The superior performance in reading by the 

children in the Language Experience approach can, they suggest, most 
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likely be attributed to the functional use of all the communication skills 

(listening, speaking, reading and writing) on an interactive basis. 

Blanche Serwer (1969) reports on the Harris CRAFT longitud

inal study using the Language Experience Approach with twenty-four 

classes of children of low socio-economic status. Results showed 

significant gains in reading during the third year follow-up favoring 

the Language Experience program over the Basal Reader. 

Riendeau (1969), a first year teacher, not only proved that the 

Language Experience approach to reading is successful, but also that 

it can be used effectively by a first year teacher. In comparing first 

grade groups of children from various ethnic groups, she found that 

the children taught with the Language Experience approach clustered 

between grade level scores of 2. 5 and 4. 0 on the Gates Primary Read

ing Tests while those having had the basal clustered between 2. 0 and 3. 0. 

Summary 

Studies involving the use of the Language Experience Approach 

have demonstrated that there are strengths and values in using a program 

which is based on the rationale that underlies the Language Experience 

Approach. The three strands which summarize the twenty language 

experiences of this approach include extension of the child's own language 

from experiences to words, study of the English language and relating 

other authors' ideas to the child's personal experiences. These 
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identified strands then are contributors to the development of skill in 

reading when children learn to read through the personal satisfaction 

of such language experiences. 



CHAPTER 3 

RESEARCH PROCEDURES 

This chapter describes 1) the design of the study, 2) the 

sample population, 3) the instrument for gathering data and 4) the 

treatment of data. 

Design of the Study 

This study was undertaken to assess the extent to which the 

language base as described in the Language Experience Approach 

Rationale is supported in the Arizona state adopted first-grade reading 

textbook teacher guides. The major purpose was not one of attempting 

to determine which individual reading series on the state adopted list 

might prove to be stronger or weaker in presentation of a language base 

for activities as suggested in the first-grade reading teacher guides. 

The goal was one of determining what combinations might prove to be 

indicators of areas of emphasis in the adoption as a whole. 

An evaluation instrument for classifying language experience 

activities as suggested by the rationale of the Language Experience 

Approach was developed. It was found that illustrative examples were 

needed to clarify what each activity involved. After these were added 

the instrument was tried experimentally. Tlie first time copies of 

50 
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several pages were given to members of an under-graduate language 

arts course in elementary education. From the results of the pages 

classified by them, several error patterns due to confusing category 

descriptions were found. The instrufnent was then corrected and the 

same procedure was repeated with another class. After error patterns 

were corrected again by adding or re-stating illustrative examples, 

the instrument was given to several reading specialist students for 

classification of items in teacher guides for first grade reading. 

In this third experimental trial five students who were working 

on the reading specialist degree were trained in the use of the instru

ment. They were then asked to classify five pages from the study 

sample which had been randomly selected. To insure a random sampl

ing the following procedure was followed: 

1. Each of the 20 reading series was given a number between 1 and 

20. 

2. Five numbers between 1 and 20 were drawn. The numbers 2, 

4, 11, 8 and 5 were pulled. These were the numbers of the 

Harper-Row, Macmillan, Heath, Harper-Row (Linguistic 

Readers) and Scott Foresman series. 

3. To provide for a random level representation, the same 

procedure was used as the one for selection of the series. 

Book levels represented by each series were numbered and 

drawn. The first level drawn from each series was used. 



52 

4. With the use of a random table of numbers, one page of the 

study sample pages was selected from each book. 

5. This gave five pages with a total of 24 activities. 

When the classifications made by the group were compared with the 

researcher's classifications, a 93 per cent average correct was found. 

Their high degree of agreement established the reliability needed for 

using the instrument in classifying the sample pages previously 

collected for the study. 

Copies of each of the 76 first-grade reading textbook teacher 

guides from the twenty series as listed on the Arizona state adopted 

list were collected. Five random pages were selected from each by 

means of the Kendall ,Smith Table of Random Numbers (1938). Follow

ing the experimental use of the evaluation instrument as described 

earlier, these five pages were analyzed in relation to the activities 

found on each one. The activities were classified and tallied according 

to the twenty language experiences listed on the evaluation instrument. 

This data was then quantified and summarized to show profiles of the 

various patterns and implications demonstrated by the procedure in 

relation to the findings. 

The Sampling Procedure 

In June of 1971 a copy of the list of state adopted textbooks in 

the state of Arizona was obtained. This list consisted of four groups of 
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reading materials adopted for reading instruction at the first grade 

level. One other category, dictionaries, was not considered as reading 

text material and was disregarded. Books listed under the following 

categories were chosen as the total sample: 1) Reading-Basic, 2) 

Reading-Special Needs, 3) Literature-Basic and 4) Phonics-Basic. 

The Characteristics of the Sample 

The first classification, Basal Reader, consisted of five basal 

reader series: 

Reading Basic 

Allyn and Bacon, Inc. 
Basic Reading Series 

Harper and Row Publishers, Inc. 
The Harper and Row Basic Reading Program 

J. P. Lippincott Company 
Basic Reading Series 

The Macmillan Company 
The Macmillan Reading Program 

Scott, Foresman and Company 
Scott, Foresman Total Reading Program 

The second classification, Reading-Special Needs, consisted of 

five series: 

Reading-Special Needs 

Encyclopedia Britannica Educational Corporation 
Language Experiences in Reading 

Field Educational Publications, Inc. 
The Time Machine Series 
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Harper and Row Publishers, Inc. 
The Linguistic Readers 

Reader's Digest Associates 
Reading Skill Builders 

Science Research Associates 
Reading Laboratory 

The third classification consisted of five sets of basic litera

ture textbooks: 

Literature Basic 

D. C. Heath and Company 
Reading Caravan Series 

Holt, Rinehart and Winston, Inc. 
Sounds of Language 

Lyons and Carnahan 
Pacesetters in Personal Reading Series 

Charles E. Merrill Publishing Co. 
Treasury of Literature 

L. W. Singer Company, Inc. 
The Singer/Random House Literature Series 

The last group consisted of five basic phonics textbooks: 

Phonics Basic 

The Economy Company 
Phonetic Keys to Reading Series 

Ginn and Company 
Ginn Word Enrichment Program 

Lyons and Carnahan 
Phonics We Use Series 

Phonovisual Products, Inc. 
Phonovisual Units for Classroom Use 
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L. W. Singer Company, Inc. 
Structural Reading Series 

Each adopted reading textbook series consisted of a book or 

several texts at the first grade level. These were separately sampled 

and consisted of the following in the basic classifications: 

Allyn and Bacon, Inc. , Basic Reading Series (Sheldon and 

Mills 1968) 

1. Picture Stories - reading readiness^ 

2 2. Picture Stories and Words - reading readiness 

3. At Home - preprimer* 

o 
4. Here and Near - preprimer 

3 5. Look at Me - preprimer 

6. Our School - primer 

7. Our Town - grade 1 

Harper and Row Publications, Inc. (O'Donnell 1966) 

1. Off We Go with Stories - reading readiness* 

2. On Our Day to Read - reading readiness 

3. Janet and Mark - preprimer* 

2 4. Outdoors and In - preprimer 

5. City Days, City Ways - preprimer 

6. Just for Fun - preprimer^ 

7. Around the Corner - primer 

8. Real and Make Believe - grade 1 
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J. P. Lippincott Company (McCracken and Walcutt 1963) 

1. Book A - preprimer 

2. Red Book - preprimer 

3. Book B - primer 

4. Blue Book - primer 

5. Book C - grade 1* 

6. Orange Book - grade 1* 

2 
7. Book D - grade 1 

The Macmillan Company, the Macmillan Reading Program 

(Harris and Clark 1966) 

1. We Begin - reading readiness* 

2 2. How We Read - reading readiness 

3. Opening Books - preprimer* 

2 
4. A Magic Box - preprimer 

3 5. Things You See - preprimer 

6. Worlds of Wonder - primer 

7. Lands of Pleasure - book 1 

Scott, Foresman and Company (Robinson, Monroe and Artley 

1. We Read Pictures - reading readiness* 

2 
2. We Read More Pictures - reading readiness 

3 
3. Before We Read - reading readiness 

4. Sally, Dick and Jane - preprimer* 

1962) 
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2 5. Fun with Our Family - preprimer 

O 
6. Fun Wherever We Are - preprimer 

7. More Fun with Our Friends - primer* 

2 
8. Guess Who - primer 

9. Fun with Our Friends - book 1 

Encyclopedia Britannica Press - Language Experiences in 

Reading (Allen and Allen 1966) 

Level I 

Field Educational Publications, Inc. , The Time Machine 

Series (Darby and Hornaday 1965) 

1. Leonard Visits Space - preprimer 

2. Leonard Visits the Ocean Floor - primer 

3. Leonard Discovers America - grade 1 

Harper and Row, Publishers (Stratemeyer and Smith 1967) 

1. Frog Fun - preprimer* 

2 2. Tuggy - preprimer 

3. Pepper - preprimer 

4. Six in a Mix - primer 

5. It Happens on a Ranch - book 1 

Reader Digest Associates, Reading Skill Builder (Bamman and 

Whitehead 1966) 

Level 1 

Level 2 



Level 3 

Level 4 

Science Research Associates (Parker and Scannell 1969) 

Reading Lab. - grade la 

D. C. Heath and Company (Witty and Bebell 1968) 

1. Peppermint Fence - primer 

2. Sky Blue - book 1 

Holt, Rinehart and Winston, Inc. (Martin 1966) 

1. Sounds of Home 

2. Sounds of Numbers - primer 

3. Sounds around the Clock - book 1 

Lyons and Carnahan (Lumley 1969) 

1. The Fish Who Weren't and Other Stories - preprimer 

2. Moon City - primer 

3. Thief in the Basement - grade 1 

Charles E. Merrill Publishing Company (Jacobs I960) 

1. Seesaw - primer 

2. Merry-Go-Round - grade 1 

L. W. Singer Company, Inc. (Iverson and DeLancey 1968) 

1. Sidewalks - primer 

2. Skylines - grade 1 
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The Economy Compeiny, Phonetic Keys to Reading Series (Harris, 

Creekmore and Greenman 1964) 

1. Tag - preprimer 

2. Dot and Jim - primer 

3. All around with Dot and Jim - grade 1 

Ginn and Company, Ginn Word Enrichment Program (Clymer, 

Barrett and Burmeister 1964) 

1. Look and Listen - grade 1* 

2 
2. Consonant Sounds and Symbols - grade 1 

3 
3. Vowels and Variants - grade 1 

Lyons and Carnahan (Halvorsen 1964) 

1. Phonics We Use, Book A - grade 1 

2 .  Phonics We Use, Book B - grade 1 

Phonovisual Products, Inc. (Schoolfield and Timberlake I960) 

1. Phonovisual Unit for Classroom Use - grade 1 

L. W. Singer Company, Inc. (Stern, Gould, Stern and Gartler 1966) 

Structural Reading Series 

1. We Learn to Listen, A. - preprimer 

2. We Discover Reading, B. - primer 

3. We Read and Write, C. - grade 1 

The Data-Gathering Instrument 

The instrument used to collect and analyze the data for this 

study was based on the twenty language experiences found to be 
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important to successful reading achievement in early reading develop

ment. 

Basic Criteria and Rationale 

A Reading Study Project was undertaken by twelve elementary 

school districts in San Diego County, California, during the 1959-60 

school year. Sixty-seven teachers, grades one through six, were 

selected to participate in a study to determine criteria for selecting 

activities and the rationale for each criterion. The basic document 

developed from the study is reported in a monograph (Department of Edu

cation, San Diego County 1961) which explains the organization and use 

of the criteria and rationale of the approaches to teaching reading when 

using a language Experience Approach. 

The Cooperative Research Project 2576 (Kendrick 1966) was 

an extension of the San Diego County Reading Study Project. The 

report lists the criteria and rationale of the language experiences as 

follows: 

CRITERIA 

1. The teacher creates 
situations in which 
each child feels encour
aged to produce something 
of his own thinking and 
interest using familiar 
media such as crayon, 
pencil and paint. 

" RATIONALE 

1. All learning must be based 
upon the previous experience 
of the learner. In expressing 
what he knows the child should 
use familiar media of expres
sion. Those which are normally 
used in the home and the kind -
garten should be continued in'' 
the first grade and beyond. 
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CRITERIA 

2. The teacher gives each 
child an opportunity to 
express his thinking 
through oral language. 
The child responds as an 
individual, as a member 
of a small group, or in 
the total class group. 

3. In the primary grades, 
the teacher extracts from 
the oral expression of the 
individual a sentence or 
two which summarizes his 
story. The teacher records 
the child's story in summary 
form for the child and in his 
presence, using as much of 
the child's language (his 
particular mode of expres
sion) as possible. 

RATIONALE 

2 .  Oral language is a base from 
which written language emerges. 
Until the child is able to ex
press his ideas through speech, 
he is less able to communicate 
effectively with others and has 
a limited basis upon which to 
build a writing-reading vocab
ulary. 

3. A fundamental concept which 
the child must hold about "what 
reading is" is that it is speech 
written down. As the child 
sees his own speech taking the 
form of writing he is develop
ing readiness for both writing 
and reading. By using the 
child's expressed thoughts, 
meaningful content related to 
his background of experience is 
provided. He is thus able to 
identify more closely with the 
written material. 

4. When using small groups, the 4. 
teacher records the story in 
the presence of the children, 
having them arranged so that 
they can observe the writing. 

5. As the teacher writes he takes 5. 
opportunity to call attention 
to letter formation, relation
ship of beginning sounds to the 
symbols used, repetition of 
sound and symbol in many 
situations, capitalization and 
punctuation, and sentence 
sense. 

The informal grouping around 
the teacher as he writes the 
dictation of one child after 
another gives all children a 
feeling of participation in the 
total experience of the group. 

The natural way for a child to 
understand "what reading really 
is" is to observe the recording 
of his own speech with the 
letters of the alphabet. Teach
ing language skills with 
reference to an actual meaning
ful task is an effective procedure. 
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CRITERIA 

The teacher and children 6. 
carry on informal discus
sions which relate to the 
problem of helping them 
understand that what they 
say is being symbolized 
with the letters of the 
alphabet. 

The teacher binds the 7. 
productions of small 
groups into books that 
can be used in follow-up 
activities in the class
room. The teacher may 
have the same group 
involved in such activities 
as recalling what was 
recorded on a previous 
day, recognizing letters 
and words, matching 
words that are alike, 
suggesting a new story, 
etc. One group of 
children might read 
pupil-produced books 
developed by other groups. 

As soon as the teacher is 8. 
aware that a few children can 
copy simple words, he helps 
them to write what they call 
their own stories. These 
are usually such stories as 
might accompany a self-
portrait, recording a 
recent experience, planning 
individual or group activities. 

RATIONALE 

When the child has insight into 
the understanding of the reasons 
and procedures underlying a 
written language system, his 
ability to make use of the 
system is enhanced. 

He understands that what he has 
represented in painting and 
drawing and said orally can be 
symbolized in conventional 
written form and read. 

Interest in learning to write and 
read is stimulated by the use of 
materials produced within the 
classroom. Reading books 
authored by pupils in a class 
motivates the child to try to 
achieve competence in reading 
beyond normal expectations. As 
the teacher and children work with 
reading material which has been 
produced in the classroom, there 
is increased interest in analyzing 
the skills involved in producing a 
book. The appreciation and skills 
derived from these activities help 
children to move with enthusiasm 
into the reading of commercially 
prepared reading materials. 

Children who are helped to move 
into writing on their own at an 
early age are developing a balance 
in communication skills which is 
desirable for better understand
ing of our language and its use in 
daily life. Simple beginnings in 
writing in the early part of the 
first grade are challenging and 
interesting to children. A basic 
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CRITERIA 

A variety of independent 
activities (using crayon, 
pencil, paint, etc. ) is 
open to the child during 
the time in whichhe is 
not directly involved in 
individual or small group 
sessions with the teacher. 
These pupil products may 
serve as the bases for 
total class experiences 
in language. The child's 
interpretation of his 
independent work is 
recorded by the teacher 
or the child himself for 
the whole class to see. 
In this way, provision is 
made for an additional 
experience from which 
the class is able to see 
how thoughts are recorded 
in writing. Instruction in 
skills appropriate to the 
task at hand, plus further 
discussion of the 
purposes of writing can 
be carried on in this type 
of situation. 

RATIONALE 

objective of language instruc
tion is to help the child 
recognize and capitalize upon 
the natural interrelatedness of 
writing, reading, speaking and 
listening. 

9. Most children seek activities 
such as painting, crayon sketch
ing, dramatizing, etc. because 
they have experienced some 
previous success in using these 
media. Young children are able 
to express their ideas more 
freely through such activities 
as these than through writing 
alone since these activities 
place fewer restrictions on ideas 
and vocabulary. The individual 
child sees a clearer purpose for 
his independent work when his 
own product is used for instruc
tional purposes. Children who 
have mastered the basic skills 
of writing in conjunction with 
reading will continue to find it 
helpful to use a variety of media 
in communicating. 

The teacher and children 10. 
develop a simple routine 
for guiding and utilizing 
children's independent 
activity productions. This 
routine might include 

The establishment of simple 
routine procedures allows the 
teacher and children to plan 
activities over an extended 
period of time. Thus language 
activities that are held on 
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CRITERIA 

(a) procedures for selecting 
and distributing materials, 
(b) procedures for display
ing or storing products, 
(c) procedures for present
ing the material and sharing 
experiences. 

11. The teacher utilizes the 11. 
activities and procedures 
which provide the back
ground and motivation that 
enable the individual child 
to make a self-commitment 
to write on his own. The 
teacher is constantly alert 
to the emergence of such 
a development in each 
child. 

12. After the child makes the 12. 
self-commitment, the 
emphasis in the teacher's 
role changes from one of 
motivating the child to one 
of facilitating his develop
ment in the communication 
skills. The teacher 
encourages the child to 
express his experiences 
in appropriate forms of 
communication. Assist
ance is given the child in 
planning his independent 
effort and in the specific 
skills required for it. 

13. The teacher may invite 13. 
other children to react 
to a child's independent 
production (a painting, a 
model, an idea for a 

RATIONALE 

different days are more clearly 
seen as interrelated; e. g. , 
writing to reading, speaking 
to writing, etc. The routines 
necessary for this type of 
organization give the children 
the security that comes from 
knowing what comes next. 

There is a period of maturation 
when the child is physically, 
socially and mentally ready to 
write. This stage of develop
ment is unique to each child. 
One of the best evidences of 
readiness for writing is the 
child's own indication of his 
desire to write. 

One of the major goals of language 
instruction is to help all children 
to become more and more 
independent in their ability to 
communicate. This independence 
develops over a period of time, 
necessitating varying degrees of 
teacher guidance depending upon 
the child's level of development. 

Children learn from other 
children and develop a feeling 
of cooperation as they inter
act through sharing their own 
communication efforts. The 
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CRITERIA RATIONALE 

play) and to indicate what 
they would write about 
it. 

children begin to sense the 
great variety of ideas possible 
in interpreting a production, 
and gain some experience in 
making discriminative 
responses. The elements 
of creative thinking as well 
as critical thinking are 
utilized. 

14. Children learn how to utilize 14. 
a wider selection of communica
tion materials as the environ
ment of the classroom is 
enriched with their own 
productions and with other 
resources which they and 
the teacher bring. The 
teacher is working toward 
a goal of independence in 
each child, thinking through 
what is to be done, the dif
ficulties to be anticipated, 
and the resources available 
to help the child solve his 
problems. 

15. As children continue to write 15. 
independently, the teacher 
meets with them in small 
groups and works with 
them on vocabulary develop
ment. Children are 
provided with word lists 
which contain basic vocabu
lary words for their level 
as well as lists of general 
interest. The teacher 
encourages children to 
use these additional words 
in many ways. This 
enables children to 
increase their vocabulary 

Children learn to evaluate and 
select appropriate materials 
when a wide choice is available. 
Abundant resources help 
motivate the child to pursue an 
interest further or to develop a 
new interest; they also help him 
develop proficiency in using 
communication skills. 

As children gain some confidence 
in reading and writing their own 
ideas, they need systematic 
help in expanding their vocabul
ary in reading by including in 
it those words they are most 
frequently using in their own 
language experiences. 
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CRITERIA 

with a minimum of direct 
teaching. 

16. As the child develops a firm 
grasp of a reasonably large 
sight vocabulary, including 
a good number of the basic 
words for his level, the 
teacher provides new 
printed materials for him 
to read. Opportunity is 
provided for the child to 
read orally when it is 
appropriate for him to do 
so. The teacher records 
the words with which the 
child has difficulty and 
provides experiences which 
enable the child to add 
them to his vocabulary. 

RATIONALE 

16. Meaning of, facility in using, 
and recognition of printed 
words is enhanced when 
unfamiliar words are learned 
in contexts which are meaning
ful to the child. Success in 
first endeavors tends to sustain 
the child's interest in the task 
and inspires him to further 
effort. 

17. As children have success- 17. 
ful reading experiences they 
are provided more and 
more "book reading" 
opportunities. The child's 
interest, needs and 
abilities are the prime 
factors considered as the 
teacher assists the child 
to move to higher levels 
of independence in read
ing. The child is encour
aged to read for a variety 
of purposes. 

The child needs the sense of 
achievement which comes as a 
result of increased independence 
in reading. He can recognize 
the pattern of his progress and 
realistically adjust his aspiration 
level at any given point. As the 
child branches out into many 
types and kinds of reading 
experiences, he begins to recog
nize his potential for greater 
independence in reading and the 
communication arts in general. 

After the first published report in 1961, Allen and Allen (1966) 

organized the criteria and rationale statement into a curriculum rationale 

which formed the basic framework for Language Experiences in Reading. 

Three strands were emphasized: 



The three major categories with their emphasis: 

1. Strand One: Extending experiences to include words through 

oral and written sharing of personal experiences, discussing 

selected topics, listening to and telling stories, writing 

independently and making and reading individual books. It 

is a converting of experiences to words. The child is using 

his own language. 

2. Strand Two: Studying the English language through developing 

an understanding of speaking, writing and reading relation

ships, expanding vocabularies, improving personal expression, 

studying words and gaining some awareness of the nature of 

the use of high frequency words and sentence patterns. It 

is a study of the words themselves. The child is understand

ing the language he is using. 

3. Strand Three: Relating ideas of authors to personal experiences 

through reading whole stories and books. Learning to use a 

variety of printed resources, summarizing, outlining, reading 

for specific purposes and determining the validity and reliabil

ity of statements found in print. It is a way of recognizing 

words and relating them to experiences. The child is under

standing his language as used by other people. 



Activities in the Major Categories 

Using the preceding criteria and rationale statements as guide

lines, an overview of major language experiences which are required 

for effective communication and for successful reading development 

were identified ( Lee and Allen 1963). These twenty language 

experiences are grouped into three categories and listed as follows: 

Strand One: Extending Experiences with Words. 

1. Sharing experiences: the ability to tell, write or illustrate 

something on a purely personal basis. 

2. Discussing experiences: the ability to interact with what 

other people say and write. 

3. Listening to stories: the ability to hear what others have to 

say through books and to relate ideas to one's own 

experiences. 

4. Telling stories: the ability to organize one's thinking so that 

it can be shared orally or in writing in a clear and.interest

ing manner. 

5. Dictating words, sentences and stories: the ability to choose 

from all that might be said orally the most important part 

for someone else to write and read. 

6. Writing independently: the ability to record one's own ideas 

and present them in a form for others to read. 



7. Authoring individual books: the ability to organize one's ideas 

into a sequence, illustrate them and make them into books. 

Strand Two: Studying the English Language. 

8. Conceptualizing the relationship of speaking, writing and 

reading: the ability to conceptualize, through extensive 

practice, that reading is the interpretation of speech that has 

been written and then must be reconstructed, orally or 

silently. 

9. Expanding vocabulary: the ability to expand one's listening, 

speaking, reading and writing (including spelling) vocabulary. 

10. Reading a variety of symbols: the ability to read in one's total 

environment such things as the clock, calendar, dials, 

the rmomete r. 

11. Developing awareness of common vocabulary: the ability to 

recognize that our language contains many common words and 

patterns of expression that must be mastered for sight reading 

and correct spelling when expressing one's ideas in writing. 

12. Improving style and form: the ability to profit from listening 

to, reading and studying the style of well-written material. 

13. Studying words: the ability to pronounce and understand words 

and spell them correctly in written activities. 
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Strand Three: Relating Authors' Ideas to Personal Experiences. 

14. Reading whole stories and books: the ability to read books for 

information, pleasure and improvement of reading skills on 

an individual basis. 

15. Using a variety of resources: the ability to find and use many 

resources in expanding vocabulary, improving oral and 

written expression and sharing ideas. 

16. Comprehending what is read: the ability, through oral and 

written activities, to gain skill in following directions, 

understanding words in the context of sentences and para

graphs, reproducing the thought in a passage, grading for 

detail and reading for general significance. 

17. Summarizing: the ability to get main impressions, outstand

ing ideas or some details of what has been read or heard. 

18. Organizing ideas and information: the ability to use various 

methods of briefly restating ideas in the order in which they 

were written or spoken. 

19. Integrating and assimilating ideas: the ability to use reading 

and listening for personal interpretation and elaboration of 

concepts. 

20. Reading critically: the ability to determine the validity and 

reliability of statements. 
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The seven activities included in Strand One deal largely with 

use of language that involves the extension of language power through 

its sound system. These activities were classified as Phonological 

Structure. The six activities of Strand Two emphasize the way in which 

language works through word formation and awareness of grammar 

systems. Strand Two activities were classified as Syntactical-

Morphological Structure. The remaining seven activities in Strand 

Three focus on the communication of meaning in relating personal ideas 

of author to understanding language. The activities in Strand Three 

were classified as Semantic Structure. 

Treatment of Data 

Nonparametric statistics (chi square and proportions) were 

used to analyze the data in relation to the hypotheses given. The .  01 

level of significance was selected for rejecting the null hypotheses. 

Where applicable data was quantified and summarized to show 

visual graphic profiles of various patterns and trends inherent within 

the individual activities or combinations of them as found in the 

sample. 

Summary 

Five sample pages were randomly selected from each of the 

teacher guides for all books included in the twenty series adopted by 
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the state of Arizona as first grade reading textbooks. Each page was 

classified according to an evaluative instrument based on the Rationale 

of the Language Experience Approach. Reliability for this instrument 

was established in experimental trials with members of elementary-

education courses. The resulting data was then tabulated and 

summarized to point out various trends and patterns which the data 

revealed. The three strands are defined according to the basic 

language structures of phonology, morphology-syntax and semantics. 



CHAPTER 4 

THE RESULTS OF THE INVESTIGATION 

The major purpose of this study was to assess the extent to 

which the language base as described in the Language Experience 

Approach is supported in the Arizona state adopted first-grade read

ing textbook teacher guides at the first grade level. The data was 

analyzed with the objective of bringing to light possible trends and 

patterns in relation to language base activities found in the sample as 

a whole. It was not one of making comparisons of particular individual 

series found on the adopted list. 

Findings Related to the Hypotheses 

To present the findings of this investigation and to provide 

direction to the study, the results are shown according to the following 

hypotheses. These are stated here in null form. They were proposed 

and tested at the .  01 level of confidence. 

Hypotheses One, Two and Three 

Hypothesis One. There is no significant difference between 

provision for language experiences in Strand II and Strand I in teacher 

guides for first grade reading textbooks as adopted by the state of 

Arizona. 

73 
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Hypothesis Two. There is no significant difference between 

provision for language experiences in Strand II and Strand III in teacher 

guides for first grade reading textbooks as adopted by the state of 

Arizona. 

Hypothesis Three. There is no significant difference between 

provision for language experiences in Strand III and Strand I in teacher 

guides for first grade reading textbooks as adopted by the state of 

Arizona. 

When analyzed by chi square, the data show that there is a 

statistically significant difference at the .01 level of confidence between 

Strands I, II and III. The results of the statistical analysis of this are 

presented in Table 1. From the data it is evident that one strand has 

more activities than the proportion of activities in another and that the 

three null hypotheses of no difference must be rejected. 

2 Table 1. Statistics for Results of X Analysis of the Distribution of 
the Three Strands within the Total Activity Classification 

2 Strands d. f. Value of X Probability 

I, II, III (Hypotheses One, 2 12.09 .01 reject 
Two, Three) 
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Hypotheses Four, Five, Six and Seven 

Hypothesis Four. There is no difference in the language base 

relating to Phonological Structure, Morphological-Syntactical Structure 

and Semantic Structure of state adopted Basic Reading materials for 

first grades in Arizona. 

Analysis of hypothesis four by chi square shows that a 

significant difference exists on the strand loadings in Basic materials 

and that they are not uniformly distributed. The hypothesis four of no 

difference must be rejected. The results of the statistical analysis of 

hypothesis four are presented in Table 2. 

Hypothesis Five. There is no difference in the language base 

relating to Phonological Structure, Morphological-Syntactic Structure 

and Semantic Structure of state adopted special needs reading material 

for first grades in Arizona. 

No significant difference at the . 01 level of confidence was 

discovered between Phonological, Morphological-Syntactic Structure 

and the Semantic provision for language base activities in the Special 

Needs class of reading materials. The hypothesis five of no difference 

was retained. The results of the statistical analysis using the one 

sample chi square test are presented in Table 2. 

Hypothesis Six. There is no difference in the language base 

relating to the Phonological Structure, Morphological-Syntactical 
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Structure and the Semantic Structure of state adopted Literature read

ing materials for first grades in Arizona. 

No significant difference, as can be seen in Table 2, was found 

between the Phonological, the Syntactical-Morphological Structure and 

the Semantic Structures of reading materials in the Literature 

classification. The hypothesis six of no difference was retained at the 

.  01 level of confidence. 

Hypothesis Seven. There is no difference in the language base 

relating to Phonological Structure, Morphological-Syntactical Structure 

and the Semantic Structure of state adopted Phonic reading materials 

for first grades in Arizona. 

The statistical analysis revealed a highly significant difference 

among the three strands in relation to Phonic materials on the adopted 

list. In view of these findings hypothesis seven cannot be retained and 

must be rejected. The results of the chi square analysis of the data 

for phonic materials are presented in Table 2. 
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2 Table 2. Statistics for Results of X Analysis of the Distribution of 
the Strand Loadings within Each of the Four Types of Read
ing Materials 

Materials d. f. 
2 

Value of X Probability 

Basic (Hypothesis Four) 2 12. 22 .  01 reject 

Special Needs (Hypothesis 
Five) 

2 1. 60 N. S. fail to 
reject 

Literature (Hypothesis 
Six) 

2 4. 36 N. S. fail to 
reject 

Phonics (Hypothesis 
Seven) 

2 89. 80 . 01 reject 

Hypotheses Eight, Nine and Ten 

Hypothesis Eight. There is no difference in the language base 

relating to Strand I among Basic, Special Needs, Literature and Phonic 

materials as found in first grade reading textbook teacher guides 

adopted by the state of Arizona. 

The chi square statistical analysis revealed a significant 

difference at the .  01 level. The hypothesis number eight of no 

difference among the four types of reading materials at the Strand I 

level was rejected. The results of this part of the data analysis are 

presented in Table 3. 

Hypothesis Nine. There is no difference in the language base 

relating to Strand II among Basic, Special Needs, Literature and 
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Phonics materials as found in first grade reading textbook teacher 

guides adopted by the state of Arizona. 

Analysis of the data by the chi square test indicated a highly 

significant difference in the loadings of Strand II activities among the 

various types of reading materials. Hypothesis nine of no difference 

must be rejected. The data representing this analysis is found in 

Table 3. 

Hypothesis Ten. There is no difference in the language base 

relating to Strand III among Basic, Special Needs, Literature and 

Phonic materials as found in first grade reading textbook teacher 

guides adopted by the state of Arizona. 

Chi square analysis of the data revealed a significant 

difference among the types of reading materials in relation to Strand 

III. Consequently the hypothesis ten of no difference cannot be retained 

and must be rejected. Presentation of data for this result is found 

in Table 3. 
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2 Table 3. Statistics for Results of X Analysis of the Distribution of 
Each Strand Loading within All the Reading Materials 
Combined 

2 
Strands d. f. Value of X Probability 

I (Hypothesis Eight) 3 17. 96 .  01 reject 

II (Hypothesis Nine) 3 24. 18 .  01 reject 

III (Hypothesis Ten) 3 42. 23 . 01 reject 

Ancillary Findings 

Each activity was analyzed separately to find what per cent of 

this activity total was represented by each of the four types of 

materials (Figures 1, 2, 3, 4). In the Basic materials Activity 11, 

vocabulary awareness, is relatively high in frequency on a percentage 

basis. The fact that this activity was not represented at all in the 

Literature and Phonics areas may have influenced this. It is also 

evident that while Activity 6, exploring writing, is comparatively lower 

in Basic, Literature and Phonics materials, it has a high percentage 

loading in the Special Needs materials. As one might expect, 

Activity 12, improving style and form, has a higher representation in 

the Literature materials. One would expect to find the phonics 

materials high in Activity 13, studying words, as indicated. However, 

the high loading on Activity 7, authoring individual books in the Phonics 
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materials, is probably due largely to one series which directed the 

making of "sound books" for letters of the alphabet. 

Each series was examined to determine what per cent of its 

own total number of activities were represented in each of the twenty 

language experiences. The findings of this data are shown in Figures 

5 to 24. On the whole, one can generalize that most series show a 

relatively high loading on Activity 13, studying words, and Activity 16, 

comprehending what was read. However, all of the series classed 

as phonic materials showed a very high loading on Activity 13, word 

study, with a much lower loading on Activity 16, comprehending what 

was read. 

One series (Figure 14) was shown to be highly loaded on 

Activity 3, listening to stories. The findings in this case may have 

been affected to some extent by the fact that this reading series was 

found to include teacher guide materials for only one aspect of the 

reading program. Since this portion dealt almost completely with 

activities from the phonological group, it may have weighted Strand I 

without showing the Strand II and Strand III loadings that would most 

likely have accompanied those for Strand I had there been a teacher's 

guide for the complete program. 

In a summary of the distribution for each separate language 

activity in relation to the 2, 058 activities of the entire study, it can 
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Series L That Each of the Twenty Activities Represent 
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Figure 18. The Per Cent of the Total Activity Frequencies in 
Series N That Each of the Twenty Activities Represent 
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Figure 19. The Per Cent of the Total Activity Frequencies in 
Series O That Each of the Twenty Activities Represent 
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Figure 20. The Per Cent of the Total Activity Frequencies in 
Series P That Each of the Twenty Activities Represent 
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Series Q That Each of the Twenty Activities Represent 
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Figure 22. The Per Cent of the Total Activity Frequencies in 
Series R That Each of the Twenty Activities Represent 
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be generalized that Activity 13, word study, and Activity 16, compre-

hending what is read, show a high loading somewhat out of proportion 

to the other 18 activities. The remaining 18 activities show a fairly 

even representation with some variations. However, as a whole 

more of them fall slightly below than above the average 5 per cent 

level one would find in each one if an even weighing were given 

(Figure 25, Table 4). Another interesting point is the comparatively 

lower representation of Activity 5, dictation. It contributes only 

.  0053 per cent to the total. 

A perceiatage breakdown of activities on the basis of what 

each of the Basic, Special Needs, Literature and Phonics reading 

materials represented in each strand is shown in Figure 26 and Table 

5. The data indicates a considerably higher emphasis on the Strand III 

semantic activities among the basic materials. There is a 51.82 per 

cent representation in Strand III. This is more than twice the number 

represented by the Literature or Special Needs materials and over six 

times the number in the Phonics materials. Phonological Strand I and 

Syntactical-Morphological Strand II activities are about evenly 

represented with 38. 95 per cent and 37.21 per cent loadings. Basic 

materials contain 42.61 per cent of the 2,058 activities classified for 

the entire study. 

Upon examination of the Special Needs percentage proportions 

as shown in Figure 26 and Table 5, it can be seen that the greatest 



106 

100 

90 

80 

70 

60 

50 

40 

30 

20 

10 

0 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

Activities 
I :  II :  III 

Figure 25. The Per Cent of Each Activity's Representation in 
the Total Study Sample 



107 

Table 4. Rank Order of the Percentage Representation That Each 
Activity Has in the Total Sample 

Strand Activity Per Cent Title 

n 13 33. 29 Studying words 

hi 16 17. 78 Comprehending what is read 

ii  9 6. 22 Expanding vocabulary 

i 3 4. 23 Listening to stories 

i 2 4. 13 Discussing experiences 

hi 18 3.89 Organizing 

hi 19 3.74 Integrating, assimilating 

i 1 3. 35 Sharing experiences 

hi 17 3.06 Summarizing 

i 6 2. 62 Exploring writing 

ii  12 2.43 Improving style, form 

ii  8 2. 38 Conceptualizing relationships 

hi 15 2. 38 Using variety of resources 

hi 14 2. 04 Reading stories, books 

i 7 1.90 Authoring individual books 

hi 20 1.90 Reading critically 

i 4 1. 70 Telling stories 

ii 10 1. 36 Reading symbols 

ii 11 1. 07 Vocabulary awareness 

i 5 . 0053 Dictating 
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Table 5. The Per Cent of Each Strand Activity Total That Is Represented by Each Class 
of Materials 

Strands First Second Third Fourth 

I Basic 38.95% Special 30.26% Literature 20.00% Phonics 10.79% 
Needs 

II Basic 37.21 Phonics 37.11 Special 15.07 Literature 10.50 
Needs 

III Basic 51.82 Special 21.93 Literature 17.87 Phonics 08.38 
Needs 
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percentage of these activities fall in the Phonological Strand I classifica

tion making up 30. 26 per cent of this strand among the four types of 

materials. This is about twice the number found in the 15. 07 per cent 

of the Syntactical-Morphological Strand II structure. The Semantic, 

Strand III level accounts for 21. 93 per cent of the activities. The 

Special Needs materials group represent 20. 26 per cent of the 2,058 

activities classified in the entire study. 

In the Literature reading materials it was found that Strand I 

Phonological level, with 20 per cent of the activities, had a stronger 

emphasis than the Strand III semantic level with 17. 87 per cent. In 

this area Strand II Syntactical-Morphological level was considerably 

lower with only a 10.50 per cent representation. From the data 

presented in Figure 26 and Table 5, it is shown that the Phonological 

activities are emphasized somewhat more than the Syntactical-

Morphological or the Semantic activities when representation is based 

on what the Literature materials contribute to the four types of reading 

materials combined. The Literature materials, themselves, contain 

14.82 per cent of the 2,058 activities classified in the study. 

In Table 5 and Figure 26 it can easily be seen that the Phonics 

materials place greatest emphasis on the Syntactical-Morphological 

Strand II level. The Phonics materials contain 22. 26 per cent of the 

2, 058 activities in the entire study and 37. 11 per cent of these fall in 

Strand II. This is over three times the per cent found in the Strand I 
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Phonological level with 10. 79 per cent or in the Strand II Semantic 

level with 08. 38 per cent of the four types of materials combined at 

these levels. 

A percentage breakdown indicates differences among the 

various series in their strand loadings. The summary distribution 

shown in Figure 27 and Tables 6, 7 and 8 supports previously discussed 

findings. When considering each series separately, the highest load

ing on Strand I is found in one of the series classed as a text in the 

Special Needs materials. The highest loading on Strand II is found in 

the Phonics materials, while the highest loading on Strand III is found 

in the Basic materials. The lowest representation for Strand I was 

found to be in the Phonics materials where one series had no representa

tion and two others had a very low one. The lowest representation for 

Strand II appeared in three Special Needs series. In Strand III it was 

again found in the Phonics area with three of its series having the 

lowest representation there. This involved the individual series and 

their representation in the strand total of the entire study. In examining 

strand representation within individual series' totals rather than in 

the entire study total, the median for Strand I fell at 15. 30 per cent. 

In the other two strands it was considerably higher with 39.94 per cent 

in Strand II and 36. 86 per cent in Strand III. 

When considering types of materials, the Basic materials 

combined show a strong, fairly even loading on Strand II and Strand III. 
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Table 6. Rank Order of the Percentage Representation That Each 
Series Has in Each Strand 

Series Strand I Series Strand II Series Strand III 
J 54. 54% S 94. 12% I 72. 00% 
M 37. 80 Q 92.50 G 67. 56 
F 37.39 R 86. 53 E 53. 08 
K 30. 77 T 72. 2 6 O 50. 00 
G 24. 32 Li 70. 59 K 47. 70 
N 24. 24 P 66. 66 J 45.45 
C 22.41 H 56. 56 M 45. 13 
D 21.95 D 49.59 A 44. 67 
A 18. 78 B 45. 00 B 38.57 
B 16.42 C 40. 22 C 37. 35 
T 14. 19 O 39. 66 N 36. 37 
O 10.34 N 39. 39 H 36. 36 
R 09.92 E 37. 86 F 29.67 
E 09. 05 A 36. 54 P 29. 53 
L 08. 82 F 32. 92 D 28.45 
H 07. 07 I 24. 00 L 20. 59 
I 04. 00 K 21.53 T 13.55 
P 03. 81 M 17. 07 S 5. 88 
Q 02.50 G 08. 10 Q 5. 00 
S 0. 00 J 00 R 3. 55 

Range Median 

I = 54. 54 to 0 15. 30% 
II = 94. 12 to 0 39.94 

III = 72. 00 to 3 36. 86 



114 

Table 7. The Per Cent of Each Strand That Is Represented within 
Each Individual Series Total 

High Medium Low 
Basic 

A III 44. 67 II ,36. 54 I 18. 78 = 99 + 
B II 45. 00 III 38. 57 I 16.42 
C II 40. 20 III 37. 35 I 22.41 
D II 49.59 III 28.45 I 21.95 
E III 53. 08 II 37. 86 I 9. 05 

Special Needs 
F I 37. 39 II 32. 92 III 29.67 
G III 67. 56 I 24. 32 II 08. 10 
H II 56. 56 III 36. 36 I 07. 07 
I III 72. 00 II 24. 00 I 04. 00 
J I 54. 54 III 00 II 45.45 

Literature 
K III 47. 70 I 30. 77 II 21. 53 

L II 70. 59 III 20.59 I 08. 82 
M III 45. 13 I 37. 80 II 17. 07 
N II 39. 39 III 36. 37 I 24. 24 
O III 50. 00 II 39. 66 I 10. 34 

Phonics 
P II 66. 66 III 29.53 I 03. 81 
Q II 92.50 III 05. I 02. 50 
R II 86. 53 I 09.92 III 03. 55 
S II 94. 12 III 05. 88 I 00 
T II 72. 26 I 14. 19 III 13. 55 

Summary High Medium Low 

Strand I 
Strand II 
Strand III 

2 
11 

7 

5 
5 

10 

13 
4 
3 
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Table 8. Rank Order of the Per Cent of Each Strand That Is 
Represented within Each Individual Series Total 

Strand I '.Strand II Strand III 

F 24.21 R 12.69 E 18. 02 

C 10.26 T 11. 64 A 12. 29 

A 9.74 E 9.56 F 10. 19 

£ 00
 

• o
 

F 8.42 C 9. 08 

D 7. 11 A 7.48 B 7. 54 

B 6.05 C 7. 28 M 5. 17 

E 5.79 P 7. 28 H 5. 03 

T 5.78 B 6. 55 D 4.88 

K 5. 26 D 6. 34 K 4. 33 

N 4. 21 H 5. 82 P 4. 33 

R 3.69 Q 3. 84 O 4. 05 

G 2.36 N 2. 70 G 3.49 

H 1.85 L 2.49 N 3. 35 

J 1.58 O 2. 39 T 2. 93 

O 1.58 S 1. 66 I 2. 51 

P 1.05 M 1.46 L 0. 98 

L . 79 K 1. 46 R 0. 70 

I .. 26 I .  62 J 0. 70 

Q . 26 G . 32 Q 0. 28 

S .  00 J 0 S 0.14 



116 

Strand I is definitely lower in its loading there. While strand loadings 

vary considerably among the Special Needs and Literature series 

individually, these two types of materials are not as varied when each 

one is considered as a whole. In direct contrast the Phonics materials 

show a very definite emphasis on Strand II with much lower loadings 

on Strand I and III. 

On a percentage basis the observed frequency data shows that 

46. 74 per cent of the 2, 058 activities sampled lie in Strand II. This 

is more than twice the number of activities found in Strand I which has 

18.46 per cent. Strand II also exceeds Strand III by nearly 12 per cent. 

According to this analysis it can be seen that more language base 

activities, as presented in the Language Experience Approach rationale, 

are found to be those relating to the Syntactical-Morphological structure 

of Strand II. Secondary emphasis is placed on the semantic aspects of 

Strand III. The phonological aspects of Strand I have considerably less 

representation in the adoption. A visual profile of these proportions is 

shown in Figure 28. 

When the combined five series totals of each type of materials 

is studied for the per cent each series represents in a Strand, it can 

be seen that one series in the Special Needs group contributes 22.01 

per cent to Strand I. The next high representation is only about one 

half as large with 10. 17 per cent. One of the Phonics series contributes 

most to Strand II with a 26. 64 per cent representation. Although there 
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is a series which had no representation in Strand II, several others 

contributed more than 15 per cent. This included one series from the 

Special Needs materials. In Strand III the highest loadings seemed to 

fall in series from the Basic materials. However, again one series 

from the Special Needs materials was high in activity representation 

within its class. (See Figure 29.) 

As indicated by Figure 30 and Table 9, the four types of 

materials vary considerably in their degree of Strand representation. 

In the total number of activities found among the Basic materials, 

there is very little difference between the activity representation in 

the Semantic Strand III level and the Syntactical-Morphological Strand 

II level. Strand III is slightly higher with 42. 30 per cent as compared 

to 40. 82 per cent in Strand II. The Basic Phonological Strand I 

activities are less than half of either of these with 16. 87 per cent. 

The Special Needs materials show a more balanced representa

tion with 37. 55 per cent at the Semantic Strand III level, 34. 68 at the 

Syntactical-Morphological Strand II level and 27. 51 per cent in the 

Phonological Strand I level. The Literature materials have a 41. 97 

per cent representation in the Semantic Strand III activities which is 

considerably higher than the 24.91 per cent found in the Phonological 

Strand I level. Strand II Syntactical-Morphological materials ranked 

second with 33. 12 per cent. In the Phonics materials there is an 

exceptionally large Strand II representation as compared to Strand I 
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Table 9. The Per Cent of Strand Emphasis That Is Represented within 
Each Individual Materials Type Total 

Materials High Strand Middle Strand Low Strand 

Basic III 42. 30% II 40. 82% I 16. 87% 

Special Needs III 37. 55 II 34.68 I 27. 51 

Literature III 41.97 II 33. 12 I 24.91 

Phonics II 77. 94 III 13. 11 I 08. 95 
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and Strand III. The Syntactical-Morphological activities include 77.94 

per cent of all the Phonic materials. The Semantic activities hold 

only 13. 11 per cent and the Phonological a mere 08. 95 per cent. 

In looking at the entire study on a percentage basis (Figure 31), 

it can be seen that the Basic materials include almost twice as many 

activities as a whole than any of the other three areas. It contains 

42.61 per cent of the study's 2,058 activities while the Phonics 

materials, which are next high, contain only 22. 26 per cent of all the 

activities in the sample. Special Needs materials involve 20. 26 per 

cent. The Literature materials are lowest with 14. 82 per cent. 

Table 10 presents a summary of each series within each of the 

four types of materials. It is shown that the highest loading on Strand I 

in a series is 4.47 per cent of the total 2,058 activities in the sample. 

The highest loading on Strand II is 5. 93 per cent while the highest 

loading on Strand III comes to 6. 27 per cent. The range of activity 

frequency within a Strand spreads from 4.47 per cent to zero in Strand 

I, from 5. 93 per cent to zero in Strand II and from 6. 27 per cent to .  05 

per cent in Strand III. The media for Strand I fell at .  73 per cent, for 

Strand II at 2. 15 per cent and for Strand III, 1.46 per cent. 

When activity loadings were analyzed in relation to reading 

levels, it was found that all three strands were fairly even at the 

preprimer, primer and book one levels. The representation at the 

Strand I level showed 30. 26 per cent at the preprimer level, 27. 89 per 
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Table 10. Rank Order Per Cent of the Entire Sample Total That Is 
Represented by Each Series in Each Strand 

Strand I Strand II Strand III 
Series Per Cent Series Per Cent Series Per Cent 

F 4.47 R 5.93 E 6. 27 
C 1.90 T 5.44 A 4. 28 
A 1. 79 E 4.47 F 3. 54 
M 1.51 F 3.94 C 3. 15 
D 1. 32 A 3.50 B 2. 62 
B 1. 11 C 3.40 M 1. 80 
E 1. 07 P 3.40 H 1. 75 
T 1.07 B 3.07 D 1. 70 
K . 97 D 2.96 K 1. 51 
N . 78 H 2. 72 P 1.51 
R .  68 Q 1.79 O 1.41 
G .44 N 1. 26 G 1. 21 
H . 34 L 1. 16 N 1. 17 
J . 29 O 1. 12 T 1. 02 
O . 29 s 0. 78 I .  88 
P . 19 K 0.68 L . 34 
L . 15 M 0. 68 J . 24 
Q . 05 I 0. 29 R .  24 
I .  05 G 0. 15 Q . 10 
S .  00 J 0 s . 05 

Range = 0-4. 47% 0 - 5.93% . 05 - 6. 27% 
Median = .  73% 2. 15% 1.46% 
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cent at the primer level and 25. 89 per cent at the book one level. 

Strand I showed a lower representation of 16.05 per cent at the reading 

readiness level. The entire representation of Strand 1 in the study was 

only 18.46 per cent of the total. Strand II with a 46. 74 per cent 

representation in the study had 27. 55 per cent of this total at the pre-

primer level, 29. 94 per cent at the primer level and 30. 66, at the 

book one level. Again the reading readiness loading was low with only 

11.85 per cent. Strand III showed loadings of 20. 11 per cent at the 

reading readiness level, 25.42 per cent at the preprimer level, 21.37 

per cent at the primer level and 33. 10 per cent at the book one level. 

Strand III had a representation of 34. 79 per cent of the total activities 

in the study. The data for these percentages are presented in Figure 32 . 

Summary 

Hypotheses one, two and three when tested by chi square 

revealed a significant difference among the representation for each of 

the three strands on the adopted list as a whole. When tested separately 

the basic materials and the phonics materials showed significantly 

different loadings on the three strands as found in hypotheses four and 

seven. However, hypotheses five and six when tested demonstrated no 

significant difference on the three strand loadings among Special Needs 

or Literature materials. The last three hypotheses indicated that 
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there are significant differences among the four types of materials when 

analyzed for their representation on each strand individually. 

Related findings on a percentage basis indicated that Strand 

II and Strand III have a proportionately higher loading than Strand I 

in the adoption as a whole. Greater emphasis is indicated for the 

activities involving word study in Strand II and comprehending what was 

read in Strand III. A comparatively lower representation was found 

for the activity involving exploring writing through dictating in 

Strand II. 

In relation to reading levels, all three strands showed fairly 

even loadings among the preprimer, primer and book one levels. At 

the reading readiness level there was a somewhat lower representation 

for each strand in proportion to what was found for each of the other 

levels on the adoption as a whole. This was particularly true for 

Strands I and II at the reading readiness level. 



CHAPTER 5 

SUMMARY OF THE STUDY 

The Problem 

The purpose of this investigation was to gain a better understand

ing of the extent to which language activities in the Arizona state adopted 

first grade reading textbook teacher guides represent the three major 

strands of the Language Experience Approach rationale. The twenty 

language experiences suggested by the rationale were used to classify 

and tabulate the frequency of each type of activity suggested in the 

teacher guides. 

The null hypotheses tested were: 1) There is no significant 

difference between provision for language experiences in Strand II and 

Strand I in teacher guides for first grade reading textbooks as adopted 

by the state of Arizona; 2) There is no significant difference between 

provision for language experiences in Strand II and Strand III in teacher 

guides for first grade reading textbooks as adopted by the state of 

Arizona; 3) There is no significant difference between provision for 

language experiences in Strand III and Strand I in teacher guides for 

first grade reading textbooks as adopted by the state of Arizona; 4) There 

is no difference in the language base relating to Phonological structure, 

128 
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Morphological-Syntactical structure and Semantic structure of state 

adopted basic reading materials for first grades in Arizona; 5) There 

is no difference in the language base relating to Phonological structure, 

Morphological-Syntactical structure and Semantic structure of state 

adopted Special Needs reading materials for first grades in Arizona; 

6) There is no difference in the language base relating to Phonological 

structure, Morphological-Syntactical structure and Semantic structure 

of state adopted Literature reading materials for first grades in 

Arizona; 7) There is no difference in the language base relating to 

Phonological structure, Morphological-Syntactical structure and 

Semantic structure of state adopted Phonics reading materials for first 

grades in Arizona; 8) There is no difference in the language base 

relating to Strand I among Basic, Special Needs, Literature and 

Phonics materials as found in first grade reading textbook teacher 

guides adopted by the state of Arizona; 9) There is no difference in the 

language base relating to Strand II among Basic, Special Needs, 

Literature and Phonics materials as found in first grade reading text

book teacher guides adopted by the state of Arizona; 10) There is no 

difference in the language base relating to Strand III among Basic, 

Special Needs, Literature and Phonics materials as found in first grade 

reading textbook teacher guides adopted by the state of Arizona. 

The decision to research language experiences provided for 

in teacher guides was prompted by the possibility that there is a lack 
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of a clearly defined basis for selection of a balanced language program 

as an integral part of any planned reading program. The present study 

yields visual profiles of the balance or lack of balance among the 

reading materials. It is based on the twenty language experiences 

that represent the major strands of the Language Experience Approach 

programs. 

Procedure 

The first grade list of reading textbooks adopted for use in the 

state of Arizona was examined. The twenty reading series on the list 

had been categorized as Basic, Special Needs, Literature and Phonic 

materials. These included 77 books which were used as the sample 

for this study. One category listed as dictionaries was not included in 

the study sample. Activities from a random sample of five pages from 

each book were classified according to a classification instrument. 

This instrument was based on the twenty language experiences which 

form the curriculum rationale for Language Experience programs. 

Illustrative examples were added by the researcher. 

The reliability of this instrument was ascertained through a 

series of experimental classifications made by members of classes in 

several college elementary education courses. 
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Treatment of the Data 

A chi square analysis of the data was used to determine 

whether there was a statistically significant difference among certain 

classifications of the activities. These were tested at the .  01 level of 

confidence. Further analyses were carried out through the use of 

graphs and tables based on a percentage breakdown of the data. 

Summary of Results 

The first three null hypotheses when tested revealed that in 

the adoption as a whole there is a significant difference between pro

vision for Language Experiences in relation to Strands I, II and III. 

The analysis of hypotheses four and seven also showed a significant 

difference among the combined Basic and combined Phonic materials 

strand representation. However, hypotheses five and six when tested 

revealed no significant difference among the strand representation in 

the combined Special Needs materials and the combined Literature 

materials. The hypotheses eight, nine and ten when analyzed proved a 

significant difference existed among the four reading types when tested 

iii relation to the strand loadings individually. 

The percentage breakdown of various activity clusters and 

combinations pointed toward certain possible trends and patterns. 

Activity 13, studying words, and Activity 16, comprehending what is 

read, had a proportionately high emphasis in relation to the other 18 
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activity totals. There was a comparatively low representation of 

Activity 5, dictation activities. 

The highest strand emphasis was found to be Strand II with a 

46.74 per cent representation. This was 12 per cent above the 34. 79 

per cent found in Strand III. It was over 28 per cent above the 18.46 

per cent found in Strand I. These percentages indicated that the 

materials from the adopted list place their greatest emphasis on the 

Syntactical-Morphological structure of language. Secondary emphasis 

lies in the Semantic structure and the Phonological structure represents 

a much lower emphasis. 

The Basic materials had a fairly similar representation on 

!  Strands II and III. However, Strand I showed a count of less than half 

of either of these with only 16. 87 per cent. Special Needs materials 

appeared to represent a more nearly balanced representation with 

Strand III high. In the Literature materials Strand III was high with 

Strand II somewhat less and Strand I ranking lowest. Only in the 

Phonics materials was Strand III lower than Strands I or II. These 

materials had a proportionately much higher loading on Strand II than 

on either Strand III or Strand I. 

There was a good deal of variation among the different series 

as to the type of activities each stressed. Eleven series were higher 

on Strand II, Syntactical-Morphological structure. Seven series 

placed greatest emphasis on Strand HI, Semantic structure, and only 
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two series were highest on Strand I, Phonological structure. Taken 

individually each series differed in its loading pattern. For example, 

Series S was highest in rank ordering of all series on Strand II. It 

showed a 94. 12 per cent loading there. However, it had a very low 

loading which was seventeen in rank on Strand III. On Strand I it 

ranked at the bottom with no representation at all. Series F proved 

to be fairly balanced in its representation. It had a loading of 37. 39 

per cent on Strand I, 32. 92 per cent on Strand II and a slightly lower 

loading on Strand III with 29. 67 per cent. When considering its rank 

order with the nineteen other series, it was shown that while it ranked 

three on Strand I, it ranked thirteen on Strand III and only fifteen on 

Strand II. However, when rank was based on representation within 

each strand total separately, rather than the combined total of all 

three, Series F ranked first on Strand I, fourth on Strand II and third 

on Strand III. The tables and graphs included in this study give a 

visual picture of the various patterns each series or activity takes 

in its Language Experience loadings. 



CHAPTER 6 

CONCLUSIONS, IMPLICATIONS, RECOMMENDATIONS 
FOR FURTHER RESEARCH 

This study investigated the extent to which provision is made 

for a language base as described in the Language Experience Approach 

Rationale. The findings suggested that certain conclusions, implica

tions and recommendations might be made. 

Conclusions 

1. Activities providing for a language base in first grade 

reading textbook guides on the Arizona state adopted list show differ

ences in emphasis among the Phonological, Syntactic-Morphological 

and Semantic structures of language. 

2. The greatest emphasis in the adoption as a whole is on 

the Syntactical-Morphological structure of language. 

3. Secondary emphasis in the adoption as a whole is on the 

Semantic structure of language. 

4. A considerably lower emphasis in the adoption as a whole 

is on the Phonological structure of language. 

5. Individual series on the adopted list differ in their represen

tation of language base activities among the Phonological, Syntactical-

Morphological and Semantic structures of language. 
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6. The twenty language experiences suggested by the Language 

Experience rationale differed in the provision made for them in the 

combined adopted materials. 

7. A proportionately strong emphasis in the adoption centers 

on the two activities involving word study and comprehending what is 

read. 

8. A proportionately weak emphasis in the adoption centers 

on the activity involving dictation of children's own language for 

writing and reading. 

9. Representation for the Syntactical-Morphological structure 

and the Semantic structure are fairly similar at the preprimer, primer 

and book one levels. 

10. Provision for the Phonological and Syntactical-

Morphological structures is comparatively low at the reading readiness 

level. 

11. The materials from the Special Needs and Literature 

classes show the nearest balance on the three strands when the four 

types are analyzed separately. 

Implications for Education Based on Research Findings 

1. A sensitive awareness to reading through more use of 

dictation and exploration of writing that is based on individual interests 

is needed. This could be done by providing more representation of 

Activity 5, dictating, which was proportionately much lower than any 
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other classification in this study. The findings in the Durkin (1966) 

study tend to support this. She found that early readers showed an 

interest in writing before becoming interested in learning to read. 

2. Encouragement of more personal authorship is advised to 

insure use of materials that are written in the language structure or 

pattern similar to those used by the children. Representation on 

Activity 6, exploring writing, and Activity 7, authoring books, should 

be strengthened. The findings of Ruddell (1963) and later that of 

Tatham (1970) have indicated the soundness of providing such a 

familiar structure. 

3. An environment which stimulates talk and develops power 

in the use of language should be made a central focus in learning to 

read. More provision of Strand I activities is needed. This was also 

indicated in the Loban (1963) study findings. Children advanced in 

general language abilities were also found to be advanced in reading 

ability in his investigation. 

4. Teachers must be helped to build the insights needed for 

understanding and accepting varied dialects as valued abilities basic 

to the extension of language skills. Rystrom (1970) reported that 

isolated training and drill on standard dialect does not improve reading 

achievement. Such rejection of personal dialects appears to be less 

helpful in building language skills. 
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5. Often there is little connection between reading texts and 

the child's own outside life space. They fail to stimulate his use of 

language in the dialect system he knows. This gap should be bridged 

by providing a variety of materials for extending the concept of reading 

as one that reaches beyond the Basal text limitation. According to the 

Zimet (1972) studies, textbook content and format patterns established 

around 1930 have been maintained up to the present. 

6. Care should be taken not to interpret problems due to 

unfamiliar grammatical systems or cultural patterns as isolated phonic 

or concept understanding problems. Sociolinguistic aspects need to be 

considered in the learning to read environment. Several studies also 

support this in their findings. Parental reading behavior (Rankin 1967), 

verbal stimulation at home (Milner 1951), reading to children at home 

(Milner 1951), life style or value systems (Phillips 1970) were all 

found to affect school achievement. 

7. Programs which focus on reading as needed language 

communication rather than acquisition of reading skills inisolation should 

be implemented. This might serve to help prevent the many school 

failures. The majority of these failures, according to a Reading 

Disorders (1969) report,began with reading difficulties. They were 

found to be the most frequent cause of retention. 

8. Research indicates that the teacher is often a very signifi

cant variable in the success of reading instruction, according to 
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Stauffer (1967). The visual profiles of this study clearly indicate the 

need for a broad base materials program. Teachers might use these 

visual profiles in tapping the strengths of different programs to assure 

a balance in language activity representation. These selections should 

then be directed toward meeting the individual needs of children and 

toward supporting the instructional style of the teacher. 

Recommendations for Future Research 

1. Investigate teacher abilities in identifying and selecting 

materials to ensure a balance of the activities found in the three 

strands. 

2. Investigate representation of a selected activity in the 

curriculum as a whole. Personal authorship might be a profitable 

one. 

3. Investigate representation of Strand I Phonological 

structure in the school curriculum as a whole. 

4. Investigate ways in which models of materials might be 

prepared for use in facilitating the selection of a balanced reading 

program. 

5. Try experimental research in adopting a balance of the 

activities in the strands to the open classroom concept of education. 

6. Investigate the social context of instruction in reading 

with linguistically divergent learners using representation of the 

twenty language experiences. 



APPENDIX A 

THE EVALUATION INSTRUMENT 

Phonological Aspects 

Strand I: Extending Experiences with Words--emphasizes the real 

language of the learner by allowing each child to participate 

comfortably with his home-rooted language patterns, adding 

to it through the language of adult models, and the using of 

a variety of media. 

StrandII: Extending Experiences with Words 

1. Sharing experiences 

2. Discussing experiences 

3. Listening to stories 

4. Telling stories 

5. Dictating 

6. Exploring writing 

7. Authoring individual books 
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1. Sharing experiences--talking about self-selected topics and 

interests of personal identification, telling or illustrating 

something on a purely personal basis which may or may not be 

related to classroom activities. 

Illustrative Examples - sharing 

1. Telling about a personal experience, interest, trip. 

2. Telling about a picture painted or drawn in relation to a personal 
interest. 

3. Sharing, telling about an object, picture, new possession, 
favorite toy, pet. 

4. Illustrating personal word ideas, experiences, feelings, mental 
images, school workers. 
Using drawing, painting, claywork, construction. 

5. Singing a song. 

6. Re-telling a story or parts of stories simply with little or no 
emphasis on sequence and correct comprehension. 

7. Illustrating a poem, book, story, song, sentence, object as a 
personal, non-directed activity. 

8. Carrying on informal conversations with others--not discussion 
of a selected topic. 

9. Describing how to play a game, do a trick, imitations--not 
necessarily to teach it. 

10. Telling, sharing a news event, riddle, joke in a simple perhaps 
even disjointed form. 



141 

2. Discussing experiences--discussing topics as they arise, requiring 

more mature skills than sharing an idea without relation to what has 

been said, an interacting with what other people say and write by 

altering contributions to fit into discussions centering around a 

chosen theme. 

Illustrative Examples - discussing 

1. Discussing personal experiences formed around a suggested topic. 
Listening, reacting to the contributions of others as he contributes 
his own ideas. 

2. Discussing pictures, stories, objects, books, other topics or 
materials suggested by the teacher. 

3. Discussing pers onal opinions concerning given topics, involves 
emphasis on making a judgment. 

4. Using discussion for group problem-solving situations. Discussing 
how to make space for a new interest center. Comprehension, 
understanding emphasized in suggesting solution which may be 
individual with no discussion. 

5. Discussing field trip, other class project. 

6. Discussing, planning a dramatization with no special emphasis on 
sequence. 

7. Discussing selection and duties of room helpers needed. 

8. Following up a story, film,news item or other activity with a 
discussion of it. 

9. Discussing rules for games, activities, purpose, skills learned. 

10. Discussing class unit, seasonal interest, science activity. 
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3. Listening to stories--hearing the language of many authors 

through listening to stories and poems, relating it to their own 

experiences and becoming acquainted with new sentence patterns 

through it. 

Illustrative Examples - listening 

1. Listening to stories, poems, songs, riddles, records, tapes, 
descriptions. 

2. Listening to stories with examples of human relationships as 
accepting, valuing differences which are seen in real life. 
Relates to using, not only listening. 

3. Listening to stories or poems which show how an author can 
express humor. 

4. Listening and joining in on a repetitive phrase or speech sounds 
in a story, poem. 

5. Listening to enjoy mental images or word pictures in poems or 
stories. 

6. Listening to respond to word rhythm in stories, poems, generally 
involves a directed word lesson activity. 

7. Listening to stories and poems noting new ways of saying things 
as in figurative language, shades of meaning, foreign language 
sounds or new words used by the author. 

8. Listening to stories, poems which demonstrate ways in which 
action words are used by authors. 

9. Listening to stories and poems, seeing how specific events, 
emotions, concepts are handled by the writer. 

10. Listening to stories, poems in order to illustrate, paint, draw, 
dramatize or retell. 



4. Telling stories--organizing thinking for expression orally or 

writing in a clear, interesting manner which is more than just 

sharing as ideas are expressed in sequential thought units. 

Illustrative Examples - telling 

1. Telling a story--simply but with some sequence. 

2. Playing character roles from a story to tell it. 

3. Telling stories with a flannel board. 

4. Telling stories with puppets or role playing. 

5. Telling stories with shadow plays, pantomine, dramatization. 
Telling stories with plot but does not require much organized 
preparation. 

6. Telling stories from pictures as pages are turned. 

7. Telling the parts liked best in a story. 

8. Telling or writing a story, riddle, poem--original or heard, 
read, seen on television. 

9. Telling what has happened in each part as it is read orally, 

10. Telling stories in order to share mental images (pictures) 
seen, explanations. 
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5. Dictating words, sentences, stories--choosing the most important 

part from all that might be said orally for someone else to write 

or read, expressing for writing thoughts and ideas first given in 

some other media. 

Illustrative Examples - dictating 

1. Dictating a diary of an individual or group project. 

2. Dictating group plans for the day. 

3. Dictating steps to follow as in science experiments. 

4. Dictating aids for independent writing. 

5. Dictating stories, poems, songs, riddles, letters. 

6. Dictating aids for independent stody. 

7. Dictating directions as recipes, rules for oral reading, making 
a model, care of pets. 

8. Dictating reports, story endings, ideas given in some other 
media. Dictating notes, greetings for cards. 

9. Dictating scenes for a dramatization. 

10. Dictating a story describing self or someone else. 
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6. Exploring writing--have experiences with materials, names, words 

to copy, and eventually writing their own ideas, simple writing, 

or beginnings concurrent with word-recognition skill development 

in writing creatively or in dictating own personal ideas--not those 

written by others. 

Illustrative Examples - exploring 

1. Writing simple one sentence stories or stories with "starter" 
phrases, words, ideas as "I like to .11 

2. Writing simple diaries, personal letters, announcements. 
Writing labels for drawings, pictures, other items. 

3. Copying sentences to read, poems, words, numerals, own name. 

4. Seeing how letters are formed as dictate, write, read. Noting 
configuration similarities, upper, lower case forms. 

5. Experiencing auditory, visual discrimination through personal 
language use as it relates to pictures, materials, letters, words, 
forms. 

6. Helping to spell known words as they are written for them. 

7. Recognizing words that are alike, begin alike, end alike as they 
collect, write, speak in personal use of language. 

8. Practice writing letters, numerals, simple words as a result of 
involvement through personal language activities. 

9. Writing simple poems, riddles, stories. Using many classroom 
resources as spelling helps. 

10. Matching words, sentences, parts of stories with identical ones or 
with pictures. 



146 

7. Authoring individual books--writing, illustrating ideas organized 

into a form that others can use when made into books. 

Illustrative Examples - authoring 

1. Dictating or writing a story and binding it into a book. 

2. Making a picture book with or without captions. 

3. Making a book of original poems, rhymes, riddles, plays, jokes, 
nonsense themes. 

4. Writing a story related to a book jacket and make it into a book. 

5. Writing bo^ks about a holiday, social studies theme, current 
events, gobd times, pets. 

6. Copying sentences, words, phrases, illustrating them, and 
binding them into a book. 

7. Copy poems, stories, riddles, etc. for a book, chart book. 

8. Copy school rules and bind into book form. 

9. Making a class book of collected writing, pictures. 

10. Making up poems, stories, riddles individually or in groups to 
be put into book form. 
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Morphological, Syntactical Aspects 

Strand II: Studying the English Language--emphasizes an understanding 

of how language works for individuals, learning alternatives 

offered for natural speech patterns; under standing sound-

symbol relationships, acquiring vocabularies of the form 

class words and high frequency structure words. 

Strand II: Studying the English Language 

8. Conceptualizing relationships 

9. Expanding vocabulary 

10. Reading symbols 

11. Vocabulary awareness 

12. Improving style, form 

13. Studying words 
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8. Conceptualizing the relationship of speaking, writing, reading--

understanding through intensive practice that reading is the 

interpretation of speech that has been written, and therefore 

needs to be reconstructed orally or silently. 

Illustrative Examples - conceptualizing relationships 

1. Understanding through use that printed symbols may represent 
objects. 
Writing labels needed in the classroom as items on a science 
table. 
Naming classroom objects for a written list. 
Labeling toys for an exhibit. 

2. Reading a story as a play. 
Part-reading of a story, with different children reading parts of 
each character. 
Recognizing who said, did what. 

3. Using words heard that other authors use in their own personal 
language study. 

4. Writing experience charts, posters, story endings, poems to be 
read or used later--also rereading them. 

5. Writing captions for items on bulletin boards. Reading words 
seen in the classroom. 

6. Writing directions to use in teaching a game or in telling how to 
do it. 

7. Rereading a story part by part while another person tells about 
each part after it is read, or shows a movie of it. 

8. Following print as record or tape plays the story, or as someone 
else reads. 

9. Acting out sentences as "Jump up. Hop away. " 

10. Comparing same story or poem in various media as telling, 
writing, film, tapes, charts, books, slides. 
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9. Expanding vocabulary--increasing vocabulary for fuller language 

power, enlarging listening, speaking, reading and writing 

vocabularies. 

Illustrative Examples - expanding vocabulary 

1. Choosing synonyms, antonyms for new words. 

2. Developing resource materials for writing when writing original 
stories as word lists on topics, category list. 

3. Thinking up new words for replacing, supporting more common 
words. 
Making lists of picture words (adjectives) that may be used with 
a given noun, sound words, said words, baby animal names of 
known grown animals. 

4. Making original alphabet illustrations, picture dictionaries, 
initial consonant charts, illustrating words beginning with certain 
consonants. 
Adding new words but not emphasizing meanings, discrimination. 

5. Learning and using words through stories, films, field trips, child
hood games, role playing, collections, picture dictionary, films 
without words. 

6. Observing and becoming aware of form class words. 
Recognizing grammatical sets of words as nouns, verbs, adjectives 
(known as color words, name words, etc. in first grade). 
Seeing pronouns as referents of nouns. 
Understanding quantitative words. 

7. Learning new words introduced by the teacher with meaning clarifica
tion, investigating context, word analysis aid if needed. 

8. Finding new words in reading beginning with certain letters of the 
alphabet. 
Listing new words in alphabetical order, filing on cards. 

9. Finding words that do things as describing how big, how little, 
how long, how short. 
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Making new word lists — descriptive, action, color, sound, weather 
words, holiday and seasonal words. 
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10. Reading a variety of symbols--reading in the total surroundings 

such things as clocks, calendars, radio dials, thermometers, 

maps, testing out readings through observing the weather, time 

of day, texture, size, shape, color, signs and so on. Reading in 

the environment. 

Illustrative Examples - reading symbols 

1. Observing many shapes around them as shadows, colors, size, 
feelings, actions, classroom objects. 

2. Making daily time schedule—listing time by the clock. Reading 
numerals in newspaper, writing, pasting these. 

3. Discovering what happens to the thermometer as weather cools, 
warms. 

4. Making a tour around the school building, observing signs on doors, 
stop lights, names of stores, road signs. 

5. Drawing maps showing school boundary lines and locations of 
safety patrol posts. 

6. Naming unrelated pictured objects and geometric shapes. Counting 
and recognizing numbers of things. 

7. Checking the calendar to date a letter, checking T. V. dial. 
Noting popular brands on T. V. programs. 

8. Reading the thermometer, to give a weather report, ruler to 
measure. 

9. Reading or observing plants, faces of people, texture. 

10. Following a map to find a destination, map reading. 
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11. Developing awareness of a common vocabulary--recognizing that 

our language contains many common words and patterns that 

must be mastered for sight reading or correct spelling, 

recognizing at sight, spelling or writing automatically the words 

of highest frequency in our language. 

Illustrative Examples - vocabulary awareness 

1. Developing a high frequency word list or grouping based on the 
repeated use of these words in their own written expression. 
Realizing that certain words are important ones to know. 

2. Listing or finding words we all use in telling what, where, why, 
how as "by, under, fast. " 

3. Fling high frequency words used in A to Z spelling stories for 
future use in word books, other files. 

4. Matching words used in writing with words on the "Author List, " 
for spelling, frequency, to test utility. 

5. Making personal word blocks or banks of high frequency words. 

6. Participating in vocabulary review games, exercises, drills to 
make H.F.W. automatic. 
Building awareness of sequence systems in these words. 

7. Completing sentences missing high frequency words through con
text clues or using them in sentences. 

8. Kinesthetic tracing of sight words in order to make automatic, 
not for letter sequence as in spelling. 

9. Finding selected high frequency words in reading materials. 

10. Reading high frequency words found on bulletin boards or other 
places. 
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12. Improving style and form--profiting from listening to, reading, 

studying well-written materials, including observing, feeling, 

testing, hearing, imagining and listening to the beauty of language 

as well as attending to content, increasing sensitivity to style and 

form. 

Illustrative Examples - improving style, form 

1. Editing student writing. 
Being aware of usage, interest, punctuation, capitalization, 
clarity as understanding antecedents or pronoun referents. 

2. Recognizing, understanding figures of speech, elliptical (a figure 
of speech--departure of direct way of saying a thing in order to 
make it more beautiful--more effective--interesting) phrases 
("all but there"), idioms ("give it a try"). 
Being alert to words that arouse emotions, ways authors create 
feeling, mood, impressions wanted. 

3. Comparing different writing styles as adventure, prose, poetry, 
biography, drama. 
Noting how author shows humor, surprise, setting .  . . 

4. Becoming aware of transformation, elaboration in language. 
Expanding an author's ideas. 
Recognizing use of question markers, noun markers, verb 
markers "pointing words as this," contrast signals (but). 

5. Identifying various writing styles and using them in their own 
original stories as conversation, diary, setting, plot, climax, 
personification, repetition. 

6. Observing or using a variety of sentence patterns, themes, 
syntactical structure in idea expression. 

7. Being aware of beauty, taste in good literature and relating it to 
feeling, tasting, hearing, imagining. 

/ 
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8. Noting character sketches in poems, stories. 

9. Sensing variety in melody of the lines used by the author to express 
mood, tense, pace. 

10. Being alert to words or ways which authors use in arousing emotion, 
create feelings, mood impressions wanted. 



155 

13. Study words--pronouncing and understanding words, spelling them 

correctly, developing meanings, responding to rhyming, rhythm, 

affixes. Directed lessons--not exploring through individual 

language expression as in 1-6. 

Illustrative Examples - studying words 

1. Building new concepts for words with multiple meanings. 
Recognizing connotations, denotations of words. 
Understanding shades of meaning in words. 

2. Using directed perceptive activities as a base for word study. 
Practicing eye-hand coordination for direction, or auditory, 
visual and tactile discrimination in relation to likenesses and 
differences. 

3. Discovering and internalizing word analysis patterns (both phonic 
and structural) and regularities of spoken language as it appears 
in written form. 
Participating in word exercises, games, using picture cards, 
context clues, sentence use, partial spellings, word building, 
pronouncing, recognizing words, noting capitals, small letters, 
other word form clues. 

4. Hearing and supplying rhyme words. 
Rhyming and responding to rhythm. 

5. Kinethetic-tracing when learning letter sequence spelling, direction 
is the emphasis. 

6. Thinking of words for original word groups as things sound, 
funny things, things that come in pairs, words ending in "ing. " 

7. Making vocabularies of known foreign language words as "a la mode, 
papier mache. " 

8. Developing meanings of known words as "on, off, over, under, 
down, up, in, out." 



Collecting words, numerals from various sources. 

Noting changes in words as affixes. 
Studying origins of words. 
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Semantic Aspects 

Strand III: Relating Author's Ideas and Language to Personal 

Experiences--emphasizes the influences of the language 

and ideas of many people on the personal language of 

children through browsing and reading of many types of 

books, seeing and hearing tapes, records, films; giving 

opportunities for trying out new language; adding to the 

language of others; making personal interpretation. 

Strand III: Relating Author's Ideas to Personal Experiences 

14. Reading whole stories, books 

15. Using variety resources 

16. Comprehending what is read 

17. Summarizing 

18. Organizing 

19. Integrating, assimilating 

20. Reading critically 
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14. Reading whole stories and books--reading books or stories for 

information, pleasure and improvement of reading skills on an 

individual basis. 

Illustrative Examples - reading whole stories, books 

1. Reading a book or story for recreation especially those they have 
dictated. 

2. Reading a book or story about a hobby, collection or other personal 
interest. 

3. Reading stories, books to glean added information on a selected 
topic or interest. 

4. Reading stories, books on seasonal interests as holidays. 

5. Reading a story or book motivated by current T. V. program, 
radio, book discussion, etc. 

6. Reading a humorous book. 

7. . Reading books in preparation for a book fair, T. V. show, program. 

8. Reading a story orally in an audience situation. 

9. Reading books, stories outside the classroom environment. 

10. Reading special parts of separate books, stories on an individual 
basis. Not as parts of a directed text reading lesson. 
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15. Using a variety of re sources--finding and using many resources 

in expanding vocabulary, improving oral and written expression, 

sharing ideas from science tables, listening centers, reference 

books, films, seeing that people express ideas and feelings in 

many ways. 

Illustrative Examples - using variety of resources 

1. Studying picture prints to gather information on a class problem. 

2. Using magnifying glass to study wood grains for information on 
age of trees. 

3. Observing animal life, birds, field trips, environment excursions. 

4. Discovering effects of plant care on growth through experimenta
tion. 

5. Making rhythm band instruments and experimenting with them 
to get rhythmic expression, finding out about rhythm, composing 
music. 

6. Using a map, magnet, numerals as source of information. 

7. Using taped directions for directions in how to play a game. 

8. Watching a film for information. 

9. Using a picture dictionary, word wall reports, publishing 
materials as a handbook or other resources--not preparing it. 

10. Comparing and drawing conclusions based on numerous sources 
as reference books, films, science tables, teacher explanation, 
social studies, speakers, pictures, photographs, cards, 
specimens, models, catalogs. 
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16. Comprehending what is read, heard--understanding what is read 

or heard, dealing with it in following directions, understanding 

words in context of sentences and paragraphs, reproducing the 

thought in a passage, reading for detail, reading for general 

significance. 

Illustrative Examples - comprehending what is read, heard 

1. Connecting parts of sentences to form a complete one. Using 
parts of sentences to determine meaning. 

2. Predicting or guessing what happened before, after. 
Visualizing actions, events before, after pictures, story parts. 
Seeing how it might be or might not be. 
Anticipating story endings--predicting outcome or events to 
follow. 

3. Drawing inferences, coming to conclusions, generalizing. 
Understanding general meaning in using implications beyond what 
is explicitly stated. 
Thinking of possible problem solutions. 
Reading fable and deciding what proverb it illustrates. 

4. Reading stories, pictures to find pertinent information. 
Reading to find answers to questions. 
Getting meaning from context to answer questions. 

5. Establishing cause and effect relationships. 
Sensing relationships in size, distance, ownership, character 
characteristics, character actions. 

6. Selecting material pertinent to given topic. 
Finding, marking sentences, pictures, words that tell about a 
story, character, experience .  . . 

7. Reading, re-reading or listening to follow directions as folding 
paper and cutting out shapes, coloring directions, carrying out 
plans, instructions. 

8. Changing rate to correspond with reading purpose as in skimming 
to locate a word. 
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9. Reviewing events as acting out or recalling story, sentence, poem 
content. 
Drawing a scene or making collage of part described in a story. 
Forming a visual image but no emphasis on sequence, summariz
ing. 

10. Reading to find author's purpose--why it was written. 
Seeing the purpose of a game. 
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17. Summarizing--getting the main impression, outstanding idea, or 

details of what has been read or heard, pulling ideas into an 

overall concept of what has been said or is to be said. 

Illustrative Examples - summarizing 

1. Finding the main idea in a paragraph or story. 
Using main idea as a title for pictures drawn or for a story 
written, told. 

2. Recognizing title as a summary for a story, picture event, poem--
about personal experiences or those of others. 

3. Appreciating the general significance of content. 
Describing main points or ideas in a personal experience, story, 
responsibility for something. 

4. Giving a summary of a day's experiences. 

5. Making a summary chart, story, mural, poster, movie. 
Making pictoral summary diarama, picture essays as showing 
animal homes, foods, protection or clothes worn in different 
seasons, phases of the moon. 

6. Summing up what all stories in a unit have in common. 
Observing table of contents and pictures of general topic in order 
to get a general summary idea. 

7. Checking summaries of what is known to see what the reading 
supports or rejects in general. 

8. Using a summary to get a quick preview to see if a book can be 
used or to check content. 

9. Collecting, drawing pictures, graphs, diagrams as an aid in 
summarizing. 
Showing general aspects of a current interest as a parade, park 
activities. 
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10. Summarizing discussions, plans, information. 
Giving a short summary of a story, informational selection, 
character sketches. 
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18. Organizing ideas and information--using various methods as 

classifying for briefly restating ideas in the order in which they 

were written or spoken. 

Illustrative Examples - organizing 

1. Recognizing sequence of ideas for retelling in pictures and 
stories, on field trips or walks, days, months, seasons in the 
year. 
Keeping events in proper sequence as tells, writes, thinks about 
things. 

2. Classifying objects, pictures, ideas, words for ideas, objects. 
Putting words in categories. 

3. Arranging pictures into a story sequence--for a box movie, 
bulletin board, strip story. 

4. Arranging scrambled sentences, letters, pictures into correct 
sequence. 

5. Organizing plans that tell how to do something as steps in making 
a pet cage, building a model city. 

6. Preparing for a dramatization, pantomine, flannel board, puppet 
show of a story read, a field trip or a program. 
Listing steps scenes, organizing orally or mentally for 
dramatizing. 

7. Organizing and recording what was seen or learned or said. 
Making exhibits, displays, science experience records, taking 
pictures, steps in making candy. 

8. Listing what things are to be included in an original story about 
a topic. 

9. Making a card file of references for information on various 
topics, index, table of contents. 

10. Noting organization of stories by checking the table of contents. 
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19. Integrating and assimilating ideas--using reading and listening 

for specific purposes of a personal nature, extending personal 

experiences through reading and listening. 

Illustrative Examples - integrating, assimilating 

1. Responding emotionally to content. 
Being stirred by a poem, book, pictures, music--to the point of 
laughter, anger, tears, sympathy .  . . 

2. Identifying with characters or incidents. 
Understanding self and others better through such identity. 

3. Reacting personally to the author's use of language. 
Interpreting orally, noting punctuation signals, words, ideas 
thus making feeling mobile--exciting, happy, sad, cross .  . . 

4. Recognizing emotional reactions and motives of story characters. 
Interpreting emotional reactions or comparing them. 

5. Relating story concepts to own likes, dislikes or experiences. 
Reading the part liked best. 

6. Sensing the passing of time in a selection. 

7. Observing that artists, writers express feelings and ideas they 
as readers or listeners have also experienced. 

8. Deciding what makes a story humorous, interesting to some but 
not to others. 

9. Being stirred by a poem, book, music to the point of desiring to 
learn to play a musical instrument, requests a similar book, 
does creative writing, researches a subject, brings a pet to 
show, develops science interest. 

10. Making a book cover. 
Taking books home to share with parents. 
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20. Reading critically--determining the validity and reliability of 

statements, sorting out and evaluating the real and the imaginary, 

identifying assumptions or facts. 

Illustrative Examples - reading critically 

1. Recognizing relevant and irrelevant information, material. 
Crossing out what does not belong in a sentence, paragraph. 
Marking correct choices. 

2. Distinguishing fact from opinion; sense from nonsense. 
Writing "yes" to sensible questions and "no" to nonsense 
questions. 
Questioning, comparing factual information, choices made. 
Comparing definition vs. description. 

3. Forming judgment on reasonableness, accuracy of facts support
ing statements--proof, verification. 
Sensing author biases, use of half truths, inconsistencies 
(propaganda, overstatement, unfounded claims). 

4. Considering value questions--worth, desirability, acceptability. 
Evaluating the appropriateness--Was it right—wrong? 
What moral does it show? 

5. Identifying and evaluating author purpose or point of view. 
Judging point of view perceived through a character. 

6. Deciding whether a story, picture, object, event is realistic or 
fanciful. 
Considering plausibility. 

7. Forming an opinion as to which characters would like to have or 
not have as a friend, giving reasons. 

8. Finding or recognizing sentences, words, which are true, not 
true about a story, picture. 

9. Testing out or supporting assumptions, predictions made. 

10. Questioning and comparing factual information, choices made. 
Comparing definition vs. description. 
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Language Experiences R.R. P.P. P. Bk. I Total 

1. Sharing experiences 

? 

2. Discussing experiences 

3. Listening to stories 

4. Telling stories 

5. Dictating 

6. Exploring writing 

7. Authoring individual books 

Strand I Total 

8. Conceptualizing relationships 

9. Expanding vocabulary 

10. Reading symbols 

11. Vocabulary awareness 

12. Improving style, form 

13. Studying words 

Strand II Total 

14. Reading whole stories, books 

15. Using variety resources 

16. Comprehending what is read 

17. Summarizing 

18. Organizing j 

19. Integrating, assimilating 
i 

i 

20. Reading critically i 
i 

Strand III Total j 

Grand Total 

i 
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1. Sharing experiences 

2. Discussing experiences 

3. Listening to stories 

4. Telling stories 

5. Dictating 

6. Exploring writing 

, 7. Authoring individual books 

Strand I Total 

8. Conceptualizing relationships 

9. Expanding vocabulary 

10. Reading symbols 

11. Vocabulary awareness 

12. Improving style, form 

13. Studying words 

Strand II Total 

14. Reading whole stories, books 

15. Using variety resources 

16, Comprehending what is read 

17. Summarizing 

18. Organizing 

,19. Integrating, assimilating 

20. Reading critically 

Strand III Total 

Grand Total 
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Reading Textbooks Strands I II III Total 

1. Allyn and Bacon, Inc. 

2. Harper and Row Publishers, Inc. 

3. J. P. Lippincott Company 

4. The Macmillan Company 

5. Scott, Foresman and Company 
i 
I i 

Basic Total 

6. Encyclopedia Britannica Education 
Educational Corp. 

7. Field Educational Publications, 
Inc. 

8. Harper and Row Publishers, Inc. 

9. Reader's Digest Associates 

10. Science Research Associates 

Special Needs Total 

11. D. C. Heath and Company 

12. Holt, Rinehart and Winston, Inc. 

13. Lyons and Carnahan 

14. Charles E. Merrill Publishing Co. 

15. L. W. Singer Company, inc. 

Literature Total 

16. The Economy Company 

17. Ginn and Company 

18. Lyons and Carnahan 

19. Phonovisual Products, Inc. 

20. L. W. Singer Company, Inc. 

Phonics Total 

Grand Total 
1 
! 
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