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ABSTRACT 

The purpose of this descriptive study was to 

investigate whether or not there was any change in behavior 

on the part of teachers who participated in a university 

graduate level course which used an inservice format. The 

course in question was on the effective construction of 

elementary school language arts curriculum. 

The subjects were those who had taken the course and 

who volunteered to participate in the study. Ten of the 

twenty who finished the course volunteered. 

The data was collected by conducting two interviews 

and administering two questionnaires. During the interviews, 

the research technique of stimulated recall was used to help 

the subjects remember past experiences. The first 

questionnaire determined to what extent the subjects were 

likely to distort their self-reporting on the second 

questionnaire. The second questionnaire was used to collect 

data in reference to how the subjects saw their roles within 

the framework of the inservice course. 

Instrumentation consisted of: Interview guides, Part 

I and Part II: the Reynolds Social Desirability Scale: and 

the Role Perception Scale. All but the Reynolds Social 

Desirability Scale were developed by the researcher. 

x 
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An analysis of the data provided ample evidence to 

support the following conclusions: 

1. A university level graduate course in language arts 

curriculum development can be regarded as inservice 

education. 

2. A positive change in the way teachers think about 

the influence of effective curriculum development on 

student growth can occur within the framework of a 

graduate level course in elementary school language 

arts curriculum construction. 

3. Teachers actually implement their personal language 

arts curriculums constructed as a course requirement 

for a graduate level course in elementary school 

language arts curriculum construction. 

4. The university instructor plays a prominent role in 

bringing about change in thinking and behavior on 

the part of teachers taking a university graduate 

level course in elementary school language arts 

curriculum construction. 



CHAPTER 1 

THE STUDY 

The field (of education) is not just surrounded by 
critics, it is inhabited by them. Its graduates, 
current students, (and) faculty ... generate at least 
as much fury toward it as do the politicians who 
reside outside it (Joyce & Clift, 1984, p. 5). 

Introduction to the Study 

During the year 1983, twenty reports studying the 

state of our nation's schools were generated. The end result 

of all these studies was the resounding cry that our schools 

were indeed in a state of crisis! 

These reports revealed that recent trends toward 

cost-effectiveness and accountability in business and 

industry have resulted in education's being viewed from a 

productivity perspective. In terms of the numbers of people 

involved, number of man-hours required, and the amount of 

capital spent, education may be the largest enterprise in the 

United States today (Walberg, 1984). 

However, even though costs have risen dramatically, 

groups such as the Task Force on Education for Economic 

Growth (1983), the Educational Equality project (1983), and 

the Carnegie Foundation for the Advancement of Teaching 

(1982) report that students appear to be learning less. 

1 
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According to these studies, higher order thinking, inferences 

from written material, and the ability to write a persuasive 

essay have declined. Business and military leaders complain 

specifically that they must spend millions of dollars on 

remedial education programs before their workers are able to 

do an adequate job. such documented research certainly 

suggests that educational productivity has not kept up with 

society's needs. 

As a remedy for public concern over the apparent 

deterioration of today's educational practices, school 

boards, school administrators, and legislators have shown a 

recent interest in inservice education (Harris, 1980). 

Traditional inservice programs, however, have not been 

effective in addressing the needs and concerns of teachers in 

the curricular areas (Cogan, 1975; Jenkins, 1977) because 

they have been reactive as opposed to proactive in design. 

Reactive programs are expected to remedy defects in teaching 

rather than provide for growth within the individual as is 

the case with the proactive mode (Harris, 1980). Individual 

growth requires teacher involvement in the selection of the 

inservice program (Bunker, 1977; Goddu, 1977; Howe, 1979). 

An alternative to the traditional inservice program 

like the ones provided by individual school districts is 

course work in a university graduate school. That is, teacher 
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education graduate study can be viewed as inservice education 

rather than an entity in and of itself (Lawrence, Baker, 

Elzie, & Hansen, 1974; Wade, 1985). Here individual needs can 

be addressed by an instructor with expertise in the art and 

science of teaching. Also, the university setting is a 

natural one for teacher growth because the graduate level 

course has the potential for being proactive rather than 

reactive. In addition, the college course meets the criteria 

for a successful inservice program in that it lends itself to 

providing for individualized experiences, active 

participation on the part of the students, demonstrations, 

supervised trials, feedback, a sharing of experiences among 

classmates continuity of program, and planned goals and 

activities designed by the instructor (Lawrence et al., 1974; 

Wade, 1985). 

Ruth Wade (1985), who made an exhaustive search of 

over 300 articles related to inservice education, summarized 

the concept of the graduate course as inservice education 

when she concluded that the essence of successful inservice 

consisted of giving teachers college credit for university 

initiated courses taught by instructors who encouraged 

independent study and who took on the responsibility for 

designing the curriculum and teaching the class. 
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However, even though a university graduate course can 

be looked upon as inservice education, such is not always the 

case with most undergraduate preservice teacher education 

courses. The reason is that many undergraduate courses fall 

short of meeting the criteria for successful inservice 

programs. As a result, many undergraduate education courses 

have taken partial blame for the apparent inadequacy on the 

part of classroom teachers. Joyce and Clift (1984) 

summarized generally held criticisms of pre-service programs 

as follows: 

Complaints about teacher education are wonderous in 
their variety and devastating in their implication. 
Its students are inferior. Its academic components 
are too brief and too weak. It is too theoretical 
and irrelevant to the real world of the schools. It 
is excessively devoted to pedagogy. It gives too 
little attention to teaching and practical matters. 
It squelches the creativity of its students. It 
resists innovation (and) ... it is susceptible to 
fadism (p. 5). 

The implication here is that preservice programs fail 

to encourage innovation and creativity, and fail to teach 

decision making skills or encourage students to acquire them. 

Thus, young people entering the teaching profession are 

finding themselves with little or no idea as to how to make 

vital curricular decisions. This is especially true when 

they are asked to make decisions as to what is to be taught. 

David Berliner (1984) emphasized the relationship 

between teacher decisions and content when he quoted Buchmann 
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and Schmidt (1981) of the Institute for Research on Teaching: 

During the school day, elementary school teachers can 
be a law unto themselves, for favoring certain 
subjects at their discretion. What is taught matters, 
hence arbitrariness in content decisions is clearly 
inappropriate. If personal feelings about teaching 
subject matters are not bounded by an impersonal 
conception of professional duties, children will 
suffer the consequences. Responsibility in content 
decision-making requires that teachers examine their 
own conduct, its main springs and potential effects 
on what is taught (p. 54). 

This is seen as a critical situation by Berliner 

(1984), who points out that the elementary teacher has almost 

total autonomy. Therefore, the ability to make intelligent 

choices and design curricula knowledgeably is crucial! 

However, even though curriculum development is the 

thrust of most graduate study in education, all too often in 

the classroom, teachers follow a curriculum designed by 

someone else rather than constructing their own. What is 

needed then is a graduate course in curriculum development 

which allows for innovation, thought, and creativity--one 

where the participants become designers rather than mere 

implementers--one where they become producers as well as 

consumers. 

Purpose of the Study 

The purpose of this study, therefore, is to 

investigate whether or not there is any change in behavior, 

since the summer of 1984, on the part of the teachers who 



participated in an inservice course in the effective 

construction of elementary school language arts curriculum. 

The Problem 

6 

Can an inservice course offered at the university 

graduate level change the behavior of classroom teachers with 

respect to their approach to curriculum development in the 

elementary school language arts? 

Questions to be Explored 

In order to determine whether an inservice course 

offered at the university graduate level could change the 

behavior of elementary school classroom teachers with respect 

to their approach to curriculum development in the elementary 

school language arts, the following questions were explored: 

1. What was the source and the nature of the 

participants' language arts curriculum prior to 

taking Elementary Education 625? 

2. How did the participants perceive their role in the 

course within the framework of each of the following 

factors? 

A. The alternative of self-directed or independent 

study, 

B. Individualized experiences, 

C. Active participation, 
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D. Sharing and providing mutual assistance to fellow 

classmates? 

3. What changes have the participants built into their 

language arts curriculum as a result of the course? 

4. How have the participants' thinking toward effective 

curriculum development in the language arts changed? 

5. What kinds of things do the participants perceive to 

be crucial to the effective development of the 

language arts curriculum in reference to student 

behavior? 

Significance of the study 

Although research on teacher effectiveness is vast, 

research on inservice education remains relatively untouched 

(Cruickshank, 1979). Consequently, educators understand only 

minimally what actually goes on during inservice programs. 

Hermanowicz (1978) has gone so far as to call inservice 

education of teachers a "national disaster area" (p. 13). 

What is needed then, is a study to address the 

question: How can the university education community help the 

most teachers, most effectively, through an inservice 

emphasis in graduate study, to change their behavior so that 

they become designers of curriculum, rather than mere 

implementers. 



This study addressed the above question through an 

exploration of the relationship between inservice education 

and elementary school language arts curriculum development. 

Definitions of Terms Used 

For the purposes of this study, the following 

definitions of terms were used: 

8 

Inservice Education. Any planned program of learning 

opportunities, such as those presented in university graduate 

courses, afforded classroom teachers for the purpose of 

improving the performance of the individual. 

Effective Teaching. Those teaching acts which result 

in creating a classroom environment that is conducive to 

learning. 

Language Arts. The universe of concrete and abstract 

experience, shared by thinking, speaking, writing, reading, 

and listening. 

Language Acts Curriculum. A set of guidelines for 

instruction by which expansion of external expression of 

internal thought is transmitted through the phonological, 

syntactical, and morphological aspects of language. 

Stimulated Recall. A research technique used during 

an interview through a series of specifically prepared 

questions for the purpose of assisting the subject in 

recalling what he was thinking about an experience which 



questions for the purpose of assisting the subject in 

recalling what he was thinking about an experience which 

occurred some time in the pas~. 

Assumptions of the study 

For the purposes of the study, the following 

assumptions were considered: 

1. Improvement in teaching effectiveness is based upon 

the role of the teacher as a curriculum developer. 

9 

2. Graduate study makes a difference in teachers' 

desires and abilities to improve their effEctiveness 

in curriculum development. 

Limitations of the study 

The findings were limited to the following: 

1. The population from which the sample was selected was 

representative of teachers from a small area of the 

Southwestern united States. 

2. Teachers participating in the study were selected on 

a volunteer basis. 

3. The number of teachers who were used in the study 

were not representative for normative purposes. 
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4. participants in the study varied with respect to 

their background as far as the quantity and types of 

graduate courses taken. 

5. Participants in the study varied in their ability to 

apply changes in their thinking with respect to 

language arts teaching because some did not teach 

during the 1984-85 school year. 

6. The stimulated recall technique may assist in 

determining factual data, but it is not foolproof 

because the information is subject to the truthful 

cooperation on the part of the participants. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

There has never been a time in the life of the 
American public school when we have not known all we 
needed in order to teach all those whom we chose to 
teach (Edmonds, 1979, p. 16). 

Since this study will concern itself with the effects 

of inservice education on effective curriculum development in 

the language arts, the review of the literature is organized 

under the following headings: Inservice Education, Teacher 

Effectiveness Research, and Language Arts Curriculum 

Development. 

Inservice Teacher Education 

Due to the fact that inservice education programs 

have developed from a variety of different educational needs 

and have come from a variety of different situations, 

practitioners have developed many terms which have become 

synonymous with Inservice Education. Among them are: 

On-the-Job-Training, Renewal, Staff Development, Continuing 

Education, Professional Growth, and Professional Development 

(Harris, 1980). However, these terms do differ in their 

conception. For example, Nadler (1974) divided commonly used 

11 



12 
terms into three areas of special meaning. He saw training as 

job related, education as individual related, and development 

as organization related. These levels of utility seem to 

reflect the anticipated goals for such a program. Thus, if 

individual growth is the desired outcome, education is the 

most accurate descriptor. 

Harris (1980), on the other hand, in cooperation with 

members of the Texas Education Agency and representatives of 

local school districts, defined inservice education as ftany 

planned program of learning opportunities afforded staff 

members of schools ... for the purposes of improving the 

performance of the individual in already assigned positions ft 

(p. 21). 

Recently, Wade (1985) simplified and broadened the 

Harris view by defining inservice education as ftany training 

activity designed to increase the competencies needed by 

teachers in the performance of their assigned 

responsibilities ft (p. 54). 

Historically inservice education has been reactive as 

opposed to proactive. 

Reactive as opposed to proactive means that programs 

were designed to remedy defects in teaching rather than 

provide growth within the individual. The reason for this 

position was that expansion of school systems as a result of 
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the World War II baby boom necessitated hiring any available 

person and providing additional training thereafter (Harris, 

1980). 

The post World War II period brought about other 

problems in teacher preparation. Urbanization and the 

implementation of vocational and technical programs brought 

on as a result of Sputnik, required inservice education of 

fully prepared teachers (McIntyre, 1967). Also, other social 

and economic developments such as the war in Viet Nam, 

immigration, the divorce rates, desegregation, recession, and 

the automobile created a demand for inservice education for 

personnel regardless of past preparation or experience 

(Nicholson, Joyce, Parker, & Waterman, 1976). 

Even the oversupply of teachers in the 1970s created 

a demand for inservice programs. This was an innovative way 

for unemployed college professors to survive declining 

college enrollments (Thompson & Johnson, 1979). 

Harris, Bessent, and McIntyre (1969) summarized the 

reasons for inservice education to include: enhancement of 

preservice teacher preparation, remedying obsolete or 

ineffective professional practices, coordinating and 

articulating instructional practices, and stimulating teacher 

morale. 
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However, a close look at the traditional reasons for 

the implementation of inservice education programs is 

important only if it helps educators design, plan, and put 

into practice future inservice offerings that have a direct 

application to classroom teaching. 

Future school improvement could depend on the role higher 

education plays in taking on the responsibility for the 

implementation of successful inservice education. 

Recently, school boards, school administrators, and 

legislators have shown an interest in inservice education as 

a remedy for public concern over the apparent deterioration 

of today's teaching practices (Harris, 1980). 

In addressing the future of inservice education, 

Johnson (1980) stated that "For the profession, the task is 

to internalize motivations and incentives so that inservice 

education grows out of individual and collective desires for 

professional excellence" (p. 45). Part of the answer to the 

issue as to whom the responsibility for inservice education 

should fall includes higher education. However, Johnson 

adds, a switch in the current trend toward school district 

initiated programs to those provided by teachers' colleges 

would require some changes in the present system of teacher 

education including a reevaluation of the relationship 

between preservice and inservice education. In her 
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conclusion, Johnson cautions that "resolving these issues to 

the satisfaction of all the constituents of the education 

community and the public will be difficult," but, she 

insists, "it is essential for school improvement" (p. 46). 

The essence of successful inservice education consists of 

giving teachers college credit for university initiated 

courses which encourage independent study by instructors 

who take on the responsibility for designing and teaching 

the class. 

Cogan (1975) and Jenkins (1977) found that 

traditional school district initiated inservice programs have 

not been effective in addressing the needs and concerns of 

teachers in the curricular areas. The reason is, perhaps, 

that too many of them have been short-term introductions to 

district-wide innovations with little or no follow-up 

(Sutherby, 1979). Ruth Wade (1985), who made an exhaustive 

search of over 300 articles related to inservice education, 

supported this conclusion when she revealed that teacher 

inservice programs initiated or developed by a university 

were significantly more effective than those initiated within 

the local school system. The apparent reason for this is that 

educational professionals outside the schools have more time 

and financial resources to develop, test, and present 

inservice programs for teachers. 
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In addition, Wade (1985) discovered that the 

incentive of college credit produced a variety of positive 

results among teacher participants. Among them were a better 

feeling about the inservice program, a higher degree of 

learning, a more positive change in teaching behavior, and a 

greater impact on student achievement. Incentives of 

released time, pay, certificate renewal, or no incentive at 

all produced negligible results. 

As to independent study or self-instruction as a 

factor in successful inservice education, Wade (1985) pointed 

out that these elements produced the highest results because 

these structures appealed to the most highly motivated 

people. 

Also, although there is some evidence that teacher 

involvement in the selection of inservice education programs 

is important to their success, few programs have asked for 

teacher input into their planning and implementation (Bunker, 

1977; Goddu, 1977; Howe, 1979). However, teacher input here 

is limited only to decision making with respect to content. 

Successful inservice education requires that the instructor 

take on an almost exclusive responsibility for the design and 

teaching of the class (Wade, 1985). 

Finally, Lawrence, Baker, Elzie, and Hansen (1974), 

in a study analyzing nearly 100 inservice programs, isolated 
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p~even desirable characteristics which led to successful 

results: (1) individualized experiences, (2) active 

participation, (3) an emphasis on demonstrations, supervised 

trials, and feedback, (4) an attitude of sharing and mutual 

assistance, (5) continuity of program, (6) choice of goals 

and activities, and (7) self-initiated and self-directed 

activities. Even though the Lawrence and others study claimed 

that programs which incorporate the seven elements actually 

changed teacher behavior in 80 percent of the cases, it must 

be noted that the Wade (1985) study disputed the impact of 

characteristic number six. She found that successful 

inservice programs were the ones where instructors set clear 

goals and took on the responsibility for teaching the class 

as opposed to a situation where the participants were 

encouraged to teach each other through some kind of 

class-directed, emergent design. 

Teacher change requires a voice in curricular 

decision-making brought forth from a membership in a 

support group formed from the interaction among 

classroom teachers. 

One of the desired outcomes in an inservice program 

for teachers is to stimulate a change in teaching behaviors. 

It follows then, that an inservice program based on the 

research of change will be more conducive to success. 
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In a five-year study of change in individual schools, 

conducted by the Institute for the Development of Educational 

Activities, Inc. (IDEA), the central finding was that adults 

needed to help themselves (Bentzen, 1974). This means, 

according to Goodlad (1974), ftthat they must think together, 

plan together, decide together, and act together in dealing 

with problems inevitably inherent in schools. And they need 

help, support, and encouragement in doing soft (p. viii). In 

terms of these self-help units, the IDEA study identified a 

predominant pattern of recurring events that defined staffs 

receptive to change. The events were dialogue, decision-

making, action, and evaluation. The study found that 

competent teachers as individuals thrust into a school 

setting at random did not automatically become a coherent 

group with the ability to cope positively with changing 

demands on schools. As Griffin, Barnes, O'Neal, Edwards, 

Defino, Hukill, and O'Neal (1983) pointed out: 

When the group does work effectively, the members 
talk about school issues (dialogue), act on the 
dialogue (decision-making), follow-through on 
decisions (action), and reflect on the effects of the 
action (evaluation). The presence of the DDAE process 
was an indication of the level of staff receptivity 
to change (p. 26). 

The university course setting is an ideal situation 

for the above to occur because it provides a neutral 



environment where teachers feel more free to participate in 

the DDAE process. 
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According to Bentzen (1974), one of the greatest 

problems in teacher change is the feeling among teachers that 

teaching is a lonely and often times dull profession. These 

feelings lead to an attitude of fear of the unknown which 

tends to be the basis for maintaining the status quo. The 

IDEA study, however, found that increased interaction among 

schools helped teachers to combat such loneliness, dullness, 

and fear. The university course setting takes interaction 

among schools further because, in any given course, there may 

be as many as twenty-five different teaching situations 

represented. 

The size of the training group (1-20, 21-40, 41-60, 

greater than 61), however, has no significant effect on 

results, nor has the composition of the group. It doesn't 

matter whether participants are a faculty unit or a group of 

unrelated individuals (Wade, 1985). 

The university graduate course then, actually creates 

a support group, and as Griffin et a1. (1983) pointed out, 

staffs which had developed a support group were more likely 

to try something new because they encouraged rather than 

discouraged each other when a member experienced a failure. 
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From studies of school and teacher change it can be 

inferred that teacher change results from support groups 

which have a voice in curricular decision-making. These 

groups come from the interaction among teachers from various 

teaching situations and a university course is a natural 

place for this to occur. 

With respect to teacher effectiveness in the language 

arts, summer inservice leads to a higher rate of success 

than programs offered during the school year. 

Warren (1981) conducted a study to see whether there 

was more improvement among language arts students whose 

teacher attended four workshops after school than there was 

among those students whose teacher attended a summer 

institute. The students were compared on each of four 

dimensions of oral communication skills: delivery, 

organization, content, and language. He found that the 

students whose teacher attended the summer institute made 

significantly more progress than those whose teacher attended 

only the workshops. The suggestion here seems to be that 

intensive inservice during the summer when teachers are more 

relaxed has a greater impact on achievement than one held 

after school when teachers are generally tired and 

unresponsive. 
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As to the issue of location, Wade (1975) found that 

on-site versus off-site training had no significant impact on 

the success of an inservice program. 

Thus the literature implies the optimal condition 

under which to conduct an inservice for language arts 

teachers is either an on-site or off-site summer course. 

Sharing professional materials in a non-interventive 

inservice setting leads to higher student performance in 

the area of children's writing. 

As to inservice and children's writing, Orchard 

(1981) addressed the problem by proposing a program for 

teachers, defined as a support system, which attempted to 

avoid a fragmentary, interventive approach. Here teachers 

identified and selected writing as the topic for which they 

felt the greatest need. The support came "in sharing with 

other classroom teachers of similar age children, sharing 

professional materials and teaching aids, and in drawing from 

the expertise of the inservice 1eader ... who was a teacher in 

the district" (Orchard, 1981, p. 4). The increase in the 

average holistic scaled ratings of children's writing over 

time substantiated the claim that the students wrote more, 

due to the inservice which emphasized how to increase the 

variety of opportunities, the focus of purpose, and the 

awareness of audience in writing. 



Finally, Ogle (1983), in a report on a leadership 

training program in writing and reading, found that, even 

though teachers would implement the program, student 

achievement in writing and reading did not significantly 

increase due to the fact that there had been a strong 

intervention on the part of the principal as an evaluator. 

This would seem to support the idea that participant 

decision-making is indeed a very critical component of 

effective inservice teacher education. 

Teacher Effectiveness Research 
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since the effect of schooling on the individual 

depends to a considerable extent on what his teacher does in 

the classroom, many educators have been concerned with the 

nature of the teaching process and with what teachers 

actually do. For this reason, even though it has been 

demonstrated that there is great variation of teachers in 

their behavioral patterns across classrooms and also in their 

distribution of time and resources within classrooms (Good, 

1983), the specific behaviors of effective teachers have 

created a great deal of recent interest among researchers. 

In fact, a number of studies began to emerge by 1975, 

even though research on teaching had received little 

attention prior to the 1970s. Most of these efforts were 

designed in the form of process-product analysis. This meant 



that teacher behavior and classroom characteristics were 

observed and subsequently related to measures of student 

achievement. Correlation was the most frequently used 

statistic (Berliner, 1979). 
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One result of the 1970 studies was the grouping of 

teacher behaviors into "conceptual clusters. Here descriptors 

like enthusiasm and clarity of presentation were tested to 

see whether or not these behaviors had an impact on student 

achievement. Barak Rosenshine and Norma Furst (1973) listed 

nine variables which appeared to them to have yielded the 

most consistent results in relation to effective teaching. 

These variables were: clarity, variability, enthusiasm, 

task-oriented, criticism, teacher indirectness, student 

opportunity to learn material, use of structuring comments, 

and multiple levels of questions. This list was subsequently 

revised in 1979 because of too many misunderstandings about 

the meaning of the categories. For example, clarity was not 

specific enough; it wasn't clear to the reader whether the 

researcher meant "organized" or "coherent.w Also variability 

meant "flexible in procedure" in some cases and "variety of 

materials" in others. Thus, ambiguity in its terms and a lack 

of focus as to its appropriateness in the area of language 

arts caused the Rosenshine/Furst list to be taken less than 

seriously. 
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About the same time, in his study of teacher 

effectiveness, Donald Medley (1979) divided teacher behaviors 

into three categories: (1) Use of Pupil Time; (2) Maintenance 

of the Learning Environment; and (3) Method of Instruction. 

By making decisions about teaching, teachers were able to 

control or influence these factors. These factors, in turn, 

were known to effect student behavior, attitudes, and 

achievement. Consequently, Medley's categories were used as 

guidelines for the discussion of teacher effectiveness. 

Teacher decisions as to the quality and quantity of 

time spent in relationship to the desired educational 

outcome are major factors effecting student performance. 

The focus of time spent in the classroom was 

identified as an important instructional variable that 

related consistently to student achievement (Berliner, 1979). 

However, even though most research on time addressed 

student achievement (Bloom, 1973; Carroll, 1973) as opposed 

to teacher behavior, Wiley and Harnschfeger (1974) approached 

the focus of time from the teacher's view rather than the 

learner's. They explored time on task relative to 

instruction. This model took into account the time a teacher 

assigned to a particular topic minus the amount of time he 

used for the purpose of discipline or classroom organization. 



The time actually devoted to teaching then, was called 

Allocated Exposure Time. 

The focus of time is seen to affect more specific 

decisions made by teachers as to content, time allocation, 

and pacing. In regard to content, for instance, Schwi11e, 

porter, Belli, F1oden, Freeman, Knappen, Kuhs, and schmidt 
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(19B1) discovered that the perceived effort required to teach 

a subject matter area, the perceived difficulty of the 

subject matter area for the students, and the teacher's 

personal feelings of enjoyment while teaching a subject 

matter area influenced the teacher's choice of content. 

Walker and Schaffarzick (1974) concluded from their 

research that more emphasis on one area of curriculum content 

than another produced different patterns in student 

achievement. The notion that such disparity in emphasis may 

be considerable and warrants evaluation was furthered when 

Carew and Lightfoot (1979) found that one teacher spent 75 

percent of the time allocated to academic contexts, teaching 

activites related to reading because she enjoyed the subject. 

Rosenshine (196B), moreover, found that correlations between 

the content covered and student achievment were larger than 

those obtained from any other variable. More recently, 

Cooley and Leinhardt (1980), in a study on primary children 

who had difficulty in learning basic skills, found that 



opportunity, when compared with motivation, instructional 

events, structure, and setting, was the only variable that 

significantly influenced student achievement. 
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Berliner (1984) pointed out that the elementary 

school classroom teacher has almost total autonomy when 

scheduling time in the content areas. Other related research 

focused on the incredible variations in time allocations that 

were made by different teachers. For example, Dishaw (1977) 

found that one elementary school class spent 75 percent more 

time in activities related to reading comprehension than any 

other of the fifth grade classes in the sample of 25. In 

another study, Denham (1980) learned that one second grade 

teacher devoted 47 minutes a day to reading and language arts 

while another found 18 minutes a day for the same content 

area. From these differences, considerable variability on 

outcome measures used to assess similar programs occurred 

(Berliner, 1979). 

Related to such choices in content and time 

allocations within content areas is the issue of pace of 

instruction. Pacing simply means how fast a given teacher 

covers a given amount of material. Shavelson (1983), in a 

study on differential treatment concerning ability groups, 

reported that teachers tended to pace groups differently. In 

open case, for example, the "high group" was paced as much as 
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15 times faster than the "low group." This resulted in a 

marked difference between groups in curricular exposure. This 

pattern effects achievement because the more a teacher 

covers, the more it is possible for pupils to learn 

(Berliner, 1984). The work of shavelson and Berliner seems to 

suggest that, when developing a language arts curriculum, the 

teacher must pay particular attention to the amount of time 

devoted to language arts instruction as well as the rate at 

which the material is covered. 

The teacher's choice of activity structures effects the 

language arts curriculum and teaching methods. 

Bossert (1979) divided activities into three patterns 

of organization or structures: recitation, class task, and 

multitask. Recitation involves the whole class and a single 

task while class task activities include experiences like 

individually paced seatwork. Multitask structure involves 

activities where the children have some choice in the 

projects. 

Berliner, Rubin, and King (1979), in an attempt to 

describe the general framework within which teachers and 

students interact, expanded Bossert's list to include the 

following activity structures: (1) reading circle, (2) seat 

work, (3) two-way presentation, (4) one-way presentation, (5) 
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mediated presentation, (6) silent reading, (7) construction, 

(8) games, (9) play, (19) transitions, and (11) housekeeping. 

Cox and Rubin (1981) then elaborated the Berliner et 

al. data and refined the eleven descriptors through 

exploration of how they would apply to the training of 

teachers. This investigation considered the "way in which the 

social organization of different educational environments 

within the same classroom and with the same children 

interacts with the characteristics of individual learners to 

produce different kinds and different levels of academic 

activity" (p. 1). 

The literature concerning activity structures 

suggested that the organization of instruction may influence 

student achievement as well as social relationships within 

the classroom (Bossert, 1979). This was done by drawing 

attention to the relationship between the kind of activity 

structures employed and their effect on teacher authority. 

Bidwell (1965) argued that student trust motivated children 

to learn because a confrontation between teacher demands and 

pupil desires resulted in an alientation which lowered 

achievement in the long run. The teacher could not rely on 

the authority of office to control pupils, but had to 

establish the rapport necessary to gain student compliance 

and promote learning (Bossert, 1979). 
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Also, activity structures influenced the curriculum, 

especially in the language arts area, because some are more , 
appropriate than others if certain ends are desired. For 

instance, oral language acquisition is much more feasible 

through play, games, or two-way presentations than seat work 

or silent reading. On the other hand, seat work or silent 

reading may be more appropriate for written vocabulary 

development. 

When teachers communicate high expectations to their 

students, performance is substantially raised. 

Most existing research on the behavior of teacher 

expectations of pupil performance has been directed toward 

high and low achieving students (Shulman & Sykes, 1983). 

For example, Rist (1973) found that kindergarten 

grouping in one school was done on the basis of physical 

appearance, body odor, language assertiveness, and the 

ability to speak standard American English. Those children 

who fit closely to the teacher's concept of the ideal were 

placed closer to her, while those who did not meet the 

standard were seated farther away. Those who were assigned to 

the low group at the beginning of kindergarten were still in 

the same group at the end of second grade. The teacher's 

expectations about the achievement level of her class had 

been realized. The low group did poorly while the high group 
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excelled. Thus, the teacher's behavior toward her student 

seemed to have had as much of an impact on the outcome as her 

attitude toward content. 

Chaikin, Sigler, and Derlega (1974), in a study of 

nonverbal expectation differences, found that teachers who 

thought they were working with students with high academic 

potential nodded their heads in approval more and made eye 

contact more frequently than teachers interacting with those 

they believed to be slow learners. Page (1974) found that a 

high-expectation group received significantly more smiles 

than a low-expectation group. Kester and Letchworth (1972) 

reported that teachers were more supportive and friendly 

toward students who they believed were bright. 

The quantity and quality of teacher presented 

materials were also associated with performance expectations. 

Students labeled as bright had received many more 

opportunities to learn new material than those labeled as 

slow (Beez, 1979). In addition, teachers presented more 

difficult material to those students they thought were bright 

and easier materials to those they thought were slow (Jeter, 

1975). 

In terms of student/teacher interaction, Brophy and 

Good (1970) found that slow students were called on less and 

given less time to answer questions than those in the high 
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achievement group; that high achievers initiated interactions 

more frequently than low achievers; that teachers criticized 

the low achievers more and gave feedback more frequently to 

high achievers. Rowe (1974b) similarly discovered that bright 

students were allowed longer than slow students to respond 

before the teacher redirected an unanswered question to other 

members of the class. Once again high-expectation students 

were seen to receive a greater frequency of teacher/student 

interaction than low-expectation students (Brophy & Good, 

1974). 

Thus, the literature on the relationship between 

expectation and achievement has been consistently interpreted 

to show that there are powerful effects on performance when 

teachers communicate their expectations to those they are 

teaching. In fact, when Rosenthal and Jacobson (1968) 

compared alleged potential academic bloomers (chosen at 

random on a fictitious test) with ordinary students, they 

went so far as to state that: "The difference between the 

special children and the ordinary children, then, was only in 

the minds of the teachers" (p. 175). 



Effective teachers ask their students questions which 

are related to the desired outcome. The level of 

questions asked does not matter. 
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Another variable that demonstrated a positive 

relationship with achievement outcomes was the type of 

question asked by teachers. Many studies have used Bloom's 

Taxonomy (Bloom & Krathwohl, 1956) as a way to categorize 

such questions. Although results have been mixed, the degree 

of success has generally been determined by the nature of the 

class studied and the outcome desired. 

In terms of amount, Gall (1970) found that elementary 

teachers asked as many as 150 questions per hour when 

teaching science or social studies. 

In reviewing the effects of high-order questions, 

Redfield and Rousseau (1981) found that students exposed to a 

lesson where intelligent high-order questions were asked 

performed as much as 25 percentile points higher than 

students exposed to the same lesson without higher-level 

questions. 

However, Mills, Rice, Berliner, and Rousseau (1980) 

found that the mere asking of higher-level questions didn't 

necessarily result in higher-level answers. In an analysis of 

hundreds of teachers' questions and students' answers, they 

found that the changes of an analysis or synthesis-level 
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response to an analysis or synthesis-level question was only 

about fifty-fifty. 

On the other hand, Rowe (1974a) demonstrated that if 

teachers waited as little as three seconds longer than usual 

for a student response, the confidence in responding, the 

variety of response, and the cognitive level of the response 

significantly increased. 

Finally, Rosenshine (1976) summarized the data on the 

relationship between achievement and the kinds of student 

responses made to teacher questions. He concluded that 

academic responses were positively correlated with outcomes 

and that non-academic responses and responses to open-ended 

questions were not. 

Summary of Teacher Effectiveness Research 

Donald Medley divided teacher behaviors into three 

categories: use of pupil time, maintenance of the learning 

environment, and method of instruction. By making decisions 

about teaching, teachers are able to control or influence 

these factors. These factors, in turn, are known to effect 

student achievement. 

As to time, since the teacher generally has total 

autonomy to make decisions, she must decide what to teach, 

how much time to devote to any given area, and how fast to 

cover the material. She must also make choices in terms of 



activity structures because activity structures affect the 

learning environment. In addition, the effective teacher 
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must have high expectations for all of her students 

regardless of whether she believes the individual pupil is a 

high or low achiever. Finally, the effective teacher must 

make decisions as to the kinds of questions to ask during 

instruction. Questions related to outcome must be asked and 

the teacher must wait for a well-pondered response and demand 

a high-level answer for a high-level question. 

Research on the Language Arts 
For Curriculum Development 

The purpose of language, according to linguists, is 

thought and communication. Therefore, language is used by 

people to shape thoughts and to share their ideas. since the 

goal of language is communication, elementary school language 

arts programs must enhance children's ability to use language 

by fully involving them in thinking, listening, speaking, 

reading, and writing (Hennings, 1982). 

The literature 011 language arts is vast. For the 

purpose of this study, then, only those materials which have 

a direct relationship to effective language arts curriculum 

development will be explored. This section will address the 

following issues: (1) What teachers need to know about 



children's language, and (2) What they need to know about 

curriculum development in the language arts. 

When children begin school, they have already developed 

an excellent grasp of phonology, syntax, and semantics, 

and have begun to control some aspects of the social 

language-use system. 
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In order to develop effective language arts programs, 

teachers need to know how children acquire language. That is, 

they need to know the process children experience as they 

become more and more proficient in understanding and using 

the language. 

Most proponents of the natural language accquisition 

position, have adhered to Carol Chomsky's (1972) theory that 

children learn language by hypothesizing about rules, then 

testing them in social situation. They have also agreed that 

acquiring a language involves some sort of scheme for passing 

from levels of lesser to greater complexity. 

Meaning plays the title role in learning language. 

Frank smith (1979) stated that the only essential 

pre-condition for children to learn language is that it 

should make sense to them. As he put it, "It is because 

children are concerned with the purpose to which language can 

be put that they grow up speaking language instead of 

imitating the sound of a vacuum cleaner" (p. 121). Michael 
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Halliday (1975) also emphasized the importance of the 

socio-lingistic environment on the development of language 

uses. He discovered that, as the children's needs evolved, 

so did their functions of language. Consequently, he viewed 

growth in language acquisition to be the individual's 

increasing flexibility in using language for varied functions 

in varied contexts. 

James Britton (1970) considered a child's language 

development to be contingent on his mastery of the social 

means of thought. For example, at first the child uses words 

like daisy, flower, and plant interchangeably with no regard 

for their values in a semantical hierarchy. But, having 

taken a word into his speaking vocabulary, he learns by 

degrees to use it for additional purposes. 

In a more all-encompassing vein, James Moffett (1973) 

developed similar observations. He maintained that language 

growth is an abstracting and decentering process. It 

involves increasing the distance between the speaker and the 

listener and between the speaker and the subject. The 

language user moves from the formulation of private thoughts 

(reflection), to interaction with small, known groups 

(conversation), to communication with relatively anonymous 

audiences (publication). 
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Preoccupied with similar considerations, Robert 

Shafer summarized Roger Brown's (1973) basic principles of 

psycholinguistic language acquisition. These emphasize the 

universality of certain aspects and chronological progression 

as follows: 

1. Most psycholinguists agree that at birth every child 

is programmed to learn a language (sometimes more 

than one). 

2. The language program corresponds to certain universal 

constraints which seem to be common to all natural 

languages. 

3. The onset of language learning is shortly before the 

age of two. 

4. Learning continues efficiently for the next four or 

five years and by the age of six, most children have 

developed considerable control over their language. 

5. The language acquisition device is hypothesized to be 

part of every human being's innate development as a 

human being. 

6. This language acquisition device seems to function 

much more efficiently in childhood--when a child 

begins puberty, ability to learn language seems to 

slow down considerably (p. 498). 
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Though these theorists and researchers described 

language functions from slightly different views, they all 

perceive1 language development to be the growing ability to 

fit one's language to a variety of audiences, for various 

reasons, in varying situations. They believed that children 

learn language by using language in natural, purposeful, 

active, and meaningful ways. 

Reciprocal interrelationships exist between the receptive 

and productive components of the language arts 

Even though reading, writing, listening, and speaking 

involve different intents and purposes, there is a clear 

relationship among them: the goal of any language program is 

that the students learn to derive meaning from language 

(Hennings, 1982). The reader and the listener, for example, 

seek meaning by making predictions based on minimal kinds of 

information which each brings with him to the circumstances. 

Both must find meaning in words. Both must interpret 

messages by going beyond the sentence structure to make sense 

from verbal input (Goodman, 19721 Shafer, 1974). 

Literacy is a reflection, a modification, and an 

extension of oracy 

Some years ago educators began to consider the 

possibility that the level of a child's writing and reading 
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was dependent on ability to speak. As early as the early 50s, 

Strictland's (1951) premise was that children could write no 

better than they spoke. For that reason, some teachers would 

not offer written activities to their classes until the 

children's oral language skills were well developed. For 

example, Ferris (1967) advocated that "For the first-grade 

child whose speaking skills are less than well developed the 

teacher will provide opportunities for listening to stories 

read or told to him" (p. 42) rather than writing experiences. 

A similar view was explored by Eldredge (1965), who 

in a study comparing the language patterns used by third 

grade children as a group in oral and written composition, 

discovered that written language reflected the same patterns 

of usage found in oral language. In addition, however, she 

observed that third graders were using structures of greater 

complexity in their oral language than in their written work. 

In regard to process, however, researchers have 

discovered that the process of writing is similar to the 

process of learning to talk. Vygotsky (1962) has done a great 

deal of research on the subject. His conclusion is that it 

is necessary to repeat the developmental stages of speech 

when learning to write. 

However, even though it was suggested that children's 

oral language be formed before instruction in written 
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composition is attempted, Weeks (1979) revealed that there 

was no biological reason for not learning speaking and 

writing together. She went even further when she cited 

Soderberg's (1976) work which concluded that written language 

and sign language could be acquired first, and oral language 

could be built upon them! 

As to whether or not children really depend on their 

oral language as a model for their compositions, Graves 

(1975) studied seven-year-old children to see whether they 

were cognizant of their oral language as they produced 

written work. He found that children who showed erratic 

problem-solving strategies in writing oral planning in 

writing while those who showed well developed and consistent 

problem-solving strategies used little oral language when 

preparing to write. The latter group also had greater sense 

of the audience for whom they wrote and made a more 

reasonable evaluation of the finished product than did the 

erratic problem solvers. Finally, Sawkins (1971) concluded 

that, by fifth grade, children's ability to talk about what 

they wrote did not necessarily correspond with the quality of 

the writing. 

As to whether early and extensive experiences with 

oral language gives children the background needed to write 

compositions, Beidler (1969) found that a group of second 
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grade students who were exposed to the materials in the 

Peabody Language Development Kit, wrote more running words 

than a control group with whom they were compared. However, 

other aspects of written composition were not significantly 

different. 

On the other hand, Wiggins (1969) found that 

extensive oral language activities like classroom discussions 

and oral reading failed, in fact, to produce the variety of 

sentence structures in the children's writing that had been 

presented in the oral language lessons. This might suggest 

that an oral language enrichment activity such as drama might 

not have had the effect on children's writing that some 

practitioners like Sara Lundsteen (1976) believe. 

Finally, as to the effects of written language on 

oral expression, Cox (1971) found no reciprocity between 

spontaneous oral expression and personal authorship among 

first grade students. This was, however, consistent with 

those who maintain a cause-and-effect relationship between 

oral and written language because, as Lundsteen (1976) put 

it: "Research results indicate that language skills, while 

interrelated, are not reciprocal" (p. 45). 

It would seem that there is, however, a significant 

relationship between reading and oral expression. Stauffer 

and Pikulski (1974), in a study analyzing the connection 
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between oral language usage and first grade reading, found 

that the language experience approach to reading resulted in 

significant improvement (p<.OI) in most aspects of oral 

language tested: number of words, number of sentences, number 

of pronouns, number of prepositions, and number of different 

words used. 

Summary of Language Arts Research 

Meaning on the part of the learner plays the most 

important role with respect to language acquisition. Thus, as 

the child's need to communicate evolves, so does his 

language. By the time a child reaches school age, his oral 

language ability is fairly well developed. 

Because the goal of any language program is to derive 

meaning, the receptive and productive aspects of language as 

well as literacy and oracy are interrelated. It is important 

for teachers to keep these things in mind when they make 

decisions about curriculum development. 

Summary of Related Literature 

This review of related literature has focused on 

inservice education as it applies to teacher effectiveness 

with respect to language arts curriculum. The purpose of this 

study is to determine to what degree graduate inservice 

education is effective in changing teachers' behavior as far 
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as designing and implementing elementary school language arts 

curriculum is concerned. 

One of the desired outcomes of inservice education is 

a change in teacher behavior. The research reveals that there 

needs to be dialogue, decision making, action, and evaluation 

present in an inservice course if change is to occur. Change 

is accomplished through a college course which meets the 

criteria for a successful inservice program. A successful 

inservice program includes: providing for individualized 

experiences, active participation on the part of the 

students, demonstrations, supervised trials, feedback, a 

sharing of experiences among classmates, continuity of 

program, and preplanned goals and activities designed by the 

instructor. 

As to research on effective teaching, the use of 

pupil time, maintenance of the learning environment, and 

method of instruction were factors isolated as being 

important. Decisions as to what and when to teach as well as 

sound judgments in regard to questions asked the students 

enhance effectiveness. Also, the teacher must expect a high 

standard of performance from each student regardless of his 

perceived ability. Finally, the effective teacher focuses in 

on those activiites which are related to the desired outcome. 
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In terms of the language arts, since the goal is to 

derive meaning, the curriculum developer must know what the 

child brings to school with him in the way of language. Also, 

the teacher must know what the relationship between oral and 

written language is and that receptive and productive aspects 

of language are interrelated. 



CHAPTER 3 

ORGANIZATION AND DESIGN OF THE STUDY 

We must learn not to expect miracles from inservice 
education programs. One besetting sin in American 
education is an expectation of radical changes in 
teacher behavior and consequently pupil behavior with 
only tiny investments of time, energy, and resources 
(Bush, 1971, p. 68). 

This chapter presents an overview of the study to be 

undertaken, general information about the population to be 

studied, and the instruments and procedures used to collect 

and analyze the data. 

The purpose of the study was to explore any change in 

behavior on the part of teachers who participated in a 

graduate level university inservice course during the summer 

of 1984. Answers to the following general questions were 

sought: 

1. What was the source and the nature of the 

participants' language arts curriculum prior to 

taking Elementary Education 6251 

2. How did the participants perceive their role in the 

course within the framework of each of the following 

factors: 

A) The alternative of self-directed or independent 

study, 

45 
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B) Individualized experiences, 

C) Active participation, 

D) Sharing and providing mutual assistance to fellow 

classmates? 

3. What changes have the participants built into their 

language arts curriculum as a result of the course? 

4. How have the participants' thinking toward effective 

curriculum development in the language arts changed? 

5. What kinds of things do the participants perceive to 

be crucial to the effective development of the 

language arts curriculum? 

General Design 

This was a descriptive study of ten teachers involved 

in Elementary Education 625, Developing the Language Arts 

Curriculum, a graduate level course offered by The University 

of Arizona during the summer of 1984 and taught by Professor 

Vivian Cox. 

A descriptive study generally focuses on the present 

state of any given activity and attempts to answer the 

question: "What exists?" Observations and the collection of 

data are open-ended. That is, descriptive studies are those 

which identify facts and describe how things are at present. 

They may also compare and contrast likenesses and 

differences, classify and correlate data in order to describe 
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relationships, or may suggest predictions as to the natural 

course a phenomenon may follow. 

The Course 

The course, Elementary Education 625, was taught 

during the first sum~er session (June 11 to July 12, 1984) 

from 7:00 to 8:45 in the morning. There were 46 hours of 

instruction given. Below is a description of the course 

objectives, modules, requirements, and materials. 

Objectives 

Primary Objective: 

To develop state-of-the-art knowledge concerning the 

acquisition and development of language arts 

learnings of children through readings, 

presentations, and discussions. 

Secondary Objectives: 

To clarify and refine personal understandings for 

language arts curriculum decision-making. To 

formulate a language arts curriculum which reflects 

state-of-the-art knowledge translated into practical 

application. 

Course Introduction and Modules 

A. Introduction: The Child 

This module is designed to explore "what we know 



about children" which has direct bearing upon 

curriculum decision making. 

B. Module One: Literacy 
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This module explores state-of-the-art knowledge and 

issues which affect development of literacy 

curriculum for children. 

C. Module Two: society 

This module explores societal trends, changes and 

transitions which form the basis of an information 

economy and serve as a life context for our students. 

D. Module Three: Curriculum 

This module explores ways in which content from the 

other modules may be utilized to develop, modify, and 

refine language arts curriculum. 

Requirements 

* To read texts and curriculum material relevant to 

each session. 

* To critique three topics from each of the four text 

resources. The critique is to be a critical 

discussion of the topic selected. Issues raised by 

the content should be identified and discussed in 

light of language arts curriculum decision making. 

Critiques are to be type-written and developed in 

detail. 



* 

* 

* 
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To share additional references and resources which 

are not a part of the required course material. 

To examine either a language arts curriculum or text 

series and respond to it in terms of concepts 

explored in the class. 

To develop and present a language arts curriculum 

framework appropriate for the subjects for whom you 

are professionally responsible. This work should 

include a rationale for the content included and an 

outline of the curriculum components which reflect 

the rationale. Cite a minimum of five specific 

examples of ways in which some of the specific items 

in the outline may be developed and implemented. 

These citations should be detailed examples of ideas 

in action. Indicate reference items which support 

the choices which are included in the curriculum 

outline. 

Materials 

A. There were two required texts for the course. 

1. Goldman, H., Obery, A., & Smith, F. (1984). 
Awakening to Literacy. Heinemann 
Educational Books. 

2. Holdaway, D. (1984). Stabililty and change in 
literacy learning. Heinemann Educationnal 
Books. 

B. Two other texts will be used in the course. 

1. Naisbitt, J. (1984). Megatrends. New York: Warner 
Books, Inc. 
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2. peters, T. J., & Waterman, R. (1982). In search 
of excellence. New York: Warner Books, 
Inc. 

C. Curriculum articles and texts are available from the 

instructor. 

Subjects 

Teachers in this study were those who participated in 

Elementary Education 625 during the summer of 1984. Letters 

explaining the study and asking permission for the researcher 

to conduct two personal interviews were sent to each teacher 

(see Appendix A). Those who volunteered to participate were 

used as subjects in the study. Ten of the twenty who finished 

the course volunteered. 

Demographic information was collected on each of the 

subjects so they could be compared as to teaching experience 

and educational background. Characteristics included on the 

teacher information sheet (see Appendix B) are presented in 

Table 1. 

As to grade level taught during the 1984-85 school 

year, teaching situations ranged from kindergarten through 

eighth grade with six subjects teaching grades 3 to 6 and two 

not teaching at all. 

There were 3 males and 7 females in the study with a 

mean age of 38. Teaching experience ranged from 1 to 15 years 

with a mean of 7.2 years. Of the ten subjects, six had 

earned master's degrees by the time the first interview was 



Table 1. Characteristics of each teacher. 

Teacher A B C D E F G H I J 

Grade Level (1984-85 ) 8 3 NIT 5 6 3 K 5-6 5 NIT 

Age 36 * 49 34 37 38 29+ 31 35 44 

Sex M F F .M M F F F F F 

Total Years Teaching 
Experience 15 6 7 5 10 2 15 1 4 * 

Bachelor's Degree 1969 1979 1961 1978 1970 1968 1963 1983 1982 * 
Master's Degree 1984 1964 1979 1985 1984 1984 

Presently in 
Degree Program Y N Y Y N Y Y Y Y N 

Number of Language 
Arts Courses Taken 

Undergraduate 0 * * * 2 3 1 a 1 * 
Graduate 1 * * 1 2 2 3 1 1 * 
NIT (Not teaching) 

* (No response) U1 
...... 



conducted. The other four were currently enrolled in a 

master's program. 
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None of the subjects had extensive university credit 

in courses related to language arts either at the 

undergraduate or the graduate level. 

The population represented by the volunteer subjects 

was especially suited to the study and was selected because 

the members had shown an interest in improving their language 

arts curriculum development skills by enrolling and finishing 

the course. 

Collection of the Data 

Instrumentation 

Two interviews of approximately 45 minutes in 

duration each were conducted with each of the participants in 

the study. The purpose of these interviews was to gather data 

about the subjects' attitudes, perceptions, and behavioral 

changes in reference to the construction and design of 

elementary school language arts curriculum. Nine of these 

interviews were held by the researcher personally and orally 

at the teacher's school. The tenth was done by correspondence 

and audio-tape because the subject resided in Australia. 

As a research technique, stimulated recall was used 

to help the subject remember past experiences. Consequently, 

each interview involved the use of prepared questions as a 
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stimulus for participant response. These questions were 

constructed by the researcher and were organized around the 

five area of emphasis in Elementary Education 625: readings, 

activities, resource people, assignments, and curriculum 

development. The questions asked during the initial interview 

can be found in Appendix C and those asked during the second 

interview are listed in Appendix D. 

The use of prepared questions standardized the 

interview procedure, and each interview was audio-taped so 

that the data collected would be accurately represented. 

In addition to the two interviews, two 

questionnnaires were administered. The first was a short form 

of the Mar10w-Crowne Social Desirability Scale (see Appendix 

E). The Marlow-Crowne Social Desirability Scale is a 

thirty-three item index designed to assess the impact of 

social desirability on self-report measures. According to 

Reynolds (1982), the Marlow-Crowne Scale can be constructed 

with substantially fewer items than the original scale. The 

twelve item short form developed by Reynolds, used in this 

study, was therefore administered to define response 

tendencies in terms of the extent to which the subjects were 

likely to distort their self-reporting in the second 

questionnaire. 

The second questionnaire was a self-report measure 

constructed by the reseacher. The purpose of this 
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questionnaire was to determine how the participants saw their 

roles within the framework of the four factors listed in 

qUestion 2 at the beginning of Chapter 3. This questionaire, 

referred to as the Role Perception Scale (see Appendix F) 

consisted of 75 questions divided into three levels and four 

factors. The three levels were: 

Level I: "The extent to which I .•. " This level 
reflected how the participants felt about 
their experiences at the time they were 
taking Elementary Education 625. 

Level II: "The extent to which I wish I had •.. or 
The extent to which I would have 
liked •.. " This level described feelings 
and notions the participant expressed in 
reference to experiences he or she may 
have had given the opportunity to take 
the class over. 

Level III: "The extent to which I ... , not in 
Elementary Education 625, but in other 
classes similar in their approach to 
graduate study." This level was designed 
to allow the participants to compare 
their perceived role in 625 with other 
courses in curriculum development. 

Behaviors associated with each of the four factors 

were identified from the course outline and these were 

combined with the three levels to form questions. Figure I 

illustrates the three dimensional interaction of the levels, 

the factors, and the behaviors as well as the number of 

questions constructed from each cell. 

Finally, the questions were placed in random order to 

reduce the tendency for response set or habitual response. 

This was done by assigning each of the questions a number 



Factors 

LEVELS I, 
II and III 
repeat each 
6f the 
starred 
behaviors. 

Number of 

Independent 
Study 

*identifying curr
icular needs 

*taking the 
opportunity for 
self-directed 
study 

6 

Individualized 
Experiences 

*locating 
references 

*identifying 
resources 

*gaining 
insights 

*thinking new 
thoughts 

*choosing 
curricular 
materials 

*developing an 
outline 

*participating in 
student-instructor 
conferences 

21 

Active 
Participation 

*participating in 
class discussions 

*making relevant 
comments 

*volunteering 
references 

*volunteering 
resources 

*contributing to 
course focus 

*communicating the 
essence of class 
projects 

*appreciating the 
seminar format 

21 

Sharing with 
Classmates 

*supporting the 
views of others 

*helping others 
clarify their views 

*questioning the 
views of others 

*helping others 
clarify the views 
of the instructor 

*challenging t.he 
views of others 

*sharing materials 

*sharing innovative 
practices 

*sharing written 
work 

*being influenced 
by others 

27 Total 75 

Figure 1. The interaction between levels, factors, and behaviors in the formulation 
of questions for the Role Perception Scale. lJ1 

lJ1 
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between 1 and 75, and, by using a table of random numbers, 

assigning each the order in which it would appear on the 

questionnaire. 

Procedures 

After the subjects were selected, an appointment for 

the first interview was scheduled with each. The purpose of 

the first interview was to gather data with respect to 

questions 1, 2, and 4 as listed at the beginning of Chapter 

3. Before the interview, a statement of purpose was read. 

This was done to minimize inconsistencies on the part of the 

researcher with respect to the interviewing technique. The 

interview itself consisted of a series of preconstructed 

questions designed to determine the notions, thoughts, and 

feelings of the participants with respect to language arts 

curriculum construction (see Appendix C). Responses in the 

form of views held by the participants both before and after 

taking Elementary Education 625 were recorded in the form of 

field notes and on aUdio-tape. The first set of interviews 

had a mean length of 47 minutes as shown in Table 2. 

After the initial interview, a second interview was 

scheduled and conducted with each of the participants. This 

interview was divided into two parts. The first part dealt 

with question for exploration number 5 and consisted of 

another set of preconstructed questions (Appendix D) which 

were designed as an inquiry into the subjects' perceptions of 



Table 2. Duration of interview in minutes. 

Teacher A B c D 

Interview I 48 40 56 48 

Interview II 51 46 48 

Mean Time Interview I = 47.44 

Mean Time Interview II = 43.57 

= Data collected by correspondence 

E F G 

45 37 49 

32 21 41 

H I 

66 38 

66 

J 

lT1 
-....) 
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the future of language arts curriculum development. These 

required some speculation on the part of the participants. 

Again the responses were recorded as field notes and on 

aUdio-tape. The second interview had a mean length of 44 

minutes as shown on Table 2. 

The second part consisted of administering the 

Reynolds Social Desirability Scale and the Role Perception 

Scale (see Appendices E and F). After the participants 

completed the two questionnaires, the questions were 

organized into three subtests which corresponded with the 

three levels of questions as outlined in this chapter. Then a 

non-parametric correlation coefficient was computed in order 

to determine how much distortion existed on the self-report 

results of the Role Perception Scale. This procedure was done 

by calculating the Cronbach Alpha Coefficients for the 

Reynolds Social Desirability Scale and each of the three 

classes of questions. Next validity was determined by 

calculating the Spearman Correlation Coefficients between the 

Reynolds Social Desirability Scale and each of the three 

classes of questions. Finally a Sign Test was conducted to 

determine whether there was a significant relationship 

between the three classes. 

This second interview then, emphasized perceptions in 

regard to the application of what was described by the 

individual in the first interview. It also focused on the 
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participants' ability to evaluate their own language arts 

curriculum in terms of student performance. 

Analysis of the Data 

All of the data collected from the two interviews and 

the questionnaire were analyzed to provide a framework for 

comparison and contrast. This was done in order to address 

the questions asked at the beginning of this chapter. 

The information form (see Appendix B) provided data 

as to any pre-disposition any participant may have had toward 

elmentary school language arts curriculum development. It 

was also designed to explain any anomaly in response when one 

occurred. 

The interviews and the questionnaire provided 

information as to the thinking and behaviors of ~lementary 

school classroom teachers with respect to their approach to 

language arts curriculum development. 



CHAPTER 4 

FINDINGS 

The class was a great model with a dynamic leader. 
It got me to produce. Dr. Cox never answered a 
question. She made me think and opened my eyes. 
The most important change was that the course 
improved my thinking and really opened up my eyes 
as to what education was all about. pretty good 
considering she never answered a question! (One of 
the participants in this study.) 

This study was concerned with an investigation 

into the influence of the graduate level language arts 

curriculum course, Elementary Education 625, on the 

behavior of elementary school teachers. The problem was to 

determine whether an inservice course offered at the 

university graduate level could change the behavior of 

classroom teachers with respect to their approach to 

curriculum development in the area of elementary school 

language arts. 

These findings will be given in the order in which 

they were presented in the questions to be explored in 

Chapter 1: 

1. The source and nature of the participants' 

language arts curriculum prior to taking 

Elementary Education 625; 
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2. How participants' saw their role in the course 

within the framework of self-directed study, 

individualized experiences, active participation, 

and sharing/providing mutual assistance to fellow 

classmates; 
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3. Changes the participants built into their language 

arts curriculum as a result of the course; 

4. Changes in thinking toward effective curriculum 

development in the language arts on the part of 

the participants; 

5. What the participants perceived to be crucial to 

the effective development of the language arts 

curriculum with respect to student behavior. 

Findings Related to the Source and Nature of 
the Participants' Language Arts Curriculum 
Prior to Taking Elementary Education 625 

•• ~he data used to identify the source and nature of 

the participants' language arts curriculum prior to last 

summers' class was collected from self-report responses 

given by the subjects in answering Question 1 in the first 

interview (see Appendix C). The four elements used to 

describe prior curricula were planning, materials, 

content, and student evaluation. 



Planning 

The participants were asked to what degree 

curriculum planning was done by themselves, textbooks, or 

other sources. Teacher-made plans were defined as those 

which were developed mostly by the participant. Textbook 

plans consisted of those plans prepared by commercial 

publishers like the ones found in teacher's editions of 

language arts texts. Other sources included school-made 

or district-made curriculum guides, plans obtained from 

other teachers, or plans made by a variety of curriculum 

committees. 

The participants, as a group, indicated that they 

did their own planning more than half the time (X = 53%) 

whereas curriculum planning from other sources (X = 23%) 

and commercial textbook curriculum planning (X = 13%) 

occurred much less frequently as shown in Table 3. 

Materials 
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The participants were asked to what degree 

materials were developed by themselves, commercial 

printers, or other sources. Teacher-made materials were 

defined as those which were developed and constructed 

mostly by the participant. Commercial materials consisted 

of those manufactured by publishing houses and included 

textbooks, workbooks, spirit dittos, overhead 

transparencies, and manipulatives. Other sources included 



Table 3. Degree in percentages to which curriculum planning was done by the 
teacher prior to taking Elementary Education 625. 

Grade Level 

Teacher Planning 

Commercial 
Textbook 
Planning 

Other 
Sources 

NR = No Response 
NIT = Not Teaching 
* = Most 
P = Primary (K-3) 

I 

51 

34 

15 

I = Intermediate (4-8) 

P NIT I 

* 50 

25 

* 25 

I P P I I NIT 

95 50 100 25 NR 100 

5 30 0 0 NR 0 

0 20 0 75 NR 0 

Note: "Most" was not entered into the calculation for determining a mean 
percentage. However, inclusion would only serve to slightly raise the 
mean for any given category. 

Mean 

53.00 

13.42 

22.50 

C'I 
W 



those materials made by others, but not by commercial 

companies. 

64 

The participants, as a group, indicated that they 

developed and constructed their own materials about half 

the time (x = 49%) while commercial mat~rials were used 

about one-third of the time (X = 33%) and materials from 

other sources were used less than one-fifth of the time (X 

= 17%). A break-down of curriculum material usage by 

individuals can be seen in Table 4. 

There was no pattern as to grade level taught and 

the amount of teacher developed plans and materials. 

Primary teachers (K-3) reported both high and low 

percentages of implementation in these categories while 

intermediate teachers (4-8) also reported both high and 

low percentages (see Tables 3 and 4). 

content 

The way the participants organized content for 

instruction prior to taking Elementary Education 625 

seemed to fall into one of three schemas. The first was a 

subject-matter time-block approach. Here spelling, 

grammar, vocabulary development, literature, and 

composition were taught as separate subjects with no 

overlap of skills occurring. This approach was used only 

by upper intermediate grade teachers who taught in 

departmentalized settings. 



Table 4. Degree in percentages to which curricular materials were developed and 
constructed by the teacher prior to taking Elementary Education 625. 

Grade Level 

Teacher-made 
materials 

Commercially 
made materials 

Materials from 
other sources 

NR = No Response 
NIT = Not Teaching 
P = Primary (K-3) 

I 

50 

50 

0 

I = Intermediate (4-8) 

P NIT I 

33 50 34 

33 34 66 

34 16 0 

I P P I I NIT Mean 

100 20 95 33 NR 30 49.44 

0 40 5 33 NR 40 33.45 

0 40 0 34 NR 30 17.00 

0'\ 
U1 



A second approach was a completely integrated 

language arts program. Here all the skills of reading, 

writing, speaking, and listening were taught together in 

one block and were introduced as the individual child's 
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need arose. Instruction in these skills was not limited to 

language arts, but extended into all areas of the 

curriculum. One teacher described her program as follows: 

In my program, I individualize one hundred percent 
of the time. Some children I'm teaching 
punctuation and capitalization. Some children I'm 
teaching just beginning reading and working with 
readers. We do writing and dictation depending on 
the child. We don't have a spelling book, but they 
(the students) find words in the environment and 
learn how to spell them, and we keep track of the 
words they can spell. I use a totally integrated, 
whole language approach. 

There was no relationship between grade level 

taught and the utilization of an integrated program. 

The majority of the participants, however, used a 

curriculum which call be described as a semi-integrated 

approach. Here some of the language arts sub-areas were 

taught as separate subjects while others were integrated 

into writing, science, or social studies lessons. One 

teacher, for example, taught grammar, spelling, and 

penmanship as separate subjects while composition was 

integrated into the reading program. As she put it, 

·sometimes those skills introduced in reading were 

reinforced during English period and vice versa." 



Another teacher described her semi-integrated 

approach as follows: 

Reading, writing, spelling, mechanics of English, 
and grammar are taught in separate blocks, but I 
integrate them as much as I can. For instance, 
during a reading class, we (the students and the 
teacher) may come across something we studied in 
language class--adverbs, and we look for them 
while we are reading. Even though I have 
designated periods for reading and English, I 
still have an overlap and an integration in the 
sense that when something comes up I relate it to 
what I did in the other class. 

Both primary and intermediate participants have 

included science and social studies within the language 

arts curriculum. For example, one primary teacher said 

that she taught grammar, writing, and penmanship together 
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and integrated this block with "other subject matter areas 

like science and social studies," while an intermediate 

teacher commented that her program did the same. Figure 2 

shows the relationship between content and approach with 

respect to the participants' language arts curricula prior 

to enrolling in Elementary Education 625. Of the 10 

participants, two seemed to be using a separate subjects 

appraoch, two a completely integrated approach, and four a 

semi-integrated approach. 

student Evaluation 

The fourth element used to describe the nature of 

the participant's curriculum before they had taken 

Elementary Education 625 is stUdent evaluation. Here 



Separate Subjects Apcroach: 

Teacher 1 Teacher 2 

I I grannnar 

:======~ 
spelling 

grammar Writlng 

vocabulary l1terature 

literature 

composition 

Integrated Approach: 

Teachers and 4 

Semi-Integrated Approach: 

Teachers 5, 6, 7, and 8 

Teacher 9 had no prior proqram. 
Teacher 10 did not respond. 

~ .. Integration Intera~ion 

• Tlme Block 

68 

Figure 2. An overview of the participants' language arts 
curricula prior to taking Elementary Education 
625. 
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there was no clear pattern, commonality, or trend. During 

the interview, three participants failed to address the 

issue at all and one contribution was disregarded because 

the teacher had no teaching experience prior to taking the 

course. Of the remaining six, one relied solely on 

teacher-made tests, one utilized periodic comparisons of 

the child's own work, and the other four employed a 

combination of teacher-made tests, standardized tests, 

student self-correction, and peer editing evaluative 

devices. Table 5 summarizes the evaluation techniques used 

by the participants. 

summary 

The group projected a diversified image with 

respect to the source and nature of the participants' 

curricula prior to enrolling in Elementary Education 625. 

Within the four factors explored (planning, materials, 

content, and student evaluation) there was no relationship 

between approach and grade taught. The organization of 

language arts content ranged from a completely separate 

subjects approach to a completely integrated format with 

most, but not the majority, of the subjects' programs 

falling into the semi-integrated group. student evaluation 

techniques also varied widely. Some of the participants 

relied solely on teacher judgment while others implemented 

child-centered evaluative strategies like self-correction 



Table 5. Evaluative techniques employed by the participants. 

Technique Teacher 1 2 3 4 5 6 7 8 9 10 

Teacher-made 
Tests X NR NR * X X X X NR 

Standardizing Tests NR NR * X X NR 

Peer Editing X NR NR * X X NR 

Self-correcting X NR NR * X NR 

Holistic Grading NR NR * X NR 

Comparison of 
Child's Own Work NR X NR * NR 

* = Had no teaching experience prior to taking Elementary Education 625. 
NR = No response 

Note: The order of the above teachers has been randomized so that anonymity of 
the participants will be preserved. There is no relationship between the 
numbers above and the letters in Table 1. 

" o 
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and pre-editing. Most used a variety of student evaluation 

tools. 

There was some consistency, however, in the areas 

of planning and materials. All but one participant 

reported that they did their own planning at least half 

the time and teacher-made materials were used by the group 

almost half of the time. 

Findings Related to How the Participants Saw Their 
Role in the Course Within the Framework of 

Self-Directed Study, Individualized 
Experiences, Active participation, 

and Providing Mutual Assistance 
to Fellow Classmates 

Measures 

For the purposes of analysis the Role perception 

Scale (see Appendix F) was divided into three subtests or 

classes of questions. Class I refers to those questions 

which address the Level I format as outlined in Chapter 3. 

Level I describes how the participants felt about their 

experiences at the time they were taking Elementary 

Education 625. Class II refers to those questions which 

addressed the Level II questions: The ways in which the 

participants would liked to have changed their roles had 

they had the opportunity to take the class over. Class III 

refers to Level III questions: How the participants felt 

about their experiences in other graduate course in 

curriculum development. 
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Reliability 

Internal consistency was determined by calculating 

the Cronbach Alpha Coefficients for the Reynolds Social 

Desirability Scale and each of the three classes of 

questions. The results of this calculation (Reynolds 

Social Desirability Scale - .85; Class I Questions - .83; 

Class II Questions - .91; Class III Questions - .92) 

indicate that each of these tests can be said to have a 

high level of internal consistency. That is, all items 

within a scale address a similar construct with an 

acceptable level of consistency. 

Validity 

In order to determine validity, spearman 

Correlation Coefficients were calculated between the 

Reynolds social Desirability Scale and each of the three 

Classes of questions. Below are the results: 

Correlation 

Significance 

RDS with 

Class I 

.35 

.186 

RDS with 

Class II 

-.19 

.306 

RDS = Reynolds Social Desirabililty Scale 

RDS with 

Class III 

.06 

.441 
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Since none of the correlations were significant at 

the .05 level, this suggests that the responses on all of 

the tests were more honest than dishonest. However, it is 

interesting to note that the Class III correlation (.06) 

was more representative than the others. This meant that 

the participants were slightly more likely to give an 

honest response when reflecting on a curriculum class 

other than Elementary Education 625 than when they were 

reporting on how they perceived things or wished things to 

be in reference to 625. 

Sign Test 

Having determined that the Class I, Class II, and 

Class III tests were both reliable and valid, a 

two-tailed, binomial sign test was conducted to determine 

whether there was a significant relationship between the 

three classes. Below are the results of this test: 

comparison probability 

Class I with Class II 

Class ~ with Class III 

Class II with Class III 

.180 

.004 

.508 

Here only the probability of Class I with Class 

III was significant at the .05 level. This means that the 



only significant difference is that of Class I with Class 

III; how the participants felt about their experiences at 

the time they were taking the course, and how they felt 

about their experiences in another graduate course in 

curriculum development. 

Analysis of Class I Questions with 
Class III Questions 

A mean score for both Class I Questions and class 
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III Questions was calculated with each of the four factors 

listed in Figure 1 in chapter 3 (Independent study, 

Individualized Experiences, Active Participation, and 

Sharing with Classmates). These factors were identified as 

those which contributed heavily to a successful inservice 

program. Table 6 shows the individual items for each 

factor and each class, the mean score for each item, the 

mean score for each factor within both Class I and Class 

III, and the distance each class/factor mean is from a 

theoretically perfect 5. 

Class I was 3.83 while the overall mean score for 

Class III was 3.34. This makes a difference of .49 which 

indicates that the subjects felt they had participated 

more than others in Elementary Education 625 while they 

saw themselves as participating the same as others in a 

curriculum class similar to 625. 



Degree Distance from 
Factors Class 1 2 3 4 5 5.00 

Independent I 1. 06 
Study III 1. 89 

Individualized I 1.06 
Experiences III 1. 69 

Active I 1.16 
Participation III 1. 56 

Sharing with I 1. 39 
Classmates III 1. 48 

Figure 3. A comparison of the four factors necessary for a successful inservice 
program between Class I questions and Class III questions. 

-....J 
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Table 6. The relationship between Class I questions, Class III questions and the 
four factors identified as necessary for a successful inservice program. 

Factors Independent Individualized Active Sharing with 
Study Experiences Participation Classmates 

Class I item mean item mean item mean item mean 

31 3.88 64 3.78 67 3.78 24 3.11 
46 4.00 28 3.89 18 4.22 70 3.44 

59 4.22 25 3.00 5 3.44 
56 3.78 49 3.34 29 3.89 
22 4.00 73 3.89 71 3.67 
51 4.00 74 4.12 12 4.00 

1 3.89 32 4.56 4 4.00 

X = 3.94 X = 3.94 X = 3.84 X = 3.61 

Distance from 
5.00 = 1.06 Distance from Distance from Distance from 

5.00 = 1.06 5.00 = 1.16 5.00 = 1.39 

~ 

0'1 



Table 6--Continued 

Factors Independent Individualized 
Study Experiences 

Item Hean Item Mean 

Class III 33 3.56 75 3.77 
6 2.66 14 3.66 

16 2.88 
47 3.66 
57 3.66 
21 3.22 

8 2.33 

X = 3.11 X = 3.31 

Distance from Distance from 
5.00 = 1.89 5.00 = 1.69 

Active 
Participation 

Item Mean 

63 3.44 
60 3.77 
65 3.22 
40 3.22 
55 3.22 
37 3.56 
23 3.66 

X = 3.44 

Distance from 
5.00 = 1.56 

Sharing with 
Classmates 

Item Mean 

66 3.44 
58 3.77 

7 3.22 
10 3.33 

3 3.66 
68 3.55 
61 3.77 
11 3.44 
39 3.22 
X = 3.48 

Distance from 
5.00 = 1.52 

.....,J 

.....,J 
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As to the comparison of the four factors, the 

greatest difference between the two means was in the area 

of Independent study (.83) and the least difference was in 

the area of sharing with Classmates (.13). Individualized 

Experiences (.63) and Active Participation (.40) fell 

about in the middle. Figure 3 shows the differences 

between each of the four factor categories as well as how 

far from the theoretically perfect five each of the 

factors fell. 

summary 

Using various methods of statistical analysis, the 

Class I, Class II, and Class III tests were determined to 

be both reliable and valid. However, only the 

relationship between the Class I and the Class III tests 

were significant. This relationship pointed out that the 

participants saw themselves in a much more positive light 

with respect to independent study, individualized 

experiences, active participation, and sharing with 

classmates while taking Elementary Education 625 than they 

did when taking other curriculum classes similar in 

nature. 



Findings Related to Changes the Participants 
Built Into Their Language Arts curriculum 

As A Result of Taking 
Elementary Education 625 
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The data used to identify changes the participants 

built into their language arts curriculum as a result of 

taking the course was collected from self-report responses 

given by the subjects in answering Questions 2, 3, 4, 5, 

and 6 in the first interview (see Appendix C). Four 

aspects of the course which seemed to influence change in 

the participants' behavior with respect to curriculum 

development were: readings, activities, resource people, 

and the actual development of a language arts curriculum 

by the subjects for their personal use. Therefore, these 

four areas were used to describe teacher change. 

Readings 

The required readings in the course had two major 

effects on the participants. Two subjects reported that 

the readings had little impact on their thinking or 

teaching behavior other than to reinforce beliefs already 

held. As one participant put it: "I found that a lot of 

what I learned--a lot of what was verified by 

research--was what I was already doing. (The readings) 

affirmed what I already believed. n Another added, "I'm 

fairly liberal in my approach to language (arts) and I've 

been criticized for my approach, but after taking the 
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course, I felt more secure in my particular situation. A 

lot of them (the readings) reconfirmed a lot of suspicions 

that I had." Interestingly enough, however, one of the 

above later admitted that "through Holdaway, I sought to 

develop more of a community feeling in the classroom, 

especially in the sharing of written material and talking 

about literacy in general." She also went on to add that, 

after reading Holdaway, she was "more prone to allow more 

time for the kids to read--let them enjoy it." Finally, 

she added- "Bissex stands out. Awakening to Literacy 

showed me that kids learn from a great deal of sources 

about literacy at a very early age, which was startling. 

I must assume that they continue learning literacy from 

their environment." Thus, upon analysis, only one of the 

participants failed to report any change in thinking about 

language arts curriculum. 

The other major effects was a definite change in 

thinking and, consequently, behavior on the part of the 

participants in reference to language arts curriculum 

development. Most references in this regard were made 

from Don Holdaway's stability and Change in Literacy 

Learning. Several teachers reported that Holdaway helped 

them with their perception of the child. This is important 

because "what we know about children" has a direct bearing 

upon curriculum decision making (see Course Introduction 
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and Modules in Chapter 3). As one teacher put it: "I view 

education and teaching in terms of the child--a whole 

person and not just parts." Another teacher, inspired by 

Holdaway, related that children had to learn naturally and 

that "force feeding a kid after a certain age is p~obably 

not the best way to teach him!" She also added that 

teachers should accept errors "in a nine-year-old the way 

we do when the child is two." still another teacher 

related her perceptions on the internalization of that to 

be learned by contributing: "After consideriQg the 

(Holdaway's) book, my view was, as soon as the kid makes 

something his own, then he knows it. He's never going to 

forget it." 

Other readings referred to by the participants 

were articles by Glenda Bissex and Yetta Goodman in 

Awakening to Literacy. Here the participants gained 

insights as to how ·children learn language. This is 

important because knowledge of language and literacy 

affects the development of language arts curriculum for 

children (see Course Introduction and Modules in Chapter 

3). One such observation came from a teacher who was 

surprised to learn that children did probing, 

investigating, creating, and hypothesis testing. This 

teacher's concern, however, was that the learning process 

stopped when the child entered school. As she put it, 



"Memorizing may go on, but the whole dynamic process of 

learning is lost." 

Another teacher's observation was that educators 
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can learn a great deal from watching kids. She summarized 

the change she made in regard to her view of curriculum 

development as follows: 

I look at kids much more in depth and I started 
reading much more research this year. I'm really 
into these journals now which I had not been 
exposed to before her (Dr. Cox's) class. Before I 
would have gone to look for things to keep kids 
busy, and now I'm looking at kids to see what I 
can learn from them and how I can help them. 

still another participant added: "William Teale's 

work from an article in Awakening to Literacy made me 

probe more deeply into possible relationships between 

being read to and reading success." 

Megatrends had a more encompassing effect on the 

participants in that they alluded to "philosophical" or an 

"attitudinal" changes in their perspective of education as 

a whole. As one teacher noted, Megatrends "had an impact 

in terms of the way I looked at the process of education 

rather than the everyday skill of teaching." Another 

identified a caring teacher as important when she 

reported, "Megatrends--I remember the electronic society, 

informational society, and just how much more kids need a 

caring teacher." 



Activities 

Of all the activities provided in Elementary 

Education 625 (writing critiques, sharing references, 

sharing resources, and examining textbook series), the 

critiques had by far the most influence on the 

participants' curriculum development. Critiques are 

important to curriculum decision making because the 

developer has the opportunity to select a topic that 

interests her, to raise issues suggested by the content, 

and to discuss the topic in light of language arts 
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curriculum development (see Course Requirements in Chapter 

3) • 

One participant cited the critiques as being 

important because "the teacher of writing has to be a 

writer." She went on to expand on her statement by 

relating the following: 

It's one thing to talk about writing and read 
about writing; it's quite another to actually 
write. The writer has the capacity to sift through 
the maze and set things out in a clear way ..• or it 
leads me to that process, anyway. 

Others reported that the critiques made an impact 

on them because they required thinking, interacting with 

the readings, and focusing in on the issues. 

Not all the participants, however, felt the 

critiques had value. As one teacher put it, "I didn't 

think critiquing someone else's books was all that 
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valuable because it reflects your own free experience and 

your own every day living. What I thought about the books, 

I was going to think regardless of whether anyone agreed 

with me or not." Another stated that the thinking, 

interacting, and focusing process was unimportant. The 

teacher put it this way: "I wish we didn't write the 

critiques. I wish we just could have written notes to 

ourselves so that we could have gone back and just got the 

meat out, so I could have had a big card file for future 

reference." 

And then there was the esoteric view: 

The only one (critique) I can remember was when I 
wrote something and got an answer back: 'How can I 
critique the sunsets over the Grand Canyon?' I 
wasn't writing about the Grand canyon. I was 
writing about something in the book (Awakening to 
Literacy) that really ticked me off and that's the 
answer I got back with nothing else, so I 
figured--what stood out the most in my mind was: 
Can you teach a child to think? .. (Interviewer: 
Did the Grand Canyon saga have any impact on your 
teaching?) Yes, because ... It prepared me for what 
the principal was doing. He doesn't know what's 
going on in here, but he knows the kids are 
learning stuff because he sees the work outside 
the wall. I get praise for my papers. 

Here the teacher used the feedback from one of her 

critiques to explain to the principal, who, it would seem, 

didn't know much about language arts curriculum. 

In sum, eight of the participants cited the 

critiques as the most influencial activity. The reason was 

that this activity required the participant to write, 



think, interact with the reading, and focus in on the 

issues. This process resulted in the participant's 
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becoming a better teacher: first as a role model for child 

writers, and second by giving the teacher the chance to 

define her position on language arts curriculum and to 

communicate it to others. 

Resource People 

Of all those invited to make presentations as 

resource people in Elementary Education 625, Yetta Goodman 

and Fran Kane were identified as having the most influence 

on the participants' curriculum development. Yetta Goodman 

is a Professor of Education at The University of Arizona 

and an expert in early language development and literacy. 

Fran Kane is the owner of the Tack Room, Tucson's only 

five-star restaurant. 

Six of the participants chose Yetta Goodman as the 

most influential. One of the participants reported that 

Goodman had an impact on her thinking by pointing out that 

Wthere are no real answers, but the opportunity to 

formulate further questions and be aware of the views of 

others and why they hold them." Another supported this 

idea when she described what Goodman said about a 

conference she had attended in Victoria, B.C.: 

She (Goodman) talked about a conference she was 
into •.• where there was an attempt to air the views 
of all these people involved in education, and how 



difficult it was because all those big-name people 
had their axe to grind. But at the end of the 
conference they began to see other people's points 
of view and admit that no one way is going to do 
it. 

Others mentioned agreeing with Goodman's 

philosophy of language arts curriculum. 

One person, however, found Goodman discouraging. 

This teacher put it this way: 

Well, I thought of working for some publishers to 
try and change the way things are and she 
(Goodman) kind of acted rather resigned to the 
fact that there is no way to change it (the 
system). I was going to write curriculum 
materials for both teachers and children. 

On the other hand, one of the participants seemed 

to have been "star-struck" by Goodman. That teacher 

related her thoughts this way: 

Yetta Goodman had the greatest impact on my 
thinking last summer. I'm a reader and when I meet 
an author that's in a book we're studying, and 
when she's right there, accessible, that thrills 
me. • •• 1 got to pick her brain and I got to ask 
her questions. Dr. Cox and Yetta Goodman gave me 
some valid advice in terms of picking and choosing 
what I was going to do with my teaching career. 
When I had a specific question on why she used 
that word, she was very patient in explaining her 
reasons. I appreciate that. 

The four that identified Fran Kane as an 

influential figure saw the teacher as a sort of manager. 

One participant said that Kane "led us to see ourselves as 

business managers rather than public servants." Another 

added that what Kane was saying was that she "took this 

business, and by applying excellent standards, it worked". 

86 
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We could also do a similar thing with education." Valuing 

people and caring were also mentioned as something learned 

from Kane. One participant put it this way: " ••• she 

(Kane) treats her people like they're very important and 

they work for her diligently. She just kept talking about 

caring about each person for their own worth." Another 

chose Kane " ••. because she valued the people so highly for 

the work they had to offer. It's really important in the 

classroom, especially in mine, because they all (the 

children) have something to value." 

In sum, six of the participants cited Yetta 

Goodman as the most influencial guest speaker while four 

identified Fran Kane. The reasons reported for choosing 

Goodman were that she was a readily accessible published 

author in the area of language arts: that she was aware of 

others' views and questioned them: that she was 

straightforward and honest in her answers; and that she 

believed that there were no real annswers. Kane was 

identified because she gave the participants a different 

view of education--that of a well-run business where the 

manager cares about the people involved. 

Development of a Language Arts Curriculum 

The curriculums developed by the ten participants 

fell into four areas of thrust: those that were 

philosophically oriented: those that were based on human 



relationships; those that dealt with process; and those 

which focused on the children's environment. 
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As to the philosophical curricula, one participant 

developed a rationale based on the need for a theoretical 

sociopsycholinguistic stance where form and function of 

language were explored in meaning-centered ways. Another 

had to do with "kids reading, writing, using their own 

language, stretching their abilities, and stretching their 

minds." Expanding on this idea, the teacher commented, "If 

they're (the students) interested in something, then 

they're going to learn it." A third described her 

curriculum this way: "You walk into an empty room and what 

are you going to do about it? Just desks and things. I 

proved I could meet all the district's objectives with 

just an empty room. I wanted to point out that if you 

really had it together, you could meet all the objectives 

just by meeting the students' needs." 

Another developed what she described as an 

existential curriculum. She put it this way: 

I wrote an existential curriculum, and yet it was 
existential until about Christmas. And then I 
started to figure out what I was doing. It (the 
curriculum) was taken from the physical geography 
book. About mapping. (Interviewer: What's mapping 
have to do with language arts?) Oh, everything. 
You map a course for the child to take until that 
information is theirs--they own the book. 

Human relations played a big part in some of the 

curriculums. For example, one participant stated: "My 



curriculum was developed along the lines of personal 

relationships with the children--social relationships as 
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opposed to a behavioral basis as was the case before. The 

district curriculum was more academical skills." 

Another set up a whole school by describing a 

situation where "students would be responsible, along with 

the faculty, for the total upkeep of the school--care of 

the school. They (the students) would be involved in the 

preparation of the food, and the whole day would touch on 

their lives and their needs. It would be education beyond 

academic." 

One participant set up a curriculum based upon 

process. As she put it: 

(My curriculum was important) .•• for the process I 
went through to get there, not for the result. It 
got me in tune with what I was doing and made me 
more deliberate in my approach. Things I did by 
accident were done more deliberately because now I 
say why. 

Finally, three of the participants set up their 

curricula around the environment by using centers as the 

method for instruction. One subject remarked: 

We designed our own curriculum. The emphasis was 
on creating an environment in the classroom that 
would be as conducive as possible to further the 
development of the kids' language arts. This would 
come about by frequent and varied writing 
activities and use of the library. 

Several changes in the behavior on the part of the 

participants as a result of developing this personal 



curriculum were cited. First, many stated that they were 

"forced" to look at what they were doing in language arts 
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and then make adjustments in their teaching if they didn't 

like what they saw. Second, some of the participants 

reported tha~ they changed their view of what they knew 

about children. Finally, some of the participants revealed 

that they had changed their position as to what language 

arts and literacy were. Evidence of this change is the 

fact that 7 of the 8 teachers who were actually assigned 

to a classroom during the 1984-85 school year were using 

the curriculum they developed. 

summary 

The readers, critiques, resource people, and 

development of the participants' personal curricula 

changed the way the subjects looked at children, language 

arts, and literacy. After taking Elementary Educ~~ion 625, 

the participants looked at children as individuals who 

needed to internalize the learnings. Internalization 

could only take place if the material to be learned was 

child-centered and meaningful. Language was viewed as a 

process of communication where writing and speaking, 

reading and listening could only be mastered in an 

environment where there was a caring teacher and where the 

child was allowed to develop as a unique person. 



Most developed their curriculum with the above in 

mind and 88% used them on a regular basis. 

Findings Related to Changes in Thinking 
Toward Effective Curriculum Development 

1n the Language Arts on the 
Part of the participants 
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The data used to determine the changes in thinking 

toward effective curriculum development was collected from 

self-report responses given by the subjects in answering 

Question 7 in the first interview (see Appendix C). 

Effective curriculum is a set of guidelines for 

instruction and the participants saw these guidelines from 

three general views: curriculum as needs assessment; 

curriculum as child-centered instruction; and curriculum 

as learning. 

Most of the participants reported that Elementary 

Education 625 had changed their thinking toward effective 

language arts curriculum construction and that they still 

held the views they developed as a result of taking the 

course. For example, one teacher cited sharing experiences 

with others as a major reason for a change in her 

thinking. Three others alluded to instructor input such as 

"the importance of reaching the child" or "knowing where 

to draw the line" as the vehicle for change. 

Only three teachers maintained that their thinking 

in reference to curriculum development hadn't changed 
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during the course. These three, however, did admit that 

their thinking was reinforced and that their ability to 

communicate their position to others was enhanced. As one 

teacher put it: "As teachers, we have to take a hard look 

at what we believe and either support it or modify it." 

Another reported that the course " ••• reconfirmed the 

necessity for a child-centered, meaning oriented, 

sociopsycholinguistically holistic curriculum." 

Curriculum as Needs Assessment 

One of the needs identified by the participants 

was the importance of providing a language arts program 

for the individual student at a level where success was 

most likely. One teacher supported this idea when she 

reported that " ..• students achieve success by (the 

teacher) giving them work at the appropriate level, 

praising their writing, and using the holistic approach to 

evaluation." 

Another need suggested by the participants was 

that the curriculum needed to be interesting to the child, 

and a third was that the child needed to'be taught 

independence. One teacher described independence this way: 

Teaching the kids to learn (is important)--to find 
things on their own, not teaching them facts, but 
teaching them how to learn. It's a process 
oriented thing. Facts are not as important as the 
process because facts come'and go and you take it 
in and forget it, but if you learn how to learn 



somethin~ or how to find out things, or what you 
believe ~n, then you can find anyth~ng. 

Failing to be able to recognize needs and not 
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having the ability to meet them may have disasterous 

effects warned one participant: "I'd see a lot of people 

going ahead with their lesson plans and they'd lay them on 

the class whether the class was listening or not. Teacher 

paranoia •.• putting the blame on the students." 

Curriculum as Child-Centered Guidelines 

Those teachers with the view that curriculum 

should be child-centered, held that both the affective and 

the cognitive domains of child development were important 

considerations when constructing a language arts 

curriculum. One teacher looked at it this way: 

A child's personal feelings contribute to the 
product he puts out. In other words, the way he 
feels about it will determine whether he does his 
very best, or whether he's interested in it--if he 
sees it as a meaningful thing. As a teacher, it is 
my role to make sure there is no gap between us. 
If there is a problem, I must see the child as a 
human being, not as a product to feed information 
into like a computer. Communication--let the child 
be a person. 

Another saw the child-centered approach as 

"bringing the child into contact with meaningful, 

thought-provoking, discovery-prompting situations which 

cause him to observe, classify, question, define, 

conceptualize, and generalize." 



Curriculum as Learning 

still other participants saw curriculum as 

learning. One summarized her view as follows: 

Children are learning, and growing and happy in 
the process ••. (they're) interested in their 
education. Learning should be fun. Learning should 
be really exciting. Learning is a process. Life 
is a process. It just never stops. I think we 
have been so goal oriented, so product oriented, 
that ••. I think that this is one of the reasons why 
there are so many people. Because those goals and 
those products don't fulfill us and they are very 
often unattainable anyway, but the process is 
still there. 

summary 

Even though the thrust of the participants' views 
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of effective curriculum development fell mainly into three 

areas, these aspects were very much interrelated. The 

consensus seemed to be that the child's needs, hence his 

feelings Ond his abilities should be taken into 

consideration when constructing a curriculum. Also the 

group pointed out that material to be learned should be 

process oriented, interesting, and meaningful to the child 

if a successful experience is to occur. 

Findings Related to What the Participants 
Perceived to be Crucial to the 
Effective Development of the 

Language Arts Curriculum with 
Respect to Student Behavlor 

The data used to determine what the participants 

perceived to be crucial to the effective development of 
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the language arts curriculum with respect to student 

behavior was collected from self-report responses given by 

the subjects in answering Questions 1, 2, and 3 in the 

second interview (see Appendix D). 

In some way or another each of the participants 

related student behavior to having his needs met. One 

suggested that the most important link to a change in 

stUdent behavior was an individual needs assessment. She 

described student success in terms of the following 

sequence: 

First, you have to look at the stUdent coming in. 
What does he have behind him? What does he 
understand? How is he blending in with society? 
How can you stretch their minds? How can you get 
them interested in reading and writing? If you get 
them into things, you can motivate them. You 
know, like Young Authors or doing plays. If the 
teacher succeeds in instilling interest and 
motivation, then the student behavior would be 
more proficiency in writing, more creative, more 
of it! 

Others cited a need for a positive learning 

environment and meaningful experiences. One stated that, 

"If you're making things meaningful to kids, you're 

creating the teachable moment that will stick forever." To 

one, meaningfulness meant appropriate expectations on the 

part of the teacher. She reported that it was necessary to 

lower or raise your expectations to where the child felt 

comfortable. "Otherwise," she added, "that child will 

develop frustration, which could lead to apathy, which 



could cause discipline problems because he's coping with 

no way to fight back." Another explained that meaningful 

meant that which related -to the real world.- She stated 

her position this way: 

Inappropriate (meaningless) material results in 
discipline problems because the child is bored or 
frustrated. Also being picayune about spelling, 
time limits, or having to do a certain skill sheet 
unrelated to the child's language needs, turns 
kids off and their responses range from a lack of 
effort to no effort at all. 
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Motivation seemed to be another factor seen by the 

participants as influencing student behavior. One 

subject viewed the role of motivation as follows: 

.•. a person has to be motivated in order to write 
creatively. We (educators) talk a lot about 
feelings and how we express our feelings and what 
we do to do that. The stories they (the students) 
create out of that are written in a more 
professional manner than if I just have them 
follow some kind of formula that came out of an 
English book. The reason is that they are putting 
more of themselves into their work and creating 
some sort of catharsis. 

Motivation was viewed by another teacher as a 

vehicle used to achieve student input, interest, and 

feedback in the form of student self-evaluation. Here 

self-evaluation would result in the student's developing 

genuine self-confidence because he would be part of a unit 

where no one was judging him. The teacher explained it 

this way: -students need to have an opportunity to have 

their experiences validated by other students and the 
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teacher. This will give the individual student worth which 

will result in success." 

Finally, one participant summed up the consensus 

view of the relationship between language arts curriculum 

and student behavior in the following quote: 

Varied writing activities, reading for pleasure, 
and a positive environment gives the students a 
more positive feeling about langauge arts, about 
English, about the study of it in school, and 
about the use of it in their life. It enables them 
to be more effective users of the language for 
school purposes and for out of school purposes. 
When a kid enjoys what he's doing in class and it 
sems reasonable and real, then he'll respond and 
he'll behave. 

summary 

In terms of the relationship between language arts 

curriculum and student behavior, the participants 

identified several factors which seemed to influence the 

quality and quantity of the students' oral and written 

language. Among them were: a needs assessment to determine 

where the individual fits in; meaningful, real 

experiences; a highly motivating environment; and student 

self-evaluation of progress. According to the subjects, if 

these factors are present within a curriculum, discipline 

problems will decrease while language expression will 

increase. 



CHAPTER 5 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

One of the most critical roles of the contemporary 

professional educator is to expose the myriad of popular, 

albeit groundless, myths which both the educational 

community and society at large hold as true. 

Among these myths is the way educators and society 

have historically defined a good teacher. Here a good 

teacher was seen as anyone who acquired a certain amount 

of subject matter and who came up with some sort of 

control system usually referred to as "discipline." 

Teaching, however, is a much more complex and subtle 

affair that involves more than mere mastery of content and 

control of groups. 

Another myth to be exorcised is the belief that 

people who go to a university and are unable to succeed in 

any other field, go into teaching. This sort of thinking 

implies that just anyone off the street can teach. 

Ironically, however, it is also assumed that when a 

person attends a university, enrolls in education courses, 

and earns a degree in teaching, she is prepared to do 
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something the layman is not. Unfortunately, that 

"something" is an elusive little fellow few educators have 

been able to capture. 

Thus, the critical issues in the field of 

education today are related to pedagogy. What is good 

teaching? What is a good teacher? How do these definitions 

relate to effective curriculum construction? 

It is important for the educator to raise and 

explore these issues because the elementary school teacher 

has almost total autonomy with respect to the acquisition 

and implementation of curriculum. That is, she is the 

primary agent for determining what goes on and how it goes 

on in the classroom. As a language arts teacher then, the 

teacher must become a decision-maker and a problem-solver. 

This is accomplished in three ways. 

First, the teacher must develop a state-of-the-art 

knowledge concerning the acquisition and development of 

language arts learning in children. She must know what the 

child brings to school with him in the way of language 

development as well as the strategies he uses to acquire 

language proficiency. This is important because learning, 

as compared to schooling, takes place in all 

contexts--wherever the child may be--whereas schooling 

focuses in on certain types of learning. Schooling 
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enhances learning in specific ways. If the teacher 

separates these, she can specify more clearly her role and 

the role of the curriculum as it applies to the child. 

Second, the teacher must clarify and refine 

personal understandings for language arts curriculum 

decision-making. The teacher needs to develop a curriculum 

which has less lessons and more experiencces. Lessons and 

experiences are not synonymous. Experiences include 

lessons but encompass more than the scope of a lesson 

allows. Also skills need to be put into focus because 

they are a by-product of experience, not experience 

itself. For example, a child needs to learn about 

syllabication skills because he wants to write a Haiku 

poem; not learn syllabication for syllabication's sake. 

Thus, the language arts experiences are more than pencil 

and paper activities that only become important as an 

extension of something else. 

Teacher decision also comes into play when faced 

with the choice of language arts instructional habits. 

These instructional habits must be selected on the basis 

of state-of-the-art information and with a concern for 

those attributes which optimize learnings. One example of 

an instructional habit is the choice of an appropriate 

activity structure. 
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Activity structures are conducive to certain kinds 

of learning. There are activity structures, however, 

which are rarely used in language arts instruction, but 

appear to have a great deal of potential in terms of the 

kinds of goals teachers generate in this area. 

Construction, for example, is an activity structure 

commonly implemented in art or science, but not in 

language arts. Because the teacher does not see 

construction as an activity structure that is appropriate 

for language arts instruction, she misses many 

opportunities to further the child's locus of experience. 

Third, the teacher must formulate a language arts 

curriculum which reflects state-of-the-art knowledge and 

decision-making skills translated into practical 

application. 

One final issue to consider when making decisions 

about curriculum is the concept of ownership. Who owns the 

learning--the teacher or the child? If the teacher's role 

is that of a problem-solver and a decision-maker, is it 

not also an important role for the child? What does the 

curriculum tell the child about ownership? If optimal 

opportunities for learning are to be achieved, curriculum 

must be designed in ways so that the ownership is the 

child's and the teacher is comfortable with that status. 
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The purpose of this study then was to investigate 

whether or not there was any change in behavior on the 

part of teachers who participated in a university graduate 

level course which used an inservice format. The course in 

question was on the effective construction of elementary 

school language arts curriculum. Ten teachers who 

volunteered were used as subjects of the study. Since the 

participants were not notified until three months after 

the class had ended that a follow-up study on the course 

would be forthcoming, there was little likelihood that the 

data collected was contaminated by the Hawthorne Effect. 

The university level graduate course can be 

defined as inservice education. It is uniquelj suited to 

allow the innovation and thought necessary to educate 

teachers who can solve problems and construct creative 

curriculums. Unlike the university, the traditional 

school district initiated inservice program has not been 

effective in addressing teacher developed curricula. The 

reason is that epistemological, temporal, and monetary 

limitations have produced short-term introductions to 

district-wide "innovations" that lack solid research-based 

foundations. Therefore, since professionals outside the 

schools have more time and money to research, develop, 

test, and present inservice programs, the university is 
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better able to provide effective inservice where the 

teachers have an opportunity to become designers rather 

than mere imp1ementers of language arts curriculum. 

A change in teacher behavior is the most desired 

outcome of inservice education. This change can be 

accomplished through a college course which meets the 

criteria for a successful inservice program. 

In order to answer the questions posed for 

exploration into the problem, a descriptive study was 

conducted. Here, using interviews and questionnaires to 

collect data, an analysis was made and the findings 

recorded. Below is a summary of the findings, some 

conclusions, and some recommendations. 

Summary of the Findings as They Relate 
to the Questions to be Explored 

1. The group of subjects projected a diversified 

image in the nature and source of their language arts 

curriculum prior to taking the course. This was not 

surprising in that the teacher's role as a classroom 

decision-maker generally allows her complete discretion as 

to what to teach and how to teach language arts. In this 

study the organization of language arts programs ranged 

from a completely separate subjects approach to a 

completely integrated approach with most of the subjects' 
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curricula falling somewhere in between. It did not appear 

that here was a pattern when approach and grade level were 

compared. Both primary and upper grade teachers used a 

variety of approaches. 

consistency among the subjects was apparent in the 

areas of planning and materials. All but one participant 

reported that they did their own planning at least 50% of 

the time and that teacher-made materials were used by the 

group almost 50% of the time. This is unusual because 

there are numerous commercially prepared and district-made 

curriculum guides available for teacher use. 

2. The participants saw themselves in a much more 

positive light with respect to independent study, 

individualized experiences, active participation, and 

sharing with classmates while taking the course than they 

did when taking other graduate curriculum classes similar 

in nature. 

The most marked difference lay in the area of 

opportunity for self-directed or independent study. Here 

the subjects saw themselves able to make self-directed 

decisions such as identifying their own personal 

curricular needs. 

The second greatest difference in the way the 

subjects saw themselves was in the area of opportunity for 
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individual experiences. Here they were able to gain 

insights, choose curricular materials, develop a 

curriculum outline, and interact with the professor on a 

personal and humanistic basis. 

The third greatest difference was in the area of 

active participation in classroom activities. The subjects 

reported that they participated in class discussions, 

volunteered references and resources, and appreciated the 

seminar format to a higher degree than in other curriculum 

classes. 

Although still above the median response level, 

the least difference fell in the area of sharing and 

providing mutual assistance to fellow classmates. Here 

the subjects saw their roles as helpers, supporters, 

questioners, and sharers of views, practices, and 

materials. 

Thus an analysis of the data revealed that the 

manner in which the participatns perceived their role in 

the course was very different from the way in which they 

saw themselves in other graduate courses curriculum 

courses similar in nature. In Elementary Education 625 

they felt as if they had participated more than others 

while in other courses they reported that they 

participated about the same as others. 
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3. The activities presented in the course changed 

the way the participants looked at children, language, and 

literacy. They viewed children as individuals who need to 

internalize their learnings. Internalization takes place 

when the curriculum is child-centered and the content is 

meaningful. Language was viewed as the process of 

communication; a process which can be mastered only in an 

environment where there is a caring teacher and where the 

child is allowed to develop as a unique person. 

Most of the participants developed their 

curriculum within the above framework and 88% were using 

them six months after taking the course. 

4. Even though the thrust of the participants 

views of effective curriculum development fell mainly into 

three areas (curriculum as needs assessment, curriculum as 

child-centered guidelines, and curriculum as learning), 

these aspects were very much interrelated. The consensus 

seemed to be that the child's needs, hence his feelings 

and abilities, should be taken into consideration when 

constructing a curriculum. The child, as a learner, is 

made up of those attributes associated with his heredity, 

his culture, and society as a whole. The participants also 

pointed out that what the child brings to school with him 

in terms of what he is and what he knows should be an 



important factor for consideration when developing and 

implementing curricula. 

107 

The idea that the material to be learned must be 

process oriented, interesting, and meaningful to the child 

was also identified by the participants as being important 

to effective curriculum development. These factors, 

combined with the teacher's knowledge of what the child 

brings to school with him, result in a successful school 

experience. 

5. The participants identified several factors 

which defined the relationship between language arts 

curriculum and student behavior. Among them were: a needs 

assessment to determine where the individual child fits 

in: meaningful, real experiences: a highly motivating 

environment; and student self-evaluation of progress. 

These factors seemed to influence the quantity and quality 

of the students' oral and written language. When they were 

present in a curriculum, discipline problems decreased 

while language expression increased. 

Incidental Findings 

Incidental findings are those that were located 

outside of the questions to be explored but still relevant 

to the problem of the study. If an accurate picture of the 

participants and their relationship to language arts 
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curriculum construction is to be drawn, then incidental 

findins must be considered. 

According to the participants, the role of the 

instructor had a strong influence on their attitudes and 

perceptions toward children, language arts, and curriculum 

development. At the beginning of the course, the majority 

of the participants were "locked-in" to the notion that 

the language arts consisted of fragmented skill drills, 

textbook exercises, and grammar regurgitation--period. It 

was what "'they' did to you" that determined how the 

language arts were taught. "They" being that elusive force 

that "makes" teachers do what they do. There was no 

provision for considering the language arts in terms of 

the nature of the child and society. These preconceived 

ideas were apparently so ingrained that many of the 

subjects were amazed at the degree of change in attitude 

and thinking the class experienced. When asked what they 

thought accounted for this phenomenal growth, the 

participants all agreed it was the instructor's 

pedogogical approach. It seems as if the instructor 

allowed the individual to grow in her own way by 

encouraging each subject to look at what she was doing in 

a serious way. Through class discussions and interactions 

led by the instructor, the participant was able to define 
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where she was and to rationally determine the direction 

she was going. One participant summed up the general 

thinking as to the class dynamics this way: 

We seemed to have a really magical class and a 
real good kind of rapport between the students and 
her (the instructor). We shared all kinds of 
things. We shouted at each other and laughed 
together. It was kind of close that way •••• l 
think she knew we had an awful lot to offer. She 
made the people in the class contribute so all of 
us talked a lot. We really just clicked. 

By the end of the class the participants had 

developed a much broader view of language arts and 

language arts curriculum construction. 

Therefore, although not addressed in the five 

questions for exploration, it is important to take the 

role of the instructor into account when discussing any 

changes in the participants' behavior. 

Conclusions 

This study concerned itself with the problem of 

whether a university graduate level curriculum course 

utilizing an inservice format could change the behavior of 

classroom teachers with respect to their approach to 

curriculum development in the elementary school language 

arts. 

The participants were a group of teachers who were 

interested in improving their language arts teaching. The 
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fact that they made their plans and materials more often 

than not before taking the course seemed to indicate a 

genuine interest in increasing their classroom 

effectiveness. It is not surprising then, that they made 

substantial changes, not only in their thinking about the 

nature of effective curriculum development, but also about 

their perceptions as to what is important with respect to 

student growth. 

One significant change in the group occurred in 

reference to their perception of the relationship between 

effective language arts curriculum and student behavior. 

As a result of their taking the course, the participants 

were able to locate several components which they believed 

would influence the quantity and quality of the students' 

work. Those components were: individual student needs 

assessment; the opportunity to participate in meaningful, 

real experiences; a highly motivating classroom 

environment; and student self-evaluation of progress. 

Since the components weren't mentioned as being 

present in the curricula the participants used prior to 

taking the course, it can be said that a change in 

thinking had occurred. 

The way in which they viewed children, language, 

and literacy was another change that stood out with the 
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group. Here, as a result of taking the course, they 

synthesized the concepts of children's language 

development, the child's need to master the language arts, 

and the child's disposition to learn, into a view which 

was reflected in the curriculums they constructed. These 

curricula were, for the most part, process oriented, high 

in interest, and meaningful to the child. Evidence of a 

change in behavior here, therefore, lay in the fact that 

these curricula were in use by all but one of the active 

classroom teachers six months after the course ended. 

The instructor had a considerable influence both 

in changes in thinking and changes in behavior on the part 

of the subjects. Her encouragement and ability to lead 

resulted in the participants' developing a well 

thought-out, broad-based, and individualized view of 

language arts curriculum construction. Conversely, before 

the subjects took the class, many held the position that 

curriculum was "something that 'someone else' did to you." 

In light of the evidence and within the 

limitations of this study, the following conclusions seem 

to be justified: 

1. A university level graduate course on language 

arts curriculum development can be regarded as 

inservice education. 



112 

2. A positive change in the way teachers think about 

the influence of effective curriculum development 

on student growth can occur within the framework 

of a graduate level course on elementary school 

language arts curriculum construction. 

3. Teachers actually implement their personal 

language arts curriculums constructed as a course 

requirement for a graduate level course on 

elementary school language arts curriculum 

construction. 

4. The university instructor plays a prominent role 

in bringing about change in thinking and behavior 

on the part of teachers taking a university 

graduate level course on elementary school 

language arts curriculum construction. 

Implications for Inservice and 
Language Arts Education 

This study has raised several issues related to 

the direction language arts education will take. First, 

educators need to take a long, hard look at children. They 

need to go back and analyze the nature of the child. They 

need to determine what he brings with him to school in the 

way of learning tools; what kinds of strategies he uses to 

learn both in school and in society as a whole. They need 
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to determine how the curriculum fits the individual child, 

as well as how the child -fits the curriculum. 

Second, educators need to re-evaluate how they 

view language arts and literacy. In our schools lit~r~cy 

is taught in a very simplistic mannner. Basically, 

teachers define literacy in terms of the acquisition of 

certain skills which they assume are known. The thinking 

is, if teachers put this body of skills together in the 

classroom, then the children are going to become literate. 

Recent research, however, dictates that literacy be 

defined in a much more comprehensive and broader way than 

it has in the past, and that educators begin to seriously 

challenge the assumption that skills equal literacy. 

The reason for the need to re-evaluate is that 

literacy is developmental rather than prescriptive. It is 

in harmony with what is known about the principles of 

child growth and development. But, most of all, it helps 

the teacher to see the child in a positive rather than a 

negative way. 

Also, educators need to choose the kind of 

literacy events which facilitate internalization of 

language arts concepts. As John Dewey once pointed out, 

all experiences are not equally valid toward the goal of 

educating the child for a specific purpose. Eductors need 
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to consider the type of literacy events which facilitate 

the internalization of language arts concepts versus those 

that give the child a superficial glimpse of something and 

then vanish. 

Another issue to be addressed is the educator's 

professional responsibility toward children and the role 

of inservice education within that responsibility. How 

can teachers most effectively be helped to appraise their 

roles as problem-solvers and decision-makers? What kind of 

training and encouragement do they need to be effective 

teachers? The answer to these questions lies in providing 

graduate level university courses as inservice education. 

These courses provide a neutral environment where the 

teacher is free to explore, question, and analyze his 

notions on teaching. Also, the university community has 

more time and money than local districts to provide 

effective programs. In addition, university professors 

are closer to the state-of-the-art conditions than 

part-time local district inservice planners. 

Why then do school districts reject university 

courses as an answer to their inservice problems? Perhaps 

the reason is that educators outside the university 

context hold the view that they live in the "real world" 
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and that professors live in the university world. If so, 

it follows then that university people "fail to understand 

the reality of the educational process." As a result of 

this dichotomy in thinking on the part of local district 

personnel, many educators in the field either lack the 

capacity to understand recent research, or, if they do 

understand it, refuse to apply it to their school setting. 

At any rate, if education is to progress at the 

same rate as science and industry, educators must make a 

deliberate effort to expand on what they know about 

teaching by conducting research projects which address 

issues like the ones stated above. Studies like this one 

can do much to achieve that end. 

Recommendations for Further Study 

1. The present study should be replicated with a 

different population. 

2. A follow-up study should be conducted to see where 

the participants are in two, three, or five years. 

3. A study should be conducted to determine what 

impact a preservice course on curriculum 

development has on effective beginning teaching. 

4. There is need for a study to determine what 

teachers who finish a university degree program in 

education can do that paraprofessionals cannot. 
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5. A study should be conducted to find out ways to 

motivate teachers to become more involved in 

designing and developing curricula which they will 

actually use. 

6. There is a strong need for more studies that will 

challenge and explore our current definition of 

literacy. 

7. A study should be conducted to determine what the 

child's role as a problem-solver, decision-maker 

and owner of the curriculum is~ 

8. A study needs to be initiated to determine the 

most effective curriculum for curriculum 

development courses at the university level. 
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KEN JOHNS 
3401 N. Columbus Blvd., i29-H 

Tucson, AZ 85712 
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November 2, 1984 

Dear Elementary School Teacher: 

Last summer you enrolled in Elem 625, Dr. Cox's language 
arts curriculum course. 

As a part of a research study and with Dr. Cox's 
permission, I am conducting a follow-up to determine what 
impact the above course has had on your teaching. 

Your participation would require our getting together 
after school once in November and once in January for an 
hour each time. There will be no additional work or 
obligation on your part. 

The data collected will be used to study the 
the language arts class on elementary school 
teaching. The instruments that will be used 
data will be interviews and questionnaires. 
be used in any reports of this information. 

effects of 
language arts 
to gather the 
No names will 

I appreciate your consideration in participating in this 
project and, if you decide to help out, please fill out 
the enclosed form and return it to me in the envelope 
provided. Also, if you have any questions, please call me 
at the Department of Elementary Education, The University 
of Arizona (621-1948) or at home (795-8478). 

Sincerely, 

Ken Johns 
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Yes, I would like to participate in your ~roject on the 
effect of Elem 625 on language arts teachlng. 
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NAME_____________________________ SCHOOL, ________________ __ 

HOME ADDRESS ______________________________ __ ZIP ________ _ 

HOME PHONE ----------------------- SCHOOL PHONE ________ __ 

SIGNATURE __________________________________ __ 

GRADE LEVEL TAUGHT ____________ _ 

AGE, __________ _ 

SEX __________ _ 

TOTAL YEARS TEACHING __________ _ 

BACHELOR'S DEGREE (Year) __________ _ 

MASTER'S DEGREE (Year) 

PRESENTLY IN DEGREE PROGRAM (y or N) 

PRESENTLY UNCLASSIFIED (Y or N) 

NUMBER OF LANGUAGE ARTS COURSES TAKEN 

Undergraduate 

Graduate __________ _ 
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GUIDE FOR THE INITIAL INTERVIEW 

Teacher Place --------------------------- --------------------
Date Time: start Finish ---------------------- -------- -----
Total Minutes -----------
The purpose of this interview is for you to reconstruct 
some of the notions, thoughts, and feelings you had last 
summer in regard to Elementary Education 625. When 
answering the questions, be sure to state what you 
recalled at the time, not necessarily the position you 
hold now. I will audio tape this interview so that an 
accurate record can be kept. What you tell me today will 
be used as a springboard for further inquiry during the 
second interview. 

1. In describing your approach to language arts teaching 
before you enrolled in Elementary Education 625, to 
what degree was planning done by 

The teacher? 

A commercial publisher? -------------------
Other source? ----------------------
To what degree were materials developed by 

The teacher? 

A commercial publisher? --------------------
Other source? ----------------------
What language arts subskills did you teach? 

-------------------, -------------------, 
-------------------, 
How were the various language arts subskills taught? 

Separate1y? __________ __ Integrated ____________ _ 



If separately, how' were the subskills organized? 

What percentage of time was devoted to each of the 
aforementioned subskills? 

How were the children evaluated? 
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Is there anything you would like to add that would 
help me to get an accurate picture of what your 
language arts program was prior to taking Elementary 
Education 625? 

2. Think back to last summer1s class and tell me about 
some of the readings which come to mind. Which do you 
remember most vividly? 

Which had the most impact on your thinking at the 
time? Why? 

Did any of the readings lead to a change in the way 
you teach the language arts? Which ones? In what way? 
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3. Elementary Education 625 required you to participate 
in a number of class activities like writing 
critiques, sharing references and resources, and 
examining text series. Which of these activities did 
you find yourself to be the most enthusiastic about? 
Why? 

Did any of the activities change your thinking about 
teaching language arts? In what way? 

Did any of the activities lead to actual changes in 
your approach to teaching language arts? How? 

4. There are several resource people who presented their 
views last summer. Which do you think had the 
greatest impact on your thinking at the time? 

In what way? 

Did anything the resource people said lead to a change 
in the way you teach language arts? How? 
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5. Of the assignments required for Elementary Education 
625, which was the most helpful in teaching the 
language arts? Why? 

Did the above change your thinking about teaching 
language arts? How? 

Did the above lead to changes in your approach to 
language arts teaching? In what way? 

6. For Elementary Education 625, you had to develop a 
personal language arts curriculum. Can you briefly 
describe this curriculum? 

How was this curriculum different from what you had 
been using before? 

To what extent have you used this curriculum in 
teaching language arts? Or, if you are not teaching 
right now, to what extent would you use it? 
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7. One of the latest concerns in education is effective 
teaching. Could you tell me what effective teaching 
means to you? 

How did you arrive at'this conclusion? 

Did you always have this view? 

Was there anything in last summer's class that helped 
you to formulate your opinion as to what effective 
teaching in the language arts entails? If so, what? 
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GUIDE FOR THE SECOND INTERVIEW 

Teacher ________________________ _ Place __________________ __ 

Date ____________________ __ Time: start _________ Finish ____ __ 

Total Minutes ------------, 
1. What are the three most important characteristics, 

factors, or aspects of curriculum development in the 
language arts? 

2. What are the three least important characteristics, 
factors, or aspects of curriculum development in the 
language arts? 

3. HOW would the above factors effect student behavior in 
the area of language arts? 
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REYNOLDS SOCIAL DESIRABILITY SCALE 

Name Date -------------------------------- ------------------
Instructions: Circle the "T" if the statement truthfully 
applies to you. Circle "F" if the statement does not 
truthfully apply to you. Please answer all items. 

1. T 

2. T 

3. T 

4. T 

5. T 

6. T 

7. T 

8. T 

9. T 

10. T 

11. T 

12. T 

F There have been times when I was quite jealous 
of the good fortune of others. 

F I am always willing to admit it when I make a 
mistake. 

F There have been occasions when I took advantage 
of someone. 

F It is sometimes very hard for me to go on with 
my work if I am not encouraged. 

F There have been times when I feel like 
rebelling against people in authority even 
though I know they were right. 

F I have never deliberately said something that 
hurt someone's feelings. 

F I sometimes feel resentful when I don't get my 
way. 

F I am always courteous, even to people who are 
disagreeable. 

F I am sometimes irritated by people who ask 
favors of me. 

F No matter who I'm talking to, I'm always a good 
listener. 

F I have never been irked when people expressed 
ideas very different from my own. 

F I always try to practice what I preach. 
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ROLE PERCEPTION SCALE 

Name, _________________________________________ ,Date, ______________________________________ ___ 

Instructions: Printed on the following pages are statements which tell me your perceived 
role as a student in Elementary Education 625. Mark an "X" over the word 
or phrase to the right of each statement which is closest to the way you 
feel. Answer all 75 items. 

1. The extent to which.I was able to 
participate in conferences with 
the instructor. 

2. The extent to which I wish I had 
taken on the task of ide";;tifying 
those resources which would have been 
most likely to further my'personal 

rarely lessti1an thii"Sa.'1\e 
others as others 

moret:ii"an 
others 

every 
opportunity 

growth. never sometimes often always 

J. The extent to which I challenged the 
views of others, not in Elementary 
Education 625, but in other classes 
similar in their approach to gradu
ate study. 

4. The extent to which I shared with my 
classmates innovative practices I 
developed or "discovered." 

5. The extent to which I questioned the 
views of others. 

6. The extent to which I was able to 
identify my own curricular needs, 
not in Elementary Education 625, 
but in other classes similar in 
their approach to graduate study. 

7. The extent to which I questioned 
the views of others, not in Elemen
tary Education 625, but in other 
classes similar in their approach 
to graduate study. 

rarely lesS-than t~e marethan 
others as others others 

rarely less than t'ile""S"'ame marethan 
others as others others 

rarely lessthan the same more than 
others as others others 

rarely less than the same marethan 
others as others others 

rarely less than the same 
others others 

marethan 
others 

every 
opportur.i t,' 

every 
opportunity 

every 
opportunit:.: 

every 
opportunity 

every 
opportunity 



8. The extent to which I was able to 
participate in the conferencing 
process, not with the instructor 
in Elementary Education,625, but 
with instructors in other classes 
similar to their approach to 
graduate study. 

9. 

10. 

The extent to which I wish I 
would have gained new insights. 

The extent to which I helped others 
clarify concepts presented by the 
instructor, not in ElementarY Edu
cation 625, but in other classes 
similar in their approach to gradu
ate study. 

11. The extent to which I share,d with 
others the things I'd written, not 
in Elementary Education 625, but 
in other classes similar in their 
approach to graduate study. 

12. The extent to which I shared with 
my fellow classmates innovative 
practices I developed or "dis
covered ... 

13. Given the opportunity to do it 
over again, the extent to which 
I would have liked to challenge 
the views of others. 

14. The extent to which I generally 
take on the task of identifying 
those resources which lead to 
furthering my personal growth, 
not in Elementary Education 
625, but in other classes similar 
in their approach to graduate 
study. 

133 

rarely leSsthan the same more than every 

never 

others as others others opportunity 

seldom 

less than 
others 

sometimes 

t:he"S"aine 
as' others 

often 

more'than 
others 

every 
opportunity 

rarely leS'St.'il'iin tiie"'S'aine m'Ci'rethan every 
others as others others opportunity 

rarely less than the same more than every 
others as others others opportunity 

never rarely sometimes 

rarely leS'Stilan thesame more than every 
others as others others opportunity 



15. The extent to which I wish I had 
participated in class discussions. 

16. The extent to which I was able 
to gain new insights in classes 
similar in approach to Elementary 
Education 625. 

17. The extent to which I wish I had 
taken advantage of the opportunity 
for individual pursuit in relation 
to language arts curriculum 
deve lopmen t. 

18. The extent to which I made comments 
relative to the topic. 

19. The extent to which I was influenced 
by fellow classmates. 

20. The extent to which I wish I had 
volunteered references--which 
supported others' views. 

21. The extent to which I was able to 
put an effort into developing a 
curriculum outline which address 
my particular needs, not in Elem
entary Education 625, but in classes 
similar in their approach to gradu-
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rarely less than the same more than every 
others as others others opportunity 

rarely le'S"Sthan the same moret'ilan every 
others as others others opportunity 

never sometimes 

rarely le'S"Sthan the same more than every 
others as others others opportunity 

never seldom sometimes 

never sometimes 

ate study. none average a great deal 

22. The extent to which I was able 
to choose curricular materials 
which were geared to my needs. 

23. The extent to which I appreciated 
the seminar format, not in Elem
entary Education 625, but in classes 
similar in their approach to gradu
ate study. 

rarely less than 
others 

the same more than 
as others others 

less than the same 
others 

every 
opportunity 

every 



24. The extent to which I supported the 
views of fellow classmates. 

25. The extent to which I volunteered 

26. 

27. 

references which supported others' 
views. 

The extent to which I wish I had 
shared materials that ~veloped 
or "discovered. It 

The extent to which I wish I had 
applied myself in developing a 
curriculum which met my personal 
needs. 

28. The extent to which I was able 
to identify suitable resources 
which would enhance my growth. 

29. The extent to which I helped 
others clarify instructor 
presented concepts. 

30. The extent to which I wish I 
had helped others clarify their 
views. 

31. The extent to which I was able 
to identify my own curricular 
needs. 

32. The extent to which I appreciated 
the seminar format. 

rarely 

rarely 

never 

no more 
than I 
did 

less than thesame 
others as others 

less than thesame 
others as others 

sometimes 

very little 
more than I 
did 
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morethan every 
others opportuni ty 

more than every 
others opportunity 

often alwaYs 

a lot 
more 
than I 
did 

a great deal 
more than 

I did 

rarely less than the same more-than every 
others as others others opportunit: 

rarely less than t~e more than every 
others others others opportunity 

never serdOm sometimes always 

rarely less than the same morethan every 
others as others others opportunity 

rarely less than the same morethan every 
others as others others opportunity 



33. The extent to which I was able to 
take advantage of the opportunity 
for individualized choices in re
lation to curriculum development, 
not in Elementary Education 625, 
but in other classes similar in 
their approach to graduate study. 

34. The extent to which I wish I would 
have been able to identify ~y own 
curricular needs. 

35. The extent to which I wish I would 
have been able to accept feedback 
from others. 

36. The extent to which I would have 
liked to have thought of something 
I had never thought of before 

37. The extent to which 1 communicated 
the essence of my class projects, 
not in Elementary Education 625, 
but in other classes similar in 
their approach to graduate study. 

38. The extent to which I wish I had 
had the opportunity to-chOose 
mute rials geared to my individual 
needs. 

39. The extent to which I have been 
influenced by fellow classmates, 
not in Elementary Education 625, 
but in other classes similar in 
their approach to graouate study. 

never 

never 

never 

never 

never 

seldom 

seldom 

seldom 

less than 
others 

seTciOm 

sometimes 

sometimes 

sometimes 

sometimes 

the same 
as others 

sometimes 

more than 
others 
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every 
opportunJ. ty 

rarely lesstilan thes.;;e more than every 
others as others others opportunity 



40. The extent to which I volunteered 
resources that supported others' 
views, not Elementary Education 
625, but in other classes similar 
in their approach to graduate 
study. 

41. The extent to which I would have 
liked to conference with the 
instructor. 

42. The extent to which I wish I would 
have helped others clarify instructor 

never 

le s St'i1'an 
others 

th;sa;;;'e 
as others 

sometimes 

presented concepts. never sometimes 

43. The extent to which I would have 
liked to have made comments relevant 
to the topic. 

44. The extent to which I ~ I had 
contributed to course content and 
focus. 

45. 

46. 

The extent to which I shared things 
I wrote. 

The extent to which I took advantange 
of the opportunity for individual 
pursuits in reference to language 
arts curriculum development. 

47. The extent to which I was able to 
think of something I had never 
thought of before, not in Elem
entary Education 625, but in other 
classes similar in their approach 
to graduate study. 

never seIdOiii sometimes 

never 

le~an 
others 

le~an 
others 

leas than 
others 

sometimes 

more than 
others 

often 

more than 
others 

moret'han 
others 

morethan 
others 
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every 
opportunity 

every 
opportunity 

every 
opportunity 

every 
opportunity 



48. The extent to which I wish I had 
shared things I wrote.----

49. The extent to which I v~lunteered 

resources which supported others' 
views. 

50. The extent to which I would have 
liked to have located references 
which supported my position. 

51. The extent to which I was able 
to put an effort into developing 
a curriculum outline that addressed 
my particular needs. 

52. The extent to which I wish I had 
communicated to my fellow classmates 
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never rarely s ometI"iiie s 

rarely less than the same mO';;ethan every 
others as others others opportunity 

never rarely sometimes 

rarely less than theS'aine morethan every 
others as others others opportunity 

the. essence of my class projects. never sometimes 

53. The extent to which I wish I had 
volunteered resources ~h 
supported others' views. never 

54. The extent to which I would have 
liked to have supported the views 
of fellow classmates. never seldom 

55. The extent to which I contributed 
to course content and focus, not 
in Elementary Education 625, but 
in other classes similar in their 
approach to graduate study. 

56. The extent to which I thought of 
something I never thought of before. 

57. The extent to which I was able to 
choose curr.icular materials which 
were geared to my individual needs, 
not in Elementary Education 625, but 
in other classes similar in their 
approach to graduate study. 

never rarely 

rarely less than 
others 

never 

sometimes 

sometimes often 

s c:iiietiiiie s often 

thes;;;e more than 
as others others 

sometimes 

every 
opportunity 



58. The extent to which I helped others 
clarify their views, not in Elemen
tary Education 625, but in other 
classes similar in their approach 
to graduate study. 

59. The extent to which I was able to 
gain new insights. 

60. The extent to which I made comments 
relevant to the topic, not in Ele
mentary Education 625, but in other 
classes similar in their approach 
to graduate study. 

61. The extent to which I shared with 
my classmates the innovative 
practices is developed or "dis
covered," not in Elementary Edu
cation 625, but in other classes 
similar in their approach to 
graduate study. 

62. The extent to which I should have 
appreciated the seminar format. 

63. The extent to which I participated 
in class discussions, not in Ele
mentary Education 625, but in other 
classes similar in their approach 
to graduate study. 

64. The extent to which I was able to 
locate references that supported 
my position. 

65. The extent to which I volunteered 
references that supported others' 
views, not in Elementary Education 
625, but in other classes similar 
in their approach to graduate 
study. 
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rarely less than th;-same more than every 
others as others others opportunity 

rarely le'S'S""than the same more than every 
others as others others opportunity 

rarely les~ the same more than 
others as others others 

rarely less than th;-same more than 
others as others others 

never sometimes 

every 
opportunity 

every 
opportuni t.'! 

rarely le'S'S""than th;;--saQie mOrethan every 
others as others others opportun~ty 

rarely le'S'S""than tiiEi"""Saine mOrethan every 
others as others others opportunity 

~y le~an th;-same morethan every 
others as others others opportunity 



66. The extent to which I supported the 
views of fellow classmates, not 
in Elementary Education 625, but 
in other classes similar in their 
approach to graduate study. 

67. The extent to which I participated 
in class discussions. 

68. The extent to which I shared with 
my fellow classmates materials that 
I developed or "discovered," not in 
Elementary Education 625, but in 
other classes similar in their 
approach to graduate study. 

69. The extent to which I would have 
liked to have shared with my fellow 
classm.ltes innovative practices I 
developed or "discovered." 

70. 

71. 

The extent to which I helped others 
clarify their views. 

The extent to which I challenged the 
views of others. 
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rarely le;sthan thesame morethan every 
others as others others opportunity 

rarely less than thesame m;;-r;-than every 
others as others others opportunity 

rarely less than the same more than every 

never 

others as others others opportunity 

le;sthan 
others 

le;sthan 
others 

sometimes 

the same 
as others 

thesame 
as others 

m;;-r;-th an 
others 

m;;-r;-than 
others 

every 
opportunity 

every 
opportunity 

72. The extent to which I would have liked 
to have questioned the views of others. __ __ 

73. The extent to which I contributed 
to course content and focus. 

74. The extent to which I communicated 
the essence of my class projects 
to my fellow classmates. 

75. The extent to which I was able to 
locate references which supported 
my position, not in Elementary Edu
cation 625, but in a similar class. 

never sometimes 

rarely le;sthan ~e more than every 
others as others others opportunity 

rarely le;sthan 
others 

rarely less than 
others 

the same 
as others 

the same 
as others 

more than 
others 

more than 
others 

every 
opportunity 

every 
opportunity 



Allen, D. W. 
~ropos~l. 
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