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CHAPTER I 

INTRODUCTION 

Problem of the Study 

The problem of this study was to compare the 

achievement in reading of first-grade children who partici

pated in a concentrated twenty-two week listening program 

with the achievement in reading of children who did not 

participate in such a program. 

purpose of the Study 

The purpose of this study was to compare the 

achievement in reading of first-grade students who had 

participated in a concentrated twenty-two week listening 

program with that of students who had not participated in 

such a program. The subjects for the study consisted of 

two control classrooms and two experimental classrooms 

from each of three ethnic cultures, Anglo-American, Negro-

American, and Mexican-American. The achievement in reading 

scores of the experimental classroom was compared with the 

scores of the control classroom within the same ethnic 

culture. 



Need for the Study 

For many years, educators in the field of language 

arts have recognized the importance of listening skill in 

the elementary school and its connection with the language 

arts as well as other areas of the curriculum. However, 

until recently little depth research had been conducted 

in relation to the teaching of listening and the selection 

of appropriate listening methods and materials to accomplish 

certain purposes. 

Brown (30:341), in 1957, found in his review of 

fourteen textbooks that listening was rarely stressed 

even though the textbook authors claimed that listening 

is the language medium children use most. Actual emphasis 

in the books was devoted to content that stressed grammar, 

word usage, sentence study, and vocabulary improvement. 

It was also noted that listening was not emphasized as a 

distinct area for direct instruction. Less than 1 percent, 

in fact only ,63 percent of the lessons and .57 percent of 

the pages, emphasized listening apart from other areas of 

language study (31:463). 

Several leading educators in the field of language 

arts have conducted studies in an attempt to establish 

the amount of time a child spends in listening, writing, 

and reading during school hours. Witty (54:297) reports 

that Mariam Wilt found that children spend 57.5 percent 



of their class time in listening. In P. T, Rankin's (64) 

study, it is estimated that the distribution of a person's 

activities is: 42.1 percent listening, 21.5 percent 

speaking, 10 percent reading, and 6.9 percent writing. 

Walter T. Petty (15:vii) in a recent publication states 

that as much as 95 percent of all communication is oral. 

As an ever increasing amount of time is being 

spent by youth in listening to television, radio, teachers, 

and one another, the pendulum of educational curricula 

in the field of language arts is slowly beginning to swing 

toward listening activities; however, even with the results 

of the above studies, most of the elementary schools today 

devote only a fraction of the school day to the teaching 

of listening in comparison to the amount of time spent in 

other subjects. Duker (4:68) reports that schools spend 

52 percent of the classroom time teaching reading but 

only 8 percent of class time promoting listening skills. 

In another study. Wilt (53:627) found that only 16 percent 

of the teachers ranked listening as the most important 

language skill. The newness of interest in this area of 

language arts may be shown by the fact that as late as 

1948 only eleven studies of listening were recorded in 

professional journals, while in reading, 3,000 studies had 

been reported (28:259). 

Since reading usually receives the major emphasis 

in the elementary curriculum, and studies reveal a major 



portion of a child's day being spent in listening, it would 

seem appropriate that the relationship of listening and 

reading be examined. This is especially important since 

Ruth Strickland's study (49:131) showed statistically 

that progress in reading of upper-grade students is 

directly affected by listening ability. 

Through the years, studies in the area of reading 

have indicated that listening is an important skill in 

the development of reading. More recent studies have 

attempted to correlate listening ability and the ability 

to read. Lundsteen (41:'314) has reported a coefficient of 

correlation of .52 between critical listening and reading 

achievement of fifth-grade students. In a study of eighth-

grade pupils, Plessas (45:225) found significant relation

ships between listening and certain reading skills. In 

the areas of matching sounds, syllabication, vocabulary, 

and comprehension, differences in mean scores were found 

to be significant at the 1 percent level of confidence. 

A correlation coefficient of .61 between listening and 

reading was found by Trivette (50:277). Hollan (38:160) 

reported a correlation coefficient of .55 at the fifth-

grade level. 

A majority of the investigations of the relation

ship between listening and reading are correlation studies 

using a listening test and a reading-achievement test with 

no planned program for improvement in listening. According 



to Sam Duker (4:v), the evidence continues to mount to 

indicate that beyond a reasonable doubt listening can be 

taught and improved by proper teaching, and there exists 

a positive relationship between listening and other 

language arts areas. Hov/ever, according to Ruddell (47:493), 

a cause-and-effect relationship is not established through 

such correlational analysis. 

Most studies using upper-grade children have been 

concentrated on the correlation betv/een a student's skill 

in listening and reading comprehension. Annette Kelty 

(4:98) studied the effect of listening for a specific 

purpose on reading for the same purpose. She found that 

when students v/ere given practice in listening to note 

details of a selection, a significant gain was produced 

in reading for the same purpose. Hampleman (36:52) reported 

in an unpublished doctoral dissertation that the listening 

comprehension of fourth-grade and sixth-grade pupils was 

superior to their reading comprehension. 

The results of research show overwhelmingly that 

there exists a facilitating relationship betv/een listening 

and the other language arts areas, particularly the area 

of reading. Research results indicate that listening is 

the base from which other language media develop. The 

results of a preponderance of research substantiate the 

above findings; hov/ever, few studies of this nature were 

found in which first-grade children were used as subjects. 



None of the studies had been designed to present a listen

ing program in which auditory skills v/ere taught as an 

ongoing preparation for learning to read. In the study 

reported here, a listening program v/as designed to teach 

children to be av/are of and to hear sounds, and to respond 

to certain directions. The program was used with the 

experimental group during the first six months of the 

children* s initial reading experiences. 

Scope of the Study 

This study included first-grade students from six 

elementary schools, two whose student body was predomi

nantly Anglo-American, two Latin-American, and two Negro-

American. One control group and one experim.ental group 

from each school was used. For this study, only students 

for whom a complete set of data (reading readiness test 

scoreS/ intelligence test scores, hearing acuity tests, 

and reading achievement test scores) had been obtained were 

included in the sample. Only the data for students vrho 

had completed all twenty-two weeks of the program were 

included. The experimental classrooms were compared with 

the control classrooms in the same ethnic groups. No 

attempt was made to compare the achievement of the control 

and experimental groups of different ethnic cultures. 



Hypotheses for the Study 

In order to carry out the purpose of this study, 

the following hypotheses were tested: 

1. There is no significant difference betv/een 

the mean scores, on the Verbal-Pictorial section of the 

Science Research Associates Achievement Test (78), for 

Negro-American students v7ho participated in a concentrated 

program of listening and those who did not. 

2. There is no significant difference between 

the mean scores, on the Language Perception section of the 

Science Research Associates Achievement Test (78), for 

Negro-American students who participated in a concentrated 

program of listening and those who did not. 

3. There is no significant difference between 

the mean scores, on the Comprehension section of the 

Science Research Associates Achievement Test (78), for 

Negro-American students who participated in a concentrated 

program of listening and those who did not. 

4. There is no significant difference between 

the mean scores, on the Vocabulary section of the Science 

Research Associates Achievement Test (78), for Negro-

American students who participated in a concentrated 

program of listening and those who did not. 

5. There is no significant difference between 

the mean scores, on the composite reading test of the 
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Science Research Associates Achievement Test (78), for 

Negro-American students v/ho participated in a concentrated 

program of listening and those who did not. 

6. There is no significant difference between 

the mean scores, on the Verbal-Pictorial section of the 

Science Research Associates Achievement Test (78), for 

Anglo-American students who participated in a concentrated 

program of listening and those who did not. 

7. There is no significant difference between 

the mean scores, on the Language Perception section of the 

Science Research Associates Achievement Test (78), for 

Anglo-American students who participated in a concentrated 

program of listening and those who did not. 

8. There is no significant difference between 

the mean scores, on the Comprehension section of the 

Science Research Associates Achievement Test (78), for 

Anglo-American students who participated in a concentrated 

program of listening and those who did not. 

9. There is no significant difference between 

the mean scores, on the Vocabulary section of the Science 

Research Associates Achievement Test (78), for Anglo-

American students who participated in a concentrated 

program of listening and those who did not. 

10. There is no significant difference between 

the mean scores, on the composite reading test of the 

Science Research Associates Achievement Test (78), for 



Tmglo-American students who participated in a concentrated 

program of listening and those who did not. 

11. There is no significant difference between 

the mean scores, on the Verbal-Pictorial section of the 

Science Research Associates Achievement Test (78), for 

Mexican-American students who participated in a concentrated 

program of listening and those who did not. 

12. There is no significant difference between 

the mean scores, on the Language Perception section of the 

Science Research Associates Achievement Test (78), for 

Mexican-American students who participated in a concentrated 

program of listening and those v/ho did not. 

13. There is no significant difference between 

the mean scores, on the Comprehension section of the 

Science Research Associates Achievement Test (78), for 

Mexican-Tunerican students who participated in a concentrated 

program of listening and those who did not. 

14. There is no significant difference between 

the mean scores, on the Vocabulary section of the Science 

Research Associates Achievement Test (78), for Mexican-

American studetns who participated in a concentrated 

program of listening and those who did not. 

15. There is no significant difference between 

the mean scores, on the composite reading test of the 

Science Research Associates Achievement Test (78), for 
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Mexican-American students v;ho participated in a concen

trated program of listening and those who did not. 



CHAPTER II 

SURVEY OF RELATED LITERATURE 

General Research on Listening 

During the past ten years, an intense interest in 

listening and listening skills has emerged. Volumes of 

articles have been written on the importance of and the 

place of listening in the school curriculum. Until the 

most recent years, however, actual research studies on the 

subject of listening and listening skills have lagged far 

behind the apparent interest of some teachers and language 

specialists. 

Research studies have followed the general pattern 

of: the importance of listening, the teaching of listening, 

the correlation of listening with other subjects in the 

curriculum, the skills of listening, and the teaching of 

listening as a tool for the improvement of learning in 

other subjects of the curriculum. Although research in the 

field of listening is still in its infancy, many reports 

of research studies are nov/ available in educational litera

ture. It is the purpose of this section to review the 

results of selected research studies as they relate to the 

present study. 

Walter Petty (16:1) states that language is a 

social function that is concerned with the process of 
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communicating ideas and feelings. Language is a tool that 

man uses in his thinking, in his comraunicative acts, and 

in his social intercourse. Oral language is one of the 

greatest forces for socialization that exists, and it is 

probably the most potent single known factor in the 

development of individuality. In the past fifty years, the 

areas of communication have experienced a tremendous growth. 

Perchance the following paragraph taken from Language Arts 

for Today's Children (13:3) will relate the extreme changes 

that have and are taking place in the areas of communication. 

Annette, at sixteen months, capers before the 
television set in response to the dancing of the 
figures on the screen, she claps her hands and 
cries, "Baby." Michael, her brother, was five 
before he saw a television program. Their father, 
aged thirty-one, had never heard a radio broadcast 
until he was twelve, but at twenty he talked to 
other pilots of his squadron in flight over Japan. 
The grandfather, now aged fifty-six, grew up in 
his village home without a telephone. A great 
aunt who is seventy-seven did not see a movie 
until her children were in high school, and she 
had read a newspaper only once weekly until after 
she was a grandmother. 

If the past is any indication of what the future holds in 

the area of communication, then the future will be most 

startling. Because listening is one of the primary facets 

of communication, it would seem that a clear understanding 

of this area of language arts is of extreme importance. 

The processes of communication and socialization normally 

require at least a two-way interaction of transmitter and 

receiver. For many years, the acquiring of competency in 
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the communication skill of listening, or receiving, was 

considered to be a natural maturing process which did not 

need or req[uire special training. For some years, recogni

tion was sought for the various areas of reading, spelling, 

writing, and listening as separate units of study. 

According to Artley (24:527), in 1935, the National Council 

of the Teachers of English produced the monograph. An 

Experience Curriculum in English. The monograph furnished 

a helpful analysis of the aspects of writing, reading, and 

speaking that were important in everyday life. Through 

this monograph, a point bf view toward the interrelation

ship and the importance of the various areas of language 

arts was brought into focus. Further crystalization was 

given to the idea of the interrelatedness of the language 

arts in the Twentieth Yearbook of the department of 

Elementary Principals under the title. Language Arts in 

Elementary School. Also, in 1944, the Forty-third Yearbook 

of the National Society for the Study of Education, Part II, 

titled Teaching Language in the Elementary School, gave 

emphasis to the interrelationship of the various language 

arts areas. During the ensuing years, the areas of 

reading, writing, and speaking continued to receive m.ajor 

emphasis in the schools v/hile listening ability was more 

6r less taken for granted. In the past ten years, however, 

increasing interest has developed in the area of listening. 
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and its influence is now being felt on the other language 

arts areas. 

Gertrude Hildreth (37:538) relates that listening, 

speaking, reading, and writing are interrelated in that 

they all employ common word symbols. Listening and reading 

are the receiving skills of the language arts, while 

writing and speaking are the discharging skills. According 

to Althea Beery (26:164-166), certain elements of language 

are common to listening, speaking, reading, and writing. 

Among these certain elements are vocabulary, sentence 

patterns, and organization of ideas. Since these elements 

are present in each language arts area, it is within reason 

that many identical or similar mental processes are inherent 

in all four areas. Beery also relates that a most important 

reason for considering the four areas as interrelated is 

that instruction in the areas of writing, reading, and 

speech is, for the most part, given orally; therefore, the 

student who has learned to listen effectively has an 

advantage over the pupil who is weak in this skill. The 

interrelatedness of the skills of listening, reading, 

writing, and speech are most aptly recounted by Metz (42:131) 

when she states that to be able to spell, a child must 

think v/ritten symbols (letters) fo.r the speech sounds he 

hears; and, to read, he must think of the sounds for the 

letters he sees. Loban and Strickland have added emphasis 

to the importance of oral language which is dependent on 
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listening as the receiving aspect of language. Loban 

(11:88) has shov7n that children who could read and write 

well by the end of the third grade were those who had 

ranked high in oral language in kindergarten and in the 

first three years of school. He has concluded that compe

tence in the spoken language appears to be a necessary 

base for competence in reading. Strickland (48:14) 

observed that the quality of a child's speech appears 

closely related to the quality of his oral and silent 

reading. she also stated that the more clearly the reader 

understands the patterning of his language, the better will 

be his oral interpretation and his silent reading 

comprehension. 

Among the communication skills of listening, 

reading, writing, and speaking, listening is the first to 

develop and the first to be used by young children. As 

the child listens, he begins to imitate the sounds around 

him with increasing accuracy. Upon entering first grade, 

most children do not possess the skills of reading and 

writing, but the skill of listening is developed to 

varying degrees of effectiveness. David Russell (20:64) 

related that even wide differences exist among first-

grade students in their sensitivity to sound signals. 

These differences may occur in: 

1. Auditory acuity, or the sensitivity of hearing 
as measured by the amount of sound energy 
necessary for a person to hear. 
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2. Auditory discrimination, or the ability to 
distinguish sounds which are somewhat alike, 
such as the sounds of the letters p and b 
or the words seeing and ceiling. 

3. Auditory comprehension, or the ability to 
understand and remember the meanings back 
of the word signals. 

It is the medium of listening combined with visual stimuli 

that teachers employ in teaching the skills of reading, 

writing, and speaking. According to Lydia Duggins (33:7-9), 

hearing acuity or listening is generally listed as one of 

the factors directly influencing readiness for reading; 

however, too little attention is given to the function of 

hearing in the early stages of reading instruction. It 

is also stated that listening is one of the most significant 

factors in the process of reading, and, as an individual 

moves into the later stages of growth in reading, auditory 

perception or listening together with the attendant visual 

stimuli, become the primary basis for comprehension and 

retention of ideas. In a master's thesis, Leota E. Smith 

(66) studied the effectiveness of special emphasis upon 

auditory-discrimination skills as compared to the usual 

classroom procedures in the teaching of reading to first-

grade students. For this study, first-grade students from 

an elementary school in Illinois were used. The twenty-

four week program for the experimental group included 

games used to emphasize identification, recognition, and 

discrimination of familiar sounds. By use of a Fisher's 
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t formula, a significant difference at the .01 level of 

confidence was found to exist betv/een the control group 

and the experimental group on auditory discrimination and 

reading readiness. 

The importance of listening in a child's daily 

life is evidenced by his numerous activities. The child 

may listen to the radio and television, he may ansv;er the 

telephone, or he may listen to adults and peers. Usually, 

the act of listening does not cease from the first waking 

hour to the last, but listening only varies in levels of 

awareness from^^gub-conscious to conscious and back again. 

The amount of time that children are spending in listening 

activities has been explored in several research studies. 

These studies have been concentrated in the area of time 

spent in listening participation within the classroom. 

One of the very earliest studies in the area of listening 

was one by Paul Rankin (64) , In this early study, Rankin 

concluded from his research findings that listening is the 

most frequently used communication skill since it̂  comprises 

approximately 42.1 percent of communication time as compared 

to reading, 10 percent; speaking, 21.5 percent; and 

writing, 6.9 percent. It was also noted from the same 

study that 29.5 percent of a person's total v/aking time 

is spent in listeningT Although these data were obtained 

from a small sample of fifth- and sixth-grade pupils, the 

findings have been confirmed by later research studies. 
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In one of the later studies involving elementary children, 

controlled observations in eighteen classrooms revealed 

that children were expected to listen an average of 158 

minutes per day. Fifty-four percent of the 158 minutes 

was spent in listening directly to the teacher (4:171). 

One of the most recent studies, 1957, used high-school 

students as subjects. These students, tenth- and twelfth-

graders, were followed through a school day. It was found 

that the students were expected to listen 46 percent of 

the time, and to work and study 48 percent of the time. 

Of the 46 percent of the time in which the students were 

to be engaged in listening, 46 percent of this time was 

devoted to listening to teachers (4:113). 

Teaching Listening 

Programs for the teaching of listening have been 

written by school systems, individual teachers, doctoral 

students, and various educational publishing companies. 

The methods of teaching listening in these programs vary 

in procedures as greatly as the methods for teaching 

reading or any other language arts area have varied. 

Beery (25:132) has listed four major areas of concentration 

for beginning a listening program. The four major areas 

are: 

1. a frank analysis of your own listening ^ 
experience, 
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2. a thoughtful study of the listening situation 
in your classroom, 

3. a development in children of concern for their 
own listening competence, and finally 

4. a refocusing of the problem in relation to 
communication, with listening playing its 
essential role—not as a value in itself 
but as a means to the more effective meeting 
of minds. 

Anderson (23:65-66) supports the idea that to begin a 

listening program, a teacher should start v/ith an intro

spective look into his own listening habits. He then 

suggests the following three questions for further study 

before developing a listening program. 

1. What understandings, attitudes, appreciations, 
abilities, and skills do children and young 
people now acquire largely through the spoken 
word? 

2. Are these learning products in keeping with 
the avowed objectives of the schools? 

3. In what areas and in what respects must the 
learning products of man's oral communication 
be encouraged, supplemented, modified, or 
even counteracted by instruction in the 
schools? 

Anderson concludes that a school should provide a suitable 

climate for listening, abundant opportunities for meaningful 

listening, and direct and systematic instruction in listen

ing comiparable to that which is now provided in develop

mental and remedial reading programs. Ralph Nichols 

(44:292-302), another advocate of beginning with the 

teacher's o\^m listening ability, has devised a self-

analysis listening test for the teacher. 
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How often do you indulge in ten almost universal 
bad listening habits? _.p 
Check yourself carefully on each one, tallying > 
your- score as follows: 
For every "Almost always" checked, give yourself 
a score of 2 
For every "Usually" checked, give yourself a 
score of 4 
For every "Some times" checked, give yourself 
a score of 6 
For every "Seldom" checked, give yourself a /̂  
score of 8 "" 
For every "Almost never" checked, give yourself 

a score of 10. 

1. Calling the subject uninteresting 

2. Criticizing the speaker's delivery 
3. Getting over-stimulated by some point with 

the speech 

4. Listening only for facts 

5. Trying to outline everything 

6. Faking attention to the speaker 

7. Tolerating or creating distractions 

8. Avoiding difficult expository material 
9. Letting emotion-laden words arouse personal 

antagonism 
10, Wasting the advantage of thought speed 

Interpret your total score as follows: 
Below 70 You definitely need training in 
listening 
From 70 - 90 You listen well 
From 90 and above You are an extraordinary 

good listener 

From the ten items listed in the listening test, Nichols 

has developed ten components of effective listening to 

serve as guidelines in developing listening activities 
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and programs. These ten componer-its of effective listening 

are listed as: 

1. Experience with difficult material. 

2. Interest in topic at hand. 

3. Adjustment to the speaker. 

4. .Energy expenditure of the listener. (the 

amount of energy a person is willing to use 

in listening) 

5. Adjustment to the listening situation, 

(physical adjustment) 

6. Adjustment to emotion-laden words. 

7. Adjustment to emotion-rousing points. 

8. Recognition of central ideas. 

9. Utilization of notes. 

10- Reconciliation of thought speed and speech 

speed. 

Marian Wilt's (5 2:6,85,88) suggestions for the teaching 

of listening are more detailed than the suggestions by 

Anderson, Beery, and Nichols. Wilt states that: 

The principles for teaching listening are so 
simple that one wonders why they have been 
neglected so long. In teaching reading and 
writing to the six-year-old, new symbol systems 
need to be introduced, but his listening training 
is already far advanced. According to the 
linguists, 98 percent of the physiologically 
normal five-and-a-half-year-olds in all cultures 
have mastered the structure of their groups' 
communication systems. Improving listening skill 
then is simply a continuation and refinement 
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which requires no new elements. The first step 
is simply to continue from \vhere they are. 

In the process of improving listening skill, 
ears may be sharpened by an awareness.of the 
fine purpose they, the ears serve, as well as 
by listening treasure hunts. The sound of the 
air conditioner may be as familiar to some 
children as the cooing of mourning doves is to 
others. Reach out farther and farther to provide 
auditory recognition, differentiation, and acuity. 
Take the child to places of relative quiet and 
let him listen. From the lonely sound of the far-
off train to the mosquito's buzz by his ear, he 
will be intrigued by the work of sound. 

Several specific suggestions are listed by Wilt for 

developing listening programs. One of the first suggestions 

is that whatever the student is expected to listen to should 

be worthy of the pupil's time and his thoughts. The pupil 
J 

should be exposed to good literature, and he should be j 

encouraged to talk about what he hears. Prediscussion of j 

listening material should establish the purposes for 
• 

3 

listening, and the postdiscussion should evaluate the j 
i 

activity. By talking over or discussing the activity, 

meanings may be clarified, and concepts may be intensified. 

With all the above suggestions. Wilt states that a teacher 

should " . . . play it by ear, you use your curriculum 

^^d. their world." 

O. W. Kopp (8:51-52) has suggested a somewhat 

different approach to the teaching of listening. This 

approach places emphasis on the individual differences 

of students. The three areas of Kopp's approach are: 

file:///vhere
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1. He must take into consideration factors 
accounting for individual differences: 
a. Intelligence and aptitude. 
b. Reading comprehension ability and 

vocabulary development. 
c. Cultural background. 
d. Interests. 
e. Personality traits. 

2. He must consider factors relating to attention 
as preparation for auditory perception: 
a. Physiological sensitivity and fatigue. 
b. Psychological sensitivity and concentration. 
c. Readiness to respond. 
d. Interference of distracting elements. 
e. Training of the sense organs. 

3. He must consider other personal factors 
determining what one perceives: 
a. Individual needs. 
b. Perceiving what one wishes to perceive. 

c. Personal bias and prejudices. 

Kopp also feels that children should be encouraged to use 

the scientific method of inqxiiry into listening. The 

following kinds of topics are suggested to be used as 

springboards for classroom discussion, 

1. How does listening differ from hearing? 

2. What are some good listening habits? 

3. What are some poor listening habits? 

4. How do good listeners help a speaker? 
5. How does a speaker's personality affect a 

, listener? 

6. Why does the same word often mean different 
things to different people? 

7. How can a listener guard against accepting 
falsehoods for the truth? 

8. How do the experiences you have had in your 
lives affect your listening? 

9. How can wide reading improve listening habits? 
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10. How can you learn to tell which ideas are 
most important and which ones are least 
important? 

Brown (29:316-321) seems to emphasize many informal 

evaluations by the teacher and the student in a cooperative 

effort to discover individual strengths and weaknesses 

as a method of improvement in listening development. These 

informal evaluations should be used as a point of departure 

for teaching listening and listening programs. 

Stanley Kegler's (40:30-32) formula for effective 

listening is based upon the listener's ability to com

prehend main ideas. He divides this primary ability of 

comprehending of main ideas into the ability to see 

relevancy of details, to infer, to evaluate, to predict, m 

and to draw conclusions. Awareness of listening habits is fl 

students make listening logs during a given day. Although 

the technique is a simple one, it does aid in identifying 

students who already are acute listeners and those who are 

not. After becoming aware of their own listening ability, 

the students are taught "language signals" in order to 

increase their comprehension of main ideas. Some examples 

of "language signals" given by a speaker might be: 

"First . . . " 
"One way . . . " 
"There are several ways . . 
"The two main ideas are . . 
"Here's hov7 to . . . " 

II 

II 

X 

also important in Kegler's plan. He suggests that students ^ 

should be made aware of listening in learning by having i 
< 
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"In the first place . . . " 
"The one thing . . . " 
"Several suggestions . . . " 
"Most often . . . " 
"Next we find . . . " 

The next step in Kegler's plan is to develop the ability 

to note the main idea in a given speech. This step 

involves a great deal of questioning. The last step is 

drawing conclusions from narrative material. Here, again, 

the emphasis is placed on discussion and questioning. 

Potter and Thurlow (46:757,791) have developed 

a listening program of tape recorded lessons. The tape 

program is a phonetic program to be used in addition to a 

first- or second-grade reading program. Each tape contains 

training in following directions, a self-checking phonics 

activity, and a special listening exercise. Each exercise 

is designed to help the child develop one of the following 

general skills: 

1. To recall a sequence of events in a story 
or poem. 

2. To answer a qiiestion or questions about a 
story or poem. 

3. To listen for details in a -story or poem. 

4. To recall a detail that has been left out in 
retelling a story. 

Unfortunately, not all of the preceding suggestions 

for teaching listening and for developing listening programs 

have been verified through research studies. Possibly the 

most quoted study to test the feasibility of teaching 
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listening by research is one conducted by Lloyd E. Pratt 

(63). The problem of the Pratt study was to ascertain 

whether or not listening could be taught effectively to 

sixth-grade children. in this study, the experimental 

group was given five lessons on listening. One lesson 

was taught each v/eek for a five -week period. The control 

group received no special instruction in listening. In 

this study, the author found that the instruction in 

listening for the experimental group was effective. Even 

though the period of instruction in listening vjas for a 

short span of time, the>results were statistically signifi

cant in favor of the experimental group. 

In 1963 a study was developed by Ballenger (55) 

to determine whether or not third-grade children could be 

taught to listen effectively through purposeful daily 

listening to tapes played on a tape recorder. Effective 

listening was measured in this study by progress made on 

a standardized listening test, by the results of weekly 

recall tests, and by the results of a composite recall 

test given four weeks after the last tape was played. 

The difference between the mean score of the pre-test 

and the post-test was statistically significant at the 

.01 level of confidence. This would seem to indicate that 

the planned daily program had been effective for the 

experimental group in the improvement of listening ability. 

^^A.dA 
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In Canfield's (56) study, an attempt was made to 

study the effectiveness of direct and indirect listening 

instruction on the listening comprehension of fifth-

grade students. In this study, direct instruction was 

defined as instruction in which the pupils' major activity 

was listening to a series of social studies selections 

read by the teacher. The indirect-method group listened 

to the selections, but no mention was made of how to listen. 

There was also a control group that received no instruction 

in listening. Both the direct and indirect group received 

twelve lessons over a six-week period. The Sequential 

Test of Educational Progress (.70) was administered to all 
M 

three groups at the beginning and at the end of the six- 5 

week period. Pupils receiving both direct and indirect J 
X 

instruction in listening made a mean gain in listening Z 
n 

that was statistically significant at the .01 level of \ 
< 

confidence. It v/as also noted from this study that pupils 

who made the lower scores on the initial listening test 

tended to make the largest gain between the pretest and 

posttest. Edna Merson (62) reported a study using fourth-

grade children in which a planned program for listening 

was utilized and listening comprehension tested. In this 

study, the difference between the mean scores in listening 

of the control group and the experimental group was 

statistically significant at the .01 level of confidence 

in favor of the experimental group. The evidence obtained 
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from research studies seems to indicate overwhelmingly 

that the ability to listen effectively can be taught at 

various grade levels. From the Listening Bibliography, 

edited by Sam Duker (4), Table 1 has been compiled from 

the research studies dealing with the teaching of listening 

Listening as Related to Reading 

Since listening and reading are both receptive 

language arts skills, it is the relationship of reading 

and listening that is of immediate concern in this study. 

Possibly the area that has received the least attention in 

the way of empirical research is the relationship between 

the basic skills of reading and listening. Burns (32:11-14) J 

describes one of the first studies designed to define J 
z 

specific skills of listening. The skills were defined : 
s 

by L. E. Pratt in an unpublished doctor's dissertation J 
< 

entitled "The Experimental Evaluation of a Program for the 

Improvement of Listening in the Elementary School." Pratt 

lists the following skills for listening: 

I. Word perception 
A. Recall of word meaning 
B. Deduction of meaning of unknown words 

II. Comprehension of ideas 
A. Noting details 
B. Following directions 
C. Organizing into main and subordinate 

ideas 
D. Selecting information pertinent to a 

specific topic 
E. Detecting clues that show the speaker's 

trend of thought 
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III. Using ideas to build understandings 
A. Evaluating an expressed point of view 

or fact in relation to previous 
learning 

B. Making justifiable inferences 

In 1961 a project known as the Midwest Program on 

Airborne Television Instruction was initiated in an area 

in central Indiana. In this program, listening was 

extremely important. For the project, the specific skills 

for listening were devised by Miner (43:21-25) for the 

Purdue Research Foundation. The following list was pro

posed as the skills necessary for listening. 
1. Word Perception—recall of word meanings, 

deduction of meanings of unfamiliar words, 
recognition of appropriate word choice for jj 
precise meanings. J 

2. Comprehension of Ideas—discovering the main jj 
idea, noting details, understanding ideas in fl 
their proper secjuence, following directions, ^ 
detecting clues that show the sioeaker's g 
trend of thought. J 

3. Using Ideas to Build Understanding, making 
justifiable inferences and deductions, 
relating information to previous understandings, 
predicting outcomes, relating data to present 
situations. 

4. Developing Creativity—generating mental 
imagery, becoming increasingly sensitive to 
meanings in vocal tones, word arrangement, 
and literary quality, appreciating beauty of 
the spoken word. 

In an article for Elementary English, Howard E. 

Blake (27:11-14) relates the skills of listening as: 

interpreting unknown words through context; noting details; 

following directions; finding main and subordinate ideas; 
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detecting clues that show the speaker's trend of thought, 

evaluating an expressed point of viev/ in relation to facts, 

propaganda, previous learnings; and making valid inferences 

Lundsteen (41:311) lists the skills for critical listening 

as: detection of the speaker's purpose, analysis and 

judgment of .propaganda, and analysis and judgment of 

arguments. And, Gloria L. Horrworth (39:858) has listed 

the skills as: miaking comparisons, noting sequences of 

details, indexing, categorizing, drawing inferences, 

drawing conclusions, recognizing relationships, noting 

associations, mentally reorganizing in terms of past 

experience, abstracting main ideas, and forming sensory 
M 

images. <A 

From the sources cited, there does not seem to b 
z 

be a great deal of controversy concerning the skills of 5 

listening. Authors seem to agree on the same general skills J 

of word perception, comprehension of ideas, and the evalua

tion of ideas. 

For the purpose of examination of reading skills, 

the Ginn, Macmillan, Harper Rov7, American, Scott Foresman, 

and the Houghton Mifflin basal readers for the elementary 

school were used. Each of the above listed companies has 

a basal reading series currently adopted in Texas for use 

in reading programs. 

The skills of reading as delineated in teacher's 

guides for the books listed above correspond so closely 
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with the skills of listening that it seems as if they could 

be interchanged. Reading skills are generally subdivided 

into a complex list with many subtitles; however, a more 

concise list would seem sufficient in this report. The 

following pages contain the basic skills as reflected by 

the teacher's guides for each of the six programs. 

Ginn and Company (19:7) 

1. Clear perception of symbols 

2. Understanding words, sentences, and passages 

3. Interpretation of meaning 

4. Use of printed materials 

Houghton Mifflin and Company (12:6-7) 

1. Recognition of new words 

2. Teaching and using letter sounds 

3. Reading for meaning 

4. Drawing conclusions and inferences 

Macmillan and Company (7:15) 

1. To provide mastery of word recognition 

2. To provide mastery of comprehension 

Scott, Foresman and Company (18:8-15) 

1. Word perception 

2. Interpretation 

3. Attitudes and habits 

4. Use of context clues 

5. Word analysis 
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American Book Company (2:26-28) I 

1. Identifying sounds 

2. Following written directions 

3. Identifying important details and ideas 

from a story 

4. Drawing conclusions 

Harper, Row and Company (14:5) 

1. Ability to comprehend ideas 

2. Ability to locate information 

3. Ability to add meaning from reader's own 

background 

4. Ability to build mental images through words 

5. Word recognition 5 

While certain aspects of reading tend to be the i 
rt z 

same as listening, others remain distinctly different. As r 
3 

related by Wiksell (51:506), in reading it is possible to J 
4 

adopt one's own rate to the difficulty or the nature of 

the material. The material may be read several times, or 

unfamiliar words may be checked in a dictionary. Reading 

material may be read in almost any situation or environment; 

however, listening demands a great deal more from the 

individual. The listener must follow the speaker no matter 

what the rate, unless recorded, and he has only one oppor

tunity to hear the speaker. Listening makes its demands 

on the auditory sense; whereas, reading depends upon the 

visual translation. Listening also differs in that 
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factors in speaking such as loaded v/ords, intensity, color, 

inflection, and the effect of group experience influences 

the listener. Listening skills, according to Burns (32:13), 

are important to the reading process for direct association 

of sound, word meaning, and word form. The above skills 

combined with the ability to identify sounds heard at the 

beginning, middle, or end of a word, and the ability to 

discriminate among other sounds, are a primary means of 

success in analyzing words. Furness (35:307) in a recent 

article states that " . . . both reading and listening 

comprehension depend upon: (1) the accuracy of the per

ception of the words and (2) the kinds of meanings evoked j| 

once the words are recognized." Gertrude Hildreth (37:541) w 

has added information to the inferred tie between listening n 

and reading by the development of a seven-item chart of ^ 
5 

the connection of the two skills: J 

Reading comprehension depends on comprehension of 
spoken language. 

Listening to correct English helps to improve 
recognition of the same expressions in print. 

Listening enlarges the pupil's stock of word 
meanings. 

Sensitivity to the part words play in sentences 
is an aid to reading. 

Through listening, the pupil becomes accustomed 
to hearing stock expressions that will recur 
frequently in reading. 

The pupil hears the teacher explain what words 
in reading mean and v/hat the text says. 
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He listens to other children read, to reports 
of reading, and to recommendations of books 
to read. 

The educational literature now abounds with 

correlational studies between the abilities of reading 

and listening. These correlation studies generally tend 

to show a very strong positive relationship between 

listening and reading. This high positive relationship 

would seem to reinforce the studies proposing a correspon

dence of the two skills. Using first-grade students, 

Launderville (58) administered a listening test which 

included follov/ing directions, noting details, concepts 

of sequence, resolving main ideas, and making inferences. 

The listening test was given at the beginning of the year. 

and an achievement test in reading was given at the end 5 
z 

< 

of the year. The coefficient of correlation between the 

reading and the listening test was found to be .5 3. In \ 

a recent article in the Elementary School Journal, Sam 

Duker (34:322) reported twenty-three major studies in 

which coefficients of correlation between reading and 

listening have been reported. Of the twenty-three studies 

listed, coefficients of correlation range from .45 to .70. 

According to Duker, the wide range of findings is probably 

due to the differing populations chosen as subjects for 

the studies and in the variance within the different test 

measures. The fourteen major studies in the area of 

correlation between listening and reading are shown in 
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Table 2. The range of coefficients of correlations is 

.45 to .70 with a mean reported as .59. 

The area of most immediate concern to this study 

is that of the teaching of listening skills to improve 

reading skills. In relation to the number of studies 

already reported in the area of listening, the studies 

dealing with the teaching of listening skills for the 

improvement of reading are extremely few. Of the studies 

reported, only two were found to deal v/ith first-grade 

children. The other studies of this nature used students 

from the fourth, fifth, and sixth grades. Increasing 

interest has developed in this area of reading and listening; d 

however/ unlike many questions concerning listening, the S 

research studies are too few and inconclusive for authori- J 
t 

ties to make many basic conclusions. Both positive and C 
9 

negative results are reported on the teaching of listening | 
< 

for the improvement of reading. 

In 1964, Paul Hollingsworth (57) studied the effect 

of two listening programs on reading comprehension. Two 

hundred ninety-eight eighth-grade pupils were divided into 

three groups. A commercial program by Educational 

Developmental Laboratories (9) was used by one group while 

the Science Research Associates' Listening Skill Builders 

program (10) was used by the second group. The third 

group served as a control group. At the end of the ten-

week period, the Stanford Achievement Test, Advance 
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Reading Test (73) \7as administered to all groups. No 

statistically significant differences were found beyond 

those expected by chance in the three groups in reading 

achievement. Nineteen fourth-grade classrooms were used 

by Harriet Reeves (65) in a fifteen-week study of listening 

and reading. The ten experimental classroom groups were 

given thirty tape recorded listening lessons taken from 

the elementary and intermediate booklets of the Gates-

Peardon Reading Exercises (5). With this program, the 

regular reading program was suspended. At the end of the 

fifteen-week period, the Metropolitan Reading Achievement 

Test (69) was administered to all students. As in the 

Hollingsworth study, no statistically significant differ

ences were found between the mean gain in reading achieve- J 
s 

ment scores of the two groups. The purpose of the Madden C 

(61) study was to investigate the improvement of work-type J 
< 

listening. V7ork-type listening is defined as the process 

of attending to, sensing, perceiving, understanding, and 

remembering expository material when it is presented orally. 

The fifth-grade students were divided into three groups. 

One group was given instruction and practice that was 

designed to develop certain comprehension skills when the 

practice involved reading. The second group was given 

the same instruction and practice but the practice was 

given orally. The third group received no special instruc

tion. Initial and final tests were given to test reading 
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ability. The results of this study v̂ ere termed by the 

author as being inconclusive. Edna Merson (62) found 

somewhat the same results as Hollingsworth and Reeves 

when she utilized forty-five planned listening lessons 

with children. The mean gain was not statistically 

significant in reading achievement, as measured by the 

Iowa Test of Basic Skills (75), for the fourth-grade 

students. 

The results of research are not consistent; for 

the results of several studies attest that instruction in 

listening skills leads to improvement in reading achieve

ment. First-grade students were the subjects of the 
i 

Smith (66) study of the effectiveness of special emphasis »; 

upon auditory-discrimination skills as compared to the m 
s 

usual classroom procedure in the teaching of reading. r 
i 

Thirty-two students, sixteen in the control group and » 

sixteen in the experimental group, were chosen for the 

study. A twenty-four week program that included games 

used to emphasize identification, recognition and dis

crimination of familiar sounds was used. Following the 

final lesson, the Metropolitan Achievement Test (69) 

was administered to both groups. The difference between 

the mean scores of the control group and the experimental 

group was statistically significant in favor of the 

experimental group for the tests of word recognition, 

word meaning, auditory discrimination, and for total 
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reading. The purpose of the McCormack (59) study was to 

discover the extent to which reading comprehension can be 

improved through the development of listening skills in 

the first grade, and to show that skills in listening 

may reinforce skills in reading. Forty-four first-grade 

students from two parochial schools were used in the 

study. These students were from a middle-class socio 

economic area of Massachusetts. For a six-month period, 

one group was given training in listening skills during 

the language arts period while the other received the 

regular language arts instruction. Both groups received 

the same type of instruction in reading. Each of the 

forty-four constructed lessons was composed of a single 

story followed by a series of related questions. Each 

exercise was directed at a particular comprehension skill. C 
9 

The following skills v/ere selected: 2 

1. using context clues. 
2. observing verbal relationships. 
3. noting details. 
4. selecting the main idea. 
5. recalling ideas in sequence. 
6. following directions. 

7. making inferences and drawing conclusions. 

At the completion of the study, the Gates Primary Reading 

Test (71) was administered to all students. The differences 

between the mean scores of the total reading test, the 

sentence comprehension test, and the paragraph comprehension 

test were statistically significant beyond the .05 level 

of confidence in favor of the experimental group. 

a 
m 
X 

a 
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The purpose of Hazel Taylor's (67) study was to 

determine if there was more improvement in reading on the 

part of children who were exposed to a regular, planned 

period of purposeful daily listening exercises, than by 

similar children who did not participate in such a program. 

The students in the experimental group were twenty-four 

third-grade pupils who were enrolled in one classroom. 

Approximately 100 children from three classrooms in the 

same school formed the control groups. Both the control 

groups and the experimental group followed the basic 

academic program. The e'xperimental group, however, parti

cipated in a planned listening program. Tapes were made d 

from Listening skill Builders (10) by Science Research </> 

Associates and factual library books pertaining to the J 

social studies and science units. At the beginning and 5 
9 
9 

at the end of the experiment, the Science Research « 

Associates Achievem.ent Test (79) (Reading Comprehension 

and Reading Vocabulary sections only) was administered to 

both the control and the experimental groups. The increase 

in the mean scores of reading comprehension and reading 

vocabulary were found to be statistically significant in 

favor of the experimental group with the exception of 

one control group in reading comprehension. The author 
drev7 the following conclusions from the study: 

1. The tape recorded material is a valuable aid 
in teaching reading comprehension. 
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2. The tape recorded material can be used in 
developing vocabulary. 

3. Third-grade children can increase their 
reading skills when exposed to planned 
experiences in listening. 

The purpose of the MacDonnell (60) study was to 

determine the effect of intensive training in listening 

comprehension upon achievement in reading and spelling 

of first-grade students- Among the several specific 

questions formulated for the study were: 

1. will reading achievement be significantly 
improved by intensive training in listening 
skills? 

2. will spelling skills be significantly 
improved by training in listening skills? 

The experimental program was used with the experimental 

group for a period of three months. This program was in 

addition to the existing reading program. Upon completion 

of the prepared lessons, a constructed listening test and 

the Wide Range Achievement Test (72) were administered. 

The difference between the mean scores was statistically 

significant on a t-test at the .01 level of confidence for 

listening and reading for the experimental group. The 

difference between the mean scores on the spelling test 

was not statistically significant at either the .01 or .05 

3 
3. will intensive training in listening skills J 

affect the growth of this skill? ^ 

A total of sixty-three first-grade students from two * 
r 

suburban towns in New England v/ere used for the study. J 

I w 
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level of confidence for either the experimental group or 

the control group. The hypothesis that intensive training 

in listening skills significantly improved reading skills 

was not rejected, nor was the hypothesis that training in 

listening skills affected grov/th in listening skill. The 

listening program was in addition to the regular reading 

program; however, it must be noted that the control group 

used one basal reading series (Cathedral Basic Readers (6)) 

while the experimental group used another (Faith and 

Freedom Readers (21)). Although the author does not come 

to the same conclusion, the use of two different reading 

series could account for the positive results of the ;j 

study, ' 

Sam Duker (4) lists four other research studies S 
X 

that have dealt with the effect of instruction in listening j 

upon reading achievement. These four studies are summarized « 

in Table 3. 

At the present, research studies on teaching 

listening to improve reading are almost equally divided 

between studies showing a statistically significant gain 

and those showing no gain in achievement in reading v/hen 

listening training is the variable. In the studies 

reviewed by this investigator, the subjects have for the 

most part been fourth-, fifth-, or sixth-grade students; 

the number of subjects participating in the studies has 

varied from approximately thirty to more than two hundred; 
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and the duration of listening instruction time has varied 

from approximately thirty days to six months. Not only 

have the number of subjects, grade level, and duration 

of listening instruction time varied; but, the types of 

listening programs have varied. Some programs were 

exercises on the mechanics of good listening; while, 

others V7ere based on specific listening skills that appear 

closely related to reading skills. At least three cjuestions 

are still largely unanswered by research. Is there a 

cause and effect relationship between listening and 

reading? If so, to what extent does training in listening 

affect reading achievement? And, what types of listening J 

training programs affect reading achievement? Hilda Taba J 
A 

(22:125) suggests a portion of the answer to the above g 
s 

questions as they relate to the transfer of learning. C 
s 

Taba states the modern theory of transfer as follows: 1 

. . . the ability to transfer learning is achieved 
not by studying a particular subject, or by 
specific drill and rote learning, but rather by 
emphasis on cognitive principles applied either 
to methods of learning or to the understanding 
of content, and on v/ays of learning that stress 
flexibility of approach and that develop an 
alertness of generalizations and their application 
to new situations. Positive transfer, therefore, 
depends on both how and what an individual learns, 

Duker (34:324) concluded from Hilda Taba's statement that: 

. . . it seems most likely that instruction in 
listening skills which have much in common with 
reading skills may be extremely effective in 
improving reading. The greater receptivity that 
many children might feel tov/ard such an aural 
program is a potent argument in its favor. It 
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is, however, not likely that any sort of pedes
trian listening instruction \7ill have any great 
effect on reading, but an enlightened approach 
that emphasizes pupil-discovered generalizations 
gives promise of great effectiveness. That 
kind of approach is well described by Taba: 

. . . as can be seen from the discussion of 
how concepts and generalizations are learned, the 
more abstract the principles and generalizations, 
the greater the possibility of transfer. But 
the actuality of transfer depends on whether or 
not curriculum materials and educational processes 
are addressed to transfer—on the extent to which 
both the curriculum and the ways of reacting 
to its content stimulate the discovery of basic 
principles, give practice in applying principles 
and develop a set for learning, and expectation 
that whatever is learned will be used in new and 
different ways. 

From the previously cited research studies, it 

would appear that the questions and tenets about the teaching d 

of listening skills and the effect of the teaching of J 

listening skills on achievement in reading are still open g 

hypotheses. With each research study, nev; aspects of C 
9 
9 

listening skills are becoming evident. The idea of J 
< 

listening has developed from an insignificant skill that 

was once thought to be automatically acquired to a full-

fledged member of the language arts family. 

file:///7ill


CHAPTER III 

THE STUDY 

The Study Situation 

General Information 

Children from first-grade classrooms in six 

elementary schools in the Lubbock Independent School 

District were selected to participate in this study. Two 

classrooms from each school, one experimental classroom 

and one control classroom, were selected. Two of the 

schools, A and B, were chosen because of a predominantly j 

Negro-American enrollment; two of the schools, C and D, 8 

i 
were chosen because of a predominantly Anglo-American ^ 

enrollment; and two of the schools, E and F, were chosen C 

because of a predominantly Mexican-American enrollment. J 

The subjects for the study in all twelve class

rooms had been placed in the respective classrooms by 

chance; the children drew the name of the teacher from 

a box to determine the section in which they would be 

placed. The teachers were responsible for the total 

program for the children in all schools except schools 

A and B v/here a special teacher taught the physical educa

tion classes. All twelve classrooms used the MacMillan (7) 

reading series, with the accompanying teacher's manual, 

for reading instruction. 

47 
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Schools A and B 

Schools A and B v/ere located in a predominantly 

Negro-American community. Homes in the area of school A 

appeared to be from one to twelve years old. Asbestos 

siding over wooden frame was the building structure most 

commonly used; a few brick or brick front houses were also 

in evidence. Generally, the lawns v;ere moderately well-

kept. In the area of school B, which joined the attendance 

area of school A, the homes were ten to twenty years old, 

but seemingly in good repair. Both attendance areas of 

school A and school B had been involved in an extensive 

Urban Renewal project during the past few years. Because »< 
fi 

of this project, the areas share a large multi-family A 
S 

housing project. By examination of the school registration * 
]S 

forms, it was found that all levels of parental occupations t 

were represented in these schools, professional, semi- ^ 

professional, skilled, unskilled, and the unemployed. 

Schools C and D 

Schools C and D were located in a new housing area 

that was occupied predominantly by Anglo-American families. 

The homes were generally brick or brick front, had two-

car garages, and had moderately well-kept to extremely 

well-kept lawns. As indicated by the school registration 

forms, the occupations of the fathers in these two areas 
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were mainly professional, semi-professional, or self-

employed. The families in area C and D, for the most 

part, drove late model automobiles, owned some type of 

recreational equipment such as bicycles, boats, or a 

ping pong table for the family, and also owned a small 

library. 

Schools E and F 

School E was located in one of the oldest sections 

of the city; similarly, school F was located in an old 

area of the city. The houses in school area E v/ere 

characterized by very old brick homes, wooden frame homes, 

and small duplex apartments. The homes in school area F 

were, for the most part, small frame houses. The area of 

school F did contain a large mobile home park. In both 

school E and school F, the families were predominantly 

Mexican-American. As indicated by the school registration 

forms, occupations of the parents in these schools were 

generally skilled, unskilled, migrant laborers, and 

unemployed. 

Experimental Procedures 

3 
s 
A 

E 
I 
I 

A pilot study to compare the effects of a planned 

daily program of listening on the development of achieve

ment in reading for first-grade pupils was conducted 

during the 1967-68 school year (see Appendix A). 
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The study reported here vras initiated in September, 

1968, three weeks after the beginning of the school year. 

The selected classes were located in the same city school 

system. Two schools, schools A and B, v̂ ere located in 

medium to low income areas; the children in schools A 

and B were Negro-American. Tv70 schools, schools C and D, 

were located in middle to high income areas; the children 

in schools C and D were for the most part Anglo-American. 

Two schools, schools E and F, were located in lower middle 

to low income areas; the children in schools E and F were 

Mexican-American. The children had been placed in the 

classrooms by chance. On registration day, the children 

drew the name of a teacher from a box to determine in v̂ hich 

section they would be placed. At the beginning of the 

year, each child was administered a hearing acuity test, 

audiometer, by the school nurse. Students who fell below 

the normal range in hearing ability were eliminated from 

the study. 

The concentrated listening program was initiated 

in September, 1968, and was continued for twenty-two weeks. 

Teachers for the experimental groups viere given a program 

manual for conducting the twenty-two weeks of listening 

instruction (see Appendix B). The teacher's manual con

tained preparation instructions, instructions for playing 

the lesson (on a tape recorder), and follov7-up activities. 

The twenty-two week program in listening was compiled by 

3 
w 
A 

I 
% 
9 
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the experimenter by using available audio material related 

to the development of reading skills. Materials were 

selected for the following areas: becoming aware of the 

sounds around the school, beginning consonant sounds, 

ending consonant sounds, consonant blends, and medial 

vowel sounds. The material for the tapes on medial vowel 

sounds was written and recorded by the experimenter; the 

lessons for the other areas were taken from three different 

commercial recordings. These recordings were: Let's 

Listen, by D. P. Bolgen (68); Listening With Mr. Bunny 

Big Ears, by Edna M. Wilox (80); and Sounds for Young 

Readers, Volume I and II (77). These recordings are j 

supplied by Educational Activities, Incorporated, Box 392, ^ 
A 

Freeport, New York. One recording. Listening V7ith J 

Mr. Bunny Big Ears, was used in its entirety. No material jg 

from the recordings was used in a straight sequence; J 

sections of the recording were used only as they correlated 

with an overall lesson plan. Appendix B contains the 

twenty-two week listening plan guide. At the end of the 

twenty-two week period, a Science Research Associates 

Reading Achievement Test, form C (78), was administered to 

all twelve groups of children in all six schools. 

Data were included in the statistical treatment 

for students v/ho: (1) had completed all twenty-two weeks 

of the concentrated listening program, (2) had taken the 

Lee-Clark Reading Readiness Test (74), (3) had taken the 
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Science Research Associates Reading Achievement Test (78), 

and (4) had taken the Pintner-Cunninqham Intelligence 

Test (76), administered by the school system at the end 

of the year. 

Experimental Design 

An analysis of variance technicjue as described 

by Downie (3:182) was used for this study. The analysis 

of variance design allows the measurement of the difference 

between the mean score of the experimental group and the 

mean score of the control group in terms of being signifi

cant at the 1 percent or 5 percent level of confidence. 

Five factors as measured by sub-tests of the Science 

Research Associates Achievement Test (78) were utilized in 

the analysis of variance design. The five factors were 

Verbal Pictorial Association, Language Perception, 

Comprehension, Vocabulary, and a composite reading score. 

In order to use the analysis of variance design, the 

assumption of homogeniety of variance for sub-groups must 

be met. To satisfy this assumption, age of pupils, scores 

on a reading readiness test, and previous experience in 

kindergarten and/or Head Start were used as the equating 

variables between the control and the experimental groups. 

The analysis of variance program TTS073 for the Texas Tech 

University Computer Center was used to treat the data 

statistically. This program computes the analysis of 

9 
fi 

A 

n 
t 
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variance program where experimental and control group 

numbers are balanced; therefore, it was necessary to have 

an equal number of students in each school group. The 

groups were balanced by use of a table of random numbers. 

This procedure is described in Popham (17). Six analyses, 

using the same statistical program, were computed for the 

data from the six schools. 

A t-test for testing the difference betv/een the 

mean scores of small samples was applied to the data from 

the Pintner-Cunninqham Intelligence Test (76) scores from 

each school. The t-test is described by Downie (3:138). 

Within the statistical design, no comparison was made i 

between the three ethnic groups. The analysis of variance ^ 
A 

technicjue was applied to the control group and the experi- J 

mental group of each ethnic group. ^ 
8 

For the purpose of evaluating the effect of the o 

concentrated listening program on various ability levels, 

the students in each of the three ethnic groups were 

divided, on the basis of the Pintner-Cunnlngham Intelligence 

Test (76) scores, into the upper 25 percent and the lovzer 

25 percent. A t-test was used to test the significance of 

the mean scores on each of the four sub-tests and the 

composite reading score of the reading achievement test. 



CHAPTER IV 

ANALYSIS OF DATA 

General Information 

A total of 234 students in six elementary schools 

were selected for the study. One hundred seventeen 

students comprised the six control classrooms, and 117 

students comprised six experimental classrooms. Only the 

data for students who had completed the twenty-two v/eeks 

of the concentrated listening program, and had taken the 

control test and the criterion tests, were included in 

the statistical treatment. The test data included scores 

from the following: the Lee-Clark Reading Readiness Test 

(74), the Science Research Associates Reading Achievement 

Test (78), and the Pintner-Cunninqham Intelligence Test 

(76). An analysis of variance was computed for the 

difference between the mean scores on each of four sub

tests and the composite reading test. This procedure was 

followed for the experimental classrooms, and for the 

control classrooms for each of the three ethnic groups. 

The four sub-tests of the Science Research Associates 

Reading Achievement Test (78) are: Verbal-Pictorial 

Association, Language Perception, Comprehension, and 

Vocabulary. The Verbal-Pictorial Association portion 

54 
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tested the child's ability to associate pictures v/ith 

words and/or phrases. The Language Perception portion 

was comprised of three parts. The first part tested the 

ability of the child to see likenesses and differences 

of printed words. The second and third parts tested the 

ability of the child to perceive the likenesses and 

differences of words by sight and sound. The Comprehension 

portion tested the ability of the child to understand the 

meaning of a paragraph. The Vocabulary was tested through 

the child's selection of the correct word to fit a 

definition. 

For the purpose of evaluating the effect of the 

divided, on the basis of the Pintner-Cunningham Intelligence 

p concentrated listening program on various ability levels, A 
A 

the students in each of the three ethnic groups were S 

s 
Test (76) scores, into the upper 25 percent and the lower 0 / 

25 percent. A t-test was used to test the significance 

of the mean scores on each of the four sub-tests and the 

composite reading test. 

Ratios were considered not significant (NS—as 

designated in the tables) if the mean square ratio from 

the analysis of variance formula, as described by 

Downie (3:181), did not exceed the 5 percent value of F; 

therefore, the, region of rejection began at the 5 percent 

point in the F-distribution table. 
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Schools A and B 

Eighty-six students, forty-three students from 

the control classrooms and forty-three students from the 

experimental classrooms were used from schools A and B 

(predominantly Negro-Arnerican) . Twenty-one girls and 

twenty-two boys were in the experimental classrooms. 

The control groups were composed of twenty-two girls 

and twenty-one boys. 

Three variables of age, a reading readiness test 

score, and attendance in kindergarten or a Head Start 

Program were used to equate the control and the experi

mental groups. From the school records, it was learned j 

that thirty-eight students in the experimental classrooms jj 
n 

had attended a Head Start Program. In the control groups, 
m 

9 

forty-one students had attended a Head Start Program prior J 

to the first-grade year. 

Table 4 depicts the results of the Lee-Clark 

Reading Readiness Test (74) for the control groups, and 

the test results for the experimental groups of schools A 

and B. The test results are reported in three categories: 

"no delay" for beginning reading, "one to six months delay" 

for beginning reading, and "seven months or more delay" 

for beginning reading. 

Thirty students in the experimental groups, and 

twenty-six students in the control groups scored in the 
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TABLE 4 

LEE-CLARK READING READINESS TEST SCORES 
Schools A and B 

Experimental 

30 

8 

5 

No Delay 

One to Six Months Delay 

Seven Months or More Delay 

Control 

26 

13 

4 

area of "no delay" for beginning reading. Eight students in 

the experimental groups, and thirteen students in the control 

groups scored in the area of "one to six months delay" for 

beginning reading. Five students in the experimental groups, 

and four students in the control groups scored in the area 

of "seven months or more delay" for beginning reading. 

The mean ages for schools A and B were: 

(1) experimental groups, eighty-six months (2) control 

groups, eighty-seven months. 

Reading-readiness test scores, age, and experience 

in kindergarten or a Head Start Program were used in order 

that the control groups and the experimental groups would 

represent a random sample from the same population. This 

procedure is required before the analysis of variance 

p 
n 
A 
n 
!5 
S 

9 
8 
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statistical technic^ue may be applied to the data. 

Table 5 is a sumjp.ary table of the t-test results for the 

readiness test and the age of the students. 

Table 6 describes the results of the analysis of 

variance technique as applied to the data from the four 

sub-tests and the total reading score on the Science 

Research Associates Reading Achievement Test (78). The 

analysis of the data resulted in three significant inter

actions. A statistically significant gain at the .01 

level was made by the experimental groups on the Language 

Perception section, the Comprehension section, and the 

total reading score of the SRA Reading Achievement Test (78). i 

This level of confidence is highly significant since it ^ 
ft 

means that 99 percent of the time that this program is J 

used and tested by the SRA Reading Achievement Test (78), 3 
g 

improvement (in Language Perception skills, in Comprehension J 

skills, and the total reading score of first-grade Negro-

American culture) could be expected. The Verbal-Pictorial 

skills section, and the Vocabulary skills section of the 

test did not show a statistically significant effect 

between the control groups and the experimental groups. 

The Pintner-Cunningham Intelligence Test (76) 

was administered by the public school system two weeks 

after the completion of the listening lessons. The scores 

on the intelligence test for the experimental classrooms 

range from 62 to 127. The mean score for the experimental 

9 
I 
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groups was 94. In the control classrooms, the scores 

ranged from 52 to 135. The mean score for the control 

groups was 93. A t-test was applied to the above data. 

The difference between the mean scores of the experimental 

and the control classrooms on the Pintner-Cunningham 

Intelligence Test (76) was not statistically significant 

at either the .01 or .05 level of confidence. 

By using the Pintner-Cunninqham Intelligence Test 

(76) scores, the experimental group and the control group 

was divided into the upper and the lov/er 25 percent. 

Data for eleven students comprised the upper 25 percent, 

and data for eleven students comprised the lower 25 percent. 

For the lower 25 percent, there were no significant 

differences between the mean scores of the control group 

and the mean scores of the experimental group on any of 

the four sub-tests or the composite reading test. For 

' the upper 25 percent, there were two statistically signifi

cant interactions. The difference between means on the 

Language Perception section, and the composite reading 

test was statistically significant at the .01 level of 

9 
6 

« 
0 
0 
9 

I 

confidence. 

Schools C and D 

Ninety students, forty-five students from the 

control classrooms and forty-five students from the 

experimental classrooms, were used from schools C and D 
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(predominantly Anglo-American). Twenty-one girls and 

twenty-four boys were in the experimental classrooms. 

The control groups were composed of twenty-two girls and 

twenty-three boys. 

Three variables of age, a reading readiness test 

score, and attendance in kindergarten or a Head Start 

Program were used to equate the control and the experi

mental groups. From the school records, it was learned 

that twenty-seven students in the experimental classrooms 

had attended kindergarten. In the control groups, twenty-

nine students had attended a kindergarten program prior 

to the first-grade year. 

Table 7 depicts the results of the Lee-Clark 

Reading Readiness Test (74) for the control groups, and 

the test results for the experimental groups of schools 

C and D. The test results are reported in three 

categories: "no delay" for beginning reading, "one to 

six months delay" for beginning reading, and "seven months 

or more delay" for beginning reading. 

Forty students in the experimental groups, and 

forty-one students in the control groups scored in the 

area of "no delay" for beginning reading. Three students 

in the experimental groups, and three students in the 

control groups scored in the area of "one to six months 

delay" for beginning reading. Two students in the 

experimental groups, and one student in the control 
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9 
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TABLE 7 

LEE-CLARK READING READINESS TEST SCORES 
Schools C and D 

Experimental Control 

40 
No Delay 

41 

One to Six Months Delay 

Seven Months or More Delay 

groups scored in the area of "seven months or more delay" 

for beginning reading. 

The mean ages for schools C and D were: 

(1) experimental groups, eighty-five months (2) control 

groups, eighty-four months. 

Reading-readiness test scores, age, and experience 

in kindergarten or a Head Start Program were used in order 

that the control groups and the experimental groups would 

represent a random sample from the same population. This 

procedure is required before the analysis of variance 

statistical technique may be applied to the data. Table 8 

is a summary table of the t-test results for the readiness 

test and the age of the students. 
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Table 9 describes the results of the analysis of 

variance technique as applied to the data from the four 

sub-tests and the total reading score on the SRA Reading 

Achievement Test (78). The analysis of the data resulted 

in no significant interactions. 

The Pintner-Cunningham Intelligence Test (76) 

was administered by the public school system two weeks 

after the completion of the listening lessons. The scores 

on the intelligence test for the experimental classrooms 

range from 78 to 143. The mean score for the experimental 

groups was 111. In the 'control classrooms, the scores 

ranged from 72 to 139. The mean score for the control 

group was 112. A t-test was applied to the above data. 

The difference between the mean scores of the experimental 
« 

and the control classrooms on the Pintner-Cunningham 

Intelligence Test (76) v/as not statistically significant 

at either the .01 or .05 level of confidence. 

By using the Pintner-Cunninqham Intelligence Test 

(76) scores, the experimental group and the control group 

was divided into the upper and the lower 25 percent. Data 

for eleven students comprised the upper 25 percent, and 

data for eleven students comprised the lower 25 percent. 

For the lower 25 percent, there were no significant dif

ferences between the mean scores of the control group, 

and the mean scores of the experimental group on any of 

4 

n 
e 

the four sub-tests or the composite reading test. For 
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the upper 25 percent, there was one statistically signifi

cant interaction. The difference between means on the 

Comprehension section v;as statistically significant at 

the .05 level in favor of the experimental group. 

Schools E and F 

Fifty-eight students, twenty-nine students from 

the control classrooms and twenty-nine students from the 

experimental classrooms, were used from schools E and F 

(predominantly Mexican-American). sixteen girls and 

thirteen boys were in the experimental classrooms. The 

control groups were composed of sixteen girls and thirteen 

boys. 

Three variables of age, a reading-readiness test 

score, and attendance in kindergarten or a Head Start 

Program were used to ecjuate the control and the experi

mental groups. From the school records, it was learned 

that twenty students in the experimental classrooms had 

attended a Head Start Program. In the control groups, 

twenty-two students had enrolled in a Head Start Program 

prior to the first-grade year. 

Table 10 depicts the results of the Lee-Clark 

Reading Readiness Test (74) for the control groups, and 

the test results for the experimental groups of schools 

E and F. The test results are reported in three 

categories: "no delay" for beginning reading, "one to 

/! 
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six months delay" for beginning reading, and "seven 

months or more delay" for beginning reading. 

TABLE 10 

LEE-CLARK READING READINESS TEST SCORES 
Schools E and F 

Experimental 

20 

4 

5 

No Delay 

One to Six Months Delay 

Seven Months or More Delay 

Control 

21 

4 

4 

Twenty students in the experimental groups, and 

twenty-one students in the control groups scored in the 

area of "no delay" for beginning reading. Four students 

in the experimental groups, and four students in the 

control groups scored in the area of "one to six months 

delay" for beginning reading. Five students in the experi

mental groups, and four students in the control groups 

scored in the area of "seven months or more delay" for 

beginning reading. 

The mean ages for schools E and F were: 

(1) experimental groups, eighty-seven months (2) control 

groups, eighty-eight months. 
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Reading readiness test scores, age, and experience 

in kindergarten or a Head Start Program were used in order 

that the control groups and the experimental groups v/ould 

represent a random sample from the same population. This 

procedure is recjuired before the analysis of variance 

statistical technique may be applied to the data. 

Table 11 is a summary table of the t-test results for the 

readiness test and the age of the students. 

Table 12 describes the results of the analysis 

of variance technique as applied to the data from the 

four sub-tests and the total reading score on the SRA 

Reading Achievement Test (78). The analysis of the data 

resulted in three significant interactions. A statistically 

significant gain at the .01 level of confidence was made 

by the experimental groups on the Language Perception 

section, the Comprehension section, and the total reading 

score of the SRA Reading Achievement Test (78). This level 

of confidence is highly significant since it means that 

99 percent of the time this program is used and tested by 

the SRA Reading Achievement Test (78), improvement (in 

Language Perception skills, in Comprehension skills, and 

the total reading score of first-grade children of Mexican-

American culture) could be expected. The Verbal-Pictorial 

skills section, and the Vocabulary skills section of the 

test did not show a statistically significant effect 

between the control groups and the experimental groups. 

/ 
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Two weeks after the completion of the listening 

lessons, the Pintner-Cunninqham Intelliqence Test (76) 

was administered by the public school system. The scores 

on the intelligence test for the experimental classrooms 

range from 63 to 133. The mean score for the experimental 

groups was 92. In the control classrooms, the scores 

ranged from 67 to 109. The mean score for the control 

groups was 87. A t-test was applied to the above data. 

The difference between the mean scores of the experi

mental and the control classrooms on the Pintner-

Cunninqham Intelliqence Test (76) was not statistically 

significant at either the .01 or .05 level of confidence. 

By using the Pintner-Cunningham Intelliqence Test 

(76) scores, the experimental group and the control group 

was divided into the upper and the lower 25 percent. Data 

for seven students comprised the upper 25 percent, and 

data for seven students comprised the lower 25 percent. 

For the lower 25 percent, there were no significant dif

ferences between the mean scores of the control group, 

and the mean scores of the experimental group on any of 

the four sub-tests or the composite reading test. For the 

upper 25 percent, there v/as one statistically significant 

interaction. The difference between means on the Language 

Perception section was statistically significant at the 

,05 level of confidence in favor of the experimental group, 



CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, RECOKJ/iENDATIONS, 

AND INVESTIGATOR'S COMMENTS CONCERNING THE 

RESULTS OF THE STUDY 

Summary of the Study 

The problem of this study v/as to compare the 

achievement in reading of first-grade students v/ho had 

participated in a concentrated twenty-two week listening 

program v;ith that of students v;ho had not participated in 

such a program. The study began in September, 1968, and 

extended through April, 1969. 
I 
) 

The subjects for the study consisted of two control < 

classrooms and two experimental classrooms from each of ' I 

three ethnic cultures, Anglo-American, Negro-American, and I 
I 

Mexican-American. One experimental classroom, and one * 

control classroom were located in six different elementary 

schools. The achievement in reading scores of the experi

mental classrooms was compared with the scores of the 

control classrooms within the same ethnic culture. 

Five factors as measured by the Science Research 

Associates Achievement Test (78) were utilized in an 

analysis of variance design. The t-test was used in 

73 
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testing for significant differences between the mean scores 

of the control and the experimental groups on the Pintner-

Cunninqham Intelliqence Test (76). The t-test was also 

used to test the difference between the mean scores of the 

four sub-tests and the composite test for the upper 25 per

cent, and for the lower 25 percent of the students in each 

of the three ethnic groups. 

Fifteen null hypotheses were assumed in order to 

evaluate the experiment. The effects were not considered 

significant (NS) unless the mean square ratio exceeded 

the .05 value of F. Table 13 is a summary of the statis

tical analysis as it relates to the fifteen null hypotheses. 

OF THE NULL HYPOTHESES 

Null Hypotheses Level of 
Significance 

1. There is no significant difference NS 
between the mean scores, on the 
Verbal-Pictorial section of the 
Science Research Associates Achieve
ment Test (78), for Negro-American 
students who participated in a 
concentrated program of listening 
and those v/ho did not. 

TABLE 13 

SUMTvIARY OF THE STATISTICAL Al\fALYSIS I 



TABLE 13—Continued 

75 

Null Hypotheses Level of 
Significance 

There is no significant difference 
between the mean scores, on the 
Language Perception section of the 
Science Research Associates Achieve
ment Test (78), for Negro-American 
students who participated in a 
concentrated program of listening 
and those who did not. 

.01 

3. There is no significant difference 
between the mean scores, on the 
Comprehension section of the Science 
Research Associates Achievement Test 
(78) , for Negro-American students Vŵho 
participated in a concentrated program 
of listening and those who did not. 

.01 

There is no significant difference 
between the mean scores, on the 
Vocabulary section of the Science 
Research Associates Achievement 
Test (78), for Negro-American 
students who participated in â  
concentrated program of listening 
and those who did not. 

NS 

5. There is no significant difference 
between the mean scores, on the 
composite reading test of the Science 
Research Associates Achievement Test 
(78), for Negro-American students 
who participated in a concentrated 
program of listening and those who 
did not. 

.01 
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TABLE 13—Continued 

Null Hypotheses Level of 
Significance 

6. There is no significant difference NS 
between the mean scores, on the 
Verbal-Pictorial section of the 
Science Research Associates Achieve-
n̂ ent Test (78), for Anglo-American 
students who participated in a 
concentrated program of listening 
and those who did not. 

7. There is no significant difference NS 
between the mean scores, on the 
Language Perception section of the 
Science Research Associates Achieve
ment Test (78), for Anglo-American 
students who participated in a 
concentrated program of listening 
and those who did not. [ 

8. There is no significant difference NS 
between the mean scores, on the 
Comprehension section of the 
Science Research Associates j 
Achievement Test (78), for Anglo- I 
American students who participated 
in a concentrated program of 
listening and those v/ho did not. 

9. There is no significant difference NS 
betv/een the mean scores, on the 
Vocabulary section of the Science 
Research Associates Achievement 
Test (78) , for Anglo-Zimerican 
students v;ho participated in a 
concentrated program of listening 
and those v;ho did not. 
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TABLE 13—Continued 

Null Hypotheses Level of 
Significance 

10. There is no significant difference NS 
between the mean scores, on the 
composite reading test of the 
Science Research Associates Achieve-
f̂ ent Test (78) , for Anglo-American 
students who participated in a 
concentrated program of listening 
and those who did not. 

11. There is no significant difference NS 
between the mean scores, on the 
Verbal-Pictorial section of the 
Science Research Associates Achieve
ment Test (78), for Mexican-American 
students who participated in a 
concentrated program of listening ! 
and those who did not. 1 

12. There is no significant difference .01 s 
between the mean scores, on the ; 
Language Perception section of the jjii 
Science Research Associates Achieve- '"• / 
ment Test (78), for Mexican-American I ' 
students who participated in a 
concentrated program of listening 
and those who did not. 

13. There is no significant difference .01 
between the mean scores, on the 
Comprehension section of the 
Science Research Associates Achieve
ment Test (78), for Mexican-American 
students who participated in a 
concentrated program of listening 
and those who did not. 
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TABLE 13—Continued 

Null Hypotheses Level of 
Significance 

14. There is no significant difference NS 
between the mean scores, on the 
Vocabulary section of the Science 
Research Associates Achievement 
Test (78), for Mexican-American 
students who participated in a 
concentrated program of listening 
and those who did not. 

15, There is no significant difference .01 
between the mean scores, on the 
composite reading score of the 
Science Research Associates Achieve
ment Test (78), for Mexican-American 
students who participated in a I 
concentrated program of listening | 
and those who did not, » 

Conclusions 

The results of the study shov/: 

1. Negro-American children who participated in the 

planned listening program, as described in this study, 

scored at a statistically significant level above a control 

group on the Language Perception section of the Science 

Research Associates Reading Achievement Test (78). 

2. Negro-American children who participated in the 

planned listening program, as described in this study, 

scored at a statistically significant level above a control 
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group on the Comprehension section of the Science Research 

Associates Reading Achievem.ent Test (78) . 

3. Negro-American children who participated in 

the planned listening program, as described in this study, 

scored at a statistically significant level above a control 

group on the composite reading score of the Science Research 

Associates Reading Achievement Test (78). 

4. The planned listening program, as described in 

this study, produced significantly greater mean scores for 

Negro-American students who ranked in the upper 25 percent 

of an experimental group than the upper 25 percent of a 

control group on the Language Perception section of the 

Science Research Associates Reading Achievement Test (78). 

5. The results of the planned listening program, 

as described in this study, are highly significant for 

Negro-American students who ranked in the upper 25 percent 

of an experimental group as compared to the upper 25 per

cent of a control group on the composite reading test of 

the Science Research Associates Reading Achievement Test 

(78). 

6- Anglo-American children who participated in 

the planned listening program, as described in this study, 

did not score statistically higher, on the Science Research 

Associates Reading Achievement Test (78), than students 

vho did not participate in such a program. 

/ 
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7. The results of the planned listening program, 

as described in this study, are significantly greater for 

Anglo-American students who ranked in the upper 25 percent 

of an experimental group than the upper 25 percent of a 

control group on the comprehension section of the Science 

Research Associates Reading Achievement Test (78). 

8. Mexican-American children who participated in 

the planned listening program, as described in this study, 

scored at a statistically significant level above a control 

group on the Language Perception section of the Science 

Research Associates Reading Achievement Test (78). 

9. Mexican-American children who participated in 

the planned listening program, as described in this study, 

scored at a statistically significant level above a control 

group on the Comprehension section of the Science Research 

Associates Reading Achievement Test (78). 

10. Mexican-American children who participated in 

the planned listening program, as described in this study, 

scored at a statistically significant level above a control 

group on the composite reading score of the Science Research 

Associates Reading Achievement Test (78) . 

11. The planned listening program, as described in 

this study, produced significantly greater mean scores for 

Mexican-American students v/ho ranked in the upper 25 percent 

of an experimental group than the upper 25 percent of a 

/ 
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control group on the Language Perception section of the 

Science Research Associates Reading Achievement Test (78). 

Implications 

As a result of the findings of this study, the 

following implications are made: 

1. From the number of items that proved to be 

statistically significant, the twenty-two week listening 

program appeared to be of more value for the children of 

Negro-American, and children of Mexican-American cultures. 

The above implication wa-s also indicated in the pilot 

study (see Appendix A). 

2. Although there was no statistically significant 

difference in the intelligence cjuotient scores between 

any of the control and the experimental groups, the 

teachers of the experimental classrooms indicated that 

they had had less difficulty in administering the Pintner-

Cunningham Intelligence Test (76) than ever before. The 

teachers of the experimental groups also indicated that 

there had appeared to be less trauma on the part of the 

children, in taking the test, than in previous years. The 

reaction may have been due to the fact that most of the 

Pintner-Cunninqham Intelliqence Test (76) is administered 

verbally. 

3. The strongest sub-test of the SRA Reading 

Achievement Test (78) seemed to be the Language Perception 
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section and the Comprehension section. The two areas were 

highly significant for both the Negro-American experimental 

group, and for the Latin-American experimental group. This 

would seem to indicate that the listening program was 

important in aiding children in organizing and identifying 

major thoughts, and in distinguishing between oral patterns 

of the English language. 

Recommendations for Further Research 

As a result of the findings of this study, the 

follov'/ing recommendations are made: 

1. A study of the same type involving a larger 

number of students. 

2. A study of the same type involving a different 

area of the state or nation. 

3. A longitudinal study extending into the second 

year of school. 

4. A study that is basically of the same type, 

but that includes visual material. 

• 5. A study of the same type involving Anglo-

American children from the middle to low income area. 

/ 

Investigator's Comments Concerning the 
Re .suits of this Study 

Many questions remain unanswered in the field of 

listening, and many questions from this study that can not 
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be statistically tested remain unanswered. One query 

that seems especially important is why did Mexican-

American and Negro-American children who participated in 

the concentrated listening program score statistically 

higher on a reading achievement test than did their 

counterparts- who did not participate in such a listening 

program, while the Anglo-American children who partici

pated in the concentrated listening program did not score 

statistically higher on a reading achievement test than 

did the Anglo-American children who did not participate 

in the study? The writer's premise is that there is an 

"awareness of language" factor that is working to the 

advantage of the Anglo-American children that may not be 

operating for the Mexican-American children or the Negro-

American children. For the Anglo-American children, the 

sounds and combination of sounds used in the concentrated 

, listening program are possibly already a part of the 

Anglo-American child's natural language. The achievement 

tests in reading, as well as in other curriculum areas, 

are generally adapted to the Anglo-American middle-class 

child of English-speaking parents. This factor is heightened 

in importance v/hen it is considered that Mexican-American 

children usually come from homes in which English is the 

second language; therefore, English is not a natural 

language for the child. The Negro-American child may come 

from a home where the language is sometimes considered 

/ 
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a non-standard English dialect. In the writer's opinion, 

this variation in speech patterns of some Mexican-American 

children and some Negro-American children can have a 

detrimental effect on the listening ability and the reading 

development of these children. These deficiencies in the 

so-called standard English dialect have resulted in some 

children's being labeled as mentally deficient. The 

problem may lie in the culturally biased achievement tests, 

and in the child's "av\rareness" of the language sounds of 

the Anglo-American middle-class culture. If the achieve

ment tests that are geared to the middle-class culture 

continue to be used with children of different ethnic 

backgrounds, and if the reading programs of the Anglo-

American middle-class culture continue to be used with 

children of different ethnic backgrounds, patterns of 

teaching for this "awareness of language" seem to be 

critical. The problem is emphasized by Bailey (1:402) 

when she says: 

One thing seems clear. As we examine the 
language of the disadvantaged, v/e find more and 
more that it deviates structurally and formally 
from that of the larger culture, and that we 
cannot depend on chance or piecemeal correction 
of the dialect forms to achieve our goal. New 
patterns have to be taught—the copula with its 
diverse present tense forms (am, _is, are) , the 
sibilant ending on possessive nouns, the singular-
plural distinction in the present forms of verbs, 
to name a few of the features of the standard 
which do not occur in the child's dialect. 

/ 
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These nev/ patterns and new v.̂ ays of listening to the 

language seem especially important for the early years of 

kindergarten and first grade. At this stage of grov/th, 

language can become a natural and automatic device for 

speaking and reading. Several questions seem to follow 

from this discussion. What specific sounds or combinations 

of sounds within the English dialect are of most value to 

be taught? What sounds are most critical in learning the 

so-called standard English dialect? What sounds are not 

a part of regional and ethnic dialects that impede the 

learning of the standard English dialect found in textbooks 

and in the speech of the classroom? 

Through this study, the writer became av/are of 

many problems in the broad field of listening that need 

to be solved before an efficient program in listening can 

be formulated. Some of these problems reĉ iiire the re-

evaluation of previously reported research, v/hile others 

open new frontiers of research in listening. One of the 

areas of needed research is in investigating the length 

of time required to be spent in listening activities in 

order to achieve competency in listening skills. What 

type of a balance is needed in a program of listening 

between the various types of listening (marginal, apprecia

tive, responsive, and analytical)? What audio methods 

are best for teaching listening skills? At what age or 

grade level are the various skills of listening most 

/ 
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profitably taught? Can the various skills of listening 

be placed in any type of sequence or arrangement? There 

is a critical need for tests for very young children. The 

need is especially crucial for use in evaluating listening 

abilities and levels of development in listening of the 

kindergarten, first-grade, second-grade, and third-grade 

child. These are only a few of the areas of research in 

listening that need further study or reevaluation. These 

questions appear critical to the writer, for there seems 

to be a great need for assimilation of what is already 

known about listening; a reevaluation of what is already 

known about listening; and a direction for developing 

skills, for developing materials, and for structuring what 

is already known about listening into a program that can 

be made available to teachers. 
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INTRODUCTION 

Problem of the Study 

The problem of this study was to compare the 

achievement in reading of first-grade children who parti

cipated in a concentrated tv/enty-two week listening program 

with the achievement in reading of children who did not 

participate in such a program. 

Purpose of the Study 

The general purpose of this study v/as to ascertain 

if there was a significant difference between reading-

achievement test scores of first-grade pupils who had 

participated in a twenty-two week concentrated listening 

program, and reading-achievement test scores of first-

grade pupils who had not participated in such a program. 

The subjects for the study consisted of one control class

room and one experimental classroom from each of two 

ethnic cultures, Anglo-American and Mexican-American. 

The pilot project was conducted primarily to 

determine more clearly the need for and the feasibility of 

a more extensive study of this type. It was felt that 

this study would contribute to the existing knowledge in 

the field of language arts, and contribute directly to 

the area of first-grade reading. 

98 
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Scope and Limitations of the Study 

The problem of this study v/as limited to four 

first-grade classrooms in two elementary schools. One 

classroom in each school, designated as the experimental 

group, participated in a concentrated twenty-tv/o week 

listening program. The other classroom in each school, 

designated as the control group, was not given specific 

listening training. For this study, only students for 

whom a complete set of data had been obtained, comprised 

the sample. A complete^set of data included a reading 

readiness test score (1), an intelligence test score (2), 

a hearing acuity test, and scores on a reading-achievement 

test (3). Only students who had completed all twenty-two 

weeks of the program were included. Each experimental 

group was compared with the control group in the same 

school. No attempt was made to compare the achievement 

in reading of the control and experimental groups of 

different ethnic cultures. 

/ 

Hypotheses 

In order to carry out the purposes of this study, 

the following hypotheses were tested: 

1. There is no significant difference between 

the mean scores, on the Verbal-Pictorial section of the 

Science Research Associates Achievement Test (6), for 
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Anglo-American students who participated in a concentrated 

program of listening and those v/ho did not. 

2. There is no significant difference between 

the mean scores, on the Language Perception section of the 

Science Research Associates Achievement Test (6), for 

Anglo-American students who participated in a concentrated 

program of listening and those who did not. 

3. There is no significant difference between 

the mean scores, on the Comprehension section of the 

Science Research Associates Achievement Test (6) , for 

Anglo-American students ŵ ho participated in a concentrated 

program of listening and those who did not. 

4. There is no significant difference betv/een 

the mean scores, on the Vocabulary section of the Science 

Research Associates Achievement Test (6) , for Anglo-

American students who participated in a concentrated 

program of listening and those who did not. 

5. There is no significant difference between 

the mean scores, on the composite reading test of the 

Science Research Associates Achievement Test (6) , for 

Anglo-American students who participated in a concentrated 

program of listening and those v/ho did not. 

6. There is no significant difference between 

the mean scores, on the Verbal-Pictorial section of the 

Science Research Associates Achievement Test (6), for 
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Mexican-American students who participated in a con

centrated program of listening and those who did not. 

7. There is no significant difference between 

the mean scores, on the Language Perception section of 

the Science Research Associates Achievement Test (6), 

for Mexicans-American students v/ho participated in a 

concentrated program of listening and those who did not. 

8. There is no significant difference betv/een 

the mean scores, on the Comprehension section of the 

Science Research Associates Achievement Test (6) , for 

Mexican-American students v/ho participated in a concentrated 

program of listening and those who did not. 

9. There is no significant difference betv/een 

the mean scores, on the Vocabulary section of the Science 

Research Associates Achievement Test (6), for Mexican-

American students who participated in a concentrated 

, program of listening and those who did not. 

10. There is no significant difference between 

the mean scores, on the composite reading test of the 

Science Research Associates Achievement Test (6) , for 

Mexican-American students who participated in a concentrated 

program of listening and those who did not. 

/ 

Experimental Design 

An analysis of variance technique as described 

by Dov/nie (1:176-184) was used for this study. The 
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analysis of variance design allovNTS the measurement of the 

difference between the mean score of the experimental and 

the control groups in terms of being significant at the 

.01 or .05 level of confidence. Five factors as measured 

by the sub-tests of the SRA Reading Achievement Test (6) 

were utilized in the analysis of variance design. The 

five factors were Verbal-Pictorial Association, Language 

Perception, Comprehension, Vocabulary, and a composite 

reading score. A t-test for testing the difference between 

the mean scores of small samples was applied to the data 

from the Pintner-Cunninqham Intelliqence Test (4) scores. 

This test is described by Downie (1:138). 

Experimental Procedures 

The pilot study began in September, 1967, three 

weeks after the beginning of the school year. The selected 

classes were located in the same school district. One 

school (school I) was located in a middle to high income 

area; the children in school I were Anglo-American. The 

other school (school II) was located in a middle to low 

income area; the children in this school were Mexican-

American. The students had been placed in the classrooms 

by chance. On registration day, the children drew the 

name of a teacher from a box to determine in which section 

they would be placed. At the beginning of the year, each 

child in both the experimental and the control groups v.̂as 
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administered a hearing acuity test (audiometer) by the 

school nurse. All students v/ho fell below the normal 

range in hearing ability were eliminated from the study. 

The concentrated listening program began in 

September, 1967, and continued for tv/enty-tv/o weeks. 

The twenty-two week program in listening was compiled by 

the experimenter by using available audio material related 

to the development of reading skills. Materials were 

selected for the following areas: becoming a\-/are of the 

sounds around the classroom, becoming a\>/are of the sounds 

around the school, beginning consonant sounds, ending 

consonant sounds, consonant blends, and medial vowel sounds 

The material for the tapes on medial vowel sounds was 

written and recorded by the author; the lessons for the 

other areas were taken from three different commercial 

recordings. These recordings v/ere: Let' s Listen, by 

D. P. Bolgen (2); Listeninq With Mr. Bunny Biq Ears, by 

Edna M. Wilox (7); and Sounds for Young Readers, Volume I 

and II (5). These records are supplied by Educational 

Activities, Incorporated, Box 392, Freeport, New York. 

Only one recording. Listening With Mr. Bunny Big Ears, 

was used in its entirety. No material from the recordings 

was used in a straight sequence; sections of the recording 

were used only as they correlated with the overall lesson 

plan. (See Appendix B for the twenty-two week listening 

plan guide.) At the end of the tv/enty-two v/eek period. 
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an SRA Reading Achievement Test, form C (6) was administered 

to all four groups of children in both schools. 

Statistical Treatment 

Data for students who had completed all tv/enty-

two weeks of the concentrated listening program, had 

taken the Pintner-Cunningham Intelliqence Test (4), the 

Lee-Clark Readinq Readiness Test (3), and had taken the 

SRA Readinq Achievement Test (6) were included in the 

statistical treatment. The analysis of variance was 

computed for the difference between the mean scores on each 

of four sub-tests and a composite reading score for the 

experimental group and the control group of the same 

school. The four sub-tests of the SRA Reading Achievement 

Test (6) are Verbal-Pictorial Association, Language 

Perception, Comprehension, and Vocabulary. 

Ratios were considered not significant (NS—as 

designated in the tables) if the mean square ratio from 

the analysis of variance formula, as described by Downie 

(1:181), did not exceed the .05 value of F; therefore, 

the region of rejection began at the .05 point in the 

F-distribution table. 

Results of the Study 

The purpose of this section is to present the 

results of the study comparing the effects of a concentrated 
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twenty-two week listening program on the achievement in 

reading of first-grade students in a pilot study. 

Seventy-two students, eighteen from each of four 

classrooms, vvrere used for the study. In school I (Anglo-

American) , there were nine girls and nine boys in the 

experimental classroom. in school II (Mexican-American), 

the experimental classroom v/as composed of seven girls and 

eleven boys. Seven girls and eleven boys comprised the 

control group. From the school records, it was learned 

that fourteen children in the control group from school I 

(Anglo-American) had attended kindergarten. Fifteen 

students from the experimental classroom, and fourteen 

students from the control classroom of school II (Mexican-

American) had attended the Head Start Program prior to 

enrolling in first grade. The Lee-Clark Reading Readiness 

Test (3) was administered in September before the study 

began. The test results are reported in three categories: 

"no delay" for beginning reading, "one to six months delay" 

for beginning reading, and "seven months or more delay" 

for beginning reading. In school I, fifteen students in 

the experimental group, and seventeen students in the 

control group ranked "no delay." One student in each group 

ranked "one to six months delay." Two students in the 

experimental group ranked "seven months or more delay." 

in school II, nine students in the experimental group, 

and eight students in the control group ranked in the 

/ 
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"no delay" area. Four students in each group, experimental 

and control, ranked "one to six months delay." Five 

students in the experimental group, and six students in 

the control group ranked "seven months or more delay." 

The mean age for school I was: experimental group, 

seventy-six months and for the control group, seventy-six 

months. The mean age for the experimental group, school II, 

was seventy-eight months, and for the control group, 

seventy-six months. Sex of the students, reading readiness 

tests, kindergarten or Head Start experience, and the mean 

age of each classroom w^s used in order that the control 

group and the experimental group would represent a random 

sample from the same population. 

Table 1 presents the results of the statistical 

analysis of the data for school I (Anglo-American). By 

applying the analysis of variance formula to the data, 

two significant interactions v/ere found. A significant 

gain at the .05 level was made by the experimental group 

in school I on the Verbal-Pictorial section of the SRA 

Reading Achievement Test (6). In statistical probability 

this would mean that the chances are 95 in 100 that the 

null hypothesis of no difference between the mean score 

of the control group and the mean score of the experimental 

group is false. A statistically significant gain was also 

made on the Comprehension section of the SRA Reading 

Achievement Test (6). This test was also significant at 

/ 
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the .05 level. Again, in statistical probability this 

would mean that the chances are 95 in 100 that the null 

hypothesis of no difference betv/een the mean score of 

the control group and the mean score of the experimental 

group is false. The two sub-tests of Language Perception 

and Vocabulary, and the composite reading score for 

school I did not prove to be statistically significant 

between the experimental and the control group. 

Table 2 presents the results of the statistical 

analysis of the data for school II (Mexican-American). 

The analysis of the data resulted in four singificant 

interactions. A singificant gain at the .05 level was 

made by the experimental group in school II on the Verbal-

Pictorial section of the SRA Reading Achievement Test (6). 

In statistical probability this would mean that the 

chances are 95 in 100 that the null hypothesis of no 

difference between the mean score of the control group 

and the mean score of the experimental group is false. 

A statistically significant gain v̂ âs made on the Language 

Perception section of the SRA Reading Achievement Test (6). 

This test v/as also significant at the .05 level. The 

sub-test. Comprehension, was statistically significant 

at the .01 level. This level of confidence is highly 

significant since it means that the chances are 99 in 

100 that the null hypothesis of no difference between the 

mean score of the control group and the mean score of the 
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experimental group is false. The Vocabulary section of 

the SRA Readinq Achievement Test (6) did not show a sta

tistically significant effect betv/een the control and the 

experimental group, A statistically significant gain v.-as 

made by the experimental group on the composite reading 

score. This gain was significant at the .05 level. 

The date for administering the Pintner-Cunningham 

Intelligence Test (4) was designated by the public school 

system; the date chosen was two v/eeks after the conclusion 

of the planned listening lessons. The scores on the 

intelligence test for school I range from 89 to 135 in 

the experimental classroom. The mean score for this group 

was 111. In the control classroom, the scores range from 

77 to 130 with a mean score of 107. A t-test for testing 

the difference betv/een the mean scores of small samples 

was applied to the above data. The difference between 

the mean scores of the experimental and the control class

rooms on the Pintner-Cunningham Intelligence Test (4) 

for school I was not statistically significant at the 

.01 level. The scores of the Pintner-Cunningham Intelliqence 

Test (4) for school II range from 61 to 128 for the experi

mental classroom. A mean score of 93 was computed for the 

experimental class. On the same test, the control group's 

scores range from 56 to 119 with a mean score of 83. when 

the t-test for testing differences between the mean scores 

was applied to the intelligence test score data, no 
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statistically significant difference was found between 

the mean scores of the control and the experimental group 

at the .05 or at the .01 level of significance. 

Table 3 and Table 4 list the composite reading 

scores on the SRA Reading Achievement Test (6) . These 

scores are provided to show tlie percentile rank of each 

student in the four classrooms. In Table 3 for school I, 

the experimental classroom contained eleven students who 

scored above the 50th percentile rank; whereas, five 

students in the control classroom scored above the 50th 

percentile rank. In the same school, one student scored 

below the 25th percentile rank in the experimental class

room. Five students in the control classroom scored below 

the 25th percentile. For school II, Table 4, seven students 

in the experimental classroom scored above the 50th per

centile rank. Tv/o students in the control group scored 

above the 50th percentile rank. In the experimental group, 

two students scored below the 25th percentile rank, and 

in the control group, eleven students ranked below the 

25th percentile rank. 

Conclusions 

The problem of this study was to compare the 

effectiveness of using a concentrated twenty-two week 

listening program on achievement in reading of first-

grade pupils. 
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TABLE 3 

COMPOSITE READING SCORES SRA READING ACHIEVExMENT TEST 
SCHOOL I 

Experimental 

83 ^ 

69 ^ 

79 ^ 

Control 

53 ^ 

42 

58 ^ 

74 ^ 

83 ^ 

92 ^ 
1 

26 

94 ^ 

53 ^ 

42 

64 ^ 

64 ^ 

26 

31 

21 ^ 

31 

26 

74 ^ 

74 ^ 

83 ^ 

98 ̂  

9 ^ 

36 

42 

42 

36 

48 

17 ^ 

41 

3 ^ 

17 ^ 

7 ^ 

26 

^Denotes scores above the 50th percentile, 

^Denotes scores below the 25th percentile 
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TABLE 4 

COMPOSITE READING SCORES SRA READING ACHIEVEMENT TEST 
SCHOOL II 

Experimental 

90 "" 

26 

26 

79 ^ 

48 

48 

79 ^ 

48 

53 ^ 

36 

42 

64 ^ 

58 ^ 

17 ^ 

36 

31 

58 ^ 

13 ^ 

Control 

79 

36 

21 

69 

36 

48 

31 

12 b 

12 

21 

42 

21 

21 

13 

21 

21 

^Denotes scores above the 50th percentile 

denotes scores below the 25th percentile 

/ 
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The conclusions concerning the comparison of 

achievement in reading for Anglo-American children are: 

1. The Anglo-American children v/ho participated 

in the planned listening program, as described in this 

study, scored at a statistically significant level above 

a control group on the Verbal-Pictorial section of the 

Science Research Associates Readinq Achievement Test (6). 

2. The Anglo-American children v/ho participated 

in the planned listening program, as described in this 

study, scored at a statistically significant level above 

a control group on the Comprehension section of the 

Science Research Associates Reading Achievement Test (6). 

3. There was no statistically significant dif

ference between the test scores of the experimental group 

and the test scores of the control group on the Pintner-

Cunninqham Intelliqence Test (4). 

The conclusions concerning the comparison of 

achievement in reading for Mexican-American children are: 

1. The Mexican-American children who participated 

in the planned listening program, as described in this 

study, scored at a statistically significant level above 

a control group on the Verbal-Pictorial section of the 

Science Research Associates Reading Achievement Test (6). 

2. The Mexican-American children who participated 

in the planned listening program, as described in this 

study, scored at a statistically significant level above 
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a control group on the Language Perception section of the 

Science Research Associates Readinq Achievement Test (6) . 

3. The Mexican-American children v.̂ho participated 

in the planned listening program, as described in this 

study, scored at a statistically significant level above 

a control group on the Comprehension section of the 

Science Research Associates Reading Achievement Test (6). 

4. The Mexican-American children who participated 

in the planned listening program, as described in this 

study, scored at a statistically significant level above 

a control group on the Composite reading score of the 

Science Research Associates Reading Achievement Test (6). 

5. There \̂/as no statistically significant 

difference between the test scores of the experimental 

group and the test scores of the control group on the 

Pintner-Cunninqham Intelliqence Test. 

Implications 

As a result of the findings of this study, the 

following implications are made: 

1. From the number of items that proved to be 

statistically significant, the tv/enty-two week listening 

program, as described in this study, appeared to be of 

more value for the children of Mexican-American culture. 

2. It would appear from the examination of the 

composite reading scores (Table 3 and Table 4) that the 

/ 
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concentrated listening program v.̂as of special importance 

to the slov/er student. In the Anglo-American school, 

only one student in the experimental classroom as compared 

to five students in the control classroom scored below 

the 25th percentile rank. in the Mexican-American school, 

two students in the experimental classroom as compared to 

eleven in the control classroom scored below the 25th 

percentile rank. 
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APPENDIX B: THE TWENTY-TWO WEEK LISTENING PLAl̂  GUIDE 

1st V7eek 

1st day 

SOUNBS^ FOR YOUNG READERS VOL. I Band 1 

Preparation: 

1. Discuss the meaning of the v/ord detective, 

and discuss v/hat is means to be a detective. 

2. Discuss sounds that children hear in the 

room. Talk about the sounds from the room 

itself and those from outside the room. 

Play Record: 

Follov/ Up: 

1. Listen to the sounds that can be heard in 

the room, and attempt to identify each. 

2. Let children make different sounds such as 

running the v/ater, closing a locker door, 

writing on the blackboard, and others to let 

the other children guess the sound. 

2nd day -Jr 3. Walk around the school building—stopping 

to listen and discuss different sounds. It 

would seem more profitable to stop while the 

children are outside and discuss the sounds 

rather than v/aiting until the children return 

3rd day 

to the room. 

4, Walk through the halls and listen for 

different sounds. (Return to the room and see 

how many different sounds the children can 

/ 
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remember. Be sure to stop in the halls, 

where possible, to discuss the different 

sounds.) 

4th day LET'S LISTEN Band 1 (side 1) 

Preparation; 

Plan how the children are to answer the 

questions on the recording. That is, that 

they are not to shout but just call out the 

sounds. 

- ^ 

Play Record; 

Follow Up; 

Talk about what they saw as the sounds were 

played. (cov/, typewriter, chickens, car door, 

horses, birds, table tennis, and others) 

5th day Replay Record; 

2nd Week SOUNDS FOR YOUNG READERS VOL. I Band 2 

1st day 

2nd day 

3rd day 

preparation; 

1. Discuss how people can make sounds by the 

voice, by the hands, and by the feet. 

2. Practice forming a circle quickly and 

cjuietly. 

Play Record; 

a. voice 

b. hands 

c. feet 
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Follow Up; 

Discuss all sounds, and let the children make 

the sounds. 

3rd Week LET'S LISTEN Band 3 (side 1) 

1st day play Record; 

2nd day Replay Record; 

Follov/ Up: 

Play the game suggested on the record. 

3rd day LET'S LISTEN Band 2 (side 1) 

Play Record: 

Follow Up: 

1. Identify all of the sounds heard on the 

record. 

2. Let the children imitate each of the 

sounds heard. 

3. Play a game of making up sounds to see if 

the other children can guess the sound. 

(Use objects from home such as an egg beater, 

spoon in a bowl, and other such items.) 

4th day 

4th Week SOUNDS FOR YOUNG READERS VOL. I Band 1 (side 2) 

1st day Preparation; 

1. Discuss v/ith the children the idea of rhyming 

words. (Use the example of car, far, tar.) 
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2. Discuss the mechanics of the game with the 

children. They are asked to clap twice v/hen 

they hear the non-rhym.ing v/ord in each group 

of v/ords. 

Play Record: 

2nd day Replay Record; 

^ Follow Up: 

Play the same type of game using the following 

words. 

(1) fun sun ran bun 

(2) hot pot tot boy 

(3) far tar not car 

(4) trap clap fit nap 

SOUNDS FOR YOUÎ IG READERS VOL. I Band 2 (side 2) 

Preparation; 

practice standing and sitting cjuickly and 

quietly for the game. 

Play Record; 

Replay Record: 

Follow Up: 

Use the following rhymes to play the game that 

was introduced on the record the day before. 

3rd day 

4th day 

5th day 

r 
(1) Jack and Jill 

Went up the hill 

(2) The Queen of Hearts 

She made some tarts 

.,>-^ <: ><-* ' -^'-^ iXj 

' .. w/? civ̂ .̂ -̂ -- f-f C 

/\^<*«. r< I 



(3) Dickory, dickory, dare 

The pig f lev/ up in the air 

(4) Hickory, dickory, dock 

The mouse ran up the clock 

(5) Hey, diddle, diddle 

The cat and the fiddle 

(6) Humpty Dumpty sat on a wall 

Humpty Dumpty had a great fall 
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(f <"•-. c^ 

.fd. c c. 1 

5th Week BUNNY BIG EARS Band I 

1st day Preparation; 

Discuss what is meant by pretending or 

imagination. 

Play Record; 

Follow Up; 

Use the following questions to stimulate a 

discussion of the story. 

(1) How did Bobby feel v\rhen his mother 

said he couldn't go fishing? 

(2) Can you show me by your face how you 

think he felt? 

(3) How do you think Bobby's mother felt 

when Bobby came home from the grocer' s v/ith the 

wrong thing? 

(4) VJhat do you think Bobby's mother 

might have said to him? 
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(5) How do you think the farmer felt 

when he saw the little rabbit get hit by the 

big truck? 

(6) VTliat would you have said, if you 

were the farmer? The farmer's wife? 

2nd day BUNNY BIG EARS Band II 
r 

3rd day 

Play Record; 

Follow Up; 

1. Discuss briefly the animals and their 

sounds. 

2. Let each child answer when you call his 

name with the sound of the animal he liked 

best. 

3. Use pictures of the animals as you would 

use flash cards. Call a child's name and let 

him ansv\rer v/ith. the sound that the animal makes 

Make sure that you hear each sound from each 

child. (This exercise will enable you to 

identify the children who are not making the 

sound correctly, and to work specifically with 

them in the replay.) 

Replay Record.; 

Follow Up; 

1, Discuss how the animals might have looked 

and \io\<5 they may have moved. (encourage 

pantomines) 
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2. Let the children draw a picture of their 

favorite animal. (Be sure to display all of 

the animals and encourage discussion on how 

the animals talk.) 

6th Week BUNNY BIG EARS Band III 

1st day Play Record; 

f 

2nd day 

3rd day 

Follow Up; 

1. Discuss briefly the rules of good listening 

as reflected in the recording. 

2. Let the children "feel" themselves talk by 

placing their fingers on the larynx. Also let 

them feel their breath on their fingers as they 

say words like "pop," "Bobby," and "Betty." 

3. Discuss the points of good listening in 

relation to what Bobby did in the first recording 

4. Replay Band I of Bunny Big Ears. 

SOUNDS FOR YOUNG READERS VOL. II Band 3 (b) 

Preparation; 

Write the following song on the chalkboard. 

Billy Button brought buttered biscuits 

Buttered biscuits Billy Button bought 

If Billy Button bought buttered biscuits 

Where's the buttered biscuits Billy Button 

bought? 

Play Record; 
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Follow Up; 

1. Let the children go to the board and under

line all the b's that appear in the song. 

2. Let the children think of as many words as 

they can that start with b. (Be sure to v/rite 

the words on the board as the children make 

suggestions. If the suggestions lag, start 

the children off by naming objects in the room 

and deciding whether or not the name starts 

with a b.) 

7th Week 

1st day 

2nd day 

BUNNY BIG EARS Band IV (s) 

Play Record; 

Follow Up; 

Play out Lester's story. You may need to replay 

sections of the story. Play both scenes of the 

story giving all children a chance to participate, 

(Talk with the children about V'/hat happened in 

each scene. Let each cha.racter tell what his 

part is—but don't try to tell the children 

what to say and don't make it a performance to 

be practiced all morning.) 

BUNNY BIG EARS Band V {s) 

Preparation; 

/ 
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It is very important here to encourage and 

remind the children to participate with the 

children on the record. 

Play Record; 

Follov/ Up: 

Think of as many words as possible that have the 

£ sound. If a word is suggested that is in the 

basal reader, be sure to pull the word card and 

make use of it. Write the words on the board 

as they are suggested. If a v/ord is suggested 

such as CIRCUS, use the v/ord on the board and 

simply say that sometimes the letter c_ takes 

the ŝ  sound. 

3rd day BUNNY BIG EARS Band VI (s) 

Preparation; 

Again encourage the children to participate 

with the record. 

4th day 

play Record; 

Replay Record; Band VI 

Follow Up; 

Play the clapping game using the following words 

(1) dogs house book 

(2) who helps see 

(3) like ca.rs in 

(4) song sit 

(5) so do 

something 

sea 
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(6) saw 

(7) ride 

little what 

seen said 

8th V7eek BUNNY BIG EARS Band VII (z) 

1st day Play Record; 

Follow Up; 

Discuss with the children the follo\>/ing questions? 

(1) How do you think Buster felt when he 

smelled the honey? 

(2) Sho\\r me, by your face and actions, how 

you think Buster looked as he tasted the honey. 

(3) How do you think Buzzy felt when he 

saw Buster eating his honey? 

(4) Show me what you v/ould do, if you were 

Buster and you caught a bear eating your honey. 

(5) How would Buster and Bennie move? 

(6) How would Buzzy sound v\̂ hen he was angry? 

2nd day preparation; 

Ask the children if they remember hov/ to play 

the clapping, rhyming and sound games. 

(Children react with the sound of z when they 

hear the ^ sound.) 

Replay Record; Band VII 

'3rd day BUNNY BIG EARS Band VIII (z) 

Play Record; 
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9th Week BUIN^NY BIG EARS Band IX (z) 

1st day Preparation; 

The children v/ill be learning a new game called 

"pop up." It would be helpful to have the 

children move their chairs away from their 

desks to help them get up and dovm. 

Follov/ Up: 

Play out the story of "Fuzzy, the Teasing 

Caterpilla." 

2nd day Replay Record; 

3rd day BUÎ INY BIG EARS Band X {s Sc z) 

Preparation: 

^ 1. Let the children answer the roll by the 

sound of Lester or Buzzy. 

2. Review the speech helpers—voice box, 

breath, lips, tongue, teeth, ears, eyes and 

roof of the mouth. 

Play Record: 

4th day Replay Record; 

5th day ..• Follow Up: 

Use the following words to play the clapping 

game. The first time the game is played, play 

for the z sound and then play for the s sound. 

U ) lazy play snake 

(2) step his zig 

(3) pop goes sound 



(4) silly sort 

(5) busy dizzy 

(6) nose bus 

slippery 

sat 

flowers 

The z sounds are underlined 
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10th Week BUNNY BIG EARS Band XI (1) 

1st day Play Record: 

Follow Up: 

Encourage the children to talk about the story 

by asking them the following questions. 

(1) What do you think Mrs. Snake said 

when Lester couldn't be found? 

(2) If you were Mrs. Snake, \«/hat would 

you have said and done? 

(3) How do you think Lester felt when he 

found out that his family had gone to the picnic 

v/ithout him? 

Replay Record: 

BUNÎ TY BIG EARS Band XII (1) 

Play Record; 

Follov/ Up; 

1. Let the students play out their version of 

"Tilly the Little Filly." 

2. Use the following rhymes for the children 

to say and repeat back in a choral speaking 

manner. 

2nd day 

3rd day 
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LITTLE T0M4Y TITTLEMOUSE 

Little Tommy Tittle mouse 

Lived in a little house 

He caught fishes 

In other men's ditches 

LITTLE BO-PEEP 

Little Bo-Peep has lost her sheep. 

And can't tell where to find them; 

Leave them alone, and they'll come home. 

And bring their tails behind them. 

Little Bo-Peep fell fast asleep. 

And dreamt she heard them bleating; 

But when she av/oke, she found it a joke. 

For they still were all fleeting. 

^:/ 

LUCY LOCKET 

Lucy Locket 

Lost her pocket., 

Kitty Fisher found it; 

Nothing in it. 

Nothing in it. 

But the binding round it. 



4th day 

1 3 1 

I4ARY HAD A LITTLE LAI4B 

Mary had a little lamb. 

Its fleece v/as white as snovz; 

And everywhere that Mary v/ent 

The lamb v̂/as sure to go. 

Why does the lamb love Mary so? 

The eager children cry; 

Why, Mary loves the lamb, you knowI 

BUÎ NY BIG EARS Band XIII (1,) 

Preparation; 

The "pop up"'game will be played; so the 

children need to arrange the chairs. 

play Record; 

Follow Up: 

Play the "pop up" game with the teacher 

repeating the words; 

lake 

hand 

puzzle 

lunch 

leg 

pull 

fall 

lips 

time 

girl 

up 

had 

below 

jacket 

tall 

back 

only 

all 

lov-/ 

laugh 

say small still her 

5th day SOUÎ DS FOR YOUNG READERS Band 2 (side 2) (1 & n) 

Preparation; 

It will be very important for the teacher to 

take an active part in this record by writing 

the words from the record on the board. These 
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words should be v/ritten as they are presented 

on the record. 

Play Record; 

11th V7eek BUNNY BIG EARS Band XIV (r) 

1st day Play Record; 

Follow Up; 

-̂^ 1- Discuss with the children the sequence of 

the story. 

2. Let the children drav-/ the part of the story 

that they liked best. 

3. Take a picture from each part of the story 

and make a bulletin board from them. (Be sure 

to let the children help in placing the 

pictures.) 

2nd day BUÎ NY BIG EARS Band XV (r) 

Play Record; 

Follov'/ Up: 

Let the children name as many words as they can 

that contain the r sound. It will be important 

for the teacher to write these words on the 

3rd day 

4th day 

board as they are named. 

BUNNY BIG EARS Band XVI (r) 

Play Record: 

BUNNY BIG EARS Band XVII (1, & r) 

Play Record; 
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5th day Replay Record; Band XVII 

12th Week 

1st day 

SOUNDS FOR YOUI\TG READERS VOL. I I ( f ) 

Preparation; 

Write the following words on the board and ask 

the class what they have in common. 

(1) father families find 

(2) foot fell fence 

Elicit the fact that they all begin v/ith the 

f_ sound. 

Play Record; 

Follow Up; 

1. Let the children draw a picture of themselves 

and then talk about and point to each part of the 

body that begins with the f̂  sound. (face, foot. 

2nd day 

^ 

and other s) 

2. Use the following words 

game v/ith 

(1) 

(2) 

(3) 

(4) 

(5) 

(6) 

(7) 

the letter f̂. 

fun 

face 

book 

\\̂ eek 

game 

peaches 

fine 

toy 

foot 

family 

play 

father 

football 

fort 

to play t 

fall 

fingers 

come 

hall 

funny 

fancy 

food 



3rd day 
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(8) candy Ford fill 

(9) fell bell fuzzy 

SOUI'TDS FOR YOUNG READERS VOL. II (h) 

Preparation: 

The children will need a piece of paper on 

their desks for use in this section. 

Play Record; 

Follow Up; 

Have the children repeat the following sentences 

Each child should have the opportunity to repeat 

a sentence after the teacher. 

(1) He hardly hit him. 

(2) Her hand hurt. 

(3) Help him hide here. 

(4) Hip, Hip, HoorayI 

(5) Hold Harry here. 

13th Week SOUNDS FOR YOUNG READERS VOL. II (g;) 

1st day Preparation; 

Some letters are able to make more than one 

sound. The teacher should discuss with the 

children the letter £ and its two sounds. Use 

the words COME and CENT and the words COLD 

and CIRCUS. The teacher may also relate the 

v/ound of £ in Cent and Circus to Lester's 

sound. Then, the teacher should tell the 
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children that g_ also has tv/o sounds. One is 

called the hard g_ sound and one the soft g; sound 

Play Record; 

2nd day Replay Record; 

Follov/ Up; 

Play the clapping game with the following words. 

(1) 

(2) 

(3) 

(4) 

(5) 

gown 

goat 

golf 

button 

give 

gone 

gas 

go 

fish 

first 

can 

hand 

gather 

get 

gate 

14th Week SOUNDS FOR YOUNG READERS VOL. II (d) 

1st day Preparation; 

The teacher says "lad - fad - sad - sat." She 

then asks the children which word is different 

and why. The final d sound should be discussed 

at this point. The children should have a 

chance to say the d sound and listen to others 

say d. The teacher should then write the four 

words on the board so that attention may be 

called to the final d sound and so the difference 

may be observed. 

Play Record: 

Follow Up; 
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2nd day 

1. Write the following words on the board. 

Let the children underline the final d and 

circle the word that does not end in the d 

sound. (Be sure to say each line then have 

the children repeat the line before having a 

child underline the d sound.) 

(1 

(2 

(3 

(4; 

(5] 

(6] 

(7] 

(8j 

) rod 

1 pod 

1 mad 

) fit 

) fed 

1 the 

1 may 

• she 

nod 

pad 

fat 

did 

say 

me 

why 

Ted 

cot 

dad 

lid 

bed 

bed 

did 

can 

said 

2. Play the "pop up" game using the above 

words. 

3rd day SOUNDS FOR YOUlsTG READERS VOL. II (m) 

Preparation; 

Show the children pictures of the following 

objects; drum gum ham. As the children 

name each object, write the word on the board. 

Elicit from the children that these objects' 

names end in the m sound. 

Play Record; 

Follow Up; 
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Let the children name as many v/ords as they can 

with the m sound. Be sure to write these words 

on the board. If suggestions lag, start naming 

objects in the room. Do not be concerned if 

the children name words with the m sound at 

the beginning; simply call attention to the 

position of the m, underline the m and go to 

the next suggestion. 

15th Week BUNNY BIG EARS Band XVIII (ch) 

1st day Play Record; 

Follow Up: 

Play out the story of Chippy. Be sure to talk 

out the sequence of the story and just v/hat 

happened. It is very important not to put words 

into their mouths but to let the children talk 

a great deal about how each character walked, 

talked, and felt. 

2nd day BUNNY BIG EARS Band XIX (ch) 

Preparation; 

Remind the children that they will be listening 

to the ch sound and ask the children to make 

the ch sound of Chippy. 

Play Record; 

Follov/ Up; 

fe 
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Use the following rhymes with the children. 

May be used by having the children repeat the 

rhymes after the teacher. It would be good to 

divide the room into four groups so that the 

teacher can hear each child respond. 

A LITTLE GREEN BIRD 

A little green bird sat on a fence rail, 

Chee-choo, chee-choo, chee. 

Its song was the sv/eetest that I ever heard, 

Chee-choo, chee-choo, chee. 

I ran for some salt to put on its tail, 

Chee-choo, chee-choo, chee. 

But while I was gone, av/ay flew the bird, 

Chee-choo, chee-choo, chee. 

A LITTLE COCK SPARR0V7 

A little cock sparrow sat on a green tree. 

And he chirruped, he chirruped, 

so merry was he. 

A little cock sparrow sat on a green tree. 

And he chirruped, he chirruped, 

so merry was he. 

3rd day BUNNY BIG EARS Band XX (ch) 

^r^ 
> 

play Record; 

Follow Up; 

To help the children discriminate between a 

correct ch and an incorrect ch sound, repeat 
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the following words. The children will signify 

when they hear the incorrect sound by placing 

their hands over their ears. (Remember to 

mispronounce some of the words.) 

children cherry kitchen 

^̂  lunch 

much 

chipmunk cheese 

rich chicken 

catch 

teacher 

chain 

peaches such watch cherries 

4th day Replay Record; Band XX 

16th Week BUNNY BIG EARS Band XXI (th) 

1st day Play Record; 

Follow Up; 

1. Talk about each of the animals that are on 

•TV 

2nd day 

the recording. Let the children pretend to be 

the animals they like best. They may also drav/ 

a picture of the animal they like best. 

2. Replay Record; Band XXI 

BUÎ NY BIG EARS Band XXII (th) 

Play Record; 

Follow Up; 

To help the children discriminate betv/een the 

voiced th sound, and the voiceless th sound, 

have them say the following words as they place 

their fingers on their larynx. 

7 
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3rd day 

voiced 

than thi s 

that their 

unvoiced 

thanks third 

thimble three 

they those thumb 

Replay Record; Band XXII 

thing 

SOUNDS FOR YOUNG READERS VOL. II (th) 

Play Record; 

Follow Up; 

Write the following list of words on the board, 

that the there they then 

think third those thought thousand 

these than 

Replay Record; 

As the recording is played, point to each word 

as it is repeated on the record. 

17th Week SOUNDS FOR YOUNG READERS VOL. II (sh) 

1st day Play Record; 

Follow Up: 

Divide the children into small groups for 

repeating the rhyme "She sells sea shells at 

the seashore." 

2nd day 

Replay record; 

SOUNDS FOR YOUNG READERS VOL. II (st) 

Preparation; 
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The children will be asked to march. Prepare 

the children as to how to line up and v/hich 

direction to march. 

Play Record; 

Follow Up: 

Divide the children into at least four groups 

and use the follov/ing verse in a choral 

speaking manner. 

TIT-TAT-TOE 

Tit-tat-toe, 

My first go. 

Three jolly butcher boys 

all in a row; 

Stick one up, stick one dovm. 

Stick one in the old man's crown1 

Eggs, 

butter, 

bread. 

Stick, stock, stove! 

Stick him up, stick him down. 

Stick him in the old man's crowni 

3rd day SOUNDS FOR YOUNG READERS VOL. II (wh) 

Preparation; 

Instruct the children to have a piece of paper 

on their desk. 

play Record; 
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Follow Up; 

Have the children place the paper on their desk 

and use the following words to see whether or 

not the words have the wh blend. 

who which work word why 

would when 

where 

wi 11 what V'/he t he r 

18th Week BUNNY BIG EARS Band XXIII 

1st day 

- % 

2nd day 

Preparation: 

Write the names of each animal on the board. 

As each animal is guessed on the recording, 

cross his name off the list. (Lester -

Buster - Fuzzy - Caterpiller - Tilly the Filly) 

Play Record: 

Follow Up: 

Use the animal flash cards. Have the children 

show recognition of the animal by responding 

with the correct sound. 

BUNNY BIG EARS Band XXIV 

Play Record; 

1 9 t h Week SOUNDS FOR YOUINTG READERS VOL. I I (Vowels ) 

1st day Preparation: 

This lesson requires more preparation than any 

other previous section. Discussion and 
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interaction of teacher and students must be 

carefully planned. The teacher should v/rite 

the following exercise on the board before 

beginning. 

tip cap lid pot 

top cup lad pet 

bay 

boy 

tap led pit buy 

Ask the children to look at the first grouxD 

(tip, top, tap) to find out what is different 

in the three v/ords. As the children talk and 

question, attempt to elicit the difference of 

the medial vowel. After successfully discovering 

the medial vowel difference in the first group, 

move on through the succeeding groups. 

On a separate board and before playing the 

recording, write the follov/ing v/ords. These 

words will be used in the verses on the record. 

As the record is played, point to each word. 

When the children give the answer, circle the 

correct word. 

cat hut red 

caught hot rid 

cut hit rod 

Play Record; 

lug 

lag 

log 

top ham 

tap hum 

tip him 

2nd day Replay Record; 

Sounds for Young Readers Vol. II 
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20th V7eek SOUNDS FOR YOUÎ Ĝ READERS VOL. Ill (Introduction 

1st day 

2nd day 

3rd day 

to Vov/els) 

Preparation; 

Write the vowel letters on the board as they 

are repeated on the record. Point to the 

letters as each one is repeated. The children 

will need to stand for this activity. Prepara

tion should be made for standing quickly and 

cjuietly. 

Play Record; 

Follow Up: 

Replay record 

VO^^LS (a) 

Preparation; 

Write the vowels on the board so that you may 

point to each vowel as they are repeated on 

the record. When the recording introduces 

the word cap be sure to write it on the board. 

Also write each of the following wo.rds on the 

board as they are used. 

angry 

VOWELS (a) 

hat rat 

Preparation: 

Write the vowels on the board as they are 

named. Be ready to make the symbol for the 

long vowel sound on the board. Write the 
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following words on the board as they are repeated 

on the record. 

Amy ate cap€ lake 

Write the following words on the board to be 

used during the "pop up" game. The teacher 

should point to each v/ord as it is repeated 

during the game and place the long symbol or 

no symbol to denote the short sound above the a, 

sad acorns cakes rat acted 

baked lake 

Play Record; 

gate ate sat at 

21st Week VOWELS (e) 

1st day 

2nd day 

preparation; 

Be ready to write the word pet on the board. 

As the follov/ing v/ords are presented, v/rite 

them on the board. 

eggs met ever 

play Record; 

WOWEhS (e) 

Preparation: 

Be ready to v/rite the symbol for a long vowel 

sound on the board. Write the following words 

on the board for use in playing the "pop up" 

game. Be sure to point to the e in each v/ord 

as it is repeated. 



146 

Pete he eats mend hem she 

eels let bed seed ever fed 

The children will need to arrange the chairs so 

that they may stand and sit cjuickly and quietly 

The teacher should write the vov/el symbol 

above the e vov̂ el. This should be written 

after the children have decided on the sound. 

3rd day VOWELS (i) 

Preparation: 

Be prepared to v/rite the v/ord hid on the board, 

Write the following words on the board as they 

are presented on the record. 

is if lid 

4th day VOWELS (i) 

Preparation; 

1. Write the follov/ing "words on the board as 

they are presented on the record. 

ride slide tide 

2. Write the follov/ing v/ords on the board for 

use in playing the game on the record. 

in lid slide if it I 

tide ride hid bid tide is line 

For this game each child will need two cards. 

One card should be marked with a long vowel 

symbol and one should be blank to denote the 

short vov/el sound. When the v/ords are repeated 
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on the record, the children v/ill hold up one 

or the other of the cards to show that they 

hear the long or short sound of i. 

22nd Week VOWELS (o) 

1st day Preparation: 

2nd day 

3rd day 

1. Write the vowels on the board as they are 

reviewed on the record. 

2. Be ready to write rod on the board as it is 

presented. The following words should also be 

v/ritten on the board as they are presented. 

top cob 

VOWELS (o) 

rod 

Preparation: 

1. Be prepared to write rode on the board. When 

the following words are presented, write each on 

the board. 

go so toe 

2. Write the follov/ing \-/ords on the board. 

The children will need the long and short cards 

for the game. 

rode top 

hot so 

cot bow cob rod 

go know stop 

VOWELS (u) 

Preparation; 

/ 
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4th day 

Write the word cut on the board as it is 

presented on the record. Also write the 

following v/ords on the board as they are 

presented. 

cup up 

VOWELS (u) 

but 

Preparation: 

V7rite the word cute on the board as it is 

presented. Write the following v/ords as they 

are presented. 

pupil uses 

The following words will be used in the game. 

They should be written on the board so that 

the teacher may point to each one. 

cute pupil cut uses shut up 

but hut music 

The students will once more need the long and 

short cards. 

play Record; 

Follow Up; 

Play the vowel-consonant game. In this game 

the following group of letters is repeated. 

M O T R P S U Z B E A Q C F N 

Y T D I G O F S E L V X E C I 

O R W E J N C D K S L I U E T 
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The children should clap their hands v/hen they 

hear a vowel letter. 




