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Taylor, Pauline Elizabeth, A Survey of Selected Kinder-

garten Programs in Terms of Language Development. Doctor of 

Education (Elementary Education), August, 1971, 145 pp., 27 

tables,, bibliography, 81 titles. 

The purpose of this study was to survey the significant 

characteristics of language development programs in selected 

kindergartens. These findings were then compared to the 

recommendations of authorities in the field. 

Ten kindergartens which were in operation for the first 

year in Texas were used. These were observed using a devised 

observational checklist for 180 minutes. The teachers were 

also interviewed and completed a self-report questionnaire. 

The checklist was devised by researching the literature 

and by submitting the checklist to two panels of experts. 

Intra-observer reliability was obtained by use of the phi 

coefficient. 

The following are findings and conclusions of the study. 

The teachers all stressed the importance of language develop-

ment. They had a limited knowledge of how language was 

developed in five-year-olds. No curriculum guides were 

available for directing the language development process. 

The traditional classroom techniques for older children 

were used. Much large group work, no pupil-teacher planning, 

children listening rather than speaking, were observed. The 



higher levels of thinking and communicating were seldom ob-

served. Storytelling was observed in all classrooms, but 

the use of poetry was very limited. Much exeating and 

dramatizing was observed in the classrooms. Some valuable 

materials were not utilized. Those teachers who had taken 

courses in early childhood education planned their classroom 

more nearly to the recommendations of the authorities. 

On the basis of the findings of this study, the follow-

ing recommendations are made: 

1. Early childhood education courses should be required 

for kindergarten teachers. These should help the teachers 

develop a deeper understanding of the jeaxly childhood years 

and how to develop skills in these children. These courses 

should emphasize (a) the importance of oral language develop-

ment in young children, (b) the organization of an adequate 

language arts program for' five-year-olds, (c) the role of 

the teacher in a kindergarten program, (d) the uniqueness of 

a kindergarten developmental program, and (e) the content of 

a good language program and how to use this content, 

2. Those children with minority groups should be aware 

of their children's background and speech patterns before 

school begins. 

3. Some guideline for oral evaluation r>i children's 

language development should be utilized in kindergarten 

classrooms. 



4. Further development of the instrument to include 

other academic instructional areas would allow for evaluat-

ing the total kindergarten program. 

5. There should be curriculum guides available to the 

kindergarten teacher which state the goals and purposes, as 

well as provide a guide for the language arts program. 



CHAPTER I 

INTRODUCTION 

Effective communication is crucial in the lives of indi-

viduals. It is through speaking and listening in face-to-

face contact that people normally expedite the social and 

cultural exchange of ideas and practices. Because communi-

cation is so important, careful appraisal of current prac-

tices in teaching children to express their ideas with 

clarity, sensitivity, and conviction should ±>e made-

Kindergarten involves part of the critical period of 

the ripening of the speech centers, when the child most 

readily and rapidly advances in language development.. The 

child from two to six years learns a new language with a 

rapidity which utterly puts to shame the ability of an adult. 

Therefore, the general educational principle requiring that 

an instinct be put to use during its nascency bids educators 

to put into action those nerve centers used in oral expres-

sion. 

Most school and learning activities are conducted by 

means of language. Language can be thought of as a crucial 

ingredient in concept formation, problem-solving, and in the 

relating to and interpretation of the environment (15, 23).' 



It is likely that no other skill is more closely related to 

all learning than is oral language facility. 

Texas public school kindergartens have become a reality 

for educationally handicapped children as of 1970. Kinder-

garten, a crucial year for children's language development, 

is no longer unimportant to educators. 

Statement of the Problem 

The problem of this study was to determine how the pro-

grams of language development in selected kindergarten class-

rooms compare with the recommendations made :by authorities 

in the field of language development of kinder gar/ten-aged 

children. 

Purposes of the Study 

The purposes of this study were (1) to survey the sig-

nificant characteristics of teachers and programs which in-

fluence the language development of kindergarten children 

and (2) to analyze these programs in comparison with recom-

mendations made by the authorities regarding language 

development. 

Research Questions 

Knowledge about the following general areas of language 

development was - sought through teacher self-report and 

interview: (a) the teacher's attitude toward the importance 

of development of language in five-year-olds, (15) the 



teacher's general philosophy regarding what a good language 

program involves, (c) the goals in language development 

devised for that particular kindergarten classroom, (d) the 

problems that the teacher has observed during the year in 

regard to development of language in these kindergarten 

children, and (e) the evaluative techniques used to measure 

the quality and the spontaneity of oral language development 

in children. 

The answers to the following questions were sought 

through observation: 

1. What organizational patterns were used in the 

classroom? 

2. What was the nature of the situation in which the 

child was operating? 

3. What cognitive activities were being developed in 

the kindergarten children? 

4. What literature content was used? 

5. What communicative activities was the child engaged 

in during the day? 

6. What materials were being used and attended to by 

the child? 

Background and Significance 

The kindergarten program in language arts gives priority 

to oral language both immediately useful to a five-year-old 

and basic to future reading and writing. A good language 



development program in kindergarten helps the pupil speak 

and listen satisfactorily, builds a useful vocabulary in 

connection with his first-hand experiences, gives satisfying 

experiences with listening to reading, and creates or fur-

thers interest in language and reading (24). 

Early childhood education views language development as 

a primary goal (1, 8, 13, 25). As reported by the National 

Education Association, Deutsch discussed the growth of 

language ability in these words: 

Language is probably the most important area 
for the later development of conceptual systems. 
If a child is to develop the capabilities for • 
organizing and categorizing concepts, the avail-
ability of a wide range of appropriate vocabulary, 
of appropriate context relationships becomes 
essential. Sometimes the most productive train-
ing can be done in the third and fourth and fifth 
years of life in the language area (8, p. 43). 

It has been inferred that a child learns what he hears, 

and that the more language he hears the better his chances 

for developing facility with language, which in turn facili-

tates cognitive processes (3, 11). The school can do little 

or nothing to influence the child's language environment 

outside the school. But while the child is in school, cur-

riculum, teachers, and classrooms will affect the language 

development of that child. 

Curricular and instructional practices have consider-

able influence on a child's opportunities for oral language 

development. Specific oral language instruction is fre-

quently slighted in the schools, with a far greater 



proportion of time devoted to other language areas, particu-

larly reading instruction; yet there are many educators who 

stress oral language development before reading instruction 

begins (2, 13, 14, 16). Research strongly suggests that 

facility in oral expression, particularly vocabulary knowl-

edge and an understanding of sentence structure, is basic to 

the development of reading comprehension skill (9, 17, 18, 

21, 22, 26). Furthermore, if reading and writing programs 

are to become any better, renewed stress must be placed on 

listening and speaking curriculum practices (4, 20). 

The school further influences language development 

through the teacher. Not only is the teacher a "model" for 

vocabulary, sound, and grammar, she is also a stimulator and 

reinforcer of cognition (12). Thus the language models 

available appear to have a direct bearing on the quality of 

language developed (6, 25). Teachers need to know as much 

as possible about the language children use. They need 

guidance to understand what must be done to help children 

employ language as an asset, not a liability (12). Evidence 

is accumulating that teacher-child interaction in speech 

works in a number of ways to encourage both language and 

concept formation. Positive and constructive language pro-

duces integrative behavior on the part of children, while 

ineffective language may produce resistance or aggression 

(19, p. 307). Children need to be taught that language can 

open doors to or cut them off from respect and acceptance. 
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Present textbooks and courses of study offer teachers little 

help with any of this. Research is needed to provide them 

with new knowledge that will help them build wholesome and 

realistic attitudes toward children's language and what' 

needs to be done about it (20). 

A third factor influencing language development is the 

classroom atmosphere. The most important classroom factor 

retarding language development appears to be the absence of 

situations which stimulate talking. The frequency of the 

child's opportunity to participate verbally with adults 

affects the rate of language development (12) . Furthermore, 

research strongly supports the viewpoint that the quality of 

a child's early language environment is an important factor 

affecting the depth of his language (5, 7, 27). 

Knowledge which already exists in the area of oral 

language development needs to be reviewed, evaluated, and 

compiled. These research and theoretical developments have 

gone too long without a concerted effort to bring them to 

the schools and teachers (10, p. 16). 

Definition of Terms 

For the purpose of this study the following definitions 

were formulated for terms on the devised observational check-

list (see Appendix A): 



A. Organizational patterns 

Large group: one-half or more of the class 

Small group; from two to six pupils 

B. Cognitive Activities 

Naming: oral labeling of objects 

2* Describing: representing by words an incident, 

idea, or object 

3. Recalling: remembering and repeating materials 

heard before 

Sequencing: placing objects or events in 

correct order 

5. Classifying: grouping in classes which have 

systematic relations 

6. Interpreting: explaining in child's 'language 

ideas heard from another source 

7* Creating: stating or formulating original ideas 

C. Communicative Activities 

Relating information: single child talking to 

a group 

Planning: oral formulation of actions to be 

carried out 

3. Discussing: oral interchange of ideas on topics 

4. Dramatizing: acting in the role of a real or 

imaginary character or acting out literary 

selections 
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D. Materials 

1. Manipulative materials: those objects used by 

children in learning the processes for later 

reading. . For example: sequence charts, blocks, 

and puzzles. 

Media for creating: any materials used for the 

expression of original ideas. For example: 

pipe cleaners, scissors, clay, and crayons. 

3- Letters: manipulative alphabet 

Labels: symbols for names of things 

Limitations of the Study 

This study was limited to state-supported kindergarten 

programs in operation for the first year in the Dallas-Fort 

Worth area. This study limited its scope to language develop-

ment programs in ten kindergarten classrooms. 

Basic Assumptions 

It was assumed in this study that the teachers of the 

selected samples were generally representative of other mini-

mum foundation program kindergarten teachers in regard to 

professional credentials, training, types of experience, 

educational philosophy, and methods of instruction. 

It was assumed that the days on which the data were 

collected were typical in quantity and quality of the pro-

gram that is generally followed. 



Procedures for Collecting Data 

Permission to conduct the study was requested from the 

superintendents of three school systems. In these systems, 

permission was then requested from the principals of nine 

elementary schools which had first year kindergarten programs 

in operation. There was a total of ten state-supported 

kindergarten classrooms from which the data were collected. 

No attempt was made to select at random the schools or class-

rooms because new minimum foundation kindergarten programs 

were required to begin in every school district in Texas 

which had a minimum of sixteen children who met the language 

and economic qualifications of the program specifications. 

Classes were selected only where the minimum foundation pro-

gram was operating for the first year. 

On the first visit, the classroom was observed for an 

entire day, during which time the observational checklist on 

language development activities was tabulated. These mark-

ings were placed on key punch worksheets for computer tabu-

lation. 

A child was selected randomly and observed for a total 

of thirty one-minute periods, without his being aware that 

he was observed. The activity he engaged in during that 

minute was recorded on the observational checklist form. 

This checklist was tabulated during all activities except 

the rest period, recess, lunch periods, and bathroom breaks. 
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Random observation was achieved by selecting a name 

from a compilation of boys or girls enrolled in the class. 

An equal number of boys and girls was selected. Each 

selected name was replaced in the group so that a true 

randomization was obtained. If the same name was selected 

again, it was returned and another selection made. Each 

child was observed for a half-hour. 

Data on each classroom were obtained by observing six 

children for one thirty-minute period each. A total of 180 

one-minute observations was recorded in each classroom. 

Sixty children were included in the survey of ten classrooms. 

The teachers of the programs surveyed were not informed 

of the major focus of this study. They were asked if the 

day the observer planned to come would be typical of the 

usual classroom activities. If at any time it appeared that 

the program of the dciy was not a sample of a typical day in 

the kindergarten, the observation was discontinued and re-

sumed on another day. 

At the end of each day of observation a self-report 

questionnaire (Appendix B) was left with the teacher to be 

filled out. An appointment agreeable to the teacher was set 

up for a later interview (Appendix C). The self-report 

questionnaire was picked up at the interview. The interview 

was tape-recorded for future analysis. 
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Procedures for Analysis of Data 

After all the observational checklists were marked, 

computations were made at the Data Processing Center of 

North Texas State University. Both percentages and a quanti-

tative total were obtained for each category on the check-

list for the entire day's observation in one classroom. 

These values were placed in tables showing the recorded ob-

servations in every category for each classroom. 

Data obtained from the self-report questionnaires were 

reported for each teacher. The recorded interview with the 

classroom teacher was individually reported along with the 

questionnaire information and the table showing what took 

place in her classroom. 

A total for the group of ten classrooms was also ob-

tained. These totals were compared with authorities' recom-

mendations regarding what should be done in kindergarten 

classrooms to develop language. This comparison was made 

through a synthesis of the material. 

Description of the Instruments 

The primary data-gathering instrument for this study 

consisted of an observational checklist. This checklist was 

devised to survey the language development programs avail-

able to five-year-olds. The instrument was divided into the 

following categories: (1) organizational patterns, (2) nature 

of the situation, (3) cognitive activities, (4) literature 
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content, (5) communicative activities, and (6) materials-

There was a total of forty-seven items. These items were 

formulated after an examination of other observational tech-

niques and after researching authoritative suggestions re-

garding means of developing language in young children (1, 

8, 12, 13, 16, 23, 24, 25, 27). This compilation was then 

submitted to two panels of experts. One panel of three 

members consisted of observational experts. The other panel 

of five was made up of language arts and early childhood 

experts. 

The panel of observational experts evaluated the in-

strument on its feasibility for obtaining data through pupil 

observation. Each item was questioned on whether clear, 

behavioral terms were used to define each category'. If the 

definition was not clear to a member of the panel, revisions 

were made in the definition or the item was eliminated from 

the checklist. Each statement judged acceptable by a 

majority of the panel was included in the checklist.. 

The panel of language arts and early childhood experts 

evaluated each item on its relationship -to language develop-

ment in young childrem. All items were judged acceptable, 

unacceptable, or uncertain by each member. Only those items 

considered acceptable by a majority were kept.. Any cate-

gories that a majority suggested be added were included in 

the final checklist. 
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Intra-observer reliability was established for the ob-

servational checklist through the use of video tape. The 

checklist was completed on the first viewing of the tape. 

A period of two weeks was allowed to elapse before the tape 

was viewed and the checklist again completed. Using the phi 

coefficient a determination was made oil how reliable the 

observer was on judging the same set of activities.. A 

resultant intra-observer correlation af .81 was obtained. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

Although the literature related to language development 

in young children is very comprehensive, in this particular 

research the interest is specifically in language development 

programs for five-year-olds. The literature reviewed for 

this study was subdivided into four sections—"Introduction," 

"Development of Interests and Tastes," "Opportunities for 

Purposeful Communication," and "Skills that Bring Effective-

ness." Materials in each of these categories were reviewed 

in terms of curriculum and teacher emphasis. 

Introduction 

Through the communicative tools of talking, listening, 

reading, and writing, people convey ideas to each other. 

This is important for educators of young children because a 

child achieves a basic mastery of spoken language during the 

years from two to eight (1, 32). From the time he begins to 

make two-word sentences, a child is systematic, regular and 

productive in his language. The earlier a child can acquire 

facility in linguistic expressions, the sooner he is free to 

reap the benefits of the use of this valuable tool in all 

his social and intellectual pursuits. Bellugi states that 

the child can analyze regularities in the language, segment 

17 
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novel utterances into their component parts, and invent new 

combinations at various levels of development (5, p. 34). 

Thus his vocabulary continually increases and additional 

skills in the use of sentences are acquired regularly. 

Even the very casual observer of a young child is able 

to see the role that language plays in the child's life. It 
i 

is through language that the child is able to establish and 

to maintain social contacts. McCarthy (33) suggests that 

language serves the child in seeking information and also in 

understanding what others tell him in response to his ques-

tions. Through language he helps those about him understand 

his needs and wants. According to Lambert (26), as the 

child becomes increasingly more proficient in handling lan-

guage, he uses it to help organize his thinking. 

Thus the kindergartner, when he enters school, has 

already spent several years developing language skills for 

good or ill, depending upon his own abilities and the lan-

guage environment in which he has done his learning. At 

about, age five it becomes the problem of the school to im-

prove and extend the language of the child. 

The school's responsibilities in overall language 

development may be divided first into curriculum development 

and second into teacher competencies. Considering past 

curriculum development, the schools must recognize the in-

adequacies with which the child comes to school. Schools 

have been inadequately prepared for economically and 
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educationally disadvantaged young children and the resultant 

consequence has been failure for these children. Hunt (24) 

has contended that the large proportion of "failures does not 

result from inferior innate resources. Deutsch and Brown 

(14) found that when socioeconomic status was controlled, 

children with some preschool experience have significantly 

higher intelligence scores at the fifth grade than do chil-

dren with no preschool experience. 

According to Lambert (26), these inadequately prepared 

children are a result of limited environments which struc-

tured their command of the language. Thus -she supports the 

introduction of a language-centered curriculum with increased 

emphasis on oral language especially for young children-, 

because talking is a young child's normal mode of 'communica-

tion. 

Crosby (12) contends' that a curriculum based solely on 

subject, child, or experience alone has limited potential 

whereas a language-centered curriculum structured within the 

context of the local school, the children and their families, 

community expectations and aspirations, professional staff,T 

and school organization will benefit all children. She 

listed the following statements about language in which 

language development is the common denominator :of personal* 

social, and intellectual development: 

Language and personality are so intimately inter-
woven that it is impossible to separate them. 
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Language is a chief means of self-discovery. 
Your language is you. 

Language and skill in human relations are inter-
dependent. Language is human relations in action. 

Language and intellectual development are one. 
Language is communication of ideas and feelings. 
Language is the means by which a child relates 
to past, present., and future. Language is the 
medium through which he draws upon all of the 
subjects or disciplines in the curriculum to 
grow in knowledge of self, of others, and of the 
world in which he lives (12, p. 42). 

The second aspect of the school's concern, teacher ade-

quacies, is considered. Certain facts are often overlooked 

by teachers who view language as static and separate from 

the child's social and intellectual development. For 

example, Carroll reports that variations in language use are 

related principally to geography and to socioeconomic status 

and occupation, with the kind of language a child learns 

likely to resemble that of his parents (11, p. 659). Another 

factor basic to adequate guidance from teachers is that 

teachers understand the contribution of the oral language to 

the development of the whole child (9). Strickland states 

that "expression is essential to mental health and wholesome 

intellectual development" (48, p. 113). Lewis emphasizes 

communication in the following quotation: 

No doubt a child's cognitive development 
owes something to his individual characteristics: 
something, no doubt, to the maturation of his 
latent potentialities; to his immediate and 
direct experience of his world, to a sharpened 
awareness of its possibilities. But above all 
his cognitive powers are awakened and developed 
by his life with others—his contemporaries and 
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structure and his teacher within this situation. First 

consideration will be given to environment resultant from 

the program structure. Karplus has said, "The function of 

education is to guide children's development by providing 

them with particularly informative and suggestive experiences 

as a base for their abstractions" (25, p. 18). On the basis 

of this statement an essential for an effective language 

program with young children is a rich and challenging en-

vironment to wonder about/ to discover for themselves, and 

talk about among themselves. Smith (44) and Lambert (26) 

describe this environment as one which includes a wide 

variety of materials—to manipulate, experiment, construct 

and play with, to look at, to listen to, feel, touch, taste, 

and smell—all will contribute to the child's ability to 

talk on a variety of materials. McCarthy (32) indicated 

that several studies have shown that an environment which 

broadens a child's experience is also likely to increase his 

vocabulary. Children cannot express themselves well about 

things until they have had sufficient first-hand or vicarious 

experiences to provide them with thoughts that need express-

ing (21, 27). 

Two research articles pertinent to development of inter-

ests placed children in special programs. To compensate for 

the meager language environment of a group of orphanage chil-

dren who had few conversations with adults and little experi-

ence outside the orphanage grounds, Dawe (14) instituted a 
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program which included the following types of training: 

(1) training in understanding words and concepts, (2) look-

ing at and discussing pictures, (3) listening to poems and 

stories, and (4) going on short excursions. Emphasis was 

not placed on stuffing children with words but on real com-

prehension of the words and concepts. Special care was taken 

to see that no direct coaching on test items was included in 

the training program. At the end of the draining period, 

about fifty hours, the experimental group had made signifi-

cantly greater gains in vocabulary about home living and 

general science information than the control group which had 

no special training. Readiness for reading was significantly 

better, and intelligence had increased significantly. 

The second study was conducted by the University of 

Kansas to test the effects of a compensatory language 

development program on a group of Head Start children. Such 

a program was administered to thirteen children enrolled in 

Head Start classes. For five months, dailly "sessions of 

approximately twenty minutes were held with small groups of 

three to five children. This program was an enrichment of 

background through development of concrete ideas based on 

real experiences. These children, plus a similar group not 

receiving the special language program, wexe tested prior to 

and following the program. Although few differences were 

shown between gains of the experimental and the control group 

in total language age scores, significant differences were 
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found on two subtests of the ITPA. These were the vocal en-

coding and the auditory-vocal automatic in which the experi-

mental group scored higher. Only a small difference was 

shown between gains made by the two groups on the Peabody 

Picture Vocabulary Test. The children within the groups 

varied widely on all tests given, emphasizing the need for 

an even more individualized program than was administered 

during this project (7). 

The second consideration is what role the teacher is to 

play in an experienced based language curriculum. Teachers 

should understand their places in the development of inter-

ests and tastes in young children. The interesting study by 

Haggerty (20) of the effects of hospital isolation suggests 

that a teacher might simply "care for" a child in school 

without much greater attention to language and personality 

needs than might occur in a hospital. Haggerty stated that 

early and prolonged hospitalization can damage personality 

integration and lead to inhibitions in talking. His data 

were gathered over a period of five years on 100 seventh-

grade children who had spent prolonged periods in hospitals 

and similar institutions. McCarthy's (32) review further 

supports deficiencies in speech sounds, vocabulary, and 

language organization of children reared in institutional, 

orphanage, or hospital environments. These studies indicate, 

then, that one important source of stimulation for develop-

ing interests is the group experiences offered to the kinder-

garten child. 
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Swift (49, p. 249) speaks of the teacher as the most 

important single factor in determining the nature of the 

child's experience. Not only are the specific methods the 

ueacher uses important, but also the degree of support she 

gives the child in the pursuit of his interests and in the 

goals and values stressed. Crosby emphasizes the experience-

approach created by the teacher. 

As a theory, the experience curriculum cannot 
be killed off, despite persistent efforts, for 
the children themselves like it. It is in-
herently a fact of life itself, for we become 
what we experience. This means that whatever 
the teacher thinks he is teaching, each child 
will take what has meaning for him and incor-
porate it into new concepts or will deepen and 
widen concepts already built (12, p. 30). 

Strickland (48) also stresses the resources often overlooked 

by many teachers are one of the most potent resources; the 

children he teaches. 

After a child enters school, the curriculum and the 

teaching staff are highly influential in determining the ex-

tent to which language privations due to early environment 

persist or whether the experiences of the school help the 

pupil overcome his early handicaps. 

Opportunities for Purposeful Communication 

One concern to kindergarten curriculum developers is 

that language development is basically related to the amount 

of high-level verbal interaction inherent in kindergarten 
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classrooms. Pertinent research concerning the lower class 

reflects this need. 

In a language analysis by social class, Bernstein (4),, 

an English sociologist, has pointed out that the lower class 

generally uses informal language mainly to convey concrete 

needs and immediate consequences, but that middle-class 

usage tends to be more formal and to emphasize the relating 

concepts. The absence of well-structured routine and activi-

ty in the home is reflected in the difficulty that the lower 

class child has in structuring language. The implication of 

these findings for curriculum in the kindergarten and nursery 

school may be that these children should be offered a great 

deal of verbalized routine and regulation, so that positive 

expectations can be established in the child and met. 

The research does show some interesting disagreement 

concerning the vocabularies of disadvantaged children. Shuy 

(43, p. 117) reports that teachers hold the erroneous con-

cept that because disadvantaged children lack school vocabu-

lary they also lack overall vocabulary. Contradicting Shuy's 

assertion that the disadvantaged students do not Hack gen-

eral vocabulary is research by Figurel (17) and Loban (3D).. 

Figurel, in comparing culturally disadvantaged students' 

vocabularies with estimates from the Thorndikes' word list., 

showed the students below the Thorndike estimates at all. 

grade levels included in the study. Loban suggests that the 

disadvantaged were inferior on "language fluency measures" 
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reported in his eight-year longitudinal study. One measure 

used to determine "language fluency" was the extent of the 

student's vocabulary. Possibly, the difference in viewpoints 

of these writers is a difference in research methodology. 

Shuy hints at this when he states, "The notion that children 
! 

in disadvantaged homes are products of language deprivation 
i 

seems to mean only that the investigators proved to be such 

a cultural barrier to the interviewee that informants were 

too frightened and awed to talk freely, or that the investi-

gators simply asked the wrong question" (43, p. 130). 

Hechinger (22) reported on an analysis of expressive and re-

ceptive language data on samples of middle and lower class 

children at the first and fifth grade levels. He found 

indications that the lower class child has more expressive 

language ability than is generally recognized or than 

emerges in the classroom. The main differences between the 

social classes seem to lie in the level of syntactical orga-

nization. This again suggests a vital area to be included in 

any preschool enrichment program: training in the use of 

word sequences to relate and unify thinking. 

Whatever vocabulary the five-year-old brings to school, 

Peterson (39) states that language power grows in direct re-

lationship to the child's opportunities for verbal first-

hand experiences. Furthermore, several sources attest that 

many opportunities for individual and group conversations 

about common experiences contribute to the child's ability 
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to talk more freely (26, 44, 48). Mukerji and Robison (37) 

reported in their study that teaching strategies to foster 

language growth were provided for through free play, struc-

tured episodes, and individual teacher-child and small group 

interaction. Children were stimulated toward language growth 

in their free play as they drew upon interesting concrete 

experiences for new ideas, fresh information, and satisfying 

content for their play. The teacher helped to stabilize word 

meanings and new vocabulary in her discussions with children, 

in the distinctive props provided for play, in her comments 

and evaluations after the play period, and in the structured 

experiences which served to support and advance language 

progress made in free play. 

Even in a challenging environment with guidance and 

first-hand experiences, different situations -result in dif-

ferent levels of verbal interaction. A study by Van Alstyne 

(51) found that more than half the time preschool children 

tended not to talk to other children while working with play 

materials. Certain materials appeared to have considerably 

more "conversation value" than others. Doll .play, blocksT 

crayon, and clay ranked high for percentage of time that 

their use was accompanied by conversation, whereas painting, 

scissors, and books were low in conversation vailue.. It is 

interesting to note in view of the differences shown that the 

doll-corner activities and dishes, which are typical girls' 

activities, were among the highest in -conversation value. 
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It might be concluded that certain differences in language 

are due to the effect of the situation, but it must also be 

remembered that certain situations may attract children of 

different levels of language developments. McCarthy's (33) 

results bring out a clear-cut difference, indicating a more 

rapdid development among girls and earlier language develop-

ment among the children of the upper socioeconomic classes. 

In another study similar to Van Alstyne's, Smith (45) 

found that children were using longer sentences and more ad-

vanced patterns of language when they conversed with an adult 

than in conversation with other children. Deutsch -(16) has 

also suggested that differences in verbal usage are directly 

attributable to the level of interaction of the child with 

the adult, and at five years of age, to a lesser extent, with 

peers. Hockett (2 3) suggests that older children are the 

most important environmental force in shaping the younger 

child's speech habits. 

These studies and authorities agree that language arts 

experiences should be directed toward helping children 

achieve greater language maturity. As the child begins to 

make all experiences a part of himself, they will govern his 

behavior. Therefore, the teacher should skillfully interpret 

how the child perceives or feels about the experience. The 

greater the teacher's ability to identify with the children, 

to project herself into them, to appreciate their feelings, 

the better will be her understanding of how they will react. 
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And her ability to plan language activities with and for 

children will increase proportionately as she comes to 

understand the under-the-skin-world of the child which is 

his true inner being (42, p. 68). Therefore a sound language 

training program requires the creation of a rich, individual-

ized language environment, where words are repeatedly placed 

in a meaningful context, and where the child is allowed 

multiple opportunities for expressive language demonstrations 

(2, 21, 27). The verbal interaction among children in a 

nursery school or kindergarten is largely determined by the 

climate for conversation created by the teacher in charge, 

how much she values and encourages conversation and creates 

opportunities for it (21, 48). 

Children present an interesting challenge to adults 

working with them. It has been found that children often 

have a much greater language capability and knowledge of 

language than is ever evident in a school situation with an 

adult present. Through experimental techniques, records of 

the language of a child with no adult present have shown an 

amazing richness of language (11, p. 689)'. To stimulate this 

language so it will be available to the child in a school 

situation with an adult present is a challenge to a care-

fully planned enrichment program. 

In education in the British Isles, where imaginative 

power has recently been emphasized more than in American edu-

cation, drama is frequently used to foster growth in oral 
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language. Whitehead notes that through drama pupils "extend 

the range, fluency, and effectiveness of their speech; under 

the stimulus of an imagined situation words move from a 

passive recognition vocabulary into active use" (53, p. 66). 

Stress is also placed on the atmosphere of the class-

room. This atmosphere not only must allow talking, it should 

actively stimulate it. Three elements in a classroom can 

help communication skills mature with reasonable speed. 

These are the visible physical setting, the invisible social-

psychological environment, and the influential inner climate 

of the child (39). Montessori (35) tells of children of 

three and four who had not spoken when they entered her 

school. "But, thanks to the freedom they found, and to the 

stimuli of their surroundings, they showed suddenly that they 

could have talked all the time" (35, p. 91). The importance 

of the physical environment is stressed by Smith (44), who 

also emphasizes adult example and assistance and a social 

setting for language practice. The atmosphere created by all 

these things presupposes a good relationship among children 

and between the teacher and the group (26) . Shane and 

others (42) place a great deal of significance on the psy-

chological climate conducive to language development: 

This climate may be thought of as one related 
to the spirit or the quality of teacher-pupil 
relationships. The good climate provided by 
the teacher and reflected by her attitudes is 
one in which for example: 

An inquiring mind is encouraged, 
Children are treated with respect, 
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Mistakes are met with sympathy rather than 
derision, 

Children are accepted for what they are 
rather than for what they can do at a given time 
in their development (42, p. 66). 

Teachers who know children will provide opportunities 

for much action in the language program for five-year-olds. 

These children are primarily "men of action," hence there 

must be provision for much motor activity, dramatic play, 

building of all kinds, excursions interspersed with the 

quieter activities of listening, discussing, or planning 

group activities (26). While these language development ac-

tivities are used, the teacher must be familiar enough with 

the normative data of language to pick up from the child's 

speech cues to his thinking and "feed back" encouragement to 

develop the next step of language and thought. This never-

ending process proceeds informally between the teacher and 

the child, accomplished through questions, comments, and 

"playing around" with words and ideas (15). 

In addition, of course, are the familiar, more formal 

avenues of information giving and getting. For example, when 

children are experimenting with magnets, the teacher will 

not tell them which objects a magnet will attract or draw to 

itself; he will encourage the children to discover this for 

themselves. Next, he will help the children state their own 

findings, knowing that when the relationship between two 

concepts is expressed as a generalization the children, on a 

simple level, are engaging in the highest form of thinking (12). 
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The teacher, too, will not "talk down" to the children. He 

knows that children can learn the precise terms associated 

with an experience, just as easily as they can learn the in-

correct terms (21). 

In summary, Strickland lists several guidelines for 

teachers: 

The teacher is firm rather than harsh with 
respect to reasonable standards of behavior and 
achievement. 

The teacher is warm and friendly rather 
than sentimental or too familiar in relation-
ships with children. 

Premature pressure for unreasonable achieve-
ment is not placed on children because the teacher 
takes a shallow satisfaction in having the class 
above grade level in language arts skills. 

The children are continually learning from 
the teacher through his example as well as through 
his precepts—by what he does as well as what he 
says (48, p. 156). 

Skills that Bring Effectiveness 

Language is probably the most important area for the 

later development of conceptual systems. The ability to 

organize and categorize concepts depends upon knowing words 

and their meanings and having the ability to use these words 

in various relationships. Sometimes the most productive 

language training can be done in the third, fourth, and fifth 

years of life (18). The more direct role of parents in 

teaching vocabulary is reflected in the results of Susan 

Stodolsky's (47) doctoral research. Her subjects were fifty-

six Negro families in Chicago. Using data already available 

on vocabulary level and teaching styles of the mothers. 
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Stodolsky administered the Peabody Picture Vocabulary Test 

to the children. She then correlated the children's scores 

with a selected set of maternal variables and obtained a 

multiple correlation of .68. The best single predictor of 

the PPVT scores was the mother's vocabulary score on the 

WAIS. The material teaching variables which added most to 

the prediction equation were amount of reinforcement and a 

"discrimination index" which measured the extent to which 

the mother isolated direct statements to the child. 

Tomlinson (50) feels that lower-class children often 

come to school lacking some of the basic skills in language 

possessed by the middle-class child. Children must be able 

to translate their experiences into symbolic form, that is, 

language, in order to deal with those things which are re-

mote in time or space or somehow not physically present, 

according to Bruner (6, p. 13). The fact that the child is 

lacking in skills adds to his insecurity and lowers his 

chances for success in schools that are largely oriented to 

middle-class values. Because culturally deprived pre-

schoolers' language skills are grossly inadequate for present 

preschool curricula, preschools and elementary schools should 

first focus on teaching language development and pre-reading 

skills, and then on reading, writing, and arithmetic (13). 

Karplus further states that children must be provided 

with a background of information that permits them to 

interpret and to integrate information into meaningful 
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generalizations (25, p. 81). Today's children do need to 

possess added agility in coping with ideas. This groundwork 

for thinking must begin in the early years (52). Translating 

their experiences and understandings, that is their concepts, 

into language helps children carry forward their thinking 

processes and terminate the thought sequence in a successful 

or rewarded overt response, according to Carroll (10). 

The skill of memory training is really an adult-child 

kind of interaction. It is the ability of adults to refer 

the child to the past and to demonstrate or show him things 

in the past that have relevance in the present or the future 

(6). This interaction depends largely on language training. 

If the child has not had sufficient language use, or if 

language is not a major element within the adult-child 

interaction, there will be some level of retardation in the 

development of memory systems (11). Here, too, specific and 

detailed programming by educators in the nursery and kinder-

garten can play an important role. The child must have in-

dividual opportunities to relate to adults, and the stimuli 

presented to him must be in accordance with his own develop-

ment and history (18). 

Three specific studies have dealt with the skills of 

young children. The first was conducted by Lehman (28), who 

in her doctoral dissertation, studied the vocabulary, listen-

ing, speaking, and pre-reading skills of one class of children 

during the kindergarten year. Twenty-one children were tested 
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individually three times during the year and characteristics 

of group performance identified on these measures: Peabody 

Picture Vocabulary, Detroit Verbal Opposites, Detroit Audi-

tory Attention Span, Listening Comprehension, Picture Stories, 

Letter Knowledge, and Word Learning. The relationship of 

the language measures to total performance was examined in 

the profiles; intercorrelations for total language perfor-

mance and the nine measures were obtained. 

During the study this kindergarten group with high-

average intelligence made statistically significant gains 

in hearing vocabulary, verbal opposites, auditory attention 

span, listening comprehension, and letter knowledge. Although 

individual profiles revealed much inter-test variability, 

the profiles served to identify high and low performers on 

the group of language measures. Parental expectations, 

personality factors and richness of language experiences 

were clearly reflected in the language of individuals; but 

similarity of home environments prevented an identification 

of single factors that could account for quality of perfor-

mance. In her conclusions Lehman states that "the case 

studies revealed that these children had extremely individ-

ualistic patterns of language strength and weaknesses" (28, 

p. 4268-A). 

The second study conducted by Milner (34) was a com-

parison of children who were high in verbal ability and high 

in reading skill, and of children who were low in both areas. 
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In the kind of observations that one would like to see made 

also in preschool settings, she points out in regard to home 

differences that there appears to be a radically different 

atmosphere around the meal-table from a child's point of 

view for the high scorers than for the low scorers. The 

following quotation describes the differences: 

More frequently for the high scorers, mealtime 
at home particularly the first meal in the day 
serves as a focus for the total family inter-
action. Further this interaction seems to be 
positive and permissive in emotional terms for 
these children, and has a high verbal content. 
That is, the child is talked to by adults with 
mature speech patterns and talks back to the 
adults. The opposite situation apparently 
exists for the low scorers. There were, in 
fact, indications in responses of some of their 
mothers that they actively discourage or pro-
hibit the children's chatter and refuse to en-
gage them in conversation during the meals. . . . 
To what extent the apparently more limited op-
portunities for low scorers to interact 
verbally with personally important adults has 
contributed to a low degree of verbal skill is 
unknown (34, p. 101). 

Two studies present significant information regarding 

information on socioeconomic levels and language skills. 

Yonemura (54) conducted a study to investigate the ability 

of nursery and kindergarten children of low socioeconomic 

backgrounds to learn, through a specially devised language 

program, certain standard American English grammatical 

structures. These include usage of "is" and "'s"; standard 

word order after a "wh—," question marked words, such as 

"who," "why," and "where"; standard usage of "his," "her," 

and "their" and use of complex and compound utterances. 
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A group of ten children between the ages of three and five 

years was selected from an .institutional setting for the 

exploratory group. 

The specially devised language program consisted of 

puppet plays, language exercises, special stories and slides, 

and cooking experiences, all of which offered practice in 

the grammatical studies being taught as part of the study. 

The program was evaluated qualitatively by means of anecdotal 

and running records. Language utterances were collected in 

three different situations: in free play in the classroom, 

in a teacher-directed lesson, and in a tape recorded inter-

view between a teacher and one or two children. Each of 

these corpora was analyzed for its degree of usage of the 

grammatical structures being taught. 

The exploratory group made gains in the spring that 

were significant at the 1 percent level of confidence in the 

following situations of the categories being taught: in the 

taped situation for the "is" and '"s" category; in the 

teacher-directed situation for the "wh—" question marker 

category and for the complexity of utterances category? and 

in the free play situation in the "wh—" question marker 

category. This was the only evidence of carry-over in the 

free play situation. The finding of this study seemed to 

indicate that certain grammatical structures could be taught 

to young children from low socioeconomic backgrounds. 
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Jack Avery (3) conducted a study using selected groups 

of lower and higher socioeconomic classes of children. The 

purposes of the study were threefold: (1) to discover 

whether special periods of oral language practice based on 

structured, vicarious or direct experiences result in im-

provement of the oral language facility of kindergarten pre-

reading children; (2) to determine the effect of the experi-

mental methodology on children drawn from differing socio-

economic communities; and (3) to study the relationship of 

certain reading readiness instruments and certain measures 

of language facility. 

Avery found that of eight language categories the 

children in the higher socioeconomic school did not improve 

significantly. However, in the lower socioeconomic school, 

three of the eight categories did improve significantly at 

the .05 level. These categories were vocabulary development, 

word usage, and sentence structure. The results of this 

study suggest a move toward carefully structured language 

sessions based on meaningful experience for children from 

the disadvantaged home. It is implied that children from 

upper socioeconomic homes bring to school a wealth of verbal 

ability, while children from lower socioeconomic homes re-

quire further development of verbal skills before reading 

instruction. 

The third study conducted in a kindergarten in a New 

York City "special school" was undertaken by Mukerji and 
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Robison to develop guidelines and teaching strategies for 

language growth of a class of five-year-olds. Language was 

conceived in its dual role as social communication as well 

as an .indispensable tool for conceptualization. Language 

emphasis became an integral part and function of the total 

curriculum, a considerable part of which was newly conceived 

for the study. All teaching strategies developed in the 

study to further language growth began with stimulating ex-

periences and intense personal involvement of the children 

(37). Programs that feature responsive environment tech-

niques have been developed by 0. K. Moore (36). Directed 

emphasis is on pupils' language growth. This growth is 

structured by the pre-schooler's self-initiated oral dicta-

tion. As pupils speak, these spontaneous oral responses are 

taped. Fragmentary oral language patterns are transcribed, 

typed for individual pupils, and may serve as reading readi-

ness materials. Another facet of this program involves use 

of a talking typewriter that lends to observation of pupil 

behavior while a basic sight vocabulary is presented in a 

computer programmed fashion. 

The teacher who functions in a kindergarten must be 

aware of what the child brings to school as well as how to 

extend the child's language. Carroll (11) found that young 

children use all parts of speech and speak in simple, com-

pound, and complex sentences. These structures are used to 

influence others (32) and are used to show others that they 
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are thinking in terms of values (8). Since the child becomes 

more self-confident as his vocabulary grows, he needs oppor-

tunities to practice newly acquired and developing abilities 

(47). Peterson (39) stresses that these abilities grow as 

the child is helped to see things around him and is given the 

opportunity to talk to someone about them. If this person 

is the teacher, she should encourage language which gives 

evidence of imagination, fluency, and expression. Headley 

(21) emphasizes that the teacher should also strive to 

develop spontaneity of expression in the children with whom 

she is associated. 

Teachers must understand that experiences alone do not 

build vocabulary. Vocabulary building is associated with 

conceptual learning (38). Experiences should be provided 

specifically to build ideas upon which to base concepts (48). 

The teacher should be a language model for her students. 

Much of their learning comes from imitating her. Marcus (31) 

reported that teachers of lower-class children in her project 

used non-standard English while instructing children. She 

found also that lower-class children had difficulty in under-

standing questions stated in standard English. One conclu-

sion drawn by Marcus was " . . . without exception, that 

teachers of the lower-class children serve as poor language 

models" (31, p. 35). In a preschool language project, records 

were made of the language used by a variety of kindergarten 

teachers. Teachers in schools drawing upon different types 



42 

of populations were sampled, and the Flanders system for 

analyzing teacher speech was used. According to this analy-

sis, some slight indication was found that teachers working 

with children in poor neighborhoods are apt to be more direc-

tive in their teaching. They make more statements of fact 

and ask more specific questions compared to teachers with 

advantaged children (46). The verbal interaction between 

teacher and child has not been accomplished equally well. 

Prescott and others (40) and Reichenberg-Hackett (41) both 

found widely divergent verbal behavior on the part of 

teachers in day care. 

Guidance is an important factor in language development. 

The teacher, as an integral part of this development, in-

fluences language growth. 

The kindergartner enters school after developing lan-

guage for several years. The school must develop the curricu-

lum to meet this child's needs. The teacher has the respon-

sibility to build on the child's potential. Research shows 

vocabulary in specific areas can be increased through an 

enriched environment. Total language scores are difficult 

to increase although concentration on language development 

has been shown to increase scores on parts of standardized 

tests. 

Emphasis on opportunities for children to communicate 

orally is stressed frequently by various authorities. Re-

search has shown some situations to stimulate language 



43 

development more than others. The language model available 

to the child and the manner in which this person encourages 

verbal interaction has been found to be important. 

The highly individualistic development of children has 

limited the generalizations made by research in the develop-

ment of skills. Several studies indicate growth when case 

studies or anecdotal records are kept throughout the 

language-emphasized programs. 

The literature has rich implications for this present 

study utilizing a child-observation approach. It is sug-

gested in the literature that much research is needed on the 

language development of children. 



CHAPTER BIBLIOGRAPHY 

1. Anderson, J. E.f "Principles of Growth and Maturity in 
Language," Elementary English Review, XVIII 
(November, 1941), 250-254, 277. 

2. Auleta, Michael S., "Exposure, Expansion, Exploration," 
Foundations of Early Childhood Education: Readings, 
Western New York Kindergarten Planning Committee, 
New York, Random House, 1969, pp. 167-172. 

3. Avery, Jack, "The Relationship of Directed Verbal Prac-
tice and Language Facility in Kindergarten Chil-
dren," Dissertation Abstracts, XXVII (1966), 2438A. 

4. Bernstein, Basil, "Language and Social Class," British 
Journal of Sociology, XI (September, 1960), 271-276. 

5. Bellugi, Ursula, "Learning the Language," Psychology 
Today, VIII (December, 1970), 32-35, 66. 

6. Bruner, Jerome S., "The Course of Cognitive Growth," 
American Psychologist, XIX (January, 1964), 10-15. 

7. Byrne, M. C., Effects of a Language Program on Children 
in a Head Start Nursery, Lawrence, Kansas, Head 
Start Evaluation and Research Center, University of 
Kansas, 1967. 

8. Carrithers, Lura M., "A Study of Dimensional Orienta-
tion as Evidenced Through the Speech of Children 
in Nursery School, Kindergarten, First and Second 
Grades," Journal of Educational Research, XLIX 
(April, 1956), 625-628. 

• 9. , Communication in the Elementary 
School, Oshkosh, Wisconsin, Wisconsin Council of 
Teachers of English, Inc., Wisconsin State Univer-
sity, 196 4. 

10. Carroll, John B., Language and Thought, Englewood 
Cliffs, New Jersey, Prentice-Hall, 1964. 

11. , "Language Development," Encyclopedia 
of Educational Research, edited by Chester W. 
Harris, New York, The Macmillan Company, 1960. 

44 



45 

12. Crosby, Muriel, "Discovering the Art of the Language 
Arts," The Promise of English, Champaign, Illinois, 
National Council of Teachers of English Distin-
guished Lectures, 1970. 

13. Cohen, S. Alan, Teach Them All to Read: Theory, Methods, 
and Materials for Teaching the Disadvantaged, New 
York, Random House, 1969. 

14. Dawe, Helen C., "A Study of the Effect of an Educational 
Program Upon Language Development and Related 
Mental Functions in Young Children," Journal of 
Exceptional Education, XI (March, 1942), 200-209. 

15. Department of Elementary-Kindergarten-Nursery Education, 
Values in Early Childhood Education, Washington, 
D.C., National Education Association, 1965. 

16. Deutsch, Martin, "Facilitating Development in the Pre-
school Child: Social and Psychological Perspec-
tives ," Merrill-Palmer Quarterly of Behavior and 
Development, X (July, 1964), 98-104. 

17. Figurel, J. A., "Limitations in the Vocabulary of Dis-
advantaged Children: A Cause of Poor Reading," 
Improvement of Reading through Classroom Practice, 
Newark, Delaware, International Reading Association, 
1964. 

18. Frost, James L. and Glenn L. Kawkes, The Disadvantaged 
Child, Issues and Innovations, Dallas, Houghton 
Mifflin Company, 1966. 

19. Gage, Nathaniel L., editor, Handbook of Research on 
Teaching, Chicago, Rand McNally and Company, 1963. 

20. Haggerty, Arthur D., "The Effects of Long-Term Hospital-
ization or Institutionalization- Upon the Language 
Development of Children," The Journal of Genetic 
Psychology, XCIV (May, 1959), 305-309. 

21. Headley, Neith E., Foster and Headley's Education in 
the Kindergarten, New York, American Book Company, 
1966. 

22. Hechinger, Fred M., editor, Preschool Education Today, 
New Approaches to Teaching Three-, Four-, and Five-
Year-Olds, Garden City, New York, Doubleday and 
Company, Inc., 1966. 



46 

23. Hockett, Charles F., "Age Grading and Linguistic Con-
tinuity," Language, XXVI (May, 1950), 449-457. 

24. Hunt, J. McVicker, "The Implications of Changing Ideas 
on How Children Develop Intellectually," Children, 
XI (May-June, 1964), 83-91. 

25. Karplus, Robert, "One Physicist Looks at Science Educa-
tion," Intellectual Development: Another Look, 
edited by Harry A. Passou and Robert R. Leeper, 
Washington, D.C., Association for Supervision and 
Curriculum Development, 1964. 

26. Lambert, Hazel M., Early Childhood Education, Boston, 
Allyn and Bacon, Inc., 1960. 

27. Leeper, Sarah Hammond, Ruth J. Dales, Dora Sikes Skipper, 
Ralph L. Witherspoon, Good Schools for Young Chil-
dren, London, The Macmillan Company, 1968. 

28. Lehman, Esther Kendig, "A Study of Certain Language 
Skills of Kindergarten Children," Dissertation 
Abstracts, XXVI (1966), 4168A. 

29. Lewis, M. M., Language, Thought and Personality in In-
fancy and Childhood, London, George C. Harrap and 
Co. Ltd., 1963. 

30. Loban, W. D., The Language of Elementary School Chil-
dren, Champaign, Illinois, National Council of 
Teachers of English, 1963. 

31. Marcus, M., "Why Can't They Understand," Reading News-
report, III (April, 1969), 33-35. 

32. McCarthy, Dorothea, "Language Development in Children," 
Manual of Child Psychology, edited by Leonard 
Carmichael, New York, John Wiley and Sons, Inc., 
1954. 

33. , The Language Development of the Pre-
school Child, Minneapolis, The University of Minne-
sota Press, 1930. 

34. Milner, W., "Study of the Relationship Between Reading 
Readiness in Grade One School Children and Pattern 
of Parent-Child Interaction," Child Development, 
XXII (June, 1951), 95-112. 



47 

35. Montessori, Maria, The Absorbent Mind, translated from 
Italian by Claude A. Claremont, India, The 
Theosophical Publishing House, 1964. 

36. Moore, 0. K., The Responsive Environment Project, The 
Learning Research and Development Center? Pittsburgh, 
Pennsylvania, University of Pittsburgh, 1966. 

37. Mukerji, Rose and Helen F. Robison, "A Head Start in 
Language," Elementary English, XLII (May, 1966), 
460-463. 

38. Piaget, Jean, The Language and Thought of the Child, 
New York, World Publishing Co., 1955. 

39. Peterson, Helen Thomas, M.A., Kindergarten, The Key to 
Child Growth, New York, Exposition Press, 1958. 

40. Prescott, Elizabeth and others, Children in Group Day 
Care: The Effects of Dual Child Rearing Environ-
ment, Research Report No. 20, Los Angeles> Welfare 
Planning Council, 1964. 

41. Reichenberg-Hackett, Wally, "Practices, Attitudes and 
Values in Nursery Group Education," Psychological 
Reports, X (February, 1962), 151-172. 

42. Shane, Harold G., June Grant Mulry, Mary E. Reddin, and 
Margaret C. Gillespie, Improving Language Arts 
Instruction in the Elementary School, Columbus, 
Ohio, Charles E. Merrill Books, Inc., 1962. 

43. Shuy, R. W., "A Linguistic Background for Developing 
Beginning Reading Materials for Black Children," 
Teaching Black Children to Read, edited by R. Shuy 
and J. Boratz, Washington, D.C., Center for 
Applied Linguistics, 1969. 

44. Smith, Dora V., "Developmental Language Patterns of 
Children," Reading and the Related Arts, Report of 
the Twenty-First Annual Conference and Course on 
Reading, Newark, Delaware, University of Delaware, 
1965. 

45. Smith, M. E., "A Study of Some Factors Influencing the 
Development of the Sentence in Pre-school Children," 
Journal of Genetic Psychology, XLVI (January, 1935), 
46, 182-212. 



48 

46. Stern, Carolyn, The Preschool Language P r o j e c t A 
Report of the First Year's Work, Washington, D.C. , 
Department of Health, Education, and Welfare, 1969. 

47. Stodolsky, Susan B., "Maternal Behavior and Language 
and Concept Formation in Negro Pre-School Children: 
An Inquiry into Process," unpublished doctoral 
dissertation, University of Chicago, Chicago, 
Illinois, 196 5. 

48. Strickland, Ruth G., The Language Arts in the Elementary 
School, Lexington, Massachusetts, D. C. Keath and 
Company, 1969. 

49. Swift, Joan W., "Effects of Early Group Experience: 
The Nursery School and Day Nursery," Review of 
Child Development Research, edited by Martin L. 
Hoffman and Lois W. Hoffman, New York, Russell 
Sage, 1964. 

50. Tomlinson, Ethel, "Language Skills Needed by Lower Class 
Children," Elementary English, XXXIII (May, 1956), 
279-283. 

51. Van Alstyne, Dorothy, Play Behavior and Choice of Play 
Materials of Pre-School Children, Chicago, Univer-
sity of Chicago Press, 1932. 

52. Vilscek, Elaine, Programs for the Pre-School Child, 
Pittsburgh, School of Education, Pittsburgh Univer-
sity, July, 1966. 

53. Whitehead, Frank, The Disappearing Dais, London, Chatto 
and Windus Ltd., 1966. 

54. Yonemura, Margaret Valerie Sheila, "A Study of the 
Ability of Nursery and Kindergarten Children from 
Low Socioeconomic Backgrounds to Develop More 
Adequate Language Skills Through a Special Language 
Program," Dissertation Abstracts, XXVI (1965), 
4515-4516. 



CHAPTER III 

PROCEDURES 

Three major activities were used to gather the data for 

this dissertation: the development of the observational 

checklist, the collection of raw data, and the analysis of 

the data. 

Procedure in the Development of the 
Observational Checklist 

Medley and Mitzel (1) state that certainly there is no 

more direct approach to research than direct observation. 

Through the medium of pupil observation, an analysis of 

approaches and techniques used by the teacher may be ob-

tained. Since the purpose of this study was to determine 

the scope of language development programs, it was decided 

that direct pupil observation in a natural classroom setting 

would furnish an accurate picture of what was being done to 

develop language. 

A review of previous research in the area of language 

development for kindergarten children disclosed many studies 

utilizing experimental design to test specific programs. 

The avenue of classroom observation and recording had not 

been used for this specific area and grade level. Therefore, 

a suitable, standardized instrument was not available. 
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In order to devise an observational checklist, the 

literature was reviewed on developing language in five-year-

olds. Activities, materials, and teacher characteristics 

were listed for an initial overview of the entire scope of 

language development in young children. These statements 

were reduced to categories as the first step in formulating 

a checklist. The initial attempt at grouping the categories 

was made at this point also. 

Next a definition in behavioral terms was attempted. 

Those terms which could not be precisely explained in 

behavioral terms were combined in another category,-if pos-

sible, or eliminated from the checklist. Some self-

explanatory categories were not defined, such as "teacher-

initiated," "self-direct&d,11 and "flannelboard. " This 

tentative form of the checklist was submitted to the doc-

toral committee, who suggested clarification of some defini-

tions and the addition or elimination of terms. 

The format of the checklist was devised so that tabu-

lations could be handled by the computer. Keypunch work-

sheets, for actual recording in the classroom, were placed 

in a specially constructed template with the categories 

listed on both the right and left hand sides. Each worksheet 

was divided in half so that twenty-three of the forty-six 

items were tabulated on the right and twenty-three on the 

left for the total thirty observations for each pupil. 

Space for recording identifying data of school and child 
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being observed was utilized in the center of the sheet. A 

simple straight mark meant observation of that item and a 

blank space indicated no observation. These recordings could 

be punched directly on cards for tabulation. 

In order to determine at what time intervals the check-
i 

list should be tabulated, sample classroom observations were 

made using the checklist. The original time interval, in 

which one child was observed for a period of one hour, was 

once every five minutes. This resulted in twelve observa-

tions for each child. Since this time interval left unre-

corded time periods, recording once every three minutes was 

attempted. Again it was felt that shorter lapses between 

recordings would be more accurate. Once every minute was 

attempted and at this point each child was observed for a 

total of thirty minutes. This procedure resulted in thirty 

observational recordings for each child and left no time 

intervals unrecorded. But it was decided to try a recording 

every half-minute to see if accurate transcriptions could be 

made in less time. This close an interval resulted, in many 

cases, in not being able to complete the entire checklist 

before the half-minute was over. Therefore, the one-minute 

interval was selected as the time which could most accurately 

be used for recording the forty-seven categories listed on 

the checklist. 

The tentative checklist on the designed template was 

submitted to two panels of experts for validation. The 
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first, a panel of observational experts, consisted of North 

Texas State University faculty members. One regularly works 

with Flander's Interaction Analysis in secondary classrooms. 

One member's recent doctoral dissertation utilized two class-

room observation techniques to determine teacher effective-

ness. The last member works with elementary classroom re-

search on a regular basis. 

The method of using the checklist was explained orally 

to each member, who evaluated each item and the instrument 

as a whole in terms of whether or not it served as an 

accurate observational recording device. A judgment was not 

made at this time on whether or not the item pertained to 

language or kindergarten, but only on whether or not the item 

could be observed in an unbiased way by a trained 'observer 

in the allotted time. If two or more of the three panelists 

agreed on removal of an item, it was replaced. Items accept-

able to a majority were retained. One member suggested a 

reorganization of the section on cognitive activities. Such 

changes were acceptable to the other members. The checklist 

as a whole was acceptable to the entire observationist panel. 

The second panel of experts consisted of five language 

arts or kindergarten experts. Three of these members were 

from the faculty of North Texas State University. Two of 

these were elementary language arts specialists and one was 

a kindergarten expert. The fourth member was from Texas 

Woman's University and has worked in the field of early 
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childhood education for many years. The fifth and last 

member, from Texas Christian University, has done work in 

both the field of language arts and early childhood educa-

tion. These persons were asked to judge each item in regard 

to its relationship to developing language in five-year-olds. 

Again, jan item was. eliminated or added if a majority suggested 
I 

that it be. Clarifications were also made in definitions 

at the suggestion of the panel. No items were eliminated, 

but some items were added after all members had evaluated 

the checklist. 

The following items on the checklist under organiza-

tional patterns were defined: large group, one-half or more 

of the class; small group, from two to six pupils. Under 

nature of the situation, listening was defined as the child 

predominantly hears spoken language and speaking as the 

child predominantly uses oral language. 

All seven items in the division of cognitive activities 

were defined. First, naming was defined as oral labeling of 

objects. For example, the child would be naming when he 

identifies fruits by their names, or labels animals in a zoo. 

Describing was defined as representing by words an incident, 

idea or object. For example, as one child told at length 

about his new truck he had received for his birthday, 

describing was checked. Recalling was defined as remembering 

and repeating materials heard before. During such activities 

as singing and reciting of poetry, recalling was checked. 
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Fourth, sequencing was defined as placing objects or events 

in correct order. For example, the child was sequencing 

when he put numbered blocks in the correct order or when he 

placed a series of pictures of a story in the correct 

sequence. Classifying was defined as grouping classes 

which have systematic relations. One child put all the 

triangle-shaped blocks in a pile and another .put all the red 

plastic pieces into a design as this category was being 

marked. The sixth category, interpreting, was defined as 

explaining in child's language ideas heard from another 

source. An example would be explaining how an eggbeatex 

works. The last item in this category, creating (for example, 

drawing or painting) was defined as stating or formulating 

original ideas. 

In the division of communicative activities, relating 

information was defined as a single child talking to a 

group. This category would include showing and telling about 

a toy. Planning was defined as oral formulation of actions 

to be carried out. This category was checked as the child 

chose an interest center. Discussing was defined a-s an 

oral interchange of ideas on topics. In one classroom the 

children discussed going to the airport. Dramatizing was 

defined as acting in the role of a real or imaginary thing* 

or acting out literary selections. The child might pretend 

he was a leaf or he might be Superman for a play period. 
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The following four materials were defined: (1) manipu-

lative materials—those objects used by children in learning 

the processes for later reading, for example, sequence 

charts, blocks, and puzzles; (2) media for creating—any 

materials used for the expression of original ideas, for 

example, pipe cleaners, scissors, clay, and crayons; (3) 
i 

letters—manipulative alphabet; and (4) labels—symbols for 

names of things. 

After both panels had approved the checklist, the final 

form (Appendix A) was again given to the student's doctoral 

committee for approval. The approved form was used in the 

gathering of data. 

To test the reliability of the instrument, a video 

tape was made in a kindergarten classroom. Six children 

were filmed for fifteen minutes in normal daily activities. 

These children were familiar with the person video-taping, 

so unstaged and natural filming could be accomplished. This 

tape was viewed by the researcher, at which time the ob-

servational checklist was tabulated. A time period of two 

weeks was allowed before the tape was viewed again and 

another copy of the checklist was checked without consulting 

the previous recordings. The first and second observations 

were tabulated and totaled: those which were recorded the 

first and second time, those that were recorded the first 

but not the second time, those that were not recorded the 

first time but were recorded the second time and those that 
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were not recorded either time. Using the phi coefficient, 

which allows a determination of not only the same thing 

being observed and recorded, but also of whether or not it 

was observed at the same moment, a correlation between the 

first and second observations was obtained on twenty-four of 

the forty-six items. Seventeen of the checklist items were 

not observed in either recordings. Five of the items gave 

undefinable phi coefficients because of a zero in the 

marginal totals. These items did show a high consistency in 

recordings between the second and first observations. Of 

the twenty-four phi coefficients obtained, two did not re-

ceive a significant correlation at the .05 level using a 

two-tailed test. A cumulative binomial table was consulted 

with an N equal to twenty-four. It was found that the 

probability of finding two nonsignificant coefficients out 

of twenty-four was .81 when testing at the .05 level of sig-

nificance. The test which showed high intra-observer reli-

ability was used because the researcher did all the observ-

ing in the classrooms. 

Procedures for Collecting Data 

The administrators of three school systems in the 

Dallas-Fort Worth area were contacted for permission to use 

kindergarten classrooms. The requests were restricted to 

the kindergartens in operation for the first year and 

defined by the Texas Education Agency for educationally or 
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economically handicapped children. After permission was 

received, the principals of the respective schools were 

asked for permission to do the data collecting in their 

buildings. Ten classrooms were used in eight different 

buildings in the three districts. 

Tlie respective teachers were contacted in order to 

schedule a day which they considered typical in their class-

rooms. Upon arrival it was explained to each teacher that 

the observer would be watching a child in a variety of ac-

tivities during a thirty-minute period. It was emphasized 

that she, as teacher, was not being observed. The major 

focus of the study was not disclosed. All the teachers were 

most cooperative after this explanation. 

Children were selected randomly with an even number of 

boys and girls being utilized. The selection was made by 

obtaining a class roll. This roll was divided into two 

separate areas, one for boys and one for girls. One name 

was drawn from the boys' and then one from the girls' for 

the six selections. Each child's name was replaced after 

being selected. If a child's name was drawn more than 

once, or if a child was absent, his name was replaced and 

another drawn. 

Observations started as soon as classes began. They 

were continued through all activities except lunch, recess, 

bathroom breaks, and rest periods. A child was observed 

for thirty minutes without his knowledge. If some of the 
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above mentioned activities came before a set of thirty 

recordings was made, then recording was stopped and resumed 

when another activity began. When thirty recordings were 

made, a new name was selected and another set of recordings 

begun. Six children in each classroom were observed during 

the day!. This resulted in a total of 60 children and 1800 
I 

one-minute recordings of activities for the entire study. 

During the first day of observation, the class spent 

several minutes observing a children's program on television. 

This was not one of the materials listed on the checklist. 

Since there was a space available, this category was added 

to the checklist and tabulation made of its use. 

At the end of the day of observation, the teacher was 

requested to complete the self-report questionnaire (Appendix 

B). She was also questioned concerning language development 

using the interview guideline (Appendix C). 

Procedures for Analysis of Data 

The key punch worksheets were tabulated at North Texas 

State University. A quantitative value and a percentage 

were secured for each of the forty-seven items. These 

quantities were totaled for each classroom and for all ten 

classrooms in each category. 

The information gathered through the self-report ques-

tionnaires and the interviews was reported for each teacher. 
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This information was used in the analysis of the information 

gained through observation in their classrooms. 
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PRESENTATION AND ANALYSIS OF DATA 

The first purpose of this study was to survey the sig-

nificant characteristics of some teachers and their programs 

which influence the language of kindergarten children. The 

second purpose was to compare these programs to suggestions 

of the authorities regarding language development. The data 

gathered during this investigation are presented in this 

chapter under three sections: (1) "Description of Each 

Teacher and Program," (2) "Comparison of Ten Classroom 

Characteristics and Comparison of Teacher Characteristics," 

and (3) "Comparison of Total Findings with Authorities' 

Suggestions." 

Description of Each Teacher and Program 

Through the use of a self-report questionnaire (Appendix 

B) characteristics such as amount of education and years of 

experience were determined for each teacher whose classroom 

was observed. This information is reported as gathered from 

the teacher. The teacher was interviewed using the Personal 

Interview Questions (Appendix C) for a guide. These ques-

tions were formulated to determine such aspects of the pro-

gram as teacher philosophy and teacher direction in the.area 

of language development. The interview was tape recorded, 
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and the answers are presented as stated by the teacher. 

The data collected through classroom observation are pre-

sented in table form. Each table includes all the categories 

listed on the observational checklist (Appendix A). For 

each category a quantitative number (the actual number of 

minutes that item was observed) and a percentage are given. 

The percentages are based on a total observation time of 180 

minutes in each classroom. The total percentages in large 

group, small group, and individual equal 100 percent since 

one of these categories was marked each time the checklist 

was completed. The above is also true of the following 

combined categories: teacher-directed and child-directed, 

teacher-initiated and child-initiated, and listening and 

speaking. The other categories on the checklist were marked 

only when that activity was observed being performed by the 

randomly selected child. The. percentages for these cate-

gories are based on 180 minutes of observation, but they do 

not toal 100 percent in any situation because of a multiple 

choice for each observation. The information gathered from 

the ten kindergartens is presented in this order: (1) self-

report questionnaire, (2) teacher interview, and (3) class-

room observation data. 

The first teacher in the series was twenty-five years 

old and was completing her fourth year of teaching, two of 

which were in the Texas public schools. She majored in art 

education and elementary education. She completed her 
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bachelor's degree in 196 7, and she did some work on her 

master's degree in 196 9. She had had no early childhood 

education courses and was not endorsed by the Texas Education 

Agency for kindergarten teaching. 

The teacher in classroom one felt that the activities 

time, a period in which the children worked in the learning 

centers, was the most important part of the kindergarten 

program. In reply to the most important academic subject, 

she stated that she tried to expose the children to all the 

subjects. She rated language development as very important. 

This teacher felt that a language development program for 

five-year-olds should consist of teaching them the words for 

ordinary things. This she interpreted as meaning to tell 

them names for and about things that their parents had not 

had time to explain to them. This kindergarten did not have 

a written curriculum guide, so the teacher used her knowledge 

as the guide for the language program. She stated that a 

readiness test would be administered at the end of the year. 

In general, she used her judgment to measure the language 

development of her children. Language problems she en-

countered in her class were that one or two children had 

severely limited vocabularies and that proper and accepted 

language was not always used. 

Table I shows information about the language program in 

this classroom gained through classroom observation. 
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TABLE I 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM I 

Number of 
Minutes Percent 

Organizational Patterns 
Large Group 108 60.00 
Small Group 36 20.00 
Individual 36 20.00 

Nature of the Situation 
^Teacher Initiated 139 77.22 
Child Initiated 41 22. 78 
^Teacher Directed 94 52.22 
Self Directed 86 47.78 
^Listening 100 55.56 
Speaking 80 44.44 

**Cognitive Activities 
Naming 2 1.11 
Describing 0 0.0 
Recalling 18 10.00 
Sequencing 1 0.56 
Classifying 0 0.0 
Interpreting 1 0.56 
Creating 0 0.0 

**Literature Content 
Stories 13 7.22 
Poetry 16 8. 89 

**Communicative Activities 
Relating Information 4 2.22 
Planning 0 0.0 
Discussing 0 0.0 
Questioning 8 4.44 
Answering 11 6.11 
Giving Directions 16 8. 89 
Following Directions 37 20.56 
Dramatizing 32 17.76 
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Number of 
Minutes Percent 

**Materials 
Television 12 6.67 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
Films 0 0.0 
Listening Stations 0 0.0 
Games 0 0.0 
Housekeeping Area 31 17. 22 
Other Learning Centers 0 0.0 
Manipulative Materials 22 12.22 
Media for Creating 4 2.22 
Workbooks 0 0.0 
Mimeograph Sheets 0 0.0 
Pictures 0 0.0 
Flannelboard 0 0.0 
Tape Recorder 0 0.0 
Books 19 10.56 
Letters 0 0.0 
Puppets 0 0.0 
Labels 0 0.0 
Phonograph 35 19.44 

*Totals 100 percent. 

**Do not toal 100 percent because of the multiple 
choices available. 

In summarizing, this classroom had 60 percent of the 

activities in large groups, 77 percent were teacher-initiated, 

52 percent were teacher-directed, and the children did 

slightly more listening than speaking. The teacher did 

state that language development was important, but such ac-

tivities as describing, classifying, planning, and discussing 

were not employed. Several other cognitive and communicative 

activities were utilized very infrequently. This teacher 
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expressed a need for early childhood education courses and 

was anxious for suggestions to improve her program. 

The teacher in classroom number two was twenty-two 

years old and had graduated in January, 1970, with a 

bachelor's degree in elementary education. She had no 

courses in early childhood education and had not taken any 

graduate courses. She had taught kindergarten in Oklahoma 

one year and in Texas one year. She was not endorsed by the 

Texas Education Agency for kindergarten teaching. 

When interviewed, this teacher stated she felt language 

development was the area of academic instruction that was 

most important in her kindergarten. She felt that a lan-

guage development program for five-year-olds should consist 

of teaching them simple, ordinary things like "door" and 

"window." This type of development was important in her 

classroom because most of her children were Spanish speaking. 

She also included the necessity of teaching them how to make 

sentences using everyday English words. There was no 

written curriculum guide for this classroom, so this teacher 

taught things she knew she wanted her children to know.. She 

measured growth through oral communication with her children. 

The lack of ability of her children to communicate with her 

was one of the problems she noted in her classroom. This 

problem was predominant because the children had heard and 

spoken only Spanish at home. 
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Table II shows information about the language program 

in this classroom gained through classroom observation. 

TABLE II 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM II 

Number of 
Minutes Percent 

*Organizational Patterns 
Large Group 154 85.56 
Small Group 11 6.11 
Individual 15 8.33 

Nature of Situation 
^Teacher Initiated 171 95.00 
Child Initiated 9 5.00 

^Teacher Directed 159 88.33 
Self Directed 21 11.67 

^Listening 144 80.00 
Speaking 36 20.00 

**Cognitive Activities 
Naming 0 0.0 
Describing 1 0.56 
Recalling 5 2. 78 
Sequencing 1 0.56 
Classifying 0 0.0 
Interpreting 0 0.0 
Creating 0 0.0 

**Literature Content 
Stories 7 3.89 
Poetry 0 0.0 

**Communicative Activities 
Relating Information 0 0.0 
Planning 0 0.0 
Discussing 3 1.67 
Questioning 2 1.11 
Answering 5 2.78 
Giving Directions 2 1.11 
Following Directions 17 9.44 
Dramatizing 0 0.0 
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Number of 
Minutes Percent 

**Materials 
Television 24 13.33 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
Films 0 0.0 
Listening Stations 0 0.0 
Games 0 0.0 
Housekeeping Area 0 0.0 
Other Learning Centers 11 6.11 
Manipulative Materials 17 9.44 
Media for Creating 8 4.44 
Workbooks 0 0.0 
Mimeograph Sheets 0 0.0 
Pictures 0 0.0 
Flannelboard 7 3.89 
Tape Recorder 0 0.0 
Books 0 0.0 
Letters 0 0.0 
Puppets 0 0.0 
Labels 0 0.0 
Phonograph 14 7.78 
*Totals 100 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

In summary, the importance of language development was 

emphasized by this teacher; however, her children listened 

for 80 percent of the time observed and were allowed to talk 

only 20 percent of the time. Much large group work was done, 

85 percent compared to 6 percent small group work, and 8 

percent individual work. Three of the seven cognitive ac-

tivities were observed and those only in one and five-minute 

periods. The same small percentages exist in the communica-

tive activities. A story was told as the flannelboard was 
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used for illustration. This teacher expressed a desire to 

teach older children. 

The twenty-eight-year-old teacher for classroom number, 

three had taught public school kindergarten in Texas for 

four years and was endorsed by the Texas Education Agency for 

kindergarten teaching. Her bachelor's degree was earned in 

1965 with a double major in elementary education and art 

education. Since 1965 she had taken no college courses and 

she had had no courses in early childhood education. 

During the interview, this teacher stated that she 

would rate language development highly when selecting the 

most important area of academic instruction. She elaborated 

that the importance of this development depends entirely on 

the group of children, for example, whether they are Latin 

Americans, Negroes, or culturally deprived children. This 

teacher views a language development program not as a matter 

of preparing them for first grade, but preparing them to be 

able to function in different groups of their age adequately. 

There was no written curriculum guide for the language pro-

gram, so this teacher observed her children to guide her in • 

developing language. She centered her work around units. 

The children had been given a Peabody Picture Vocabulary 

Test by the director of the program. The teacher did not 

know the results or the function of the test. She also used 

teacher observation to measure the development of her chil-

dren in language. The greatest problem she encountered in 
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her classroom in language development was getting the shy 

Latin Americans to feel at ease enough "to try" in group or 

individual situations. She had to help build up their con-

fidence and to help them fit into the group before they 

would communicate with their peers. 

Table III shows information about the language program 

in this classroom gained through classroom observation.. 

TABLE III 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM ill 

Number of 
Minutes Percent 

Organizational Patterns 
Large Group 5.4 30.00 
Small Group 99 55.00 
Individual 27 15.00 

Nature of Situation 
^Teacher Initiated .130 72.22 
Child Initiated 50 27.78 

^Teacher Directed 95 52-78 
Self Directed 85 47.22 

^Listening 48 26.67 
Speaking 132 73.33 

**Cognitive Activities 
Naming 8 4.. 44 
Describing 5 2.78 
Recalling 14 7. 78 
Sequencing 7 3. 89 
Classifying 0 0.0 
Interpreting 0 0.0 
Creating 45 25.00 

**Literature Content 
Stories 19 10.56 
Poetry 14 7. 78 
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Number :af 
Minutes Percent 

**Communicative Activities 
Relating Information 3 1.67 
Planning 5 2. 78 
Discussing 4 2.22 
Questioning .6 3.33 
Answering 9 5.00 
Giving Directions A 2. 22 
Following Directions 22 12.22 
Dramatizing .3 1.67 

**Materials 
Television 0 0.0 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector :o 0,0 
Films 0 0.0 
Listening Stations 0 0.0 
Games 0 0.0 
Housekeeping Area 0 0.0 
Other Learning Centers 16 8 . 89 
Manipulative Materials- 0 0.0 
Media for Creating 5.2 28. 89 
Workbooks 0 0.0 
Mimeograph Sheets 0 0.0 
Pictures A 2.22 
Flannelboard .0 0.0 
Tape Recorder 0 0.0 
Books 30 16.67 
Letters 0 0.0 
Puppets 0 0.0 
Labels 0 0,0 
Phonograph 10 5.56 

*Totals 100 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

To summarize, the predominance of small group and indi-

vidual work is noted in this classroom. The teacher did 

initiate most of the activities and was directing the 
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activity of part of her group at all times. Language 

development was important especially for the minority group 

she worked with. The talking time was 73 percent as com-

pared with 24 percent of the time spent listening. This 

teacher had gained experience in working in a Head Start 

program for three years. Her double major in art and ele-

mentary education helped in directing the children in 

creative expression. 

The teacher for the fourth classroom was twenty-four 

years old and had taught public kindergarten in Texas for 

three years. She had had thirty-four hours in early child-

hood education on her bachelor's degree, which was granted 

in home economics in 1968. Her last coursework was taken in 

1969, and she was endorsed by the Texas Education 'Agency for 

kindergarten teaching. 

When interviewed, this teacher placed the building of 

self-concept as the most important area of the kindergarten. 

She stated that science was most important in the academic 

area, followed by number concepts, such as learning to count; 

next she designated language as being another important as-

pect of the kindergarten program. She stated that a language 

development program should consist of language that is the 

children's own. Language learned from each other was 

emphasized. She felt that these children should learn to be 

at ease when talking to people. They should be able to talk 

with each other and they should have a "say so" in things. 
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She stressed a "talking time"—a real purpose of kinder-

garten. There was no written curriculum guide for language 

development used in this classroom. The teacher simply did 

what she felt should be done. In the area of measiirement, no 

paperwork was done. The development was teacher-measured, 
1 

but she did state that she had an evaluation sheet formulated 

by the kindergarten teachers in her school system. At the 

beginning of the year, she had problems getting the children 

to talk. She again stated the importance of the self-concept 

and designated that language and self-concept went together. • 

Table IV shows information about the language program 

in this classroom gained through classroom observation. 

TABLE IV 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM IV 

Number of 
Minutes Percent 

Organizational Patterns 
Large Group 133 73.89 
Small Group 31 17.22 
Individual 16 8.89 

Nature of Situation 
^Teacher Initiated 16 8 93.33 
Child Initiated 12 6.67 
^Teacher Directed 144 80.00 
Self Directed 36 20.00 
^Listening 124 68.89 
Speaking 56 31.11 
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Number of 
Minutes Percent 

**Cognitive Activities 
Naming 6 3.33 
Describing 4 2.22 
Recalling 17 9.44 
Sequencing 27 15.00 
Classifying 3 1.67 
Interpreting 6 3.33 
Creating 8 4.44 

**Literature Content 
Stories 9 5.00 
Poetry 0 0.0 

**Communicative Activities 
Relating Information 10 5.56 
Planning 6 3.33 
Discussing 4 2.22 
Questioning 3 1.67 
Answering 1 0.56 
Giving Directions 3 1.67 
Following Directions 20 11.11 
Dramatizing 13 7.22 

**Materials 
Television 58 32.22 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
Films 0 0.0 
Listening Stations 0 0.0 
Games 16 8.89 
Housekeeping Area 0 0.0 
Other Learning Centers 6 3.33 
Manipulative Materials 9 5.00 
Media for Creating 8 4.44 
Workbooks 12 6.67 
Mimeograph Sheets 0 0.0 
Pictures 5 2.78 
Flannelboard 0 0.0 
Tape Recorder 0 0.0 
Books 6 3.33 
Letters 7 3.89 
Puppets 14 7.78 
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Number of 
Minutes Percent 

**Materials—continued 
Labels 0 0.0 
Phonograph 0 0.0 

*Totals 100 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

In summary, this teacher had taken a large number of 

early childhood education courses. All of the cognitive and 

communicative activities were observed in her classroom-

She initiated and directed many of the children's activities 

while stressing the importance of the child's self-concept. 

The children also did more- large group work than small group 

work and more listening than speaking. 

The forty-year-old teacher for classroom five had taught 

school for eighteen years, most of which was spent in first 

grade. This was her first year at the kindergarten level. 

However, she did have twelve hours of early childhood courses 

and was endorsed by the Texas Education Agency for kinder-

garten teaching. She had majored in elementary education on 

her bachelor's degree granted in 1951; earned a master's 

degree in 1966 in supervision and had fifteen hours of work 

beyond her master's. Her early childhood courses were taken 

after completion of her master's, the last course being 

finished in 1970. 
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This teacher rated language development as the most 

important part of the kindergarten program and rated social 

development second in importance. She felt that the language 

development program for five-year-olds should result in their 

being able to converse with each other. They should advance 

to interpreting pictures, to expressing themselves before a 
| 

group, and to telling picture stories. This kindergarten 

followed a general curriculum guide for all academic areas 

in the kindergarten, and this was used by the teacher for 

directing language development. She used a checklist for 

evaluating language of her children. She also taped the 

child's conversations, interpretations of pictures and stories, 

She planned to do the same things at the end of the year and 

compare the two recordings. Her problem in the area of 

language development was finding time to individualize. She 

felt that language development almost had to be done on a 

one-to-one basis, but with twenty-five children in her room, 

she did not have time to do this. 

Table V shows information about the language program in 

this classroom gained through classroom observation. 

In summary, this teacher has continued her education as 

she teaches. All cognitive activities, except interpreting, 

and all communicative activities were observed in her room. 

There was a predominance of small group and individual work, 

of speaking activities over listening activities and of large 
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TABLE V 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM V 

Number of 
Minutes Percent 

^Organizational Patterns 
Large Group 73 43. 33 
Small Group 51 28.33 
Individual 51 28. 33 

Nature of Situation 
^Teacher Initiated 92 51.11 
Child Initiated 8 8 48. 89 

^Teacher Directed 113 62.78 
Self Directed 67 37.22 

^Listening 60 33.33 
Speaking 120 66.67 

**Cognitive Activities 
Naming 16 8.89 
Describing 4 2.22 
Recalling 15 8.33 
Sequencing 8 4.44 
Classifying 5 2.78 
Interpreting 0 0.0 
Creating 14 7. 78 

**Literature Content 
Stories 16 8.89 
Poetry 0 0.0 

**Communicative Activities 
Relating Information 3 1.67 
Planning 7 3.89 
Discussing 6 3.33 
Questioning 5 2.78 
Answering 2 1.11 
Giving Directions 6 3.33 
Following Directions 14 7.78 
Dramatizing 10 5.56 

**Materials 
Television 0 0.0 
Film Strips 11 6.11 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
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TABLE V—Continued 

Number o:f 
Minutes 

Percent 

* *Materials-—continued 
Films 0 0.0 
Listening Stations 0 0.0 
Games 16 8. 89 
Housekeeping Area 1 0.56 
Other Learning Centers .15 8. 33 
Manipulative Materials 11 6.11 
Media for Creating -12 6.67 
Workbooks 0 0.0 
Mimeograph Sheets 0 0.0 
Pictures 5 2.78 
Flannelboard 0 0.0 
Tape Recorder .0 0.0 
Books '.11 6.11 
Letters 1 0.56 
Puppets 0 0.0 
Labels .2 1.11 
Phonograph 45 25.00 

*Totals 3.00 percent. 

**Do not total 100 percent because af the multiple 
choices available. 

numbers of child-initiated and self-directed activities. 

Her efforts toward individualization were hampered by the 

number of students in her room. 

The teacher for classroom six was thirty years old and 

had taught school for ten years, three of which had been 

spent in public school kindergarten in Germany and Texas. 

She had a bachelor's degree in elementary education, which 

was granted in 1962. She had six hours of early childhood 

education credit and had attended workshops dealing with 

this area of instruction. She was endorsed by the Texas 

Education Agency for kindergarten teaching. 
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This teacher stated that one of the most important 

aspects of a kindergarten program is the feeling of success 

that the child has. She felt that learning to get along with 

each other and other people should take place at this age. 

She rated language development as most important in the 

academic area. She listed the following points as important 

for an adequate language development program: (1) thinking 

and speaking in complete sentences, (2) emphasizing the 

correct usage but not pointing out mistakes, (3) praise is 

the key, and (4) the child needs to taste success. She men-

tioned the language lotto games in which emphasis is placed 

on naming the object. Stories and pictures were also men-

tioned. No written curriculum guide was used in the develop-

ment of the program, and each teacher in the system was 

responsible for the plans of her room. For measurement and 

evaluation this teacher used a skill checklist with each 

child. She marked what a child could do; regrouped her 

classroom accordingly; then moved on to the next step. This 

teacher had some children in her room who had no background 

in English. This was the only problem she had encountered 

in her classroom in language development. 

Table VI shows information about the language program 

in this classroom gained through classroom observation. 

In summary, this teacher had some experience and some 

courses in the area of early childhood education. All 

cognitive and communicative activities except one were 
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TABLE VI 

THE QUANTIT/^TIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM VI 

Number of 
Minutes Percent 

Organizational Patterns 
Large Group 1 1 4 6 3 . 3 3 

Small Group 4 4 2 4 . 4 4 

Individual 2 2 1 2 . 2 2 

Nature of Situation 
^Teacher Initiated 1 4 0 7 7 . 7 8 

Child Initiated 4 0 2 2 . 2 2 

^Teacher Directed 1 2 2 6 7 . 7 8 

Self Directed 5 8 3 2 . 2 2 

^Listening 6 0 3 3 . 3 3 

Speaking 1 2 0 6 6 . 6 7 

**Cognitive Activities 
Naming 9 5 . 0 0 

Describing 1 4 7 . 7 8 

Recalling 6 3 . 3 3 

Sequencing . 2 1 . 1 1 

Classifying 8 4 . 4 4 

Interpreting 0 0 . 0 

Creating 2 9 1 6 . 1 1 

**Literature Content 
Stories . 1 4 7 . 7 8 

Poetry 0 0 . 0 

**Communicative Activities 
Relating Information 6 3 . 3 3 

Planning 0 0 . 0 

Discussing 9 5 . 0 0 

Questioning 5 2 . 7 8 

Answering 3 1 . 6 7 

Giving Directions 5 2 . 7 8 

Following Directions 1 9 I D . 5 6 

Dramatizing 2 2 1 2 . 2 2 

**Materials 
Television 6 3 . 3 3 
Film Strips 4 2 . 2 2 

Opaque Projector 0 0 . 0 

Overhead Projector 0 0 . 0 
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Number .of 
Minutes Percent 

**Materials—continued 
Films 0 0.0 
Listening Stations 0 0.0 
Games 0 0.0 
Housekeeping Area 0 0.0 
Other Learning Centers 15 8.33 
Manipulative Materials 8 4.44 
Media for Creating 26 14. 44 
Workbooks 0 0.0 
Mimeograph Sheets 0 0.0 
Pictures 0 0.0 
Flannelboard 0 0.0 
Tape Recorder 0 0.0 
Books 19 10.56 
Letters 0 0.0 
Puppets 0 0.0 
Labels 0 0.0 
Phonograph 17 9.44 

*Totals 100 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

observed. The children were also allowed to speak much more 

than they were required to listen. This teacher did initiate 

and direct many of the activities. Much more large group 

than small group or individual work was also done. 

The twenty-eight-year-old teacher for classroom seven 

had taught school for four years, two of which had been in 

kindergartens in New Jersey and Texas. Her major for her 

bachelor's degree was elementary education and she had no 

courses in early childhood education. Her last course was 

taken in 1964, when her degree was awarded. She was not 
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endorsed for kindergarten teaching by the Texas Education 

Agency. 

This teacher felt that language arts was the most im-

portant part of the kindergarten program. She also men-

tioned social studies and science. According to her, a 

language arts program should consist of communicating/ 

developing vocabulary, expressing ideas, developing ability 

to ask intelligent questions, and learning to think. She 

did not have a curriculum guide solely for language develop-

ment. She used a series of units for her language program. 

Measurement was done through oral communication between the 

teacher and child. Problems which she listed in her class-

room were word pronunciation, using complete sentences, and 

learning to answer and ask questions. 

Table VII shows information about the language program 

in this classroom gained through classroom observation. 

TABLE VII 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM VII 

Number of 
Minutes Percent 

Organizational Patterns 
Large Group 89 49.44 
Small Group 53 29.44 
Individual 38 21.11 

Nature of Situation 
^Teacher Initiated 100 55.56 
Child Initiated 80 44.44 
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Number of 
Minutes Percent 

Nature of Situation—continued 
^Teacher Directed 95 52.78 
Self Directed 85 47. 22 
^Listening 60 33.33 
Speaking 120 66.67 

**Cognitive Activities 
Naming 1 0.56 
Describing 4 2.22 
Recalling 19 10.56 
Sequencing 7 3. 89 
Classifying 0 0.0 
Interpreting 0 0.0 
Creating 13 7.22 

**Literature Content 
Stories 23 12.78 
Poetry 1 0.56 

**Communicative Activities 
Relating Information 0 0.0 
Planning 1 0.56 
Discussing 9 5.00 
Questioning 6 3.33 
Answering 3 1.67 
Giving Directions 14 7.78 
Following Directions 8 4.44 
Dramatizing 22 12.22 

**Materials 
Television 0 0.0 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
Films 23 12.78 
Listening Stations 0 0.0 
Games 0 0.0 
Housekeeping Area 13 7.22 
Other Learning Centers 17 9.44 
Manipulative Materials 0 0.0 
Media for Creating 8 4.44 
Workbooks 0 0.0 
Mimeograph Sheets 1 0.56 Pictures 0 0.0 
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TABLE VII—Continued 

Number of 
Minutes Percent 

**Materials—continued 
Flannelboard 0 0.0 
Tape Recorder 0 0.0 
Books 23 12. 78 
Letters 0 0.0 
Puppets 0 0.0 
Labels 0 0.0 
Phonograph 19 10.56 

*Totals 100 percent 

**Do not total 100 percent because of the multiple 
choices available. 

Summarizing, this teacher emphasized much small group 

and individual work with her kindergarten children. She 

also had nearly equal amounts of activities in the child-

initiated and teacher-initiated and child-directed and 

teacher-directed categories. Also her children spent twice 

as much time speaking as listening. Some of the categories 

in the cognitive and communicative activities .received none 

or very small recordings. 

The teacher for classroom number eight was twenty-four 

years old and was an elementary education major, graduating 

in 196 8. She had taught school for four years and had three 

hours of graduate work taken in 1971 in early childhood edu-

cation. She had taught kindergarten for one year each in 

Texas and Oklahoma. She was not endorsed for kindergarten 

teaching by the Texas Education Agency. 
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This teacher felt that language arts was the most im-

portant area of the kindergarten program. The following 

activities were included in a language development program 

by this teacher: (1) conversation with the teacher, (2) 

puppet shows, (3) finger plays, (4) chart stories, and (5) 

just talking. There was no curriculum guide used; the 

teacher simply utilized her knowledge of what should be in-

cluded in guiding her children. She measured her children's 

growth by observation and oral communication. She desig-

nated as her problem, with her class of Negro children, her 

inability to understand them when school began. 

Table VIII shows information about the language program 

in this classroom gained through classroom observation. 

TABLE VIII 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM VIII 

Number of 
Minutes Percent 

*Organizational Patterns 
Large Group 82 45.56 
Small Group 75 41.67 
Individual 23 12.78 

Nature of Situation 
^Teacher Initiated 82 45.56 
Child Initiated 98 54.44 

^Teacher Directed 85 47.22 
Self Directed 95 52. 78 
^Listening 62 34. 44 
Speaking 118 65.56 
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Number of 
Minutes Percent 

**Cognitive Activities 
Naming 1 0.56 
Despribing 0 0.0 
Recalling 7 3. 89 
Sequencing 2 1.11 
Classifying 7 3. 89 
Interpreting 0 0.0 
Creating 15 8.33 

**Literature Content 
Stories 19 10.56 
Poetry 0 0.0 

**Communicative Activities 
Relating Information 3 1.67 
Planning 0 0.0 
Discussing 0 0.0 
Questioning 10 5.56 
Answering 6 3. 33 
Giving Directions 12 6.67 
Following Directions 28 15.56 
Dramatizing 23 12. 78 

**Materials 
Television 0 0.0 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
Films 0 0.0 
Listening Stations 5 2.78 
Games 0 0.0 
Housekeeping Area 14 7.78 
Other Learning Centers 20 11.11 
Manipulative Materials 0 0.0 
Media for Creating 39 21.67 
Workbooks 0 0.0 
Mimeograph Sheets 11 6.11 
Pictures 0 0.0 
Flannelboard 0 0.0 
Tape Recorder 0 0.0 
Books 19 10.5 .6 
Letters 0 0.0 
Puppets 0 0.0 
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Number of 
Minutes Percent 

**Materials--continued 
Labels 0 0.0 
Phonograph 35 19.44 

*Totals 100 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

In summary, this is the only classroom of the ten where 

the children initiated and directed more of their activities 

than the teacher. Again the children spent nearly twice as 

much time speaking as they did listening. Much small group 

and individual work was done. Creating was an important 

activity in this classroom. This was the only classroom in 

which a listening station was observed in use. This class-

room also used mimeograph sheets along with media for creat-

ing. This teacher did emphasize the importance of language 

when interviewed. However, some of the communicative and 

cognitive activities for developing language were not used 

or were used minutely in her program. 

The teacher for classroom number nine had majored in 

elementary education and had received her bachelor's degree 

in 1968 and her master's degree in 1969. She had three hours 

in early childhood education on both of these degrees. She 

was twenty-six years old and had taught school three years, 

one of which was spent in a public school kindergarten in 
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Texas. She had taken some course work beyond her master's 

in 1971. She was not endorsed by the Texas Education Agency 

for kindergarten teaching. 

This teacher felt that language arts was the most im-

portant part of the academic instruction in the kindergarten 

year. jShe felt that this consisted of communicating, with 

each other and with the teacher. Language development to 

her also meant learning the words which would be helpful for 

first grade such as "up" and "down." Learning to express 

their ideas and just being able to talk were also designated 

as important. No curriculum guide was used in this kinder-

garten. Measurement of language growth was done through 

teacher observation. The major problem during the year had 

been the teacher's difficulty in understanding the language 

of the Negro children in her classroom. . 

Table IX shows information about the language program 

in this classroom gained through classroom observation. 

TABLE IX 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM IX 

Number of 
Minutes Percent 

^Organizational Patterns 
Large Group 88 48. 89 
Small Group 57 31.67 
Individual 35 19.44 
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Number of 
Minutes Percent 

Nature of Situation 
^Teacher Initiated 107 59.44 
Child Initiated 73 40.56 
^Teacher Directed 91 50.56 
Self Directed 89 49.44 
^Listening 54 30.00 
Speaking 126 70.00 

**Cognitive Activities 
Naming 17 9.44 
Describing 0 0.0 
Recalling 3 1.67 
Sequencing 16 8. 89 
Classifying 0 0.0 
Interpreting 0 0.0 
Creating 0 0.0 

**Literature Content 
Stories 24 13.33 
Poetry 0 0.0 

**Communicative Activities 
Relating Information 15 8.33 
Planning 0 0.0 
Discussing 13 7.22 
Questioning 5 2.78 
Answering 9 5.00 
Giving Directions 9 5.00 
Following Directions 11 6.11 
Dramatizing 9 5.00 

**Materials 
Television 0 0.0 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Projector 0 0.0 
Films 0 0.0 
Listening Stations 0 0.0 
Games 5 2.78 
Housekeeping Area 0 0.0 
Other Learning Centers 1 0.56 
Manipulative Materials 0 0.0 
Media for Creating 1 0.56 
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Number of 
Minutes Percent 

**Materials—continued 
Workbooks 0 0.0 
Mimeograph Sheets 1 0.56 
Pictures 0 0.0 
Flannelboard 0 0.0 
Tape Recorder 1 0.56 
Books 37 20.56 
Letters 17 9.44 
Puppets 13 7.22 
Labels 0 0.0 
Phonograph 14 7.78 

*Totals 100 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

In summary, this program used stories more exclusively 

than others, although every kindergarten observed used 

stories in some way during the day. The children also did 

more sequencing, but only three of the seven cognitive ac-

tivities were observed. The communicative activities were 

used in varying amounts. Puppets were used in this class-

room. ; Concentrated work on the letters of the alphabet was 

also observed in this section. Much small group and indi-

vidual work was observed. The children were again given an 

opportunity to talk. 

The teacher for classroom ten had a bachelor's degree 

in elementary education, which she obtained in 1961. This 

was the last year in which she had taken coursework. She 
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had three hours of credit in early childhood education on 

her bachelor's degree. She had taught school four years, 

two of which had been spent in a private kindergarten and 

one in a Texas public school kindergarten. She was thirty 

years old and was not endorsed by the Texas Education Agency 

for kindergarten teaching. 

When interviewed, this teacher stated that large and 

small muscle development was an important part of the kinder-

garten program. She listed language development as the 

most important academic subject. She designated the follow-

ing items to be included in a language development program: 

(1) naming objects, (2) using complete sentences, (3) retell-

ing stories, (4) answering questions, and (5) general com-

munication skills. This kindergarten did not have a written 

curriculum guide. The teacher used the one she had used 

while teaching in a private kindergarten. As a means of 

measuring language growth, the teacher used oral evaluation. 

Her problems in the area of language consisted of severe 

speech problems in most of her students. She was given help 

in this area through a special speech teacher. 

Table X shows information about the language program in 

this classroom gained through classroom observation. 

Summarizing, this classroom, with a large number of 

speech problems, did a lot of naming and recalling for pro-

nunciation of words. The children were allowed to talk more 

than listen. Such activities as dramatizing and puppetry 
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TABLE X 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
IN EACH CATEGORY FOR CLASSROOM X 

Number of 
Minutes Percent 

^Organizational Patterns 
Large Group 97 53. 89 
Small Group 54 30.00 
Individual 29 16.11 

Nature of Situation 
^Teacher Initiated 144 80.00 
Child Initiated 36 20.00 

^Teacher Directed 147 81.67 
Self Directed 33 18. 33 

^Listening 78 43. 33 
Speaking 102 56.67 

**Cognitive Activities 
Naming 13 7.22 
Describing 6 3.33 
Recalling 45 25.00 
Sequencing 4 2.22 
Classifying 4 2.22 
Interpreting 0 0.0 
Creating 14 7. 78 

**Literature Content 
Stories 9 5.00 
Poetry 8 4.44 

**Communicative Activities 
Relating Information 0 0.0 
Planning 5 2.78 
Discussing 2 1.11 
Questioning 3 1.67 
Answering 3 1.67 
Giving Directions 3 1.67 
Following Directions 14 7.78 
Dramatizing 16 8.89 

**Materials 
Television 0 0.0 
Film Strips 0 0.0 
Opaque Projector 0 0.0 
Overhead Proiectnr A 
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Number of 
Minutes Percent 

**Materials—continued 
Films 0 0.0 
Listening Stations 0 0.0 
Game s 0 0.0 
Housekeeping Area 0 0.0 
Other Learning Centers 0 0.0 
Manipulative Materials 0 0.0 
Media for Creating 42 23.33 
Workbooks 0 0.0 
Mimeograph Sheets 0 0.0 
Pictures 0 0.0 
Flannelboard 0 0.0 
Tape Recorder 0 0.0 
Books 11 6.11 
Letters 18 10.00 
Puppets 5 2.78 
Labels 0 0.0 
Phonograph 16 8. 89 

*Totals 10 0 percent. 

**Do not total 100 percent because of the multiple 
choices available. 

were also observed. The teacher initiated and continued to 

direct many more activities than were child-initiated and 

directed. Much small group and individual work was done. 

Her experience in private school kindergarten was used to 

develop her language program. Her evaluation was individual 

since the problems of each child were quite different. 

Comparison of Classroom Characteristics and 
Comparison of Teacher Characteristics 

In the following section the information gathered from 

each classroom through observation and from each teacher 
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through interview and self-report is compared. This com-

parison is made through synthesis of the data and not by a 

statistical testing for significance. 

The following series of tables presents the data col-

lected through the use of the observational checklist 

(Appendix A). The minutes show the actual number of times 

each category was observed. The percentages are based on 

180 minutes of observation. 

The data in Table XI show the number of minutes and 

percentage values for the organizational categories from the • 

observational checklist. 

In the organizational grouping of the classrooms only 

one kindergarten had the children spending more time in 

small groups than in large groups. If the time spent in a 

small group or in individual work is combined, five of the 

classrooms had the observed children working more time in 

small group or individual situations than in a large group 

setting. In two classrooms the time for small group work 

and individual work was equal. All the others, except one, 

had the children doing more small group activities than 

individual work. 

The teachers initiated most of the activities in which 

the children engaged. One classroom operated so that the 

children initiated more of their activities than their 

teacher. One classroom had nearly equal amounts of time in 

teacher-initiated and child-initiated activities. The others 
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showed a much, larger amount of teacher-initiated activities. 

If the teacher initiated the activity, she did not neces-

sarily direct that activity. In all classrooms except three, 

the teacher directed fewer activities than she initiated. 

One of the classrooms had more self-directed activities than 

teacher-directed ones. Two of the classrooms had equal per-

centages in teacher-directed activities (fifty-two) and in 

self-directed activities (forty-seven); two of the others 

had percentages very close to these. The others had a much 

larger percentage of teacher-directed activities. In seven 

of the ten classes the children observed spent more-time 

speaking than listening. Three of this seven had the same 

percentages for listening (thirty-three) and for speaking 

(sixty-six). All seven had the children spending nearly 

twice as much time speaking as listening. The three who had 

the children listening more had varying percentages for both 

categories. 

Table XII shows the number of minutes of recording and 

the percentage values for the cognitive activities observed 

in the classroom. Of the cognitive activities, naming was 

done in all classrooms except one. However, in two instances 

it was observed only once and in one instance only twice. 

Seventeen minutes was the longest time naming was observed 

in any classroom. Describing was not observed in three of 

the classrooms. Also in three sections it was observed only 

four times and in one classroom it was observed only once. 





TABLE XI—Continued 

97 

Classroom 

V VI VII VIII IX X 

Min. % Min. a 
o Min. g. *o Min. a 

*6 Min. % Min. % 

78 43.33 114 63. 33 89 49.44 82 45.56 88 48. 89 97 53.89 
51 28. 33 44 24.44 53 29. 44 75 41.67 57 31.67 54 30.00 
51 28. 33 22 12. 22 38 21.11 23 12. 78 35 19.44 29 16, 11 
92 51.11 140 77. 78 100 55.56 82 45.56 107 59.44 144 80.00 
88 48. 89 40 22. 22 80 44.44 98 54. 44 73 40.56 36 20.00 

113 62.78 122 67. 78 95 52. 78 85 47.22 91 50. 56 147 81.67 
67 37.22 58 32. 22 85 47. 22 95 52. 78 89 49.44 33 18. 33 
60 33. 33 60 33.33 60 33.33 .62 34. 44 .54 30.00 78 43.. 33 

120 66.67 120 66.67 120 66.67 118 65.56 126 70.00 102 56.67 

TABLE XII—Continued 

Classroom 

V V! , VII VIII IX X 

Min. % Min. % Min. Q. "O Min. % Min. % Min. % 

16 8. 89 9 5.00 1 0. 56 1 0.56 17 9. 44 13 7.22 
4 2. 22 14 7.78 4 2. 22 0 0.0 0 0.0 6 3.33 

15 8. 33 6 3.33 19 10.56 7 3. 89 3 1.67 45 25 . 00 
8 4.44 2 1.11 7 3. 89 2 1.11 16 8. 89 4 2.22 
5 2.78 8 4.44 0 0.0 7 3. 89 0 0.0 4 2.22 
0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 

14 7.78 29 16.11 13 7.22 15 8. 33 0 0.0 14 7.78 
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The largest number of times it was observed was fourteen 

minutes, or 8 percent of the time observed. Of the cognitive 

activities, recalling, the third level of thinking, was used 

quite extensively in six of the ten classrooms, and was used 

to some: extent in all rooms. The maximum amount of time 

spent in any one classroom in this activity was forty-five 
1 

minutes, and progression downward from this was varied, end-

ing in a three-minute sequence in one kindergarten. Sequenc-

ing was the only other cognitive activity observed in all 

classrooms, although in two rooms it was observed only once 

and in another two only twice. The highest number of ob-

servations in this category in one room was seventeen minutes 

followed by sixteen in another instance. Classifying was 

observed in half of the ten classrooms. The most observa-

tions in one classroom were eight. Interpreting was not 

observed in eight of the ten kindergartens and it was re-

corded only once in one section. In the other instance, the 

children observed participated in interpreting for six 

minut.es. The category of creating received many tabulations 

in all classrooms except three. The maximum in one section 

was forty-five minutes; the minimum in one classroom was 

eight minutes. 

Table XIII contains information concerning the use of 

stories and poetry in the classroom. Stories were read in 

every classroom at some time during the day. In two rooms 

at different times during the day, stories were used in some 
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TABLE XIII 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
FOR LITERATURE CONTENT 

Stories Poetry 

Minutes Percent Minutes Percent 

Classroom I 13 7.22 16 8.89 

Classroom II 7 3. 89 0 0.0 

Classroom III 19 10.56 14 7.78 

Classroom IV 9 5.0 0 0.0 

Classroom V 16 8. 89 0 0.0 

Classroom VI 14 7.78 0 0.0 

Classroom VII 2 3 12.78 1 0.56 

Classroom VIII 19 10. 56 0 0.0 
Classroom IX 24 13. 33 0 0.0 
Classroom X 9 5.00 8 4.44 

form for nineteen minutes. The highest number of observa-

tions in one schoolroom was twenty-four minutes, followed by 

twenty-three in another. The least number of observations 

in one room was seven minutes. Poetry was used in only four 

of the ten classrooms, and in one classroom it was observed 

for only one minute. In the other three poetry was used in 

some form for sixteen, fourteen, and eight minutes. 

The data in Table XIV show the number of minutes and 

percentage values for the communicative activities from the 

observational checklist. The communicative activities re-

ceived a more general coverage than did the cognitive ac-

tivities. Relating information was observed for three 
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TABLE XIV 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
FOR THE COMMUNICATIVE ACTIVITIES 

Classroom 

I II III IV 

Min. % Min. Q, "O Min. Q. 'O Min. % 

Relating 
Information 4 2.22 0 0.0 3 1.67 10 5.56 

Planning 0 0.0 0 0.0 5 2.78 6 3. 33 
Discussing 0 0.0 3 1.67 4 2.22 4 2. 22 
Questioning 8 4.44 2 1.11 6 3.33 3 1.67 
Answering 11 6.11 5 2.78 9 5.0 1 0.56 

Giving 
Directions 16 8. 89 2 1.11 4 2. 22 3 1.67 

Following 
Directions 37 20.56 17 9. 44 22 12.22 20 11.11 

Dramatizing 32 17.76 0 0.0 3 1.67 13 • 7.22 
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Classroom 

V VI VII VIII IX X 

Min. Q. "O Min. % Min. Q. t> Min. % Min. Q, "O Min. % 

3 1. 67 6 3.33 0 0.0 3 1.67 15 8. 33 0 0.0 

7 3.89 0 0.0 1 0.56 0 0.0 0 0.0 5 2.78 

6 3. 33 9 5. 00 9 5.00 0 0.0 13 7. 22 2 1.11 

5 2. 78 5 2.78 6 3. 33 10 5.56 5 2.78 3 1.67 

2 1.11 3 1. 67 3 1.67 6 3.33 9 5.00 3 1.67 

6 3. 33 5 2.78 14 7. 78 12 6.67 9 5.00 3 1.67 

14 7. 78 19 10. 56 8 4.44 28 15. 58 11 6.11 14 7.78 

10 5. 56 22 12. 22 22 12. 22 23 12.78 9 5 .'00 16 8. 89 
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minutes in three classrooms. The greatest number of observa-

tions in any one classroom was for fifteen minutes. Planning 

with participation by the children was not found in five 

kindergarten. When planning was observed, it was recorded 

a maximum of seven minutes in one classroom. Discussing was 

done with the children at some time during the day in all 

classrooms except two. In those in which discussing was 

recorded, there was an observation rate of from two to nine 

minutes, except for the one with thirteen minutes, the 

highest number. 

In every classroom the children observed were free to 

question. The range of minutes in this category was from 

two to ten. In four of the rooms, the children did more 

answering than questioning. The maximum amount of time 

spent answering was eleven minutes. Giving and following 

directions was observed in all classrooms. In all but one 

room more observations were made of following directions 

than of giving directions. Following directions received 

many more observations than other communicative activities. 

In one situation the children observed spent as much as 37 . 

minutes out of 180 minutes following directions/ The least 

amount of recording in one room was eight minutes. One 

classroom did not use dramatizing at all. Another used it 

18 percent or thirty-two minutes. This is the same class-

room that had thirty-seven minutes of following directions. 

In five other classrooms there were more than average 



103 

percentages in both of these categories. The data indicate 

that the dramatizing was not permitted to be spontaneous in 

many instances. 

The information in Table XV shows the number of minutes 

and the percentage values for each of the materials listed. 

Much variation in the amount of use and in the materials 

utilized was found. In four classrooms the television was 

used. All children in these classrooms watched all or a 

part of a popular children's program. In the classroom in 

which the children were required to watch the complete pro-

gram, they spent fifty-eight minutes in this activity. Film 

strips were used in two rooms for eleven and four minutes. 

A film was used in one classroom for twenty-three minutes. 

Listening stations were used in one classroom by the chil-

dren observed for five minutes. Games were used in two 

rooms for sixteen minutes and in one class for five minutes. 

The housekeeping center, which was present in all sections, 

was used by the children observed in only four rooms. One 

room had thirty-one minutes of recording in this center, two 

had thirteen and fourteen, and one had only one minute in 

this center. Other learning centers were not used in two 

classrooms. In the eight rooms in which these centers were 

used, they were utilized for several minutes, except in one 

where only one recording was made, and one with six minutes 

of recording. The other six ranged from eleven minutes to 

twenty minutes. Manipulative materials were used in half of 
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TABLE XV 

THE QUANTITATIVE NUMBER OF RECORDINGS AND PERCENTAGE VALUES 
FOR MATERIALS 

Classroom 

I II III IV 

Min. % Min. a 
"O Min. 9* 

"6 Min. % 

Television 12 6.67 24 13. 33 0 0.0 58 32.22 

Film Strips 0 0.0 0 0.0 0 0.0 0 0.0 

Opaque 
Projector 0 0.0 0 0.0 0 0.0 0 0.0 

Overhead 
Projector 0 0.0 0 0.0 0 0.0 0 0.0 

Films 0 0.0 0 0.0 0 0.0 0 0.0 

Listening 
Stations 0 0.0 0 0.0 0 0.0 0 0.0 

Games 0 0.0 0 0.0 0 0.0 16 8. 89 

Housekeeping 31 17.22 0 0.0 0 0.0 0 • 0.0 

Other Learning 
Centers 0 0.0 11 6.11 16 8. 89 6 3.33 

Manipulative 
Materials 22 12. 22 17 9. 44 0 0.0 9 5.00 

Media for 
Creating 4 2.22 8 4. 44 52 28.89 8 4.44 

Workbooks 0 0.0 0 0.0 0 0.0 12 6.67 

Mimeograph 
Sheets 0 0.0 0 0.0 0 0.0 0 0.0 

Pictures 0 0.0 0 0.0 4 2.22 5 2.78 

Flannelboard 0 0.0 7 3. 89 0 0.0 0 0.0 

Tape Recorder 0 0.0 0 0.0 0 0.0 0 0.0 

Books 19 10.56 0 0.0 30 16.67 6 3. 33 

Letters 0 0.0 0 0.0 0 0.0 7 3. 89 

Puppets 0 0.0 0 0.0 0 0.0 14 7. 78 
Labels 0 0.0 0 0.0 0 0.0 0 0.0 

Phonograph 35 19. 44 14 7.78 10 5.56 0 0.0 
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Classroom 

V VI VII VIII IX X 

Min. % Min. o, 
"o Min. a 

"O Min. % Min. % Min. % 

0 0.0 6 3. 33 0 o.o- 0 0.0 0 0.0 0 0.0 

11 6.11 4 2.22 0 0.0 0 0.0 0 0.0 0 0.0 

0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 

0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 

0 0.0 0 0.0 23 12. 78 0 0.0 0 0.0 0 0.0 

0 0.0 0 0.0 0 0.0 5 2.78 0 0.0 0 0.0 

16 8. 89 0 0.0 0 0.0 0 0.0 5 2.78 0 0.0 

1 0.56 0 0.0 13 7.22 14 7.78 0 O.'O 0 0.0 

15 8.33 15 8. 33 17 9.44 20 11.11 1 0.56 0 0.0 

11 6.11 8 4.44 0 0.0 0 0.0 0 0.0 0 0.0 

12 6.67 26 14. 44 8 4.44 39 21.67 1 0.56 42 23.33 

0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 

0 0.0 0 0.0 1 0.56 11 6.11 1 0.56 0 0.0 

5 2.78 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 

0 0.0 0 0.0 0 0.0 0 0.0 0 0. 0 0 0.0 

0 0.0 0 0.0 0 0.0 0 0.0 1 0.56 0 0.0 

11 6.11 19 10.56 23 12. 78 19 10.56 37 20.56 11 6.11 

1 0.56 0 0.0 0 0.0 0 0. 0 17 9.44 18 10.00 

0 0.0 0 0.0 0 0.0 0 0.0 13 7.22 5- 2.78 

2 1.11 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 

45 25.00 17 9.44 19 10.56 35 19.44 14 7. 78 16 8.89 
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the classrooms. The range of recordings was from eight to 

twenty-two minutes. Media for creating was used in every 

classroom, quite extensively in some (fifty-two, thirty-nine, 

and forty-two minutes), and very little in others (one, four, 

and eight minutes). Workbooks were observed in only one 

classroom and were used for twelve minutes. Mimeograph 

sheets were utilized in two classrooms for one minute each 

and in one for eleven minutes. Pictures were used in three 

classrooms for four- and five-minute periods. The flannel-

board was used in one classroom for seven minutes. The tape 

recorder was used in one classroom for one minute. Books 

were used in all classrooms except one. Three classrooms 

had stories from a book for nineteen minutes. Two used books 

for thirty minutes or more. The minimum use of books was 

for six minutes. Letters were used in four classrooms. The 

number of minutes used for letters ranged from one to 

eighteen minutes. Puppets were used in three rooms. Labels 

were used in one kindergarten for two minutes. The phono-

graph was used in all classrooms except one, the longest 

times were forty-five and thirty-five minutes. The range 

for the phonograph in the other six rooms was from ten to 

nineteen minutes. The opaque projector and the overhead 

projector were not used in any classroom. 

Through self-report the following information concern-

ing the teachers was gathered. One of the assumptions of 

this study was that these teachers would be typical of 
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of classroom teachers found in first year kindergarten pro-

grams in Texas. 

Table XVI lists the characteristics of age, teaching 

experience, date and major of degrees held for the ten 

TABLE XVI 

SELECTED TEACHER CHARACTERISTICS GAINED THROUGH SELF-REPORT 

Age 
Teaching 
Experience* 

Date 
Bachelor 
Degree, 

Major 
Bachelor1s Master1s 

Teacher 1 25 4 1967 Art. 
Elem. 

Ed. 
Ed. No 

Teacher 2 22 2 1970 Elem. Ed. No 

Teacher 3 28 4 1965 Art Ed. 
Elem. Ed. No 

Teacher 4 24 3 1968 Home Ec. No 

Teacher 5 40 18 1951 Elem. Ed. Yes 1966 

Teacher 6 30 10 1962 Elem. Ed. No 

Teacher 7 28 4 1964 Elem. Ed. No 

Teacher 8 24 4 1968 Elem. Ed. No 

Teacher 9 26 3 1968 Elem. Ed. Yes 1969 

Teacher 10 30 4 1961 Elem. Ed. No 

*Includes this year. 

teachers in the observed classrooms. It is interesting to 

note that 70 percent of these teachers were in their twenties. 

Therefore the amount of teaching experience was not high for 

most. Also most were recent graduates. Only 20 percent had 

earned their master's degree. Ninety percent of the teachers 

had majored in elementary education. 
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The information in Table XVII concerns teaching experi-

ence, college coursework and certification. One-half of the 

TABLE XVII 

OTHER SELECTED TEACHER CHARACTERISTICS GAINED THROUGH 
SELF-REPORT 

Last Year 
College 
Courses 

Courses 
in Early 
Childhood 

Years in 
Kinder-
garten* 

Places 
Taught in 
Besides 
Texas Endorsed 

Teacher 1 1969 None 2 Public None No 

Teacher 2 1970 None 2 Public Oklahoma NO 

Teacher 3 1965 None 4 Public None Yes 

Teacher 4 1969 34 3 Public None Yes 

Teacher 5 1970 12 1 Public None Yes 

Teacher 6 1961 6 3 Public Germany Yes 

Teacher 7 1964 None 2 Public New Jersey No 

Teacher 8 1971 3 2 Public Oklahoma No 

Teacher 9 1971 6 1 Public None No 

Teacher 10 1961 3 1 Public None No 

Private 

*Includes this year. 

teachers had completed college courses since they received 

their degree; one had done work beyond her master's. Sixty 

percent had courses in early childhood education. It is 

interesting to note that this was the first year that three 

of the teachers had taught kindergarten. The others had 

taught this age level for two to three years. Only 40 per-

cent of these ten teachers were endorsed by the Texas Educa-

tion Agency for kindergarten teaching. 



109 

The following tables synthesize the information gained 

from the teachers through interview, using the interview 

guideline (Appendix C). Table XVIII shows the ratings given 

to language as an academic subject. Seventy percent of the 

TABLE XVIII 

TEACHER RATINGS GIVEN TO LANGUAGE DEVELOPMENT 

Most Important Very Important Important 

Teacher 1 X 

Teacher 2 X 

Teacher 3 X 

Teacher 4 X 

Teacher 5 X 

Teacher 6 X 

Teacher 7 X • 

Teacher 8 X 

Teacher 9 X 

Teacher 10 X 

teachers felt language arts was the most important academic 

area, 20 percent thought it was very important, and 10 per-

cent thought it was important. 

The teachers were then asked to elaborate what should 

be included in a language program. Table XIX is a synthesis 

of the items given by the teachers. Several of the items 

were suggested by more than one teacher. There was a wide 

variety of answers; also some teachers went into more detail 

than others. 
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TABLE XIX 

SYNTHESIS OF ELEMENTS OF LANGUAGE PROGRAM AS GIVEN BY 
TEACHERS 

Teaching them words for ordinary things. 
Teaching them to make sentences. 
Preparing them to function in different groups in adequate 

way. 
Learning to feel at ease talking in front of people. 
Learning to have a "say so" in group about something. 
Learning to converse with each other. 
Interpreting pictures. 
Emphasizing correct usage. 
Praising the child when he is successful. 
Naming objects. 
Using stories. 
Expressing ideas. 
Developing ability to ask intelligent questions. 
Learning to think. 
Conversing with teacher. 
Using puppet shows and finger plays. 
Learning words helpful for first grade. 
Answering questions. 

After each teacher's ideas for a language program were 

discussed, she was asked if she used a language curriculum 

guide. If she did not use one, she was asked what, if any-

thing, was used for guiding the language program. Table XX 

shows the answers given. Ninety percent of the teachers 

said no language curriculum guide was used. All of those 

who had no guide, except one, used her own knowledge to guide 

the program. The one teacher who used a guide had brought it 

with her from a private kindergarten. Two classrooms had a 

curriculum guide for all areas of instruction; language was 

included in these guides. In response to the question 
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TABLE XX 

ANALYSIS OF CURRICULUM GUIDES USED BY TEACHERS 

Language 
Curriculum 
Guide Used 

General 
Curriculum 
Guide Used What Used 

Teacher 1 No No Teacher Knowledge 

Teacher 2 No No Teacher Knowledge 

Teacher 3 No No Teacher Knowledge 

Teacher 4 No No Teacher Knowledge 

Teacher 5 No Yes 

Teacher 6 No No Teacher Knowledge 

Teacher 7 NO Yes Series of Units 

Teacher 8 No No Teacher Knowledge 

Teacher 9 NO No Teacher Knowledge 

Teacher 10 Yes No Private Kindergarten Guide 

concerning measurement of language development, four differ-

ent responses were given. 

Table XXI lists these responses and the number of 

teachers using each one. The most frequently employed mea-

suring device was oral communication between the teacher and 

the child. It is interesting to note that no standardized 

tests were mentioned except a readiness test to be given at 

the end of the year in one classroom. 

The problems encountered by the teachers in language 

development were varied. Table XXII synthesizes these prob-

lems. Of those items listed, two teachers mentioned an in-

ability to understand a minority group at the beginning of 
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TABLE XXI 

MEANS USED TO MEASURE LANGUAGE DEVELOPMENT AS REPORTED BY 
THE TEACHERS 

Readiness Test 
Oral 

Communication Checklist 
Tape 

Recorder 

Teacher 1 X 

Teacher 2 X 

Teacher 3 X 

Teacher 4 X 

Teacher 5 X X 

Teacher 6 X 

Teacher 7 X 

Teacher 8 X 

Teacher 9 X 

Teacher 10 X 

school. Two teachers stated that they had difficulty get-

ting the children to talk at the beginning of school. The 

other items enumerated were suggested by only one teacher. 

TABLE XXII 

PROBLEMS ENCOUNTERED BY TEACHERS 

Limited vocabularies. 
Use of proper and accepted language. 
Lack of ability to communicate with teacher. 
Getting children to talk. 
Individualizing the language program. 
Word pronunciation. 
Use of complete sentences. 
Lack of ability to ask and answer questions. 
Inability of teacher to understand children. 
Severe speech problems. 
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Comparison of Findings with Authorities' 

Suggestions 

The observational checklist devised for this study was 

a result of gathering the suggestions of authorities and of 

submitting these items to panels of experts. The following 

are some of the sources used in developing the first compre-

hensive list of items. The organizational patterns listed 

were formulated after general reading concerning kindergarten 

education. Such people as Wills and Lindberg (13), Leeper 

and others (7), and Headley (6) give general characteristics 

of kindergartens. Activities which were designated as 

developmental for language were listed from the sources 

above and from such sources as Strickland (11), Anderson (1), 

Ashley (2), and Burns and Lowe (4). Sherer (10) lists ex-

tensive questions to evaluate kindergartens, many of which 

seemed applicable today. These were also used as a guide. 

Leeper and others (7), Wills (13), and Headley (6) give quite 

an extensive outline of materials to be used in kinder-

gartens. Most of the items are found mentioned more than 

once in the literature reviewed. 

The third phase of this study presents the total find-

ings gathered through observation. This information will be 

compared through analysis and synthesis with suggestions 

from leading authorities in language arts and kindergarten 

education. The information will be presented in the order 

of the categories from the observational checklist (Appendix 

A). The sequence is as follows: (1) Organizational Patterns, 
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(2) Cognitive Activities, (3) Literature Content, (4) Com-

municative Activities, and (5) Materials. 

Organizational Patterns 

Moffett (8) states that his language arts program calls 

for the deployment of a class into five or six smaller groups 

for such activities as dramatizing, discussing, reading, and 

most other language-related activities. He believes that 

this should be a "staple school activity in which students 

would be taught to participate from the earliest years" (8, 

p. 7). This statement is typical of authorities' recommen-

dations for group learning in kindergartens. The teacher 

must plan, according to Leeper and others (7) so that chil-

dren may make decisions as to work and play activities. She 

also contends that the children should have varied oppor-

tunities and should explore, develop, and grow. Strickland 

(11) states that a satisfactory program for young children 

provides large blocks of uninterrupted time for individual 

activities of the child's own choosing. Children should 

have unlimited opportunity to experiment with different 

materials and with different children. Adults should pro-

vide guidance as needed for individual growth. Headley (6) 

refers to the "direct-lesson" as belonging to another kinder-

garten age, but admits that under some conditions and on 

some occasions, it has value. These references summarize 

suggestions made in the literature regarding teacher direc-

tion and initiation of activities. 
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As the child initiates and directs his motions, when 

it does not interfere with efficiency, or the activities of 

others, verbalization and conversation are not only permitted 

in the kindergarten but encouraged. The following quotation 

from Headley summarizes the need for opportunities for 

verbalization: 

One cannot speak of a language "period" in 
the kindergarten. Most kindergartens give ample 
opportunity throughout the daily program for 
practice in oral expression. The children are 
encouraged to converse informally, to organize 
and present their ideas verbally to the group, 
to listen attentively to the ideas presented by 
others, to engage in the conversational give-
and-take of organized social periods, to make 
up, tell, and dramatize stories, to interpret 
pictures, to dictate letters and reports sum-
marizing group experience, and to make up jingles, 
rhymes, and riddles (6, p. 342). 

From Wills and Lindberg the following statement reinforces 

the above: "In kindergarten, the emphasis is on helping the 

children to gain facility in the use of language. They need 

help in learning to say what they mean, so that they may ex-

perience the enjoyment that comes from being understood by 

others. Thus an important aspect of a kindergarten should 

be a freedom to communicate with adults and other children" 

(13, p. 161). Also Burns and Lowe state, "A successful pro-

gram depends upon children talking, listening, and socializ-

ing" (4, p. 31). 

Table XXIII presents the totals from the ten classrooms 

for the categories listed under organizational patterns. 



116 

TABLE XXIII 

TOTAL RECORDINGS AND PERCENTAGE VALUES FOR ORGANIZATION 
PATTERNS 

Large Group Percent 

Large Group 997 55. 39 
Small Group 511 28. 39 
Individual 292 16.22 
Teacher-Initiated 1273 70. 72 
Child-Initiated 527 29.28 
Teacher-Directed 1145 63.61 
Self-Directed 655 36.39 
Listening 790 43. 89 
Speaking 1010 56.11 

The amount of time in large group activities (55 per-

cent) is nearly equal to the combined time spent in individ-

ual and small group activities (54 percent). The total 

teacher-initiated activities (71 percent) and teacher-

directed activities (64 percent) were nearly equal. These 

figures compared with child-initiated activities (29 percent) 

and self-directed activities (36 percent) show a predominant 

amount of direction by an adult. In comparing the totals of 

activities in which the children predominantly listened or 

spoke, more opportunities for speaking were provided. There 

was 12 percent more speaking done during activities in the 

ten classrooms. 

Cognitive Activities 

The literature has many references to the development of 

cognitive skills in children. The creative instinct is common 



117 

to all children, but only through opportunity to experiment 

can the child realize his potential creative ability (6). 

Creativity, Torrance (12) reminds us, can be primed. 

Strickland (7) speaks of the early interest of children in 

naming things. She also sees the need for generalizations 

following almost immediately. This interest in naming and 

classifying comes early. It has been suggested by Brown (3) 

that the naming practices of children probably depend largely 

on the naming practices of the adults around them. Frost 

and Rowland (5) outline a model which structures oral lan-

guage lessons around the process of observation, experimen-

tation, description, classification, and prediction. Language 

development is to proceed through four stages. The stages 

proceed from labeling to comparative, to creative,' and 

ultimately to elaborative language. This ladder of develop-

ment is generally agreed upon by authorities in the field of 

cognitive development. 

The information in Table XXIV shows the total number of 

recordings and the percentage values for the ten classrooms 

in the cognitive activities. 

Regarding the cognitive skills which build language, 

the percentages of usage for all categories were not high. 

The highest total in these skills was about 8 percent, found 

for both recalling and creating. Recalling was listed as 

the third level of thinking. Creating was listed as the top 

level. In contrast, interpreting, which was listed as the 
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TABLE XXIV 

TOTAL QUANTITATIVE VALUES AND PERCENTAGE VALUES FOR 
COGNITIVE ACTIVITIES 

Total Minutes Percent 

Naming 73 4.06 
Describing 38 2.11 
Recalling 149 8.28 
Sequencing 75 4.17 
Classifying 27 1.50 
Interpreting 7 .39 
Creating 138 7.67 

second highest level, received less than 1 percent and 

classifying, the third highest, received a 2 percent rating 

or out of 1800 minutes of observations it was observed for 

seven minutes. Naming and sequencing received nearly equal 

totals resulting in a 4 percent value. 

Literature Content 

The pleasures and advantages of using literature in a 

kindergarten classroom are often discussed in the literature. 

Experience with poetry can be happy and spontaneous for chil-

dren. They enjoy the sounds around them, create sounds, 

laugh at unusual combinations of words, sense the rhythm of 

running, skipping, and speaking (7). Children like the 

"feel" of poetry and soon will join in as the teacher reads 

or recites a poem (6). Through well-selected children's 

poems, kindergarten children experience their language in its 

finest form. Not only should poetry be scheduled, it should 

be used informally whenever it fits a time or situation (13). 
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Many authorities agree to the use of storytelling every 

day for the young child. The following paragraph from Wills 

and Lindberg is typical of how authorities regard storytell-

ing . 

There seems to be a special magic in the 
air when the teacher becomes a storyteller. 
The teacher should schedule a story time every 
day. In addition, stories may be read or told 
to a single child, to a small group, or to a 
large group whenever the time seems right. The 
teacher who neglects to name a story time even 
one day probably will be reminded by many of 
the disappointed children (13, p. 191). 

Table XXV shows the quantitative number of recordings 

and the percentage values for stories and poetry for the ten 

classrooms. 

TABLE XXV 

TOTAL QUANTITATIVE VALUES AND PERCENTAGE VALUES FOR 
LITERATURE CONTENT 

Total Minutes Percent 

Stories 153 8.50 

Poetry 39 2.17 

Stories were used in some means in all classrooms. The total 

for all classrooms combined came to 9 percent of the total 

time observed. Poetry was not employed in all classrooms; 

its percentage value was two. 
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Communicative Activities 

Strickland. (.11) , Headley (6) , and Ashley (2) agreed 

thau children respond to play materials and activities that 

encourage talking. Dramatic play with trains, toys , and 

people leads to some verbal exchange and sometimes to con-

versation. Initiative and representative play make up a 

.Large part of the play of five—year-olds. Leeper (7) speaks 

of dramatic play which should be spontaneous and free of 

teacher direction or control. The teacher1s role includes 

(1) providing many interesting opportunities for the chil-

dren and (2) providing space, materials, and time for the 

activity. The kindergarten day should include periods set 

aside for talking and planning together, sharing interests 

brought in from home and community, and discussing' the work 

that is being done by groups and individuals. 

Burns (4) recognized that one important value of pro-

viding sharing time is that even shy children can usually be 

encouraged to say a few words about something they have en-

joyed. This activity can encourage intellectual growth 

through asking questions and emphasizing sequence, recall, 

and generalization. As children become more secure in a 

group situation, they want and need to talk together, and a 

time in the school day for planning and sharing should be 

designated. This planning may be for the day, the period, or 

a special event (6, 7). The following experiences develop 

language ability: 
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1. identifying objects; 

2. telling personal experiences, listening; 

3. asking questions, conversing; 

4. interpreting sensory impressions; 

5. talking in dramatic play, dramatizing;-

6. telling and retelling stories; 

7. listening to stories and poetry; 

8. repeating poems individually or in a group; 

9. creating stories; 

10. echoing refrains in stories; 

11. giving directions, explaining; 

12. evaluating problems; and 

13. interpreting pictures, identifying pictures (2, 4, 

8, 11, 14). 

This list is not comprehensive but does include some of the 

activities suggested for kindergarten children by the author-

ities. 

The information in Table XXVI shows the total number of 

recordings and the percentage values for the communicative 

activities listed on the observational checklist. 

It is interesting to note that in the realm of communi-

cative activities, following directions received the highest 

total percentage. The other categories—discussing, question-

ing, answering, relating information, and planning—all . 

received close to 2 percent recordings, denoting very little 

use in these classrooms. 
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TABLE XXVI 

TOTAL NUMBER OF RECORDINGS AND PERCENTAGE VALUES FOR 
COMMUNICATIVE ACTIVITIES 

Total Minutes Percent 

Relating information 44 2. 44 
Planning 24 1. 33 
Discussing 50 2. 78 
Questioning 53 2. 94 
Answering 52 2. 89 
Giving directions 74 4. 11 
Following directions 190 10. 56 
Dramatizing 150 8. 33 

Materials 

Ashley (2) discusses using films, filmstrips, overhead 

projectors and pictures and posters in his language arts 

program. He also outlines many different games to increase 

vocabulary. Games call for considerable planning to be suc-

cessful, according to Anderson (1). He also suggests the 

flannelboard as a means of holding the attention of listeners, 

Each classroom should have outlets for emotions through 

creative expression with paints, clay, and paper. 

Headley (6) devotes a chapter in her book to audio-

visual materials. She speaks of first-hand experiences and 

observations by the children being supplemented by posted 

pictures, book illustrations, dramatizations, art materials, 

story and song experiences and, whenever possible, projected 

still or motion pictures. This same book has a chapter on 

equipment and supplies for the kindergarten. Under manipu-

lative materials she lists beads, bead string, pegs and .peg 
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boards, nests of rings, figures and boxes, small blocks and 

puzzles. Headley has a category of materials of construction 

which includes some manipulative materials and some media for 

creating. In this category she lists blocks, paper, wood, 

sand, modeling materials, and needle and threat. Puppets 

are spoken of under materials for dramatic play. Pictures 

fall into three classes according to this source: (1) framed 

pictures, murals, wall hangings, and plaques; (2) mounted 

pictures of current interest; and (3) pictures made by the 

children. Books, films, filmstrips, opaque-projected illus-

trations from books and stereoscope are also mentioned as 

usable in a kindergarten. 

Burns and Lowe (4) mention the use of the tape recorder 

when children are discussing. They also state that workbook 

exercises have a severely limited kind of usefulness. 

Children need materials to observe and feel and materials 

to create. They need books to discover and explore (7, 11, 

13). More than all this, they need space and freedom to use 

these materials under wise guidance, as opposed to a teacher-

dominated and directed program (7, p. 413). 

Table XXVII shows the total number of recordings and 

percentage values for materials in the ten classrooms. The 

most frequently-used materials in these kindergartens were 

the phonograph, media for creating, and books. The television 

was utilized next in frequency, but this high usage was due 

to the extensive use in one classroom. Learning centers 



12 4 

TABLE XXVII 

TOTAL NUMBER OF RECORDINGS AND PERCENTAGE VALUES FOR 
MATERIALS 

Number of Minutes Percent 

Television 100 5. 56 
Film Strips 15 0. 83 
Opaque Projector 0 0. 0 
Overhead Projector 0 0. 0 
Films 23 1. 28 
Listening Stations 5 0. 28 
Games 37 2 . 06 
Housekeeping Area 59 3. 28 
Other Learning Centers 101 5 . 61 
Manipulative Materials 67 3. 72 
Media for Creating 200 11. 11 
Workbooks 12 0. 67 
Mimeograph Sheets 13 0. 72 
Pictures 14 0. 78 
Flannelboard 7 0. 39 
Tape Recorder 1 0. 06 
Books 175 9 . 72 
Letters 43 2 . 39 
Puppets 32 1. 78 
Labels 2 0. 11 
Phonograph 205 11. 39 

were the third most frequently used equipment. These were 

followed by the housekeeping center and manipulative 

materials. Puppets, letters, games, and films were employed 

next in frequency. The following received very little usage: 

labels, tape recorder, flannelboard, pictures, mimeograph 

sheets, workbooks, listening stations, and film strips. The 

opaque and overhead projectors were not used in any class-

room. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

This research, study was an investigation of language 

programs in selected kindergartens through the use of an 

observational checklist. The findings were then compared to 

authorities' recommendations regarding language development 

in five-year-olds. This chapter contains a summary of the 

methods and procedures used to obtain the data, a review of 

the findings, conclusions, and.recommendations for future 

analysis. 

Summary of Methods and Procedures 

Ten kindergarten classrooms which had children who met 

the Texas economic and language qualifications for a minimum 

foundation program were utilized. An observational check-

list was devised, through research of the literature and 

panel recommendations, for gathering the data. The major 

headings on the instrument were (1) Organizational Patterns, 

(2) Cognitive Activities, (3) Literature Content, (4) Com-

municative Activities, and (5) Materials. An equal number of 

randomly selected boys and girls was observed in each class-

room. A recording was made once a minute for thirty minutes 

per child on a total of six children in each classroom. The 

number of minutes each activity was observed being performed 
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12 8 

and a percentage based on 180 minutes of observation were 

reported. These values were compared through synthesis and 

analysis with recommendations found in the literature regard-

ing language arts programs for kindergarten aged children. 

Summary of Findings 

In Chapter IV, where each classroom is considered 

separately, tables containing the values for each category 

on the observational checklist for each classroom were given. 

These values were compared among classrooms and the totals 

for the ten kindergartens were analyzed with recommendations 

of the authorities. Comparisons were also made of the 

teachers through tables and text utilizing the information 

gained through self-report and interview. 

Knowledge about general areas of language development 

were sought through teacher interview. First the inquiry 

was made into the teacher's attitude toward the importance 

of development of language in five-year-olds. The teachers 

all stressed the importance of developing language in their 

five-year-olds. Most mentioned this area of instruction as 

being most important. 

The teacher's general philosophy regarding a good lan-

guage development program was sought. Answers varied to this 

question but one prevailing answer was the child needed to 

learn to communicate with adults and with his peers. In 

order to do this it was felt that some of the things they 
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needed to learn were to (1) make complete sentence, (2) 

build their vocabularies, and (3) understand the English 

language better. 

The goals for these kindergartens in language develop-

ment were not formalised and recorded. The prevailing cir-

cumstance was that the teacher used her knowledge to guide 

the children in language development. 

The problems that each teacher had observed during the 

year occurred mainly at the beginning of the school term. 

Some of the children were shy and hesitant to talk in their 

new group situations. Some of the teachers had difficulty 

in communicating with the minority groups. One classroom 

had many severe speech problems and one class was too large 

for effective individualization. 

The prevailing evaluation technique was oral communica-

tion between the teacher and child. The tape recorder and a 

skill checklist were also mentioned as being used. 

Through classroom observation the answers to the follow-

ing questions were sought: 

1. What organizational patterns were used in the class-

room? The most frequently used group situation was the large 

group. The time spent in small group work plus the time 

spent in individual endeavors was almost the same as the 

time spent in large group work. However, some classrooms 

had more small group and individual work. 
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2. What was the nature of the situation in which the 

child was operating? The teacher initiated and directed 

more activities. In most cases, if the teacher initiated 

the activity she also directed it; if the child initiated 

the action, in most cases he directed the project. Many 

more listening activities were observed than speaking activi-

ties . 

3. What cognitive activities were being developed in 

the kindergarten children? Recalling and creating were the 

two cognitive activities observed most frequently. Sequenc-

ing and naming received the next most frequent recordings. 

Describing and classifying were observed very little. 

Interpreting was observed for short periods in only two 

classrooms. 

4. What literature content was used? Every classroom 

utilized stories in some manner on the day of observation. 

The length of time varied. Poetry was employed in only 

three classrooms for short time periods. 

5. What communicative activities was the child engaged 

in during the day? The most frequent communicative activity 

was following directions; this was followed in frequency by 

dramatizing. The children were observed giving directions 

in several instances. Discussing, questioning, and answering 

received nearly equal recordings. Relating information and 

planning were observed the fewest number of times. 
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6. What materials were being used and attended to by 

the child? The phonograph and media for creating were the 

most frequently used materials. Books, manipulative 

materials, and the television were also used quite extensively, 

All the other materials except opaque projector and overhead 

projector were used in varying small amounts of time in the 

classrooms observed. 

From teacher self-report the data showed few teachers 

with early childhood education courses. Most teachers were 

not endorsed for kindergarten teaching by the Texas Education 

Agency. The teachers were predominantly young and had 

limited teaching experience. Most had only their bachelor's 

degrees. 

Conclusions 

Within the limitations and scope of this study and 

based on an analysis and synthesis of the recommendations of 

authorities and the.data gathered, the following conclusions 

are drawn: 

1. The importance of language development was recog-

nized by the kindergarten teachers involved in this study. 

2. These teachers had a limited understanding of the 

organization and guidance of a good language program for 

five-year-olds. 

3. No curriculum guides were formulated and utilized 

by these teachers to give direction to their language program. 
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4. The problems each teacher encountered were unique 

to her situation and to her children. 

5. There was a predominance of the traditional class-

room instructional techniques which would be more suitable 

to older children. 

6. The teachers with more early childhood education 

courses or with kindergarten teaching experience planned 

their classroom more nearly to the recommendations of the 

authorities. 

7. The developmental activities using the higher 

levels of thinking were observed very infrequently. 

8. In the realm of literature, stories were used, but 

poetry was neglected to a large extent. 

9. The significance of dramatizing for children was 

understood but the other communicative activities were 

largely neglected. 

10. Some of the valuable materials available were not 

utilized by the children in the classroom. 

Recommendations 

On the basis of the findings of this study, the follow-

ing recommendations are made: 

1. Early childhood education courses should be required 

for kindergarten teachers. These should help the teachers 

develop a deeper understanding of the early childhood years 

and how to develop skills in these children. These courses 

should emphasize (a) the importance of oral language 
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development in young children, (b) the organization of an 

adequate language arts program for five-year-olds, (c) the 

role of the teacher in a kindergarten program, (d) the 

uniqueness of a kindergarten developmental program, and 

(e) the content of a good language program and how to use 

this content. 

2. Those teachers with minority groups should be aware 

of their children's background and speech patterns before 

school begins. 

3. Some guideline for oral evaluation of children's 

language development should be utilized in kindergarten 

classrooms. 

4. Further development of the instrument to include 

other academic instructional areas would allow for evaluat-

ing the total kindergarten program. 

5. There should be curriculum guides available to the 

kindergarten teacher which state the goals and purposes, as 

well as to provide a guide for the activities of a language 

arts program. 



APPENDIX A 

ORGANIZATIONAL PATTERNS 
Large Group 
Small Group 
Individual 

NATURE OF SITUATION 
Teacher Initiated 
Child Initiated 

Teacher Directed 
Self Directed 

Listening 
Speaking 

COGNITIVE ACTIVITIES 
Naming 
Describing 
Recalling 
Sequencing 
Classifying 
Interpreting 
Creating 

LITERATURE CONTENT 
Stories 
Poetry 

COMMUNICATIVE ACTIVITIES 
Relating Information 
Planning 
Discussing 
Questioning 
Answering 
Giving Directions 
Following Directions 
Dramatizing 

MATERIALS 

PASSIVE 
Film Strips 
Opaque Projector 
Overhead Projector 
Films 
Listening Stations 
Television 
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ACTIVE 
Games 
Housekeeping Area 
Other Learning Centers 
Manipulative Materials 
Media for Creating 
Workbooks 
Mimeograph Sheets 

ACTIVE OR PASSIVE 
Pictures 
Flannelboard 
Tape Recorder 
Books 
Letters 
Puppets 
Labels 
Phonograph 



APPENDIX B 

SELF-REPORT QUESTIONNAIRE 

Name 

Number years teaching experience (count this year) 

Age 

Date(s) of college or university degree (s) Bachelor's_ 

Master's 

College Major: Bachelor's 

Master's 

Beyond master's_ 

Where did you attend: Bachelor's 

Master's 

Beyond master's 

Last year in which college course work was taken 

Have you had any courses in early childhood? 

How many hours of early childhood work: Bachelor's 

Master's 

Beyond 

How many years have you taught kindergarten? 
(Count this year) 

Public 

Private 

In which state(s) have you taught kindergarten? 

Are you endorsed by the Texas Education Agency for kinder-
garten teaching? 
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APPENDIX C 

PERSONAL INTERVIEW QUESTIONS 

1. What area of academic instruction in the kindergarten 
i 

do you feel is the most important? 

2. Please give a general statement of what you believe a 

language development program for five-year-olds should 

consist of. 

3. Has your kindergarten a written curriculum for language 

development? If not, what are you using as a guide for 

developing language in your classroom? 

4. How do you measure the achievement of your five-year-olds 

in language development? 

5. What problems have you experienced regarding the develop-

ment of language in your children? 
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