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Abstract:
The purpose of this study was to: (a) determine the dependency of the perceptions of actual
instructional activities on the roles of teacher and principal and, (b) determine the dependency of the
perceptions of ideal instructional time for each of the same speech communication activities on the
roles of teacher and principal.

The problem was investigated by: (a) a review of literature related to the problem; (b) the development
of a questionnaire; and (c) a tabulation, analysis, and comparison of the data gathered. The research
was conducted in sixty-nine elementary schools which were members of the Christian Schools
International.

The major conclusions of the study indicated that: (a) teachers and principals do not have a stereotyped
or generalized view of speech communication activities; (b) teachers and principals did not consistently
agree or consistently disagree on the actual and ideal amount of instructional time for the fifty-three
speech communication activites; (c) teachers and principals generally indicated actual and ideal
instructional time in those categories of "no time" to "less than 1/2 hour" per week for most speech
communication activities and (d) principals who do not teach demonstrated more significant
differences from teachers in perceptions of actual and ideal instructional time than did principals who
also teach.

The major recommendations were: (a) additional research should be conducted to determine the
profitability and consistency of the design used in this research; (b) Christian Schools International
should consider the development of units or lessons for some groups of speech communication
activities and workshops to increase the perceived value of speech communication activities; and (c)
teachers and principals should develop a greater awareness of the differences between experiential and
instructional activities, of the integration of instruction in speech communication and of the basis for
their curriculum decisions. 
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ABSTRACT

The purpose of this study was to: (a) determine
the dependency of the perceptions of actual instructional 
activities on the.roles of teacher and principal and,
(b) determine the dependency of the perceptions of ideal instructional time for each of the same speech communica
tion activities on the roles of teacher and principal.

The problem was investigated by: (a) a review of
literature related to the problem; (b) the development of 
a questionnaire; and (c) a tabulation, analysis, and. com
parison of the data gathered. The research was conducted 
in sixty-nine elementary schools which were members of the 
Christian Schools International.

The major conclusions of the study indicated that:
(a) teachers and principals do not have a stereotyped or 
generalized view of speech communication activities; (b) 
teachers and principals did not consistently agree or 
consistently disagree on the actual and ideal amount of. 
instructional time for the fifty-three speech communica
tion activites; (c) teachers and principals generally in
dicated actual and ideal instructional time in those 
categories of "no time" to "less than h hour" per week 
for most speech communication activities and (d) princi
pals who do not teach demonstrated more significant dif
ferences from teachers in perceptions of actual and ideal 
instructional time than did principals who also teach.

The major recommendations were: (a) additional
research should be conducted to determine the profitabil
ity and consistency of the design used in this research;
(b) Christian Schools International should consider the 
development of units or lessons for some groups of speech 
communication activities and workshops to increase the 
perceived value of speech communication activities; and
(c) teachers and principals should develop a greater 
awareness of the differences between experiential and in
structional activities y of the integration of instruction 
in speech communication and of the basis for their cur
riculum decisions.



Chapter I

INTRODUCTION

While many of the classical Greek and Roman 
philosophers, such as Plato, Aristotle, and Cicero, theor- 
etized about oratory, they left little pedagogical infor
mation, and the majority of that information about 
educational techniques and curricula must be inferred from 
the theoretical, philosophical writings. However, 
Quintilian went beyond the philosophical to an integration 
of theoretical.' oratory and educational methodology when he 
introduced his Institutio Oratoria with:

My aim, then, is the education of the perfect 
orator. The first essential for such an one is that 
he should be a good man, and consequently we demand of 
him not merely the possession of exceptional gifts of 
speech, but of all the excellences of character as 
well. For I will not admit that the principles of 
upright and honourable living should, as some have 
held, be regarded as the peculiar concern of philo
sophy.
Let our ideal orator then be such as to have a genuine 
title to the name philosopher:. . . he must also be 
a thorough master of the science and the art of 
speaking, to an extent that perhaps no orator has 
yet attained.(Quintilian, Butler trans.> 1963:i,
10, 11, 15)

Quintilian extended a proposed curriculum beyond the study 
of dialectic (a major focus of the philosophical rhetori
cians like Plato and Aristotle) to include a complete
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educational curriculum for the prospective orator in 
language structure, music, mathematics, drama, gymnastics, 
law, etc., (i, 160-191; ii and iii). Quintilian also 
discussed methodology, educational materials, e.g., 
carved letters of the alphabet, and discipline.

Between the time of Quintilian and the present 
concern with pedagogy, oratory evolved through a number 
of phases including the resurgence of classical oratory 
during the Renaissance, elocutionism, and the modern con
cern for interpersonal perspective. (For a more complete 
development of historical perspective see Appendix A.)
The focus also evolved from the oratorical perspective of 
the classics to the present examination of the processes 
of engendering meaning, interaction, and transaction. 
Speech communication or the process of orally and/or 
nonverbally engendering meaning between two or more per
sons is also referred to as oral language arts or oral 
English in various sources. Speech communication pre
sently encompasses a variety of topics or activities such 
as voice and diction, group discussion, public speaking, 
choral reading, listening, and conversation.

Throughout history the concern with rhetoric and 
oratory has been primarily the theoretical structure of
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oratory with occasional discussions of educational method
ology such as found in the works of Quintilian. The 
information available relating to the actual instructional 
practice in.the classroom is minimal. To conclude that 
the recommended curricula and the methodologies expounded 
by rhetoricians were in fact accounts of how the theoreti
cians functioned in the classroom, even at the college or 
secondary school level, would be a hazardous inference.

NEED FOR THE STUDY

Speech curricula for the elementary school have 
been advocated for many years (Stoddard, 1925: Poole,
1931; Davis, 1936; Anderson, 1939), but the actual place 
of speech communication in the elementary curriculum today 
is nearly unknown. The absence of and concern for speech 
communication in the elementary school curriculum has been 
the focus of more than the speech communication teachers. 
English and Language Arts teachers have also indicated 
concern for the place of speech communication in the curri
culum. For example, in Freedom and Discipline, the 
Commission on English (1965:82-83) expressed the desire 
that all teachers should teach and require good, fluent 
speech in classes at all times.
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Although speech courses have been present in American 
higher education since colonial days, speech as a 
field of study has never assumed a very direct or 
productive role in the education of elementary school 
children. (Higginbotham, 1971:8)

Mock (1970:40) claims that the study of speech has been
extended from the college to the high school,

but here it has stopped, ignoring, the fact that 
younger students are becoming more aware of and more 
deeply involved in today's problems. The early 
adolescent needs the skills and advantages of selected 
communication courses.

While some activity is taking place at the junior high 
level, the majority of activity in elementary schools is 
rather random (Higginbotham, 1971:4-5). "The plain fact of 
the matter is that no one at home or at school, much cares 
about teaching young children anything about the creativ
ity or even the utility of oral discourse" (Auer,
1971:viii). Teachers assume that speech is accomplished 
by the time the student begins kindergarten (Auer,
1971:viii).

In spite of "the all-pervasiveness of speech in 
the elementary school as in life" (National Council of 
Teachers of English, 1952:103) and
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in spite of the fact that modern developments in mass 
media of oral communication— radio, television, group 
discussions, public forums, debates— have made the 
spoken word a highly powerful medium of communication, 
very little research has been reported in this area of 
language arts in the past ten year period. (Burns, 
1964:279)

While Burns made that statement in 1964, he could well 
repeat the position in 1979. The extent of research which 
indicates the actual place of speech communication in the 
elementary school is minimal, and research indicating what 
teachers and principals believe should be included in the 
curriculum is unknown to this writer.

The amount of importance that elementary teachers 
and principals place on speech communication will be a 
factor in any future development or acceptance of a com
plete, integrated speech communication program.

Acceptance of the program in the end and its success
ful operation in the schools depend upon the care 
. with which the basic philosophy is agreed upon in 
advance and understood by all who will be concerned 
with applying it in practice. (National Council of 
Teachers of English, 1952:55)

The importance of the teachers and the principal 
in the development and maintenance of curricula has been 
reiterated by many experts. The classroom teacher has an 
important role in curriculum change and planning. A pos
itive attitude will promote curriculum while a "neutral
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or negative attitude toward curriculum work hinders the 
program" (Wiles, 1963:226-230). The teacher determines 
whether any student benefit will be derived from a cur
riculum (Leighbody and Weinrich, 1961:167), regardless of 
the design or strength of the curriculum (Wiles, 1963:259).

The opinions of the teaching personnel constitute a 
major asset or liability in curriculum improvement.
If the majority of the staff is against it, no program 
can succeed. Preliminary planning must provide 
opportunity for teachers to express dissatisfactions, 
to suggest ways of working to overcome them, and to 
participate in developing work plans. (Wiles,
1963:260) .

A teacher's knowledge and training influence his willing
ness to change (Wiles, 1963:260-261), and what the teacher 
thinks and feels about an activity in the curriculum is 
important information to be collected by a curriculum 
committee (Wiles, 1963:284).

The role of the principal is also important in 
curriculum formation (Leighbody and Weinrich, 1961:168; 
Trump and Miller, 1968:10): he can block or promote
curriculum change; he can set the structure for change 
(Wiles, 1963:224-226). Similarly, the principal provides, 
materials, resource personnel, etc., (Abbott and Eideil, 
1970:344; Neagley and Evans, 1967:139-141).



7
The principal is a key person in any local program of 
curriculum development. Since change will ultimately 
be effected only in the individual classroom by the 
teacher, the attitude of the building principal as 
he works with his staff is all important. (italics 
in the original)(Neagley and Evans, 1967:136)

It is therefore necessary in any curriculum change 
to survey the prevailing educational beliefs and practices 
(Knudsen, 1937:172) of principals and teachers to "secure 
evidence concerning the existing situation or current 
condition. . . " (Good, 1963:244). Since any curriculum 
change will affect them, it is necessary to gain their 
opinions, and opinions of dissatisfaction can be considered 
a force in the direction of a new program (Smith, Stanley 
and Shores, 1950:679).

While some research has been conducted to ascer
tain the present status of speech communication in the 
public elementary schools (some of which analyzed elemen
tary textbooks, curriculum guides, and methods textbooks) 
no research has been conducted in private schools. A 
variety of private school groups or organizations exists 
in the United States such as the Catholic schools,
Lutheran schools, and the Christian Schools International. 
The Christian Schools International consists of 335 school 
units in the United States and Canada which includes
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affiliated schools in Australia and the Netherlands. The 
total number of students in grades K-12 is 64,455 (CSI 
Directory, 1978:25) . Of the 12 districts in the United 
States and Canada, 9 districts are in the United States, 
and include 27 of the 48 contiguous states. (For a brief 
history of the Christian Schools International, see 
Chapter 2 *)

The desire for knowledge of. the current status of 
speech communication has been expressed (in a personal 
conference) by the Christian Schools International 
Curriculum Administrator, Dr. Henry J. Triezenberg. The 
Christian Schools International (CSI) is presently devel
oping a Language Arts curriculum. While the basic 
philosophy of the curriculum has received preliminary 
approval (Haan, 1977) by the CSI, and a study committee 
has been formulated (Triezenberg, "Minutes....", December 
6 and December 12, 1977), information on the teachers' 
perceptions of actual and ideal instructional time of 
speech communication activities and the principals' percep 
tions of actual and ideal instructional time for speech 
communication activities is needed for continued curricu
lum development.



9

STATEMENT OF THE PROBLEM

The data base available to validate relationships 
between the theoretical and practiced pedagogy in speech 
communication is extremely limited. This study attempted 
to develop that base and resolve two specific problems:
(a) to determine if the actual amount of instructional 
time spent on speech communication activities was viewed 
differently by teachers and principals; (b) to determine 
if the Ideal amount of instructional time that should be 
spent on speech communication activities was viewed dif
ferently by teachers and principals. This study was con
ducted in selected elementary schools which are members of 
the Christian Schools International.

GENERAL QUESTIONS TO BE ANSWERED

1. What are the "milestones" in the recent his
tory of speech communication curriculum development in the 
elementary school?

2. What are the "milestones" in the history of 
speech communication in the Christian Schools 
International?

3. What are the related research findings
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pertaining to speech communication activities in elemen
tary schools?

4. What will the elementary school teachers 
perceive to be the actual instructional time spent on 
speech communication activities?

5. What will the elementary school teachers per
ceive to be the ideal instructional time for speech 
communication activities?

6. What will the elementary school principals 
perceive to be the actual instructional time spent on the 
speech communication activities?

7. What will the elementary school principals 
perceive to be the ideal instructional time for speech 
communication activities?

8. What will be the relationship of the elemen
tary school teachers1 perceptions of actual instructional 
time spent on speech communication activities and the 
elementary school principals1 perception of the actual 
instructional time spent on speech communication activi
ties in the same elementary school?

9. What will be the relationship of the elemen
tary school teachers' perceptions of ideal instructional
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time for speech communication activities and the elemen
tary school principals' perception of ideal instructional 
time for speech communication activities in the same 
elementary school?

GENERAL PROCEDURES

The procedures (discussed in more detail in 
Chapter 3) for the investigation of the problem were:

1. A thorough survey of the literature was 
conducted by the researcher.
2. A questionnaire was designed by the resear
cher :

a. A preliminary survey of speech communica
tion textbooks and curricula was conducted.
b. A questionnaire designed by the researcher 
was submitted to a selected group of speech 
communication, language arts, and elementary 
education experts for criticism and comment.
c. The questionnaire was tested for reliabil
ity by a test— re-test of selected elementary 
school teachers and corresponding principals 
in the population.
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d. The questionnaires was evaluated based on 
the reliability test.

3. A proportional, random sample of sixty-nine 
elementary schools was selected from the total 
population as located in the 1978-1979 CSI 
Directory. The proportions were based upon the 
percentages of each school size (1-100, 101-250, 
250+) in each of the nine school districts.
4. Permission to conduct the investigation was 
obtained from each of the school administrators.
5. The questionnaires were mailed to each school 
principal and 'follow-up1 postcard reminders were 
sent to the sample of teachers and principals.
6. Data from the questionnaire were compiled and 
statistically analyzed.
The researcher agreed that a summary report of the 

research results would be mailed to the CSI Curriculum 
Administrator and to those teachers and principals who 
expressed an interest in the research results.

LIMITATIONS

The following limitations of the study were 
maintained:
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1. The '.study was limited to the 1978-1979 
academic year.
2. The study considered only the randomly selec
ted elementary school teachers of self-contained 
classrooms and principals of the Christian .
Schools International.
3. The review of literature for this study was 
limited to the resources of the Montana State 
University Library, other libraries through inter- 
library loan, three separate searches of E.R.I.C. 
sources, and the available resources of the 
Christian Schools International.
4. The outcomes of this study were limited to the 
schools of the CSI in the United States.

DEFINITION OF TERMS

1. Elementary School— A school having a curricu-K 
Ium offering work in any combination of grades 
1-8 or from the preprimary grades to grade 8 
(Good, 1973:209).
2. Elementary School Principal— An administrative 
and supervisory officer responsible for an elemen
tary school; usually limited to a single school or
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attendance area; may or may not engage in 
teaching (Good, 1973:436).
3. Elementary School Teacher— A person employed 
in an official capacity for the purpose of guiding 
and directing the learning experiences of pupils 
or students in an elementary educational insti
tution, whether public or private (Good, 1973:
586) .
4. Speech Communication— The process of orally 
and/or nonverbally engendering meaning between 
two or more persons. Also referred to here as 
oral language arts and oral English.
5. Speech Communication Activity--That activity 
commonly associated with speech and speech com
munication in many speech textbooks and curricula, 
and in those English and language arts textbooks 
which consider oral communication.
6. Self-contained classroom— Those classrooms in 
which one individual teaches the majority of the 
content areas for one or more grades.
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SUMMARY

While speech communication curricula have been pro- 
promoted for many years, the extent of actual instruction
al time in speech communication in the elementary school 
curriculum is extremely limited. The movement of speech 
communication from the colleges to the high school curri
culum may have continued into the junior high. Teachers 
may be teaching or utilizing various speech communication 
activities in the English or language arts curricula of 
the elementary schools. The development of elementary 
school curriculum should consider the teacher and the 
principal of the elementary schools because of the impact, 
each has on curriculum.

15



Chapter 2

INTRODUCTION

In a 1976 article, Fadley and Franck state:
Since the 1940's little attention has been paid 

in professional literature to the needs of junior 
high school speech programs. Focusing on the years 
19 71-1975, a review of the Quarterly Journal of Speech 
Today's Speech, Central States Speech Journal,
Southern Speech Journal and Western Speech Journal 
reveals only two articles in this area. One described 
a speech program in one junior high school, and the 
other explained an interpersonal communication course.

It appears safe to conclude that there is a dearth 
of information in this vital area. This condition, 
in part, may be responsible for the lack of junior 
high school speech development. (56)

While the literature for this study included many other 
sources, the search of two appropriate speech journals was 
to serve only as an example to determine whether a similar 
dearth exists for the elementary level in relation to the 
secondary level. The researcher utilized specific defini
tions of elementary and secondary, and conducted a search 
of the Quarterly Journal of Speech and the Speech Teacher 
from 1915 to 1974. All titles in the Index to Journals in 
Speech Communication Through 1974. (Matlon, 1975) which 
included the words "elementary school", "grade school", 
"junior high", "middle school", "central school" or men
tioned specific grades, e.g., "Grade one"., wereclassified 
as the elementary level. All journal article titles which
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included "secondary", "secondary school", "high school", 
or the specific grades of. 9-12 were classified as secon
dary. Of the 1,831 articles appearing in the Quarterly 
Journal of Speech until 1952, 114 (6%) titles indicated 
the secondary level, while 37 (2%) titles indicated the 
elementary level. After 1952, when the Speech Teacher was 
established, no titles of the subsequent 843 articles in 
the Quarterly Journal of Speech revealed the elementary or 
secondary levels. Many titles indicated possible adapta
tion to a variety of educational levels such as articles 
on stage fright, but these were.not included in the count. 
In a search of the Speech Teacher from 1952 through 1974, 
27 (3%) articles applied to the elementary levei, while 
80 (8%) articles applied to the secondary level. The num
ber of articles related to the elementary level declined 
throughout the total time span; from 1966 to 1974, a total 
of 9 years, 6 articles bn the elementary level appeared. 
This cursory examination appeared to indicate a "dearth of 
information" for the elementary level especially when com
pared to the secondary level.

While titles are not always a measure of the level 
of application for the material included, nor an indica
tion of the cause for a supposed lack of concern for
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speech in the elementary or junior high school, the liter
ature available is not extensive. Utilizing the litera
ture available, the review of literature will consist of: 
a review of trends in speech communication literature in 
the elementary school since 1900, a review of .the avail-, 
able research in speech communication curriculum, and a 
brief history of the Christian Schools International.

REVIEW OF TRENDS IN SPEECH COMMUNICATION LITERATURE 
FOR ELEMENTARY SCHOOL SINCE 1900

In 1916, Bradford called for some basic changes in 
the elementary school curriculum to prepare students for 
life in society, to help students in their vocations, and 
to prevent the high rate of drop-outs. These purposes 
were the justification for more self realization, more 
understanding, and a moral life through a communications 
program; however the program was limited to literature, 
grammar, composition, spelling, reading, and writing (408.) 
Stoddard stated that, if the English language was to sur
vive in its beauty, then a speech program must be institu
ted, but the exercises and activities recommended demon
strated an attachment to elocutionism with their major 
concern for poise and muscle control, massaging exercises.
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vocal gymnastics and breath control (1925:164, 169). In 
Grant-Meader's research of 1930, the focus still remained 
on voice and sound production (156-164). This perspective 
remained evident in subsequent literature by Raubicheck 
(1934:554-557) and Welsch (1934:557-564).

Evidence of a shifting perspective can be recog
nized in an article by Poole which defined the need for a 
change in curriculum and outlined that curriculum:

The elementary school should aim to assist the child 
to express himself fully and efficiently. . This aim 
should mould the curricular content of the educational 
program from the kindergarten through college. 
(1931:478)

Poole's outline included such activities as pantomime, 
oral interpretation, word games, short talks and descrip
tions, group discussion, debate, public address, and par
liamentary procedure (1931:478-492). She continued to 
develop that perspective in a.subsequent article (Davis, 
1936:454-457) which coordinated the activities and exper
iences so that speech education could serve ",as a tool for 
the fusion of content subjects and group activities" (454) 
Rahskopf supported the new perspective: "we should seek
to integrate all aspects and uses of speech in the 
maturing life of the child," (1937:453) and "we should 
correlate instruction in speech with the largest possible
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number of related studies" (1937:454). Rasmussen repeated 
the same rationale and curriculum in 1938 (485-488). By 
about 1940, the shift from the elocutionary perspective to 
a speech communication perspective appeared complete.

In a national survey of 1,262 curriculum guides 
between 1934 and 1937 under the auspices of the Office of 
Education, Leary stated:

The tendency toward functional courses in English 
is shown by the emphasis placed upon oral and written 
expression in situations requiring the effective use of 
language. Minneapolis, Minn., for example, bases 
instruction in English composition in elementary and 
junior high schools upon the following expressional 
activities which investigation has shown to be of 
major importance in everyday life: (I) conversation
(including telephoning); (2) discussion; (3) explan
ation, description, directions; (4) storytelling and 
dramatization; (5) short talks and reports (including 
announcements); (6) meetings; (7) note taking; and 
(8) letter writing. (1938:50)

Leary also noted that the same trend was apparent in other 
school systems, but it should be recognized that the 
number of such school systems was very small (fewer than 
12) and that the number of curriculum guides for speech 
was only 4 of which 2 city guides still emphasized arti
culation and sound production and the only state guide 
(Oklahoma) was a report of a state survey regarding speech.

From approximately 1940 to 1960 a number of themes 
developed in the literature. Beginning in 1939, Anderson
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related the adoption of, the content of, and success of a 
new speech communication program in the Washougal, 
Washington, Public Schools (17-20). . In the same year 
Buckley (1939:200-204) supplied a report on the Cleveland 
Public Schools. Similar articles describing current pro
grams would follow.

A second theme, not too unlike that of the early 
1930's of Stoddard, Poole, and Davis, was the call for a 
speech communication program in the elementary school 
curriculum. A number of articles were published which 
advocated either the inclusion of speech communication in 
the elementary schools or a change in the existing curri
culum followed by a recommended program. Schuell 
(1941:262-266) advocated an integrated program including 
speech communication as did Clinger (1941:1-6). In 1942, 
Loeb, although concerned primarily with speech production, 
reiterated goals for the elementary school speech program 
(87, 90). While the theme may shift rationale slightly 
from speech as a.social necessity to a thought process 
(Olson, 1951:207), to self confidence (Hahn, 1952:105), to 
self concept and-emotional maturity (O'Neill, 1953:200), 
to personality adjustment (Kosh, 1957:125), the call for a
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speech communication program continued.

A third.theme was the evaluation of progress, a 
conclusion that speech communication still was not pre
sent in the elementary curriculum, and a request for , 
change. Parsons stated:

A general review of the literature in the field indi
cates a strong and growing emphasis on speech educa
tion, especially on the secondary, college, and adult 
education levels. With a few exceptions speech 
education has made least progress in the elementary 
schools. (1945:216)

Werner claimed the neglect in speech instruction could be 
caused by the assumption that speech is natural and does 
not need to be taught (1947:6). While the cause might 
have been a faulty assumption, the theme continued. After 
a review of speech training in Pennsylvania for. the pre
vious 20 years, Tacey recommended a drastic change and 
recommended more speech training for teachers.. In a 
committee report of the Speech Association of America in 
conjunction with the North Central Association of Colleges 
and Secondary Schools (1951:351), the committee stated 
that while John Dewey had called for a change in education 
relative to such speech activities as debate, discussion, 
and persuasion, no change or improvement was evident. The 
same charges were printed as late as the 1970's: "Across
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the country, in recent years, we have extended the study 
of oral communication from the college seminar to the high 
school classroom. But there it has stopped . . . "  (Mock, 
1970:40). Similarly, Higginbotham (1971:3-5) stated that 
there was no total program for speech in the elementary 
schools.. Most speech occurred as the incidental oral 
report in a social science class. Even within the lang
uage arts programs, speech received "little attention 
beyond unplanned and often aimless classroom talk" 
(Higginbotham, 1971:5).

While speech communication writers have sought an 
increased use and development of speech communication in 
the elementary school curriculum, and while the. writers 
have advocated various new or existing programs., very 
little research has been conducted to ascertain the actual 
condition of speech communication in the elementary
schools or to determine what the teachers and principals

'

believe to be ideal.

REVIEW OF RESEARCH IN SPEECH COMMUNICATION CURRICULUM

Writers such as Mock have claimed that the exodus 
of speech communication has moved out of the college to the 
high school and stopped, and the literature reveals a
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similar movement, e.g., in 1948, the National Association 
of Secondary School Principals allotted an entire Bulletin 
(No. 32) to speech in the high school. In that issue, 
nearly all articles either offered various arguments for- 
teaching speech in high school or posited different cour
ses, units,, and outlines for such courses. In 1951, the 
Speech Association of America published an outline for a 
recommended high school speech program (1951:347-358) .
With few exceptions, no research on the actual status of 
speech in the high schools appeared until the 19601s.

In 1965, Dr. Robert E. Dunham of Pennsylvania 
State University conducted research in the Pennsylvania 
high schools which attempted to re-evaluate the status of 
speech consequent to the less complete study of Tacey in 
1962. The Dunham study submitted questionnaires to all of 
the principals and all of the teachers who were teaching 
some kind of speech as units, parts of units, or courses. 
He received a 90% return of the questionnaire which repre
sented 657 schools (Dunham, 1966:4). Based upon the prin
cipal questionnaire, Dunham and his associates found:

The most frequent way speech is taught is by special 
.units of less than a week. These are usually spaced 
rather evenly across the four grades. The second 
most frequent offering is a one year course, usually
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in the junior or senior year. Where speech is taught 
for at least a six-week concentration, it appears 
most frequently in the senior year of high school.
The one-semester course is the least frequent of the 
four varieties. (5)

The one-semester speech course is taught as a 
separate course in English in 16% of the schools, 
taught as a separate speech course 64% of the time, 
and integrated into the course under English 20% 
of the time. When speech is taught on a one-semester 
basis, it goes under the name of speech about two- 
thirds of the time. (6) . ,

With the most frequent way of teaching speech was by units
lasting less than one week and with the one-semester
courses being taught as a separate speech course 64% of

Ithe time, it appears that speech did not have a strong 
position in the Pennsylvania schools in 1965. Similarly 
the teacher profile indicated only 34% of those teaching . 
speech were certificated in speech (15) and that a signi
ficant number of the teachers felt inadequately prepared 
(3). However, the position appeared to be changing be
cause 34% of the principals maintained that they planned 
to initiate a one-semester course during the next two 
years (6).

While Dunham did not intend to completely examine 
and analyze the actual content and/or activities of the 
speech offered in the Pennsylvania high schools, some in
formation was obtained. The research revealed that
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"public speaking was the most frequent term used to des
cribe the speech programs. Dramatics was second, followed 
by voice and diction" (5). He also found that "many of 
the co-curricular activities being offered are predomi
nantly elocution" (2).

Based upon the 1965 Pennsylvania study, the con
cept of speech communication and its related activities 
was not very prominent in spite of the reported movement 
of speech from the college to the high school. This con
clusion is supported by subsequent research reported by. 
Squire and Applebee (1968) from a national study of high 
school English sponsored by the National Council of 
Teachers of English. The study utilizing survey, inter- . 
views, and classroom observations totalling 32,580 minutes 
of observation by trained observers found:

When teachers of English in the schools of the 
Study were asked to rank the areas of English accord
ing to their importance to the success of the English 
program, only one-fourth of the teachers ranked 
instruction in speech and oral language among the top 
three; only 3 percent ranked them first. In their 
interviews, department chairmen estimated that 5 to 
8.percent of class time in grades ten, eleven, and 
twelve represented speech and oral composition, but 
observers found that in practice the figure was only 
4.9 percent, dropping from 7.2 percent in grade ten 
to 2.9 percent in grade twelve. (1968:156)
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While'teachers did indicate verbal support for oral 
English and many would maintain that the English depart
ment had much responsibility for speech and oral language. 
Squire and Applebee concluded that "the evidence indicates 
that the teaching of speech is given short shift in a 
majority of English programs in the Study" (157).

In 1971 Applebaum and Hays reported the results of 
their research in the California high schools in 1970. 
Utilizing survey instruments patterned after those used by 
Dunham7 they planned to

compare the average California high school speech 
course as described by the teacher to the average 
speech course desired by high school principals, thus 
allowing a comparison between teachers' course objec
tives and principals' course expectations

as well as other objectives (1971:56).
Teachers' five most frequently checked subject 
areas were: public speaking, group discussion, oral
interpretation, persuasion, and debate, while the 
principals chose public speaking, group discussion, 
oral interpretation, voice and diction, and inter
personal communication. The subject areas chosen 
fourth and fifth on the principals' and teachers' 
questionnaires differed.

Course areas were also ranked to determine their 
relative value in the speech course. Teachers and 
principals ranked public speaking first and group dis
cussion second. Principals ranked interpersonal 
communication .third and oral interpretation fourth; . 
teachers chose oral interpretation third and inter
personal communication fifth. Only two differences 
were revealed in the teachers' and principals' choice
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of areas ranked. Teachers ranked persuasion fourth, 
while principals ranked it eighth. Principals ranked 
voice and diction fifth, while teachers ranked it 
seventh. (57)

Although teachers and principals had general agree
ment on the first 3 content areas selected, differences in 
perspective became apparent in subsequent rankings. While 
one may argue differences in speech communication perspec
tive, one should note only that differences did exist and 
that this is the first attempt to determine the relation
ship between teacher and/or principal perspective.

Another form of research utilized to ascertain the 
status of speech communication in the high school was that 
of Ratliffe in 1972. In her analysis of methods textbooks, 
curriculum guides, and student textbooks for the basic 
high school speech course, Ratliffe assumed that the rela
tionship between these materials and the actual speech 
course is direct and parallel. "The similarity between 
the textbooks and the course content may exist because the 
majority of teachers appear to use textbooks in teaching 
the basic speech course . . ." (Ratliffe, 1972:18). She 
also based her assumption on the previous works of Brown 
and Lusty (to be discussed later). Using definitions of 
the content included in speech, Ratliffe made a comparative
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analysis of journal articles, methods textbooks, curricu
lum guides, and high school student textbooks. A large 
number of statements were generated which represented sim
ilarities, differences, or trends in the publications 
(319). While many of the statements relate to, visual aids, 
motivation, etc., which relate to activities, some do 
reveal actual classroom activities: self-introductions,
discussions of the value and nature of speech communica
tion (320), speech criticism, public speaking, and 
audience analysis (322), organization of speech, voice, 
and articulation, critical listening, bodily expression, 
problem-solving in discussion (323), and oral interpre
tation (324). Ratliffe also notes that "the trend toward 
the inclusion of communication theory appears to be a 
pivotal trend that has generated a number of related 
trends . . ." (326). The related trends include activi
ties or content related to semantics, informal group com
munication such as telephone, interview,.and social 
conversation (326).

If one accepts the assumption in the Ratliffe 
study, then it appears that one could make some conclu
sions about actual speech communication activities in the 
high school. The same assumption must be made, in much of
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the research conducted on the elementary level.

In 1964, Jones reported the findings of research 
conducted under the auspices of the National Council of 
Teachers of English which analyzed 100 curriculum bulle-. 
tins and 45 curriculum guides from twenty-one states (138). 
Jones noted that "most curriculum bulletins reflect this 
all-inclusive nature of language as a basic function of the 
elementary school" (138). While many of the materials 
mentioned listening as a receptive skill (frequently 
associated with speech communication content) the actual 
development of the materials for listening were missing 
in most (139-140). Since language arts was considered to 
be inclusive of all communication skills like listening, 
any discussion of those activities associated with speech 
communication was minimal, e.g., "only oni gives space to 
the topic, 1 organization of thought1" (141). Jones main
tained that the appearance of, but lack of development of, 
listening in the guides could be recognition of its impor
tance and recognition of the need to develop it, or its 
appearance could be the band-wagon syndrome (139-140).

While Jones and committee members examined curri
culum guides. Brown (1965) attempted to analyze speech and 
listening content of language arts textbooks for grades
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three through six, and Lusty (1966) continued the analysis 
for grades seven and eight. Brown's analysis attempted to 
determine "both the amount of material on speech and lis
tening, and the nature of that material" (1965:40). Brown 
devised a recording and analysis system which satisfied a 
specific list of principles for content analysis research 
(42-43), defined the range of textbooks to be analyzed, 
eliminated those textbooks which were out-of-print or were 
designed for grades one and two, and subjected the remain
ing textbooks to analysis in order to answer the question, 
"To what degree is speech and listening content emphasized, 
and how is it emphasized?" (252)

If the number of lessons and page space are relia
ble indicators of the emphasis upon a phase of the 

. language arts in textbooks, writing, grammar, and 
review lessons are emphasized more than speech or 
listening. Only 10.16 per cent of the 7,744 lessons, 
and 10.62 per cent of the 15,285.5 pages studied 
emphasize speech content apart from other areas of 
the curriculum.

Listening content is emphasized apart from other 
areas of the language arts in .63 per cent of the 
total lessons, and .57 per cent of the total pages, 
studied.

Listening and speaking are emphasized together, 
but apart from reading, writing, and common content, 
in 1.26 per cent of the total lessons and I.37 per 
cent of the total pages studied. (253) ,

The emphasis on speaking and writing decreases . 
from the third through the sixth grade, but writing 
skills are always emphasized more than speaking.
(254)
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The kinds of speech content that are emphasized 

most in order of rank are: giving talks, conversation,,
discussion, dramatization, storytelling, social 
amenities, articulation, enunciation, pronunciation, and telephoning.

Speech content that is emphasized least includes: 
voice, bodily action, spontaneity, reading aloud, 
interviewing, and asking and answering questions. (254)

While the Lusty (1966) research utilized a different anal™. 
ysis and limited itself to the seventh and eighth grades 
for which the publishers had assumed the high school for
mat for textbooks (5-6), the results and conclusions were 
not dissimilar. A .quantitative analysis (a word count 
and frequency of mention count) was conducted with twenty- 
four texts from twelve series, which used a set of cate
gories, e.g., discussion, oral interpretation, giving 
talks (116-117). Lusty organized summaries by trends from 
grade to grade and by analysis of the various guidelines 
supplied in the guides. Some of the findings were:

The speech content in the textbooks studied never 
rises above 25 per cent of the total content. The 
range in seventh grade texts is from 2.92 per cent to 
21.81 per cent of the total number of words. The 
average number of words devoted to speech is 9.91 per 
cent per textbook. Speech content in eighth grade 
texts range from 2.56 per cent to 24.60 per cent of 
the total number of words. The average speech con
tent for eighth grade books is 10.35 per cent per book. 
These percentages point out that non-speech content 
in the texts is more heavily weighted than speech 
content. (117-118)
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The greatest emphasis is placed upon original 

speaking situations on both grade levels. Original 
speaking situations include all types of talks, con
versation, and discussion.

The second greatest emphasis is placed on inter
pretative reading and speaking. This encompasses 
individual and group interpretation and storytelling. (118)

Listening is not heavily emphasized on either grade level. The range in seventh grade texts is 
from 0.00 per cent to 2.08 per cent. The average 
number of words for both grade levels is 0.66 per 
cent of the total number of words. (118-119)

Other speech activities, such as radio, television, par
liamentary procedure,. voice, receive less emphasis; how
ever Lusty warns against any qualitative conclusions (122)

If one were to accept the Brown and the Lusty 
research as indications of the actual classroom activity, 
he must accept the assumption posited by Ratliffe that 
textbooks do supply an accurate representation of the 
classroom because teachers use the textbooks for guidance 
in curriculum planning. However, both Brown and Lusty 
raise the questions: "How do the basic language arts
textbooks affect classroom practice? Do teachers rely on 
the text more or less for teaching speech and listening 
than for reading, writing, or common content?" (Brown, 
1965:262).

How is the textbook utilized in the actual classroom 
situation? What import do lessons in speech have if 
the classroom teacher has had little formal training
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in speech? Is the textbook adequate in presenting les
sons in speech as an aid to the teacher without ; 
speech background? (Lusty, 1966:126)

To assume that textbooks or curriculum guides and methods 
text analysis results are an adequate depiction of the 
actual or the ideal classroom speech communication activi
ties necessitates other assumptions about how curriculum 
is designed by teachers, about teacher training, and about 
the effectiveness of school goals.

The most complete research on the actual status of 
speech communication in the public elementary schools of 
the nation was conducted by Walwick (1967). Walwick de
signed a questionnaire which would "permit the teacher to 
reveal. attitudes, atmospheres, observations, methodologies,. 
and evaluations in the typical classroom" (1967:45).
Among the various questions were those which called for 
ranking speech objectives and a checklist of classroom ac
tivities which were most applicable to this study.
Walwick obtained 854 questionnaires (a 57.4 percent 
return) of the 1,500 mailed. The data were compiled on . 
the basis of school size, geographical area, and level 
(primary, intermediate, and upper.) At the primary level . 
a pattern developed which favored a core of "relating per
sonal experiences, group discussion, the story hour, oral
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reading, and the free conversation periods" (58). Those
activities which were not accepted were "conducting the
meeting, radio dramatics, correlative activities with
history, debate, and declamation" (59).

Preference is indicated in three activities at the 
intermediate level. These are the relating of per
sonal activities, group discussion, and oral reading.
In addition to the three named, popularity is indica
ted for descriptions, correlative activity with 
writing, reporting on class project, choral speaking, 
telephone manners, and free conversation periods. (59)

Less checked items included radio dramatics, public speak
ing, interviewing, etc. (59). The number and complexity 
of activities has increased. At the upper level, oral 
reading for speech training was most important, while 
other valued activities were: relating personal exper
ience, reporting on class projects, group discussion, and 
choral speaking (60). Other items were less valued with 
the least valued including puppetry, pantomiming, radio 
dramatics, interviewing, speech games, debate, and declam
ation (60). It may be understandable to not favor pup
petry and pantomiming at this, level, while one would an
ticipate more frequent use of radio dramatics, speech 
games, debate.as appropriate at this level. As a result 
of the survey, Walwick maintained that:
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1. The- term "speech" is vaguely defined by elementary 
teachers.
2. Provision for speech experiences does not preclude 
the presence of speech training.
3. The importance given to the. speaker's personal 
development tends to focus attention on the pupil as 
a performer rather than as a communicator. (107)

Many different views and perspectives regarding speech 
communication were evident from the survey. Some teachers 
preferred only to recommend gaining assistance from the 
speech correction specialist; others preferred various ac
tivities as methodological activities to teach other con
tent (HO), and still others indicated more formal in
struction for the activity per se (108). "However, it is 
clear that despite verbalization on questionnaires, speech 
training is the least implemented part of the language 
arts lesson when compared with skill development in read
ing and writing" (108). "The evidence on the question
naires seems to indicate that essential instruction is not 
being given" (109) (italics in the original).

In spite of the rather complete research on the 
status of speech in the elementary school, the Walwick 
study only measures what teachers prefer regarding activi
ties. The study does not make a clear distinction or 
complete statistical analysis of the ,teachers' use of the 
activities, e.g., how many teachers use storytelling as an
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experience? how many teachers use storytelling as a method 
of teaching aft or science or history? how many teachers 
use storytelling as a method to teach storytelling or 
public speaking? Walwick recognized the differences dem
onstrated in the above questions and maintained that many 
teachers were utilizing the activities for experiences 
only (HO). A second area of concern would be the amount 
of instruction which occurs. While Walwick gained, a list 
of favored activities, no information was gained about the 
extensiveness of instruction in those activities. Such 
information would be necessary for completing a perspec
tive of the actual classroom. Finally, for any prospec- . 
five change in the curriculum and in the teacher's own 
education, it would be important to ascertain what the 
teacher maintains as the ideal instructional time for. 
speech communication activities. .

■BRIEF HISTORY OF CHRISTIAN SCHOOLS INTERNATIONAL

Within this section, some of the major concerns of 
.the Christian school movement will be delineated. The 
primary focus of this history will be the distinctive his
torical events of the movement and the important milestones.
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in curriculum development by the Christian Schools 
International (CSI).

In his monograph, The Roots of the Calvinistic 
Day School Movement, Oppewal distinguished the Christian 
school system from the parochial systems of Catholics and 
Lutherans, and the usual private schools such as academies 
and boarding schools, as a system of parentally controlled 
schools with a religious orientation which are not oper
ated by a denomination (Oppewal, 1963:7). "While the roots 
of the Calvinistic day school movement reach into spec
ific cultures and disciplines, their common soil is that 
of the religio-philosophical system called Calvinism"
(OppewaI, 1963:8). Within the religious perspective of 
Calvin, and Abraham Kuyper in the Netherlands, several ma
jor distinctions are necessary. Religion to this 
Reformation movement was not to be defined as an institu
tional entity with its corresponding rituals and rites, 
but a world-and-life philosophy or Weltanschaaung which 
was to have a total cultural impact (Oppew^t1, 1963:9) . 
Second, "it is important to note . . .  that there is no 
Calvinism pure and simple; there is only Calvinism as it 
has expressed itself in various cultures and disciplines"
(Oppewal, 1963;9). It should be noted that Oppewal1s
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statements of the Calvinistic religio-phiiosophical system 
and its rationale for a particular educational system is 
really a statement of the general position maintained by 
the CSI, but this philosophical stance was not maintained 
by all. One of the roots of the Christian school movement 
was the reaction,to the state schools in the Netherlands 
just as some today also maintain the private Christian 
school in reaction to public education or federal govern
ment regulations. However, while some reacted to the 
state system, their reaction was due not to state support, 
but to "the attempt by liberals to make the state, school 
'neutral'", i.e., that a teacher can teach others without 
his world-and-life view influencing his teaching (Oppewal, 
1963:11), which is an impossibility within the Calvinistic 
Weltanschaaung.

Similarly, many supporters have maintained the pri
vate Christian schools as thebretrically and constitution
ally private, but practically they were parochial because 
of their close relationship to the church:

The schoolmasters in these early days were usually 
appointed by and responsible to a church consistory. 
Although ministers rarely taught in the schools, they 
were expected to sppervize the teaching that went on.
Until 1890, only the. Dutch language was spoken in the
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schools, and this practice was justified, even after 
the supporters of the school had lived several decades 
in America, on the ground that the church, doctrine, 
and hymns were in Dutch and that to perpetuate the 
heritage it was necessary to use the language in which it was couched. (Oppewal, 1963:16, 17)

The church also encouraged the schools to use the church
creeds as a basis for school society membership and for
the hiring of teachers.

Several important factors should be considered for 
an understanding of the history of the CSI. First, a 
large majority of the constituency had the same cultural 
and religious background. Second, the relationship to the 
church, and its impact on the question of private vs. par
ochial structure was not accepted by all people. Third, 
the basic Calvinistic view maintained the necessity for 
total cultural impact and not a separatism or separation 
from the world. Fourth, the concept of a neutral school 
system (no influence from the teacher's Weltanschaaung) 
was not conceivable to the Calvinist. Fifth, while closely 
associated with the Bible, it does not promote a moralism 
in. education but an education based on Biblical principles 
and "insights from other disciplines which are either es
tablished by fact or which seem to be consistent with 
Biblical insights" (Oppewal, 1963:31).
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With the formation of the Christian Reformed 

denomination in 1857 and the subsequent revival of 
Calvinism in the Netherlands in the 1880's, the question 
of education for the children became important. The gen
eral assembly (Synod) of the Christian Reformed church 
adopted a resolution in 1892 to establish the "Society . 
for the Promotion of Christian Education on a Reformed 
Basis" (Oppewal, 1963:16, 19). With the formation of 
several Christian schools, an Alliance of a number of 
elementary schools was formed in the 1880's. Most of the 
early schools were parochial in nature and remained par
ochial until the formation of the National Union of 
Christian Schools in 1920 (Kuiper, 1964:1), which was 
promoted by the Alliance of Christian Day Schools in the 
Chicago area (Kuiper, 1964:3). This new organization 
stated that education was a parental responsibility and 
not a church responsibility which set the foundation for a 
private school system (Kuiper, 1964:1). The primary goal 
of this first association was to promote "Christian day 
school education in every Reformed, community" (Kuiper, 
1964:2). The organization did, however, seek support from 
the churches for funds and promotion of organizational
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membership in other Christian schools (Kuiper, 1964:4).

The original constitution of the National Union,of 
Christian Schools retained the older concept of promoting 
Christian schools, but it also called for publication of 
literature, magazines, and textbooks as well as many other 
goals and purposes (Kuiper, 1964:5). In 1922, the 
National Union of Christian Schools published its first 
booklet— A Survey of the Free Christian Schools in 
America (Kuiper, 1964:5).

While the young National Union had many conflicts 
to resolve such as the basic philosophy of the Christian 
schools, the question of church involvement, and the role 
of the National Union itself, the organization continued 
to grow from 73 schools in 1922 to 167 schools in 1953. 
During that same time another problem arose— should the 
organization include other types of private schools, par
ticularly those developed by various evangelical groups 
such as the Reformed Baptists and the Presbyterians. 
Finally the National Association of Christian Schools 
organized as a separate association of evangelical, pri
vate schools in 1947 in Omaha by the National Association 
of Evangelicals (Vander Ark, Sept., 1978).

In 1948, the first principals' conference was
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held and this group organized as the Christian School 
Administrators Association in 1950. The National Union of 
Christian Schools assisted and financially supported the 
new organization.

After its first booklet in 1922, the National 
Union of Christian Schools followed a slow progress in its 
development of literature, magazines, and books. The 
resolution to begin the Christian School Magazine was ac
cepted at the 1924 annual meeting (Kuiper, 1964:8). In 
1928, the organization produced its first book, but the 
real impetus for textbook and curriculum materials delayed 
until the Christian School Educational Foundation (CSEF) 
was formed in 1949. One of the first actions of the 
Foundation was its development of Foundation Day fund
raising drives beginning in 1950. The drives were 
designed to raise funds for the publication of textbooks 
(Vander Ark, Sept., 1978). With the slow accumulation of 
funds through the CSEF, the National Union of Christian 
Schools could begin hiring textbook writers and pay for 
printing. Some of the first areas of concern were texts 
and curriculum guides for Bible classes and for language 
arts and English. The association followed an interesting 
and somewhat erratic course.
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In 1960, a rather large curriculum guide for high 

school English was published. It included outlines, bib
liographies, objectives, and brief philosophical position 
statements for literature, grammar, and speech. Then in 
1965, the Language Arts Curriculum Guide; A Teacher 
Resource for Grades K-6 appeared. The introductory essay 
entitled "Freedom and Discipline in Language," stated that:

the ultimate goal in teaching language as a spir
itual art is: To develop a mature, free Christian
who has command of a vital language to the delight 
and honor of his God, to the benefit of his fellowmeh, 
and to the enrichment and enjoyment of his own life 
(Vander Ark, 1967:iii).

The goals of the program were listed as:
1. Free the writer to be inventive (imaginative).
2. Train the writer to be receptive and perceptive.
3. Teach the writer to be effective.
4. Discipline the writer to be reflective and pro

ductive.
5. Direct the writer to be discriminative and 

appreciative.
6. Inspire the writer to be worshipfully expressive

(a goal which should infuse each and all of the 
previous ones). (Vander Ark, 1967:iii)

As the goals, indicate, the major emphasis was on writing.
An influential booklet entitled Curriculum: By .

What Standard? by Wolterstorff initiated a change of dir
ection. The National Union of Christian Schools stepped 
back to develop its "Operational Policy" statement (see
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Appendix B) for curriculum development in 1968. The or
ganization was now going back to its primary concern—  
development of methodology and principles for the forma
tion of curriculum and the philosophical statement of 
education.. The movement increased in strength and purpose. 
In 1971, it published the Christian Philosophy of Education 
by Beversluis and in 1972, the association developed a 
policy committee— the Curriculum Policy Writing Committee 
which resulted in Principles to Practice. The purposes of 
that volume.were to supply a curriculum design rationale 
and to promote discussion among Christian school personnel. 
The volume contained an attempt to integrate the curricu
lum with chapters for art, Bible, language arts, music, 
science, and social studies (National Union of Christian 
Schools, 1973: Preface).

The concern with speech communication had been 
somewhat minimal or was "in the context of our general 
language arts curriculum guides" (Triezenberg, Oct. 5,
1977). In 1977, the Language Curriculum Guide 7-12 by 
Baron and Hekman was published, Nykamp completed his first 
draft of a position paper on communication, and Haan was 
developing a position paper for the elementary language
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arts. This last paper was reviewed by the Curriculum 
Policy Consultants on December 6, 1977 at which time sev
eral papers by this researcher were distributed for dis
cussion at the December 27, 1977 meeting on Communications 
Education. In early 1978, the basic philosophical state
ment for the language arts guide K-6 was accepted (see 
Appendix C).

The growth and development of the organization"was 
demonstrated in a final, important change in the National 
Union of Christian Schools which occurred August, 1978 <- 
when the name was changed to Christian Schools i 
International (CSI) which more accurately portrayed the 
character of the organization of 335 schools in the United 
States and Canada with affiliated schools in Australia 
and the Netherlands (Ruiter, 1978:11).



Chapter 3

PROCEDURES

The basic model for this research is a discrepancy 
analysis procedure which is part of a standard analysis of 
curriculum needs in a systems approach to curriculum ■ 
change. The model is designed to obtain and detect the 
differences between the actual condition and the desired 
condition which in this study was the differences (discre
pancies) between actual instructional time and ideal in
structional time for speech communication activities.

Utilizing the model, the problem of this study, was: 
(a) to determine the dependency of the perceptions of . 
actual instructional time for speech communication activ
ities on the roles of teacher and principal, and (b) to 
determine the dependency of the perceptions of ideal in
structional time for speech communication activities on 
the roles of teacher and principal. This chapter will 
describe the nature of the population surveyed, the samp
ling procedures used, the categories investigated, the 
method used to collect the data, the methods used for 
organization of data, the hypotheses tested, the analysis 
used for the data,.and the precautions taken for accuracy.
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The procedure followed in this study included a 

thorough survey of the literature and related research. 
Similar research of teacher and principal influence on 
curriculum and curriculum change was investigated using 
the Cumulative index of Journals in Education and the 
Education Index from 1970 to 1977 as a source. The per
iodicals, the Quarterly Journal of Speech, Speech 
Monographs,.Speech Teacher, Southern Speech Communication ■ 
Journal, Western Speech, Central States Speech Journal, 
Communication Quarterly, ADASC Bulletin, Journal of 
Communication, Journal of the American Forensic 
Association were searched for related studies from the 
original issue to 1977. The review of literature also 
included an examination of the Educational Research 
Information Center (E.R.I.C.) materials from 1970 to 1977.

POPULATION DESCRIPTION AND SAMPLING PROCEDURE

The population sample of this study consisted of 
sixty-nine randomly selected elementary schools as popula
tion units from those schools associated with the Christian 
Schools International (see Appendix D for list of schools). 
Each school of .the total population was placed in a strate- 
fied proportional sampling procedure which would guarantee
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proportional representation for each of the nine districts 
and each of the three school size strata. Within each 
district, the schools were stratefied by school size of 
1-100, 101-250, 251+. Each school within the district 
proportion and strata was given.a number. A table of 
random numbers was utilized to select the schools in each 
stratum in each district. Those elementary schools that

I

had fewer than grades 1-5 were eliminated from the popu
lation before stratification. For those schools which 
contain fewer than grades 1-5, but were directly associated 
with a junior high school and thereby 'contain' the grades 
1-6, both schools were considered as one unit, and, if 
more than one principal, was in the administrative role for 
that population sample, then both or all principals were 
included. The principals and all teachers of self- 
contained classrooms in K-6 in each selected school unit 
were included in the study.

The 1978-1979 Directory of the Christian Schools 
International, published annually in Grand Rapids,
Michigan, by the offices of the CSI, was used to identify 
and locate the populations of teachers and principals.
The Directory contained school addresses, telephone num
bers, and personal addresses of all principals and teachers.
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When the schools had been identified and corres

ponding teachers and principals identified, a letter of 
introduction on CSI letterhead was mailed to each school 
principal (see Appendix E). An explanation of the purpose 
and need for the study was indicated in the letter. Per
mission to conduct the study was requested and a return 
Commitment form (see Appendix E) was included to gain a 
commitment. A list of teachers' names was included on 
the Commitment form to verify Directory information. A 
note of appreciation for the time spent in consideration 
was included in the cover letter.

Those principals who did not return the letter of 
permission within a two-week period were personally con
tacted by telephone. All of the principals either re
turned the Commitment Form granting permission,or granted 
commitment to conduct the research when contacted by tele
phone. None of the sample had to be replaced in order to 
maintain the proportion.

After permission had been granted by the school 
principal, the questionnaires (see Appendix F) were 
mailed to all teachers and to the principal in the school. 
The questionnaires were mailed in bulk to the principals
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who were instructed to distribute the forms to the 
teachers. The respondents/were asked to indicate the 
grade (s) and subject(s) which they taught, the number of 
college courses they had in speech communication, the 
number of years of college attendance, the number of years 
of teaching, the content areas they taught, the content 
areas in which they were most trained, and to complete 
the subsequent identification of the actual instructional 
time and the ideal instructional time for a list of speech 
communication or oral language arts activities. They 
were also given an opportunity to indicate whether they 
desired a copy of the study results. The accompanying 
cover letter introduced the research, the purpose of the 
study, and a statement of appreciation for time and coop
eration in the study. A letter of encouragement by the 
CSI Curriculum Administrator, Dr. Triezenberg, was included 
CSI letterhead stationary was used and each letter was 
addressed to the individual teacher.or principal and 
signed personally. Each respondent was supplied a return 
envelope for the questionnaire. A post card 1 reminder1 
was mailed four days after the initial instrument mailing. 
Follow-up personal telephone calls were made to the
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principals after three weeks if the rate of return indica
ted the need. The principals were asked to encourage the 
teachers to complete the forms, and in some cases the prin
cipals were given the names of those teachers who had not 
responded.

CATEGORIES FOR INVESTIGATION

All of the elementary school teachers and the 
elementary school principals of the sample were asked to 
complete a questionnaire. All teachers received the ques
tionnaire because no consistent and fully reliable infor
mation was available to guarantee identification on the 
self-contained classroom teacher. The questionnaire, 
therefore, included the identification of self-contained 
classroom teachers also. The questionnaires were identical 
for both categories— teacher and principals— with the ex
ception of the directions for each category. The principals 
were asked to use average time for the K-5 teachers. The 
largest category of concern was the perceptions of actual 
and ideal instructional time which both teachers and prin
cipals were requested to indicate for a series of speech 
communication activities. The series of 53 speech com
munication activities were subdivided by generally
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accepted headings of voice, group discussion, listening, 
debate, telephone, interpretation, nonverbal, social amen 
ities, dramatics, public speaking, and parliamentary pro
cedure. The headings were designed to serve as a context 
for the activities listed.

To provide necessary controls for irrelevant and 
contaminating variables, the following precautions were 
taken:

1. The letter requesting permission and commit
ment contained the list of teachers from the 
Directory to guarantee that the teachers were iden 
tified for correct address purposes.
2. The cover letter accompanying each question
naire included a clear statement of confidential
ity to promote honesty of response.
3. The questionnaire contained a basis for inter 
pretation of the 1-6 scales:

1 = No time
2 = less than h hr./week
3 = h hr.-I hr./week
4 = I to 2 hrs./week
5 = 2 to 4 hrs./week
6 = 4  hrs. or more/week
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4. The respondents were directed to base their 
responses upon the actual teaching in the previous 
portion of the present school years 1978-79 and 
upon their lesson plans or schedules for the 
remainder of the school year.
5. All teachers were requested to complete the 
questionnaire to avoid a reactive contaminant 
while the study was limited to the teachers of 
self-contained classrooms in grades K-5.
6. The return letter of permission and commit- . 
ment, the postcard, and the follow-up personal 
telephone calls were used to guarantee a high 
percentage of questionnaire return.

METHOD OF COLLECTING DATA

The problem of this study required a researcher- 
designed questionnaire which was mailed to each teacher 
and each principal in the sample population. A cover 
letter of instructions accompanied each questionnaire. 
Non-respondents were contacted by follow-up telephone 
calls to the principals.

The questionnaire was divided into two sets of 
possible responses. The sets ̂ ere as follows:
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ACTUAL INSTRUCTIONAL TIME IDEAL INSTRUCTIONAL TIME

1 2 3 4  5 6  1 2 3 4 5 6
The basis for the interpretation of 1,2,3,4,5, and 6 was 
defined by specific time intervals as previously desig
nated.

The construction of the questionnaire followed two 
phases. Phase I consisted of a review of a number of pro
posed speech communication curricula located in various 
journals such as the' Quarterly Journal of Speech, Western 
Speech, Speech Teacher, in various speech communication 
textbooks, in curricula located in an E.R.I.C. search, and 
in "Mastery Recording System of Communications Objectives 
(K-8)" developed by the researcher in conjunction with the 
Area Education Agency No. 4 in Sioux Center, Iowa, during 
the 1977-1978 school year. Phase II consisted of re
writing and re-constructing the questionnaire based upon 
the criticism and evaluation by members of the Montana 
State University staff.

Validation of the instrument in the pilot study 
consisted of submitting the questionnaire to selected 
teachers of Speech Communication, English, and Language 
Arts with the instructions to remove, add, or modify the 
list of activities if the list was not representative of



56
the speech communication field. Twelve individuals inclu
ding selected college and university professors, high 
school teachers of English and/or Speech, and elementary 
school teachers of Language Arts were asked to evaluate the 
instrument.

Reliability of the instrument for Phase II was 
checked by the test-re-test method. Forty elementary 
school teachers and 3 principals in three different 
schools were selected from the population which was not 
randomly selected for the study. Each teacher and prin
cipal received the questionnaire and a cover letter stat
ing the purpose of the study. Two weeks after the first 
questionnaire was mailed, a second copy was distributed 
and the teachers were asked to complete the second copy. 
From the reliability mailings, 28 (70%) teachers completed 
and returned both the test and re-test, and 3 (100%) prin
cipals completed and returned both the test and re-test. 
Statistical analysis of composite actual and ideal times 
for all teachers and principals yield coefficients of .838 
and .810 respectively. Based upon analysis of coeffi
cients for individual items, the coefficients for the 
various groups of items, and comments from teachers and 
principals, several items were changed to improve clarity, 
other items were combined, and other items were eliminated.



57
The total number of items was reduced from 66 to 53. One 
entire group— Interviewing--was eliminated. Several 
changes were also made in the demographic section based 
upon recommendations from the pilot study.

METHOD OF ORGANIZING DATA

The final questionnaire,was mailed to each of the 
principals of the sixty-nine schools and follow-up tele
phone calls were considered necessary and were completed 
to 55 of the 69 schools. A total of 741 questionnaires ■ 
were mailed and 520 (70.17%) were returned; however, a 
number of principals indicated that they did not distri
bute the questionnaires to some part-time teachers, to 
music teachers, special education teachers, etc., which, 
when calculated, increased the return rate to 76.57 percent. 
From the total sample, 81% (58) of the principals respon
ded while 69% of the teachers responded. With the avail
able Directory information, the researcher estimated that 
the sample included approximately 434 teachers in the K-5 
self-contained classrooms. The returns of that group 
were 293 or 67.5 percent.

The data was compiled and organized in tables con
structed to answer the proposed questions and to complete
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the purposes of the problem. Two-by-six tables of Chi 
square tests were used to answer the questions of inde
pendence between teacher actual instructional time and 
principal actual instructional time for each item, and 
between teacher ideal instructional time and principal 
ideal instructional time for each item. Many of the two- 
by-six tables had to be collapsed and the Chi square 
values recalculated in order to meet the requirements of 
that statistical test. Collapsing of tables was based 
upon the "rule of thumb" that 80% of the expected values 
must have a frequency of five or more. The collapsing 
was necessitated by the relatively low frequencies in the . 
principal category and/or the tendency of skewed responses 
by teachers and/or principals. The tables demonstrated 
where collapsing was necessary.

The sample data was also split into three differ
ent chi square tests for assistance in analysis. In the 
teacher and principal categories, the principals were to 
indicate whether the role was principal or both, i.e., a 
principal who also teaches. Chi square tests were calcu
lated on the basis of teachers vs. all principals (P̂  .g) , 
teachers vs. principals only (P2) and teachers vs.

P
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principals who teach (P3). While only P2 3 will be 
given in the tables for analysis in chapter 4, composite 
tables of■the chi square values can be found in Appendix
h .

Additional statistical analysis was completed 
using analysis of variance to detect variations within the 
total sample,based upon school size and school district 
to supply additional information and analysis (see 
Appendix G). This information was considered beyond the 
purposes of this research and should be tested by a more 
appropriate research design.

HYPOTHESES

The following hypotheses were tested at the .05 
level of significance using the test of independence:

I. (Hq ) The perception of actual instructional 
time spent on each of the fifty-three separate 
speech communication activities in the randomly 
selected elementary schools of the CSI will be 
independent of the teacher-principal categories.

(Ĥ ) The perception of actual instructional 
time spent on each speech communication activity 
will be dependent upon the teacher-principal
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categories.
2. (Hq) The perceptions of ideal instructional 
time for each of the fifty-three separate speech 
communication activities in the randomly selected 
elementary schools of the CSI will be independent 
of the teacher-principal categories.

(Ĥ ) The perception of ideal instructional 
time for each speech communication activity will 
be dependent upon the teacher-principal categor
ies .
Each of these null hypotheses generated fifty- 

three hypotheses, i.e., one null hypothesis for each 
item for actual time and for each item for ideal time.
The null hypotheses are stated specifically in chapter 
four.

The instrument provided four categories for the 
elementary schools surveyed. The categories were:

1. The teachers' perceptions of the actual in
structional time and the perceptions of the ideal 
instructional time.
2. The principals' perceptions of the actual in
structional time and the perceptions of the ideal
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instructional time.
3. The role of the teacher.
4. The role of the principal.

2Categories I and 2, and 3 and 4 were tested with X tests 
of independence using two-by-six tables or the necessarily 
collapsed tables with the teacher role and the principal 
role forming the rows and the perceptions of actual and 
ideal (1-6) forming the columns.

PRECAUTIONS TAKEN FOR ACCURACY

All of the data was key-punched onto computer 
cards utilizing a verification system and the preliminary 
and final computer print-outs were examined for error.

The data generated by this study were computer 
analyzed by the Sigma 7 at Montana State University 
Computer Center to assure accuracy of statistical results.

SUMMARY

The problem of this study was the determination of 
the dependency of the teacher and principal perceptions of 
actual instructional time and ideal instructional time for 
speech communication activities upon the role of teacher 
and principal. The sample population was randomly
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selected from a proportional, stratified sampling pro
cedure for the elementary schools associated with the 
Christian Schools International in the United States. An 
attempt was made to gain understanding of the need for the 
study, to gain permission and commitment for the study 
from the population which were identified with the 1978- 
1979 Directory of CSI. A researcher designed question
naire was used to gain the information of actual and 
ideal instructional time perceptions after the question
naire was validated and tested for reliability.

Each teacher and principal in the randomly selec
ted schools was informed of the study's purpose and was 
requested to completed the questionnaire of speech com
munication activities as well as supplying additional in
formation on their role as teacher: grade(s) teaching,
content area(s) teaching, and educational background. 
Confidentiality was guaranteed to the respondents.

The questionnaire was constructed and validated .' 
for complete representation of the speech communication 
field. The questionnaire permitted the separation and 
tabulation of actual instructional time responses and 
ideal instructional time responses as well as the cate
gories of teachers and principals.
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Hypotheses were tested by the X test of inde

pendence. The hypotheses reflect the content of time 
questions that the researcher attempted to answer in the 
completion of this study.

The data generated by this study were statisti
cally analyzed using the Sigma 7 computer at Montana 
State University.

2



Chapter 4

INTRODUCTION

The problem of this study was to determine the 
dependency of the perceptions of actual instructional time 
for each of fifty-three speech communication activities 
on the roles of teacher and principal and to determine 
the dependency of the perceptions of ideal instructional 
time for each of the same speech communication activities 
on the roles of teacher and principal. The data analysis 
of this chapter followed the divisions of actual instruc
tional time and ideal instructional time. Each of the 
fifty-three items were analyzed with the use of tables for 
each of the two sections. The tables of the first section 
were constructed to answer three related questions found 
in chapter one:

4. What will the elementary school teacher per
ceive to be the actual instructional time spent on 
speech communication activities?
6. What will the elementary school principals 
perceive to be the actual instructional time spent 
on speech communication activities?
8. What will be the relationship of the elemen
tary school teachers' perceptions of actual



65
instructional time spent on speech communication 
activities and the elementary school principals' 
perceptions of the actual instructional time 
spent on speech communication activities in the 
same elementary schools?

The tables of the second section were constructed to 
answer the three related questions also found in chapter 
one:

5. What will the elementary school teachers per
ceive to be the ideal instructional time for 
speech communication activities?
7. What will the elementary school principals 
perceive to be the ideal instructional time for 
speech communication activities?
9. What will be the relationship of the elemen-, 
tary school teachers1 perceptions of the ideal 
instructional time spent on speech communication 
activities and the elementary school principals1 
perceptions of the ideal instructional time spent 
on speech communication activities in the same 
elementary schools?

Each table is accompanied by a statement of the correspond 
ing null hypothesis, by analysis of the table, and by the



66
appropriate comments. A composite of the data below can be 
found in Table 107 on page 200.

DATA ANALYSIS ™ ACTUAL INSTRUCTIONAL TIME 
Table I depicts the degree of independence for 

actual instructional time between teachers and principals 
in the activity of pronunciation and articulation of 
sounds.

Table I
PRONUNCIATION AND ARTICULATION OF SOUNDS- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5 6 *• *

Teachers 20 88 56 50 33 23
Principals 3 9 22 7 10 4 * **

df = 5 Critical Chi Square @ .05 = 11.07
** see page 53 Calculated Chi Square = 13.52*

(Hq) Hypothesis I - there is no significant dif-' 
ference in the perceptions of actual instructional time 
between teachers and principals for pronunciation and 
articulation of sounds.

, The data in Table I indicate that a significant -I, ■ 
difference exifets in the perceptions of teachers and
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principals about the.,actual amount of timfe spent in the, 
instruction of pronunciation and articulation of sounds, 
and the null hypothesis is rejected.

The rank order of time estimates by teachers was 
2,3,4,5,6;1; while the rank order of time estimates by 
principals was 3,5,2,4,6,I. The teachers' first rank (2) 
indicated an average of less than % hour per week was 
spent on instruction and the principals' first rank (3) 
indicated an average time between h and I hour per week.
A similar difference was indicated by the second ranks.

Table 2 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of speaking with correct volume.

Table 2
SPEAKING WITH CORRECT VOLUME- 
ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 35 154 50 18 10
Principals 7 32 11 I 4

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 3.22
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(Hq) Hypothesis 2 - there is no significant dif

ference in the perceptions of actual instructional time 
between teachers and principals for speaking with correct 
volume.

The data in Table 2 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the in
struction of speaking with correct volume, and the null 
hypothesis is retained.

The rank order of time preferences by teachers was
2,3,1,4,5-6; while the rank order of. time preferences by 
principals was 2,3,1,5-6,4. Both the teachers' and prin
cipals' first, second, and third ranks were the same.
Both first ranks (2) indicated estimates of less than h  

hour per week.

The degree of independence for actual instruc
tional time between teachers and principals in the activ
ity of variety in expression (rhythm, tone, pitch) is 
depicted in Table 3.
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Table 3
VARIETY IN EXPRESSION (RHYTHM, TONE, PITCH)- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 36 117 70 28 16
Principals 7 23 20 2 . 3

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 4.0,6

(Hq) Hypothesis 3 - there is no significant dif
ference in the perceptions of actual instructional time. 
between teachers and principals for variety in expression 
(rhythm, tone, pitch).

The data from Table 3 demonstrated that no sig
nificant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of variety in expression (rhythm, 
tone, pitch), therefore the null hypothesis is retained.

The rank order of time preferences by teachers was
2,3,I,5-6,4; while the rank order of time preferences by 
principals was 2,3,I,4,5-6. The teachers' and principals' 
first, second, and third ranks were the same. Both first
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ranks (2) indicated estimates of an average less than h  

hour per week.

The degree of independence for actual instruction
al time between teachers and principals in the activity of 
classroom discussion is depicted in Table 4.

Table 4
CLASSROOM DISCUSSION- ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5 . 6

Teachers 7 20 68 61 76 40
Principals I 5 12 15 11 11

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 2.84

(Hq) Hypothesis 4 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for classroom discussion.

The data for Table 4 demonstrate that no signifi
cant difference exists between the perceptions of teachers 
and principals about the actual amount of time spent in 
the instruction of classroom discussion, therefore the 
null hypothesis is retained.
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The rank order of time estimates by teachers was 

5,3,4,6/2,17 while the rank order of time estimates by 
principals was 4,3,5 and 6, 2,1. Although the rank orders 
for the first and third ranks differed, both groups tend 
to distribute around the time periods of I to 2 hours and 
2 to 4 hours per week for instruction.

Table 5 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of working with 
others.

Table 5
WORKING WITH OTHERS - ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers 13 59 80 48 31 36
Principals 3 13 16 10 7 6

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = .37

(Hq) Hypothesis 5 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for working with others.
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The data in Table 5 indicate that no significant 

difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of working with others. Therefore the null hypothesis 
is retained.

The rank order of time preferences by teachers was 
3,2,4,6,5,I7 and the rank order of principals' preferences 
was 372747576,1. The rather general distribution of the 
preferences does not indicate any trends or tendencies 
other than means which would be misleading.

Table 6 displays the degree of independence 
between teachers and principals for actual instructional 
time in the speech communication activity of solving 
problems in groups.

Table 6
SOLVING PROBLEMS IN GROUPS - ACTUAL INSTRUCTIONAL TIME

I 2 3 4 576

Teachers 55 104 67 20 19
Principals 5 22 11 13 4

df = 4 Critical Chi Square @ „05 = 9.49
Calculated Chi Square = 15.26#
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(Hq) Hypothesis 6 - there is no significant dif

ference in the perceptions of actual instructional time 
between teachers and principals for solving problems in 
groups.

The data in Table 6 indicate that a significant 
difference exists in the perceptions of teachers and prin 
cipals in the actual amount of time spent in the instruc
tion of solving problems in groups, therefore the null 
hypothesis is rejected.

The rank order of time estimates by teachers was
2,3,1,4,5-6;. while the rank order of time estimates by 
principals was 2,4,3,1,5-6. The major differences in 
ranking were the higher percentage in category 2 by the 
teachers and the differences between categories 3 and 4; 
however a tendency to select category 2 (less than ^ hour 
per week) seems apparent in both teacher selections and 
principal selections.

Table 7 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of group reports or presentations before
the class*
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Iable I

GROUP REPORTS OR PRESENTATIONS BEFORE THE CLASS- 
ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 62 128 59 17 2
Principals 4 21 13 TPI—

I
H

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 27.47*

(Hq) Hypothesis 7 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for group reports or 
presentations before the class.

The data in Table 7 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of group reports or presentations before the 
class, and the null hypothesis is rejected.

The rank order of time estimates by teachers was
2,1,3,4,5-6; while the rank order of time estimates by 
principals was 2,3,4,1 and 5-6. The differences in rank 
orders demonstrated a tendency for teachers to select the
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shorter or no time categories, while the principals tended 
to select categories of longer time; however, both groups 
had the highest frequencies in number 2 —  less than  ̂
hour per week.

The degree of independence for actual instruction
al time between teachers and principals in the activity of 
discussions before the class is depicted in Table 8.

Table 8
DISCUSSIONS BEFORE THE CLASS- 
ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers H O  70 45 23 10 3
Principals 9 21 9 10 3 3

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 18.61*

(Hq) Hypothesis 8 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for discussions before the 
class.

The data from Table 8 demonstrate that a signifi
cant difference exists between the perceptions of
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teachers and principals about the actual amount of time • 
spent in the instruction of discussions before the class, 
therefore the null hypothesis is rejected.

The rank order of time estimates by teachers was 
1,2,3,4,5,6; while the rank order of time estimates by 
principals was 2,4,1 and 3, 5 and 6. The differences in 
rankings and in the frequencies for categories I and 2 
demonstrated a tendency for many teachers to have spent no 
time or less than h hour per week in instruction of dis
cussions before the class, while principals tended to 
believe that more time was spent.

Table 9 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of auditory discrimination and auditory 
memorization.
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Table 9
AUDITORY DISCRIMINATION AND AUDITORY MEMORIZATION- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5 6.

Teachers 27 82 90 45 17 11
Principals 2 19 23 6 4 I

df = 5 Critical Chi Square @ .05 =. 11.07
Calculated Chi Square = 4.96

(Hq) Hypothesis 9 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for auditory discrimina™ > ■ 
tion and auditory memorization.

The data in Table 9 indicate that no significant 
difference exists in the perceptions of teachers and 
principals about the actual amount of time spent in the . 
instruction of auditory discrimination and auditory mem
orization, and the null hypothesis is retained.

When the categories were placed in rank order 
(teachers: 3,2,4,1,5,6 and principals: 3,2,4,5,I,6),
the only differences appeared in the categories of I and 5. 
Teachers and principals tended to distribute their time



78
estimates over all six categories with the highest fre
quencies for both groups appearing in category 3 ;—  h to 
I hour per week.

The degree of independence for actual instruction
al time between teachers and principals in the activity 
of identifying and interpreting aural cues is depicted in 
Table 10.

Table 10
IDENTIFYING AND INTERPRETING AURAL CUES- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 74 92 56 18 13
Principals 8 24 17 5 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 7.10

(Hq) Hypothesis 10 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for identifying and inter
preting aural cues.

The data from Table 10 demonstrate that no signi
ficant difference exists between the perceptions of
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teachers and principals about the actual amount of time 
spent in the instruction of identifying and interpreting 
aural cues, therefore the null hypothesis is retained.

The rank order of categories by frequency of sel
ection for teachers was 2,1,3,4,5-6; while the rank.order 
of categories for principals was 2,3,I,4,5-6. Although 
the teachers1 estimates were more skewed toward categories 
I and 2, the teachers and the principals had the highest 
frequencies in category 2 —  less than h hour per week.

Table 11 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of listening 
to and following directions.

Table 11
LISTENING TO AND FOLLOWING DIRECTIONS- 

ACTUAL INSTRUCTIONAL TIME

1 . 2  3 4 5 6

Teachers 3 55 82 62 42 27
Principals 2 10 17 17 5 4

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 4.88
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(Hq) Hypothesis 11 - there is no significant dif

ference in the perceptions of actual instructional time 
between teachers and principals for listening to and 
following directions.

The data in Table 11 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of listening to and following directions. Therefore 
the null hypothesis is retained.

The rank order of categories from highest to 
lowest frequencies was nearly the same for teachers and 
principals (3,4,2,5/6,1) . The only difference was the 
equal number of frequencies in categories 3 and 4 of the 
principal group. The largest frequency for teachers was 
category 3 or % to. I hour per week, while the principals 
seemed to maintain an equal amount of time (category 3) or 
more (category 4).

Table 12 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of listening for pleasure.
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Table 12
LISTENING FOR PLEASURE - ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers 14 53 68 79 51: 7
Principals 5 10 17 14 6 3

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 4.94

(Hq) Hypothesis 12 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for listening for pleasure.

The data in Table 12 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of listening for pleasure, and the null hypo
thesis is retained.

The rank order of categories for teachers and 
principals were nearly the same: Teachers —  4,3,2,5,I,6;
Principals - 3,4,2,5,I,6. The only differences were in 
categories 3 and 4. Teachers and principals tended toward 
a distribution around the time of % to I hour per week 
and I to 2 hours per week.
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The degree of independence for actual instruc

tional time between teachers and principals in the 
activity of understanding is depicted in
Table 13,

Table 13
UNDERSTANDING CONVERSATION - ACTUAL INSTRUCTIONAL TIME

1 2 3 4 5 6

Teachers 81 82 56 26 6 9
Principals 9 20 15 8 2 I

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 6.03

(Hq) Hypothesis 13 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for understanding conver
sation.

The data from Table 13 demonstrates that no signi
ficant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of understanding conversation; 
therefore the null hypothesis is retained.
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The highest frequency for teachers and principals 

appeared in category 2 representing the instructional time 
of less than ^ hour per week; howeverz nearly the same 
number of teachers indicated category I or no time.

Table 14 depicts.the degree of independence for 
actual instructional time between teachers and principals 
in the activity of evaluating one’s own speech and the 
speeches of others.

Table 14
EVALUATING ONE'S OWN SPEECH AND THE SPEECHES OF OTHERS- 

ACTUAL INSTRUCTIONAL TIME

. I 2 . 3 4 5,6

Teachers 146 94 24 2 2
Principals 17 26 8 3 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 15.38*

(Hq) Hypothesis 14 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for evaluating one's own 
speech and the speeches of others.

The data in Table 14 indicate that a significant
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difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the in
struction of evaluating one's own speech and the speeches 
of others, and the null hypothesis is rejected.

The ranking of categories by frequencies may not 
indicate differences between the teacher and principal 
as well as the observation of the frequencies per se.• The 
teacher group tended to be more skewed toward no time, 
while the principals appeared to maintain that some time—  
less than h hour per week— was spent in instruction.

Table 15 displays the degree of independence 
between teachers and principals for actual instructional 
time.in the speech communication activity of evaluating 
radio and TVvprograms.

Table 15
EVALUATING RADIO AND TV PROGRAMS- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 , 4 , 5 , 6

Teachers 192 73
Principals 23 26 6

df = 2 Critical Chi Square @ .05 = 5.99 .
Calculated.Chi Square = 25.20*
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(Hq) Hypothesis 15 - there is no significant dif

ference in the perceptions of actual instructional time 
between teachers and principals for evaluating radio and 
TV programs.

The data in Table 15 indicate that a significant 
difference exists in the perceptions of teachers and 
principals in the actual amount of time spent in the in
struction of evaluating radio and TV programs. The null 
hypothesis is rejected.

The teacher group appeared to maintain that no 
time was spent in instruction, while the principals tended 
to favor category 2 —  less than % hour per week.

Table 16 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of receiving calls.
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Table 16
RECEIVING CALLS - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 190 65 7
Principals . 25 27 2

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 14.45*

(Hq) Hypothesis 16 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for receiving calls.

The data in Table 16 indicate that a significant 
difference exists in the perceptions of teachers and 
principals about the actual amount of time spent in the 
instruction of receiving calls, and the null hypothesis is 
rejected.

Based upon the data in Table 16, a large majority 
of the teachers indicated that no time was spent on 
instruction of receiving telephone calls while category 
2 .—  less than h. hour per week —  had the highest fre
quency among principals. One should note, however, that 
category I also had a high frequency among principals.
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The degree of independence for actual instruc

tional time between teachers and principals in the 
activity of making emergency calls is depicted in Table 17.

Table 17
MAKING EMERGENCY CALLS — ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 191 65 4
Principals 22 30 2

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 21.95*

(H ) Hypothesis 17 - there is no significant dif-O
ference in the perceptions of actual instructional time 
between teachers and principals for making emergency calls.

The data from Table 17 demonstrate that a signifi
cant difference exists between the perceptions of teachers 
and principals about the actual amount of time spent in 
the instruction of making emergency calls; therefore the 
null hypothesis is rejected.

The tendencies for category selection were more- 
prominent for this activity, than for the previous activ
ity of receiving calls. The teachers tended to maintain
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that no time is spent in instruction of making emergency 
calls, while principals tended to maintain that some time 
(less than % hour per week) was spent in instruction.

Table 18 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the Speech communication activity of. making 
personal calls.

Table 18
MAKING PERSONAL CALLS - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 183 70 5
Principals 25 27 2 ■

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 12.19*

(Hq) Hypothesis 18 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for making personal calls.

The data in Table 18 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the
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instruction of making personal calls and therefore the 
null hypothesis is rejected.

Table 18 is similar to tables 16 and 17 in the 
tendency for teachers to select category I (no time) and 
principals to select category 2 (less than h hour per 
week), but the difference between category I frequency 
and category 2 frequency is not a great difference.

The degree of independence for actual instruction
al time between teachers and principals in the activity of 
manners, courtesy (on the telephone) is depicted in Table 
19.

Table 19
MANNERS, COURTESY - ACTUAL INSTRUCTIONAL TIME

1 2 3  4,5,6

Teachers 91 H O 43 17
Principals 10 36 4 4

df = 3 Critical Chi Square @..05 = 7.82
Calculated Chi Square., = 12.05*

(Hq) Hypothesis 19 - there is no significant dif-. 
ference in perceptions of actual instructional time "
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between teachers and principals for manners, courtesy.

The data from Table 19 demonstrate that a signi
ficant difference exists between, the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of manners, courtesy; therefore, 
the null hypothesis is rejected.

A ranking of category preference for both groups 
was found to be nearly the same. The only difference was 
the tied frequencies of categories 3 and 4-6 in the prin
cipal group. Both groups tended to select category 2 
(less than h hour) as an estimate.of the average instruc
tional time for manners and courtesy on the telephone.

The degree of independence for actual instruc
tional time between teachers and principals in the 
activity of story-telling (actual and imaginative 
stories) is depicted in Table 20.
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Table 20
STORY-TELLING - ACTUAL INSTRUCTIONAL TIME

I 2 3 • 4 5 6

Teachers 32 116 .74 28 11 2
Principals 2 25 15 7 2 2

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 6.42

(Hq) Hypothesis 20 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for story-telling (actual 
and imaginative stories).

The data from Table 20 demonstrate that no signi
ficant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of story-telling (actual and 
imaginative stories); therefore the null hypothesis is. 
retained.

The rank order of time estimates by teachers was 
2,3,1,4,5,6; while the rank order of time estimates by 
principals was 2,3,4,I and 5 and 6. Both groups tended to
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select category 2 which indicated a time of less than'% 
hour per week.

Table 21 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of relating personal experiences.

Table 21
RELATING PERSONAL EXPERIENCES - ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 14 82 106 45 21
Principals I 19 22 8 4

df = 4 Critical Chi Square 0 .05 = 9.49
Calculated Chi Square = 1.51

(Hq) Hypothesis 21 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for relating personal 
experiences.

The data in Table 21 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the in
struction of relating personal experiences, and the null
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hypothesis is retained.

The rank order of time estimates for teachers and 
for principals was the same: 3,2,4,5-6,I. From the rank
order, it.seems that both groups tended toward an average 
time per week of about h hour to I hour of instruction in 
relating personal experiences.

Table 22 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of show-and- 
tell.

Table 22
SHOW-AND-TELL - ACTUAL INSTRUCTIONAL TIME

. I 2 3 4 5,6

Teachers 34 105 92 26 6
Principals 5 12 27 8 2

df = 4 Critical Chi Square @.05 = 9.49
Calculated Chi Square = 8.35

(Hq) Hypothesis 22 - there is no significant dif
ference in the.perceptions of actual instructional time 
between teachers and principals for show-and-telI.
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The data in Table 22 indicate that no significant 

difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of show-and-telI. The null hypothesis is, therefore, 
retained.

The rank order of time estimates by teachers was
2,3,I,4,5-6; while the rank order of time estimates by 
principals was 3,2,4,I,5-6. Based upon the rankings, it 
appeared that principals tended to maintain that more time 
was spent on instruction to I hour compared to the 
teacher first rank of less than % hour), but the tenden
cies were not strongly evident.

Table 23 displays the degree of independence 
between teachers and principals for actual instructional 
time in the speech communication activity of giving 
invitations and announcements.
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Table 23
GIVING INVITATIONS AND ANNOUNCEMENTS- 

ACTUAL INSTRUCTIONAL TIME

1 2 3  4,5,6

156 93 10 3
19 32 2 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 11.36*

(Hq) Hypothesis 23 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for giving invitations and 
announcements.

The data in Table 23 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of giving invitations and announcements; therefore 
the null hypothesis is rejected.

Based upon the data in Table 23, it appeared that 
teachers favored the average weekly time of no time, while 
principals favored the average weekly time of less than h  

hour for instruction in giving invitations and announce

Teachers
Principals

ments.
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Table 24 depicts the degree of independence for 

actual instructional time between teachers and principals 
in the activity of reporting on class, committee or per
sonal objects.

Table 24
REPORTING ON CLASS, COMMITTEE OR PERSONAL PROJECTS- 

ACTUAL INSTRUCTIONAL TIME

1 2 3  4,5,6

Teachers 116 99 35 11
Principals 5 33 10 6

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 23.48*

(H ) Hypothesis 24 - there is no significant dif- o
ference in the perceptions of actual instructional time 
between teachers and principals for reporting on class, 
committee or personal projects.

The data in Table 24 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of reporting on class, committee or personal 
projects; and the null hypothesis is rejected.
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The teachers tended to indicate that no time was 

spent on instruction, while principals tended to indicate 
some time was spent, but it was limited to approximately 
less than h hour per week.

Table 25 depicts the degree of independence for 
actual instructional time between teachers and principals
in the activity of giving instructions and directions.

'

Table 25
GIVING INSTRUCTIONS AND DIRECTIONS- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 . 5,6

Teachers 66 92 50 33 20
Principals 4 37 6 3 4

df = 4 Critical Chi Square @ .05= 9.49
Calculated Chi Square = 22.12*

(Hq) Hypothesis 25 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for giving instructions 
and directions.

The data in Table 25 indicate that a significant
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difference exists in the perceptions of teachers and 
principals about the actual amount of time spent in the 
instruction of giving instructions and directions; and the 
null hypothesis is rejected.

In rank order of time categories, both the 
teacher group and the principal group had the highest fre
quency in category 2 which represented a time of less 
than % hour per week.

The degree of independence for actual instruc
tional time between teachers and principals in the 
activity of informative and persuasive speaking is 
depicted in Table 26.

Table 26
INFORMATIVE AND PERSUASIVE SPEAKING- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6 .

Teachers 152 70 22 8 8
Principals 17 30 4 2 I

df = 4 Critical Chi Square .05 = 9.49
Calculated Chi Square = 17.90*
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(Hq) Hypothesis 26 - there is no significant dif

ference in the perceptions of actual instructional time 
between teachers and principals for informative and per
suasive speaking.

The data from Table 26 demonstrate that a signi
ficant difference exists between the perceptions of 
teachers and principals about the amount of time spent in 
the instruction of informative and persuasive speaking; 
therefore the null hypothesis is rejected.

The teacher group indicated a tendency toward 
category I (no time), while the principal group indicated 
a tendency to favor category 2 (less than ̂  hour per week)

Table 27 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of oral reading of poetry, prose, and
drama.
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Table 27
ORAL READING OF POETRY, PROSE, AND DRAMA- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 30 98 55 49 35
Principals I 18 21 10 2

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 14.32*

(Hq) Hypothesis 27 - there is no significant dif
ference in the perceptions of actual instructional time, 
between teachers and principals for oral reading of 
poetry, prose, and drama.

The data in Table 27 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the in
struction of oral reading of poetry, prose, and drama; and 
the null hypothesis is rejected.

The rank order of categories for teachers (2,3,4, 
5-6,1) and for principals (3,2,4,5-6,I) tended to indicate 
that principals believed more actual time (3g to I hour per 
week) was spent on instruction than the teachers estimated
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time of less than % hour per week.

The degree of independence for actual instruction
al time between teachers and principals in the activity of 
oral reading of the Bible is depicted in Table 28„

Table 28
ORAL READING OF THE BIBLE - ACTUAL INSTRUCTIONAL TIME

1,2 3 .4 5,6

Teachers 130 73 46 17
Principals 15 30 5 3

df = 3 Critical Chi Square '0 .05 = 7.82
Calculated Chi Square = 17.49*

(Hq) Hypothesis 28 - there is no significant dif
ference in the perceptions of teachers and principals 
about the actual amount of time spent in the instruction 
of oral reading of the Bible; therefore the null hypothe
sis is rejected.

Based on Table 28, it appeared that principals 
tended toward category 3 (% to I hour), while teachers 
tended toward less estimated time per week.
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The degree of independence for actual instruc

tional time between teachers and principals in the activ
ity of choral or group reading is depicted in Table 29.

Table 29
CHORAL OR GROUP READING. - ACTUAL 

INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 65 136 48 11 5
Principals 11 26 12. I . I

df = '4 . Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 1.35

(Hq) Hypothesis 29 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for choral or group read
ing.

The data from Table 29 demonstrate that no sig
nificant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent'in the instruction of choral or group reading; there
fore the null hypothesis is retained.
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Both groups (teachers and principals) had the 

highest frequencies in and tended to distribute around 
category 2 —  less than % hour per week.

Table 30 displays the degree of independence 
between teachers and principals for actual instructional 
time in the speech communication activity of analyzing 
literature.

Table 30
ANALYZING LITERATURE - ACTUAL INSTRUCTIONAL TIME

1 . 2  3 4 5,6

Teachers 112 70 48 24 10
Principals 4 17 17 9 4

df = 4 Critical Chi Square.@ .05 = 9.49
Calculated Chi Square = 23.92*

(Hq) Hypothesis 30 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for analyzing, literature.

The data in Table 30 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the
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instruction of analyzing literature; therefore the null 
hypothesis is rejected.

The rank order of the categories (teachers - 1 , 2 ,

3,4,5-6; principals - 2 and 3, 4, I and 5-6) and the dif
ferences in frequencies in the categories tended to indi
cate that teachers perceived little or no time spent oh 
instruction, while principals perceived more time spent on 
instruction of analyzing literature.

Table 31 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of manners, courtesy within the context 
of social amenities.

Table 31
MANNERS, COURTESY - ACTUAL 

INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 28 141 73 18 6
Principals 4 32 12 4 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 1.2-8
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(Hq) Hypothesis 31 - there is no significant dif

ference in the perceptions of actual instructional time 
between teachers and principals for manners, courtesy 
(in the social amenities context).

The data in Table 31 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of manners, courtesy, and the null hypothesis 
is retained.

The highest frequency in the categories for the 
teachers and principals appeared in category 2 with the 
second highest frequency for both groups in category 3. 
Both groups tended to maintain a time of instruction from 
less than % hour per week to I hour per week.

The degree of independence for actual instruc
tional time between teachers and principals in the ac
tivity of introducing one's self to others is depicted in
Table 32.
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INTRODUCING ONE'S SELF TO OTHERS- 
ACTUAL INSTRUCTIONAL TIME

' I 2 3,4,5,6

Teachers 153 97 13
Principals 23 28 2

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 4.69

(Hq) Hypothesis 32 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for introducing one's 
self to others.

The data from Table 32 demonstrate that no signi
ficant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of introducing one1s self to 
others’; therefore the null hypothesis is retained.

Both groups had skewed distribution of frequen
cies within the categories; however the teachers tended 
to select category I indicating no time spent on instruc
tion, while the principal group had the highest frequency 
in category 2 or less than h hour per week.

Table 32
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Table 33 displays the degree of independence be

tween teachers and principals for actual instructional 
time in the speech communication activity of introducing 
others.

Table 33
INTRODUCING OTHERS - ACTUAL INSTRUCTIONAL

TIME

I 2 3,4,5,6

Teachers 159 95 9
Principals 25 26 . 2

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 3.28

(Hq) Hypothesis 33 - there is no significant, dif
ference in the perceptions of actual instructional time 
between teachers and principals for introducing others.

The data in Table 33 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of introducing others. The null hypothesis is 
retained.

The distributions in the categories was much like



that of table 32 with the principals tending toward little 
or no time, of instruction and the teachers tending more 
toward no time spent on instruction.

Table 34 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of developing and maintaining conversa
tion.

10 8

Table 34
DEVELOPING AND MAINTAINING CONVERSATION- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 112 107 28 14
Principals 17 28 6 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 2.92

(Hq) Hypothesis 34 - there is no significant 
difference in the perceptions of actual instructional 
time between teachers and principals for developing and 
maintaining conversation.
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The data in Table 34 indigate that no significant 

difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of developing and maintaining conversation, 
and the null hypothesis is retained.

The rank order of categories by frequency for 
teachers was I,2,3,4-6;•while the rank order of categories 
for principals was 2,1,3,4-6.. The data appeared to depict 
a slightly higher tendency for teachers to indicate no 
time than for principals.

The degree of independence for actual instruction
al time between teachers and principals in the activity of 
understanding facial and body expressions is depicted in 
Table 35.

Table 35
UNDERSTANDING FACIAL.AND BODY EXPRESSIONS- 

ACTUAL INSTRUCTIONAL TIME

.1 2 3,4,5,6

Teachers 125 116 22
Principals 27 24 . 2

df = 2 Critical Chi Square @ .05 
Calculated Chi Square 5.99

1.34
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(Hq) Hypothesis 35 - there is no significant dif 

ference in the perceptions of actual instructional time 
between teachers and principals for understanding facial 
and body expressions.

The data from Table 35 demonstrate that no signi
ficant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of understanding facial and 
body expressions; therefore the null hypothesis is. 
retained.

The data indicated similar tendencies for both 
groups with the highest frequencies in category I (no 
time) and slightly lower frequencies in category 2 (less 
than % hour per week).

Table 36.displays the degree of independence 
between teachers and principals for actual instructional 
time in the speech communication activity of pantomiming.
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PANTOMIMING - ACTUAL INSTRUCTIONAL TIME
Table 36

I 2 3,4,5,6

Teachers 130 109 26
Principals 17 31 5

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 5.78

(Hq) Hypothesis 36 - there is no significant dif- 
ference in the perceptions of actual instructional time 
between teachers and principals for pantomiming.

The data in Table 36 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the amount of time spent in the instruction of 
pantomiming. The hull hypothesis is retained.

The only difference in a ranking of categories 
appeared in categories I and 2. The teacher grohp tended 
to favor no time, while the principal group tended to 
favor category 2 —  less than h hour per week.

Table 37 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of charades and interpretive movement.



112

CHARADES AND INTERPRETIVE MOVEMENT-. 
ACTUAL INSTRUCTIONAL TIME

Table 37

I 2 3,4,5,6

Teachers 150 91 . 2 4
Principals 19 30 4

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 9.44*

(H ) Hypothesis 37 - there is no significant dif- o
ference in the perceptions of actual instructional time 
between teachers and principals for charades and interpre
tive movement.

The data in Table 37 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the: 
instruction of charades and interpretive movement, and the 
null hypothesis is rejected.

The data seemed to indicate a tendency for teachers 
to maintain little or no time spent on instruction, . Prin
cipals tended to believe slightly more time was spent on 
instruction of charades and interpretive movement.



113
The degree of independence for actual instruction

al time between teachers and principals in the activity 
of gesturing and finger plays is depicted in Table 38.

Table .38
GESTURING AND FINGER PLAYS - ACTUAL 

INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 148 82 33
Principals . 12 39 2

df = 2 Critical Chi Square @ 
Calculated Chi Square

.05 = 5.99
= 33.63*

(H ) Hypothesis 38 - there is no significantO
difference in the perceptions of actual instructional time 
between teachers and principals for gesturing and finger 
plays.

The data from Table 38 demonstrate that a signi
ficant difference exists between the perceptions.of 
teachers and principals about the actual amount of time 
spent in the instruction of gesturing and finger plays; 
therefore the null hypothesis is rejected.

The data demonstrated a tendency for teachers to
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estimate the average instructional time as no time 
(category I) while principals tended to select category 
2 —  less than % hour per week.

Table 39 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of games and 
skits.

Table 39
GAMES AND SKITS - ACTUAL INSTRUCTIONAL TIME

I 2. 3 . 4 5,6

Teachers 40 124 78 21 4
Principals 6 28 16 2 I

df = 4 Critical Chi Square @,.05 = 9.49
Calculated Chi Square = 1.87

(Hq)I Hypothesis 39 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for games and skits.

The data in Table 39 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of games and skits; therefore the null hypothesis is
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retained.

The rank order of categories for teachers and for 
principals was identical — 2,3,1,4,5-6. Both groups 
tended to select category 2, i.e. , less than hour per 
week.

Table 40 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of puppetry.

Table 40.
PUPPETRY - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 138 108 21
Principals 17 29 7

df = 2 Critical Chi Square @ .05 = 
Calculated Chi Square =

5.99
7.05*

(Hq) Hypothesis 40 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for puppetry.

The data in Table 40 indicate that a significant . 
difference exists in the perceptions of teachers and
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principals about the actual amount of time spent in the 
instruction of puppetry, and the null hypothesis is 
rejected.

From Table 40 above, the data indicated a tendency 
for teachers to select category I (no time), while prin
cipals tended to select category 2 (less than % hour).

The degree of independence for actual instructional 
time between teachers and principals in the activity of 
role playing is depicted in Table 41.

Table 41
ROLE PLAYING - ACTUAL INSTRUCTIONAL TIME

I 2 3 '4,5,6

Teachers 103 120 37 7
Principals 7 32 12 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 12.93*

(Hq) Hypothesis 41 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for role playing.

The data from Table 41 demonstrate that a
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significant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of role playing; therefore the 
null hypothesis is rejected.

Based upon the rank order of categories (teachers: 
2,I,3,4-6; principals: 2,3,I,4-6), it appeared that
teachers tended toward less than % hour per week or no 
time, while principals tended toward h hour per week.

Table 42 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of stage drama.

Table 42
STAGE DRAMA - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 168 73 23
Principals 12 32 9

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 30.32*

(Hq) Hypothesis 42 - there is no significant dif
ference in the perceptions.of actual instructional time 
between teachers and principals for stage drama.
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The data' in Table 42 indicate that a significant 

difference exists in the perceptions of teachers and . 
principals in the actual amount of time spent in the 
instruction of stage drama. The null hypothesis is 
rejected.

The data indicated a tendency for teachers to 
select category I (no time) and a tendency for principals 
to select category 2 (less than h hour).

Table 43 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of developing logical statements.

Table 43
DEVELOPING LOGICAL STATEMENTS- 
ACTUAL INSTRUCTIONAL TIME.

I 2 3 4,5,6

166 71 2.0 7
23 23 6 I

df.= 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 7.72

(Hq) Hypothesis 43 - there is no significant

Teachers
Principals
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difference in the perceptions of actual instructional time 
between teachers and principals for developing logical 
statements.

The data in Table 43 indicate that no significant ' 
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of developing logical statements, and the 
null hypothesis is retained.

The data displayed a tendency of teachers to 
select category I (no time), while principals do not dem
onstrate a clear tendency toward one category.

The degree of independence for actual instruc
tional time between teachers and principals in the ac
tivity of analyzing others1 statements or positions is. 
depicted in Table 44.
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Table 44
ANALYZING OTHERS' STATEMENTS OR POSITIONS- 

ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 170 71 22
Principals 21 25 7

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi. Square = 11.60*

(Hq) Hypothesis 44 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for analyzing others} 
statements or positions.

The data from Table 44 demonstrate that a signifi
cant difference exists between the perception of teachers 
and principals about the actual amount of time spent in 
the instruction of analyzing others' statements or posi
tions; therefore the null hypothesis is rejected.

The high frequency in category I for the teacher 
group in comparison to other categories indicated a ten
dency for teachers to select category I (no time), while 
a tendency was not clearly indicated for principals.
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Table 45 displays the: degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of defending a 
position; developing counter-arguments.

Table 45
DEFENDING A POSITION: DEVELOPING COUNTER-ARGUMENTS- ACTUAL INSTRUCTIONAL TIME

I . 2 3 4,5,6

Teachers 180 65 11 6
Principals 27 22 3 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 6.81

(Hq) Hypothesis 45 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for defending a position; 
developing counter-arguments.

The data in Table 45 indicate that no significant
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of defending a position; developing counter-arguments;
therefore the null hypothesis is retained. ■
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The frequencies in category I demonstrated a ten- |
dency for teachers and principals to select that category |
(no time). i

ITable 46 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of using evidence.

Table 46
USING EVIDENCE - ACTUAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 170 66 15 12
Principals 21 23 7 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 14.31*

(Hq) Hypothesis 46 - there is no significant dif- 
ference in the perceptions of actual instructional time 
between teachers and principals for using evidence.
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The data in Table 46 indicate that a significant
difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the in
struction of using evidence, and the null hypothesis is
rejected.
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The degree of independence for actual instruc

tional time between teachers and principals in the ac
tivity of classroom or group informal debate is depicted 
in Table 47.

Table 47
CLASSROOM OR GROUP INFORMAL DEBATE- 

ACTUAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 193 51 14 4
Principals 22 23 6 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 21.07*

(Hq) Hypothesis 47 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for classroom or group 
informal debate.

The data from Table 47 demonstrate that, a signifi
cant difference exists between the perceptions of teachers
and principals about the actual amount of time spent in
the instruction of classroom or group informal debate;
therefore the null hypothesis is rejected.
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As in Table 46, a trend seemed to appear with the 

majority of the teachers selecting category I, while no 
clear trend toward one category appeared among the prin
cipals.

Table 48 displays the degree of independence be
tween teachers and principals for actual instructional 
time in the speech communication activity of voting in 
class or group.

Table 48
VOTING IN CLASS OR GROUP-ACTUAL 

INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 100 148 18
Principals 19 29 5

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = .47

(Hq) Hypothesis 48 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for voting in class or
group.



125
The data in Table 48 indicate that no significant 

difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of voting in class or group. Therefore the null 
hypothesis is retained.

Based upon the rank order of categories (2,I,3-6, 
for teachers and principals) and upon the frequencies of 
the categories, there appeared to be a tendency for 
teachers and principals to select category 2 (less than 
h hour per week).

Table 49 depicts the degree of independence for 
actual instructional time between teachers and principals 
in the activity of election of officers for class, group, 
or organization.

Table 49
ELECTION OF OFFICERS FOR CLASS, GROUP, OR ORGANIZATION- 

ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 229 31 4
Principals 28 23 2

df = 2 Critical Chi Square @ ;05 = 5.99
Calculated Chi Square = 33.41*
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(Hq) Hypothesis 49 - there is no significant dif 

ference in the perceptions of actual instructional time 
between teachers and principals for election of officers 
for class, group, or organization.

The data in Table 49 indicate that a significant 
difference exists in the perceptions of teachers and prin 
cipals about the actual amount of time spent in the 
instruction of election of officers,for class, group, or 
organization, and the null hypothesis is rejected.

The frequency of category I of the teacher group 
appeared to indicate a tendency for teachers to select 
that category as representing the amount of time spent in 
instruction, while no tendency was clearly indicated by 
principal frequencies.

The degree of independence for actual instruc
tional time between teachers and principals in the 
activity of making motions is depicted in Table 50.
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Table 50
MAKING MOTIONS - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 234 29 2
Principals 31 20 2

df - 2 Critical Chi Square @ . 0 5 =  5.99
Calculated Chi Square = 28.48*

(Hq) Hypothesis 50 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for making motions.

The data from Table 50 demonstrate that a signi
ficant difference exists between the perceptions of 
teachers and principals about the actual amount of time 
spent in the instruction of making motions; therefore the 
null hypothesis is rejected.

Similar to table 49, the high frequency of . 
teachers1 category I indicated a tendency to select that 
category (no time), while no clear tendency appeared in 
the principals' selections.
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Table 51 displays the degree of independence be

tween teachers and principals for actual instructional 
time in the speech communication activity of conducting a 
meeting.

Table 51
CONDUCTING A MEETING - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 244 16 4
Principals 31 20 2

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 46.04*

(Hq) Hypothesis 51 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for conducting a meeting.

The data in Table 51 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the actual amount of time spent in the instruc
tion of conducting a meeting; therefore the null hypothe
sis is rejected.

Based upon the data, a tendency for teachers to 
select category I (no time) appeared, but the tendency
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was not as evident in principal selection.

Table 52 displays.the degree of independence 
between teachers and principals for actual instructional 
time in the speech communication activity of developing 
knowledge of order of business.

Table 52
DEVELOPING KNOWLEDGE OF ORDER OF BUSINESS- 

ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 239 OCM

Principals 32 19 2

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square .= 34.47*

(Hq) Hypothesis 52 - there is.no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for developing knowledge 
of order of business.

The data in Table 52 indicate that a significant 
difference exists in the perceptions of teachers and 
principals in the actual amount of time spent in the
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instruction of developing knowledge of order of business; 
therefore the null hypothesis is rejected.

The high frequency in teacher category I indicated 
a trend to select that category as indicative of the 
actual time spent in instruction. A similar trend is not 
as evident in principal selections.

Table 53 depicts the'' degree of independence for 
actual instructional time between teachers and principals 
in the activity of duties of officers.

Table 53
DUTIES OF OFFICERS - ACTUAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 223 37 4
Principals 29 21 3

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 24.16*

(Hq) Hypothesis 53 - there is no significant dif
ference in the perceptions of actual instructional time 
between teachers and principals for duties of officers.

The data in Table 53 indicate that a significant ■
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difference exists in the perceptions of teachers and prin
cipals about the actual amount of time spent in the 
instruction of duties of officers, and the null hypothesis 
is rejected.

Data from Table 53 seemed to indicate a tendency 
for teachers to select category I (no time), while no
clear tendency was indicated for principals.

.

DATA ANALYSIS - IDEAL INSTRUCTIONAL TIME

The degree of independence for ideal instruction
al time between teachers and principals in the activity 
of pronunciation and articulation of sounds is depicted 
in Table 54.

Table 54
PRONUNCIATION AND ARTICULATION OF SOUNDS- 

IDEAL INSTRUCTIONAL TIME

I 2 .3 4 5 .6

Teachers 11 49 79 54 43 25
Principals 3 2 24 10 10 5

df = 5 Critical Chi Square @ .05 = 11.07 
Calculated Chi Square = 9.42
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(Hq) Hypothesis 54 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for pronunication and 
articulation of sounds.

The data from Table 54 demonstrate that no sig
nificant difference.exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of pronunciation and articulation 
of sounds; therefore the null hypothesis is retained.

The rank order of categories by frequency of 
teachers was 3,4,2,5,6,1; while the rank order of cate
gories of principal group was 3,4.and 5, 6,1,2. Although 
the rank orders differed, both groups have the highest 
frequency in category 3 (Js to I hour per week) , but there 
was no sufficient basis indicating tendencies or prefer
ences.

Table 55 displays the degree of independence 
between teachers and principals for ideal instructional 
time in the speech communication activity of speaking . 
with correct volume.
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SPEAKING WITH CORRECT VOLUME- 
IDEAL INSTRUCTIONAL TIME

Table 55

' I 2 3 4 5 6

Teachers 22 118 79 23 15 5
Principals 3 20 .18 . 8 4 I .

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 3.13

(Hq) Hypothesis 55 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for speaking with 
correct volume.

The data in Table 55 indicate that no significant 
difference exists in the perceptions of teachers and 
principals in the ideal amount of time to spend in the 
instruction of speaking with correct volume; therefore the 
null hypothesis is retained.

The rank order of categories for teacher group 
was 2,3,4,1,5,67 while the rank order of categories for 
principals was 2,3,4,5,I,6. Both groups had the first 
three ranks the same. Category 2, less than h hour per
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weeky ranked highest, but no clear trend or tendency was 
indicated.

The degree of independence for ideal instruc
tional time between teachers and principals in the. 
activity of variety in expression (rhythm, tone, pitch) 
is depicted in Table 56.

Table 56
VARIETY IN EXPRESSION ,(RHYTHM, TONE, PITCH) - 

IDEAL INSTRUCTIONAL TIME

I 2 3 4  5,6

Teachers 15 79 99 42 24.
Principals 3 12 23 9 7

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 1.89

(H ) Hypothesis 56 - there is no significant dif- o
ference in the perceptions of ideal instructional time 
between teachers and principals for variety in expression 
(rhythm, tone, pitch).

The data from Table 56 demonstrate that no signi
ficant difference exists between the perceptions of
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teachers and principals about the ideal amount of time to 
spend in the instruction of variety of expression (rhythm, 
tone, pitch); therefore the null hypothesis is retained.

While the rank order for both groups was the same 
(3,2,4,5-6,I), and while both groups appeared to focus on 
the central part of the 1-6 scale, no specific tendencies 
could be ascertained beyond that point.

Table 57 depicts the degree of independence for 
ideal instructional time between teachers and principals. 
in the activity of classroom discussion.

Table 57
CLASSROOM DISCUSSION -'IDEAL INSTRUCTIONAL TIME

1 . 2  3 4 5 6

Teachers 3 14 46 71 67 62
Principals I 2 12 16 12 12

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 1.26

(Hq) Hypothesis 57 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for classroom discussion.

The data in Table 57 indicate that no significant
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difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of classroom discussion, and the null hypo
thesis is retained.

The rank order of categories for teachers was 
4,5,6,3,2,I, and the rank order for principals was 4,
5 and 6 and 3, 2,  I j.. The distribution of frequencies was 
rather even throughout the top three or four categories. 
There appeared to be a tendency for teachers and prin
cipals to maintain more time for ideal instructional time—  
approximately I hour to 4 or more hours per week.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
working with others is depicted in Table 58.

Table 58
WORKING WITH OTHERS - IDEAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers 3 20 72 78 38 46
Principals 3 6 13 16 10 7

Critical Chi Square @ .05 = 11.07 
Calculated Chi Square = 6.25

df = 5
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(Hq) Hypothesis 58 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for working with others.

The data from Table 58 demonstrate that no signi
ficant difference exists between the perceptions, of 
teachers and principals about the ideal amount of time to 
spend in the instruction of working with othersj therefore 
the null hypothesis is retained.

The rank order of preferred time for instruction 
was: teachers —  4,3,6,5,2,I; principals —  4,3,5,6,2,I.
Both groups tended to distribute at the upper end of the 
scale and the order of rankings seemed to demonstrate a 
tendency toward category 4 (I to 2 hours per week).

Table 59 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of solving problems in groups.
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SOLVING PROBLEMS IN GROUPS - IDEAL 
INSTRUCTIONAL TIME

Table 59

I 2 3

. vo in

Teachers 19 48 91 59 39
Principals 3 6 20 17 9

df = 4 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 3.04

(Hq) Hypothesis 59 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for solving problems in 
groups.

The data in Table 59 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of solving problems in groups, and the null 
hypothesis is retained.

The frequencies of each category tended to distri
bute about the third category or % to I hour per week for 
both groups.
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Table 60 displays the degree of independence be

tween teachers and principals for ideal instructional time 
in the speech communication activity of group reports or 
presentations before the class.

Table 60
GROUP REPORTS OR PRESENTATIONS BEFORE THE CLASS- 

IDEAL INSTRUCTIONAL TIME

1 2 3 4 5 6

Teachers 23 68 106 47 11 3
Principals 2 10 17 16 7 1.

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 12.69*

(Hq) Hypothesis 60 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for group reports or pre
sentations before the class.

The data in Table 60 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend.in the 
instruction of group reports or presentations before the 
class; therefore the null hypothesis is rejected.
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Category rank orders for teachers and principals 

were 3,2,4,I,5,6 and 3,4,2,5,1,6 respectively. . While both 
groups had category 3 as highest rank, the differences 
indicated the. existence of a tendency for teachers to 
select the ideal time of category 3 or less and of prin
cipals to select the ideal time of category 3 or more.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
discussions before the class is depicted in Table 61.

Table 61
DISCUSSIONS BEFORE THE CLASS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers 57 73 62 37 19 4
Principals .2 15 14 15 6 3

df = 5 Critical Chi Square @.05 = 11.07
Calculated Chi Square = 16.33*

(Hq) Hypothesis 61 - there is no. significant dif
ference in the perceptions of ideal instructional time be
tween teachers and principals for discussions before the 
class.
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The data from Table 61 demonstrate that a signifi

cant difference exists between the perceptions of teachers 
and principals about the ideal amount of time to spend in 
the instruction of discussions before the class; therefore 
the null hypothesis is rejected.

From the data no clear tendencies could be detec
ted regarding specific categories other than a tendency 
for teachers to distribute about categories 1,2,3 and a 
tendency for principals to distribute about categories 
2,3,4. No one category appeared to have preference for 
either group.

Table 62 displays the degree of independence be
tween teachers and principals for ideal instructional time 
in the speech communication activity of auditory discrim
ination and auditory memorization.
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AUDITORY DISCRIMINATION AND AUDITORY MEMORIZATION- 
IDEAL INSTRUCTIONAL TIME

Table 62

I 2 3 4 5 6

Teachers . 9 55 95 64 24 17
Principals 2. 8 23 16 5 I

df = 5 Critical Chi Square @ .05 = 11.07
Calculated. Chi Square = 3.48

(Hq) Hypothesis 62 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for auditory discrimina
tion and auditory memorization.

The data in Table 62 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the instruc
tion of auditory discrimination and auditory memorization; 
therefore the null hypothesis is retained.

The rank order of teacher preferences by categor
ies was 3Z4,2,5,6,I; while the rank order of principal 
preferences by categories was 3,4,2,5,1,6. One should 
note that first rank for both groups was the same, and
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that the second and third ranks appeared on each side of 
the first rank category. Both groups tended to distri
bute around category 3 —  ^ to I hour per week.

Table 63 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of identifying and interpreting aural 
cues.

Table 63
IDENTIFYING AND INTERPRETING AURAL CUES- 

IDEAL INSTRUCTIONAL TIME

I 2 3 .4 5,6

Teachers 35 70 78 41 19
Principals 5 13 19 15 3

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 4.37 .

(Hq) Hypothesis 63 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for identifying and inter-. 
preting aural cues.

The data in Table 63 indicate that no significant 
difference exists in the perceptions of teachers and



principals about the ideal amount of time to spend in the 
instruction of identifying and interpreting aural cues, 
and the null hypothesis is retained.

Both groups had the highest frequency in category 
3, but the 'close' frequency in category 2 of the teacher 
group and the 'close' frequency in categories 2 and 4 of . 
the principal group precluded any more precise statements 
of group tendency.

Table 64 displays the degree of independence be
tween teachers and principals for ideal instructional time 
in the speech communication activity of listening to and 
following directions.
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Table 64
LISTENING TO AND FOLLOWING DIRECTIONS- 

IDEAL INSTRUCTIONAL TIME

1,2 3 4 5 .6

Teachers 26 88 70 44 34
Principals 3 17 23 5 7

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 6 . 3 7

(H ) Hypothesis 64 - there is no significant o
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difference in the perceptions of ideal instructional time 
between teachers and principals for listening to and fol
lowing directions.

The data in Table 64 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the in
struction of listening to and following directions, 
therefore the null hypothesis is retained.

The majority of frequencies of teacher preferences 
and of principal preferences appeared in categories 3 and 
4. Both groups seemed to tend toward those categories 
which span the time of % to 2 hours per week.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
listening for pleasure is depicted in Table 65.
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LISTENING FOR PLEASURE - IDEAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers 3 20 77 89 56 18
Principals I 6 19 17 .8 4

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 2.34

(Hq) Hypothesis 65 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for listening for pleasure.

The data from Table 6 5 demonstrate that no signi- .. 
ficant difference exists between the perceptions of 
teachers and principals about 'the amount of time to spend 
in the instruction of listening for pleasure; therefore 
the null hypothesis is retained.

The majority of frequencies of teacher preferences 
and of principal preferences appeared in categories 3 and .
4. Both groups seemed to tend toward those categories 
which span the time of 3S to 2 hours per week.

Table 66 displays the degree of independence

Table 65



between teachers and principals for ideal instructional 
time in the speech communication activity of understanding 
conversation.

Table 66
UNDERSTANDING CONVERSATION - IDEAL INSTRUCTIONAL

TIME

I 2 3 4 . 5  6

Teachers 40 63 85 36 19 12
Principals 4 13 18 14 5 I

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 6.94

(Hq) Hypothesis 66 - there is no significant dif
ference in the perceptions of ideal instructional time be
tween teachers and principals for understanding conversa
tion.

The data in Table 66 indicate that no.significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the 
instruction of understanding conversation; therefore the 
null hypothesis is retained.

The highest frequency of teacher preference
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appeared in category 3 and the next highest frequency ap
peared in category 2. The highest frequency of the prin- , 
cipal group appeared in category 3, but the distinction 
or difference between the next highest two categories was 
minimal. It seemed that the teachers tended to focus on 
category 3, while the principals were more evenly distri
buted.

Table 67 displays the degree of independence be
tween teachers and principals for ideal instructional time 
in the speech communication activity of evaluating one's 
own speech and the speeches of others.

Table 67
EVALUATING ONE'S OWN SPEECH AND THE SPEECHES 

OF OTHERS - IDEAL INSTRUCTIONAL TIME

1 2 3 4  5,6

Teachers . 75 97 6 3 20 8
Principals 7 14 24 6 4

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 15.30*

(Hq) Hypothesis 67 - there is no significant dif
ference in the perceptions of ideal instructional time
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between teachers and principals for evaluating one’s own 
speech and the speeches of others.

The data in Table 67 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the 
instruction of evaluating one1s own speech and the 
speeches of others; therefore the null hypothesis is 
rejected..

The ranking of teacher categories resulted in the 
order of 2,1,3,4,5-6; while the ranking of principal cat
egories resulted in 3,2,1,4,5-6. It appeared that the 
first and second rank of the principals was one category 
above the same ranks of the teachers. The principals 
tended to consider more time for instruction as ideal 
than did the teachers.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
evaluating radio and TV programs is depicted in Table 68.
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EVALUATING RADIO AND TV PROGRAMS - 
IDEAL INSTRUCTIONAL TIME

Table 68

I 2 3 4,5,6

Teachers 103 108 38 13
Principals 10 24 16 5

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 12.80*

(Hq) Hypothesis 68 - there is no significant dif
ference in the perceptions of ideal instructional time, 
between teachers and principals for evaluating radio and 
TV programs.

The data from Table 68 demonstrate that a signifi
cant difference exists between the perceptions of teachers 
and principals about the ideal amount of time to spend in 
the instruction of evaluating radio and TV programs; there
fore the null hypothesis is rejected.

Since the frequencies of teacher categories I and 
2 were high (103 and 108), it appeared that teachers pre
ferred less than h hour or no time, while principals 
tended to select categories 2 and 3 which span the time 
of less than % hour to I hour.
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Table 69 depicts the degree of independence for 

ideal instructional time between teachers and principals 
in the activity of receiving calls.

Table 69
RECEIVING CALLS - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 87 144 17 3
Principals 11 38 3 • I

df = .3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 4.36

(Hq) Hypothesis 69 - there.is no significant dif
ference, in the perceptions of ideal instructional time 
between teachers and principals for receiving calls.

The data in Table 69 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of receiving calls. The null hypothesis 
therefore is rejected.

The majority in both groups selected category 2 
(less than h hour) which depicted a trend toward that 
category.
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The degree of independence for ideal instructional 

time between teachers and principals in the activity of 
making emergency calls is depicted in Table 70.

Table 70
MAKING EMERGENCY CALLS - IDEAL INSTRUCTIONAL TIME.

I 2 3 4,5,6

Teachers 76 153 18 3
Principals 9 42 2 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 5.86

(Hq) Hypothesis 70 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for making emergency 
calls.

The data from Table 70 demonstrate that no signi
ficant difference exists between the perceptions df 
teachers and principals about the ideal amount of time to 
spend in the instruction of making emergency calls; there
fore the null hypothesis is retained.

The frequencies of category 2 (less than h hour) 
for both groups were sufficiently higher than the other



153
categories to indicate a trend.

Table 71 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of making personal calls.

Table 71
MAKING PERSONAL CALLS - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 87 142 17 2
Principals 12 38 2 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 4.74

(Hq) Hypothesis 71 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for making personal calls.

The data in Table 71 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the in
struction of making personal calls, and the null hypothec 
sis is retained.
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Both groups had the same rank order of categories 

(2,1,3,4-6). The frequencies in both number 2 categories 
were high enough to indicate a tendency toward that cate
gory .

Table 72 displays the degree of independence be
tween teachers and principals for ideal instructional 
time in the speech communication activity of manners and 
courtesy.

Table 72
MANNERS, COURTESY - IDEAL INSTRUCTIONAL TIME

I 2 3 4 5 6

Teachers 32 125 62 25 . 2 5
Principals 2 35 9 6 I I

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 6.96

(Hq) . Hypothesis 72 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for manners and courtesy. ' 

The data in Table 72 indicate that no significant 
difference exists in the perceptions of teachers and
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principals in the ideal amount of time to spend in the 
instruction of manners and courtesy; therefore the null 
hypothesis is retained.

The majority of the principals had selected cate
gory 2 for a preferred time of less than h hour per week. • 
Although the highest frequency of the teacher categories 
was also category 2, the distribution in categories 1,3, 
and 4 were sufficiently high to make the tendency to 
prefer category 2 suspect.

Table 73 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of story-telling (actual and imaginative 
stories).

Table 73
STORY-TELLING (ACTUAL AND IMAGINATIVE STORIES)- 

IDEAL INSTRUCTIONAL TIME

1,2 3 4 5 6

Teachers 76 101 53 17 7
Principals 10 25 11 4 2

df = 4 Critical Chi Square @ .05 
Calculated Chi Square

9.49
2.71
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(Hq) Hypothesis 73 - there is no significant dif

ference in the perceptions of ideal instructional time be
tween teachers and principals for story-telling (actual 
and imaginative stories) .

The data in Table 73 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of story-telling (actual and imaginative 
stories), and the null hypothesis is retained.

Before cell collapse the frequencies in categories 
I and 2 for the teacher group were 12 and 64 respectively 
and for the principal group were 0 and 10 respectively.
The highest frequencies for both groups occurred in cate
gory 3 with approximately balanced frequencies in cate
gories I and 2. It seemed that both groups tended toward. 
the selection of category 3 (% to I hour per week).

■The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
relating personal experiences is depicted in Table 74.
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RELATING PERSONAL EXPERIENCES - 
IDEAL INSTRUCTIONAL TIME

1,2 3 4 5 6

Teachers 81 95 62 18 5
Principals 14 .22 11 4 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = .81

(Hq) Hypothesis 74 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for relating personal 
experiences.

The data from Table 74 demonstrate that no signifi
cant difference.exists between the perceptions of teachers 
and principals about the ideal,amount of time to spend in 
the instruction of relating personal experiences, there^ 
fore the null hypothesis is retained.

The rank order of teacher categories was 3,1-2,4, 
5,6, which was the same rank order of principal categories. 
Both groups tended to distribute about category 3 —  h to 
I hour per week.

Table 74



158
The degree of independence for ideal instructional 

time between teachers and principals in the activity of 
show-and-telI is depicted in Table 75.

Table 75
SHOW-AND-TELL - IDEAL INSTRUCTIONAL TIME ■

1 2 3 4 5 6

Teachers . 26 101 91 34 4 I
Principals 4 13 21 11 2 I

df = 5 Critical Chi Square @ .05 = 11.07
Calculated Chi Square = 7.55

(Hq) Hypothesis- 75 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers, and principals for show-and-tell.

The data from Table 75 demonstrate that no signifi
cant difference exists between the perceptions of teachers 
and principals about the ideal amount of time to spend in 
the instruction of show-and-tell; therefore the null 
hypothesis is retained.

The frequencies of categories 2 and 3 of the 
teacher group tended to demonstrate that teachers preferred 
the time span of either category about the same.. That time
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span is from less than % hour to I hour. The distribution 
of the principal group demonstrated a slight increase in 
category 3 above the adjacent categories of 2 and 4.

Table 76 displays the degree of independence be
tween teachers and principals for ideal instructional time 
in the speech communication activity of giving invitations 
and announcements.

Table 76
GIVING INVITATIONS AND ANNOUNCEMENTS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 94 131 23 7
Principals 9 33 CMt''

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 7.23

(Hq) Hypothesis 76 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals in the ideal amount of time 
to spend in the instruction of giving invitations and an
nouncements , ■
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The data in Table 76 indicate that no significant 

difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the instrue 
tion of giving invitations and announcements; therefore 
the null hypothesis is retained.

Prior to cell collapse both categories 5 and 6 
for both groups had zero frequency which demonstrated 
skewing toward the lower categories. Based upon the fre
quencies of category 2 of both groups, it appeared that 
both groups tended toward category 2 —  less than % hour 
per week.

Table 77 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of reporting on class, committee or per
sonal projects.
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REPORTING ON CLASS, COMMITTEE OR PERSONAL PROJECTS- 
IDEAL INSTRUCTIONAL TIME

1 2 3 4  5,6

58 23 4
22 9 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 19.63*

(H ) Hypothesis 77 - there is no significant dif- o
ference in the perceptions of ideal instructional time 
between teachers and principals for reporting on class, 
committee or personal projects.

The data in Table 77 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of reporting on class, committee or personal 
projects, and the null hypothesis is rejected.

The rank order of teacher preferred time categories 
was 2,I,3,4,5-6, while the rank order of principal pre
ferred time categories was 3,2,4,I,5-6. The rank order of 
categories and the frequencies in categories 1,2 and 3 .

Table 77

Teachers 71 96
Principals 2 18
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indicated a tendency for teachers to prefer category 2 
(less than h hour), while principals tended toward cate
gories 3 and 2.

Table 78 displays the degree of independence, 
between teachers and principals for ideal instructional ■ 
time in the speech communication activity of giving in
structions and directions.

Table 78
GIVING INSTRUCTIONS AND DIRECTIONS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 33 97 60 41 20
Principals I 17 23 4 7

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 15.36*

(Hq) Hypothesis 7.8 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for giving instructions 
and directions.

The data in Table 78 indicate that a significant 
difference exists in the perceptions of teachers and
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principals in the ideal amount of time to spend in the 
instruction of giving instructions and directions. The 
null hypothesis is rejected.

Before c611 collapse, the category frequencies for 
teachers were 33, 97, 60, 41, 11, 9 and for principals 
were I, 17, 23, 4, 7, 0. In both groups, a distribution 
was evident which focused on four, categories: teachers
categories 1-4, and principals categories 2-5. Within 
each set of four categories both groups tended to prefer 
the second which resulted in a preference of category 2 
for teachers and of category 3 for principals.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
informative and persuasive speaking is depicted in Table
79.
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INFORMATIVE AND PERSUASIVE SPEAKING- 
IDEAL INSTRUCTIONAL TIME

Table 79

I 2 3 4 5 , 6

Teachers 109 72 45 15 12
Principals 8 21 15 5 3

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square - 14.30*

(Hq) Hypothesis 79 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for informative and per
suasive speaking.

The data from Table 79 demonstrate that a signifi
cant difference exists between the perceptions of teachers 
and principals about the ideal amount of time to spend in 
the instruction of informative and persuasive speaking; ■ 
therefore the null hypothesis is rejected.

The two high frequency categories for teachers 
were categories I and 2, while the two high frequence cat
egories for principals were 2 and 3. In each group the 
highest frequency occurred in the category of least amount
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of time; however the tendency appeared to be that princi
pals preferred some instructional time (less than % hour 
per week) while teachers tended toward no time.

Table 80 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of oral reading of poetry, prose, or 
drama.

Table 80
ORAL READING OF POETRY, PROSE, OR DRAMA- 

IDEAL INSTRUCTIONAL TIME

1,2 3 4 5,6

Teachers 
Principals

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 13.42*

(Hq) Hypothesis 80 - there is no significant dif- 
in the perceptions of ideal instructional time 
teachers and principals for oral reading of 
prose, or drama.
The data in Table 80 indicate that a significant

ference
between
poetry.

66 88 54 50
4 29 10 6
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difference exists in the perceptions of teachers and 
principals about the ideal amount of time to spend in the 
instruction of oral reading of poetry, prose, or drama, 
and the null hypothesis is rejected.

The frequencies before cell collapse are important 
for any detection of tendencies. The categories for 
teachers before collapse were 20, 46, 88, 54, 39, 11; 
while the categories for principals before collapse were 
0, 4, 29, 10, 6, 0. Both groups tended to demonstrate 
distributions about a central time, and both resulted in 
the highest frequency in category 3 (% to I hour per week)

Table 81 displays the degree of independence be
tween teachers and principals for ideal instructional time 
in the speech communication activity of oral reading of 
the Bible.
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ORAL READING OF THE BIBLE - IDEAL INSTRUCTIONAL TIME
Table 81

H to 3 4 5 6

Teachers 97 84 56 14 8
Principals 8 31 8 3 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 16.12*

(H ) Hypothesis 81 - there is no significant dif- o
ference in the perceptions of ideal instructional time 
between teachers and principals for oral reading of the 
Bible.

The data in Table 81 indicate that a significant 
difference exists in the perceptions of teachers and 
principals in the ideal amount of time to spend in the 
instruction, of oral reading of the Bible. The null hypo
thesis is rejected.

The frequencies before cell collapse are important 
for this discussion of tendencies. The categories for 
teachers before collapse were 37, 60, 84, 56, 14, 8; while 
the categories for principals before collapse were
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0, 8 r SI, 8/ 3/ I. Both groups tended to demonstrate 
'distributions about a central time, and both distributions 
resulted in the highest frequency in category 3 to I 
hour per week).

Table 82 displays the dtegree of independence be
tween teachers and principals for ideal instructional time 
in the speech communication activity of.choral or group 
reading.

Table 82
CHORAL OR GROUP READING - IDEAL INSTRUCTIONAL TIME

I 2 3 4 ; 5,6

Teachers . 34 104 88 27 6
Principals 3 24 17 3 2

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 3.73

(Hq) Hypothesis 82 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for choral or group 
readings.

The data in Table 82 indicate that no significant
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difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the instruc
tion of choral or group reading; therefore the null 
hypothesis is retained.

The rank order of categories of the teachers' 
preferences was 2,3,I,4,5-6; while the rank order of cate
gories of the principals' preferences was 2,3, I and 4,
5-6. Both groups tended to prefer category 2 (less than 
h hour.per.week) before category 3 t o  I hour per week) 
and both groups tended to have the majority in those two 
categories. .

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
analyzing literature is depicted in Table 83.

Table 83
ANALYZING LITERATURE - IDEAL INSTRUCTIONAL TIME

1 2 3 4 5,6

Teachers 79 58 63 37 20
Principals 2 6 19 12 9

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 24.07*
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(Hq) Hypothesis 83 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for analyzing literature.

The data from Table 83 demonstrate that a signifi
cant difference exists between the perceptions of teachers 
and principals about the ideal amount of time to spend in 
the instruction of analyzing literature; therefore the null 
hypothesis is rejected.

The frequencies of teacher categories 1-3 tended 
to demonstrate that teachers prefer the lower end of the 
scale, when they are compared to teacher categories 4-6. 
A tendency appeared in the principal group because of the 
greater frequency in category 3, but that tendency should 
not be separated from the large group distribution in 
categories 4 and 5.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
manners, courtesy (in the social amenities context) is 
depicted in Table 84.
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MANNERS, COURTESY - IDEAL INSTRUCTIONAL TIME
Table 84

I 2 3 4 5,6

Teachers 10 116 84 32 15
Principals 3 17 22 8 3

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square . = 3.31

(Hq) Hypothesis 84 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for manners, courtesy.

The data from Table 84 demonstrate that no signifi
cant difference exists between the perceptions of teachers 
and principals about the ideal amount of time to spend in 
the instruction of manners and courtesy; therefore the 
null hypothesis is retained.

The rank order of teacher preferences by categories 
was 2,3,4,5-6,1; while the rank order of principal pre
ferences by categories was 3,2,4,I and 5-6. The differ
ence in rank order of categories 2 and 3 seemed to indi
cate tendencies, but neither category of each pair con
tained a clear dominance.
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Table 85 displays the degree of independence 

between teachers and principals for ideal instructional 
time in the speech communication activity of introducing 
one1s self to others.

Table 85
INTRODUCING ONE'S SELF TO OTHERS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 ■ 4,5,6

Teachers 61 162 28 6
Principals 6 36 8 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 4.35

(H ) Hypothesis 85 - there is no significant dif-O
ference in the perceptions of ideal instructional time 
between teachers and principals for introducing one's 
self to others.

The data in Table 85 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the in
struction of introducing one's self to others; therefore 
the null hypothesis is retained.
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Both groups have a majority in category 2 (less 

than h hour per week) which demonstrated a tendency to 
select category 2 by teachers and principals.

Table 86 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of introducing others.

Table 86
INTRODUCING OTHERS - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 66 161 25 4
Principals 6 38 6 2 .

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 5.73

(Hq) Hypothesis 86 - there is no significant 
difference in the perceptions of ideal instructional time 
between teachers and principals for introducing others.

The data in Table 86 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of introducing others, and the null hypothesis
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is retained.

Both groups had a majority in category 2, which 
seemed to support a tendency to select category 2 as the 
ideal time of instruction.

Table 87 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of developing and maintaining conversation.

Table 87
DEVELOPING AND MAINTAINING CONVERSATION- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 53 115 62 17 8
Principals 7 25 15 4 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 1.90

(Hq) Hypothesis 87 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for developing and main
taining conversation.

The data in Table 87 indicate that no significant
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difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of developing and maintaining conversation7 
and the null hypothesis is retained.

The rank order of categories for teachers was
2,3,I74,5-6, which is the same rank order as that of prin
cipals. Both tended to select category 2 or one of the 
adjacent categories.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
understanding facial and body expressions is depicted in 
Table 88.

Table 88
UNDERSTANDING FACIAL AND BODY EXPRESSIONS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 60 136 47 11
Principals 5 33 12 2

df = 3 Critical Chi Square @ .05 
Calculated Chi Square

7.82
5.24
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(Hq) Hypothesis 88 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for understanding facial 
and body expressions.

The data from Table 88 demonstrate that no signi
ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of understanding facial and body 
expression; therefore the null hypothesis is retained.

Based upon the frequencies in all categories, it 
appeared that teachers and principals tended to select 
category 2 (less than h hour per week) as the ideal time.

Table 89 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of pantomiming.



177

Table 89
PANTOMIMING - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 47 129 65 16
Principals 7 29 11 5

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 1.87

(Hq) Hypothesis 89 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for pantomiming.

The data in Table 89 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of pantomiming, and the null hypothesis is 
retained.

Based upon the frequencies in all categories, it 
appeared that teachers and principals tended to select 
category 2 (less than h hour per week) as the ideal time.

Table 90 displays the degree of independence be
tween teachers and principals for ideal instructional time
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in tfte speech communication activity of charades and in
terpretive movement.

Table 90
CHARADES AND INTERPRETIVE MOVEMENT- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 56 130 56 15
Principals 10 27 14 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 1.93 ■

(Hq) Hypothesis 90 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for charades and inter
pretive movement.

The data in Table 90 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the instruc
tion of charades and interpretive movement; therefore the 
null hypothesis is retained.

The rank orders of both groups were similar: 
teachers —  2,1 and 3, 4-6; principals -- 2,3,I,4-6. Both
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distributions had the highest three categories in cate
gories 1,2 and 3. Both groups had a majority of responses 
in category 2.

Table 91 depicts the degree of independence for 
ideal instructional time between teachers arid principals 
in the activity of gesturing and finger plays.

Table 91
GESTURING AND FINGER PLAYS - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 65 118 .56 17
Principals 7 33 10 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 5.97

(H ) Hypothesis 91 - there is no significant dif- o
ference in the perceptions of ideal instructional time 
between teachers and principals for gesturing and finger 
plays.

The data in Table 91 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the
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instruction of gesturing and finger plays, and the null 
hypothesis is retained.

Based upon the table above, both groups tended to 
be distributed in categories 1,2, and 3, and both groups 
tended to distribute around category 2 with the highest 
frequency in category 2 and majority of the remaining 
frequencies in the adjacent categories —  I and .3.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
games and skits is depicted in Table 92.

Table 92
GAMES AND SKITS - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 12 96 103 46
Principals 2 29 17 4

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 7.08

(Hq) Hypothesis 92 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for games and skits.
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The data from Table 92 demonstrate that no signi

ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of games and skits; therefore the 
null hypothesis is retained.

Before the chi square table was collapsed, the 
categories for teachers were 12, 96, 103, 36, 7, 3, and 
the categories for principals were 2, 29, 17, 3, 0, I.
The original 2 x 6  table demonstrated that both groups 
tended to prefer two categories —  2 and 3.

The degree of independence for ideal instructional 
time between, teachers and principals in the activity of 
puppetry is depicted in Table 93.

Table 93
PUPPETRY - IDEAL INSTRUCTIONAL TIME

1 2 3  4,5,6

Teachers 38 ■ 117
Principals 10 30

83 18
10 2

df = 3 Critical Chi Square @ .05 
Calculated Chi Square

7.82
5.00
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(Hq) Hypothesis 93 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for puppetry.

The data from Table 93 demonstrate that no signi
ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of puppetry; therefore the null 
hypothesis is retained.

Both groups,—  teachers and principals —  tended 
to select category I, 2, or 3 as the ideal instructional 
time. Within categories 1,2, and 3, both groups had the 
highest frequency in category 2. The frequencies of 
category 2 were distinctly higher than the adjacent 
categories, which indicated a tendency to prefer category 
2 or less than % hour per week.

Table 94 depicts the degree of independence for 
ideal instructional time between teachers and principals in 
the activity of role playing.

I
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Table 94
ROLE PLAYING - IDEAL INSTRUCTIONAL TIME

I 2 3 k
OL
O

Teachers 28 123 80 27
Principals 5 26 19 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 2.55

(H ) Hypothesis 94 - there is no significant dif- o
ference in the perceptions of ideal instructional time 
between teachers and principals for role playing.

The data in Table 94 indicate that no significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of role playing, and the null hypothesis is 
retained.

Both groups —  teachers and principals —  tended 
to select categories 2 and 3 as representative of the 
ideal time. While the difference between the principals' 
categories 2 and 3 was not enough to indicate a particu
lar tendency toward one category; the difference between.
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the teachers' categories 2 and 3 seemed to indicate a pre
ferential tendency for category 2 (less than ^ hour per 
week).

Table 95 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of stage drama.

Table 95
STAGE DRAMA - IDEAL INSTRUCTIONAL TIME

I 2 3,4,5,6

Teachers 82 111 61
Principals 6 24, 21

df = 2 Critical Chi Square @ 
Calculated Chi Square

.05 = 5.99
= 10.95*

(Hq) Hypothesis 95 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for stage drama.

The data in Table 95 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of stage drama, and the null hypothesis is
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rejected.

The frequencies of all categories before cell 
collapsing were: teachers —  82, 111, 46, 13, 2, 0;
principals —  6, 24, 21, 0, 0, 0. The teacher groups 
tended to distribute itself in categories 1,2, and 3, 
while the principals selected only categories 1,2, and 3. 
However, within categories 1,2 and 3, the teachers tended 
to favor I and 2 (from no time to less than % hour per 
week), while the principals tended to favor 2 and 3 
(from less than % hour to I hour per week).

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
developing logical arguments is depicted in Table 96.

Table 96
DEVELOPING LOGICAL ARGUMENTS - IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers H O 82 38 16 8
Principals 12 18 15 5 2 .

df = 4 Critical Chi Square @ .05 =. 9.49
Calculated Chi Square = 10.06*



186
(Hq) Hypothesis 96 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for developing logical 
arguments.

The data from Table 96 demonstrate that a signi
ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of developing logical arguments; 
therefore the null hypothesis is rejected.

Each category beyond category I decreased in fre
quency for the teacher group with the distinctly higher 
frequency in category I. It seemed that teachers tended 
to prefer those categories which represent less time with 
the high frequency indicating no time. The principals 
also tended to select the 1 shorter, time1 categories, but 
they are more distributed throughout categories 1,2, and 3

Table 97 displays the degree of independence 
between teachers and principals for ideal instructional 
time in the speech communication activity of analyzing 

statements or positions.others 1
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Table 9.7
ANALYZING OTHERS' STATEMENTS OR POSITIONS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 125 72 37 12 7
Principals 10 19 17 4 I

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 18.82

(Hq) Hypothesis 97 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for analyzing others' 
statements or positions.

The data in Table 97 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the instruc
tion of analyzing others' statements or positions; there-, 
fore the null hypothesis is rejected.

Each category beyond category I decreased in fre
quency in the teacher group with the distinctly higher 
frequency in category I. Teachers tended to to prefer 
those categories which represented less time with the high 
frequency category indicating 'no time.' The principals
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also tended to select the 'shorter time' categories, but 
they were more distributed throughout categories 1,2, and
3.

Table 98 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of defending a position; developing 
counter-arguments.

Table 98
DEFENDING A POSITION: DEVELOPING COUNTER-ARGUMENTS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6 .

Teachers 133 69 34 12 5
Principals 12 21 13 4 1

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 15„03 *

(Hq) Hypothesis 98 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for defending a position; 
developing counter-arguments.

The data in Table 98 indicate that a significant
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difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of defending a position; developing counter
arguments , and the null hypothesis is rejected.

In the teacher categories, the longer the time 
represented by the category, the lower the frequency. The 
majority of teachers selected category I (no time) while 
approximately h that number selected category 2, etc. The 
principals tended to select the 1 shorter time1 categories, 
but they were more distributed throughout categories 1,2, 
and 3.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
using evidence is depicted in Table 99.

Table 99
USING EVIDENCE - IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 124 69 42 8 io
Principals 11 17 . 17 2 3

Critical.Chi Square 0 .05 = 
Calculated Chi Square =

df = 4 9.49
14.49*
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(Hq) Hypothesis 99 - there is no significant dif

ference in the perceptions of ideal instructional time 
between teachers and principals for using evidence.

The data from Table 99 demonstrate that a signi
ficant difference exists between the perceptions of. 
teachers and principals about the ideal amount of time to 
spend in the instruction of using evidence; therefore the 
null hypothesis is rejected.

Teachers and principals tended to distribute their 
preferences through the first three categories (1,2,3), 
but the teachers appeared to. prefer category I (no time) 
and to prefer category 2 to category 3, while principals 
tended to be more evenly distributed throughout the first 
three categories.

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
classroom or group informal debates is depicted in Table
100.
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.Table 100
CLASSROOM OR GROUP INFORMAL DEBAT-ES- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4 5,6

Teachers 136 72 31 6 6
Principals 11 22 12 4 2

df = 4 Critical Chi Square @ .05 = 9.49
Calculated Chi Square = 20.00*

(Hq) Hypothesis 100 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for classroom or group 
informal debates.

The data from Table 100 demonstrate that a signi
ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of classroom or group informal 
debates; therefore the null hypothesis is rejected.

Teachers and principals tended to prefer categor-- 
ies 1,2, and 3, but the distribution within those three 
categories differ. The principals tended to select all
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about the same with a slightly higher frequency in cate
gory 2 (less than % hour per week), while the teachers 
preferred category I (no time) to.category 2, which had a 
higher frequency than category 3 (% t o  I hour per week).

Table 101 displays the degree of independence 
between teachers and principals for ideal instructional 
time in the speech communication activity of voting in 
class or group.

Table 101
VOTING IN CLASS OR GROUP - IDEAL 

INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 75 159 17 6
Principals 9 36 6 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 4.05

(Hq) Hypothesis 101 - there is no significant dif
ference in the perceptions of ideal instructional time 
between teachers and principals for voting in class or
group.
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The data in Table 101 indicate that no significant 

difference exists in the perceptions of teachers and prin
cipals in the ideal amount of time to spend in the 
instruction of voting in class or group. Therefore the 
null hypothesis is retained.

Based upon the high frequencies in category 2 and 
upon the differences between the category 2 frequencies 
and the frequencies of other categories, it seemed
that teachers and principals tended to select category 2 
as the ideal time: % hour or less per week.

Table 102 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of election of officers for class, group, 
or organization.

Table 102
ELECTION OF OFFICERS FOR CLASS, GROUP, OR ORGANIZATION-IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 179 68 9 I
Principals 13 33 5 I

df = 3 Critical Chi Square 0 .05 ,= 7.82
Calculated Chi Square = 37.13*
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(Hq) Hypothesis 102 - there is no significant 

difference in the perceptions of ideal instructional time 
between teachers and principals for election of officers 
for class, group, or organization.

The data in Table 102 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of election of officers for class, group, or 
organization, and the null hypothesis is rejected.

The high frequency in category I (no time) for the 
teacher group, when it was compared to the other categor
ies , seemed to indicate a tendency for teachers to prefer 
that category. While the mathematical difference between 
the principals' category 2 and other categories is not as 
great as the differences between the teachers1 category I 
and other categories, the frequency may be high enough to 
indicate a tendency among principals.

The degree of independence for ideal instructional 
time between teachers and principals in.the activity of 
making motions is depicted in Table 103.



195

Table 103
MAKING MOTIONS - IDEAL INSTRUCTIONAL TIME

I 2 3,4,5,6 ■

Teachers 190 60 6
Principals 13 32 7

df = 2 Critical Chi Square @ .05 = 5.99
Calculated Chi Square = 49.54*

(Hq) Hypothesis 103 - there is no significant 
difference in the perceptions of ideal instructional time 
between teachers and principals for making motions.

The data from Table 103 demonstrate that a signi
ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of making motions; therefore the 
hull hypothesis is rejected.

The high frequency of teacher category I, the dif
ference between category I frequency and the frequency of 
the remaining two categories, and the skewed distribution 
indicated a tendency of teachers to prefer category I (no 
time). The skewed distribution and the frequency of
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principal category 2, indicated a tendency for principals 
to prefer category 2 (less than % hour per week).

Table 104 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of conducting a meeting.

Table 104
CONDUCTING A MEETING - IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 190 52 11 3
Principals 14 30 7 I

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 43:67*

(Hq) Hypothesis 104 - there is no significant 
difference in the perceptions of ideal instructional time 
between teachers and principals.for conducting a meeting.

The data in Table 104 indicate that a significant 
difference exists in the perceptions of teachers and prin
cipals about the ideal amount of time to spend in the 
instruction of conducting a meeting. The null hypothesis
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is rejected.

It appears that teachers tended to prefer category 
I (no time) as indicated by its high frequency and the 
difference in frequency between it and the next highest 
category, but principals tended to select category 2 (less . 
than \ hour per week), because that category has a major
ity of the total responses.

Table 105 depicts the degree of independence for 
ideal instructional time between teachers and principals 
in the activity of developing knowledge of order of 
business.

. Table 105
DEVELOPING KNOWLEDGE OF ORDER OF BUSINESS- 

IDEAL INSTRUCTIONAL TIME

I 2 3 4,5,6

Teachers 192 52 8 4
Principals 13 31 6 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 48.89*

(H ) Hypothesis 105 - there is no significant, o
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difference in the perceptions of ideal instructional time 
between teachers and principals for developing knowledge 
of order of business.

The data in Table 105 indicate that a significant 
difference exists in the perceptions of teachers and 
principals about the ideal amount of time to spend in the 
instruction of developing knowledge of order of business; 
therefore, the null hypothesis is rejected.

The majority of responses from principals was 
found in category 2 (less than ^ hour per week), and the 
difference between it and category I indicated a tendency 
for principals to select category 2, while the teachers 
seemed to prefer category I (no time).

The degree of independence for ideal instructional 
time between teachers and principals in the activity of 
duties of officers is depicted in Table 106.
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Table 106
DUTIES OF OFFICERS - IDEAL INSTRUCTIONAL TIME

12 2 3 4,5,6

Teachers 178 66 9 3
Principals 13 30 7 2

df = 3 Critical Chi Square @ .05 = 7.82
Calculated Chi Square = 38.07*

(Hq) Hypothesis 106 - there is no significant 
difference in the perceptions of ideal instructional time 
between teachers and principals for duties of officers.

The data from Table 106 demonstrate that a signi
ficant difference exists between the perceptions of 
teachers and principals about the ideal amount of time to 
spend in the instruction of duties of officers; therefore 
the null hypothesis is rejected.

Both groups had skewed distributions of responses; 
both groups had one category which had a majority of the 
responses> but the category preference differed. It 
seemed that the principals tended to prefer category 2 
(less than h hour per week), while the teachers tended 
to prefer category I (no time).
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While the major focus of chapter four and of the 

problem as stated in previous chapters is the relation
ship of teacher and principal perceptions of actual and 
ideal time for instruction of fifty-three speech commun
ication activities, several other steps of analysis can 
also be utilized.

Tabla 107
2COMPOSITE OF X VALUES FOR TESTS OF INDEPENDENCE AFTER 

CELL COLLAPSE: ALL TEACHERS VS. ALL PRINCIPALS

SUB-TEST ITEM ACTUAL IDEAL

VOICE' I 13.52* 9.422 3.22 3.13
3 4.06 1.89

GROUP 4 2.84 1.26
DISCUSSION 5 .37 6.256 15.26* 3.04

7 27.47* . 12.69*
8 16.61* 16.33*

LISTENING 9
10
11
12
13
14
15

4.96
7.10
4.88
4 
6, 

15, 
25,

94
03 _■
38*.
20*

3.48
4.37
6.37 
2.34 
6.94

15.30*
12.80*

16 14.45* 4.36
17 21.95* 5.86
18 12.19* 4.74
19 12.05* 2.71

/

TELEPHONE



201

Table 107 (continued)
2COMPOSITE OF X VALUES FOR TESTS OF INDEPENDENCE AFTER 

CELL COLLAPSE: ALL TEACHERS VS. ALL PRINCIPALS

SUB-TEST ITEM . ACTUAL IDEAL

PUBLIC 20 6.42 2.71SPEAKING 21 1.53 .8122 8.35 7.55
23 11.36* 7.2324 23.48* 19.63*
25 22.12* 15.36*
26 17.90* 14.30*

INTERPRETATION 27 14.32* 13.42*
28 17.49* 16.12*
29 1.35 3.73
30 23.92* 24.07*

SOCIAL AMENITIES 31 1.28 3.31
I 32 4.69 4.35

33 3.28 5.7.3
34 2.92 1.90

NONVERBAL 35 1.34 5.24
36 5.78 1.87
37 9.44* 1.93
38 33.63* 5.97

DRAMATICS 39 1.87 7.08
40 • 7.05* 5.00
41 12.93* 2.55
42 30.32* 10.95*

DEBATE 43 7.72 10.06*
44 11.60* 18.82*
45 6.81 15.03*
46 14.31* 14.49*
47 21.07* 20.00*

PARLIAMENTARY 48 .47 4.05
PROCEDURE 49 33.41* 37.13*

50 28.48* 49.54*
51 46.04* 43.67*
52 34.47* 48.89*
53 24.16* 38.07*

* significant at .05 level



Table 107 consists of all chi square values of 
all fifty-three items which are separated into the eleven 
subtests and the two major divisions: actual instruction
al time and ideal instructional time. Several observa
tions were possible.

First, the pattern or consistency of various 
items and subtests should be noted. Within the actual 
instructional time, one subtest (social amenities) 
contained all chi square values which were statistically 
insignificant. One subtest (telephone) contained all 
chi square values which were significant at the .05 level. 
Of the remaining nine subtests, six had chi square values 
below the critical value for the first item or more and 
then the remaining chi square values were above the crit
ical values. Those subtests were group discussion, lis
tening, public speaking, nonverbal, dramatics, and parlia
mentary procedure. The subtests of voice, interpretation, 
and debate did not fit the above tendencies or patterns. 
Within the ideal columns, similar patterns or tendencies 
appeared, e.g., voice, telephone, social amenities, non
verbal, and debate had chi square values which were all 
below the critical value or all above the critical value.

202



203
The tendency to shift from the first one or more values 
being below critical value to the remainder being above 
critical value could be found in the sub tests —  group.- dis
cussion, listening, public speaking, dramatics, and par
liamentary procedure. When one compares actual and ideal 
chi square values, several patterns or tendencies appear.
Of the fifty-three pairs, twenty-one pairs contain 
actual and ideal values below critical value, and nineteen 
pairs contain actual and ideal values above the critical 
value. Of the remaining twenty pairs some are part of the 
previously stated tendencies, e.g., the telephone subtest 
had all four pairs inconsistent with the paired tendencies, 
but all four fit a pattern —  all actual were above 
critical value and all ideal were below critical value.

When analyzing the data of Table 107, it appeared 
that items 1,6,23,37,38,40,41,43, and 45 did not 'fit' 
into any pattern or tendency.

A second form of analysis is the compilation of 
time categories for the highest frequency.
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Table 108
FREQUENCY OF HIGHEST RANK CATEGORY FOR TABLES 

1-53 (ACTUAL INSTRUCTIONAL TIME)

CATEGORY I 2 3 4 5 6  Tie

Teacher 30 17 4 I 1 0  0
Principal 8 36 10 2 0 0 3

Table 109
FREQUENCY OF HIGHEST RANK CATEGORY FOR TABLES 

54-106 (IDEAL INSTRUCTIONAL TIME)

CATEGORY I 2 3 4 5 . 6  Tie

Teacher 12 26 12 . 3 0 0 0
Principal 0 32 19 4 0  0 2

Tables 108 and 109 depict the frequency of highest rank- . 
ing category. The frequencies in Table 108 indicate a 
skewed distribution and a tendency to select categories 
1,2, and 3. Table 108 indicates that teachers tend to select 
category I most often while the principals appear to 
favor category 2 most often. In Table 109, the teachers
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are shown to. select categories 1,2, and 3 with, the highest 
frequency in category 2, while the principals tend to 
select categories 2 and 3, with the highest frequency in 
category 2.

A knowledge of the frequency of cell collapse 
causing chi square tables with 2,3,4, and 5 columns.can 
also be ascertained. Of the 106 original chi square 
tables, 86 tables had to be collapsed to meet the statis
tical requirements. Of the 86 tables which had to be 
cdnllapsed, 80 had to be collapsed on the upper end (cate
gories 4,5,6), while 4 had to be collapsed on the lower 
end (categories 1,2,3), and 2 had to be collapsed at both 
ends. In a few cases the upper cells had to be collapsed- 
to the extent that 2 or 3 columns remained in the final 
chi square.

SUMMARY

Chapter 4 consists of four major divisions: 
introduction, data analysis —  actual instructional time, 
data analysis —  ideal instructional time, and summary.
The major divisions of data analysis consisted of analyses
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of 106 chi square tables. Each table is followed by a 
statement of the appropriate null hypothesis. After each 
null hypothesis, an analytical statement was given which 
included a decision to retain or reject the null. Many of 
the tables were also followed by a series of comments 
about tendencies or trends which may have appeared from 
the frequencies in the various categories. Some tables 
were also accompanied by statements about rank order of 
frequencies. After the analysis of the 106 chi square 
tests of independence, additional analysis was supplied 
by a table of chi square values and tables of frequency 
of the category of highest rank or highest frequency. 
Information regarding collapsing of cells was also gained 
by examination of the original chi square tables in com
parison to the tables after collapsing.

Analysis for tendencies toward category prefer
ences were divided into the tendencies of teachers and 
the tendencies of principals. Where both groups tended 
toward different categories, it was noted.and where both 
groups tended toward the same categories, it was also sta
ted. Analysis and statements of tendencies were based 
upon one or more of the following: the distribution in
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the original chi square tables, the distribution in the 
collapsed tables, the frequencies in the categories or 
cells, the presence of a majority in one or two cells, the 
differences in frequencies of adjacent cells, skewness, 
and the rank order of the categories by frequency. In 
some tables, the tendencies seem to be rather clear; in 
others a tendency may have existed, but it was not well 
supported, and in others no tendencies beyond rank order 
were given. Each table was examined individually, be
cause the basic design with chi square precluded combina
tion .

Analysis beyond the individual tables was supplied 
at the end of the analysis of the chi square tests. That 
analysis was based upon comparisons of the significance or 
1 non-significance,1 i.e., below the appropriate critical 
value, rather than any combination or manipulation of the 
individual chi squares which would be statistically im
proper. Several patterns or trends were observed in that 
analysis, such as the trend of subtest groups to move 
from values below critical value to values above the 
critical value, the trend of all items in a subtest being 
significant or not significant, and the trend of pairs in



the actual-ideal comparison.
Finally, additional information was gained by an 

analysis of frequencies in the categories 1,2,3,4,5,6, and 
in the examination of cell collapse to meet the require
ments of the chi square statistic.
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Chapter 5

. SUMMARY

The summary of the research will follow the gen̂ - 
eral order of the general questions found in chapter one 
without specifically repeating the questions.

Speech curricula have been enthusiastically pro
moted, grudgingly permitted, philosophically supported 
for many years. The concern with speech as a portion of 
rhetoric was evident in early Greece. The Greek philo
sophers either maintained the importance of speech as 
oratory in their democracy or they tended to relegate it 
to the status of tricks by Sophists. Several Roman 
scholars followed the leading of such Greeks as Aristotle, 
and promoted speech to the status of philosophy.
Quintilian not only delineated the education of the orator 
but he also developed a methodology. He was the first to 
bring speech out of the philosophical and into the educa
tional realm. However, the theoretical trend continued 
for many years, and the movement to bring speech into 
education faded.

More recently (especially in the 1920's), author
ities or experts and teachers began to call for a more
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complete program of.speech in the schools than the limited 
elocutionary perspective. Rhetoricians and college and 
high school speech teachers designed speech programs or 
curricula, evaluated existing programs, and reported on 
the progress of new courses. While the promotions may 
have helped move speech from the college to the high 
school, and from the high school to the junior high school, 
many experts maintain that it did not move into the 
elementary school.

In spite of many developments in communication, 
such as radio and TV, and in spite of the promotion of 
speech programs for the elementary school, there has been 
little research to determine the actual status of speech 
in the elementary school. There has also been little 
research on the teachers' and principals' attitudes 
toward and perceptions of the value of speech which will 
be important in any acceptance of speech curricula. In 
order to gain success in the development of, acceptance 
of, and improvement of speech in the elementary school, 
principals and teachers must recognize its importance 
and recognize a need.

The Christian Schools International, an organiza
tion of private Christian schools in the United States and



211
Canada, is currently developing a language arts curricu- 
Ium for the elementary grades. The development of that 
language arts program, if it is to include more than 
grammar, and its acceptance by the schools, should be 
based on a knowledge of the current status of speech in 
the Christian elementary schools and a knowledge of what 
teachers and principals believe to be important for the, 
child. One means of examining the actual status and the 
perceptions of what is desired (the ideal) is the discov
ery of the amount of time that is spent on instruction 
of the concept or activity and the discovery of how much 
time teachers and principals believe is desirable. Due to 
the importance of teachers and principals in the accep
tance of a new program, it is advisable to determine how 
much the teachers and principals "think alike." Therefore, 
it was the purpose of this study to develop a data base 
for the determination of the dependency of teacher and 
principal perceptions of actual instructional time and 
ideal instructional time for speech activities on the 
roles of teacher and principal.

The Christian Schools International, formerly the 
National Union of Christian Schools, has its historical
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roots in the development of the Christian Reformed 
Church, its cultural background in the Netherlands, and 
its Calvinistic view of life. The organization was found
ed in 1920 through the promotion of a small alliance of 
Christian schools and the promotion of the church. The 
close association with the church later caused a struggle 
over the issue of parochial or private, parentally con
trolled schools. As part of its growth, the association 
was more capable of performing one of its tasks —  the 
development of curriculum materials, but progress was slow 
With increased funds, books and curriculum guides were 
produced, some of which were for speech and language 
arts; however, the organization began to re-evaluate its 
position. The change produced a new examination of cur
riculum out of which came its own theoretical, philoso
phical stance for curriculum and curriculum design. With 
the change came the decision to revise and/or design new 
language arts materials. The new guide for elementary 
language arts is in process. One of the purposes of this 
research was to gain information regarding the present 
status of speech, as well as determining the dependency of 
teacher and principal perceptions on their respective
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roles.

The amount of information regarding the present 
.status of speech in the elementary schools was found to be 
scant or tangential. Of the existing research, the infor
mation. gained applied to public schools of particular 
states (Pennsylvania and California) and not to private 
Christian schools. Similarly, most of the research was 
conducted in high schools and not elementary schools.
The remaining research was designed to review textbooks, 
journals, etc., and the information regarding the current 
status of speech in the elementary schools had to be based 
on the assumption that textbooks give an accurate account 
of actual classroom conditions. There has been no re
search to examine what teachers or principals prefer and 
no research to determine whether there is any relationship 
between the two groups. .

The shortage of information, the absence of a 
research tool to gain the necessary data, and the neces
sity of ascertaining the relationship of teacher and prin
cipal perceptions, demanded that the researcher adopt a 
research design (a discrepancy model) and develop an
instrument.
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After the examination and review of textbooks, 

articles, and curriculum guides, a series of speech com
munication activities was compiled. The activities were 
placed into a bimodal response system with time as the 
basis for interpretation or selection. By requiring that . 
teachers and principals complete both the actual and the 
preferred with the principal using his estimation of the 
average actual and preferred, the instrument was judged 
to yield a data base of actual time and preferred (ideal) 
time for.the analysis of relationship between the two 
groups. The instrument was examined for its accurate 
coverage of the speech communication field at the elemen
tary level by a variety of experts. Reliability was 
tested by test— re-test method within the Christian Schools 
International population. A stratefied,,proportional 
sample was randomly selected to guarantee representation 
of all districts and school sizes. The revised instrument 
was mailed and appropriate follow-up conducted.

The data obtained from the returned questionnaire 
were compiled and organized to test the two specific hypo
theses for each speech communication activity. The tables 
for each activity were used for analysis, for the chi
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square test of independence, and for comments and obser
vations regarding tendencies in the two groups. Many of 
the 2 x 6  tables had to be collapsed to meet the require
ments of the statistic. The analysis of the data for ten
dency or preference observations was based upon the fre
quencies in the various cells, upon apparent majorities 
in cells, rank order of cells, and upon the relationship 
between the calculated chi square value and the critical • 
value. Additional analysis permitted by the statistic 
was based upon a composite of chi square values, a tabu
lation of frequencies of cells with highest rank, and a 
tabulation of cell collapsing. A number of tendencies 
and patterns were noted.

CONCLUSIONS

The following conclusions were based upon the 
statistical analysis and observation of chapter four 
which will be supported by other evidences also.

I. Neither the teacher group nor the principal 
group has a generalized or stereotyped view 
of all speech communication activities. All 
tables demonstrate a distribution over at
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least three cells. It should also be noted 
that no questionnaires were received which 
consistently selected one category for all 
activities in both actual and ideal. However, 
some teachers had many category I selections - 
often for an entire subtest.
Teachers and principals do not consistently 
agree or consistently disagree on the actual 
or on the ideal instructional time of the 
speech communication activities. All items 
had a distribution for both groups. Consis
tent agreement or consistent disagreement would 
have resulted in all significant or all.non
significant chi squares. However, one should 
note that patterns were observed. While some 
exceptions to the patterns were noted in chap
ter 4, many of those exceptions can be ex
plained. In Appendix H the reader can find a 
composite of chi square values. The first 
set, also found in chapter 4, are those chi 
squares of all teachers vs. all principals 
while the remaining two sets are all teachers
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vs. principals who do not teach (P3) and. all 
teachers.vs. principals who do teach (P0). In 
chapter 4, it was stated that items 1,6/23, 
37,38,40,41,43, and 45 did not 'fit' into a 
pattern. Notice that in items 6,23,37,40., and 
41, there is a significant difference between 
the teachers and P2 3 and P2, but not between 
teachers and P^. Similarly, a tabulation of 
non-matching pairs will demonstrate that 
principals only (P2) tend to disagree with 
teachers more often than do principals (P3)• 
While the two groups (teachers and principals) 
do not consistently agree or disagree on the 
complete list of items, there is consistent 
significant difference in some items, e.g., 
49-53; and there is consistent non-significant 
agreement on other items or subtests, e.g., 
2-5,20-22, subtest social amenities, etc.
These consistencies are important when one 
notes that an analysis of variance (Appendix 
G) and the associated tests of significance 
indicate a significant difference in school 
size when tested against the subtests.
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3. The frequencies of principal and teacher selec

tions are skewed. Both groups selected the 
lower categories more often. The major reason 
for skewing is demonstrated in the parliamen
tary procedure subtest. The examination of 
tables and of the questionnaires showed a con
stant selection of category I (no time) by 
teachers while principals selected category I 
or 2. Apparently teachers are not teaching 
parliamentary procedure while principals believe 
that the teachers are teaching some parlia
mentary procedure . . Similarly, the ideal time 
for teachers is consistently "no time" while 
principals maintain that some time is ideal. 
Apparently teachers do not teach parIiamen- • 
tary procedure and believe that they should 
not teach it, while principals maintain that 
they are teaching it and should be teaching 
it. An examination of other subtests and 
significant chi square values in the pairdd 
(actual-ideal pattern) reveals the same situ
ation for items in listening, public speaking.



and debate.. Similarly in the non-matched 
pairs, when significance appears in the actual 
but not in the ideal, the teachers are not 
teaching it. Teachers are not teaching tele
phone, some interpretation activities, some 
drama activities and debate, while principals 
maintain that the teachers are teaching those 
activities.

4. Principals who do not teach have a greater 
number of significant differences than do 

. principals who teach, and principals who do . 
not teach have a greater number of signifi
cant differences in the actual instructional 
time. In P2 Actual there are 30 significant 
chi squares, while P^ Actual has 18. In 
P„ Ideal there are 21 significant chi squares, 
while P3 Ideal has 12 significant chi squares.

RECOMMENDATIONS

The following discussion will be divided into 
recommendations regarding future research, recommendations 
for CSI use of data, and recommendations for teachers.and
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principals.

A number, of recommendations regarding future re
search can be made, and many of them are rather standard. 
The writer recommends:

1. A longitudinal study be conducted, especially 
by CSI to determine whether or not these 
research results will accurately predict the 
acceptance or rejection of particular cur
riculum materials. For example, will the 
skewed distribution and significant differ
ence in parliamentary procedure indicate a 
faculty or principal rejection of a guide or 
workshop in parliamentary procedure or will 
teachers avoid using a unit on parliamentary 
procedure? A research design which can deter
mine the predictive ability of the design used 
in this study would increase effectiveness.

2. A duplication in the public and private 
schools'to determine the value and consistency 
of the design. A number of possible changes 
should be considered in the future. A number 
of teachers indicated on the questionnaires 
that it was difficult or impossible to
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determine averages (per week), while they did 
have units. Teachers may find it easier to 
supply a total time rather than an average 
placed in an ordinal arrangement. A total time 
would also supply interval data permitting a 
greater variety of statistical tests and more 
powerful tests. For example, by utilizing 
total time spent or to be spent (ideal) a stat
istically comparison of various items and sub
tests could be made in relation to demographic 
information such as teaching experience, col-*- 
lege major, etc. Such research, however, 
would necessitate that teachers and principals 
also supply a value to each item so that the 
instructional time indicated by teachers and 
principals could be "weighted" against the 
amount of value they place on the activity. A 
common definition or understanding of the sub
tests would also be necessary. Some items 
should also be re-worded to increase clarity 
and consistency, e.g., for item number 48 the 
chi square value is not significant while all 
others in the subtest area. It seems that
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teachers and principals are 1 thinking1 of 
voting as experience rather than as instruc
tion in how to vote.
A research design which separates and measures 
instruction in an activity vs. an activity 
used as an experience. As mentioned above, 
is voting simply used or is voting also 
taught? A design to determine the relation
ship of experential time vs. instructional 
time could utilize a format similar to that 
of this study. The information gained would be 
particularly helpful for curriculum designers 
because it would supply the amount of time 
being utilized for experiences which, with a 
slight modification, could become instructional 
time. Units, lessons, or workshops could be 
developed to assist teachers in how to change 
the solely experiential into instructional 
time as well. This proposed design could be 
used with all teachers with the purpose of 
using speech communication activities in other 
content areas such as art, music, math,
social sciences.
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For Christian Schools International use of re

search results, the writer recommends:
1. That CSI consider developing units and lessons 

for those items and subtests which appear to 
have higher category values such as group dis
cussion, voice, listening, etc. (See the 
tables in appendix G). The data in the analy
sis of variance tests and the lack of signifi
cant differences in the chi square tests in 
group discussion, voice, and listening seem to 
indicate that teachers and principals agree in 
their perceptions, and that more time is spent 
in instruction of those activities. However, 
curriculum developers must answer the question 
—  Do we supply only that on which teachers 
and principals agree?

2. That CSI develop workshops to increase the per
ceived values of speech communication activi
ties . The present average time is about % to I 
hour per week. The speech communication 
teacher in the high school and/or college 
will maintain that more time should be spent
in instruction. However, the contention by
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some teachers (valid or not) that there is no 
time in the school day or year for more in
struction must be considered. This researcher 
maintains that integration of speech communica
tion activities and instructional utilization 
of the present experiential time can improve 
communication skills for children without in
creased demand on teacher time. CSI could con
sider workshops on the integration of speech 
activities with other content areas.

3. That CSI consider other possible variations
to a single curriculum guide to compensate for 
differences in school size, geographical loca
tion, teacher training, etc. (For some infor
mation on these variables consult Appendix G.)
The curriculum materials could be units or les
sons in packets which met particular school 
needs. For example, small schools may desire 
isolated lessons which convert experiential 
time to instructional time, while larger 
schools may desire an entire curriculum for the 
development of public speaking, argumentation, 
and parliamentary procedure at the 5th or 6th
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grade( etc.

For. teachers and principals, the writer recommends:
1. Teachers develop an awareness of the difference 

between instruction in an activity and the
use of an activity for experience.

2. Teachers and principals become aware of and 
more fully use integration of content areas.

3. Teachers and principals utilize the opportun
ities to instruct in speech communication ac
tivities beyond the planned and integrated 
oral report. Many teachers give guidance and 
instruction in interpersonal communication 
without planning.

4. Teachers and principals use the data from this 
research to. question their approach to curricu
lum choices and to 1 check1 the influence they 
have on curriculum. Questions to consider are: 
Do I teach only what I "like"? What do elemen
tary children need?

5. Teachers and principals of individual schools 
utilize the questionnaire used in this research 
before considering changes in.the curriculum 
regarding speech communication instruction.



226
By administering the questionnaire the faculty 
and administration can determine those areas of 
agreement and those areas of disagreement re
garding actual and ideal instructional time. 
This researcher maintains that agreement in 
ideal instructional time should assist accept
ance of new materials or the development of 
new materials while disagreement will work 
against acceptance. The knowledge of disagree
ment could also be used for discussion, pos
sible change, and/or resolution of differences. 
The knowledge of agreement and differences 
would be helpful to the change agent whether he 
is teacher, principal, curriculum designer, 
consultant, or CSI curriculum administrator.
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Historical Perspective

The concern for early training in speech communica
tion can be traced to the study of Greek rhetoric and ora
tory by philosophers and educators such as Isocrates,
Plato, and Aristotle. In the Socratic dialogues, Plato 
frequently discussed the importance of educating the philo
sopher-king, but his discussion of communication received 
little emphasis. While he expressed the need for children 
to learn reading, writing, and memorization of poetry, his 
emphasis upon philosophy, justice, a sound mind, and good
ness was paramount (Plato, Taylor trans., 1976:324a-326a). 
Ultimately, Plato reduced rhetoric to an art form for 
dialectic and art was irrelevant to the true philosopher 
except as a threat by its effect upon the masses (Grube, 
1958:212, 213, 234). The orator, according to Plato, was a 
slave to people and to time which caused shrewdness, bit
terness, and tension leaving him incapable of encountering 
truth and honesty (Gornford, 1935:172d-173b).

While Aristotle, like his teacher Plato, maintained 
that rhetoric was an art and that much of rhetoric was 
lectic, he did develop the theory and applicability of 
rhetoric beyond Plato. In his Rhetoric, Aristotle not

dia-
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only developed a rather complete theory of rhetoric, but. 
he also defined educational prxnc'ipTes when he explicated 
the various areas of knowledge to be known by the orator, 
e.g., ethics, law, motivations, style, word usage, and 
taste or propriety (Aristotle, Cooper trans., 1932:xxxix, 
xlv-xlvii).

A prominent rhetorician, Isocrates, promoted 
oratory into an art form and developed a methodology for 
teaching oratory— a methodology of imitation and practice 
(Meyer, 1975:16-17). The Sophists also introduced various 
methodological.techniques for educating the orator such 
as the lecture and play-on-words practice (Wilds and 
Lottich, 1966:78).

According to Cicero, oratory has "its sources in 
more arts and branches of study than people suppose: and 
places wide demands on the student (Cicero, Sutton trans., 
1948:13). "For it is from knowledge that oratory must de
rive its beauty and fullness, and unless there is such 
knowledge, well-grasped and comprehended by the speaker, 
there must be something empty and almost childish in the 
utterance" (Cicero, Sutton trans., 1948:17). While the 
orator may not demonstrate a particular part of his
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education per se, yet, if the background is not there, it 
will show (Cicero, Sutton trans., 1948:53). While Cicero 
made frequent mention of the education of the orator, his 
treatment was not as complete as that of Quintilian who 
stated:

I on the other hand hold that the art of oratory 
includes all that is essential for the training of 
an orator, and that it is impossible to reach the 
summit in any subject unless we have first passed 
through all the elementary stages. I shall not 
therefore refuse to stoop to the consideration of 
those minor details, neglect of which may result in 
there being no opportunity for more important things, 
and propose to mould the studies of my orator from 
infancy, on the assumption that his whole education 
has been entrusted to my charge. (Quintilian,
Butler trans., 1963:i,7)

Quintilian developed an educational program for the orator 
which began in infancy with the child's nurse and the 
child's toys (Quintilian, Butler trans., 1963:1,21,33).
He not only thoroughly delineated a curriculum; he also 
recommended teaching techniques, disciplinary measures and . 
a procedure for evaluating a child to determine his Capa
bility as a prospective orator. The recommended curricu
lum included parts of speech, style and acdent, figures of

iispeech, literature, music, geometry, comic drama, vocal and v
body expression, proof, court decisions, evidence, etc.
While the recommended education for the orator was rather
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exhaustive, one must assume that the recommended or 
'ideal1 education coincides with the actual instructional 
practice in the classroom.

Most subsequent authors, e.g., Seneca, FrontO, 
Tacitus, Longinus, St. Augustine, who were concerned with 
oratory, like most of the Greeks, discussed theoretical 
oratory, supplied little information about the educational 
process, and nothing of the actual subject content or 
classroom processes.

Within the period of the Middle Ages, the major 
- concern with oratory became the study of and copying of 
the classical writings. With a few exceptions such as the 
Ciceronians, the major emphasis of education moved away 
from the methodological concerns. Another exception, John 
of Salisbury, drew heavily from Quintilian, but his pur
pose was to defend oratory (as logic, rhetoric, arid gram
mar) as a liberal art (Thonssen, Baird, and Braden, 
1970:124).

Several theoretricians were responsible for the 
resurrection of oratory during the early Renaissance per
iod. Thomas Wilson, for example, developed the first com
plete treatise of rhetoric since Quintilian. Wilson 
placed greater emphasis on oral discourse (Thonssen, Baird



and Brazen; 1970:126-127) . During much of the 1500 and 
1600's, the basic educational approach to training in 
rhetoric was by rhetorical theory or models rather than 
practical experience (Howell, 1954:23-24).

Within the same period (the late 1500's and early 
1600's) the Ramistic theory of rhetoric developed in 
England which carried over to colonial America, and the 
early Harvard students began studying it. The theory 
divided rhetorical theory or art into separate, distinct 
entities which disallowed integration (Howell, 1954:28-29) 
The Ramistic division of rhetoric contributed to the 
uniquely American movement— elocutionism.

During the colonial period, a variety of schools 
were organized for children, some of which promoted the 
communication skills of reading and writing, and relied on 
recitation in methodology. However, many children either 
did not attend school or attended trade schools which did 
not promote the skills of reading and writing. While the 
Massachusetts Bay colony enacted laws in 1642 and 1647 
requiring the organization of schools, compulsory atten
dance was not included. Little is known of the actual 
classroom practice regarding communication in those early

243
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American 1 elementary1 schools.
Until the early 1800"s, the concern for speech 

existed almost entirely in the colleges such as Harvard 
and Princeton, and the majority of.speech instruction was 
rather incidental (Hochmuth, 1954:153). While many of the 
early colleges did demand the study of rhetoric and or 
languages, those studies were confined to the theory of 
rhetoric, the study of the classics, and classical 
languages. The increasing demand by students desiring, 
more than writing, theory and literary styles, and the 
demand of ministers desiring improved delivery techniques 
set the stage for elocutionary skills (Hochmuth, 1954:162). 
"Gradually elocutionary training became separated from 
rhetorical training" (Hochmuth, 1954:162).

The elocutionary movement focused on vocal projec
tion, gesturing, and correct articulation of individual 
speech sounds. it attempted to systematically, mechanis
tically order the use of speech delivery so that speech 
would meet the elocutionary interpretation of the laws of 
nature applicable to speech. The elocutionary movement was 
well established before speech became a concern of the 
normal and grammar schools. As a result, teachers in the
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normal schools also focused on precise articulation during 
recitations.

The influence of the elocutionary movement contin
ued well into the Twentieth Century, but a different per
spective was developing. Evidences of a shifting perspec
tive were the removal of a course in elocution from the. 
required curriculum in many colleges (Hochmuthf 1954:171), 
an increasing student interest in debate (Cowperthwaite, 
1954:259) , and the establishment of the National 
Association of Academic Teachers of Public Speaking in 
1914 (Rarig and Greaves, 1954:495). Speech correction 
based upon a concern for the handicapped entered the 
schools in New York City in 1908 with a number of other 
cities following (Simon, 1954:411). By 1920, rhetoric 
was being restored to its original concept of principles 
governing oral and written discourse (Gray, 1954:422).
The shift in perspective appeared to have influence 
beyond the college level. In 1927, Teachers College of 
Columbia University developed the first course for teaching 
speech in the elementary, schools (Gulley and Seabury, 
1954:481), and by 1938 the schools of Des Moines, Iowa, 
offered complete courses in speech, including public
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speaking, oral interpretation, panel discussion, parlia
mentary procedure, story-telling, debate (Gulley and 
Seabury, 1954:479-490).

Soon after the National Association of Academic 
Teachers of Public Speaking was established, it changed 
its name to Speech Association of America which was re
tained until the late 19601s. The association started the 
first of a number of journals in 1915 as the Quarterly 
Journal of Speech Education inl918, and in 1928 the title 
changed to the Quarterly Journal of Speech. In 1952, the 
Speech Association of ('America introduced another journal 
entitled the Speech Teacher which was designed primarily 
for speech education. The journal articles indicated an 
increasing development of research and theory in speech 
communication as the elocutionary perspective decreased.
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NATIONAL UNION OF CHRISTIAN SCHOOLS 
CURRICULUM DEPARTMENT
OPERATIONAL POLICY May 15, 1978

A. OPERATIONAL PRINCIPLES
1. National Union curriculum action is a process of providing service 

through leadership in development, diffusion, testing, and research.
2. Union curriculum personnel provide these services for school repre

sentatives interested in improving their curricula, but the primary re
sponsibility for effectively implementing the curriculum belongs to 
local school personnel and particularly to the classroom teachers as 
they plan, guide, and evaluate local instruction.

3. Al I Christian citizens have a responsibility to participate in setting 
priorities among educational goals, assessing needs of local schools, 
and allocating resources to those needs.
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B. CURRICULUM POLICY
Principles to Practice is the curriculum policy of the National Union 
of Christian Schools curriculum department.

C. MEMBERS OF THE DEPARTMENT
Voting members of the department staff are the National Union curriculum 
consultants, the policy consultants and the curriculum editors, advisory mem
bers are the executive director, the administrative assistant, and the cur
riculum secretary; supporting staff members are the testing assistant, 
artist, and typists. A consultant is to be appointed as the curriculum • 
administrator to preside over curriculum department meetings and to coordinate 
activities of the entire department (cf. Appendix A for position descriptions).

D. DISCIPLINES IN THE CURRICULUM
The continuous curriculum effort of the National Union should include 
general pedagogy and specific disciplines organized for serious sequential 
study from kindergarten through high school. At the present time this in
cludes five groups: (I) general pedagogy and Gr. 7-12 language arts, (2) K-6
language arts and practical arts, (3) social studies, science, and math,
(4) music and art, and (5) Bible and physical education. At least one con
sultant is to be appointed in each K-I2 discipline and a policy consultant is . 
to be appointed for each group of disciplines indicated above. Bible is the 
core of the Christian school curriculum and the Union is the primary source 
for curriculum materials in Bible; therefore, curriculum action in Bible is 
first in priority. .

E. CONSULTANT QUALIFICATIONS
Desired qualifications of a consultant are these:
1. Five years of teaching experience within grades K-12 (curriculum consult

ants only).
2. A master's degree or its equivalent in the discipline.
3. Work beyond the master's degree in K-I2 education for that discipline, with 

a demonstrated willingness both to work for the doctorate in curriculum 
studies for that discipline and to keep abreast of such studies through 
active professional society membership, research, and reading.

4. A personal commitment to Christ, evidenced by serving,His children.
F. . CONSULTANT RESPONSIBILITIES

Each curriculum consultant is responsible for the development, diffusion, test
ing, and research in the curriculum pertaining to his or her discipline. Policy 
consultants are responsible for coordination of the curriculum within and among 
disciplines. Consultants will meet periodically to discuss general plans and 
procedures. The curriculum secretary will, distribute to all consultants de
partment reports and minutes of all curriculum department and- discipline 
committee meetings.
Project associates may be employed for a variable number of hours per month 
(less than thirty), for a specified number of days a week, for a summer or a 
part thereof, or for an academic year for advice in a special discipline or 
technique, for writing, for editing, or for illustration:
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District curriculum consultants may be appointed by a district of the National. 
Union of Christian Schools and/or the Union curriculum department for each 

' discipline in which the department is active. District curriculum consultants 
may work with their respective National Union consultants for processes 
of curriculum diffusion but they may also become project associates to meet 
special local needs (cf. Appendix C). Joint appointments are most effective.

G. EMPLOYMENT OF CONSULTANTS
Initial appointments granted to consultants normally are for one year and sub
sequent appointments for three years. The National Union of Christian 
Schools executive and educational committees make appointments jointly upon the 
recommendation of the department.
The National Union has full confidence in its consultants and grants freedom for curriculum action in their respective disciplines within the framework 
of this operational policy and the curriculum policy, Principles to Praotioe. 
The Union will assist them by providing information from teachers, appropriate 
methods for diffusion of information to teachers, and the necessary secretarial 
and editorial services and supplies.

H. PROCESSES OF CURRICULUM ACTION .
Processes are written as phases of initiating curriculum action to facilitate 
communication among National Union of Christian Schools administrators, 
consultants, and committees. They are written as guidelines, not requirements, 
since the National Union recognizes the professional competence of its 
consultants in preparing plans for Union curriculum improvement in their own 
respective disciplines. Such written long- and short-range proposals are 
annual requirements.
THE PROCESS OF DEVELOPMENT 

Phase. I
a. Personal interaction with teachers and administrators, including the 

. appointment of a National Union of Christian Schools committee
with kindergarten-to-college Christian school personnel, chaired by 
the consultant, to consider annual proposals. This committee, through 
coordinated effort with its consultant, makes the basic planning de
cisions in that discipline and reviews projects and manuscripts in 
that discipline. The decision-making process in the organization of 
the Union is from member schools, district consultants, curriculum 
councils, and district policy committees — J> discipline committees — > 
curriculum department — 3> the Board of Directors education and ex
ecutive committees -> the Christian Education Foundations (Christian . 
School Educational Foundation and Canadian Christian Education Founda
tion, Inc.) — 5» the full Board of Directors for final approval.

b. A written philosophy of Christian education in that discipline de
veloped jointly with the curriculum policy consultant for that dis
cipline {Principles to Practice).

c. A survey and written evaluation of existing curriculum materials 
{Curriaulim Materials Guide).

d. A grade-placement checklist of clear, concise, specific, and testable 
objectives.
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Phase 2
a. A proposed model curriculum in that discipline, including con

tent and methods and allowing for diversity in the schools.
b. Long-range plans with a priority listing for publication of 

curriculum guides, teacher guides, student books, audiovisual 
media, or tests as required in the development of curriculum in 
each discipline. The process of publication is:

Author and curriculum consultant — >  critical review by some 
members of the Union committee for that discipline — 3» 
administrative assistant for rough typing — >  curriculum 
administrator and policy consultant for a preface indicating 
systematic coordination of the publication within the cur
riculum policy framework — 3» curriculum editor (or assistant 
editor) and artist for credits, editing, covers, photos, in
side art, final typesetting, layout and paste-up — 3> curriculum 
administrator and business manager — $■ printer.

c. Annual proposals, including budgets, for general consulting and 
for specific curriculum projects, coordinated with Ipng-range 
plans. Consultants must submit annual proposals to the curriculum 
administrator by December I. Any proposals from outside the 
department must be given to the curriculum consultant by 
September I.

d. Trial of proposed elements of the curriculum in member schools, 
carefully coordinated and supervised by the consultant.

Phase 3
Revision and production of curriculum materials.

THE PROCESS OF DIFFUSION 
Phase I

a. Publication in the National Union of Christian Schools 
Curriculum Newsletter of brief monthly news items concerning 
significant curriculum developments.

b. .. Publication of professional articles and book reviews in the
Christian Educators Journal.

c. Publication of short reviews of independent learning media in 
the semi annual' Library Materials Guide (cf. Appendix.B).

d. Publication of curriculum materials evaluations and model cur
ricula in the quintennial Curriculum Materials Guide and in 
occasional supplements (cf. Appendix B).

e. Maintenance of collections of curriculum materials in the various 
curriculum centers (cf. Appendix C).

Phase 2
Publication of articles and book reviews for the Christian citizen . 
in Christian Home and School.

Phase 3
Publication of curriculum guides, teacher guides, student books, 
audiovisual media, and tests.
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Phase 4
Teacher preparation and National Union promotion
a. Awareness (less than 3 hours duration)

1. Personal interaction within pre-service teacher training
. programs in the colleges to the extent that such interaction 

is possible and mutually beneficial.
2. Seminars at the administrative, professional staff (conven

tions included), and parent (PTA and school board educational 
committee) levels to the extent possible.

3. Demonstration teaching to become aware of the viability of 
curriculum materials for a grade level and to help teachers 
become aware of new methods.

b. Implementation (3 or more hours duration)
I. In-service curriculum workshops organized cooperatively with 

colleges and National Union of Christian Schools district 
or professional organizations to serve a professional prepar
ation function. College credit is not granted although school 
boards should encourage teacher participation in these profes
sional meetings and show this encouragement in a tangible way.
Some possible forms are the following:
(a) Workshops for teachers, administrators, and board members 

as part of the National Union of Christian Schools 
Convention or as part of the in-service program of their 
school or district.

(b) Teacher convention sessions' that not only inspire but also 
develop specific teaching competencies related to a cur
riculum.

(c) A one- or two-day workshop at which the consultant leaves 
a program of classroom research or home study with the 
participants. After several weeks, the consultant holds 
a second workshop to review and discuss the work done and 
to present additional course materials.

(d) Several workshops in different cities in a traveling 
Chautauqua (popularized seminars) circuit. A problem 
here is coordinating the local spadework that must be done 
to prepare for effective workshops.

(e) Professional Advancement in Christian Education (PACE) 
workshops designed to allow self-study, either in a teacher's 
meeting under the guidance of a district curriculum con
sultant or a local principal, or independently. PACE work
shop materials become a part of the regular Union inventory. 
Packages of materials developed and utilized in cooperation 
with Dordt, Trinity, Covenant, and Calvin Colleges will 
provide a degree of uniformity in teacher preparation, and 
will allow Christian school teachers to gain abilities nec
essary for effective use of National Union curriculum 
materials.
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2. In-service institutes organized cooperatively with colleges 
■ and universities for a week or more granting college credit.
Some possible forms are the following:
(a) Trial teacher institutes designed to introduce teachers 

to a new curriculum for its trial and revision.
(b) Teacher preparation institutes designed to prepare teachers 

for implementing a fully-developed curriculum in their 
classrooms.

(c) Leadership institutes designed to prepare teachers or 
administrators from different National Union of 
Christian Schools districts to operate workshops in their 
home districts and to become district consultants.

(d) Administrator's institutes designed to acquaint principals 
with a broad range of National Union curriculum ma
terials through a series of workshops.

PROCESSES OF TESTING AND RESEARCH
Phase I

Preparation of objectives by curriculum consultants and their associ
ates in such a clear, concise, and specific way that test items can be 
written as criteria to measure pupil progress at both recall and trans
fer levels. Decisional objectives should also be written in a testable 
manner to the extent that it is possible since the application of our 
Christian commitment is an important aspect of our task as Christian 
educators. The testing of creative skills should be done when appro
priate and provision should be made for subjective evaluation of 
creative imaginations.

Phases 2, 3, and 4
Objective-related tests included in the priority listing, trial, 
revision, and production of materials, and in in-service teacher pre
paration (PACE).

Phase 5
a. Determination of curriculum effectiveness by achievement and 

attitude tests.
b. Annual survey of curriculum use and instructional resources in 

the schools by means of a survey administered by the curriculum 
department jointly with other National^Union of Christian 
Schools departments to a random sample of National Union 
member school administrators.

c. Statistical analysis of tests and surveys as appropriate.
d. Research in methods and materials of learning.
e. Contribution to the current state of knowledge in education for 

that discipline.
f. Constant reassessment and development of curriculum within the 

respective disciplines.
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FINANCIAL.RESPONSIBILITY
The department will operate as an integrated unit of the National 
Union of Christian Schools. Such operation includes:
1. Preparation of an annual budget of expenditures on all activities to 

be submitted to the administrative staff for endorsement and to the 
Union Board of Directors or its authorized committee for approval.

2. Indication of the estimated duration of each activity in order to 
facilitate the funding.

3. Responsible departmental use of funds for allocated purposes in order 
to insure attainment of objectives and proper budgetary control.
The business manager in accord with his responsibilities to all 
National Union of Christian Schools budgetary matters is comp
troller of funds for the department and will review budget and ex
penditures quarterly with the curriculum administrator.

4. Salary is based on merit as well as the Union's current Salary 
Study Report. Daily or hourly rates for part-time professional 
personnel are to be estimated from the annual salaries recommended 
by that report:
a. The basic retainer for curriculum consultants is $100 per year, in 

remuneration for work in the discipline as follows:
(1) participation in at least two department meetings annually.
(2) consultation more than once annually with discipline committee 

members.
(3) supplying more than five Newsletter items annually.
(4) answering five or less requests for advice annually.
(5) designing annual proposals.
(6) coordinating district curriculum consultants' efforts through 

at least one annual communication.
b. An additional remuneration of up to $50 per year is provided for 

attendance at convention(s) which directly or indirectly deal with 
the teaching aspects of that field, so that curriculum consultants 
may receive up-to-date information on developments in their disci
plines.

c. Up to $50 is allowed for professional books and materials required 
by a curriculum consultant, commensurate with the amount of his or 
her activity.

d. The basic retainer for policy consultants is $125 per year, in re
muneration for formulating curriculum policy and applying it to 
integration of disciplines as follows:
(1) writing prefaces to each publication jointly with the curricu

lum administrator.
(2) reviewing developments in each discipline during monthly 

policy committee meetings.
(3) preparing long-range goals and programs.

e. Authorship (Diffusion, phase 3) should be contracted per manuscript 
based roughly on the minimum time needed and the rate.as stated above.

f. To insure proper accounting procedures, the business department will 
remunerate consultants and project associates for expenses or ser
vices rendered only on receipt of a "Request for Reimbursement/ 
Payment" form signed by both the payee and the curriculum admini-

V strator or administrative assistant. It will neither pay any re-, 
quest or invoice nor transfer any curriculum funds internally, e.g. 
for National Union of Christian Schools work orders, without
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the curriculum administrator's or assistant's signature. A 
manuscript copy must be in the, Union's safe and the Union must 
have a signed release of publication rights before remuneration - is processed.

5. Diffusion Awareness Presentations
a. Recognizing both the service and promotional value of awareness 

functions, general policy is to receive honoraria and travel 
costs normally given by sponsoring organizations up to $150.
Costs over $150 are charged to a special Union supplementary 
curriculum promotion budget in order to equalize travel costs.

b. Consultants keep whatever honoraria they arrange; expenses to be 
charged against the National Union are prearranged with the 
curriculum administrator. Consultants who are full-time employees 
submit honoraria, travel costs, and expenses to the Union.

c. Consultants are asked to prearrange display of National Union curric
ulum materials at teacher conventions with the curriculum administrator.

6. Diffusion Implementation Presentations
a. Workshops

National Union workshop cost is $1.50 per teacher per session with a minimum of twenty teachers and a session consisting of 
approximately one and one-half hours. Local organizations pay 
local expenses in addition, e.g., meals, mail, rooms, etc. The 
Union will pay consultants at a rate of $35 per session given for 
3 0 + 1 0  teachers or the local organization can pay the consultant 
directly.

b. Institutes
A college or university pays a teacher's salary and expenses out 
of tuition assessments. When the National Union of Christian 
Schools has a special interest in an institute that does not meet 
the minimum enrollment required by the college, a risk factor may 
be mutually agreed.by prearrangement. In addition, the National 
Union curriculum scholarships may be applied to specified institutes.

7. National Union Chrriculum Scholarships
a. The National Union of Christian Schools will apply curriculum 

scholarships to workshops in which teachers study Union recommended 
curricula for purposes of implementation in their schools.

b. Their schools must purchase the curriculum materials necessary for 
such implementation by teachers chosen to be scholars.

c. Graduate credit is to be provided whenever possible.
d. The monetary amount of scholarships is variable, depending on the 

cost of travel to scholars.
8. Project Accounting, Filing, and Information Retrieval System

Following are the official names and code numbers of current curriculum 
projects:

0 Administration
1 Policy
2 Bible
3 Social Studies
4 Language Arts
5 Science
6 Practical Arts
7 Fine Arts
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Ongoing curriculum development projects classified under the 
general categories with their numbers are as follows:
01 Curriculum Administrator
02 Curriculum Editor
03 Curriculum Secretary
04 Special Projects, Meetings, Postage
05 A-V Media Production 

*06 Library Materials Guide 
*07 Curriculum Materials Guide
08 Curriculum Newsletter Printing
09 Testing Project
10 Policy General

■ 11-12 Principles to Practice Projects 
13-14 Professional Advancement in 

Chr. Ed. Projects
15 Teacher Preparation Scholarships
20 Bible General
21 K-3 Revelation-Response
22 4-6 Revelation-Response
23 7-9 Revelation-Response
24 10-12 Bible
30 Social Studies General
31 K-6 Curriculum Guides
32 Chr. Perspectives in U.S. History
33 10-12 Units
34 7-9 Units
35 K-6 Units

*36 Canadian Social. Studies 
*37 Christians in Society

40 7-12 Language Arts General
41 Literature Series
42 Books, Films,& Chr. Growth
43 7-12 Curriculum Guide44 7-12 Units
45 K-6 Language Arts General
46 Writing Program 
47. Grammar
48 Spel ling
50 Science General
51 Math General

*52 K-6 Reading God's World
53 Science and Personal Decisions
54 Changing God's World
55 Checklists and.Tests
60 Technology General
61 Physical Education General
62 Physical Education Projects
63 K-6 Health Education
64 Health Education Projects
66 Home Economics General
67 Home Economics Projects
70 Art General •
71 Responding in Art
72 Art Activities Packages
73 Art Workshop Development
75 Music General
76 Hymn-of-the-Month
77 PEP in Music Listening
78 Christian Decisions in Music
79 K-6 Music Curriculum Guides

a. Starred projects (*) are budgeted to include auxiliary services. The 
general pattern is to budget editorial and secretarial time with the 
project if the project amounts to more than $10,000. For all other 
projects less than that amount the editorial and secretarial time is 
budgeted under the curriculum editor and curriculum secretary accounts 
respectively and should be charged to those accounts.

b. All invoices to be charged to the curriculum accounts should be in
itialed by the curriculum administrator or administrative assistant 
and the business manager. Likewise for all payment requests.

c. The curriculum administrator will review time sheets monthly after the 
charges have been made to these separate accounts.

d. Work orders to be charged to project accounts must be initialed by the 
curriculum administrator before the work is performed. Production work 
orders are solely the responsibility of the business department and 
will be initialed by the business manager after the production con
ference in which the specifications are completed and the manuscript
is submitted for typesetting and printing. All work order charges 
must be initialed by both the curriculum administrator and business 
manager before being charged to the accounts.
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J. JOURNALS AND FILES SCHEDULE
The curriculum secretary-librarian circulates and stores magazines and 
journals as follows:

Ameriacm Eduoational Eesearah Assoc. 
Amerioem Ed. Reseccroh Journal 
Eduoational Reeearoh 
Eeview of Eduoational Researoh 

Beczoon Lights 
Child Evecngeliem 
Christiccn Educators Journal 
Eduoational Leadership 
Media cend Methods 
Neevigator's Log 
Outlook (Toroh & Trumpet) 
Presbyteriem Guardian 
Presbyteriem Journal 
Reformed Journal 
Social Education 
Vanguard 
Pro Rege 
Spectrum

to: Hank Triezenberg & Library

to
to
to
to
to
to
to
to
to
to
to
to
to
to

Arnie Snoeyink 
Arnie Snoeyink 
Entire department .
Hank Triezenberg & Library 
Hank Triezenberg, Joy Witte 
Arnie Snoeyink 
Library
Gordon Oosterman 
Gordon Oosterman 
Library
Gordon Oosterman 
Library 
Library '
Library

The magazines underlined above will be kept permanently in the library, 
the others kept or discarded by the person receiving them. The above are NUCS magazines and journals; staff members als.o receive their own.
The following are routed through the National Union office:

Calvinist Contact 
Educational Summary 
■ Currioulum Letter 
Edtuoation1 USA

K. CURRICULUM DEPARTMENT STAFF ORGANIZATION

Curriculum Administrator Policy Consultants

I- - - - - - - - - - - - - - - I I I I CurriculumCurriculum 
Edi tor

Editorial
Assistant

Testing
Assistant

Administrative
Assistant

Curriculum
Secretary

Curriculum
Consultants

Discipline
CommitteeI I I

I I!Typesetters! !Artist! !Typists! Project District
Associates Consultants

In interpersonal relationships curriculum staff should:
1. Support the activities of the department, including offering of 

suggestions for improvement of the quality of department products 
without assuming final authority.

2. Maintain an openness and respect for persons in communication.
3. Project a.wholesome, honest, and helpful, image to the general public.
4. Exercise flexibility and initiative in decision-making and a willing

ness for personal growth in responsibility.
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I. THE LANGUAGE ARTS, K-6: COMMUNICATION IN COMMUNITY

The National Union of Christian Schools Policy Consultants have developed a 
statement of purpose for Christian school education:

The central purpose of education in the Christian schools 
is to accomplish the unique development of each child as 
a member of a Christian community in order to meaningfully 
serve God and fellow persons.

-Introduction to Principles to Practice

With this purpose established as central to all of Christian education, it 
is necessary and helpful to delineate how this purpose is fulfilled in the 
K-6 language arts curriculum.

The central purpose of the language arts curriculum is to 
enable each student to use his or her God-given language 
abilities to full creative expression, thereby communicating 
praise and glory to God, and being a contributing member of 
community.

Language is a gift of God to people, the crown jewels of His creation.
God Himself has given us the ability to use language,, though specific languages 
are developed through human creations. We use language in thinking, formulating 
thought and ideas that may never go beyond self. We use language to communicate 
with God and others by exchanging ideas.

Communication is first of all God's interaction with us. We receive God's 
communication through the non-verbal means of Creation. We listen as He speaks 
to us in the inspired Bible written in human language. While God communicates 
Himself to us in various ways, the Bible remains essential.

Communication also takes place on the human level: one with one, one person
with many people, people with people. Christians can receive God's communi
cation through one another. This is an important aspect of being community.
For us, language as communication has the high calling of being used for God's 
glory, for His purpose, for the building of His community. While vocabulary 
and style will change to accomodate various settings for using language, the 
purpose remains the same. On the playground, in the classroom, around the 
conference table, in the boardroom, Christians use language to their fullest 
individual abilities to communicate praise and glory to God, to be and to build 
community.

A. Framework of the Language Arts Curriculum

Self-communication, or thinking, is the foundation of language. It is ■ 
the basic level of concept formation. Children normally, begin to conceptu
alize by using the early associations they make as they hear, see, touch, 
taste, and smell God's world around them. They formulate meaning from 
their experiences. This activity continues to develop and expand as children 
grow. ' While much thinking is shared with others, some may never move beyond 
self. This level provides the important and necessary arena for fantasy, 
meditation, and imagination.
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1. Oral communication is the first level of language. When children 
begin to talk, meaning is put into sounds (words). Oral communication 
begins without formal teaching. Children normally come to school with 
much ability in this area. Grammatical patterns are already set in 
their speech. There are two aspects of oral language: listening and 
talking. It is necessary for students to have much experience with 
this level as readiness for the next.

2. Written communication is the second level of language Children 
must be taught to put language into print and to take meaning from print. 
Graphic symbols representing specific meanings must be mastered in 
sequence for meaningful communication. The two aspects of written 
language are reading and writing.

Language Arts Model:

written communication

PRINT

aymbole represent meaning

oral communication

SPEECH

sounds represent meaning

self-communication

THOUGHT

making of meaning

B. Content of the Language Arts Curriculum

In the language arts classroom students will communicate through 
listening, talking, reading, and writing. It is important to ask: What
will they read? What will they write? How will they be taught? The 
answer to those questions is just as important. The Christian could not 
say that students should experience just anything merely for the sake of 
the experience.

Christian education demands that young students be exposed to the best 
language products, be asked to use wide variety in composing language, and 
be encouraged to enjoy the learning experiences.
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There are times when content choice might take a secondary place to 
language function. For example, kindergarten and first grade students are 
only beginning to use the language skills of word identification and 
attack. It is therefore more difficult to find and/or write quality material 
for them to read. However, quality and variety in content remains a high 
standard toward which we strive in serving even the very young students.
As students progress through the grades, it is easier to make a good fit 
between learning to communicate and the materials used for communication 
practice.

The following graph gives an idea of what the content of the language 
arts curriculum might include. It embraces a wide variety of language ex
pressions as well as possibilities of integration with other subjects insofar 
as they use language to communicate.

Real
discussions, improvisations, interviews 

Imagined
media scripts, comics, monologues,X dialogues, role playing /

s is %
W O R D S

Real
autobiographies, biographies, 
journals, diaries, memoirs 

Imagined
parables, myths, legends, 

fables, fairy tales
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Note that the four aspects of language communication (reading, writing, 
listening, talking) provide the framework for the language arts curriculum. 
Students will read, write, listen to and talk about stories. They will 
listen and talk in interviews, discussions, and role playing. They will 
read, write, and discuss information in various forms. And while the 
emphasis is upon the listening, talking, reading, and writing of language, 
the content should give broad experiences with many ways of communicating.

One of the many ways of communicating is the visual. The viewing of 
television, for example, has proven to be a primary source of communication. 
What we see affects what we hear in subtle and profound ways. Words, ideas, 
and information are often combined with visual images in order to manipulate 
thinking.

The Christian must be aware of all aspects affecting language communi
cation. We are responsible both to God and to fellow humans for discerning 
the power of language and using it in an acceptable way. Clearly, there 
are sinful uses of language as well as God-glorifying uses. There are times 
to be silent as well as times to speak. Language communication can be used 
to build or destroy both self and community. '

Therefore in the language arts curriculum in the Christian school the 
emphasis is upon producing acceptable communication and interpreting cor
rectly the interpersonal feelings and attitudes engendered by that communi
cation. God gave the gift of language to people to USE for His glory and 
for the building up of community. Christian education in language arts 
should not emphasize learning about language at the expense of actual com
munication. The.emphasis is correctly placed upon the doing of language, 
communicating in community, expressing thoughts in a way acceptable to God.

Let the words of my mouth 
and the meditation of my heart 
be acceptable in thy sight,
0 Lord, my rock and my redeemer.

Psalm 19:14 (RSV)

II. GOALS OF THE LANGUAGE ARTS, K-6 CURRICULUM

Writers of curriculum materials in language communication should develop 
objectives along three dimensions of learning.

A. Intellectual Dimension .

In order to use language to its fullest creative expression, there is 
specific knowledge about the use of language which students should possess 
in order to:

I. function to capacity in speaking and understanding the language 
of others.
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2. read with understanding written material they can understand when 
spoken.

3. put into writing anything they can say.

4. define and apply Christian and aesthetic standards for language 
products.

5. identify and employ various purposes for language communication, 
thereby using flexibility in adjusting self-pacing, style, and 
vocabulary.

B. Decisional Dimension

This aspect of learning involves commitment. It is important that 
students learn as a class and as individuals to:

1. consider as Christians the language products of others, being 
ready to commend and correct; thereby appropriately building community.

2. choose to apply Christian and aesthetic standards to all language 
products they send and receive.

3. choose to use and enjoy all four areas of language communication 
with a sense of satisfaction.

4. commit themselves to continued personal growth in language com
munication and evaluation of their individual potentials in relation 
to growth.

5. commit themselves to a lifetime goal of using their language 
potentials to fullest expression, contributing as individuals in ' 
community and as Christian witnesses to the world.

C. Creative Dimension

Creativity involves the working out of individuality through a combina
tion of skill and imagination. Students personalize their language 
communication by:

1. originating language expressions in speech and print, refining 
them through the use of skills, and giving evidence of growth in the 
use of syntax.

2. understanding and responding with heart and mind to the language 
communication of others.

3. using.language to communicate with God, expressing themselves 
through the Bible and the words of others.
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III. THE INTERACTION BETWEEN EXTERNAL AND INTERNAL GROWTH

Intellectual goals can be clearly stated and somewhat easily measured in 
performance abilities. We can feel sure of ourselves when talking about them, 
writing them, and measuring them. Because this is true, intellectual goals are 
sometimes placed highest in priority.

That a student will be able to punctuate spoken and written sentences properly 
is a goal possible to state, teach, and measure. Word attack in reading is an 
area that can be broken down into small, sequenced parts. And it is true that 
most students must master these skills in order to read well. But so often we 
feel that we have accomplished our goals and finished our tasks when each skill 
on a checklist has been measured and mastered. Yet this is only the beginning.

What is gained when students

-spell well but do not choose to write?
-can pronounce words but do not like to read?
-have great skill and potential in producing language but feel no need 

to hear another's point of view?
-write poetry but have no confidence to share it?
-are exposed to much language but lack Christian standards by which to 

judge and choose it?
-speak eloquently but monopolize discussion without regard for others?

Because language is a means of communicating self with God and others, all 
dimensions of learning and using it are important. They are all necessary to 
wholeness, as individuals and as community.

Because decisional goals are difficult and often impossible to measure, it 
is especially important that we build into curriculum much opportunity to 
discuss the need for evidence of Christian commitment in language decision-making. 
In this way young students learn its importance. They also need to know that this 
commitment is as important for them as for older brothers, sisters, and adults. 
They, too, are full members in the community of believers.

Young learners should also be encouraged to be creatively expressive in 
speaking and writing. They must know that their own unique expressions of love, 
care, and understanding through poetry, prose, and song,are desired and accepted 
by God as having great worth. Halls and walls filled with creative language 
communications should be as important to us as test scores and daily grades in 
record books. Only when external and internal growth are seen as one can there 
be wholeness of individuals and community.

"A child who does not read has no advantage over one who cannot."
■ ■ -attributed to Mark Twain
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IV. PERSONALIZING THE LANGUAGE ARTS, K-6 CURRICULUM

Most young children come to school eager to use language. They come with an 
established language, a means of communicating. It is based largely upon the 
language models they have at home and in their community. Their previous language 
experiences will vary a great deal. Most children will be established at the oral 
level of language. They love to hear stories told or read. They enjoy sharing 
ideas. Some lack confidence in using language publicly but most show interest in 
and love for language in general. Children come to school expecting to learn to 
read and write. Some will already have begun to function at this written level. 
But their language is limited by personal experience as well as individual stages 
of development.

Early in the primary years, students develop readiness for the written level 
of language. Reading and writing are extensions of the oral language. The basic 
change is from using sounds representing meaning to using symbols for meaning. 
Because each child comes with ability and experience in different combination 
from any other child in the class, the structure of the language material used 
must be flexible. It must accommodate and encourage learning from all students.
As students enter the intermediate years, the differences among their abilities 
become even greater. Therefore the need to personalize increases.

Students in the elementary grades are primarily involved in informal language 
communication. That is, they are not asked to give formal speeches or to write 
script for radio or television performances. And the audiences for most of their 
language activities and exercises are other students, friends, family, or 
relatives in small group situations.

For the elementary student, the language arts provide opportunity for im
mersing self in the art of language, the art of communicating. The emphasis is 
on the doing, the active involvement in communication. Formal study of language 
may come later. And that in itself will be quite meaningless if the student has • 
not first had much opportunity to communicate. The elementary years are the 
years to explore many creative uses of language, to become intimately involved 
in using language, and to feel at ease in communicating.

A certain core of language arts material will be studied by all students.
This includes a combination of varied content with sequential skills. Pretests 
and post-tests will tell both the teacher and student whether or not learning 
has occurred. In addition, much enrichment language activity should be included 
to give students choices both in content, skill development, and class organi
zation. Content variety should be based on interest and need. Students should 
be involved in some whole class communication activities as well, as in small 
group and individual ones. Individual and corporate creativity should be 
encouraged.
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Students should learn by producing language products that they are uniquely 

God-created individuals with original contributions, but also that they are a 
part of a whole— God's family of believers. Together we accept, appreciate,
.and encourage each other's abilities, efforts, and contributions. In our 
togetherness we are a complete and whole body— the body of Christ.

V. EVALUATION OF THE LANGUAGE ARTS, K-6 CURRICULUM

The language arts program must promote personal growth of each learner's 
God-given language abilities. It must provide much opportunity for progress in 
each of the areas of language communication: listening, speaking, reading, and
writing. By using the words growth and progress we automatically indicate move
ment, beginning, at one point and moving toward another with specific goals in 
mind. Along the way, it is necessary to stop and evaluate the pacing toward 
these goals, the materials used, the variety of communication experiences, and 
all people who are involved in the language arts curriculum.

A. Functions of Evaluation

While the functions of evaluation are many, one remains primary. Self- 
evaluation helps students understand how they are progressing in developing 
their language abilities. It is important that even very young students 
learn to be active in evaluating their own potential and growth. Teachers 
must being early and continue to encourage students to set goals, to expect 
growth, to plot and evaluate their own progress. This encourages students 
to make responsible choices based upon self-knowledge.

Other functions of evaluation follow quite naturally. Teacher evaluation 
of and with students continues. The teacher counsels individuals and small 
groups of students. This in turn forms the content for including parents in 
evaluating the progress, and needs of their children in language communication.

As teachers.consider individual and class progress, they are better able 
to personally evaluate themselves.as facilitators of learning. The school 

■ administrator is able to evaluate the language arts-curriculum more fully 
when there is continued evaluation in the classrooms. Therefore the total 
Christian school community (students, teachers, parents, administrators) 
becomes involved in evaluating the language arts curriculum,

B. Forms of Evaluation

Evaluation takes many forms; some are very informal, and others are more 
formal and specific. Both types are necessary and-helpful. Informal means 
of evaluation give good indications of some of the creative and decisional 
aspects of language learning. Formal testing gives specific results regarding 
mastery of skills, usually the intellectual skills.

Some of the informal indicators of growth the school community may use are

individual student work folders 
conferences between:

-teacher and student 
-student and student 
-student arid aide 
-parent and teacher 
-parent, teacher, and student

goals checklist 
experience charts 
accomplishment logs' 
teacher notes and observations 
parent-written evaluation reports
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This informal evaluation of language growth is in itself an important 
aspect of communication., When done in the spirit of love and care, it 
provides opportunities for honest verbal and written assessment. Such a 
benefit should not be overlooked or minimized.

Teacher-made tests can be either informal or formal. The more formal 
tests will accurately measure the mastery of specific intellectual skill's. . 
There is much sequenced skill learning in the elementary classroom. It is 
necessary to understand a student's level of mastery before planning 
further objectives and goals. Standardized tests are the most formal type 
of evaluation and can be used to evaluate students against larger popula
tions of students as well as to trace personal patterns of growth among 
specific objectives.

' All people.in Christian education are responsible to God for. promoting 
continuing growth in individual and community language communication, We 
are responsible to each other as well, through Christ Jesus, in whom we are 
one.

I therefore, a prisoner for the Lord, beg you 
to lead a life worthy of the calling to which 
you have been called, with all lowliness and 
meekness, with patience, forbearing one another 
in love, eager to maintain the unity of the 
Spirit in the bond of peace. There is one body 
and one Spirit, just as you were called to the 
one hope that belongs to your call, one Lord, 
one faith, one baptism, one God and Father of 
us all, who is ablove all and through all and 
in all.

Ephesians 4:1-6 (RSV)
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SCHOOLS INCLUDED IN THE SAMPLE POPULATION

Allendale Christian School Allendale, Michigan
Beaver County Christian 

School New Brighton, Pennsylvania
Bellevue Christian School Bellevue, Washington
Champlain Valley Christian. 

School Vergennes, Vermont
Chandler Christian School Chandler, Minnesota
Chattanooga Christian 

Elementary School Lookout Mountain, Tennessee
Christian Public School of 
Western Pennsylvania Harrisville, Pennsylvania

Community Christian School Fulton, Illinois
Covenant Christian School Chula Vista, California
Covenant Christian School St. Louis, Missouri.
Covenant Christian School Wheat Ridge, Colorado
Creston-Mayfield Christian

School Grand Rapids, Michigan
Dawn Treader Christian 

School Paterson, New Jersey
Dearborn Christian School Dearborn, Michigan
Delavan Christian School Delavan, Wisconsin
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SCHOOLS INCLUDED IN THE SAMPLE POPULATION

DeMotte Christian School
Dutton Christian School
East Martin Christian School
Edgerton Christian School
Everett Christian School
Flint Christian School
Fremont Christian School
Grand Haven Christian 

School
Grosse Point Christian 

School
Hills Christian School
Holland Christian Middle 

School
Hull Christian School
Kanawha Christian School
Kelloggsville Christian 

School
Lake Worth Elementary 
Christian School

DeMotte, Indiana 
Caledonia, Michigan 
Martin, Michigan 
Edgerton, Minnesota 
Everett, Washington 
Flint, Michigan 
Fremont, Michigan

Grand Haven, Michigan

Grosse Point, Michigan 
Hills, Minnesota

Holland, Michigan 
Hull, Iowa 
Kanawha, Iowa

Grand Rapids, Michigan

Lake Worth, Florida
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SCHOOLS INCLUDED IN THE SAMPLE POPULATION

Lament Christian School Coopersvilie, Michigan
Lansing Christian School Lansing, Illinois
Maplewood Christian School Holland, Michigan
Midland Park Christian 

School Midland Park, New Jersey
Millbrook Christian School Grand Rapids, Michigan
Monroe Christian School Monroe, Washington
Naples Christian Academy Naples, Florida
Netherland Reformed 

Christian School Wyckoff, New Jersey
New Era Christian School New Era, Michigan
New Holland Christian 

School New Holland, South Dakota
Newton Christian School Newton, Iowa
Oak Harbor Christian School Oak Harbor, Washington
Ontario Christian School Ontario, California
Orange City Christian School Orange City, Iowa .
Pella Christian School Pella, Iowa
Plymouth Christian School Grand Rapids, Michigan
Randolph Christian School Randolph, Wisconsin
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SCHOOLS INCLUDED IN THE SAMPLE POPULATION

Ripon Christian School Ripon, California
Rochester Christian School Rochester, New York
Rock Valley Christian 
School Rock Valley, Iowa

Rose Park Christian School Holland, Michigan
Roseland Christian School Chicago, Illinois
St. Timothy's Parish Day 
School Catonsville, Maryland

San Jose Christian School San Jose, California
Sanborn Christian School Sanborn, Iowa
Seminole Presbyterian 
Christian School Tampa, Florida

South Side Christian School Holland, Michigan
Sully Christian School Sully, Iowa
Terra Ceia Christian 

School Pantego, North Carolina
Timothy Elementary Christian

School Elmhurst, Illinois
Trinity Christian School Pittsburgh, Pennsylvania
Volga Christian School Volga, South Dakota
Watson Groen Christian 

School Seattle, Washington



SCHOOLS INCLUDED IN THE SAMPLE POPULATION
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Waupun Christian School Waupun, Wisconsin
West Orlando Christian 

School Orlando, Florida
West Sayville Christian 

School West Sayville, New York
West Side Christian School Chicago, Illinois
Wyckoff Christian School Wyckoff, New Jersey •
Zuni Christian School Zuni., New Mexico
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I ) 865 Twenty-eighth Street, S.E., Grand Rapids. Ml, 49508  6 1 6 /  245-8618

GhiTBStmM S d l m o A
fatematiosig)!

6 1 6 /2 4 5 -8 6 1 8

Dear

The Christian Schools International (formerly the National 
U n ion of Christian Schools)- has encouraged me to conduct 
research on the present status of instruction in speech 
communication (oral language arts) activities in the 
Christian elementary schools. This research w ill n e 
cessitate a questionnaire to be completed by both the 
principal and the teachers of each school to be surveyed. 
Your school has been randomly selected for this research. 
Will you be willing to participate in this research and 
will you encourage your teachers to participate, in this 
research also? Your p a r ticipation will be important to 
me and the Christian Schools International which'' is 
presently developing a new language arts program. All 
you will be asked to do is to distribute the questionnaires 
to the teachers when they arrive and to complete a 
•questionnaire yourself.

■ Will you please indicate your commitment on the enclosure? 
If you desire to p a r t i c i p a t e , please verify the list of 
teachers also. If the list is incorrect, please change 
it. You can return the Commitment Form in the enclosed 
envelope. Thank you for .your time and consideration.

Yours in Christ,

Daryl Vander Kooi

Foimcrly Notional Union of Chr^tivn Suhnols
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865 Twenty-eighth Street, S.E., Grand Rapids, Ml 49508 616 / 245-8618

CODE NO.

COMMITMENT .FORM

Please complete the following and return in the e n c l o s e d . 
e n v e l o p e .

SCHOOL NAME:

f~7 Yes, we will participate in your research b y  completing 
a questionnaire.

/~7 No, we will not participate in your research.

/~7 The following list of teachers' names, is correct for 
■ grades K - 8 .

f~7 The following list of teachers' names is incorrect 
for grades K - 8 . The corrections appear below.

Signature_____________________________________ ‘____

return to:
Mr. Daryl Vander Kooi 
Dept, of Secondary E d u cation and 

Foundations
MONTANA STATE UNIVERSITY 
Bozeman, Mon t a n a  5971?

1 ,r.T*cr y1 N a l i o r a l  U n io n  o\ C n n b i i .- i i  S * h o u > v
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SPEECH COM M UNICATION/ 

ORAL LANGUAGE ARTS SURVEY

Many Christian elementary school teachers, of 'various subjects or 
content areas teach units or small sections of speech communication. 
Whether you teach language arts or science or any other content 
area, please read the directions and complete this form. This 
questionnaire is designed for you to indicate the amount of time 
-per w eek you spend on classroom instruction in (not utilization of) 
speech communication, oral language arts, and oral English activities 
and to indicate the amount of time p e r  week you consider to be the 
ideal amount of time in the instruction of the same a c t i v i t i e s . It 
is important that you respond to each activity sa thoughtfully and 
accurately as p o s s i b l e .

Please circle the appropriate numbers below. If you e r a s e , please 
be sure that the correct answer is clearly distinguishable.

A. . Your role is: I. Teacher 2. Principal. 3• Both

B. The grades you presently teach are: (Circle all that apply.)
K  I 2 3 4 5 6 7  8 :9

C . The number of .years you have been teaching: (Include this year.)
I 2 3 4 5 6 7 8 9or more

D. The number of years you have attended college:
I 2 3 4 5 6 ' 7or more

E . The number of college courses you have had in speech, communica
tion, oral language arts, and/or oral English: . (Count only 
complete c o u r s e s .)
0 I 2 3 4 5 6 7 8or more
Please circle the "yes", if you presently teach the content area,

G •

and circle "no", if you are not teacl
I . Art no yes
2. Bible no yes
3 . Language arts

and grammar ‘ no yes
4. Listening no yes
5 . Mathematics no ' yes
6 . Music • no yes
7. Reading no yes
8 . Penmanship no yes
9- Physical education

and health no yes
10. Science no yes
11. Social studies

and history ' no yes
12. Speech no yes
13. Spelling •no yes
'14. Writing/Composition
F rom the above list of content areas
area for w h ich you h a v e  been most trained or prepared.

H. Do you teach in a self-contained classroom? no yes

(over please)
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Part II

Please indicate below your average amount of time per week for 
instruction in speech communication/oral language arts. While 
some activities appear to represent the junior high or secondary 
level, you may be teaching concepts at the primary level which will 
be a pre-requisite of that activity. The actual time is the time 
you have spent on instruction of this activity during this school 
year (1978-1979) while the ideal time represents the amount of time 
you believe would be best within your teaching assignment. Please 
circle two numbers (one actual, one ideal) for each activity. If 
no time was spent on instruction in an activity, or if you believe 
that the activity does not apply to your instruction, then circle 
number I for actual time and/or ideal time.

ACTUAL
INSTRUCTIONAL 
TIME PER WEEK

IDEAL
INSTRUCTIONAL 
TIME PER WEEK

I ©  3 4 5 6 (sample)
ACTIVITIES
Pantomime

VOICE

* o %

I 2'3 '© 5 6

1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6

1. Pronunciation and articulation
of sounds

2. Speaking with correct volume
3 . Variety in expression (r h y t h m ,

tone, pitch)

GROUP DISCUSSION

1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6
1 2 3 4 5 6

4. Classroom discussion
5. Working with others
6 . Solving problems in groups
7. Group reports or presentations

before the class
8 . Discussions before the class

1 2 3 4 5 6  
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6
1 2 3 4 5 6

LISTENING

1 2 3 4  5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6

9 . Auditory discrimination and 
auditory memorization

10. Identifying and interpreting
aural cues

11. Listening to and following
directions

12. Listening for pleasure
13■ Understanding conversation 
14. Evaluating one's own speech and 

the speeches of others 
15• Evaluating radio and TV programs

1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6

(next page please)
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INSTRUCTIONAL
TIME PER WEEK
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IDEAL
INSTRUCTIONAL 
TIME PER WEEK

CODE NO.- 2-

\,o ~ ^^ ACTIVITIES
TELEPHONE

12 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 1 2 3 4 5 6

16. Receiving calls
17. Making emergency calls
18. Making personal calls 
19• Manners, courtesy

4

I

1 2 3 4 5 6 12 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

PUBLIC SPEAKING

1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

12 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6

20 .

21.
22 .
23.

24.

11:

Story-telling (actual and imagina- I 
tive stories)

Relating personal experiences I
Show-and-tell I
Giving invitations and I

announcements
Reporting on class, committee or I

personal projects
Giving instructions and directions I
Informative and persuasive I

speaking

2 3 4 5 6
2 3 4 5 6
2 3 4 5 62 3 4 5 6
2 3 4 5 6
2 3 4 5 62 3 4 5 6

INTERPRETATION

1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

27. Oral reading of poetry, prose,
or drama

28. Oral reading of the Bible
2 9 . Choral or group reading
30. Analyzing literature

SOCIAL AMENITIES

1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 1 2 3 4 5 6

31. M a n n e r s , courtesy
32. Introducing o n e ’s self to others
3 3 . Introducing others
34. Developing and maintaining

conversation

1 2 3 4 5 6 1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

NONVERBAL

35.

36.
37.
38.

Understanding facial and body I 
expressions

Pantomiming I 
Charades and interpretive movement I 
Gesturing and finger plays I

2 3 4 5 6
2 3 4 5 6 2 3 4 5 6 2 3 4 5 6

(over please)
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ACTUAL
INSTRUCTIONAL

IDEAL
INSTRUCTIONAL

TIME PER W EEK TIME PER WEEK

i i i /'/ /

X0
ACTIVITIES
DRAMATICS

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 1 2 3 4 5 6

39• Games and skits
40. Puppetry
41. Role playing
42. Stage drama

'iS, lZ o >
N  \  \  I I »

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

DEBATE

I 2 3 4 -5 6 
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6

43.
44.

45.
46.
47.

Developing logical statements I
Analyzing others' statements or I

positions
Defending a position; developing I

counter-arguments
Using evidence I
Classroom or group informal debate I

2 3 4 5 62 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6

PARLIAMENTARY PROCEDURE

48. Voting in class or group
4 9 . Election of officers for c l a s s ,

g r o u p ,or organization
50. Making motions
51. Conducting a meeting, how to-
52. Developing knowledge of order of

business
53• Duties of officers

1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6
1 2 3 4 5 6

Please check the questionnaire to insure that you have circled both 
the actual and ideal time for each activity.

cThank ydu
I I Yes, I would appreciate a copy of the results of this research.

return to Daryl Vender Kooi

Dept, of Secondary Education and Foundations 
MONTANA STATE UNIVERSITY 
BOZEMAN, MONTANA 59717
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CODE N O . '

SPEECH COMMUNICATION/ 
ORAL LANGUAGE ARTS SURVEY

Many Christian elementary school teachers of various subjects or 
content areas teach units or small sections of speech communication. 
Whether you teach language arts or science or any other content 
area, please read the directions and complete this form. This 
questionnaire is designed for you to indicate the amount of time 
•per week you spend on classroom instruction in (not utilization of) • 
speech communication', oral language arts, and oral English activities 
and to indicate the amount of time per week you consider to be the 
ideal amount of time in the instruction of the same activities. It 
is important that you respond to each activity sa thoughtfully and 
accurately as possible.

Please circle the appropriate numbers below. If you erase, please 
be sure that the correct answer is clearly distinguishable.

A. Your role is: I. Teacher 2. Principal 3• Both

B. The grades you presently teach are: (Circle all that apply.)
K  l 2 3 4 3 6 7 8 9

C. The number of years you have been teaching:. (Include this year.)
I 2 3 4 5 ■ 6 7 8 9or more

D. The number of years you have attended college: 
1 2 3 4 5 6  7or more

E. The number .of college courses you have had in speech, communica
tion, oral language arts, and/or oral English: (Count only
complete courses.)
0 I 2 3 4 5 6 7 8or more

F. Please circle the "yes", if you presently teach the content area,
and circle "no", if you are not teacl
I . Aft no yes
2. Bible
3 . Language arts •

no yes

and grammar ■ no yes
4. Listening' no yes
5 •• Mathematics no yes
6 . Music no yes
7. Reading . no yes
8 . Penmanship
9. ' Physical education

no yes

and health no yes
10. Science no yes
11. Social studies

and history no yes
12. Speech no yes
13. Spelling
14. Writing/Composition

no yes

From the above list of 1content ;areas. please write below the 
area for which you have been most trained or prepared.________

H.' D o you teach in a self-contained classroom? no yes
(over please)
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Part II

Dear Principal-
As the administrator, please indicate below your estimate of 

the average amount of time for all self-contained classroom teachers 
(K-5) based upon your knowledge of their actual instructional time 
in speech c ommunication/oral language arts activities. Also i n 
dicate what you believe to be the average amount of time the 
t e a c h e r (s) of K-5 should (ideal t i m e ) spend on the same activity. 
Please circle the appropriate numbers for each activity. If no 
time was spent on instruction in an activity, or if you believe 
that the activity should not receive instruction, then circle 
number I for the actual and/or ideal.

iI

I
II

IIII
I

I
I
I
III
I

ACTUAL
INSTRUCTIONAL 
TIME PER WEEK

IDEAL
INSTRUCTIONAL 
TIME PER WEEK

i i / / /© 3 4 5 6
ACTIVITIES 

(sample) Pantomime

VOICE

' ' ' I I .

2 3 4 5 6
2 3 4 5 6 2 3 4 5 6

1 . Pronunciation and articulation
of sounds

2. Speaking with correct volume
3. Variety in expression (r h y t h m ,

tone, pitch)

1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6

GROUP DISCUSSION

2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6

2 3 4 5 6

4. Classroom discussion
5. Working with others
6. Solving problems in groups
?. Group reports or presentations 

before the class 
8. Discussions before the class

1 2 3 4 5 6 1 2 3 4 5 6 1 2 3 4 5 6 
1 2 3 4 5 6
1 2 3 4 5 6

LISTENING

2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 62 3 4 5 62 3 4 5 6
2 3 4 5 6

9 . Auditory discrimination and 
auditory memorization

10. Identifying and interpreting
aural cues

11. Listening to and following
directions

12. Listening for pleasure
13• Understanding conversation
14. Evaluating one's own speech and

the speeches of others
15. Evaluating radio and TV programs

1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6
1 2 3 4 5 6

(next page please)
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TIME PER W EEK
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IDEAL
INSTRUCTIONAL 
TIME PER WEEK

CODE NO.

I 2 3 4 5 6 16. Receiving calls I 2 3 4 5 6
I 2 3 4 5 6 17. Making emergency calls I 2 3 4 5 6
I 2 3 4 5 6 18. Making personal calls I 2 3 4 5 6
I 2 3 4 5 6 19. Manners, courtesy I 2 3 4 5 6

PUBLIC SPEAKING
I 2 3 4 5 6 20. Story-telling (actual and imagina I 2 3 4 5 6

tive stories)
I 2 3 4 5 6 21. Relating personal experiences I 2 3 4 5 6
I 2 3 4 5 6 22. Show-and-tell I 2 3 4 5 6
I 2 3 4 5 6 23. Giving invitations and I 2 3 4 5 6

announcements
I 2 3 4 5 6 24. Reporting on class, committee or I 2 3 4 5 6

personal projects
I 2 3 4 5 6 25. Giving instructions and directions I 2 3 4 5 6
I 2 3 4 5 6 26. Informative and persuasive I 2 3 4 5 6

speaking
INTERPRETATION

I 2 3 4 5 6 27. Oral reading of poetry, prose, I 2 3 4 5 6
or drama 6I 2 3 4 5 6 28. Oral reading of the Bible I 2 3 4 5

I 2 3 4 5 6 29. Choral or group reading I 2 3 4 5 6
I 2 3 4 5 6 30. Analyzing literature I 2 3 4 5 6

SOCIAL AMENITIES
I 2 3 4 5 6 31. Manners, courtesy I 2 3 4 5 6
I 2 3 4 5 6 32. Introducing one's self to others I 2 3 4 5 6
I 2 3 4 5 6 33. Introducing others I 2 3 4 5 6
I 2 3 4 5 6 34. Developing and maintaining I 2 3 4 5 6

conversation
NONVERBAL

I 2 3 4 5 6 35. Understanding facial and body I 2 3 4 5 6
expressions

I 2 3 4 5 6 36. Pantomiming I 2 3 4 5 6
I 2 3 4 5 6 37. Charades and interpretive movement I 2 3 4 5 6
I 2 3 4 5 6 38. Gesturing and finger plays I 2 3 4 5 6

(over please)



ACTUAL
INSTRUCTIONAL
TIME PER WEEK
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IDEAL

INSTRUCTIONAL 
TIME PER WEEK

i l l / / /
ACTIVITIES
DRAMATICS

I 2 3 zJ- 5 6 1 2 3 4 5 6 
1 2 3 4 5 6 1 2 3 4 5 6

39. Games and skits
40. Puppetry
41. Role playing
42. Stage drama

X
jo yf

N  \  \  I I »

1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

DEBATE

12 3 4 5 61 2 3 4 5 6
1 2 3 4 5 6
12 3 4 5 6
1 2 3 4 5 6

43. Developing logical statements I
44. Analyzing others' statements or I

positions
4 5 . Defending a position; developing I

counter-arguments
46. Using evidence I
4?. Classroom or group informal debate I

2 3 4 5 62 3 4 5 6
2 3 4 5 6
2 3 4 5 62 3 4 5 6

PARLIAMENTARY PROCEDURE

1 2 3 4 5 6 1 2 3 4 5 6
1 2 3 4 5 6 
1 2 3 4  5 6 
1 2 3 4 5 6

1 2 3 4 5 6

48. Voting in class or group
4 9 . E lection of officers for class,

g r o u p ,or organization
50. Making motions
51. Conducting a meeting, how to-
52. Developing knowledge of order of

business
5 3 . Duties of officers

1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4  5 6 
1 2 3 4 5 6 
1 2 3 4 5 6

1 2 3 4 5 6

Please check the questionnaire to insure that you have circled both 
the actual and ideal time for each activity.

cThank ydu
I— I Yes, I would appreciate a copy of the results of this research.

return to Daryl Vender Kooi

Dept, of Secondary Education and Foundations 
MONTANA STATE UNIVERSITY 
BOZEMAN, MONTANA 59717
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865 Twenty-eighth Street, S.E., Grand Rapids, Ml 49508 616/ 245-8618

Dear

The Christian Schools International (formerly the National 
Union of Christian Schools) has produced some curriculum 
materials for elementary language arts in the past and they, 
are p r e sently designing n e w  materials. The CSI has also 
encouraged me to .do some research regarding speech communi
cation/oral language arts in the member schools. Many 
Ch r i s t i a n  school teachers do teach various units or parts 
of units in communication while teaching other content areas 
such as science, art, etc. Whether you teach language arts 
or another content area, w o u l d  you please complete the 
attached questionnaire and base y our responses upon your 
teaching in the current school year and upon your own lesson 
plans and p l a n  records. Please be as accurate as you can 
and remember the two separate categories of response: Actual 
Instructional Time (the actual time you have spent on i n 
struction in each speech communication activity) and Ideal 
Instructional Time (the estimated amount of time you b e 
lieve should be spent in i nstruction of that activity.)

The questionnaire should take only about 30 minutes of 
y our time to complete and mail. W h e n  you have completed 
the questionnaire, please return it in the enclosed en
velope. Your promptness w ill be highly appreciated.

E ach form is coded to permit followrup, if necessary. Your 
responses will remain strictly confidential and only summary 
statistics will be reported. As you know the a ccuracy of . 
any survey increases as the rate of response increases, 
therefore your cooperation is highly appreciated.

Thank you for your time and consideration.

Yours in Christ,

Daryl Vander Kooi



Cumculum Department 
National Union 
of Christian Schools 
865 28th St., S.E.
Grand Rapids, Ml 49508 
Ph, (616) 245-8618

personalizing 
growth in Christ

PROFESSIONAL STAFF 
Administrator:

Henry J. Triezenberg, Rh D 
Editor:'

Sandy V ender Zicht M A  * 
PROFESSIONAL CONSULTANTS 
Bible:

Arnold Snoeyink. M A 
Social Studies,

G ordon Oosferm an, M A 1 
L an g u ag e  Arts:.

Sheri Haan. MA- (K-6)
Henry Baron, PhD. (7-12) 

Science:
Henry J. Triezenberg. PhD. 

Physical E ducation "
Marvin Z u id em a  RED.

Art
Helen Bonzelaar, M A.

Music:
D ale Topp. PhD.

Policy.
William Hendricks, M Ed. 
Kathryn H oitenga  BA 
D onald O ppew al, PhD. 
M ichael T. Ruiter, PhD.
PaulR. Witte, MA.
Nicholas Wolferstorft PhD. ..

Dear Colleague
This letter is to communicate our support of Daryl Varrder Kooi1 s study of the practice and 
goal for speech communication instructional time in Christian Schools. Daryl is on leave 
from his position at Dordt College, has worked extensively in Christian education, and is 
conducting the study as part of his doctoral program at Montana State University in Bozeman.
In his study, Daryl is comparing the active time with the ideal time spent on speech com
munication at various levels of Christian education. He is sampling only a percentage of 
our member schools; hence it is vital to the study for him to receive almost all the returns. 
Assuming that he receives close to the 860 returns projected, his study will provide meaning
ful data for the improvement of speech communication curriculum in Christian schools.

\ -Christian Schools International is interested mainly because DaryTs study would help children 
in its member Christian schools. .Most communications by children are oral; in fact, adult 
communications are mainly oral too. Speech plays a big part in an active Christian life. As 

: a .community, we must carefully assess the amount of speech communication education we are 
doing and match it with the amount we believe to be ideal. Then we'll learn whether we need 
curriculum materials to help bring about.a closer match. You can see how Daryl's study can . •

■ help all of ns who want to help children grow in their ability to serve God through speech 
communications.
We're grateful to God that Daryl has accepted this challenge; we pledge him our support; 
and pray that you will join the effort. Assuming that you will, we'll be happy to send you 
a copy of the final report. "

■ In ĉ st - Q T r  / ■
Henry J. Ttriezenberg, PnDV 
Curriculum Administrator 
Christian Schools International

. (formerly National Union of Christian Schools) '
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APPENDIX G
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TABLE H O
LEAST SQUARE MEANS AND ANALYSIS OF VARIANCE RESULTS AMONG 
3 SCHOOL SIZES AND 11 SUBTESTS (ACTUAL INSTRUCTIONAL TIME)

Sub
tests I 2 3 4 5 6 7 8 9 10 11 Total

Size
1 25.65 28.69 23.69 14.89 21.21 22.71 16.84 16.31 18.39 15.12 12.38 19.63
2 24.37 27.08 22.34 13.44 18.69 22.21 16.26 14.23 16.34 15.24 11.86 18,37
3 22.47 27.11 21.64 12.79 18.95 21. 38 15.37 13.67 15.96 14.50 11.78 17.78

TO-"
TAL 24.16 27.63 22.56 13.71 19.62 22.10 16.16 14.73 16.90 14.95 12.01

Mean Squares df
calculated critical significant
F value F value (.05) at .05

Size 1108.55 Z/«*
Sub-test 9040.55 10/
Size/Sub-test 33.44 20/«<

18.76
153.05

.56
3.00
1.83
1.57

*
*
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TABLE 111
IN ANALYSIS OF VARIANCE OF SIZE VS. SUBTESTS

DUNCAN TEST OF SIGNIFICANCE OF SUBTESTS (ACTUAL INSTRUCTIONAL TIME) 
DIFFERENCES - RANKED FROM HIGHEST TO LOWEST

SUBTEST TITLE SUBTEST NO. MEANS 2 1 3 6 5 9 7 10 8 4 11

GROUP
DISCUSSION ■ 2 27.63 —

VOICE ■ I 24.17 * -
LISTENING 3 22.57 * * -
INTERPRETATION 6 22.11 * * NS -
PUBLIC SPEAKING 5 19.62 * * * * -
DRAMATICS 9 16.90 * * * * . * -
SOCIAL AMENITIES 7 16.16 * * * * * NS
DEBATE 10 14.96 * * * * * * * -
NONVERBAL 8 .14.74 * * * * * * * NS
TELEPHONE • 4 13.71 * * * * * * * *
PARLIAMENTARY

PROCEDURE 11 12.01 * * * * . * * * *

* = significant beyond the .05 level
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TABLE 112
DUNCAN TEST OF SIGNIFICANCE OF SCHOOL SIZE DIFFERENCES 

IN ANALYSIS OF VARIANCE OF SIZE VS. SUBTESTS
. (Actual instructional tim e) —  ranked.

FROM HIGHEST TO LOWEST

SCHOOL SIZE SIZE NUMBER MEANS I 2 3

I - 100 '.' I 19.63 —
101 - 250 2 . 18.38 * -
251 + 3 17.79 * *

* = significant above the .05 level
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TABLE 113
LEAST SQUARE MEANS AND ANALYSIS OF VARIANCE RESULTS AMONG 3 SCHOOLSIZES VS. 11 SUBTESTS (IDEAL INSTRUCTIONAL TIME)

Sub
tests I 2 3 4 5 6 7 8 9 10 11 Totals

Size .
1 30.52 34.23 14.38 18.53 24.46 26.61 21.49 21.39 23.41 20.50 15.35 22.81
2 27.97 31,43 12.76 15.81 21.39 25.40 18.94 17.93 19.08 19.17 13.73 20.33
3 24.86 31.19 12.47 16.04 21.35 23.86 18.84 17.40 19.69 17.43 13.54 19.70

TOTAL 27.78 32.28 13.20 16.79 22.40 25.29 19.75 18.91 20.73 19.03 14.21

df calculated critical significant atMean Squares F value F value (.05) .05
Size 3080.11 2/c< 36.52 3.00 *
Subtest 12060.82 10/c* 143.00 1.83 *
Size/Subtest 78.99 10/=* .93 1.57
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TABLE 114
DUNCAN TEST OF SIGNIFICANCE OF SUBTEST (IDEAL INSTRUCTIONAL TIME) DIF

FERENCES IN ANALYSIS OF VARIANCE OF SIZE VS. SUBTESTS 
RANKED FROM HIGHEST TO LOWEST

SUBTEST TITLE SUBTEST NO. MEANS. 2 1 6 5 9 7 10 8 4 . 11 3

GROUP DISCUSSION 2 32.29 -
VOICE . I 27.79 * -
INTERPRETATION 6 25.30 * * ■■
PUBLIC SPEAKING 5 22.41 * * * -
DRAMATICS 9 20.73 * * * * -
SOCIAL AMENITIES 7 19.76 * * * * NS
DEBATE 10 19.04 * * * * NS NS -

NONVERBAL 8 18.91 * * * * * NS NS-
TELEPHONE • 4 16.80 * * * * . * NS NS * -
PARLIAMENTARY 
. PROCEDURE 11 14.21 * * * * ,* * * * NS -

LISTENING 3 13.21 * , * * * * * * * ■ NS * -

* = significant beyond .05 level
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TABLE 115
DUNCAN TEST OF SIGNIFICANCE OF SCHOOL SIZE DIFFERENCES IN ANALYSIS OF

VARIANCE OF SIZE VS. SUBTESTS (IDEAL INSTRUCTIONAL TIME)
RANKED FROM HIGHEST TO LOWEST

SCHOOL SIZE SIZE NO. MEANS I 2 3

I - 100 I 22.81 -
101 - 250 2 20.33 * -
251 + 3 19.70 * *

* = significant above .05 level
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TABLE 116
LEAST. SQUARE MEANS AND ANALYSIS OF VARIANCE RESULTS AMONG 9 SCHOOLDISTRICTS VS. 11 SUBTESTS (ACTUAL INSTRUCTIONAL TIME)

SUBTESTS I 2 3 . 4 5 6 7 8 9 .10. .11 .. Total
District1

2 .3 4 
5'
67
8

• 9
Totals 23.60

Interaction was not computed due to 
large number of cells and to the 
extreme variations in N's in 

districts.

27.47 22.27 13.41 19.34 21.94 15.97 14.34. 16.55 14.93 12.02

16.72 
17.96 19.02 
19.17 16.89 19.13 
18.47 
19.70 
18.09

Mean Squares
8/

10/

calculated 
F value

10.11202.94

critical F value
1.94
1.83

significant at .05
District
Subtests

592.5111887.05
*
*



TABLE 117
DUNCAN TEST OF SIGNIFICANCE OF SUBTEST DIFFERENCES IN ANALYSIS OF VARIANCE OFDISTRICTS VS.. . SUBTESTS (ACTUAL INSTRUCTIONAL TIME)RANKED FROM HIGHEST TO LOWEST

SUBTEST TITLE SUBTEST NO. MEANS 2 I 3 6 5 7 COOH 4 Il
GROUP DISCUS-SION 2 27.47 -

VOICE I 23.60 * -
LISTENING 3 22.27 * * -
INTERPRETATION 6 21.94 * * NS -

PUBLIC. SPEAKING 5 19.34 * * A A -
DRAMATICS 9 16.55 * * •A A NS -

SOCIALAMENITIES 7 15.97 * * A A A A -

DEBATE 10 14.93 * * A A A A NS -

NONVERBAL 8 14.34 * * A A A A A NS
TELEPHONE 4 13.41 * A A A A A A A

PARLIAMENTARY
PROCEDURE 11 12.02 * A A A A A A A

* = significant beyond .05 level
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TABLE 118
DUNCAN TEST OF SIGNIFICANCE OF DISTRICT DIFFERENCES IN ANALYSIS OF 
. VARIANCE OF DISTRICTS VS. SUBTESTS (ACTUAL INSTRUCTIONAL TIME)RANKED FROM HIGHEST TO LOWEST

DISTRICT NO. MEANS 8 4 6 3 7 9 .2 5 I

8 19.70 -
4 19.17 NS -
6 19.13 NS NS -
3 19.02 NS NS NS -
7 18.47 * NS NS NS -
9 18.09 * * * * NS -
2 17.96 * * * * NS NS -
5 16.89 * * * * * A A

I 16.72 * * * * * * A

* = significant beyond .05 level
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TABLE 119
LEAST SQUARE MEANS AND ANALYSIS OF VARIANCE RESULTS AMONG 9 SCHOOLDISTRICTS VS. 11 SUBTESTS (IDEAL INSTRUCTIONAL TIME)

SUB
TESTS I 2 3 4 5 6 7 8 9 10 11 Totals
District

1
234
5
67
8 
9

Interaction was not completed due to large 
number of cells and to the extreme 

variations in N's in districts.

19.49 
19.6121.6519.66 
18.6921.49 21.26 
22.21 
19.10

TOTALS 26.58 31.72 12.85 16.36 21.84 24.72 19.27 18.16 20.09 18.39 13.88

Mean Squares calculated df F value
8 / - x 10.451 0 / 1 8 3 . 4 8

critical 
F value Significant at . 05

District 
Subtests

880.79 - 15458.15
1.94
1.83

*
*
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TABLE 120
DUNCAN TEST OF SIGNIFICANCE OF SUBTEST DIFFERENCES IN ANALYSIS OF VARIANCE OF

DISTRICTS VS. SUBTESTS (IDEAL INSTRUCTIONAL TIME)RANKED FROM HIGHEST TO LOWEST

SUBTEST TITLE SUBTEST NO.. MEANS 2 I 6 5 . :9 . I . 10. .8. . 4 . 11 3
GROUP DIS-CUSSION ' 2 31.72 -
VOICE I 26.58 * -
Interpretation 6 24.72 * * -
PUBLICSPEAKING 5 . 21.84 * * * -
DRAMATICS 9 20.09 * * * NS -
SOCIAL
AMENITIES 7 19.27 * * * NS NS -

DEBATE 10 18.39 * • * * * NS NS -

NONVERBAL 8 18.16 * * * * NS 'NS * -

TELEPHONE 4 16.36 * * * * * * * * -
PARLIAMENTARYPROCEDURE 11 13.88 * * * * * * * * NS -
LISTENING 3 12.85 * * * * * * * * NS *

* = significant beyorid .05 level
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TABLE 121
DUNCAN TEST OF SIGNIFICANCE OF SCHOOL DISTRICT DIFFERENCES IN ANALYSIS OF

VARIANCE.OF DISTRICTS VS. SUBTESTS (IDEAL INSTRUCTIONAL TIME)RANKED. FROM HIGHEST TO LOWEST

DISTRICT NO. MEANS 8 3 6 7 4 2 I 9 . 5

8 22.21 —

3 21.65 NS -
6 21.49 NS NS -
7 21.26 NS NS NS -
4 19.66 * * * * -
2 19.61 * * * * NS -
I 19.49 * * * * NS A -

9 19.10 * * * * NS A *

5 18.69 * * * * NS A *

* = significant beyond .05 level
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Composite Tables of Chi.Square Values



T A B L E  122

2COMPOSITE OF X VALUES FOR 3 TESTS OF INDEPENDENCE: 
TEACHERS VS. ALL PRINCIPALS (P3 3), PRINCIPALS 

ONLY (P2), PRINCIPALS WHO ALSO TEACH (P3)

SUB-TEST ITEM ACTUAL (P2,3) IDEAL ACTUAL (P2) IDEAL .ACTUAL (P3) IDEAL

VOICE I 13.52* 9.42 9.20 4.85 9.17 6.90
2 3.22 3.13 1.57 5.27 1.29 3.89
3 4.06 1.89 4.47 6.96 4.11 .894 2.84 1.26 1.32 .27 3.19 1.45

GROUP 5 .37 6.25 2.27 3.25 1.94 5.64DISCUSSION 6 15.26* 3.04 26.34* 8.61 1.94 2.957 27.47* 12.69* 30.92* 12.53* 7.57 4.498 16.61* , 16.33* 14.50* 10.52* 16.30* 13.78*
9 4.96 3.48 4.08 1.11 4.11 3.80

LISTENING 10 7.10 4.37 3.98 1.94 2.76 3.53
11 4.88 6.37 1.53 .41 3.19 11.97*12 4.94 2.34 .47 .27 4.16 3.4413 6.0 3 6.94 . 7.48 6.47 4.28 6.4914 15.38* 15.30* 21.20* 16.41 5.68 4.5415 25.20* 12.80* 32.18* 14.28 6.44* 5.1016 14.45* 4.36 8.02* 1.29 7.71* 3.3617 21.95* 5.86 18.97* .57 8.45* 6.60*18 12.19* 4.74 12.90* 1.37 3.42 3.37
19 12.05* 2.71 5.79 3.03 15.64* 3.14
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TABLE 122

(continued)

SUB-TEST ITEM ACTUAL (P2 3) IDEAL ACTUAL (P2) IDEAL ACTUAL (P3) IDEAL

PUBLIC 20 6.42 2.71 7.51 4.41 5.54 .67
SPEAKING 21 1.53 .81 .43 1.73 3.03 .2722 8.35 7.55 5.49 4.50 6.19 9.3323 11.36* 7.23 9.73* 10.87* 3.43 .9724 23.48* 19.63* 5.76 9.65* 10.67* 10.53*25 22.12* 15.36* 9.22* 10.37* 16.49* 7.7026 17.90* 14.30* 10.91* 12.88* 11.65* 11.01*27 14.32* 13.42* 6.42* 8.12* 5.88 8.85*INTERPRE- . 28 17.49* 16.12* 8.72* 7.56 11.57* 11.76*TATION 29 . 1.35 3.73 1.26 2.56 7.45 4.1530 23.92* 24.07* 10.04* 13.16* 16.15* 15.86*31 1.28 3.31 2.01 2.54 .56 1.67SOCIAL 32 4.69 . 4.35 3.46 4.04 2.11 3.47
AMENITIES 33 3.28 5.73 5.94 2.56 .24 4.3234 2.92 1.90 4.58 . 4.77 1.42 3.7535 1.34 5.24 1.41 4.38 2.11 2.11NONVERBAL 36 5.78 1.87 12.29* .67 1.96 3.8337 9.44* 1.93 14.03* 3.65 .29 1.083.8 33.63* 5.97 25.45* 5.19 15.22* 2.81

39 1.87 7.08 2.54 1.29 .76 6.22
DRAMATICS 40 7.05* 5.00 11.52* 2.67 .72 8.68*41 12.93* 2.55 14.04* 2.52 5.73 2.9942 30.32* 10.95* 19.97* 6.06* 15.70* 5.90
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TABLE 122
(continued)

SUB-TEST ITEM ACTUAL (P„ IDEAL ACTUAL (P0) IDEAL ACTUAL (P.) IDEAL
Ct- J 3 £• j

DEBATE 4 3 7.72 10.06* 9.42* 12.30* 2.11 2.6744 11.60* 18.82* 12.12* 14.62* 4.19 . 7.3045. 6.81 15.03* 8.51* 13.75* 1.37 6.0046 14.31* 14.49* 11.83* 10.91* 3.18 6.72
■ 47 21.07* 20.00* 24.97* 18.20* 6.26* 7.1448 .47 4.05 .77 3.64 ,. 50 . 1.33PARLIAMENTARY 49 33.41* 37.13* 22.12* 30.11* 19.63* 17.43*PROCEDURE 50 28.48*. . 49.54* 20.82* 39.43* 15.45* 26.55*51 . 46.04* 43.67*■ 34.68* 33.83* 28.38* 20.46*52 34.47* 48.89* 22.00* 31.54* 22.50* 28.42*53 24.16* 38.07* 13.63* 25.87* 15.47* 20.15*

* = significance beyond .05 level
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