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ABSTRACT

Title of dissertation: Oral Communication Apprehension and Its
Relationship to Language Achievement and
Attitudes Toward the Language Arts
Ruth V. Thom, Dr. of Philosophy, 1982
Dissertation directed by: Dr. Jessie Roderick
Professor

Department of Early Childhood-Elementary
Education

This study examined the occurrence of oral communication apprehen-
sion (OCA) among 547 sixth grade students in two Maryland schools. The
focus was on the relationship between OCA and language achievement, as
well as attitudes towards the language arts including sex differences.

The Personal Report of Communication Fear Scale (McCroskey, 1977)

was administered to categorize the subjects into five OCA levels - Low,
Moderately Low, Moderate, Moderately High, and High. The scores gained

on the Iowa Test of Basic Skills - Language Subtest were used to assess

students' levels of language achievement, and their attitudes toward the

language arts were measured by their scores on the Attitudes Toward the

Language Arts Scale (Arlin-Hills)

Frequencies and percentages were computed for estimating differences
in the occurrence of oral communicatlon apprehension among the groups and
sexes while Chi-square analysis was used for testing significance of sex
differences. Two-way ANOVA and Scheff€ test for teating significance of

sex differences in language achievement and attitudes to the language




arts, as well as one-way ANOVA and intercorrelations of the scores of
the PRCF and the two other measures were done to assess relationships
between these variables.

The following were the findings:

1. The High OCA group consisted of 15 percent of the sample, the
Low 16 percent and the three combined Moderate OCA groups 69 percent.

2. Sex differences in the occurrence of OCA at each level were of
no statistical significance, but slightly more girls than boys were
highly apprehensive about oral communication.

3. The Low and Moderate OCA girls' groups scored significantly
higher in language achlevement than boys in these groups.

4. Sex differences in attitudes toward the language arts were not
significant.

5. There was a relationship between OCA and language achievement
indicated by a statistically significant difference among the five group
means and the high apprehensives scored below the sample mean, while the
low apprehensives scored above.

6. There was no relationship between OCA and attitudes towards the
lenguage arts as there was no statistically significant difference among

the five OCA group means for the attitude scale.
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CHAPTER I

INTRODUCTION

Communication is the sine qua non of human interaction.
Indeed, communication is synonymous with being human. Because the
process of interpersonal communication is such an integral part
of living and of interacting in soeial groups and appears so
natural and automatic, it is often taken for granted. Taylor, et al.
(1977) have put forward the view that "communication is the most
important human survival skill, because we need it to maintain contact
with the world. Interpersonal oral communication is the only way we
contact the world outside our 'skins' apart from non-verbal communica-
tfon"(p. 4). The process of communication is so important, and the
development of efficient communication skills and attitudes appear so
easy, that 1t is difficult to conceive of individuals who are apprehen-
sive or unwilling to communicate with others generally, as well as in
specific situations.

Communication between individuals in social systems is
essential. This is so not only for the welfare and advantage of the
particular social system or group, but for that of each individual within
it. Since the school is a soclal system in itself and is an Important

and essential component of the general social system, those who manage



schools at all levels should evince keen interest in the communication
potential of students and strive to develop an awareness of the needs
and problems they may have in becoming efficient communicators. In
spite of the fact that schools may be considered noisy places where the
ma jority of the students seem to want to chatter all the time, the
interpersonal oral communication needs of some children in the context
of the school may be taken for granted.

School curriculum planners may be remiss if they fail to take
cognizance of the importance of the oral communication process in plan-
ning the daily school experiences of children. The development of
efficient communication in speech should be regarded as desirable a
personal asset as that of writing and reading. Further, the responsi-
bility of both the curriculum planner and the educational practitiocner
in the social milieu of the school 1is to establish a communication
situation in which speech flourishes (May, 1967; Burns, 1972).  This
commmication situation is the context in which the participants in the
comnunication process interact. In such a school and classroom setting,
it should not be difficult for those who work with children to identify
those individuals who, for one reason or another, are apprehensive
about or unwilling to engage in communication encounters with others.
These are the students who are anxious about oral communication. Their
communication behavior and attitudes set them apart from those who are
not reluctant to communicate. These are the students who, for research
purposes, are classified as oral communication apprehensives because

they have a high level of oral communication apprehension (McCroskey, 1970).



The kind of environmental setting together with the kind of
educational personnel, be they administrators, planners or educational
practitioners, may serve to perpetuate or intensify oral communication
apprehension. Both setting and personnel may also serve to prevent the
occurrence of oral communication apprehension in the school communication
situation. MecCroskey and Wheeless (1976) have suggested that"communica-
tion apprehension may develop from early childhood by the process of
reinforcement of one kind or another (p. 88). If this is so, the
elementary years may serve to be the spawning ground for oral communica-
tion apprehension. It seems to be the responsibility of both home and
school to become aware of the existence of this handicapping condition,
of its magnitude in the particular context in which it is studied, and
of its possible relationship to other variables such as language achieve-

ment and attitudes.

Overview of The Problem

Human communication research has provided empirical evidence
on the problem of oral commumnication apprehension and its impact on
human behavior in group settings. Since the 1940's, research done on
stage fright in public speaking situations focused attention on the
existence of fear or anxiety about communicating (Lomas, 1934, 1937;
Gilkinson, 1940). Studies done during the past decade have indicated
that fear or apprehension about communication in a variety of contexts
other than that which occurs in public speaking situations is a

widespread phenomenon (McCroskey, 1970, 1975, 1976, 1977; Phillips,



1968 and 1977; Freimuth, 1976; Daly, 1977; Hurt, Scott and McCroskey,
1978; and McDowell and McDowell, 1978; and Hurt and Preiss, 1978). Such
contexts include speaking in home, school, and community settings.

Estimates of the extent of the problem of oral communication
apprehension for people of all ages in the population indicate that a
sizeable number. of individuals are reluctant to engage in communicatiosn
encounters with others because of anxiety about or fear of communjcat-
ing. A nationwide survey undertaken by a national survey research
organization, (Bruskin Associates,1979) revealed that from 38 to 40
percent of the population surveyed were individuals who were severely
affected by the 'fear of communicating' syndrome (p.2).

Apprehension that affects oral perforrance and causes an
individual to avoid or withdraw from communication encounters with others
has become known as oral communication apprehension (McCroskey, 1970).
This type of apprehension, i.e. anxiety related to speaking, has been the
most widely researched communication apprehension construct, but receiver
apprehension (Wheeless, 1975) and writing apprehension (Daly, 1975)
exist as well. By and large, the syndrome inhibits the development of
meaningful communication encounters with others and replaces approach
behavior with avoidance or withdrawal behavior. It deprives the individ-
ual of the opportunity to learn efficient, necessary and enjoyable
communication transactions and interactions with others. (McCroskey,
1970, 1975, 1976; Burgoon, 1976; Daly, 1976, 1977; Phillips, 1968; Hurt
et al. 1976 and 1978). Garrison and Garrisan (1979) have put forward

the view that the fear of communication and the willingness to



participate may have "negative and far-reaching consequences in every
aspect of an individual's 1life" (p. 1). This view has been sub-
stantiated by the communicatlion researchers already mentioned.

A communication handicap of the nature of oral communication
apprehension may be disadvantageous for the ¢hildren who are apprehen-
sive about communicating. The individual who shows a high degree of
communication apprehension may find the experience of speaking so
traumatic that participating in it may be considered more punishing
than rewarding. As a consequence he or she may avoid or withdraw from
subsequent experiences and thus hamper his or her progress and as a
result 1imit opportunities for learning.

The findings of a variety of recent research have led to the
conclusion that oral communication apprehension is a pervasive anxiety
trait that may have deleterious effects on the person so affected.

Such effects can be seen on the individual's actions, reactions and
interactions in communication situations, and even in non-communication
ones (Phillips, 1968; McCroskey, 1970, 1975, 1976; Porter, 1974;
Burgoon, 1976; Freimuth, 1976; and Garrison and Brown, 1979). Manifesta-
tion of fear or anxiety about communication is a handicapping condition.
McCroskey (1976) declared that oral communication apprehension is a
handicap in interpersonal commmnication. He suggested that the con-
dition is serious enough to be included in the HEW 1list of handicap-
ping conditions. He also pointed out the lack of attention that has
been paid to its existence in pedagogieal circles end even by some

communication professionals.



Some studies made during the past decade have revealed that
communication apprehension behavior may impede the socialization pro-
cess (Garrison, 1979), may produce individuals who disclose less than
others, and therefore are reluctant to answer oral questions or give
information (Hamilton, 1972); may inhibit learning and bring about poor
achievement in the classroom (Scott and Wheeless, 1975; McCroskey and
Daly, 1976; McCroskey and Andersen, 1976; Smythe and Powers, 1978);
may bring about lowered self esteem (McCroskey, Daly and Falcione,
1977); and may even produce feelings of anomie and alieniation (Heston
and Andersen, 1972). Further, oral communication apprehension may
serve as a barrier to block communication between apprehensive .students
and their teachers who may perceive them in a negative light because
of it (McCroskey and Daly, 1976). Peers also tend to have negative
perceptions of the high apprehensive, rating them as less attractive,
less credible and less desirable than those who have no oral communication
apprehension problems (McCroskey and Richmond, 1976).

Finally, one critical aspect which cannot be ignored is the
kind of school or classroom setting in which oral communication appre-
hensives find themselves. Hurt and Preiss (1978) have pointed out that
the"education system has provided great reward for verbal behavior in
the elassroom, and pedagogical devices used may demand frequent verbal
output and verbal interaction " (p. 315), Such verbal demands and
expectations may adversely effect students suffering from the oral
communication apprehension syndrome. This study was intended to alert
school persomnel to the existence of the problem in school settings

and to add to the limited research so far attempted.



Purpose of the Study

The first purpose of the study was to investigate the extent
to which oral communication apprehension existed in a sample of
sixth grade students in two schools in Charles County, Maryland,
and to determine whether there were sex differences in its
occurrence.

The second purpose was to investigate whether there was
a relationship between oral communication apprehension and language
achievement and between oral communication apprehension and student

attitudes toward the language arts.

The majority of the studies of oral communication apprehension
have concentrated on the identification and treatment of the
syndrome with respect to high school and college age students who
experience difficulty in communicating in speech classes. 1In view of
the nature and magnitude of the problem reported in the previous studies,
there is need to investigate whether the problem exists at the elementary
school level. Recent literature suggests that the elementary level may
be the spawning ground for the initial stages of the oral communication
apprehension probleﬁ, that its magnitude increases as students get older,
and that it may affect achievement (McCroskey, Andersen, Richmond and
Wheeless; 1981, and Garrison and Garrison, 1979). If this be the case,
more studies are needed to investigate student populations younger than

the high school level.



The recent back to basics movement may indicate the concern
of parents and educational authorities over the reported decline in
standards of achievement at the elementary level, particularly in all
aspects of the language arts including reading (Cook, 1977 and
Copperman, 1979). It seems appropriate and necessary, therefore, to
examine the reletionship between oral communication apprehension and

achievement in and attitudes toward the language arts.

Theoretical Base

The theoretical framework of the oral communication apprehen-
sion construct has its roots in the disciplines of communication and
psychology, the latter mainly personality theory and group behavior
aspects of social psychology. Broadly speaking, the topic falls under
the communication umbrella. Its focus is on the process of human
commnication, either verbal or non-verbal; on the persons who engage
in the communication process, i.e. the communicators, be they source
or receiver; and on the communication situation, i.e. the general or
particular environmental setting in which the process of communication
takes place (Berlo, 1960; Miller and Nicholson, 1976; Taylor et al.,
1977; McCroskey and Wheeless, 1976). An additional focus in dealing
with the communication process from the standpoint of the communicator,
is the provision for the development of communication competence
through the acquisition of efficient communication skills. Within the
scope of the above, the communication regearcher operates by investigat-

ing specific aspects of communication to add to the knowledge ‘base of



the discipline and to evaluate the state of the art (Allen and Brown,
1976; Connolly and Brumer, 1974; Hymes, 1972; Lundsteen, 1966; and
Barnlund, 1968).

Speech communication is a specialized and most important rib
of the communication umbrella. Marlier (1980) defines it as "a dis-
cipline concerned witn the dynamic, interactive process through which
changes are sought in the social world, and ocecurs in every social con-
text " (p. 324). This definition is in keeping with the more generalized
cancepts of the scope and functions of the speech communication discipline
as it encompasses not only the study of the individual's mechanisms and
modes of speech acquisition and production, but the social context in
which the process of speech communication takes place (Burgoon and
Ruffner, 1978; McCroskey and Wheeless, 1976; Dance, 1972; and Andersen,
1972). The scope and functions of the speech communication specialist
have widened and so have those of researchers in the discipline. Em-
phasis seems to be now more on the pragmatics of speech communication
than on the mechanics, more on the interactions and transactions that
take place during interpersonal communication encounters between people
(Hymes, 1976; Hurt et al., 1978; Marlier, 1980).

Included in the special interests and concerns of the contem-
porary speech communication specialists and researchers is the concern
for the communicator in the process of communicating in the particular
social context in which he or she exists. His or her behavior and
attitudes in the communication situation are important and both produce

clues as to how he or she feels about the communication encounters
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he or she engages in. It is through planned encounters such as those
which occur in speech classes at high school or college level or in
adult speech-making situations that the reluctant or anxious communica-
tor 1s most easily identified. It is the focus on him or her in a
formal speech communication context and in the classroom that gave
recognition to-the stage-fright syndrome (Clevenger, 1959; Porter,
1974) as well as in its broader context oral communication apprehen-
sion (McCroskey, 1970).

Speech anxiety may be conceptualized in the larger pattern of
general anxiety. Spielberger (1966) offers a definition of anxiety
which embraces the basic ideas behind the concept of speech anxiety or
oral communication apprehension. He defines anxiety as "a complex
reaction to response -- a transitory state or condition of the organism,
which varies in intensity and fluctuates over time. But the term is
also used to refer to a personality trait -- to individual differences
in the extent to which different people are characterized by anxiety-
states and by prominent defenses against such states " (p. 12).
McCroskey (1977) has categorized oral communication apprehension as a
learned personality trait so the anxiety related to the syndrome is
an anxiety-trait (A-trait) according to Spielberger, as distinguished
from an anxiety-state (A-state) into which category the anxiety related
to public speaking falls. Lamb conceptualized A-Trait as "a dispositional
variable which identifies a general proneness to experience anxiety,
while A-State anxiety refers to anxiety as it is experienced at a part-

icular moment " (Lamb, 1972, p. 62). Tralt-snxiety is the element
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which gives the oral communication apprehension construct its
psychological base.

Treatment of the oral communication apprehension syndrome
by means of systematic desensitization is also psychologically based.
Because it is learned, methods can be used to modify the learned
behavior. Because anxiety can be treated, a behavior therapy treat-
ment program can be utilized to help in the alleviation of the symptoms.
Systematic desensitization is a most successful, effective, and widely
used method of helping the person suffering from a high level of oral
communication apprehension (MeCroskey, 1970, 1972; Paul, 1966;
Sheehan, 1971; Lohr and McManus, 1975; Goss, 0lds and Thompson,
1977). The method is designed to bring about a reduction of anxiety
and help replace avoidance behavior with approach behavior because the

physical and psychological manifestations of the syndrome have been reduced.

Assumptions
It was assumed that oral communication apprehension existed
among the population from which the sample was drawn and that it can

be measured.

Research Questions

1. What are the percentages for the sizes of the groups of children
in the sample identified at the various levels of oral eommunication
apprehension?

2. Are there significant sex differences in the occurrence of

oral communication apprehension among the groups in the sample?
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3. Are there sex related differences between the oral communica-
tion apprehension groups in achievement and attitudes toward the lan-
guage arts?

4. Is there a relationship between language achievement as mea-

sured by the Iowa Test of Basic Skills, Language Subtest, and oral

communication apprehension as measured by the Personal Report of

Communication Fear Scale?

5. Is there a relationship between attitudes toward the language

arts as measured by the Arlin-Hills Attitudes Toward the Language Arts

Scale and oral communication apprehension as measured by the Personal

Report of Communication Fear Scale?

Hypotheses

1. The percentages for the sizes of the groups of children in the
sample identified at the various levels of oral communication apprehen-
sion correspond closely to what was expected in the normal distribution
of the school population.

2. There are statistically significant sex differences in the occur-
rence of oral communication apprehension (OCA) between the pairs of the
sexes in each category of the sixth grade students in the sample,

3. There are statistically significant sex differences in language
achievement among the OCA groups in the sample.

4. There are statistically significant sex differences in attitudes
toward the language arts among the OCA groups in the sample,

5. There are statistically significant differences in language
achievement among the oral communication apprehension groups in the sample.

6. There are statistically significant differences in attitudes

toward the language arts among the OCA groups in the sample.
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Definition of Terms

Human Communication

"Humen communication is a subtle and ingenious set of process-
es. It 1s always thick with a thousand ingredients-- signals,
codes and meanings-- no matter how simple the message or transac-
tion. Humaﬁ communication is also a varied set of processes.

It can use any one of a hundred different means, either words or
gestures...elther intimate conversations or mass media and world
wide audiences.... Whenever people interact, they communicate...
When people control one another, they do so primarily through
communication " (Smith, 1966, p.v.).

Speech Communication

Speech communication 1s defined as "a diseipline concerned
with the dynamic interactive process through which changes are
sought 1n the soclal world, and occurs 1n every social context
through the vehicle of language " (Marlier, 1980, p. 314).

Communication Situation

This is the total environment in which communication occurs.
Situation inecludes occasion, surroundings, people, and interrelation-
ships among these factors. All these can affect the communica-
tion process. Situation can determine which sensations persons
receive and which they perceive. Situations also influence inter-

pretations and responses (Taylor et al.,, 1977).

Competence
Competence 1s the child's ability to learn a repertoire of
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speech acts, to teke part in speech events, and to evaluate one's
own accomplishments (Hymes, 1970).

Communicative Competence

Communicative competence is defined as "mastery of an underlying
set of rules determined by the culture and the situation, affecting
language choices in interpersonal communication events" (Hymes, 1970,

Peld)s

Communicative Performance

This relates to how people use language, for what purposes, and
how efficlently (Hymes, 1972).

Achievement

Achievement is defined as "accomplishment; success in bringing
gbout a desired end; +that which is successfully attained and the
degree or level of success in some speclfied area or in general;
the proficlency attained in scholastic or academic work" (Diction-
ary of Behavioral Sciences, 1973, p.5).

Academic Achievement Test

This is a test "designed to measure the level of proficiency
by testing the individual's performance in a particular subject area "
(Dictionary of Behavioral Sciences, 1973, p.375). "An achievement bat-
tery is a group of tests that measure the degree of attainment of skilils
and knowledge in several areas" (Dictionary of the Behavioral Sciences,

P.5). In the present study, the Iowa Test of Basiec Skills was the

achlevement measure used. Test L was the language component in the

test battery that provided the data on language achievement (Hieron-

ymous and Lindquist, 1971).



Communication Apprehension

Communication apprehension 1s a broad-based fear or anxiety
associated with real or anticipated communication with another person
or persons (MbCroskey, 1970)., Oral communication apprehension is an
individual's level of fear or anxiety associated with real or
anticipated (ogal) communication with another person or persaons
(MceCroskey, 1977).

High Oral Communication Apprehension

People who experience a high level of oral communication
apprehension are those whose anxiety about or fear of communicating
orally outweighs projections of gain from such activity (Phillips,
1968; McCroskey, 1970). High oral communication apprehensives are

persons who have or enticipate negative feelings and outcomes from
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comnunication, and will avoid oral communication if possible, or suffer

from a variety of anxiety type feelings when forced to communicate

(McCroskey, Daly, and Sorensen, 197).

Stage Fright

Stage fright i1s an acute anxiety condition in which fear symptoms
appear and higher mental processes are reduced in efficiency when a
person is engaged in speaking to an audience. It is also accompanied
by a lack of confidence (Baird and Knower, 1968).

The Reticent Individual

The reticent individuel i1s a person for whom anxiety about
participation in oral communication outweighs his projection of gain

from the situation (Phillips, 1968).
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Language

The term language is used for a socially institutionalized
system of symbols--oral and written--by which members of a social
community communicate in a fairly standardized way. It is acquired
from contact with other human beings and consists of symbolized meanings
which act as sources of stimulation mediators for responses (Miller
and Nicholson, 1976).

Language Arts
Language Arts is an umbrella term which describes all the

language related activities in the elementary school program. It com-
prises the expressive components of spoken and written language, in-
cluding spelling and handwriting, and the receptive components of
listening and reading, all of which are interrelated (Fisher, 1977).
Attitude

An attitude is a learned predisposition to react consistently
in a given manner, either positively or negatively, to certain persons,

objects or concepts (Dictionary of Behavior Sciences, 1973).

Methodology
Sample
The sample for the study consisted of 547 sixth grade students,
266 girls and 281 boys. The children were in intact classes, but stu-
dents with reading problems were not included. The schools from which
the sample was selected were situated within ten miles from each other

in Charles County, Maryland. Both schools were in a suburban environment,
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and the socio-economic levels of parents of the subjects ranged from
lower middle to middle class according to income and occupation. The

principals of the schools used in this study supplied this information.

Design
This study was descriptive and used empirical data. The scores

obtained from The Personal Report of Communication Fear Scale (McCroskey,

1977) were used to categorize the subjects into five oral communication
spprehension groups -- High, Moderately High, Moderate, Moderately Low,
and Low,-- according to McCroskey's method described in Chapter III.

The procedures for data analysis are described below.

Procedures for Data Analysis

After the administration and scoring of the oral communication

apprehension test designated The Personal Report of Communication Fear

Scale (McCroskey, 1977), the mean and standard deviation were computed
from the scores obtained. The criteria for categorizing the data into
five groups according to the students' level of oral communication
apprehension (OCA) were applied to the data. This was done for the
purpose of identifying the students in each of the five groups. Percent-
ages were computed to indicate what proportion of the entire sample was
found to be in each category. Chl-square data for the occurrence of

OCA in each category were also computed for the sexes, In addition, a
two-way analysis of variance was done to estimate the significance of

difference between the means of the groups for the sexes. The Scheffé
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test of pairwise comparisons was also used as a further analysis of
the group means to further examine significance of each of the pairs.
In order to examine the relationship between oral communication

apprehension and language achievement, the mean scores from the Iowa

Test of Basic Skills, Language Subtest (ITBS-L) for each OCA group,

were used to assess whether there is a relationship between the five
QCA groups. A one-way analysis of variance was used to test for sig-
nificance of difference between means. A similar procedure was fol-
lowed iIn examlning the relationship between oral communication appre-
hension and attitudes toward the language arts using the mean scores
for each OCA group from the Attitudes Toward the Language Arts Scale.
(Arlin-Hills, 1974) A further analysis of the data was necessary to
examine the extent of the relationship of the oral communication appre-
hension test scores and those of the two variables mentioned above.
Hence an intercorrelation of the scores for the three test variables
was done. Appropriate computer programs were used for analysis of

the data.

Limitations of the Study

There are obvious limitations to be found in any study. One of
the limitations is that the sample was selected from only two schools
in the school system. Another limitation is that the number of stu-
dents in the sample of sixth graders may not have been large enough to
be representative of the sixth grade population. In addition, the re-
sults of the study may be limlted to the scores on the specific meas-

ures of language achievement and attitudes toward the language arts
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used to obtain the data for this study. Further, the sarmple was

limited only to subjects from a suburban population.

Significance of the Study

This study mey add to the increasing knowledge base on the
oral communication apprehension construct. It may also lead to more
comprehensive and in-depth studies of a similar nature at the elementary
and middle school levels.

In addition, the findings may lead teachers in elementary and
middle schools to a greater awareness of the importance of the process
of communication in general and of oral communication in particular.
Such awareness may result in more interest and attention being paid
to those students who may be identified as oral communication apprehen-
sives at both elementary and middle school levels. Such sensitivity
may lead to the provision of appropriate classroom environments which
cater to the oral communication needs of all students and to develop
teaching strategies for the alleviation of problems if they exist
among students. Some strategies and appropriate literature are
suggested in Chapter V. Elementary and middle school principals and
counselors in collaboration with their teaching staffs may also be
impelled to fulfill one of their most important roles in promoting and
maintaining the oral communication growth and freedom from communication
apprehension of their students, as well as stimulate them to become

successful and efficient communicators.



Organization of the Study

This report is organized into five chapters. Chapter I con-
sisted of an introduction, a statement of the problem followed by
the purpose of the study, the rationale, the theoretical base, the
assumptions, research questions and the hypotheses. Also ineluded
are the definition of terms, an outline of the methodology including
the sample, design and procedures for the data mpalysis, the limit-
ations and significance of the study.

In Chapter II the review of the relevant literature on the
problem of oral communication apprehension is presented. This review
includes a discussion of the general concepts and studies on oral
communication apprehension in Part 1 and a discussion of recent
trends in language arts education in Part 2.

Chapter III describes the procedures for selecting the subjects,
a description of the sample and instruments, as well as administration
of the tests, the scoring procedures, and the procedures for the
analysis of the data.

The analysis of the findings is discussed in Chapter IV. The
data are presented in both tabular and textual form, The major find-
ings from the data are interpreted with special reference to the
hypotheses stated in Chapter I.

Chapter V summarizes the main conclusions inferred from the
findings of the study. Based on these conclusions are recommendations
and suggestions for further research as well as impliecations for

education,



CHAPTER II

REVIEW OF RELATED LITERATURE

The review of literature presented in this chapter includes a
discussion of the historical antecedents of the oral communication
apprehension concept, its reconceptualization, and studies done within
the past two decades which have yielded a variety of findings on the
construect. Special focus 1s placed on the oral communication appre-
hension syndrome as it impacts on children in classroom situations
and on its relationship to their academic performance. Literature
relating to some current trends in language arts education with special

reference to speaking is included in the second section of this chapter.

Part I

General Concepts and Studies Relating to

Oral communication Apprehension

This study investigates communication fear or apprehension as it
relates specifically to spesking. Presently labelled "oral commun-
ication apprehension," its history is rooted in the efforts of early
communication researchers and speech specialists who investigated the
anxiety symptoms experienced by speakers in public speaking situations.
This syndrome, known as "stage fright," "speech fright," or "speech

anxiety" by different researchers, has been a concept that has
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received a good deal of attention for decades, and attempts have been

made to suggest causes and ways to overcome the problem.

Concepts and Studies on the Stage Fright Syndrome

As far back as the 1930's speech teachers and researchers in
the speech fielq were cognizant of the fact that some proportion of the
students in their speech classes were having diffieculty in communi cating
with others, were fearful about speaking in front of their classmates
in public-speaking classes and were functioning on the Periphery of their
classes (Hollingsworth, 1935; and Lomas, 1935, 1937). Speech fright was
even found to be a cause for dropping out of public speaking courses.
Much concern was evinced in the problem and investigators in the field
of speech communication sought to find approaches to understanding the
nature and magnitude of the speech fright syndrome in specific popula-
tions. They also sought to formulate possible causes, to assess the
Impact of stage or speech fright on other facets of students' 1ives and

to develop strategies for helping students cope with the problem.

Attempts to Measure Stage Fright

Simple surveys of students' feelings and reactions to the
speech-making experience were the precursors of more sophisticated and
empirically oriented research. Menchhofer (1938) included in a regular
questionnaire on poise and mastery of public-speeking techniques an
item related to the speech fright experience. Students were asked

whether they considered overcoming undesirable nervousness as the most
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important feature of the speech course. Of the 224 students 90 percent
answered in the affirmative. Menchhofer viewed the stage fright problem
as "a deadly enemy" to the person so afflicted (p. 23). He suggested a
three pronged attack on the problem: thorough preparation, correct
mental attitude and control of physical activity. He had to concede,
however, that the second and the last mentioned techniques were diffi-
cult to put into effect.

The example above is one example of the interest in the
manifestations of the stage fright or speech fright syndrome among
students at the college level and at the upper high school level. This
interest seemed to have been generated at that time by some research
and subsequent writings of Lomas (1934 and 1937). His work had a definite
psycho-physiological orientation which seemed to have an impact on the
speech field, stimulating both speech specialists and psychologists to
think more deeply about the plight of those suffering from the speech
fright syndrome. In a study of 116 tenth grade students, Lomas (1934)
was one of the first researchers to use Introspective or subjective
measures to gather data on the personal experiences and feelings of the
subjects being studied. This kind of self-report device purported to
measure cognitively-experienced stage or speech fright as against
audience —perceived stage fright as measured by Jjudges' ratings by obser-
vation. He found that with remediation, stage fright tended to decrease
progressively over time, but the symptoms recurred if environmental

conditions changed.
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College freshmen were found to be a readlly available population
not only for research on stage fright or speech anxiety but for promulgat-
ing the literature dealing with 1ts symptoms, 1ts magnitude and techniques
for overcoming or reducing its manifestations. Speech textbook writers
began to devote some portions of thelr texts to the explication of the
syndrome (Orr, 1931; Hollingsworth, 1935; Murray, 1937; Sarett and
Foster, 1946; Eisenson, 1950; Balrd and Knower, 1952; and others). Most
of these textbooks containing in varying proportions the same body of
knowledge about the psycho-physiological aspects of speech fright (Lomas,
1934, 1937 and Gilkinson, 1940 and 1942) assured the readers that the
speech fright problem was a pervasive one and offered suggestlons for its
alleviation. These texts also included the findings of research on the
problem to indicate its magnitude.

Using a group of 844 freshmen enrolled in a speech class,

Chenoweth (1940) investigated the factors related to the process of
adjustment in a speaking situation. He used a rating scale to classify
the subjects into adjusted and maladjusted categories, held interviews
and collected case-historles. He also used a personality inventory to
profile the personality tralts of 100 of each of the two categories.
Chenoweth found that "there were 25 percent more well adjusted speakers
than maladjusted ones; that the well adjusted speakers had a continuous
and more varied record of speaking experiences in their past history,
and that more well adjusted speakers than maladjusted speakers exhibited
a bias toward dominance " (p. 587). The study contributed a ligt of

basic characteristices exhibited by well-adjusted and poorly adjusted
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speakers in formal speaking situations and evaluated by the ratings of
judges. The maladjusted speakers were the ones who were considered to
have manifested the symptoms of speech fright or speech anxiety.

Like Lomas' work in studying and disseminating available
informetion on the speech fright syndrome, Gilkinson's work (1940) has
had tremendous influence on the thinking of speech specialists and
researchers in the field. Gilkinson's study investigated the social
fears of college students who were enrolled in a basic speech course.
Instead of using the method of observer rating frequently used in speech
research at that time, he chose to utilize an introspective measuring
instrument to gather data on the degrees of fear or confidence experienced
by the 420 men and women in the sample. He developed a self-report scale
consisting of 104 items designed to secure responses from the students on
the emotions they experienced in speaking before their classmates during

a semester, This self-report instrument was named The Personal Report on

Confidence as a Speaker and was considered a device for measuring

cognitively-experienced speech fright. The first 54 items were designed
to reflect varying degrees of fear, and the remaining 50 to reflect vary-
ing degrees of confidence. Students were instructed to circle "yes" or
"no" in response to each item as it reflected their personal experiences
in the most recent speech. The method of summated ratings was used to
obtain a personal score for each individual. Gilkinson (1942 p. 159)
reported a "split-half reliability coefficient of .93." Gilkinson him-
gelf did not validate the instrument against any direct and independent

measure.
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The Personal Report of Confidence as a Speaker (PRCS) served

as a highly acceptable and reliable instrument for research into speech
fright by its constructor and by other researchers for subsequent studies.
Gilkinson (1943) reported the results of the second part of the previous
study, using the PRCS data already quantified. He sought to correlate
the data with such factors as speech skill, academic achievement,

morale, experience, training and physical status. Some of the major
findings of the Gilkinson study were that there was 1ittle or no relation-
ship between the PRCS scores and intelligence test scores and school
grades; that the PRCS scores correlated moderately with social adjustment;
that there was a low but significant correlation with emotional adjust-
ment; that less confidence and more fear was exhibited by the women than
the men; +that speech training helped bring about a reduction in fear
over a four month period; that the fearful speakers had less formal
training and experience in speech activities, had shown a relatively low
preference for activities and vocatlons involving speaking in publie,

had a generalized low self-evaluation and showed a generalized sense of
inferiority when they had to speak in public. Some of these findings
corroborated the subsequent findings of researchers involved at a later
date in oral communication apprehension, which is included in this re-
view. The Gllkinson (1942 and 1943) studies were significant in that
they "indicated a functional relationship between speech-elassroom
behavior and behavior in a variety of social situations " (Gilkinson

and Knower, 1940, p. 255).
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The Personal Report on Confidence as a Speaker filled a

need for a measuring instrument that was considered to have a satis-
factory degree of statistical reliebility in the investigation of the
speech-fright phenomenon. This self-report questionnaire served as a
stimulus for other studies, using it wholly or in part. Paulson (1949)
used the PRCS to study the changes in confidence during a period of
training of 271 students in the freshman speech class. Only the third
part of the PRCS was used in this study. Fifty statements deseribing
varying degrees of fear and fifty describing varying degrees of confidence
comprized this section. A pretest and a posttest were given before and
after ten weeks of speech training. A comparison revealed that both men
and women showed significant increases 1n confidence. Not all students
however who were fearful improved in confidence. Another group of 56
students from the same freshman class but who had not taken part in the
first experiment, were put through the same pretest-posttesgt-treatment
procedure. In addition they were asked to speak, not to their classmates,
but to a group of strangers, then to take the PRCF test a third time.
When scores for the three speeches were compared, it was found that
improved confidence tended to remain the same even though the audience
for the third speech were strangers.

Two studies which utillzed measuring Instruments different
from the Gilkinson approach to gather data on the speech fright
phenomenon were that of Dickens, Gibson and Prall, (1950) and Dickens
and Parker (1951). The first, called judges'rstings, (JR) utilized

the reports of observers of individuals during the speech experience.



28

The other used physiological measurements in addition to rating secales
and self-report instruments. The Dickens, Gibson and Prall (1950)

study involved the observation of the overt manifestations of stage
fright during speech. A rating scale was developed by the researchers
and the ratings were done by classmates and speech teachers. The

rating scale was found to be a reliable technique for measuring the
overt manifestations of stage fright. The PRCS and the JR measures were
used to validate each other.

The purpose of the 1951 Dickens and Parker study was to
investigate the physiological, introspective and rating scale techniques
for the measurement of stage fright, emphasis being placed on the first
mentioned technique. One hundred college students, 50 male and 50 female
were used in this study. Their pulse rate and blood pressure readings
were taken shortly after regularly assigned classroom speeches, after
which the Gilkinson self-report questionnaire was administered. Judges
also rated each student during the speech making session. A month
later the same procedure was carried out except that the pulse and blood
pressure readings were taken before the speech. Comparisons were made
between approaches used and between sessions one and two. The findings
revealed that speaking situations measurably affected the blood pressure
and pulse rate of the subjects. More of the subjects experienced
fluctuations in pulse rate before than after speaking, but there were no
statistically significant blood pressure fluctuations before speaking
than after. The PRCS scores for the women subjects were higher than

that for men toward the "fear" side of the scale. Pulse fluctuations
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were also higher. For men, judges' ratings and blood pressure

fluctuations were higher.

Synthesizigg Stage Fright Research Prior to 1959

Clevenger (1959) was the first researcher to attempt a
synthesis of the research on stage fright or speech anxiety undertaken
prior to 1959. He set out to enalyse the findings of each study in the
light of the definitions stated and the measures used to produce the
data on which the findings were based. He stated: "The key to
fruitful comparison of experiments lies in an understending of the
problems of definition and measurement as they apply to research in
stage fright, where these two problems become inextricably intertwined"
(p. 134). It was found that some researchers such as Greenleaf (1947)
and Low (1951) found it difficult to synchronize definition with
measure. Clevenger claimed that in spite of the apparent contradietion
evident in analysing and syntheslzing the twenty one studies he cited,
there was remarkable consistency. His summation of the findings from
the variety of studies on the stage fright or speech fright phenomenon
yielded the following:

1. Teachers and researchers In speech seem to be more in
agreement concerning what constitutes the absence of stage fright or
speech fright than what constitutes its presence.

2. The three variables of the stage or speech fright phenomenon
are audience-perceived stage or speech fright measured by judges' ratings,

cognitively-experienced stage or speech fright measured by self-report
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instruments, and physiological disruption as measured by mechanical
devices.

3. A positive but weak relationship exists between over-all
measures of experienced stage fright and observational indices of certain
specific behaviors.,

4. Women experience more stage fright than men, but judges
observe stage fright more in men than in women. The difference, however,
i1s small.

5. The relationship is stronger between experienced stage or
speech fright and personality test scores for women than for men.

6. There is a strong negative relationship between observed
stage fright and judges'ratings of speaking ability. Experienced stage fright
has a weak negative relationship with observer's judgements of speaking
ability (Clevenger, 1959).

Clevenger's review of the literature on stage or speech-fright
encompassed a period of two decades. Except for the study by Lomas (1934)

which involved subjects in the tenth grade, the studies reviewed involved

college level students.

Study of Stage Fright At The Elementary Level

Shaw (1966) was one of the first to attempt to investigate
the speech fright phenomenon at the elementary level. His study
involved 1,166 elementary subjects and 8 teachers from kindergarten,
second, fourth and sixth grades. Shaw used Clevenger's definition of

speech fright. "Speech fright involves the fear of impending 111
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brought about or triggered by a public speaking situation " (Shaw,
1966, p. 42). He surveyed the selected grade levels to ascertain the
degree to which speech-fright existed among the students. He also
attempted to assess the relationship between speech-fright and the
students' speaking ability and its possible implications for speech
readiness. Observation and introspective tests were used to gather
data on speech fright. Children were also tested on speech practices
to gather data on their speech ability.

Shaw's findings showed that, as measured by introspective
tests,the levels of speech-fright varied across the grades. There were
significant differences between the levels of speech-fright in the
upper and lower grades with children in the upper grades tending to have
higher levels of speech-fright than those in the lower grades.
According to the results of the self-report measure, it was estimated
that 15 to 25 percent of the children in elementary grades appeared to
be seriously concerned about speech-fright, the higher percentage being
that for the students in the upper elementary grades. Sex differences
in the incidence of stage fright were not evident throughout the grades
except that second grade boys showed a higher level of speech-fright
than girls as measured by direct questions. It was found that, across
the grades, students of lower socio-econonic levels reported a higher
incidence of speech-fright then students of higher socio-econamic
levels, In direct questions, sixth grade indicated the most speech-
fright, and there was also a general indication that the higher the

grade the more evidence of speech-fright existed. In reporting on the
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relationship of speech ability to speech-fright, Shaw's findings
indicated that speech-fright as shown by observation bears a relation
to poor speech ability at the 10 percent level, but in general across
the grades, poor speech ability did not appear to be predictive of

speech-fright or vice versa.

Some Studies Suggesting Remedial Techniques

A discussion of the investigations into the stage-fright or
speech-fright syndrame would not be complete without scme reference to
the literature which incorporated suggestions for possible strategies
which may be used for its alleviation. Most of this literature emphasized
what the authors considered were the most appropriate techniques for
success in public speeking situations (Lomas, 1944, Gilkinson, 1943,
Sarett and Foster, 1946, Baird and Knower, 1952, Clevenger and Phifer,
1959, Robinson, 1959, and Ross, 1966). Clevenger and Phifer,

(1959) 1listed these as: techniques that operate in a general way
before the speech; techniques of speech preparation; techniques for
use before rising to speak and techniques to employ while speaking.
Suggestions other than the above related to remedies which purported to
benefit the personality of the individual. Such approaches included
group counseling therapy sessions (Giffin and Bradley, 1969), systematic
desensitization, (McCroskey, Ralph and Barrick, 1970), hypnosis,

(Barker et al., 1972), therapy through learned behavioral techniques,

using peer helpers (Fremouw and Harmatz, 1975), and cognitive restructing

(Garrison and Garrison, 1979).
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Summary

The literature reviewed in this section provided a brief
historical and theoretical overview of the concepts, studies and
approaches dealing with the stage fright (also known as speech fright
or speech anxiety) problem. This sectlon was intended to serve as a
backdrop against which to place the oral communication apprehension
construect.

Concern over the plight of students in college speech
classes who exhibited the symptoms of the stage fright syndrome led
speech specialists and researchers to study the problem. A plethora
of studies done during the past fifty years has attempted to pinpoint
specific manifestations of the problem by using three types of measures
-- observer's ratings, physiological measures and self-report instru-
ments. Strategies for dealing effectively with the problem were also
developed and implemented.

Lomas (1934 and 1937) was one of the first researchers to
seriously investigate the existence of the stage fright problem and to
use a self-report device to gather data on the personal feelings of the
subjects. He also outlined strategies for alleviating the symptoms
experienced during public speaking. He found that epplying the strategies
tended to decrease the symptoms over time, but there was an increase
under different circumstances.

Other researchers like Chenoweth (1940) and Gilkinson
(1940) also used self-report instruments to gather data on identifying

those students who menifest symptoms of stage fright end may be helped.
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The instrument developed by Gilkinson, the Personal Report on Confidence

as a Speaker was used in subsequent studies as an efficient and reliable

instrument for gathering data on stage fright. A major finding of his
study was that there was a functional relationship between speech class-
room behavior in a variety of social situations but that there was little
or no relationéhip between PRCS scores and intelligence test scores as

well as with high school grades.

Clevenger (1959) analysed the findings of research in stage
fright prior to 1959. One of the findings relevant to the present re-
search was that there was a small difference in the occurrence of stage
fright between men and women. A synthesis of the findings has been
outlined in detall in the extended discussion of Clevenger's findings.
He found that there was remarkable consistency in the findings of the

studies he cited.

The only study done at the elementary level was that of Shaw
(1966). He found that speech fright, the term he used instead of stage
fright in his study, increased as children progressed from lower to
upper grades. He also found that the problem affected from 15 to 25
percent of the children studied. He also reported a higher incidence

of speech fright among students at the lower socio-economic levels.

In conclusion, most of the researchers cited in the review

suggested techniques they considered appropriate for alleviating the

problem of stage fright at high school and college levels.



Concepts and Studies on the Oral Communication

Apprehension Syndrome

In historical perspective, both the study of stage-fright,
{elso termed speech-fright or speech-enxiety) and reticence seemed to
have made an impact on and stimulated the study of the syndrome known
as oral communication apprehension. In a very recent report of a sSym-

posium dealing with opinions and research on the concepts surrounding
the problems of shyness, reticence, communication apprehension and a
variety of other common problems (Phillips et al., 1980), the origins
and distinctions between the problems plus differences in methodelogy
and treatment were discussed. Phillips stated that the study of the
oral communication apprehension syndrome grew out of the work om reti-
cence done by himself and his associates. McCroskey (1980) the fore-
most proponent of the concept and study of oral communication
apprehension, confirmed this in his reply when he stated: "My communi-
cation apprehension construct grew directly from Phillips' work " (p.
230). He also indicated that he considered shyness or reticence the
genus and communication apprehension its specie, and that differences
existed between the two constructs.

The work of Phillips (1968) provided a knowledge base and
outlined a personality profile of the problem communicator whose problem
he called reticence. He reported that such persons were unusually dis-
tressed about their inability to communicate, avoiding or withdrawing
from communication interaction even with peers. They were reluctant to
ask questions even of their peers, would abruptly break off communication

because of fear of communication, and saw themselves on the periphery of

social groups. These characteristics tended to extend to fear of
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communicating with significant others, particularly their parents. They
were unusually quiet,and attempts to communicate often upset them
physically. Face-to-face contacts with other people usually threatened
them and they preferred to communicate in writing with others, wherever
possible. It was found that persons who suffered from the reticence
syndrome described tended to seek occupations and activities which
spared them the anxiety assoclated with attempts to communicate. They
did not anticipate success in communicative transactions involving
speech. Phillips built up this profile of the reticent person from case
studies involving interviews and diary reports from college-aged stu-
dents.

With this foundation study as a base, McCroskey (1970)
reconceptualized and revitalized the basic ideas surrounding the syn-
drome associated with fear, anxiety or apprehension about participating
in communication situations. Both McCroskey and Phillips at that time
believed that anxiety was the main cause of the problem and emphasized
efforts at relieving such anxiety as part of the solution. The defini-
tion of a reticent or communication apprehensive person that seemed to
have been accepted by both was: "a person for whom anxiety about
participation in oral communication outweighs his projection of gain
from the situation " (Phillips, 1968, p. 40; McCroskey, 1970, p. 270).
Phillips departed from his earlier position in relation to the allevia-
tion of anxiety as a possible solution (Phillips, 177). He changed
from the communication anxiety position in which anxiety alleviation

is the central focus of the intervention process to the rhetori-

therapy position in which training in public speaking skills is used
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to stimulate improvement. Adherents of the previous position

continued to work on the communication anxiety perspective.

Development of Instruments to Measure Oral Communication Apprehension

In his initial work describing the concept which he termed

oral communication apprehension (OCA),McCroskey (1970) atteupted to
distinguish his construct from that of stage fright and reticence and
introduced his self-report measures and their rationale. Four scales
were constructed, one to measure anxiety in the publiec speaking con-
text, and three others to measure oral communication apprehension at
three levels-- at grade seven, grade ten and college levels. They were
all Likert type self-report instruments intended to tap how the stu-
dents felt about communicating. A high degree of reliability of each
of the instruments was obtained, but the validity remained to be tested.

Subsequently, the Personal Report of Communication Apprehension, which

was the name chosen for the different versions of the scale, at the

high school and college levels, was used in a variety of studies,

some of which are mentioned later in this review. McCroskey (1978) re-
porting on the work done to secure reliability and validity data for

the Personal Report of Communication Apprehension Scales (PRCA) at the

three levels already mentioned stated:

Subsequent to the publication of the PRCA, a sub-
stantial number of studies have been completed
utilizing the instrument. The results of these
studies suggest that the PRCA: (1) is capable of
predicting behavior that is theoretically con-
sistent with the construet of oral communication
apprehension, (2) is correlated with other
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personality variables at a level theoretically
consistent with the ... construct and (3) pro-
vides a measure of a stable characteristic of
an individual that can be altered by subsequent
intervention. (p. 203)

During the period of scale development, five new items, all
of which were directed toward dyadic or group communication, were
added to the ofiginal 20 items of the PRCA scales. The new 25 item
scales have been in use in a number of studies. A shortened
version of the PRCA instrument was devised to allow for the use of
the instrument when time constraints were a factor. Items chosen from
the long form were the ones with the best item-total score correlations
in a sample of 1,183 college students (MeCroskey, 1978).

In a more recent attempt to measure oral communication
apprehension among children at the elementary school level, a 14 item
instrument was devised. It was patterned after the original instru-
ments designed for use with students at high school and college levels,
was validated against them, and correlated highly with them. The
advantage of the new instrument was that it was shorter, simply worded,
and could be used to identify oral communication apprehensives from
kindergarten level to twelfth grade. From kindergarten to third grade,
individual administration was the mode recommended. Group administra-
tion was recommended for the intermediate grades (McCroskey, 1977).
The use of this instrument was demonstrated recently in a study by

McCroskey, Andersen, Richmond and Wheeless (1981) in an attempt to

generate normative data for children from kindergarten to twelfth

grade and also to provide a basis for subsequent research dealing with
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the school environment as a source of potential communication

apprehension. The new measure was given the designation The Personal

Report of Communication Fear (PRCF). This latest oral communication

apprehension measure added to the repertolre of instruments available
for measuring the construet and provided complete coverage of reli-
able and valid self-report scales which may be utilized to identify
oral communication apprehensive persons of all ages.

Since self-report scales have had practical advantages over
other types of measures such as behavioral observation and physiological
devices, they have been relied upon heavily In collecting data relating
to personal feelings, among which is apprehension about communication.
Two other instruments also constructed to measure oral communication

apprehension are The Unwillingness to Communicate Scale (UCS) (Burgoon,

1976) and the Measure of Elementary Communication Apprehension (MECA)

(Garrison and Brown, 1979). The UCS is a measure of communication
apprehension that is based on the pattern of the PRCA, but is more
broad-based and attempts to measure a student's unwillingness to
communicate. It is a 20-1tem scale which has items designed to measure
anxiety, introversion and frequency of partieipation as well as anomie,
alienation, and self-esteem. It therefore taps a wider variety of
communication behaviors than the PRCA. It was constructed for use with
college students.

A recently constructed Likert-type, 20-item scale designed

specially for elementary school children is the Measure of Elementary

Communication Apprehension (Garrison and Brown, 1979). The items on
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the scale ask children to respond utilizing smiling and frowning faces
to various communication situations on a five point scale. Items were
written and revised wusing McCroskey's guidelines for adapting the PRCA
college level scale for use at the lower levels. The format of the

instrument makes it more suitable for pre-literate or younger children.

Relevant Studies on Oral Communication Apprehension

Empirical investigations of the oral communication apprehen-
sion construct have yielded a variety of findings that indicate its
viability and its applicability to real-life situations both inside and
outside the classroom. Wheeless (1975) has asserted that "few con-
structs growing out of the research on human communication phenomena
have been found to significantly affect such a wide variety of behaviors
as oral communication apprehension " (p. 1). The person who is consid-
ered an oral communication apprehensive is one who is found to have a
high level of fear or anxiety about communication. An increasing number
of research studies have found that oral communication apprehension
(OCA) is related to other personality correlates, and that it can be
associated with a "wide range of socially maladaptive personality be-
haviors " (McCroskey, Daly and Sorensen, 1976, p. 377). 1In addition,
a number of studies have concentrated on the possible impact of the QCA
syndrome on learning outcomes in the classroom situation (Bashore,
1971; McCroskey and Andersen, 1976; Scott and Wheeless, 1977 and others).

Perusal of the literature on oral communication apprehension

has revealed that it is the one form of communication apprehension that
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McCroskey et al. (1981) reported an investigation to establish
normative data for the occurrence of oral communiea+ion apprehension

among elementary and high school children, from kindergarten to
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grade 12. In a preliminary study they administered the Personal

Report of Communication Fear Scale (MeCroskey, 1977) to 248 chil-

dren at the X - 3 grade levels, 462 at 4 - 6 grade levels and 1,518
at 7 - 12 grade levels. The data obtained from this study and the

scores of the Measure of Flementary Communication Apprehension scale

(MECA) (Garrison and Garrisom, 1979) were used for the purpose of valid-
ating the PRCF scale. The PRCF scale was then revised and validated
In its final form, using both the MECA and the short form of the PRCA
as criterion measures. A concurrent validity coefficient of .98 was
obtained. Using the PRCF scale as a measure of oral communication
apprehension it was found that children in the lower levels of the
elementary school (K - 3) had lower levels of oral communication ap-
prehension than children in the upper elementary levels (4 - 6).
It was also reported that a substantlal increase in oral communication
apprehension appears to occur during grades 3 and 4. It was also found
that prior to puberty the OCA norms are achieved and remain constant
at a mean level of 36.5, with a range of scores from low to high of 14
to 70. TFull details on the above are given in Chapter III,

Mention was made earlier in the literature on stage fright of
the work of Shaw (1966) whose study was one of the earliest related
to the present investigation. It investigated speech fright among
elementary school children and found that 15 to 25 percent of the stu-
dents in the sample reported high levels of speech fright. This
finding 1s substantiated in later studies by McCroskey and Wheeless

(1976), McCroskey (1977a; 1977b), and Garrison and Brown (1979).
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Another of the reported studies on oral communication apprehen-
sion among elementary school children was that of Wheeless (1971).
He studied speech fright and employed different assessment measures
such as observer ratings, introspective tests and physiological meas-
ures to estimate differences in the levels of speech fright among
children of different elementary grades. He found that there was an
increase of speech fright from the third to the sixth grades.
These findings on the extent of oral communication apprehension in the

general population as well as in the elementary school are consis-

tent .

Studies on Sex Differences in Oral Communication Apprehension.

_One of the earlier studies reporting differences in favor of men

was that of Gilkinson (1942), reported earlier. This was cne

of the first studies to use a self-report instrument as a device for
collecting date on the social fears of college students in speaking

situations. Gilkinson's instrument, the Personal Report on Confidence

as a Speaker served to gather information on the degrees of fear or

confidence experienced by 420 men and women. It was found that women

were more fearful than men in speaking situatlons. In a more recent
study mentioned before in referring to the common fears experienced by
Americeans, Bruskin Associates (1973) reported that 46 percent of the

adult females surveyed responded that speaking was their most common

fear as against 36 percent of men. This seemed to indicate that

women were more apprehensive about speaking than men.
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Another interesting related study was that of Porter (1974)
who infestigated sex differences in oral communication apprehension
as part of his work. He used 45 college students to gather data
on their fear or anxiety about speaking, using both the self-
report techniques and physiological measures. It was found that
females not only reported more fear of communication than males but
automatic arousal (heart rete) was very much higher in females than
in males and that the heart rate increased at a faster rate. The
study even though interesting seemed to have a few limitations. Por-
ter suggested that females may be more excitable than males and this
may have influenced the results of the study. He also suggested
that the sex of the experimenter particularly in the application of
heart rate sensors to the chest of female subjects may have affect-
ed responses. Another limitation was the small sample size.

The study by Shaw (1966) reported earlier also investigated sex
differences in the manifestations of speech fright among the subjects,
numbering 1,166 elementary school children. He found that sex dif-
ferences in the incidence of speech fright across the grades were not
evident, but that boys in the second grade had a higher level of speech
fright as measured by direct questions.

Two other related studies including sex differences in the occur-
rence of oral communication apprehension are those reported by Green-
blatt, Hasenauer, and Friemuth (1980). Both studies made a distine-
tion between biological sex types and psychological sex types as well

as androgynous males or females in identifying patterns of reported



self disclosure and communication apprehension. The subjects were
304 speech communication students at a large eastern university.
They were categorized according to their scores on the Bem Sex

Role Inventory (BSRI) for psychological sex type and the Jourard

Self-Disclosure Questionnaire 60 (JSDQ 60). The difference in the

results between feminine females and androgynous females was not
statistically significant. Masculine males scored significantly
lower than androgynous males. And finally, androgynous males'
self-disclosure total mean scores were not significantly different
from that of the androgynous females. It can be noted from these

findings that there are significant differences in self-disclosure

for the biological sex types but not for the psychological sex types.

The second study consisted of a comparison of the sex types
similar to those mentioned above. Instead of the self-disclosure

questionnaire, the Personal Report of Communication Apprehension

(PRCA ) measure was used along with the BSRI already mentioned.

Sex differences in oral communication apprehension among the cate-

gories being tested were investigated. The results revealed no signi-

ficant sex differences in oral communication apprehension between

the biological sexes. Yet the subjects classified as feminine females
showed a significantly higher level of oral communication apprehension

than the masculine males. No significant differences were found be-

tween androgynous males and masculine males, while feminine females

showed a significantly higher level of oral communication apprehension

than androgynous females.

45
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females. Lastly, no significant difference were found between an-
drogynous males and masculine males. These findings led to the con-
clusion that "within traditional sex role socialization masculine

males are better equipped to deal with situations that call for communi-
cation performance" (p.126). In the view of the writer the tendency
for men to speak in group situations more than women may be due to
cultural influences as well as the above.

Oral Communication Apprehension and Behavior in Group Settings

The findings of a group of studies in which the behavior and
preferences of high and low oral communication apprehensives were
compared indicated evidence of avoidance or withdrawal behavior on
the part of the high apprehensive. Such individuals tend to engage in
much less oral communication by avoiding many social situations or par-
ticipating minimally, or being more silent than communicative if
forced to communicate or when communication was unavoidable. Most
of these studies were carried out in college settings but their fing-
ings may give useful insights for studies at lower levels, In a
study done by Weiner (1973) with 115 college students who were asked
to choose the seats they preferred to sit in in a room, it was
found that the high oral apprehensives chose to sit in positions
in which they would not be at the focal points of interaction ang
leadership in the group. This choice of seats was made so that
those individuals who were seated in them would avoid the dominant
or leadershlip roles they may have been confronted with had they
chosen other seats. Low apprehensives on the other hand sought

the dominant roles, chose seats at the focal points of interaction
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and talked a good deal more. Consequently they had greater in-
fluence on the group than the high apprehensives. Other research-
ers such as Wells (1970), Hamilton (1972) and McCroskey and Richmond
(1976) had similar findings.

Sorensen and McCroskey (1977) investigated the interaction behavior
in small groupé of 92 college students, using both zero history and in-

tact groups. They used the Cattell 16 Personality Factors (PF) Ques-

tionnaire (1970) and the Personal Report of Communication Apprehension
(1970), for College level, as the main instruments and the Interaction

Behavior Measure (IBM) (1971) as the small group interaction measure.

Their study gave support to the hypothesis that in a small group setting
individuals with high oral communication apprehension talked much less
than those who were less apprehensive. From the findings they con-
cluded that "personality and communication apprehension are signifi-
cant predictors of interaction behavior in small groups " (p.80).
The researchers advised caution in generalizing from their findings
because the subjects of both groups were the same people observed
at different points in the development of the groups.

A study by McCroskey, Daly, Richmond and Cox (1975) also
found that the high oral apprehensive tended to isolate himself or her-
self from the rest of the group, and this provoked a tendency in others
to isolate him or her when in social situations. This substantiated
the findings of Phillips (1968) that high oral communication apprehen-
sives did not feel confident and effective in social relations requir-

ing verbalization. An extension of this need to be in areas
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of least interaction and to participate less led to the tendency to
choose seats on the fringe of the group or at the back of the classroom
during activity (McCroskey and Sheahan, 1976). McCroskey (1976)
suggested that the tendencies described above served to put high appre-
hensive individuals at a disadvantage in their group as their influence
i1s neither felt nor generated In the group even though their ideas may
be of some worth. He also felt that not only group benefits but signi-
ficant personal benefits may be at stake for the oral communication
apprehensive.

Scott, Yates and Wheeless (1975) reported a finding that
communication apprehensive students at college level were less willing
to communicate and interact with tutors in a remedial counseling situa-
tion. This study dealt with student behavior in an instructional en-
vironment, and it was found that in a modified personalized system of
instruction, termed PSI, highly apprehensive students preferred the
personalized approach less than less apprehensive students. The high
apprehensive student sought the assistance of available tutors much less.
Similar findings indicating the trend of the oral communicating appre-
hensive to prefer to be inconspicuous in a crowd were revealed by
McCroskey and Andersen (1976). The subjects were 275 students enrolled
in two speech classes. High apprehensive students were found to have
a preference for large lecture classes over small classes because there
was less forced reciprocity, the student could remain relatively in-
conspicuous, and the expectation of intensive participation from

individuals was lessened. This preference pattern was reversed in the
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students who showed low levels of oral communication apprehension,

- -How Highk -Oral -Communication Apprehensives Are Percelved. A

group of studies investigated how tke high oral communication
apprehensive 1s perceived by others. These others included teachers
in the classroom situation as well as peers. It was found that
other individuals in the environment tended to see the high oral commun-
ication apprehensive in a negative light. McCroskey and Daly, (1976)
investigated the reactions and perceptions of teachers in the classroom
environment toward students with high and low levels of oral communi-
cation apprehension. They used a novel approach. Written descrip-
tions of the characteristics of the high and low apprehensive were used
to examine the reactions and perceptions of 462 teachers. The per-
ceptions of the teachers in relation to the persons described were
recorded on another scale. Findings from a pilot and the main study
revealed that teachers perceived the high apprehensive child less
positively than the chlld whose characteristics fitted the low appre-
hensive profile. Because of the generally quiet nature of the
oral communication apprehensive child as well as his or her limit-
ed verbal interaction and lack of participation teachers' perceptions
of him may be negative. The child with oral communication problems
may be expected to do poorly and to achieve 1less. The researchers
suggested that suech low teacher expectations become self-fulfilling
prophecies.

The methodology of this study was unique. It was also clearly

explained, particularly the description of the method of experimental
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manipulation and control to cbtain the subject's perceptions of the
target persons as either high or low apprehensives. It appears
however to this researcher that it might have been difficult to
control subjective factars which may have in some way influenced
their perceptions of the target persons desecribed.

Peers also perceived high oral communication apprehensives in
a negative light. McCroskey and Richmond (1976) investigated the
effect of communication apprehension on interpersonal perceptions
of communicators. The sample consisted of 212 college students.

They were each given the Personal Report of Communication Appre-

hension instrument as a measure of their levels of oral communication
apprehension. Simulated descriptions of the characteristics of

high and low apprehensives were read by each subject. The subjects!
perceptions of the person described were recorded by them on another
scale. It was found that the high oral communication apprehensives
were perceived as less attractive and less competent by their low appre-
hensive peers and even by fellow high apprehensives, High apprehen-
sives were also considered less credible and less desirable as opinion
leaders than the low apprehensives. Only in four aspects of the

scale did the high apprehensives receive ratings higher than those of
the low apprehensive and they were in projection of academic success

in math, the lab sciences and agriculture, as well as in perceived
character. This was another unique study which yielded interesting
results, but the problem of subjectivity on the part of the respondents

could also have influenced the findings due to personal biases.
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Oral Communication Apprehension and School Achievement

Referring specifically to school achievement and activities
relating to the teaching-learning situation, there seems to be g dearth
of studies at this time. Bashore (1971) investigated the relation-
ship between speech anxiety, JQ, and academic achievement in a sample
of 75 high schoél seniors attending a university laboratory school.

He used their test scores on the High School Test, the American College

Test, the Preliminary Scholastic Aptitude Test as well as the verbal

sections of the College Entrance Examination Board Test. The data

obtained from these standardized tests were correlated with those from
the oral communication apprehension measure. A slightly negative rela-
tionship between intelligence and oral communication apprehension was
found. 1In relation to academic achievement, Bashore found that high
oral communication apprehensive students performed significantly less
well on the achievement tests used in the study. Because of the

small sample size and the specialized population from which the sample
was drawn the findings may not be generalizable to the wider Population,
Hamilton (1972) report some evidence to suggest that the high oral
communication apprehensives did not perform as well as those in the low
group. His findings indicated that students in the high group scored
well below the norm when required to participate in small group discus-
sion. With reference to oral communication apprehension and intellj-
gence, which is usually highly correlated with achievement, one aspect
of & study done by McCroskey, Daly and Sorensen (1976) examining twenty

one personality variables showed no relationship between intelligence
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and oral communication apprehension among 90 undergraduate students.
Scott and Wheeless (1977), in their study of college level
students found that those with high levels of oral communication
apprehension and receiver apprehension, two of the three types of
communication apprehension studied, were less satisfied with oral
assignments. They also found that high apprehensives were less satis-
fied with and less comfortable in working with instructional strategies
involving oral communication. Oral communication apprehension was

assessed with the Personal Report of Communication Apprehension mea-

sure and the Receiver Apprehension Test. The criteria used for

achievement were examination average and average scores on oral
communication projects as well as writing and receiver oriented behaviors.
The multivariate analysis results obtained for achievement scores for
high and low oral communication apprehensives revealed significant F
ratios. A limitation of this study was that there was no control for
such variables as "self-esteem, prior academic success, intelligence

or student attitudes."” Their findings should therefore be accepted with
some caution (p. 255).

Another related study on the relationship of oral communication
apprehension and school achievement was reported by Powers and Smythe
(1980). The subjects consisted of 723 college students enrolled in a
speech course. They were assessed by using a 50 item multiple choice
examination on key concepts from their weekly lecture, textbook assign-
ments)and classroom discussions, which had to be completed by students

for a final grade. The Personal Report of Communication Apprehension
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Scale was used for categorizing the students into three OCA groups--Low,
Moderate, and High--according to their levels of oral communication ap-
prehension. The data gathered were submitted to multivariate analysis
of variance across OCA groups. A significant main effect for OCA
level was found, that is, there was a significant difference in achieve-
ment between the OCA groups. A further MANOVA was done and a signifi-
cant OCA effect on final course grades was also found. This finding
indicated that Low OCA students achieved significantly higher than
either Moderate of High apprehensives. In addition, the Moderate

OCA group achieved significantly higher than the High OCA group. In
like manner the grades achieved by the students of the three OCA groups
differed significantly on four assignments and one written examination
based on a series of analyses of variance. Only on one performance

mee sure, the objective examination test, were no significant differences
found among the OCA groups. These findings are consistent with those
of other studies and therefore may be generalizable to classes organ-
ized and evaluated similarly.

Attitudes Toward Learning, Achievement, and Oral Communicaticn Appre-

hension. In a study of 118 seventh, eighth and ninth grade students in a
small, isolated, rural community, Hurt and Preiss (1978) investigated
achievement and attitudes toward learning. The OCA categories for
classifying the sample into High and Low groups were determined by a

ten item version of the Personal Report of Communication Apprehension

measure, One aspect of academic success studied was to assess the

relationship between OCA and attitudes toward learning in general
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or toward the subject for which the students were enrolled. Since
no measures of attitudes toward learning or toward their subject were
used, the students were asked to respond to four Likert-type state-
ments for this purpose. Another aspect of this study investigated
the relationship of OCA and school achievement based on the final
grades.

Based on partial correlation analysis of the data, it was found
that OCA was significantly related in a negative direction to both
attitudes toward school as well as to school achievement. One
limitation of the study was the small sample. Another limitation
of this study, as the authors explained, was that some uncontrolled
variables may have contributed significantly to the variance in at-
titudes toward school. The number of test items for attitudes was
also too limited for valid results. There was also the limitation
of using grades as the only criterion for achievement. The findings
may also be limited to students of low sociceconomic status in iso-
lated areas. This is one of the few studies reported with special
reference to oral communication apprehension and attitudes to school
learning.

In a previous study (McCroskey and Andersen, 1976) of 275 college
level students, it was similarly found that high communication appre-
hensives did not achieve as well academically in traditional interac-
tion-oriented educational systems as the low communication apprehen-
sives, but there was no similar relationship in a communication-re-

stricted educational system. The results also revealed that high
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communication apprehensives had significantly more favorable attitudes
toward mass lecture courses and unfavorable attitudes toward small
classes, The opposite was found for moderate and low apprehensives.
The last two studies cited were relevant but they were done with
subjects above the sixth grade level, It may also be noted that the
findings of these studies cannot be generalized to other Populations
as they had limitations of sampling and lack of experimental control
of variables other than oral communication apprehension. There were
no studies similar to the present study on the relationship between
oral communication apprehension and attitudes toward the language arts

or oral communication apprehension and language achievement,

Summary

Earlier studies on stage or speech fright were the precursors of
later studles on reticence and oral communication apprehension,
Phillips (1968) initiated the concept of reticence and outlined the
characteristics of what he considered were its manifestations in a re-
ticent person. McCroskey reconceptualized the basic ideas surround-
ing the reticence syndrome, broadened the scope of the concept to in-
clude individuals who were outside the public speaking situation, and
labelled the concept oral communication apprehension. He defined his
construct as fear or apprehension about communicating generally as well
as in public speaking situations, and outlined the basic characteristics
of the person who has a high degree of oral communication apprehension.

McCroskey (1970) developed a self-report instrument to gather

data on the oral communication apprehension syndrome. This first
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instrument was designed for use at college level. He subsequently used
the same model to devise similar instruments for use with high school
students. These different levels of the same instrument he named the

Personal Report of Communication Apprehension. These instruments were

widely used in the 1970's to investigate the extent of oral communication
apprehension among students from seventh grade to college levels. They
were also used to investigate the relationships between oral communication
apprehension and other variables. Studies have been done which concen-
trated on the behavior manifestations of students who are identified as
having high levels of oral communication apprehension contrasted with
those whose personality characteristics identified them as having low
levels. Some studies done recently have investigated the impact of oral
communication apprehension on learning outcomes in the classroom situation,
at both college and elementary levels. McCroskey (1977) designed a scale
specifically for use with children from kindergarten to grade six, based
on the earlier models constructed by him. This new scale is known as the

Personal Report of Communication Fear Scale (PRCF).

The literature discussed in this part of the chapter was
intended to shed some light on the genesis of the oral communication
apprehension syndrome, on the extent of its occurrence, and on
instruments constructed to collect data on identifying those who are
highly apprehensive about communicating orally. The studies cited
presented findings which indicated the magnitude of the problem in
different populations and the relationships of the problem to other

personality, situational and school-related variables,
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PART 2

Trends in Language Arts Education with Special
Reference to Oral Communication

The study of human communication has engaged the minds of research-
ers for some time. Man has been intrigued with the process by which
humans convey messages to and from each other in their interaction in
social contexts and how language, one of the mediums of communication,
is learned and used in interpersonal communication situations. It is
the interest in human communication and how it works that has led re-
searchers to investigate the methods of communication and the sequence
of skills required for effectively getting the message across, be it
verbally through language in the form of speech and writing or non-

verbally by way of gestures and other forms of body language.

Communication and Its Relationship to langusge
In tracing the history of language, Blancke (1935) offered a gen-

eral definition of language by stating that it is an instrument of
communication and expression of human thought. This definition em-
bodies the wider aspects of communication through speech and even
through nonverbal communication. It also included the language pat-
terns used in communicating in particular speech communities.,

Although Blancke's definition is simple, it is comprehensive be-
cause it esteblishes a link between the process of interpersonal com-
munication and language, the vehicle used in the process, It also
implies the relationship which is generated by the participants in the
communicative process. Burns, Alexander and Davis (1977) used the

term communicative event to describe the interpersonal sharing of



58

experience between living organisms. They described the sequence of
events which they felt must occur during the communicative process.
The five-step process suggested by the authors to be the basic unit of
the communicative process is: ™(1) a generator of a (2) stimulus which
is (3) projected to a (4) perceiver which (5) responds discriminatively
(assigns meaning). This is represented by the model GS—s PR." (Burns,
AMexander and Davis, 1977, p. 23) In this model G represents the
generator, S represents a stimulus, P represents a perceiver, R repre-
sents a differential response, and — represents projection in time.

The Burns'et al. (1977) description of the communicative
process outlined above could be considered a conceptual refinement of
the baslc model of the communication process including how elements of
the model function and interrelate. The most fully explicated taxonomic
model of communication generally used in communication theory is Berlo's
{1960). This model is based on an earlier one by Shannon and Weaver (1949)
but has the quality of identifying factors needed for understanding
communication. Reporting on Berlo's concept, Dance and Larson (1972)
said Berlo assumed that communication is purposeful and that all that
communication behavior has as its purpose the eliciting of a gpecific
response from a specific person. Further, Berlo laid the groundwork for
viewing communication in terms of relationships between source and re-
ceiver and emphasized the receiver's role in determining communication
effectiveness (Berlo, p. 21). Extending and emphasizing the relationship
between sender emd receiver still further, Savage (1977) put forward the

view that "the code used to iransmit a message must form a common bond
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between sender and receiver, if eommunication is to oeccur."
Further, "the strength and effectiveness of communication depend on
the language itself and on the communicator " (p. 22].

Descriptions of the communication process so far have been
traditional in orientation, based on Berlo's model and its antecedents.
A missing 1ink in this older process orientation is the absence of
feedback. Although Berlo's concept did not include the use of feedback,
he acknowledged the need for feedback between the receiver and the
source. Galvin and Book (1972) felt that the inclusion of this import-
ant element in the communication process changed the approach from the
previous linear one to a circular one encompassing the receiver or
listener and his feedback. This emphasizes the interpersonal nature
of the process, indicates whether interaction took place and whether the
message was accurately transmitted and decoded by the receiver and had
any meaning for him. Further, in the second phase of the interpersonal
communication process, the listener or receiver exchanges roles with the
speaker or source and the process continues. Nonverbal messages such as
posture, stance,and facial expression are included in what is transmitted
by the speaker as well as what is understood by the receiver and what is
conveyed back to the speaker in the feedback. Thus, two or more human
beings become related through the understanding of and exchange of symbols
(the language code) that evoke meaning (Clark, Erway and Beltzer, 1971;
Miller, 1976).

The foregoing exposition served to show that communication is

both a process in itself as well as a relationship. It is a process
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because it 1s In motion transmitting the message and its meaning from
the speaker to the receiver or listener who receives it, interprets it
and may respond by sending a reply back by means of the same process.
Berman (1968) further extended the ldea of communication as process by
suggesting that communication 1s the sharing of "personal" meaning
which she considers to be "the prime function of communicating" (p. 50).
The content of the message transmitted by the sender is shaped by his
personality, his past experiences, his thought processes, the kind and
amount of information he wishes to transmit and by his willingness to
share some of his personal self with the receiver or receivers. All
these elements point to the complexity of the communication process.
They also underline the importance of the commmicators in this process.
In evaluating what is the prevalling situation in schools Bermen stated,
"traditionally what has been taught in schools relative to communication
has focused upon symbols and language." She also felt that "less
attention has been given to the individual in the process of communica-
tion " (p. 46).

Communication is also a relationship between the two participants
in the process because it involves In the process a conneeting of the
minds and emotions of the people involved in a variety of ways (Cherry,
1966; Burgoon, 1978). Communication is a two-way street. Groups of
persons become related by engaging in the process, and engaging in the
communtcation process is based on the nature of the relationship which
changes as the process proceeds. It is important to note that process

and relationship are functionally related, one does not cause the other.
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Byers and Byers (1972) suggested that the Present perspective on
human communication is that it spirals out from specific encounters
of two persons involved in sending and receiving messages in a dyadiec
relationship to that which is involved in multiple interrelationships
in the soclal milieu. These relationships which are generated in
groups of varying sizes in the speech community, serve as the specific
contexts in which repeated communication events oeccur, The above
authors felt that active participation in the communication enterprise
-~-event or events--"of two or more people who have learned the required
cultural codes--language of the speech community--"with some degree of
competence" is an important part of the process. "A person's com-
petence in using the cultural patterns or codes is his ability to parti-
cipate in society's life" (p.6). They also felt that any content
learned must be put in an appropriate human context. Further, they
concluded by saying that "when we focus on content we can stay within
the framework of language, but when we are concerned with Processes,
we must consider the full range of verbal and non-verbal communication"
(p.3). The above perspective put forward by Byers and Byers (1972)
has attempted to weld the different strands of communication process
and function into a unified whole with an emphasis on the broader frame-

work of communication rather than on the narrower focus on language.

From Linguistic Competence to Communication Competence

In a very succinet way, the basics of the communication process
and its relationship to language have been outlined so that the present

perspective on language arts education may be lcoked at in retrospect.
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An examination of some language arts textbooks has revealed
that since the 1960's language arts curriculum specialists who author
textbooks for teachers of langusge in elementary schools have been in-
dlcating change in direction and emphasis (Shane, Mulry, Redding and
Gilespie, 1962; May, 1967; Berman, 1968; Clark, Erway and Beltzer, 1971;
Cazden, John and Hymes, 1972; Halliday, 1973; Henningé, 1975; Lee, and
Rubin, 1979; and others). They have been emphasizing that communication
is the purpose of language and therefore language teaching and learning
ought to be approached through the broader base of communication. They
have been advocating teaching language as communication to children,
guiding their language growth and development toward competence in
communication. Social Interaction is also enhanced through the student's
involvement in the interpersonal communication relationship.

Current literature has revealed how this shift in emphasis
and direction came about. A change seems to have taken place from con-
centrating on language structure, that is the code itself, to how children
learn to use language or make it function for them. The change in focus
was from linguistic competence (Chomsky, 1965 and 1968) to communicative
competence (Hymes, 1970, 1971, 1972). The Chomskyan perspective had
given way to Hymes's notion of children's language and its funetion in
the communication process. Inherent in Hymes' notion is language use in
social caontexts -which takes into account the influence of cultural and
social factors.

The linguistic theory which focuses on the exiernal and internal

structure of the language code, specifically on language aequisition
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(Chomsky, 1965 and 1968) cannot be belittled or ignored. It was
accepted and enjoyed acclaim for over a decade. It made a great contri-
bution to the knowledge base relating to the actual structure of the
sentences uttered by the speakers of the language as well as the
scope and pattern of the utterances made as children developed language.
Chomsky (1968] described linguistic competence to mean the implicit
knowledge every speaker has of his or her native tongue. He believed
this acquired knowledge enabled an individual to speak an infinite number
of grammatical sentences in a certain pattern and to understand the
utterances of another.

Hymes (1970, 1971, 1972), like Chomsky, believes in the concept
of competence, but he has been critical of linguistics because he feels
that it Has emphasized competence and neglected performance. In actual
fact, these two experts in the field have been looking at language and
communication from two different perspectives. Chomsky actually regards
performance as the actual production of sentences uttered by the speaker.
Hymes extends this concept to Include the use the speaker makes of his
language in actual communication situations in social contexts. He
includes in the concept of communication competence the interrelated
aspects of form and function. In describing form as it relates to
competence, Hymes, like Chomsky, refers to the knowledge surrounding
the structure of the language code. Function takes care of language use
by real children in particular communication situations. It emphasizes
effectiveness in communicating in real communication settings and
stresses how communication is learned through acts of communicating

(Hopper end Wrather, 1978).
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A number of language arts and communication specialists currently
subscribe to Hymes' perspective, advocating more and more efforts in
schools toward both communicative competence and performance, the
first mentioned referring to the repertoire of skills the individual
builds up through communicative acts, and the second to how those
skills are put - to use in actual situations. Wiemann and Backlund
(1980) have looked at competency as an educational objective which
evolved because of the shift in focus from concentration on content
or subject matter to skills (competencies) and abilities. This objec~
tive was formulated because of the emphasis placed on what a student
should learn in order to function more effectively in different environ-
ments and situations, Wiemann and Backlund have related communicative
competence to this general objective associating it specifically with
the speech communication process and how it functions for individual
communicators in actual social situations. DeStefano (1978) asserted
that "school plays a powerful role in increasing communicative compe-
tence since schooling includes both instruction designed to increase
ability to communicate orally and in writing (speaking and writing)
and to help students comprehend others' speech and writing (1istening
and reading)" (p.3). This statement attempted to 1link what goes on in
the language arts curriculum with the new focus on communication compe-
tence,

In pointing to the dimensions of communicative competence, Allen
and Brown (1976) have described four features that characterize these
dimensions: a repertoire of experience from which to make eritical

choices which are seen when performing desired tasks, after which
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the individual is able to evaluate the communicative tasks with reference
to the performance objectives previously set up. All these features
serve to enrich the individual's repertoire of experiences and help in
the building of communicative competence. In looking at the features
of communication competence described, Allen and Brown have pointed out
that "unlike linguistic competence,...... communication competence is tied
to actual performance of the language in social situations" (p.248).
This perspective is often referred to as the communication funetions
approach indicating the emphasis is on how the language code functions
in actual use in day-to-day situwations in home, school,and society.
Hopper and Wrather (1978) have made the point that children as
they develop acquire language features primarily through doing actual
communication in the language learning environment, not through being
taught the code through formal, structured approaches. The sequence
suggested is function before form particularly at the early stages
of communication development. Acquisition of grammatical structures
in daily usage seems to emerge after the communicator discovers communi-
cative uses for them, they note, and teachers need to take cognizance
of the theory and research findings related to changed emphases and
new or modified strategies. Fogel (1976) has suggested that "the
broad theory of competence is to show how the possible, feasible and
appropriate are likely to produce and interpret on-going communication
behavior" (p.1). He indicated that if communication competence is
to become an objective for teachers and a goal for students, teachers
should know how children acquire and use communication behavior, how to

evaluate it and the strategies for helping children reach their goals.
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Focus on Functional Communication Competence

Larson et al. (1978) have described the extension of the concept
of communication competence to make its scope and functions more prag-
matic and user-oriented. The functional aspect is emphasized because
the authors feel that " a significant proportion of the educational
effort is to be directed to the development of individual ability to
use language" (p.29) and to use it appropriately and effectively.

This involves releasing the communication capabilities of children by
encouraging and planning more and more language activities, particular-
ly orally based, that are both spontaneous and structured. Children
are helped and encouraged to grow and develop skills in communication
by belng given the freedom to exercise their capabilities as commun-
icators in settings conducive to growth in funetional communication
competence.

In developing the functional communication competence paradigm
further Larson et al (1978) have suggested two important aspects which
are crucial to the successful growth of competence in communication.
They are "appropriateness" and "effectiveness." In a given communica-
tion situation the participants in the process are expected to consider,
in performing the communication act, just what is socially appropriate
in that particular context. The authors stated that "what is appropri-
ate in a given situation is defined by a combination of cultural norms,
group norms, standards of the specific relationship, and acceptable lan-
guage usage" (p.20). Efforts to encourage children to achieve function-
al communication competence should include helping them become aware

that appropriateness is a fundamental criterion for competence. They
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need to learn to adapt their communication performance, that is, what
1s said and how it is said to the social context in which the communica~
tion act takes place, to the constraints on speech that the communication
situation imposes such as the speaker-hearer relationship, the kind
and size of audience and so on. Weimann and Backlund (1980) have very
succinetly summed up the general notions about appropriateness when
they stated that it

refers to the ability of the interactant to meet the basic

contextual requirements of the situation--to be effective
in a general sense. These contextual requirements inelude:

(1) the verbal context, that is, mz.akin% sense in terms of
wording, of statements, and of topic; (2) the relationship

context, that is, the structuring, type and style of messages
so that they are consonant with the relationship at hand;

and (3) the environmental context, that is, the consideration
of constraints imposed on message making by the symbolic and
physical environments (p.191).

With reference to the concept of effectiveness which goes hand in
hand with appropriateness in the development of functional communication
competence Larson et al.(1978) stated that it is associateq with a wide
range of outcomes. The term implies achievement of goals or satisfac-
tion of needs. In the communication process the individual may succeed
in getting the message across in keeping with the appropriate contextual
requirements and be effective or ineffective depending on the outcome
obtained, Included in the scope of communicative competence is "the
ability of the individual not only to exhibit competent communication
behavior appropriate for the particular context but to communicate in
such a way that desirable outcomes are enhanced and facilitated" (p.7).

Feingold (1976) emphasized the need for the term "effectiveness"
to be considered of great importance in the development of functional

communication competence by focusing on the characteristics of the
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"effective" communicator. He described this individual as one who "is

perceived as being skilled at saying the right thing at the right time,
is not difficult to understand, is adept at communicating with others,
is aware of the effect of his or her communication on the recelver, and
is capable of revealing something of himself or herself™ (Bs29), his
description of the characteristics of the effective communicator illus-
trates the complex nature of the process which leads the individual
communicator toward the goal of efficient and effective communication
with others in social contexts. Wiemann (1978) in discussing the

need for research and training in speaking and listening literacy has
emphasized that the competent communicator is expected to develop concern
for the needs, goals, and outcomes of others in the social context

while at the same time being concerned about his or her own needs, goals.
and outcomes., This underlines the interactive nature of communication,
Wiemann stated that "communication competence is a dyadic concept-- it is
not enough to consider one participant's goals and outcomes; goals and
outcomes of all the participants in the encounter must be taken into
account in order to assess the effectiveness of any individuasl's perform-
ance"  (p. 315). Considering the various aspects of communication
competence outlined it must be pointed out that such competence is learn~
ed through a long process of participation in a wide variety of activities
in a wide variety of social situations on the part of the communicators.,
Schools and classrooms constitute appropriate and conducive settings where
individuals may gain the knowledge, understanding end skills requiread

for becoming competent communicators.

In their recent explication of communication competence Larson
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et.al. (1978) have drawn attention to an anxiety condition known as
oral communication apprehension on which current communication litera-
ture has focused. They have expressed concern for those individuals
who have been characterizeé =2s having high levels of fear associated
with communication encounters with others, as the condition may serve
as a hindrance to the development of high levels of communicative com-
petence, This aspect was included because the authors felt that oral
communication apprehension was a related concept and could be consider-~
ed essential to a reasonable conceptualization of functional communica-
tion competence, They argued that apprehension and anxiety about com-
munication are "important as explanatory variables connected with low
levels of functional communication competence" (p.16). This implied
that individuals who found it difficult to fully engage in the inter-
actions and transactions which are involved in the communication pro-
cess may be depriving themselves of vital elements necessary for the
development of competence in communication.

Similar concern was expressed by Work (1978) in discussing some of
the ramifications of competence in speaking and relating these to some
suggested guidelines for instruction through which competence may be en-
couraged. A gist of these are: that instruction should be child-center-
ed and work in accordance with a child's development and his competence;
that it should stress the communication process and performance; that op-
portunities should be provided for children of all abilities to develop
their communicative competencies, and that helping children to face the
challenge of communicative competence confidently should be a major goal.

The anxious communicator's needs may be met in these ways, he added.
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Creating Learning Environments Conducive to Growth in Comrmunication

The authors already mentioned in the second part of this chapter
as well as others who advocate the teaching of language as communica-
tion to children, stress the need for learning environments which create
the contexts for érowth in communication. Extending the idea of growth
further, Stewart (1980) has added the concept of personal growth through
communication indicating a direct relationship between the "quality
of our communication and our development as persons" (p.70). Since
one of the functions of the school is to promote the personal growth
and development of each individual in the school environment, communi-
cation can be considered as one of the chief means of achieving this.
Schools which use ideas such as the above as part of their philosophi-
cal base will seek to bulld learning environments that are conducive to
the development of individuals as communicators within the social con-
text of the school (May, 1967; Phillips et al., 1970; Clark et al,,
1971; Freeman, 1977, and Garnica and King, 1979).

In focusing on the general educational environment and its func-
tion in relation to communication contexts, Myguist and Booth (1977)
described it as"a giant, multifaceted communication event composed of
a variety of communication encounters" (p.15). They added that such
encounters take place continuously as the participants in this giant
communication event interact with each other in dyadic, small group or
large group situations. These continuous and simultaneous interac-
tions occur throughout the school day between teacher and student,
student and student, teacher and administrator, teaclier and parent,

counselor and student, counselor and teacher, counselor and parent
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as well as the other senders and receivers of messages who carry out
their various roles in the context of the glant communication environ-
ment called school, It is within the larger framework of overlapping
communication events, in the setting of the classroom, that the school
performs its vital function of developing and refining the communication
skills the children bring with them, toward the ultimate goal of communi-
cation competence (Strickler and Farr, 1979). "In addition to what-
ever language-related curricular content schools offer, they encourage
children to use their communication skills in an environment that pro-
vides the feedback which is necessary to improve their skills" (p.636).
It is comparatively recently that educators have begun to consider
the classroom as a communication environment which provides the context
for growth in and through communication. Phillips et al.(1970) referred
to the classroom as a verbal community, the dynamics of which emerge
out of the interactions between teachers and learners and between the
learners themselves, In defining the characteristics of this verbal
environment the authors suggested that one could look at "how teachers
and students communicate; the way teachers and students view themselves
as they interact; the basis on which communication relationships are
established; and the nature of the communication climate in which
leerning tekes place" (p.73). The answers to these gquestions may

serve to indicate the kind of classroom setting and the quality of the

communication as well as the relationships which actually exist in &

particular classroom setting. Another important point made by

Phillips et 8l, is that not only does the physical and verbal environ-

ment play a part in how the environment is used end what goes on in it,
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but the communicators themselves influence the quality of the setting
and the prevailing conditions which are experienced in a particular
classroom setting. Nyquist and Booth (1977) expressed similar views
and further stated that both teachers and students influence the in-
teraction and communication which goes on within an instructional en-
vironment and create the atmosphere that results.

Within a rich, varied and constructive classroom setting that is
conducive to interpersonal communication and the gradual development
of functional communicative competence, the individual communicator is
encouraged to develop in and through communication (Barbour and Gold-
berg, 1974; Clark, Erway and Beltzer, 1971; Savage, 1977; Smith, 1977
and others). The impact of the environment and the characteristics
of the communicators themselves,"their backgrounds, experiences, prior
knowledge, emotional attitudes, physical health, interests and a
myriad of other human factors, can aid or block communication" (Sav-
age, 1977, p.22) and interfere with the immediate or long-range goals
of the communicators involved. These factors may also have an impact
on the outcomes of the teaching-learning process. Lynne (1976) has
pointed out that the teaching-learning process is essentially a com-
munication process by its very nature, and it relies very heavily on
the modes of listening and speaking, which are interactive modes,

Hurt and Preiss (1978) have expressed similar views and have in addition
commented on the practice in the schools of the nation to provide great
reward for verbal behavior in the classroom and frequent verbal output
and verbal interaction are demanded of children in the educational

environment. Because of these prevailing factors those who organize,
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manage, and plan what goes on in their particular educational environ-
ments have important and fundamental considerations to bear in mind.

The classroom setting which provides the context for communication
growth and aids in producing highly verbal communicators cannot be a
subdued and silent place. If a great deal of verbal output and a
high level of functlional communication competence are desired and ex-
pected, experiences and opportunities for all modes of communication,
and particularly oral communication,must be provided, All strategies
and instructional materials must also match the philosophy and objec-
tives put forward (Mackintosh, 1964; May, 1967; Phillips et al., 1970;
Burns .et al., 1972; Barbour and Goldberg, 1974; Kean and Personke, 1976;
Hopper and Naremore, 1978; Klein, 1979; Petty and Jensen, 1980; and Burns
et al., 1980). According to Klein (1979) a talk environment can be
designed for any classroom to meet the needs of the communicators, and
for the benefit of all. This environment should be natural, built-
in, and unified. Although there is need for structure in organizing
the curriculum there is also need to encourage spontaniety, and to
build feelings of confidence, acceptance, openness, and trust (Barbour
and Goldberg, 1974 and Kean and Personke, 1976) in each of the commun-
icators in the classroom setting, so that each child would want to com-
municate willingly and without fear. It must be noted that those chil-
dren who are identified as being apprehensive about communication are
a special needs group whose needs are just as important as those who
have no difficulty in communicating naturally.

McCroskey (1977) has suggested some considerations which may be

taken into account when making provisions in the classroom setting for

.
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chlldren who are fearful sbout communicating. Such children should
not be forced to communicate or punished for not communicating. They
should be made comfortable in the classroom and encouraged to partici-
pate voluntarily in an environment which is not threatening or puni-
tive. Reinforcement should be provided for attempts to communicate.

The authors already mentloned are of the view that communication
1s at the core of all that is involved in the teaching-learning
Process and therefore the provisions made for growth in communication
should pervade all aspects of the curriculum in general. licCroskey
(1977) has suggested the term "communication permissive environment!
to describe the total environment which may be allowed to evolve. 1In
thls environmental setting children will learn to communicate by
communicating and at the same time build functional communication com-
Petence which they can use in other general social situations. It is
suggested by advocates of this present trend that the understanding of
the process of communication and the skllls required for eficient
oral communication need to be taught just as reading and writing are.
Many children may lack the knowledge and skills required.

Teachers in general and language arts and communication special-
ists in particular play an important role in promoting the trenig sdvo-
cated heretofore in the second section of this chapter, Nyguist and
Booth (1977) emphasized the need for teachers to be effective communica-
tors themselves not only to exemplify what is expected as a communicator
but to facilitate an open, stimulating, spontaneous yet well organiz-
ed communication environment. They argue that with changed perspectives

the teacher's role is now that of facilitator, manager and technician.
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Status of Oral Communication in the Elementary School Curriculum

This part of the review of trends focuses specifically on the
status of oral communication or the speaking component of the language
arts In the elementary school curriculum. During the past two decades
a number of language arts and communication specialists have expressed
concern over the place of speaking among the hierarchy of skills and
activities planned in language arts curricula. They have pointed out
that the Importance placed on oral language seems to have diminished
within recent years and that the development of oral communication in
children seems to have been taken for granted.

As far back as 1964, in the foreword to a document sponsored under
the auspices of four national educational organizations-- The Associa-
tion for Childhood Education International, the International Reading
Association, The National Council of Teachers of English, and the Asso-
ciation for Supervision and Curriculum Development-- llackintosh voiced
the common concern evinced by the joint committee for the improvement
of oral communication when she stated that the oral aspects of communi-
cation had been considered to be neglected for too long. Further she
gave as the reason for the cooperative effort of the joint organizations
the consideration that listening and speaking skills are of such crucial
importance for effective communication that they need to be promoted
and not neglected or bypassed in elementary classrooms, The joint
committee examined the basic charascteristics of the two major compo~
nents--listening and speaking--outlined the strategies for building
needed competencies, pointed to the need for heeding research findings

involving both components, and offered suggestions for improvement in
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evaluation. The roles of the teacher, administrator, supervisor, and
parent were treated, and suggestions were given for action needed in
home and school for helping children use oral language effectively.
In concluding the committee stressed the need for equal concern being
given to educating children to be effective listeners and speakers

in the school situation as is shown for written communication and
reading.

In one of the earlier works on teaching language as communication,
May (1967) wrote in similar vein when he stated that "more than one
educator has decried the paucity of speech instruction in comparison
with reading instruction in schools" (p.16). lie went on to make a
plea for "a much greater impact on oral language growth in the schools"
and pointed out "the importance of oral language competence prior to
or concomitant with reading instruction" (p.16).

Jenkins (1974) in his discussion on the state of the language arts
during the early 1970's described this state as "not completely a happy
state” (p.14). He attempted to analyse in retrospect some important
aspects of teaching and learning in relation to language arts educa-
tion, which he sald are merely useful indications of changing norms
rather than definitive statements about what is happening. He pointed
out that the body of knowledge about language had increased in recent
years and this knowledge was teing put to use for the development of
children's understanding and interest in language and the many ways in
which it is put to use by them., He stated that children use language to
gain an understanding of themselves and their world. Further he ob-

served that the task of the school was to recognize the communicative
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ability and prior knowledge of language brought to school by children,
and to strengthen this and provide positive attitudes toward language
learning. The ultimate goal of language learning and teaching is to
bring about more effective use of language. Jenkins reported that
during the period under review some emphasis was placed on oral lan-
guage but that schools attempted to teach far more about language than
students needed to know to effectively use it. He put forward the view
that "an analytic approach to language has little place in the elemen-
tary school, and it probably should be preceded by a functional approach,
wherein the child, deductively, learns what he needs to learn to commun-
icate" (p.14). The shift in the emphasis from total rejection of
nonstandard English usage to acceptance of what the child brings with
him to the communication situation, was mentioned by Jenkins. It was
pointed out that greater freedom to use the language patterns of the
environment and new respect for the language user's repertoire of skills
and his communicative abillity seemed to be the perspeetive at that

tine,

No sooner had the liberal orientations and changed emphases begun
to take root in language arts classrooms than the "accountability" and
"back to basics" movements as well as "minimum competency testing" pro-
grams intruded and subsequently dominated educational policy and practice.
As the three movements gained momentum in the nation's schools, curricu-
lum specialists and administrators of schools seemed to focus more and
more on writing and composing skills, on grammar and reading skill de~
velopment, and less and less on the oral aspects of the language arts.

This seemed to be the concensus of language arts and communication
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professionals who make analyses of current trends in language erts educa=~
tion (Ritter, 1978; Allen and Wood, 1978; Farrell, 1979; Cazden, 1980 and
Hendricks, 1980).

Ritter (1978) in discussing "back to basics" and "accountability"
issues as they relate to speech education, has pointed out that the
focus of attention in both movements has been on the decline in test
scores in the basic literary skills that is, reading and writing or
composing skills. Because of this focus undue emphasis has been placed
on the planned improvement of reading and writing, to the detriment of
oral communication. Activities for the development of orel communicae-
tion and other enrichment activities are considered "frills" and severe-
1y curtailed or eliminated altogether. Ritter suggested that those who
ere concerned ahout the diminished importance of oral communication in
schools and the elimination of planned speech activities should put for-
ward an effective rationale stressing the primacy of speech among the
other language arts components. The interrelationship of speech and
the other components and its effective use in strengthening other skills
such as writing may aleo serve to build the case for more oral communi-
cation in schools.

Allen and VWood (1978) share the concern of Ritter in their analysis
of the current status of oral communication in the curriculum, They
have drawn attention to the situation in stating that "most language
arts programs focus on the development of print literacy in children.
Writing and reading comprise most of the instruction, while speaking
and 1listening are typically offered as extras" (p.286). The authors

deplore this narrow focus since it has become generally accepted that
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the goal of language arts education is the development of efficient
and effective communicators and that goes beyond reading and writing to
commnicative competence of which oral communication is a major compo-
nent. The five communication functions which the authors put forward
as "central to contemporary life and that may serve as a construct
around which instructlon may be organized throughout the school years
are: controlling, sharing feelings, informing, ritualizing and imagining"
(p.287). The authors described indetail the way the five functions
operate in real communication interactions and their application to the
school situation., They stated that the school should concern itself
with oracy-- a combination of speaking and listening skill development,
and literacy--reading and writing, as the person who is merely literate
may be i1l equipped to function effectively in the broad range of commun-
ication situations in contemporary life,

Examining in retrospect the decade of the 1970's, Farrell (1979)
and Cazden (1980) like the language and communicatlon specialists already
mentioned, regarded the "back to basies" movement as a retrograde step
in general and specifically in relation to oral communication, Farrell
felt that American education has lost the enthusiastic optimism and
promising innovative spirit associated with the period between 1965 and
1974. Because of this the child as communicator has been affected.
He stated that " the child as creative communicator, capable of generat-
ing language never before uttered or written, has been displaced by the
child as receptacle of facts, regurgitated by stimulus of teacher or
test" (p.610). He encouraged educators to return the child to the

center of the curriculum as an active creator rather than a passive
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recipient, He suggested that parents and legislators should be convine-
ed by educators that "language is a human phenomenon, one requiring for
its fullest appreciation and understanding not just competent perform-
ance on tests but significant face-to-face interaction with human beings
(p.611).

Cazden (1980) noted trends similar to those of Farrell and otheps
in relation to the effects of the "competency testing" and "back to
basics" movements on language arts education, She expressed her con-
cern when she declared that "the language arts are in trouble not from
neglect but from distorting pressures and procrustean beds" (p.595).
This statement draws ettention to the seriousness of the present state
of affairs in relation to language arts education because of the effect
of the pressures referred to above on how language is conceptualized,
as well as attempts to limit the scope of what is done in language arts
in most schools today.

Other observations made by Cazden (1980) on the problems created
for language arts education by the present limited outlook, ineluded
the uncertainty surrounding the goals of language arts education in
general and the lack of concern shown in the development of oral
communication skills and competencies. She pointed out, however,
that 1ittle is known about how listening and speeking competencies are
learned but that does not constitute sufficient reason for ignoring
them in the day-to-day activities in the classroom. Reference was also
made to the limitatlions of the standardized tests used for assessing
language in general and oral language in particular, and the effect

that their outcomes may have for children. She cautioned that "whille



tests méy point to the existence of educational problems they cannot
solve them" (p.595) and this point may be borne in mind in the plan-
ing of programs and the evaluation of them.

The authors cited so far have pointed out the negative impact of
the three movements already mentioned on language arts education to-
day. Hendricks (1980) has attempted to reflect on some positive ef-
fects of the three movements in the light of what has been regarded as
their negative effects on language arts education. She put forward the
view that the paucity of contributions on speech methodclogy evidenced
in educational journals during the recent past as well as the uadue
concentration of editors of journals on other priorities may lead to a
revival of interest in oral language and a greater emphasis on its former
place among the basics, If this is accomplished it may result in
more training being given to teachers in oral communication theory and
methods of teaching children how to communicate effectively, at the
elementary level. Another point made by Hendricks is that language
arts textbooks are still heavily weighted with the prescriptive aspects
of language--grammar, writing and spelling-~ and the renewal of interest
in oral language may influence publishers to emphasize oral communication
education in language arts texts. This may help this important com-
ponent of language to be included as one of the major goals of language
arts education, and be perceived in a different light by curriculum
planners, teachers,and the children themselves. Hendricks concluded
with the suggestion that a merging of ideas and a sharing of knowledge
by the communication, speech,and education disciplines should be of great

benefit to curriculum specialists, and teachers of speech and language.

o
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The Development of Assessment Instruments to Evaluate Oral

Communt cation

Teachers and education authorities rely on well constructed,
reliable and valid evaluation instruments to measure the outcomes of
the teaching-learning process and to assess, as objectively as possible,
the level of competence of students. Achievement tests and other
€valuation instruments have been heavily used to gather data on how
Well a student has mastered certain specific skills. Cazden (1980)
has even suggested that they are being overused generally. Most
&chievement test batteries incorporate among the subskills tested, the
language arts components that are easily testable by reading and mak-
ing Paper-and-pencil responses such as reading comprehension and vocab-
ulery, spelling, punctuation and other skills associated with writing.

Evaluation of oral communication or the "speaking" component of the

1&nguage arts has been neglected., One of the reasons for this neglect

&y have to do with the difficulty of incorporating a component of this

D8ture among the paper and pencil test batteries which can be adminis-

tered to large groups at a time, McCaleb (1979) has underscored this

lack of assessment measures for oral communication, and has pointed
%0 the need for evaluative procedures and suitable instruments to be

developed and utilized so that neglect of this aspect may be changed

to Interest ang action,

A perusal of the literature relating to oral communication by

Marchak et 8l. (1979) has revealed that there is a paucity of evel-

Uation instruments to measure this component. Existing instruments

8re limited in that they measure specific sub-components only, are
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elicited or contrived for the purpose and are therefore not measures

of speech produced under natural conditions in a natural setting., It
was found, too, that the measures in use were limited to individual

and small group administration and could not be applied to the large-
group situations such as may exist in school systems. The authors
advocated the development of assessment instruments which are more com-
prehensive in scope to cover a wider variety of situations and communi-
cation demands, in order to be truly indicative of a particular child's
competence and performance in oral communication. In addition, assess-
ment may focus on both basic oral skills as well as oral activities.

At present education authorities in some states such as Massachu-
setts, Vermort and Pennsylvania have incorporated oral communication
among the repertoire of skills assessed at high school level. At the
national level, a recent effort to construct an appropriate and re-
liable measure to assess oral communication was made. The project
was undertaken under the joint auspices of the Speech Communication As-
sociation and the National Assessment of Educational Progress organ-
ization (Mead, 1980). The development of this instrument is in active
progress and aims at developing strategies for assessing communication
competencies of elementary and secondary school children. It was
found that the development of this instrument to measure oral commun-
ication has proved to be time-consuming and the selection of reliable
measurement strategies and the elimination of racial and ethnic bias
have proved to be difficult. Despite setbacks the completion and release
of a valid and reliable assessment instrument to be used on a national

basis to evaluate oral communication should fill a need.
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Development of New Curriculum Guides to Reflect Changed Fmphases

Many states and local education authorities develop and utilize
curriculum guides in the language arts to serve as guidelines to their
professional staff who teach in that particular discipline. These
curriculum guides reflect the philosophy and ideas of the curriculum
planners as well as the current trends suggested by the professional
organizations which serve the discipline. Two very recent curriculum
guides issued by the National Council of Teachers of English give very
valuable ideas and suggestions to teachers and curriculum planners to
use as models for developing language arts curriculum for the 1980°'s.

Mandel (1980) has edited a set of guidelines for language arts
instruction which could serve as models for local and state development
of new or modified curricula. He offered educators three views of cur-
riculum development organized around three different paradigms: the
process or student centered model, the heritage or traditional model,
and the competencies model. Implications for the language arts cur-
riculum are traced for each of the three perspectives from pre-kinder-
garten through college. Each section contains a general essay discuss-
ing the three paradigms, so that the reader may make his own decision
as to the one that best fits the individual teaching philosophy of those
selecting the particular model. Mandel suggested that teachers may
draw from all of the models or make their own decisions as to which is
best according to their underlying assumptions, philosophies.and par-
ticular emphases.

Glatthorn, (1980) has developed a more focused approach which is

intended for use by curriculum planners and those who have direct
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leadership in modifying existing curricula. He provides a practical
plan for a curriculum which " is true to the intellectual and emotional
needs of students while being accountable to society's expectations for
a curriculum which is practical and oriented toward skills" (p.x).

He felt that schools must go over and beyond the provision merely of
survival skills and provide a curriculum which is challenging and co-
herent, yet capable of meeting individual needs of students and bring
about improvement if needed. He also argued that the curriculum should
be testable in the areas where testing matters and can be successfully
achieved. He also acknowledged the importance of the affective aspects
of teaching and learning although he does not elaborate on these,. The
gulde gives details of the framework he suggested for amastery curriculum
in the language arts, which include: curricular mapping, building a con-
tent planning matrix, developing the syncretic English curriculum, pro-
viding for mandated competencies, using research to improve teaching

the skills, and designing and writing mastery units. The guide is com-
prehensive and forward-looking, bearing not only the present but the
future in mind.

The guides described above are included as examples of what has
recently been done by the professional organ of language arts educators
to provide leadership and direction for language arts education in the
1980's and beyond. Their purpose is to serve as models for improve-

ment and action.

Summary

This review of some trends in language arts education with special
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special reference to oral communication spanned several decades but
emphasized current trends. The definition of communication cited was
formulated nearly half century ago but it is simple and comprehensive
and bears some relevance to the efforts being made at the present time
to put language teaching into the broader framework of communication.
The process of communication was described so as to bring into
focus the knowledge base which forms a backdrop for the present shift
in emphasis in language arts education. This change in emphasis was
from the analytic study of the structure and content of language i.e.
the vehicle, to the process of communication and the interpersonal
relationship which evolves as the process is set in motion.
The change in focus from emphasis on linguistic competence
(Chomsky, 1965) to communication competence (Hymes 1970, 1971, 1972)
was described. An extension of the concept of competence in communieca-
tion to include functional communication competence (Allen and Brown,
1977, Allen and Wood, 1978, Hopper and Wrather, 1978, Larson et al., 1978,
Wood, 1975, Fogel, 1976, and others) was explored. The general consensus
of these authors was that children should learn to communicate by communi-
cating, that is, using opportunities for communicating in social contexts
in communication environments that have been created for such purposes.
Reference was made to the diminished interest in promoting the
oral component of the language arts curriculum because of concentration
and preoccupation with "back to basiecs" and "accountability" require-
ments. Finally, the lack of assessment instruments for measuring oral
communication was underscored and the development of a new instrument

was described. Two new curriculum guides were also discussed.



CHAPTER III

METHODOLOGY

This study was designed to investigate the extent to which oral
communication apprehension existed among a group of sixth grade students
and whether it occurred more in girls than in boys. Further, the
study examined whether there were significant sex differences between
the oral communication apprehension (OCA) groups in language achieve-
ment as well as in attitudes toward the language arts. Another pur-
pose was to determine whether there was a relationship between students'
scores on the oral communication apprehension measure and their scores

in language achievement and attitudes toward the language arts.

Selection of the Sample

Prior to the selection of the subjects for the study, application
was made for about 600 sixth graders in the public school system of
Charles County, Maryland, to be participants in the study. Two
schools within a ten mile radius of each other with sizeable sixth
grades were selected. They were chosen because of their close
proximity in geographic location. Together they provided the sample

size the researcher requested.
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The two schools account for about 16 percent of the total school
population, The sixth grade is a part of the middle school organiza-
tion instead of the elementary school in this county. The sixth grades
in both schools are approximately the same size (Charles County Attend-
ance Report, 1981). In the past the county was considered largely rural,
but new housing developments and rapid growth have helped to change the
population which the schools serve to suburban. The socio-econoric
levels of the subjects' parents range from lower middle to middle class
according to occupation and income, Parental occupations include army
personnel, federal, state, and local government workers, law enforcement
personnel, managers and owners of small businesses, telephone personnel,
technicians, and a variety of professionals. This information was sup-
plied by the school principals from their records as no other official
documents were available. Appendix A contains an official fact sheet
with further details on the county.

Both schools are built on the open space design. Classroom group-
ing is heterogeneous. Based on the researcher's observation the class-
room atmosphere appeared to be informal. Peer and teacher-pupil rela-
tionships seemed relaxed and friendly. The children appeared to be un-
inhibited in speaking during breaks between activities. With reference
to the language arts, the planned activities follow the basic guidelines
stipulated by the county (Guide for the Basic Language Skills, 1981).
Specific objectives are assigned each grade level and specific skills
and activities designed to develop these skills are outlined. The
scope and sequence of skills are described fully in the guide, Such

skills are recorded as: language and communication (speaking, listening
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writing and grammar), vocabulary development (word structure and word
meanings in different contexts), capitalization, punctuation and usage
as well as reference skills (use of the dictionary, thesaurus and ency-
clopedia, functions of the card catalogue and parts of a book).

The total sample from both schools consisted of 547 subjects, 266
girls and 281 boys. They were intact classroom groups except for
those students who, in the judgement of the school authorities, were
considered to have reading problems. This stipulation was made by the
researcher so as to ensure that subjects would experience no difficulty
in reading and comprehending the items on the self-report instrument
and responding to them.

Application for permission to carry out the testing program was
made to the Charles County Board of Education, and approval was given
prior to the administration of the tests., The principals of the two
schools expressed their willingness to have their sixth graders partici-
pate in the project and to provide a suitable place and time for the
testing program to take place. Both principals and the researcher explain-
ed to the sixth grade subjects and their teachers what was the purpose of

the study and secured their interest and cooperation. (See Appendix B).

Instrumentation

The Personal Report of Communication Fear Scale (PRCF)

This scale was used to collect data on the subjects' fear or appre-

hension about communication. It is a 14 item, Likert-type self-report
scale constructed by McCroskey (1977) and subsequently validated McCros-
key, Anderson, et al, 1981). The scale is designed specifically for

use with children at the elementary level to obtain responses about the
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positive and negative feelings concerning communicating with other people

in different contexts. The data when collected are used to fdentify
students with varying degrees of oral communication apprehension from
"high" through "moderate" to "low." It assesses the extent of oral
communication in the sample to which it 1s administered. The scale is

based on a previous model The Personal Report of Communication Appre-

hension (NhCroskey, 1970) which is frequently used at high school and
college levels to tap anxietles that are directed at interpersonal sit-

uations, including public speaking ones. The choice of The Personal

Report of Communication Fear Scale (PRCF) as the instrument used in the

present study was basedon its availability, its suitability for sixth
grade students, its recency, its simplicity and number of items, and
its ability to measure what it purports to measure. Permission to use
the PRCF was granted orally by its constructor (See Appendix C).
The scale items are scored from 1 (strongly disagree),
indicated by "NO" to 5 (strongly agree), indicated by "YES." The
respondents are asked by means of short statements how apprehensive
they feel about oral communication in different contexts. They are
directed to make a choice by cireling that point on the 5 point scale
which indicates the degree to which each statement applies to the in-
dividual personally. (See PRCF Scale, Appendix D)
Examples of a positive and a negative item are:
YES yes ? no NO 2. I look forward to talking in class.
YES yes ? no NO 7. I am scared to talk to people.
It is not a timed test but subjects are encouraged to work quickly and to

record their first impression. Subjects are also assured that there
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are no right or wrong answers so that they may feel free to make

individual cholces In the way they relate to them personally without

the fear of being considered wrong. All of the 14 items are expected
to be responded to during the time the test is administered.

Reliabllity. For the purpose of establishing the reliability
of the Personal Report of Communication Fear Scale, (PRCF) MeCroskey
et al.

(1981) administered the instrument to 462 nine to twelve year

0ld students in five school districts. These constituted part of a

larger sample of 2,228 students from kindergarten to sixth grade who

participated in the study. A split half reliability coefficient of .90

(internal consistency) was obtained for the two dimensions (split half,

internal consistency) for the nine to twelve age group which is the age
group on which the present study focused.

Validity. MeCroskey et al. (1981) computed the validity of

the Personal Report of Communlcation Fear Scale for the ten to twelve

age group to be .95. The investigators used the Measure of Elementary

Communication Apprehension (MECA) Scale (Garrison and Brown, 1979) as

the criterion measure for obtaining the validity of the Personal Report
of Communication Fear Scale (PRCF).

McCroskey et al. regard the validity
figure obtained as quite high and therefore the PRCF Scale can be con-

sidered an appropriate measure for the purpose of this study.

Attitudes Toward the Language Arts Scale

This scale is one component of a larger battery of attitude

tests constructed by Arlin end Hills (1974) to give an index of how
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pupils feel about the Language Arts activities they engage in within
the classroom situation. The total battery consists of four question-
naires specifically aimed at assessing pupils' attitudes toward the
learning processes, toward teachers, toward arithmetic and toward the
language arts. Each questionnaire is undimensional, has 15 questions
and uses a cartoon format to provide enjoyment. The Language Arts
questionnaire covers statements relating to aspects of the language
arts other than speaking, including reading, writing and spelling.
Speaking and listening are not included among the 15 items which com-
prise the scale. In the present study the speaking aspect was measured
by the PRCF scale.

Arlin and Hills (1974) reported that 14,000 pupils from grades
1l to 12 in a Southern state were tested in the total sample. They were

given the four questionnaires mentioned above in rotation. The Attitudes

Toward the Language Arts Scale was a major component. The results for

this component are reported below.

Reliability. The authors reported that a sample of 6,000
subjects was used to obtain the reliability figure. The reliability
of the test was estimated from the internal consistency measures. The
summated ratings from the 8 odd items were correlated with the correspond-
ing 7 even items of the instrument in order to obtain the test reliability
coefficient. The resulting product moment correlations were then correct-
ed for length wusing the Spearman Brown formula. A reliagbility figure of
.83 was obtained. The authors felt that this represented a reasonable

degree of internmal consistency and could be considered an acceptable
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estimate of the generalizability to universe scores (Arlin-Hills
Manual, 1974). (See Scale, Appendix E),

Validity. For the purpose of estimating the validity of the
tests,Arlin and Hills (1974) carried out a multitrait-multimethod
construet validation study of 402 pupils in grades two to six. The
pupils took the instruments in cartoon and non-cartoon formats.

It was found that the cartoon method for the Attitudes Toward the

Language Arts Scale yielded a validity figure of .75. The cartoon

method was used in the present study. The authors held the view that
if the test was limited to group interpretation only, a reasonable
degree of meagurement validity may be achieved (Arlin-Hills Manual,

1974). This suggestion was borne in mind in the present investigation.

The Iowa Test of Basic Skills, Test L, Language Subtest

This instrument is a standardized achievement measure. The
Board of Education of Charles County has used this measure for assessing
the levels of proficlency of its pupils. One component of the total

achievement battery, is the Language Skills Subtest, designated Test L.

This Laenguage Skills Subtest, is a composite of Spelling, Capitalization,

Punctuation and Usage. The total language score was used in this study
as the language achievement measure. (See Appendix F).

The ITBS test battery has been used for over 40 years by
Boards of Education in the school systems of many states in the nation.

The authors claim that the purpose of the test battery is to test
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Eeneralized gktlls and abilities of the testees in the curricular

8Teas covered. Such tests are used to evaluate the performance of
Students at all levels in different curricular areas including language.
A broag national sample was used as the norm group. The norms appeared
to be truly representative of the general population. Three types of
forms are provided: grade equivalents, age equivalents and standsrd
SCOres. Fach is supplemented by percentile norms for appropriate

Teference groups (Hieronymus and Lindquist, 1971).

Reliability end Validity. According to the Eighth Mental

Yeasurement Yearbook (Buros, 1978), the reliability of the ITBS achieve-

Ment test ig high, ranging from .84 to .86 for the major test and from
-7 to 93 for the subtests. The composite reliabilities for the whole
test are reported to range from .97 to .98 for the different grades.
Validation figures were not quoted in any of the sources researched.

The Burog Mental Measurement Yearbook (1978) states, however that the

Velldation of the test was based on all the commonly used principles
for the validation of test content - curricular and statistical. In
8ddition 14 was reported that, "the resl strength of the tests is their
SWrriculary validity, careful construction, adequate norms based on a

f8tlonal sample of 72,000 pupils in 213 school systems " (p. 35).

Administration of the Tests

Class lists of the names of the sixth grade students who were
to P&rticipate in the testing program were obtained from the school

Prineipars beforehand. The lists indicated those who remained after
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students with reading problems were eliminated. Names of students

who were absent on the day of the test were also deleted subsequently.
The tests were administered in the multi-purpose room of

the two schools from which the subjects were drawn. This environment

was roomy, pleasent and comfortable with individual dual-purpose seats

There was enough space for children to be distributed around the room

to obviate the possibility of copying each other's responses. The

children were releaged from their classes in groups so that between 25

and 30 pupils were tested at a time. Teachers and other authority

figures were asked not to be present during the actual administration
of the tests

so as to reduce the possibility of biased responses ang

to expose all the subjects to the same tester. One school was tested
one day and the other the day after begimning at 9 a.m. angd continuing

throughout the day.

During the test administration the same procedure prevailled

with all groups. The tester introduced herself and explained why she

was doing the study and what was required of each of the subjects during

the session. She said to each group: "I am doing a study to find out

what sixth graders in the Charles County area feel sbout communicating

with other people in different situations--for example when speaking

before your class. In order to get your personal responses you will

be given a questionneire with 14 statements to which you are askead

to respond as it relates to each of you. You should each have a pencil

of your own for responding.”
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The tester distributed one copy of the Personal Report of

Communication Fear Scale face down, to each child. She instrueted the

students to turn their coples to the side on which the statements were
written and requested that they follow her instruections carefully.
She let the children know that their responses would not be seen by
their teachers or the gehool authorities, and that whatever they record-
ed on their questionnaires would remain confidential. On the chalkboard
a printed chart which displayed a larger version of the directions for
responding to the scale was pinned up. The tester read and explained
the procedure from the chart. The subjects were asked to read from the
chart with the tester first, then do so silently from their copies of
the questionnaire. The printed instructions read:

DIRECTIONS: The following 14 statements concern

feelings about communicating with other people.

Please indicate the degree to which each state-

ment applies to you by cireling your response.

Mark "YES" if you strongly agree, "yes" if you

agree, "?" if you are unsure, "no" if you dis-

agree, or "NO" if you strongly disagree. There

are no right or wrong answers. Work quickly;

record your first impression. (MecCroskey, 1977).

Subjects were then asked to write their responses to the
self-report scale indicating their choices by circling one of the
points on the five point scale. The tester read aloud each of the
items before the responses were made by the children and allowed one
minute before proceeding to the next item. After the 14th item was
completed the tester requested that the children write their names on

the top left hand side on the back of the questionnaire, along with the

designation of their classrooms. The tester explained that the names
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and classrooms were needed merely for grouping of the data by the
computer, and that their individual responses would be kept confidential.
The completed questionnaires were collected and stacked. The children
were warmly thanked for their participation and encouraged to relax for
a few minutes while the second questlonnaire was being distributed.

The second questionnaire, The Attitudes Toward the Ianguage Arts

Scale was distributed face down. Children were asked to be quiet and to
listen carefully because the second questionnaire was somewhat different
from the first. The items on thls questionnaire asked them sbout their
feelings about school actlivities involving language. The questionnaires
were turned face upward for the instructions to be read along with the
tester, as was done with the first test.

DIRECTIONS: We would like to know how you feel about

language arts. Blacken In the circle with a pencil

to show how you feel. Fill in only one circle for

each question. YOUR TEACHER WILL NOT SEE THIS --

Your answers will go straight into the computer.

Have fun! (Arlin-Hills, 1974).

As was done with the first Instrument, the instructions were

read aloud from a chart on the blackboard. Subjects were requested to
indicate by raising their hands if they needed to ask any question
whatsoever. They were then asked to respond to the self-report scale,
filling in each item as it related to them personally. They were
allowed a minute for reading and responding to each item. After all
the items were completed the questionnaires were collected. The child-

ren were complimented on their cooperation and thanked warmly for their

participation. The same procedure was followed for each classroom



group to whom the test was administered.

Scoring Procedures

Scoring Procedures for the Personal Report of Communication Fear Scale

The individual self-report sheets containing the responses

to The Personal Report of Communication Fear Scale (MeCroskey, 1977

and 1981) were manually scored by the tester. Each item was given
a number between one and five according to the point in the scale
that was circled by the responder. The scoring key indicated the
following: YES = 1, yes = 2, ? = 3, no = 4, NO = 5. The other steps
were:

1. Add the scores for items 2, 3, 4, 6, 8, 9, and 12.

2. Add the scores for items 1, 5, 7, 10, 11, 13, and 14.

3., Add 42 to the total of step 1.

4. Subtract the total of step 2 from the total of step 3.

The score should be between 14 and 70.

Scoring Procedure for the Attitudes Toward the Language Arts Scale

This instrument was also scored manually by the tester.
Each response was given a numerical value. They were: NO = 0, SOME-
TIVES = 1, USUALLY = 2, and YES = 3. This indicated that the positive
items received the highest points and the negative items the least
points. The scores for the 15 items were totalled to obtain a score
for each student. ZEach student's total score was then recorded.
The above scoring procedure for this instrument was followed in
accordance with the instructions recommended in the constructors of the

scale (Arlin-Hills, 1974) in their published manual.

o8



99

Scoring Procedures for the Iowa Test of Basic Skills -- Language

Subtest

This test was administered by the school authorities, and
machine scored and recorded by the Houghton Mifflin Scoring Service,
publishers of the test. Permission was granted by the Board of
Education of Charles County for the individual scores in language

achievement for each of the subjects to be extracted from their records.

Data Gathering Procedures

This was a descriptive study employing empirical data.
It involved an assessment of the magnitude of the oral communication
apprehension problem among the sixth graders in the sample. Sex dif-
ferences in achievement in, as well as attitudes toward the language arts
between the OCA groups were also assessed. The extent of the oral
communication apprehension problem was assessed by examining the data

collected from the Personal Report of Communication Fear self-report

measure. These data were used to categorize the scores into five

groups according to the criteria stipulated by the constructor of the
instrument (McCroskey, 1977 and 1981). The scores were used for group-
ing the students into five categories according to their levels of oral
communication apprehension. Each OCA group was subdivided into boys and
girls. The standard deviation approach was used to differentiate the
levels of oral communication apprehension. Subjects who scored higher
than one standard deviation above the mean of the whole group were

classified as "High oral communication apprehensives." At the other
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end of the continuum, subjects who scored one standard deviation below
the mean of the entire group were classified as "Low oral communication
apprehensives." Students classified in the "High apprehensive" group
were the ones who have a high degree of oral communication apprehension
as indicated by their responses to the oral communication apprehension
measure. Students in the "Low apprehension" category were the ones who
were considered to have no oral communication apprehension problems.

The subjects whose scores classified them as mildly or
moderately apprehensive in oral communication situations were put into
three categories according to their level of oral apprehension. Those
whose scores clustered nearer to the "High apprehensive" category, that
is, were between half and one standard deviation above the mean  were
categorized in the "Moderately High" group. In contrast, those students
whose scores clustered nearer the "Low apprehensive" category, that is,
were between half and one standard deviation below the mean were catego-
rized as "Moderately Low". The fifth group, that is, those subjects
whose scores fell within half a standard deviation of the mean were
categorized as "Moderately apprehensive."

Language achievement was measured by the Iowa Test of

Basic Skills, Test L, Language Skills Subtest. (Hieronymus and

Lindquist, 1971). This subtest is the language component of a compre-
hensive standardized achievement test used to assess the performance

of students at the elementary level in specific areas of the curriculum.
The tests were not administered by the researcher. They were administer-

ed by School Board personnel to the sixth grade students in the sample
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prior to the administration of the oral communication apprehension and
attitude test measures. The scores were obtained from the last
standardized achievement test battery given to the sixth grade students
nine months earlier, The composite score for the language subtest was
extracted from the students' records.

The Arlin-Hills Attitudes Toward the Language Arts Scale (Arlin-

Hills, 1974 ) was the other instrument which was administered to the
students by the researcher during the testing session, after the oral
comnunication apprehension measure was administered. This short
parer-and pencil, self-report measure taps the attitudes of the
students toward the different aspects of the language arts except
listening and speaking. The scores obtalned from this measure were
scored according to the procedure suggested by the test constructors

(Arlin-Hills, 1974) and discussed in detail earlier in this chapter.

Yethods of Data Analysis

The scores obtained from the three tests used to gather the

data for this study: The Personal Report of Communication Fear Scale

(PRCS), the Iowa Test of Basic Skills-Language Subtest (ITBS-L), and

the Arlin-Hills Attitudes Toward the Language Arts Scale (ALA) were

statistically anelysed by using the Biomedical and Statistical Package
for the Social Sciences Programs (1977). The treatment of the data by
these programs was done on the UNIVAC 1108 at the University of Maryland
Computer Science Center., The other computations for the percentages

of students in each of the five oral communication apprehension groups

as well as the Chi-square analysis were done manually,
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The data for each of the hypotheses stated in Chapter I were
presented in tabular form as shown in Chapter IV and analyzed in text-
ual form as they related to each hypothesis in sequence. Means and
standard deviations were used to identify and categorize the five OCA
groups using numbers and percentages (Hypothesis i)e & two-way ANOVA
and the Scheffé test of pairwise comparisons were done to test for
significance of sex differences (Hypothesis 2) for the ITBS-L test.

A similar treatment of the data for the AlA test was also done. A one-
way analysis of variance (ANOVA) was also done to test for significance
of difference of the five group means with respect to achievement in

the language arts. A similar analysis for attitudes toward the language
arts was done to see if there was any relatlionship between the OCA group
scores. (Hypotheses 3 and 4). Finally in order to assess the degree of
the relationship, if any, between the OCA scores and the scores for

the ITBS-L test, as well as those of the ALA test, an intercorrelation
of the scores using Pearson's Product Mcment method was done. The
correlations were tested for significance at the .05 level. The
appropriate table was used for the purpose.

The above methods for data analyslis were conslidered appropriate

for testing the six hypotheses of this study stated in Chapter 1.



CHAPTER IV

ANATYSIS OF DATA AND PRESENTATION QOF FINDINGS

The analysis of the statistical data relative to the six
research questions is presented in this chapter. The study was
designed to assess the extent to which oral communication apprehen-

sion as measured by the Personal Report of Communication Fear Seale

existed among the students in terms of percentages at different

levels of its occurrence. An additional focus was to examine whether
the scores obtained from the above scale indicated that there were
statistically significant sex differences in the occurrence of oral
communication apprehension. The significance of sex differences in

language achievement as measured by the Iowa Test of Basic Skills--

Language Subtest as well as in attitudes toward the language arts

as measured by the Attitudes Toward the Language Arts Scale, were
assessed. A further focus was to determine whether there was any re-
lationship between oral communication apprehension and language
achievement and between oral communication apprehension and attitudes
toward the languege arts.

The first analysis presented in this chapter relates to the percent-
age differences in oral communication apprehension among the sixth grade

students in the sample at the various levels of its occurrence. In order
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to test Hypothesis 1, the mean and standard deviation for the total
sample were computed from the raw scores obtained from the oral
communication apprehension measure. It was found that the mean score
of the sample for the oral communication apprehension scale was 34.88
and standard deviation 9.59. As the mean and standard Qdeviation
figures corresponded closely to those of MeCroskey et al. (1981) in
their study which reported a mean of 36.5 and a standard deviation of
9.6, they were used for categorizing the 547 students into five groups
according to the following procedure:
Low ~-- subjects who scored lower than one standard deviation
below the mean of the entire group.
Moderately Low -- subjects who scored between half and one
standard deviation below the mean.
Moderate -- subjects who scored within one half standard
deviation of the mean.
Moderately High -- subjects who scored between half and one
standard deviation above the mean.
High ~- subjects who scored higher than one standard
deviation above the mean of the entire group.
The data obtained from the administration of the two tests as

well as the students' scores on the Iowa Test of Basic Skills, Language

Subtest are presented in tabular form below, for the purpose of testing
the six hypotheses of the study. (See Appendix G for the frequencies

of the scores)



Hypothesis 1

The first hypothesis tested was as follows:

The percentages for the sizes of the groups of children in the

sample identified at the various levels of oral communication apprehen-

sion correspond closely to what was expected in the normal distribution

of the school population.

In order to test this hypothesis the number and bPercentage of

students 1n each of the five oral communication apprehension (0CA) groups

in the entire sample were computed.

presented in Table I.

Table I

Total Number and Percentages of Boys and Girls in Each Oral

Communication Apprehension (OCA) Category

The distribution of the groups is

Categories Boys Girls Total

No. No. % No. T
Low 44, 8.04 43 7.86 87 16%
Moderately
Low 61 11.15 45 8.23 106 19%
Moderate 79 14.44 73 13.35 159 28
Moderately
High 58 10.60 63 11.52 121 22%
High 39 7.13 42 7.68 81 15%
Total 281 266 547

¥rounded to the nearest percent
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The data on Table I reveal that 87 subjects or 16 percent of the
number of students obtained scores which fell into the Low Oral Communica-
tion Apprehensive (OCA) category. According to the criteria for categoriz-
ing the students into the five OCA categories, subjects whose scores fell
within this category are classified as having the lowest level of oral
communication apprehension or no problem at all. The percentages for
boys and girls in this category were 8.04 for boys and 7.86 for girls.

In contrast, the number and percentage of subjects whose scores fell into
the High Oral Communication Apprehensive category were 81 or 15 percent.
Students with scores in this category are the ones who are classified asg
having the highest level of oral communicetion, and are perceived ag
having severe oral communication apprehension problems.

The total number of students in the three combined moderately
apprehensive groups (106 Moderately Low, 152 Moderate and 121 Moderately
High) equalled 69 percent of the total sample. Of this, the middle or
moderate group accounted for 28 percent of the total sample. There were
3 percent more students in the Moderately High group than in the
Moderately Low group, which indicates that there were slightly more
students who were Moderately High apprehensives than Moderately lLow. The
data also reveal that there is only a ane percentage difference between
the High and Low groups with the High group the lower of the two. Also,
though it is a slight difference, being only iwo percent, the percent
age of students on the two High OCA groups 1s more than that in the
two Low OCA groups. The Moderate groups, in contrast, show wider per-

centage differences. There is a 12 percent difference between the Low
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and Moderate OCA groups and 13 percent between the High and Moderate
OCA groups.

With reference to the data stated above, the findings can be

summarized as follows:

1. There were 15 percent of the students in the High 0OCA group
which 1s 1 percent lower than those in the Low OCA group.

2. The percentages of students experiencing the highest level
of oral communication apprehension, that is, the High to
Moderately High groups ranged from 15 percent to 22 percent
of the students in the sample.

3. In the Moderately Low group, there were 2.92 percent more boys
than girls, but the sex differences in each of the other 0CA
groups varied slightly above 1 percentage point.

4., Sixty nine percent of the total sample were classified in one
of the moderate groups (Moderately Low, Moderate, Moderately
High). Sixteen percent were among the Low or least apprehensive
category, and 15 percent in the High or most apprehensive
category. Hence, the percentages for the sizes of the groups for
the various levels of oral communication apprehension correspond
closely to what was found in related studies (McCroskey, 1976;
Bruskin Report, 1979, p. 2) and to what is theoretically

expected in the normal distribution of the school population.

Hypothesis 2

The second hypothesis tested was as follows:
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There are statistlically significant sex differences in the
occurrence of oral communication apprehension between the pairs of the
sexes in each category of the sixth grade students in the sample.

In order to test this hypothesis, Chi-square values were computed
on frequencies for boys and girls in each of the OCA groups. Tsable 2
presents the observed and expected frequencies. This method of analy-
sis is based on Garrett's view (1971) that observed results mey be
tested experimentally against probabilities calculated from the normal

curve, and that when n is as large as 100, "the resulting distribution

is very close to the normal probability curve and may be so treated with

little error " (p. 251).

Table 2
Observed and Expected Frequencies of Boys and Girls in

the Oral Communication Apprehension Categories

Mod. Mod.
Sex Groups Low Low Mod. High High Total
#ad.7) [34.3) (78.1) (62.2)  (41.6)
%(42.3) {51.5) (73.9) (58.8) (39.4)
Total 87 106 152 121 81 547

¥Indicates expected frequenciles
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These data were used to compute the Chi-square values for

€ach of the cells in the 5x2 block design shown in Teble 2. It was
found that the sum of the Chi-square velues of the ten cells is equal
to R.558, Using tables of Chi-square it was also found that for 4
degrees of freedom a Chi-square value of 9.488 is necessary in order
for 1t to be significant at the .05 level. Therefore it can be con-
¢luded tpat there 1s no statistically significant difference between
the 8eXes in the occurrence of oral communication apprehension among
the groups in the sample. Based on this finding, Hypothesis 2 may be

reJected.

Hypothesis 3

The thirg hypothesis to be tested is stated as follows:
There are statistically significant sex differences in language

a
®hlevement among the OCA groups in the semple.
The date for the third hypothesis dealing with sex differences
ia Performance of the boys and girls in the different OCA categories with

reference to thetr language achievement are first presented in Tebles 3

nd 4, These show both the total means and those for each sex group for

th
© EEEELEEEE of Basic Skills - Languege Subtest.

Table 3

Veang and Standard Deviations of the Scores of the Towa Test
of Basic Skills - Language Subtest,for the Total Sample

and the Sexes

h\

Sex Groyps n Mean =y
\\

oy 281 57.35 23.89
Girls 266 64.47 23.46

Totay 547 60.81 23.93
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Table 4
Means and Standard Deviations of the Scores of the Iowa Test

of Basic Skills - Language Subtest, by Category and Sex

Boys'! Girls'
Category Mean SD Mean SD
Low 63.25 22.89 71.49 18.42
Mod. Low 58.64 23.24 62.04 21.83
Mod. 56.23 25,33 68.49 21.58
Mod. High 56.17 21.46 64 .46 24.68
High 52,72 26.10 52.90 2741

Table 3 shows the means and standard deviations for the total
sample and for the total boys and total girls for the scores of the Iowa

Test of Basic Skills - Language Subtest. Table 4 shows the same data

for the five OCA groups subdivided into the sexes. The mean for the
entire sample for the language achievement test was 60.81, and the
standard deviation 23.93. The means for the females range from 52.90
for the High group to 71.49 for the Low group. With the exception of
the High OCA female group, the female means are above the total sample
mean for language achievement. The standard deviations range from 18.42

for the Low group to 27.11 for the High. This indicates that there is
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greater variability in the distribution of the scores for the High
oral communication apprehensive female group than for the Low OCA
group. (See Appendix H for histograms of the data).

The figures for the males show that the mean scores range from
52.72 for the High OCA group to 63.25 for the Low. With the exception
of the Low male group, the male means are all below the total sample
mean. It may also be noted that both the male and female High OCA
groups have mean scores of approximately 53, which place them below the
total sample mean. This also reveals that both males and females who
are High oral communication apprehensives seem to perform below the
mean in language achievement, while those who are in the Low category
score above the mean, particularly the girls. It may also be observed
that the means for girls in the three moderate groups are above the
sample mean, while those for the moderate boys fall below. In order
to arrive at a conclusion on the above findings a two-way analysis of
variance for testing the significance of differences of the group means
from the ITBS-L test according to sex was done.

The data for assessing sex differences by e two-way analysis of

variance (ANOVA) for the Iowa Test of Basiec Skills--Lanzusge Subtest

(ITBS-L) are presented in Table 5 which follows. The columns for

this table show the source of variance, the sums of squares, the degrees
of freedom, the mean square variances and the F-ratios for the main
effects, for sex and OCA, for the two-way interactions of sex and OCA,
as well as for the residual sums of the squares. This format is sim-
ilarly used for the two-way analysis of variance for the attitudes to-

ward the language arts data in Table 9 which follows,



Table 5

Two-way Analysis of Variance for Sex and OCA for the

Iowa Test of Basic Skills - Language Subtest

Source SS

af MS F
Main Effects 16354.63 5 3270.93 5.98%
Sex 7159.19 1 7159.19 13.00%
OCA 9432.03 x 2358.01 L.31%
2-way Interactions 2399. 80 4 599.95 1.10
Sex and OCA
Residual 293790.09 537 547.10
Total 312544 .51 546 572 .43

¥Indicates significance at the

.05 level

The results of the two-way analysis of variance for

of the ITBS-L test show that the F-ratio figures of 5.98

effects, 13.09 for the sex effects, and 4.31 for the OCA

ITBS-L test shown, are all significant at the .05 level.

the scores
for the main
effects for the

It can be noted

that the two-way interactions for sex and OCA show an F-ratio figure of

1.10 that is not statistically significant at the .05 level. It may be,

however, explained that the interaction sum of the squares is whatever is

left when the systematic effects of sex and OCA have been removed from

the total sum of the squares and that it measures factors which are

attributable to neither sex nor OCA alone, but rather to both acting
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together (Garrett, 1971, p.293). Since the interaction effects between

sex and OCA are not significant, 1t may therefore be inferred that the
interaction effects contribute little or nothing to the sex differences
in language achievement between the OCA groups.

In order to verify further the significance of differences of
paired group means for the sexes, the Scheffé method of pairwise comparison
described by Kirk (1978, p.322) was performed on the data to determine

the source of statistical significance of the differences between each

pair of group means for the sexes. These data are presented in Table 6.

Table 6
Results of the Scheffe” Test of Pairwise Comparisons of
Group Means for the Iowa Test of Basic Skills--

Language, According to Category and Sex

OCA Groups Value S. Error T Value af

T Prob.
Contrast Low 38.75 11.43 3.39 542 .001%
Contrast Mod.

Low 33.78 11.11 3.04 542 .002
Contrast Mod. 19.27 8.45 2.28 542 .023%
Contrast Mod.

High 8.06 7.55 1.07 542 .285
Contrast High 14.10 .82 2.93 542 .004

¥Indicates pairs of means significantly different at the .05 level.
The above data for the analysis of the paired group means

obtained from the scores of the ITBS-L test for the sexes show that
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two of the paired group means, Low and Moderate, differ significantly at the
.05 level. Based on the two-way analysis of variance and the Scheffe re-

sults, Hypothesis 3 is therefore accepted for the Low and Moderate groups.

Hypothesis 4

The fourth hypothesis tested was stated as follows: There are
statistically significant sex differences in attitudes toward the
language arts among the oral communication apprehension groups in
the sample.

In order to test this hypothesis, the means and standard

deviations were computed for the scores from the Attitudes Toward the

Language Arts Scale. These data are shown in Table 7 for the total

sample and for the sexes. Table 8 shows the same data for the five

OCA groups subdivided for the sexes. (See Histograms, Appendix I ).

Table 7
Means and Standard Deviations of the Scores of the Attitudes

Toward the Language Arts Scale for Total Sample and Sexes

Sex Groups n Mean SD
Boys 281 20.26 3.7
Girls 266 21.48 3.70

Total 547 20.85 3.77
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Table 8
Means and Standard Deviations of the Scores of the Attitudes

Toward the Language Arts Scale by Category and Sex

Boys'! Girls'
Category Mean SD Mean SD
Low 21.43 3.93 21.67 3.64
Mod. Low 20.57 3.82 21.93 3.23
Mod. 20.06 4.05 21.56 3.01
Mod. High 19.56 3.10 20.67 3.53
High 19.90 3.44 21.86 4.06

On examining the data in Tables 7 and 8 it may be observed that
the entire sample mean computed from the scores of the Attitudes

Toward the Language Arts Scale (ALA) is 20.85, and the SD 3.77. The

mean for boys in the entire group is 20.26. This is slightly lower
than that for the girls which is 21.48.

On examining the means for the OCA groups in Table 8 it may
be noted that the group means for boys ranged from 19.56 (Mod. High) to
21.43 (Low). A comparison of the male High and Low OCA groups reveals
that the group mean for the High group is slightly lower than that for
the Low group, being 19.90 and 21.43 respectively. The group means for
girls range from 20.67 (Mod. High) to 21.93 (Mod. Low). These data for

girls show very little difference from the mean scores of the total



116

sample. The total SD is close to the girls' which range from 3,23
(Mod. Low) to 4.06 (High). It can thus be seen that there is no
appreciable difference between the group means for the girls and that
of boys although the means of the girls were slightly higher in each of
the OCA groups. Also i1t can be seen that the highest mean score for
the boys is that of the Low group, while that of the girls is the
Moderately Low group. This finding also suggests that Low or Moderately
Low oral communication apprehensive students seem to score better on the
attitudes toward the Language Arts scale than the more highly apprehensive
groups. In order to assess whether the differences among means were
significant, a two-way analysis of variance was done for the ATA test.

The results of this test are shown in Table 9 below.

Table 9
Two-way Analysis of Variance for Sex and OCA for the

Attitudes Toward the Language Arts Scale

Source SS af MS F

Main Effects 332.62 ) 66.52 4, 8%
Sex 215.38 1 215,38 15.67%
0CA 128.83 4 32.21 B3

2-way Interactions 25.32 4 8.83 64
Sex and 0OCA

Residual 7381.77 537 13.75

Total 7749 .70 546 14.19

*¥Indicates F-ratio significant at the .05 level
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Table 9 shows the data for the two-way analysis of variance

for the Attitudes Toward the Language Arts test scores. The F-ratio of
4.84 for main effects, sex and OCA, and 15.67 for sex alone are
significant at the .05 level. Yet, as the two-way interaction figures
between sex and OCA indicated by the F-ratio of 0.64 are not significant
at the .05 level, it 1s necessary to make further comparisons of the
paired group means for the sexes in order to find out which of the pairs
of group means is significant. This comparison was accordingly done
using the Scheffd method of pairwise comparison. The relevant data are

presented in Table 10.

Table 10
Results of the Scheffe Test of Pairwise Comparisons of
Group Means for Attitudes Toward the Languege Arts

Scale According to Category and Sex

OCA Groups Value S. Error T Value DF T Prob.
Contrast Low -.04 1.81 -.03 542 .08
Contrast Mod.

Low 3.2 1.76 1.84 542 0%
Contrast Mod. 2.60 1.34 1.94 542 .05
Contrast Mod.

High -.68 1.38 -.50 542 6D
Contrast High 1.67 .76 2.18 542 .03

The above data reveal that none of the paired group means

d
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for the sexes for the Attitudes Toward the Language Arts Scale was

significantly different at the .05 level. Therefore, based on these

findings, Hypothesis 4 cannot be accepted.

Hypothesis 5

The next hypothesis tested was stated as follows: There are
statistically significant differences inlanguage achievement among
the oral communication apprehension groups in the sample.

The relevant data for the group means and standard deviations
for each of the oral communication apprehension categories are present-

ed in Table 11 below, for the scores of the Iowa Test of Basic Skills--

Language Subtest.

Table 11
Group Means and SDs for the Oral Communication Apprehension Categories

for the Iowa Test of Basic Skills--Language Subtest

Categories n Mean SD

Low 87 67.32 21.09
Moderately Low 106 60.08 22.61
Moderate 152 62.12 24,32
Moderately High 121 60.49 23,47
High 81 52.81 26.46

Total 547 60.81 23.93
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It can be observed from Table 11 that the mean scores for the
oral commmnication apprehension groups range from 52.81 for the High
group to 67.32 for the Low group. These figures indicate that the
children who have the highest level of oral communication apprehension
had a much lower mean score in language achievement than those with a
low level of oral communication apprehension. It can also be noted
that the sample mean is 60.81 and that the High group mean is much
lower than that for the sample. On the other hand, the mean of the
low group is much higher than that for the entire group. Further, the
means of the Moderately Low and the Moderately High groups are about
the same as that for the sample, while the Moderate group mesn is only
1.31 above that for the sample. Based on the above data it is feasible
to infer that there is a relationship between oral communication appre-
hension and achievement in the language arts. In order to make a
further examination of this finding a one-way analysis of variance was
also done, the details of which are discussed later in this chapter.

The figures for the SDs for each of the groups range from 21.09
for the low group to 26.46 for the High group. The SD for the scores
of the entire sample is 23.93 and the SDs for the Moderately High group
is approximately the same (23.47). It can also be noted that the SD
for the Moderate group is 24.32 which is 0.39 above the standard devia-
tion for the sample. These figures indicate that there is a wider vari-
ability in the spread of the scores within the High group than within the
Low, and that the variability of the spread of the scores within the Mod-
erate groups are small and approximate to that of the entire sample. This

evidence reveals that there are wider differences in the performance of
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the children in language achievement within the High group as compared
to children within the Low group, while the differences within the
Moderate groups are negligible. These differences between the groups
in the spread of the scores within the groups may be attributed to
differences in the level of oral communication apprehension between the
groups. From this it may again be inferred that there is some relation-
ship between oral communication apprehension and language achievement

as measured by the Iowa Test of Basiec Skills-Language Subtest.

In order to test the significance of the differences among the
group means of the five oral communication apprehension groups, a one~way
analysis of variance was done for the scores obtained from the Iowa Test

of Basic Skills Language-Subtest. The data for this analysis are

presented in Table 12.

Table 12

Results of One-way Analysis of Variance of the Group Means

for the Iowa Test of Basic Skills-Language Subtest

Source SS af MS F Ratio
Between 9195.42 4 2298, 86 4.11%
Within 303349.45 542 559,69

Total 312544 .87 546

*¥Indicates significance at the .01 level
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It will be observed in Table 12 that an F-ratio of 4.11 for the
between groups source of variance was obtained, These figures indi-
cate that there is a significant difference among the five group
means for the OCA categories at the .0l level of significance. If
there was no relationship between the oral communication apprehension
factor and achievement in the language arts, it may be inferred that

the F-ratio would be found not to be significant at any level of sig~

nificance. It is feasible to arrive at the conclusion with some
confidence that there is a relationship between oral communication
apprehension and achievement in the language arts, for this data

reveal that the mean scores of the subjects for the OCA groups vary

significantly according to the level of oral communication apprehen-

sion.

Hypothesis 6

Hypothesis 6 was stated in the following manner: There are
statistically significant differences in attitudes toward the language
arts among the oral communication apprehension groups in the sample,

The data for the group means and the standard deviations for
each of the oral communication apprehension categories are presented

in Table 13 for the Attitudes Toward the Language Arts Scale, The

format of this table is similar to that of Table 11 for the relevant

data of the Iowa Test of BRasic Skills, Language Subtest. 1In it

are shown the different categories of oral communication apprehension

groups. The sample size for each of these categories is also given

in addition to the means and standard deviations for each.
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Table 13
Group Means and SDs for the Oral Communication Apprehension

Categories for the Attitudes Toward the Language Arts Scale

Categories n Mean SD
Low 87 21.55 377
Moderately Low 106 21.15 3.63
Voderate 152 20.78 4 .04
lloderately High 121 20,12 S8
High 81 20.91 3.88
Total 547 20.85 3.7

Table 13 shows that the mean scores of the Attitudes Toward the

Language Arts Scale range from 20.12 for the Moderately High group

to 21.55 for the Low group. The sample mean is 20.85 while the
means for the Moderately Low group is 21.15 and 20.78 for the Moderate
group. These figures indicate that the means of the five groups
are all very close to the sample mean (not more than .C7 nor less than
T2, Hence, based on these data it may tentatively be inferred that
differences in the level of oral communication apprehension may have
little or no relationship to attitudes toward the language arts.

The data for the SDs shown in Table 13 range from 3,37 for the
Moderately High group to 4.04 for the Moderate group. These figures

reveal that there are negligible differences between the SDs of the
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groups as well as within the groups in the spread of the scores.
This evidence tends to further suggest that there is little or no
relationship between oral communication apprehension and attitudes
toward the language arts.

Table 14 presents the data for the one-way analysis of

variance for the attitudes toward the language arts scores for the

five oral communication apprehension groups. This analysis is

intended to examine whether there are significant differences among

the means of the five oral communication apprehension groups for the
attitudes toward the language arts test scores.
Table 14

Results of the One-Way Analysis of Variance for the Attitudes

Toward the Language Arts Scale

Source .SS daf MS F-Ratio
Between 117.23 4 29.31 2.08
Within 7632.47 54,2 14.08

Total 7749,70 546

Table 14 presents the one-way analysis of variance data from

the scores of the Attitudes Toward the Language Arts Secale for the five

It may be observed from the above table that the F-patio

OCA groups.
This indicates that

for the between groups source of variance is 2.08.

there are no significant differences among the means of the five groups.
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Based on this finding it may be concluded that there is no relationship
between oral communication apprehension and attitudes toward the
language arts. Hypothesis 5 may therefore be rejected on the basis of
this and the above evidence.

A final analysis to test Hypotheses 5 and 6 was done by
the method of intercorrelation of the OCA scores of the students in the

sample with those obtained from the ITBS-L and ALA tests. The data for

this are presented in Table 15,

Table 15

Inter-correlation Matrix for the OCA, ALA and ITBS-L Scores

Test

Variables n OCA ALA ITBS-L
ocA 547 1.000 -.087 -.142%
ALA 547 -.087 1.000 042
ITBS-L 547 ~.142% 044 1.000

¥Indlcates significance at the .05 level P=.001

Teble 15 presents the data for the Pearson product-
moment Intercorrelatlons of the scores for the three test variables
-- OCA, ALA, and ITBS-L for the entire sample. It is 1 be observed
that the correlation between the OCA test scores and those of the ITBS-L
is -.142, and the ALA is -.087. Based on the table for testing signifi-
ance of correlation coefficients (Garrett, 1971, p. 201) for a sample

of 547 students, an r of -.142 is significant at the .05 level. From
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this 14 can be concluded that there 1s a relationship between oral
communication apprehension and language achievement as measured by the

ISEE~ZE§§¥Of Basic Skills, Language Subtest. On the other hand, the

fOrrelation figure of -.087 between the OCA and the ALA tests is not
significant and indicates no relationship between oral communication

8PPrehension and attitudes toward the language arts as measured by the

55122:§111§ Attltudes Toward the Language Arts Scale. The above findings

SWPort what wag found in the earlier analyses of the data with

Teference 1o Hypotheses 5 and 6.

The significant correlation cited above in Table 15 for the
925 4nd ITBS-1 scores is low and negative, indicating that the degree
°f the relatiOnship between oral communication apprehension and language
8chievement is slight and only in the negative direction. This find-
ing SUggests that as the level of oral communication apprehension
Inereages, there is a corresponding decresse in lenguage achievement.
Since the correlation figure for the OCA and ALA test scores are not
Significant, it can be concluded now with much confidence that there
1s little or pno difference in attitudes toward the language arts
between the sixth grade children of different levels of oral communicat-

1o
n 8PPrehension in the sample.

The results of the intercorrelations of the three test variables

4 £
Shomn @bove in Teble 15 support the findings of the previous analyses 0

the datq for Hypotheses 5 and 6. The consistency of these findings by

the dfferent methods of data analyses reinforces the researcher in the

iew that the results obtained for the two last mentioned hypotheses

are mogt valid,



Another finding of interest from the intercorrelations data in
Table I5, though not related to any of the six hypotheses of this
study, was the positive though not significant correlation of .044
between the ALA and ITBS-L scores, This indicates that the scores
for these two test variables are related in a positive direction,

that is, they both increase and decrease simultaneously. This re-

lationship is however slight and not significant as implied by the low

and not significant correlation coefficient of .044. Based on this
finding it may be inferred that there is little relationship between
attitudes toward the language arts and language achievement as meas-

ured by the Attitudes Toward the Language Arts Scale and the Towa

Test of Basic Skills--Language Subtest respectively.

The findings and conclusions arising from the various analyses
of the data presented in this chapter are summarized and discussed

in Chapter 5.
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CHAPTER V
SUMARY CONCLUSIONS, DISCUSSION, AND RECOMMENDATIONS

Thig chapter presents a review of the study, summarizes and
Qigey

8ses the findings, states the conclusions and interprets both in
the

Hght or their relationship to previous research. The chapter also

Make
= Tecommendationg for further research and discusses implications

for educatfop

Review of the Study

The stugy was undertaken to investigate the extent of oral

Communieation apprehension among a sample of sixth grade students
“electeq from two neighboring schools in the Charles County, Maryland
*¢hooy System. It was also designed to assess whether there were
Bignificant Sex differences in the occurrence of oral comrunication
“PPrehenss on among the students in the sample. Sex differences in
1ﬂnguage &chievement and in attitudes toward the language arts among ihe
Studentg In the five oral comunication apprehension groups were also
QSSesBed. Another purpose of the study was to investigate whether there
il Telationship between oral commmication epprehension and language
aehievement &8s well as attitudes toward the language arts.
The stugy wag intended to be investigative rather than

der
s T hoped that 1t would draw the attention of teachers
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and education authorities to the existence of the oral communication
apprehension problem, and make them aware that some proportion of the
elementary school population may be apprehensive about communicating.
The second thrust of the study was to focus on possible pragmatic

strategies for dealing with the problem.

The Problem

Communication in general, and oral communication in
particular, is of prime importance in the lives of students at all
levels and can be considered a basic human survival skill. It is so
essentlial in the school situation because it is a tool to facilitate
learning and social interaction, and is used to evaluate the outcomes
of the learning process. It has heen reported in recent studies that
there are people In the soclety at large who regard fear of communication
as a major fear (Bruskin Report, 1973). In the school situation several
studies have Investigated oral communication at the college and secondary
levels as mentioned in Chapters I and II. The present study is an attempt
to focus on this "fear of communication" problem at the elementary level,
where a dearth of studies exists,and to investigate its relationship to

achievement and attitudes relating to language arts.

Research Questions

The research questions that generated the six hypotheses of
this study were stated as follows:
1. What are the percentages for the sizes of the groups of

children in the sample identified at the various levels of oral

communication apprehension?
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2. Are there significant sex differences in the occurrence
of oral communication apprehension among the groups in the sample?

3. Are there sex related differences between the oral
communication apprehension groups in achievement and attitudes toward
the language arts?

4. Is there a relationship between language achievement, as

measured by the Iowa Test of Basic Skills, Language Subtest, and oral

communication apprehension, as measured by the Personal Report of

Communication Fear Scale?

5. Is there a relationship between attitudes toward the

language arts as measured by the Arlin-Hills Attitudes Toward the

Language Arts Scale and oral communication apprehension, as measured by

the Personal Report of Communication Fear Scale?

Summary of the Methadology

Below are summarized the main aspects of the methodology:
Sample

The sample consisted of 547 sixth grade students selected from
two schools in suburban Charles County, Maryland. The schools are in close
proximity and are part of the public school system in that county. The
socioeconomic level of the parents of the subjects are lower-middle to

middle class.

Instrumentation

The instruments used in the study consisted of two self-

report scales and an academic achievement test. The Personal Report of
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Communication Fear Scale (McCroskey, 1981) was used to gather data on

oral communication apprehension. The Arlin-Hills Attitudes Toward the

Language Arts Scale (Arlin and Hills, 1974) was the instrument used to

obtain responses from the subjects on their attitudes toward the
language arts. The language achievement of the subjects was measured

by the Language Subsection (Test L) of the Iowa Test of Basic Skills

(Hieronymus and Lindquist, 1971).

Date Gathering Procedures

Two tests, PRCF and ALA, were administered by the researcher

to groups of students in their own school setting. The self-report
scales mentioned above were administered on two successive days to the
547 students, and manually scored by the researcher. The language
achievement measure which formed part of a battery of basic skills
tests mentioned above, was administered and scored by the school
authorities prior to the present study. The scores of this part of the
data were obtained from the students' cumulative records. The data
collected from the oral communication measure (EBQE) were used to
categorize the sample into the five OCA groups--Low, Moderately Low,
Moderate, Moderately High, and High--based on McCroskey's criteria
described in Chapter III. The mean of the scores for categorizing the
groups was 34.88 and that reported by McCroskey (1981) in his study was
36.5. The SD of this study was 9.59 and that given by McCroskey (1981)
was 9.6. These comparative figures are cited here as evidence of the
correctness of the procedures for grouping the students in the sample of

of this study.
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The means and standard deviations of the scores were glso

obtained by computer for the scores resulting from the Iowa Test of Basic

Skills, Language Subtest and for the Attitude to the Language Arts Scale

(Arlin-Hills). The data were obtained for the total scores of the sample
as well as for the scores of the sexes in each of the oral communication
apprehension groups. Percentages were used to estimate the extent of the
occurrence of oral communication apprehension among the five groups. The
Chi-square technique was also employed for testing the significance of

sex differences in occurrence in each of the oral communication apprehen-
sion groups. Two-way analyses of variance for testing the significance

of differences by F-test of the group means of the sexes in each of the

five groups were done for both the ITBS-L and ALA tests. The results of

these analyses were further tested by Scheffé's method. One-way ANOVA

and the method of intercorrelatlion were also used for testing relationships

between OCA and language achievement as well as attitudes toward the

language arts.

Limitations of the Study

The limitations of the study may be briefly stated as follows: one
of the first limitations which may be mentioned 1s that the sample
was selected from only two schools of the Charles County school system.
As a result the findings of the study may not be generalizable to all the
schools of the school system. Another limitation is that the results are
limited only to children at the sixth grade level in a suburban location

of Charles County. In addition the findings were limited to the scores

of the three measures used in the investigation.
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Summary of the Findings of Related

Research Studiles

It 15 considered appropriate to focus here on the findings
°f the related regearch studies reported in Chapter IT with special
"eference to the findings of this study relevant to the six
hyp°thESes being exemined. These findings are accordingly summarized
Beloy,

1. Shaw (1966) found that 15-25 percent of the children in
elementany grades appeared to show high levels of anxiety about
Speaking and that the higher percentage was for students in the upper
elementapy grades. This finding on the percentage level of occurrence
°f the high oral communication apprehensives was also reported by
Seoty and Wheeless (1977) as well as by McCroskey (1977).

2+ Gilkingon (1942) in his study of speech fright found
that femaje college students exhibited less confidence and more fear
- SPealing than male college students. This finding was likewise
suPPOrted by anothen study done by Porter (1974) on oral communication
aPprehension. Garrison and Garrison (1979) similarly reported that
8irlg Were more apprehensive in the early grades than boys and
SIightly less apprehensive than boys at the high school level.

- Gilkinson (1942) also found in his study that there
" no Telationship between speech fright and intelligence test scores

asw
*1 as schoo) grades. In 1like manner McCroskey, Daly, and
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Sorensen (1976) in their study found no relationship between
intelligence and oral communication apprehension at the college
level. On the other hand Bashore (1971) found a slight negative

relationship between I.Q. and high oral communication apprehension

among high school students. He also found that high school students

who are high apprehensives performed less well than those who are low
apprehensives on high school achievement tests. This finding was
similarly reported by Scott and Wheeless (1977). McCroskey and
Andersen (1976) likewise reported that there is a relationship between

oral communication apprehension and grade point average among college

students since they found that high apprehensives scored significantly

lower than low apprehensives.

4. A further related finding was that of Hurt and Preiss
(1978) who reported a relationship between oral communication
apprehension and negative attitudes towards school in general which

affected adversely motivation, interest in school subjects as well

as school learning at the college level.

5. A finding of interest, though not relevant to one of

the hypotheses tested was that of Shaw (1966) who also reported
that across the grades, students of low socioeconomic levels

show a higher incidence of speech fright than those of higher

socioeconomic levels.
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Summary of the Findings of This Study

Hypothesis I

The percentages for the sizes of the groups of children in the
sample identified at the various levels of oral communication appre-
hension correspond closely to what was expected in the normal distribu-
tion of the school population.

The findings revealed that the spread of the scores obtained
from the OCA scale by the entire sample was fairly evenly distributed.
It was found that a 1little over two-thirds of the sample, that is 69
percent consisting of the three moderate groups combined-- the Moderate-
ly Low, the Moderate, and the Moderately High OCA groups--clustered
around the mean of the scores. It was also found that 15 percent of
the sample fell in the High OCA group and 16 percent in the Low OCA
group. It may again be stated here that this pattern of the spread
of the scores for the moderate and the extreme groups approcximate to
what was theoretically expected (McCroskey, 1978) and to what was
also reported by the Bruskin Report (1979) on a comprehensive study
for the United States population. The findings stated above for this

study support the hypothesis that oral communication apprenension does

exist in varying degrees among the sixth grade students in the sample

selected from the Charles County schocl population.

Hypothesis 2

There mre statistically significant sex differences in the occur-
rence of oral communication apprehension between the pairs of the sex-

es in each category of sixth grade students in the sample.
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The findings reveal that sex differences in the occurrence of
oral communication apprehension (OCA) among the students in the sample
are negligible and not significant. Although no significant difference
was found in the occurrence of oral communication apprehension between
the sexes, the girls in the sample, however, tended to show a greater

extent of' the OCA problem, particularly in the moderately high group.

Hypothesis 3

There are statistically significant sex differences in language

achievement among the oral communication apprehension groups in the sample,
With respect to Hypothesis 3, the data obtained from the two-way

ANOVA indicated there are significant sex differences in language achieve-

ment for the Low and Moderate OCA groups. It was found too that

the mean for girls in language achievement was higher than that for

boys. The significance found for sex differences between boys and

girls for the above two OCA groups is further supported by the results of

the Scheff€ test of pairwise comparison of the group means for the sexes.

Hypothesis 4

There are statistically significant sex differences in attitudes
toward the language arts among the oral oral communication apprehension
groups in the sample.

The data for the two-way analysis of variance used to test this
hypothesis reveal that although there was significance for the main
effects of sex and oral communication apprehension, there was no sig-

nificance for the two-way interaction of Sex and OCA relating to
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attitudes toward the language arts. The data when further tested by
the Scheffé test of pairwise comparlson of the group means for the
sexes indicated that there were no significant sex differences between
any of the pairs of group means for the sexes. This was probably so
because it was found that the group means for boys and girls differed

slightly in favor of the girls.

Hypothesis 5

There eare statistlically significant differences in language achieve-
ment among the oral communication apprehension groups in the sample.
With reference to Hypothesis 5, the data obtained from the one-
way analysis of variance for the scores of the five OCA groups in-
dicated that there is a significant difference in language achievement.
A comparable finding reported by Scott and Wheeless, (1977) indicateq
that there is a relationship between oral communication apprehension

and achievement in general.

Hypothesis 6

There are statistically significant differences in attitudes
toward the language arts among the oral communication apprehension
groups in the sample.

The results of the one-way analysis of variance used to test
Hypothesls 6 indicated that there was no significant difference between
the means of the oral communication apprehension groups with respect

to attitudes toward the language arts.
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With further reference to Hypotheses 5 and 6, the results
of intercorrelatlons computed for the oral communication apprehension
scores with the language achlevement and attitudes toward the language

arts scores indicated a low and negative significent correlstion between

oral communicatlon apprehension and language achievement. However, the
correlation coefficient for the oral communication apprehension test

scores with those of the attitudes toward the language arts test scores

was also low and negative but not significant. This indicated that

there is no relationship between oral communication apprehension and

attitudes toward the language arts. The findings made above on

Hypotheses 5 and 6 are therefore further supported by the data from the

intercorrelations.

Conclusions

Based on the above findings the following conclusions may be

made:

1. The data obtained for the various levels of the occurrence

of oral communication apprehension among the sixth grade students in the

sample are comparable to those of more comprehensive similar studies

done by Shaw, 1966; Bruskin Report, 1973; McCroskey, et al. 1981; Garrison

and Garrison, 1979. It may therefore be concluded that the sample

selected from the sixth grade boys and girls in the Charles County school

population was fairly adequate for the purpose of this study.

2. In relation to sex differences in the occurrence of oral

communication apprehension, more girls than boys tended to be apprehensive
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in oral communication situations at the moderately high level though not
at the other levels, indicating a greater problem for girls at this level.

3. In view of the finding that there is a significant sex difference
in language achievement ip favor of the girls,in the low and moderate
OCA groups, it may be concluded that the occurrence of oral communication
apprehension among boys appears to be more highly related to their lan-
guage achievement than it is to that of the girls in these groups.

4. The finding that thgre are no sex differences in attitudes toward
the language arts among the oral communication apprehension groups in
the sample leads to the conclusion that the occurrence of oral communi-
cation apprehension among boys and girls seems to have no relevance to
their attitudes toward the language arts. However, the difference in
attitudes toward the language arts between boys and girls is only slight,
in favor of the girls.

5. The significant difference of the mean scores in language
achievement for two OCA groups, as well as the finding that the students
of the Low OCA group scored above the sample mean, while those of the
high group scored below the sample mean, are feasible indicators that
there is a relationship between OCA and language achievement. This
conclusion was further substantiated by the significant correlation
found between the scores of the OCA and language achievement tests.

6. As a result of the finding that there are no significant dif-
ferences among the OCA groups in attitudes toward the language arts, it
may be concluded that there is no relationship between oral communication

apprehension and attitides toward the language arts. This conclusion is
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supported by the evidence that the correlation coefficient of the
scores for the two tests--0OCA and ALA--was low, negative, and not
significant.

7. It may therefore be concluded with a greater degree of

confidence that there is norelationship between oral communication

apprehension and attitudes toward the language arts.

8. The finding of only a slight positive relationship between atti-

tudes toward the language arts and language achievement implies 1little

relationship between these variables.

Discussion
The findings based on the data presented in Chapter IV emphasize
the need for a more comprehensive study of the extent of the occurrence
of the oral communicatlion apprehension problem among students at the
elementary or middle school levels in the Charles County school system
There 1s sufficient statistical evidence from the results of this study
to support the view that there 1s some relationship between oral

communication apprehension and achievement in the language arts among

students at sixth grade level. As this study was limited to the sixth

grade level, i1t needs to be further investigated whether there is to be
found the same relationship between oral communication apprehension and
language achievement of elementary school children at other grade lev-
els in the county. It may also be of interest, for the purpose of com-

parison, if another similar study was undertaken in which the subjects

consist of a sample of elementary school children selected from



140

schools in rural or urban areas, or of a sample of children whose pa-
rents are exclusively of a low socioeconomic status level.,

The findings with reference to sex differences in achievement
are consistent with those generally found in other studies comparing
language achievement between the sexes at the elementary school level.
Although these studies were not concerned with the oral communication
apprehension factor in relation to sex differences in achievement in
the language arts, the findings reported that girls performed better
than boys in the lower grades of the elementary school. It was also
found that the sex differences in achievement tended to disappear at
the sixth grade level (LaBrandt, 1933 and Vernon, 1955). A major
study reporting similar findings was one of the Scottish surveys (1949)
in which children of the elementary school population in 3cotland
were surveyed and comparisons with respect to achievement of the sexes
in the basic subjects were made.

The findings of more recent studies on sex differences in achieve-
ment in the language arts reported in the literature were generally
similar to those stated above. Maccoby and Jacklin (1974) in a com-
prehensive study stated that sex differences begin very early--from
the time of the utterance of the first word or even earlier in babbl-
ing, and diminish as the boys "catch up." They further stated that
the differences reported in a study by MeCarthy (1954) tended to be
small, and many were not significant even on large samples, However
when there was a difference it almost always favored girls. The

same was true generally in later studies, but the study with the largest

sample (Templin, 1957) found no sex differences between the ages of
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three apng six,

Anothe
T rela
ted study of sex differences in language achievement

at the
elementa
Ty school level was the six-year study by Yarborough

and John
son (198
0). In this study the authors also reported that

girls
Outperform
ed boys in measures of language arts and spelling,

but ¢
hat tp
€y were o
Sean, of comparable reading ability at the seventh grade

With
respe "
pect to sex differences in the recall of names of letters,

Kaiy
Jr
+ and Si
egel (1977) reported that at all grade levels above grade

thre
e, fe
males r
ecalled letters more accurately than males, but there

Were
difr
erences at the grade three jevel. On the contrary,

in 4
Crosge-c
S8-cult
ural study, Jahoda (1981) found no sex differences in

recall
of lett
ers by boys and girls in Ghana and Scotland.
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g With reference to the relationship between oral communication ap-

me:::::10n 8nd attitudes toward the language arts, 1t should also be

" ed that the researcher found during the literature search that no

thatI::p:::dies Were done, One of the few related studies found was

& o €d by Yarborough and Johnson (1980) comparing the sexes
€rade school level with respeet to attitudes toward reading and

the langug
€e arts.  The authors reported a significant difference in

favop
of
81rls at the .05 level. Since there is such limited research

€viden,

e
. € on the relationship between oral communication apprehension
0d atty

tudes toward the language arts the researcher is of the view

that
th i
: e findlngs of this study in this regard should be considered
entativ
Tt is therefore further suggested that a follow-up study,

prefer
®bly using other attitude tests designed for assessing attitudes

toway,
d ¢
he language arts of sixth graders, should be done.,

Recommendations

In s
View of the findings relevant to the six hypotheses, there

t
© be a neeq to investigate further the magnitude of the problem

°f op
al .
Communi cation apprehension among elementary and middle school

r ,
% N0t only in the Charles County school system but verhaps in

Other
SChon- ;
®hool systems. The results of such a survey, if undertaken

he
4PPropriate education authorities may Justify the implementation

of
the
°llowing recommendations:

ll * L]
School authorities should make financial provisions for the

inVe st i % . hen=
€ation of the extent of the problem of oral communication appre
8i
ive

On .
Under thetr jurisdictions. This should be done with the object
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of ulty
ma .
tely raising the standard of achievement in the language arts

Partic
ularly in the elementary school.
2,
F°11°W-up steps should be taken by means of workshops, semi-

fars ap
d other methods of inservice training for the promotion of

oral o
mmunication apprehension awareness &mong school personnel at all

hould be deslgned to
s with

lonal levels. Such training programs S

8cquai.
n
¥ school administrators, counselors and classroom teacher

the
Procedures and techniques for the alleviation of the problem of

Ora] c
ommunication apprehension in the schools. These measures should

basics.

3' : & .
It is in addition recommended that & variety of curriculum

Similar to the one published by the lHchigan Speech Association

(Cot
1.
: s by Glatthorn (1980) and Mandel

(198 » ed., 1979) and the recent one
0 y
: Published by the National Council of Teachers Of English mey Dbe

&
Nelugeq am 1 education
ong books supplied to the schools by the loca

Quthe .
Titles, These instructional guides may be utilized for the imple-
com-

taty .
°n of the recommended program of activities as &n integral

Ohent,
of riculum
the language arts curriculum. petails of these i

des Were deseribed in Chapter II, part 2,

ehoul:. Strategles and practices in the teaching of the language afts
Org) Concentrate on the creation of 1earning environments conducive 10
fro “ommntcation end the development of communicative competence

T the trate-
€arliest years in the elementary schoo Sugh &

1 onward.

gies =
&n . jcation
A Practices may include the provisions for growth in communics
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amo
lat;j;t::rznéSViduals and groups that comprise the total school popu-
ety :g & Process that is natural, built-in, informal and spon-
conduciVe t N order to achieve this end classroom settings should be
be © easy interpersonal relationships and pleasant encounters

tween
teac .
hers ang children, teachers and teachers, principals and

teach
ers, prinas
» Principals ang children, counselors and teachers, counselors

dre
N, and children and children. Ancillary staff as well as

Parent,
8 sho
uld be made aware of the need for this emphasis on communica-

tio
pla:;:d::a:ion. In addition, as much emphasis as possible should be
ora) o Yadle and small group activities to encourage and promote
"mund cation to the same extent as reading and writing.
geﬂte:. Further research on the various aspects of this study as sug-
pTEViously in this chapter should include the following:
munii::i:'more comprehensive study of the relation between oral com-
tOWard thn “PPrehension and language achievement as well as attitudes
at aly ) langu&ge arts consisting of a sample of children selected
validatgr&de levels throughout the school system for the purpose of
"€ this study as well as gathering data on other grade levels.
aboutI:;order to carry out such a study as economically as possible,
chOSen - Bezacmn of the students from selected grade levels may be
Syste " o from schools in the various localities of the school
T The same test variables as those used in this study should

be
Useq e
of " The administration of the tests should be the responsibility
the
Prineipals in collaboration with their teachers. Care should

be
tak
®n to ensure that the tests are administered in the most appro-

priat
e :
04 informal classroom settings at convenlent times.  The



administration of the tests should be preceded by prior preparation of
the subjects and assurances that the test results would in no way in-
fluence their class grades so as to ensure valid responses. The scor-
ing of the tests may be done by the classroom teachers lnvolved, The
collation end anaiysis of the data should be done by the appropriate
persons in the office of the Director of Research for the school system.
It would be at the discretion of the school superintendent to decide on
any follow-up action which the findings of the survey may justify.

(L) A similar study of elementary or middle school children selected

from schools situated in the rural and/or urban areas of the school

system involved in this study or in other school systems in the state

for the purpose of comparison. It should be of interest to ascertain

what results would be obtained if the study 1s replicated using sub-
Jects fom schools situated in rural and urban environments. This will
enable conclusions to be made on the relevance of environmental vari-
ables, whlch were not included in this study, to the extent of the occur-
rence of oral communication apprehension among the students studied.
(c) Another study using a sample of elementary school children
at the sixth grade level whose parents are exclusively of a low
socioeconomic status level for purposes of comparison. As the sarple
used In this study is classified as middle class, a further study
may be beneflclal to see if socloeconomie status has any relevance to
the occurrence of oral communication apprehension as well as to the
other variables studied.
(d) A replication of this study using other language achievement

tests and/or attltudes toward the language arts measures of the sixth

145
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grade level could also be a means of providing further research
evidence relevant to this study.

6. The dearth of empirical studies on language arts topics with
special relevance to oral communication apprehension, found at this
time by the writer, reveals that there is an urgent need for more
comprehensive research studies on this aspect of language arts education,
It is therefore strongly recommer.ded that language arts specialists
should consider attempting more and varied research projects relevant
to the oral aspects of language arts instruction as an imperative

need for the eighties.

Implications for Education

The implications for education arising from this study may be
stated as follows:

1. The study may serve to stimulate greater awareness and interest
on the part of educators including teachers, counselors, curriculum
planners, and administrators in the problem of oral communication appre-
hension among children at the elementary and middle school levels.
Awareness may lead to the identification of those students in the class-
room setting who are anxious communicators and who may need to have
their special needs taken care of through general and special provisions.

2. Awareness of the results of this study may encourage those
wno are responsible for the planning of programs and activities in ele-
mentary and middle school classrooms to explore the possibilities offer-
ed by existing techniques which are at present used in the alleviation

of oral communication apprehension at secondary and college levels.
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Techniques such as relaxation techniques, systematic desensitization,
cognitive restructuring and other ways of helping children who have
high levels of speech anxlety to cope with the problem can be utilized.
(McCroskey, 1970 and 1972; McCroskey, Ralph and Barrick, 1970; Goss,
Olds and Thompson, 1977; Fremouw and Harmatz, 1975; and Garrison and
Garrison, 1979). These are known and well-researched therapeutic
techniques which have been found successful in reducing anxiety and
thus helping in the alleviation of communication fear. Systematic
desensitization is one of the more popular techniques used to reduce
fear of speaking in high school and freshman speech classes since the
1950's, The procedure involves teaching the person to learn to relax
voluntarily then paliring this with images of anxiety-producing situ-
ations, It is a behavior modification technique in which the new re-
sponse of relaxation is paired with and replaces the old response of
the threatening situatlon. This means that the student is conditioned
to cope with the anxiety producing situation via relaxation. Several
sessions of 15 to 20 minutes of relaxation and about 40 minutes of
imagining each sesslon eventually produce reduction of the anxiety
symptom and subsequently the high level of communication apprehension,
Cognitive restructuring is another systematic technique that has
also proved effective in reducing anxiety in communicatively apprehensive
students. Its object is to alter the cognitive dimension of anxiety,
and involves belng taught to make self-instructional statements, coping
statements being substituted for negative self-statements. Students
are taught to identify anxiety-producing negative self-statements that

are associated with the communication situation which produces
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apprehension. Its use in the treatment of the communication apprehen-

sive student is based on the idea that maladaptive behavior is associat-
ed with and maintained by irrational statements. Small group sessions
are usually conducted and practice given in substituting coping for

irrational self-statements, Subjects are encouraged to practice be-

tween sessions and to keep a dlary of their efforts. Progress is dis-
cussed at the beginning of the next session and practice sessions con-
tinue until the procedure proves effective in helping the subject cope
with his apprehension about speaking. Self-evaluation is also expect-
ed and encouraged.

Cognitive modification is a technique consisting of a combination
of systematic desensitization procedures and that of cognitive restruc-
turing. Relaxation techniques are used to initiate the treatment ses-
sions followed by exercises using both imagery and coping statements,

A1l of the techniques described so far have been successful in treating
the communication apprehensive adolescents and adults., Since sixth
grade students are mature enough to follow the oral directions, and since
the techniques are learned by inexperienced subjects with little difficul-
ty, treatment programs may be organized for those identified as high
oral communication apprehensives., Another technique which is an alter-
native to the ones already described and does not utilize imagery is
called rhetoritherapy. It is based on the concepis of Reality Therapy
The subject is urged to set two sets of personal communication goals re-
lated to structured and unstructured communication situations. Goals are
placed in a hierarchy and that which is easily accomplished done first.

Success in meeting communication goals in class is carried over outside.
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3. A further implication may focus on the context in which

communication education occurs. The communication environment is an

important asset in the development of effective and efficient
communicators. It is also necessary for the identification and treat-
ment of children who are found to have problems commwnicating. One
of the outcomes of this study which may arise from greater awareness
of the existence of the oral communication apprehension problem in

classrooms at any level may be to focus on the building and maintaining
of classroom settings conducive to oral communication. Such settings
may be organized for the development and promotion of spontaneous oral
communication in general without foreing, as well as guided or structured
activities to bring about effective and efficient oral communication.
McCroskey (1977 and 1980) has underscored the need for this kind of
communication atmosphere in the classroom when he suggested the
establishment of a communication-permissive climate in all classrooms.
He stated that "since in most instructional systems communication Plays
a vital role in the learning process, it is very important that a
communication permissive atmosphere be developed (McCroskey, 1977, . 22).
Phillips, Butt, and Metzer (1974) have extended the idea of building the
communication atmosphere in the classroom further when they stated
the teacher ought to be the model for communication by the building of
his own communication skills so as "to persuade students to participate
in productive classroom activities"”

4. It has been reported by some of the investigators into the

state of the language arts that the "back to basics movement now is °
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affecting instruction in all areas of the language arts including
"speech" and that the movement further accounts "for a decline in the
basic literary skills" (Ritter, 1978, p.119). This notion is sub-
stantiated by Cazden (1980) and a number of other concerned educators
and communication specialists who deplore the neglect suffered by some
facets of the language arts, particularly oral communication. Since
communication is of prime importance in our daily lives, and since,

in the school situation language, which is the vehicle of communication,
is the core around which all the curriculum components revolve, it
should be emphasized and given primacy rather than being neglected.

Oral communication in particular should be considered a basic and not

a "frill" and out of the awareness generated emong language arts and
curriculum specialists by this study and other similar studies may
come a reawakening and revitalization of oral language in schools. A

re-evaluation of the place and emphasis on communication in general

and oral communication in particular may take place for the ultimate
benefit of the communicators to ensure their success in existing
verbally oriented schools and in the world at large. Each child's
survival in the school situation and in the society would be ensured.
In order for teachers and all concerned to take cognizance of the
new or renewed orientations and emphases attention would need to be

directed to rethinking of instruectional programs and strategies far

the language arts, creating viable and exciting activities to bring

about growth in and through communication. Any revitalization which

is envisioned should encompass all children in the communication en-

vironment including and especially those who have been identified as
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having high levels of oral communication apprehension.
; 5. Since it was found in this study that there is a relationship
Stheen ora1 communication apprehension and achievement in the lenguege
:rts, teachers may focus more on the oral aspect of language arts in-
‘Tuetion for the benefit of all elementary and middle school children
:nd P&rticularly for those whose standard of language arts achievement
ialls below what 1g normally expected. This thrust should have an
"Pact on raising the standard of language arts achievement in the
“lementary and migare schools.
3 S There may also be implications for teacher education resulting
TR tie Ereater emphasis on the oral aspects on the teaching of the
lang“age 8rts as one of the possible outcomes of the findings of this
Ttugy, The curriculum for the training of pre- and in-service teach-
E teacher education colleges, with reference to the teaching of
" language arts, may be revised in order to prepare teachers adequate-
W for 4p, New thrust in the teaching of communication skills and the
devel°Pment of functional communication competencies. This revised
:urriCU1um may be designed to include activities for the training of
*dchers In the creation of less »igid, more informal and more communi-
v ¢lassroon settings leading to warmer and more relaxed teacher-
Pupiy I‘elationships. Such a relationship may bring about more positive
attitudes toward school and school subjects and thus enhancing the

Ment
A health of the children as well as their growth and development

gene
g 1y .
1 and in communication.
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Eh -~ FACT SHZET
’ ~
arles County, Maryland
Brief In i
el dustrial Facts .
E General Information Location __|
C?“nt).! Seat — La Plata Highway distance from Waldorf (in miles) (in kilometers!
se:‘{a"“ — Ranges from 100 to 200 feet above RBaltimore ..........c........... 54 87
4 ;Vel ) ] T N S 456 734
Area — 458 square miles . CIIERRD wxaissscssussoneasnsons 711 1,144
- ; New York ...cccuue... s e R 244 393
E T Philadelphis .. ccceeuenemsvasins 154 248
: . ' PittShurpgh. o« v cuwwewainssms s oo s 287 462
Population Richmond -........oomemeemrins 89 143
. ; Washington, D.C............... 22 35
Charles -
19 County Maryland
50 23,415 . 2,343,001 : ’
1960 32,572 3,100,689 Climate
970 47,678 3,923,897 (Based on 30 year record)
e e 72,751 4,216,446
1935 (Pro;_.) 80,700 4,344,298 Average Yearly Precipitation (Inches) — 42.62
0 (Proj.) 93,698 4,509,498 Average Yearly Snowfall (Inches) — 16.5

. . Average Summer Temperature (°F) — 74.1
Incorporated Towns, 1980 Census figures: La Plata, - Average Winter Temperature (°F) — 36.3

2,484; Indian Head, 1,381. Average Duration of Freeze-Free Period — 185 days
\
U.S. Burvau of the Consus *ae 5w of CKi
© Marylane Department of State Planning = . = "= . .70 T 4 Tiel )hryffndfuu(.)tﬁa f Climatology
Charles County Estimatzd Population
s By age groups (July, 1980)
Male +  Female Total
Age Number % Number % Number . %
Under 5 2,989 82 2,862 7.9 5,851 8.0
5-19 11,581 31.7 10,769 . 29.7 | 22,350 30.7
20-44 14,551 39.9 15,130 41.7 29,681 40.8
45-64 5,610 15.4 5,239 14.5 10,849 15.0
65 and over 1,765 4.8 2,250 6.2 4,015 6.5
Total 36,496 100.0 36,250 100.0 72,746 100.0

Maryland Department of State Planning

|

Maryland Gepartment of Economic and Community Development

Business and Industrial Development
1748 Forest Drive, Annapolis, Maryland 21401

(301)269-3514 Telex: 87788
JANUARY, 19
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Selected Industries 153 |

Labor Market Area — The labor market area of
Charles County, as delineated by the Maryland Em-
.ployment Security Administration, includes all of
Charles and Calvert Counties plus portions of Prince
George's and St. Mary's Counties in Maryland; part of
King George and Westmoreland Counties in Virginia;
and a portion of the remaining Washington, D.C.

SMSA.

Civilian Labor Force and Unemployment Rate

Charles
County
Civilian Labor Force
1980 annual avg. 38,587 .
August, 1981 39,595
Unemployment Rate
1980 annual avg. 3.9%
August, 1981 4.2%

Estimated Labor Potential

Charles
County
1. 1980 annual average unemploy-
ment —ar’ [ P T R - TR 1.488
2. Underemployment by hours
worked or wages 3,300
3. Public high school graduates ex-
pected to enter the labor force . 466
4. Residents commuting outside
the county to work 14,400
5. Residents planning to enter the
labor force male 710
female 1,330
Total Estimated Labor Potential 21,694

Wage Rates:* Sept. 1981

Average

Hourly

Occupation . Wage
Secretary $5.90
Typist . 4.75
Accounting clerk 6.00
Key entry operator - 6.50
Computer operator 7.70
Maintenance carpenter 6.20
Maintenance electrician 7.60
Electronics technician 9.10
Maintenance mechanic 6.45
Maintenance painter 6.00
Shipping & receiving clerk 4.75

*Charles County EDC.

Range
$4.40- 7.45
3.90- 5.65
65.05- 7.00
5.65- 7.30
6.75- 8.70
5.40- 7.05
6.40- 8.75
7.70-10.50
5.60- 7.25
5.20- 6.80
3.40- 5.75

[This list represents a cross-section of industries and not
necessarily the largest industries in the County.]

Employment
Firm Product M F
Embassy Dairy  Milk Processing 187 38 225
Charles County
Steel Co. Structural Steel 62 2 64
Diversified Mail- Multi-mailing and
ing Services Printing Co. 46 124 170
Charles County Ready Mixed
Sand & Gravel, Concrete &
Inc. Concrete Blocks 190 12 202
Whitney Newspaper
Publications Printing 15 45 60
Custom Metals, Ornamental
Inc. Staircases 21 1 2
Automated
Graphics Commercial
. Systems, Inc. Printing 27 33 6
- TASCO Publications 16 9 2
Pargas Corporate
Headquarters 35 50 &
Mailing Data Computer
East Software - — 4
Roplex Tire Recycling &
Processing - - 1

Distribution of Employment

1981 First Quarter

Averas
Week!
Industry . * Employment Percentage W
Federal Government ....... 2,116 128 840
State Government ......... 80 0.5 28
Local Government ......... 3,556 21.5 2]
Private Sector
Total—All Industries . . . .. 10,754 65.2 2
Contract Construction . ... 1.155 7.0 26
Meanufacturing .......... 883 5.3 2¢
DurableGoods ........ 206 1.2 :
Nondurable Goods ..... 677 4.1 2¢
Transportation, Communi-
cation & Utilities (Excl.
Railroads) ............ 949 - 5.7 2¢
Wholesale and Retail Trade 5,197 31.5 1
Wholesale Trade ....... 749 45 :
Retail Trade........ ~-. 4,448 270 14
Finance, Insurance & Real
Estate ............ o g 462 28 2
Servicesand Other ....... 2,107 128 :
TRBERY it e o 5 5 s e Baionins 510 B 0RS 16,506 100.0 $2

Maryland Department of Human Resources. Research & Analysis Division

Industrial Financing

Long term, low interest financing for mew and ¢
panding industries is available in Maryland fre
several sources, including Industrial Revenue Bor
and low interest loans. Brochures describing th
sources are available from the Maryland Departm
of Economic and Community Development (See p
for address and telephone number).
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Industria)

Sites i
Acres. Prices S in the County range in size from 1 to 250

Proved _ g Per acre range as follows: zoned unim-
sewer ssgloodg(io to $15,000; zoned with water and
and raj) — g 0 364,500; and zoned with water sewer
St. Charle 9.500 to $49,500.
La Pluts ::E:u?ﬁss Park, located on U.S. 301 between
180 acres reciy 9 .d°"f- occupies about 300 acres with
tracts are gy ailamu}g for development. Additionally
White pr,vailable in the Graphic Arts Mall, located in
2ad the La Plata Commerce Center.

hod Plaipg
hite Plaing ~
amst;«:l:gmerce Center is completing phase one
ction of the 886 acre industrial park.

of the cons
we'
s and several other buildings are now in the Park.

L. Transportation

Highways (Interstate and/or U.S.): U.S. 301.

Rail: Consolidated Rail Corporation (ConRail).

Trocks
DT}CIMC;rhe Waldorf area lies within the Washington,
. mmercial Zone and is served by 90 carriers.

15 carrier :
County ar-'.:;aa're authoriz2d to serve the entire Charles

Water: '
ater: Served by the Port of Baltimore, 42' channel,

‘t‘h la!gest forei onna
. t i
: 3 ilgini i ge p?rt mn U.S. Excel]ent.

Air: Served b i 2 :
y Washington National A
Dulles International Airport near &a:Mn;trngtDa}éi

and i .
(gwn?altxmore-Washmgton I.ntcmat.ional Airport

Utilities f

E‘ - - - -
In:t':tnuty. Southern Maryland Electric Cocperative,

Gas: The Washirgton Gas Light Company serves the

northern area of the County. El . i
available from local dist.rib\}x’éor:ew}lere' e

Water: The Charles Count i
a y Department of Publi
Works provides water for St. Charles Communities ang

Waldorf. Glymont, Indian Head
pruniotonl wabsr syabers, ead and La Plata have

Sewer: Municipal s i i

: ystems in Indian Head, La Plata and
Poctlomac Heights. Waldorf, St. Charles Communities,
gx; Bryans Road are serviced by the Mattawoman

werage Treatment Plant, which opened in 1979.
Telecommunications: Maj i
: Major suppliers are C & P

Telephone Co., Western Union, IT & T, and Comsat.

Effective Buying Income (EBI) — Dec. 1380

Distribution Percent Households
Charles

County Maryland us.
$ 0- 2,999 4.5 5.2 6.8
3,000- 4,999 3.1 3.9 53
5,000- 7,999 5.0 5.8 1.1
8,000- 9,999 3.3 4.3 5.0
10,000-14,999 9.4 13.1 13.2
15,000-24,999 21.3 30.7 28.2
25,000-49,999 41.4 31.9 29.0
50,000 and over 6.0 5.1 48
Median Household  $24,114 $20,658  $19,146
Average Household  $26,042 $23,450 $22,151
Per Capita T 87,729 $8,217 $7,940
Total EBI (Millions) $578.1 $34,813.6 $1,814,1668

Effective Buying Income—A classification exclusively
developed by Sales & Marketing Management, it is per-
sonal income less personal tax and nontax payments.
The resultant figure is commonly known as “disposable
personal income."’

© 1981 S&MM Survey of Buying Power Data Service

_.". Government and Taxes

Type of Government — Three commissioners elected
for four year terms. -

Taxes — Fiscal 1982

*. ghulu
oun! .3

Tax Rate Per $100 i Sdill
Assessed Value $2.07* s.21
Assessment Ratio For New
Manufacturers

Real property 46.8% 46.8%

Machirery, tools, and

equipment Exempt Exempt

Manufacturers’ b

inventories Exempt Exempt**

Warehousing inventories Exempt Exempt**

oincludes 10¢ Councy-wide levy for fire protection.

o e L ey
The Maryland Department of Economic and Commt
ty Development can provide more detailed tax inforr
tion. (See page 1 for address and telephone number)
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Education J Major Recreation Activites™”’
Recred

Pubjie

Sch

Ny thools in 4 .

Moer: 14 EICOllnty (1980) The Charles County Department of Parks and o
6 Mie(;;fntary tion plans a variety of cultural, athletic and TCCJS: ‘the

‘ 9 Othere al programs for youth and adults t?mliig 0 time

B“roll 5 High Sc _ County. Programs aré offe{ed at 18 ful anh pCount)’-

Cost Ment: 17 5 s hools school community centers 1n ?n areas of the it

Stat Per py, i 86 There are twoO regional public parks an Ve ‘ties

N f Per é)ol $2,037 (1979) munity public parks offering 2 variety th;ﬁn

Moy, o0 Students: 66 e PR 18 hole golf course. & 025, e athlti

E"’“be,.° Schools in C piers, tennis courts, picnic areas: and lighte Cor

“’°1lm'e 12 ounty (1980) : fields. Annual events include an Arts FeSt[V"l-

Vocay; nt: 1,609 munity Celebrations and many holiday special €

;he éonall Education

Pomgres s C

tlugg *t, hag agu:ni.y n‘xlnocatiollal Technical Center, in

COsmet, 38ricultyr ollment of 543. Courses offereci in-

dustry ?108}'. afe‘, auto mechanics, carpentry,

Q‘ECtr: Clectricjt ting and design ho;ticultgre ifl:

heatin Nics, healgﬂ trowel trades, child care, auto body

Indygs. - 00d servi occupation, air conditioning and

The ;turll';l Trainip e, and sheet metal & welding: ;

Brap jg o 0S€ of -

Skillgg L0 Drovidtehe Maryland industrial training pro-

The Manpower new and expanding industry with the

by Program of;'t needs to operate profitably.

gm[_)l()ygmw ich g ell;s performance-based, short-term

cesl g Start_usuany conducted during the pre-

r"mpan flexib)e a dp phase of operations. Program

teruit 18 ‘sie tailored to meet the needs of the

Why ate-funded program will assist in . - -

F tevey Personn .

m°r mo:esl s an:;1 and will screen applicants for
ent of i Mormatj aptitudes the company specifies-
N 1 for Conomjie ::a contact the Maryland Depart-
clg e addregg and tgomunity Development (see
haﬂe ducation ephone number). ’

340 8 C
r300), . Ounty ¢ . ;
to ear ommunity College (enrollment oVver

20 Aggoer 2 Plat
the Geors OClate jn :_:tffers a two year program leading
ty Maryl age Washi gt s degree and transfer programs.
th. In t, nd offer off on University and the University
Ovan 70 ai altimore:&;mp‘.’s courses in Charles Coun-
fr 309 ocredited Pyl ashington area there are more
0 stitutions of higher education with

] co
ege students currently enrolled.

—

Local Industrial pevelopment Contact

] jrector
Raymond T Tilghman, cecutive Direc

Robert E. Blundell, Industrie! Development Represen
Kay Bowling, Administrativé A

Ch :» Develo ment
arles County Economic U€ P 20646

La Plata, Md:
P.O. Box Vv, La 10, Ext. 0690

Telephone: (301) 645°0°
D.C. Toll Free Number: 870-3000, Ext. 0691
Local After 4:30 934-8700

tative
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LA PLATA, MARYLAND 20646

N

TE.L!PHON!n ©34-407)

OFFICE OF EVALUATION AND RESEARCH

A. BRIAN KLEIN, DINLCTOR

LETTSR OF PERMISSION

COND " . .
UCTING INDEPENDENT RESEARCH IN THE CHARLES

COUNTY SCHOOL SYSTEM

PROCEDURES AND STANDARDS

s happy to cooperate 1n the further-
tion of knowledge

ent £
- academic advancement and the acquisi
f school data and statistics.
procedures and standards which
hing anc learning processes of
‘More

cct the dignity and personal

g fInal determination of the
our files. 1t is for these
dards have been established:

s to thas
§ activity

throy £ stuqg
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Sub;'
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d) gretuunents Lo be used
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f) ed data analysis

Pr
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to this

If

aAppLL : : -
Office aﬁant A5 not using standandized tesis, submil
mo«“’eelz)scopq of Linstruments X0 be used AN the research
prior to Lntende con date.

at d adninistrats
\e au s
Qnaguééz*zaqzq to this office the &

24 a‘“’lu 'LiDCUL,JILe4"'¢'4't,(‘,O'1’L 00’ a2l sobeaiiE wE
Weeks pig copy of the final reseanch papet
P lon to its putiicaiion.

0 rneg s
the s eanch on study astivity 44 to be .bu;f,éwtad without
by the Supeit

Schoo)(?:f’éé’ic written approvak

No 4 .
°ﬂ1eiuge”t who 43 4 tudied shall be Ldent,éﬁied by name ?ln
Tt eans 4n any pub.&éca.téan nesulting §om this Atuay-.
ULy ey
Ay esearch shall not require Hie direct seavices 08
Schoog PCﬂAounctngt Lbies during which they are on duty

On !
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: Morgantown, West Virginia
=DIx o ' : 26506
LETTER
FROM CONSTRUCTOR OF PECF.SCALE
by
fg, din
rsjty q
/f
| May 20, 1981
r’ Rut},
1’-50 V. hop
Bo,,i: il treq

-to 1e :
. a i L 2 5 -
I w°"l ehens;:n that You are progressing satisfactorily on your com

°N project. Let me respond to your specitic questions .

'°nd, giv
. " Roq eén th
:ﬁef h “rate, and 1,
dapdme&a 1g8hg

a T
da . for t e those who score higher than one standard deviation above
3 enti e

Eroup, lows are those who score lower than one stan-
CW the nean for the entire group, and the thers are
| ™ ity ve Somewhat clearer data, you might inclt::de'm the moderate
| 0 ulg Mmean Subjectg who are within 1/2 standard deviztion of the mean.

€ size group you will have, that you construct
W groups by use of the standard deviation approach.

) . Yoy 1sregarding subjects between 1/2 and one standard deviation
' ti’d oder, S Mean or making them into two additioral greups, mgderate
F °Pti§;e OWS. With the size of groups ycu have, I would favor
§i
hce
!‘el
o y’
A
/ "'\fa L’-_._.-v//
C m T
cha;::'c. Moo ey
Pe rosk
N cy
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PRCF SCALE

PERSONAL REPOKRT OF QOMMUNICATION FEAR

DIRECTIONS: The following 14 statements concern feelings about communicating with

other people.
circling your response. Mark "YES" if you stronglv agree, "yes" if you aqgree, "?"

Please indicate the degree to which each statement applies to you by

if you are unsure, "no" if you disagree, or "MD" if you st‘:rongly disagree. There

are no right or wrong answers. Work quicklv; record your first impression.

YES ves
YES ves

YES
YES vyes

YEs
Yes
Yes
YES
VS yes
YES
VES
YES

YES yes

~

) w g

~

N

no
o
no
no
no

o
no
o
o
no
no
no
no
no

ND
10

8

NO
ND

NO

D

Talking with someone new scares me.

I look forward to talking in class.
I like standing up and talking to a group of people.

I like to talk when the whole class listens.
Standing up to talk in front of other people scares

me.
I like talking to teachers.

I am scared to talk to prople.

I lik2 it when it is my turn to talk in class.

I like to talk to n~w veople.

When someone asks re a question, it scares me.
There are a lot of people I am scared to talk to.
I like to talk to reople I have not met before,

T like it when I don't have to talk.

T~lking to teachers scares re.
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s - APPENDIY g ; IOVA TEST OF BASIC SXILLS--LANGUAGE SUBTEST 0
e | oriince S0 .
est Language Skills L-1: Speliing
g;;:“{:ns.; The exercises in this spelling test are like the samples shown at the  SAMPLE EXERCISES

any of the exercises contain a mistake in spelling. Some do not have any

MiStakes atall S1. 1) our
tlJu are to look for mistakes in spelling. When you find a mistake, fill in the 2) mi
WEr space on the answer sheet that has the same number as the word which is 3) your
Ong. If there is no mistake in an exercise, fill in the fifth answer space. 4) them —
© sample exercises at the right show what you are to do. 5) (No mista
v et ' s2. 1) fill
.-VSe this table to find where your level is to begin and stop on this test. 2) keep
& T " aae 3) was
Begin Sto 4) saw
Wigh Aftgr 5) (No mistakes)
Level 9 —. Page 27, Exercise 1 — Exercise 31, Page 28
Level 10 — Page 27, Exercise 11 — Exercise 48, Page 29 —
Level 11 —., Page 28, Exercise 24 — Exercise 66, Page 29
Level 12 — Page 29, Exercise 40 — Exercise 85, Page 30
Level 13 —. Page 29, Exercise 58 — Exercise 105, Page 30
Level 14 —, Page 29, Exercise 67 — Exercise 114, Page 30

S ———

.

Level § Begin Here S, ;; ;:;z:v Level § Begin Here
1 M 47 £ N - 3) stock RS
.1 jam i 4) veri . 1) motor
- 2) ice cream ) 5) (No mistakes 2) nast
3) brik ’ 3) tea
4) angry. . K g 4) lion .
5) (No mistakes) - 7. 3 ﬁ;epeen 5) (No mistakes)
2. 1) lace 3) trick 12. 1) staff
2) learn 4) snail 2) blast
3) seat 5) (No mistakes) 3) candle
4) else : i 4) prince
5) (No mistakes ) 8. 1) for 5) (No mistakes)
RESEL " 2) smell 13. 1) yong
3. ;) hatcb 3; stor 2) knew
1 3; gardin 4) earn 3) half
B g yard ~ "~ 5) (No mistakes) 4) next
. . 4) after. - : 5) ( No mistakes)
» "= 5) (No mistakes) . - S s 18. 1)
SR : " | 9. 1) point « 1) tons
iy 3 1) drops 2; z\ouse 2) boil
X 2) fine 3) frum 3) kamp
3) goat : ‘ l 4) stamp
4) lean ) : )
“ 4) clozed 5) (No mistakes) : 5) (No mistakes
i 5) (No mistakes) 15. 1) jail
%:) 5. ; ; ;l_?nei'stand |10. 1) appel g; Lauc:e
) ile
S 5 s o D adke
B 4) woke 4) dust 53 QNG ¢ page ¥
ﬁ‘ 5) (No mistakes) 5) (No mistakes) Go an to nextp




oy

¢,

A ds W) — 4§
e N N

W hH Wk -
Nt N Nt oo N

W b Wb — W H WA —
A AT A

o’ Nt S N N

W H N —~
N N N N Nt

W h WK~
" o N N N

NHAWN—

N S N o N

W h WK~
R e e A

o o

APPENDIX E CONTINUED

bug

sand

ears

noizy

( No mistakes)

allso

never

crazy

buzz

( No mistzkes)

trout

appear

louer
warmer

( No mistakes)

west

drit

shop

won

( No mistakes )

square
news

quack
outdoor

( No mistakes)

Flrve romorks
in :his bnoklet.

S o —— 04— 3 —— ——

eleven
formed
farmer

anser

( No mistakes)

gallin

strike

wind

band

( No mistakes)

sooner

foled

pipe

owned

( No mistakes)

[ Level 11 Begin Here

ST - TR
i -

24.

25.

26.

27.

28.

29.

30.

31.

it - i3

woman

page

fasen

mitten

( No mistakes )

infant
recoll
marsh
mood _
( No mistakes)

weather
burst

clerk

organ

( No mistakes)

fariy

aloud

sadly

rug

( No mistakes)

airplan
fireman
basketball
someone.
(No mistakes y

recess

wrist
canned
derest

( No mistakes)

stsep

helpful
cansel

broad

( No mistakes)

tape

travle

egg

paddle

( No mistakes )

s e b oams e -— -

Level 9 \.> Here

RN
Ry

) cheper
) drawer
) governor
) library
) (No mistakes)

. 1) share

2) topic

3) rave

4) clamp

5) (No mistakes)

. 1) chase

2) grab

3) moveing

4) plowed

5) (No mistakes)

. 1) spoke

2) foregive

3) thick

4) hook

5) (No mistakes)

. 1) painful

2) majesty
3) husband
1) ofice

-5) (No mistakes)

) selfish

) example

) straiten

) gentle

) (No mistakes)

. 1) apren

2) ledge
3) rent
4) drift
5) (No mistakes)

. 1) grandfather

2) together

3) female

4) pouder

5) (No mistakes)

Go oti to noxt pace »



kmdergarten
Policeman
AmeraCan
a”,igator

(No mistakes )

bass

lnchs

Card

(No mistakes )

manners
Wwalrus

arrive
following
(No mistakes)

neither
asking
Printing
ll\leing

(No mistakes )

thief
tenth
fether
agent

|asy

turn

cover

idle

( No mistakes )

tonsils
skale
bow!l
palm

atic

drag

error

hare )

( No mistakes )

mind

bare

neat

rased

( No mistakes )

49.

50.

51.

52,

53.

54.

565.

56.

57.

VbW~
N N Nt N S

exercise
furnace
thounder
laundry

( No mistakes)

|eaving

basin
inocent
uncertain

( No mistakes)

sneaked
trying

bore

hatchet

( No mistakes)

hunt

.-gaurd

enter
drive
( No mistakes )

Qladley
nicely
bundle

rye .
( No mistakes

groan
rushed
trusting
sighned

( No mistakes )

alter

before
setting

prise

( No mistakes)

hansome
frozen

extra
mansion

( No mistakes )

coach
poisen
desert
summit

( No mistakes )

58.

59.

60.

61.

62 )

) scream
) address

) pattern

) nurve

) (No mistakes )

1) cultivate

2) education

3) missionary
4) memorandum
5) (No mistakes )

1) forenoon
2) carfully

3) evidence

4) likely

5) (No mistakes )

1) causion

2) prosperous
3) exciting

4) intention
5) (No mistakes )

1) forth
2+ mountian

3. .grain

| . 4) northern

64.

65.

66.

e
.-_-——-'___—-—_...-—-

~
Level 11 o> D

-5) (No mistakes )

“1) hospital

2) coward
3) persuace
4) suround
5) (No mistakes )

1) scholar
2) cool
3) automible

4) treat
5) (No mistakes )

1) naturel

2) kennel

3) corner

4) seashore

5) (No mistakes )

1) radiant
2) brilliant
3) styleish
4) comical
5) (No mistakes )

-

67.

68.

69.

70.

.

72.

73.

74.

75.

Go on te next payz »

B

nectar
hurricane
thoroughly
ellection

(No mistakes )

absent
delecate
loyal

discuss

(No mistakes )

trousers
loaves -
cough
sequence
(No mistakes )

vessel
material
sampel

raged
(No mistakes)

affectionet
chocolate
bulletin
inconvenience
(No mistakes)

detour
traffic
inisery

satify
(No mistakes)

examination
reseption
foundation
composition
(No mistakes )

engage
strain
carraige

seal
(No mistakes )

impatient
hopeful
relitive

equip
(No mistakes )




"y APPENDIX E CONTINUED

) 1) arrouse
)) refung
3) difficulr

con

) (No misiakes )

h 1) quang;
) juicy
3) Venture
decoration
) (No Mistakes )

b 1) insect
) Centeral
laborey
federa)
5 (Ng Mistakes )

: l) refgr
Qracious

J) hymn
g tnormus

8 0 mistakes)
)

) Perpig
: Quarrg)
5 reCk!e53

0 Mistakes )

~o
— e
—

22 E*Plored

NNivg

. Uelogarg ¥
5§ Specteg

b 0 Mistakes )
1

2? ""Owlege
3) SUberigr
5) iMCieny

. Mo mistayes )

86.

87.

88.

89.

90.

91.

92.

93.

94.

95.

noble
grumble
scater
onward

(No mistakes )

celebrate
glitter
formula
modist

(No mistakes )

pPagaent
trifle -
editor
kneeled

(No mistakes )
notch
famous

edge

hustle

( No mistakes )

furnish
ernest
orchard
battery

(No mistakes )

janiter
remedy
syrup

ivory

( No mistakes )

envy
grammar
transparent
choise

(No mistakes )

discourage
generious
jury
performance
(No mistakes )

guarantee
parliament
limitting
gymnasium
(No mistakes )

rejoyce
parasite
radius

quiet

(No mistakes )

96.

97.

g8.

99.

100.

101.

102,

103.

104,

105.

1) liable
2) pitiful
3) virtue
4) abserd
5) (No mistakes )

1) corrupt

2) shortage

3) total

4) axis

5) (No mistakes )

1) reared

2) gleaming

3) upstairs

4) hardwear
5) (No mistakes )

1) beach

2) noticed

3) decieve

4) terrier

5) (No mistakes)

1) circumstance
2) pecular

3) duplicate

4) recipe

5) (No mistakes)

1) annual

2) sway

3) concent

4) touched

5) (No mistakes )

1) aviator

2) villain

3) dialogue

4) instatute

5) (No mistakes )

1) heavily

2) assembly -
3) courtesy

4) dignity

5) (No mistakes )

1) wheather
2) uneasy

3) biscuit

4) geography
5) (No mistakes)

1) achievement
2) referance

3) unfortunate
4) misunderstand
5) (No mistakes )

Level13 %ﬂ Here

106. 1

~ 2) obtained
107.
l10§.
109.
‘110.
11,
112.

113.

114.

.5)

163
) millinery

3) effort
4) nessessity
5) (No mistakes )

1) sacrafice
2) appeal
3) stake
4) direct

-5) (No mistakes )

- "

“~
PN

1) prior

2) bachlor
3) vaccinate
4) symphony .
5) (No Mistakes )

1

1) favored
) OCcurrence

-3) burried

Mixture

5) (No mistakes )

1) lieutenant
2) volcano

3) Paradise

4) wholesale
(No Mistakes )

1) artical

2) infection
Pacing

4) another

5) (No Mistakes )

1) struggle

) carnival

3) excellence
4) importants
3) (No mistakes )

1) headache
2) burgler

3) turtle

4) counter

5) (No mistakes )

1) belief

2) Precipice
3) exibit

4) region

5) (No mistakes)

Level 14 {\% Here
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APPENDIX E CONTINUED

LR S Y

Test g.. Language SI&iIIsL-}Z: Capi'fa?iza_fidn

Directions: This is a test on capitalization. It will show whether you know -

which words in a sentence should be capitalized.

The exercises in the test are like the samples shown below. Many of the

exercises contain mistakes in capitalization. Some do not have any mistakes
at all. . - gl - .
You are to look for mistakes in the test exercises. When you find a mis-

take, fill in the answer space on the answer sheet that has 'the same n}xmber :
as the line containing the mistake. If there is no mistake in an exercise, fill .

in the fourth answer space.
The sample exercises below show what you are to do.

SAMPLE EXERCISES

S$1.1) Tom and jerry

2) picked up all the ANSWERS
3) trash from the picnic. S1. ®@DO®
4) (No mistakes)

S2. 1) Sally said that S2. COG®
2) everyone should have
3) been more Careful. S3. COO®

4) (No mistakes)

- S§3. 1) Let’s all help

2) to keep our streets
3) and sidewalks clean.
4) (No mistakes)

Use this table to find where your‘/eve/ is to begin and stop

- Stop
iy Arter

Leve! 9 — Page 32, Exercise 1 — Exercise 38, Page 33
Level 10 — Page 32, Exercise 10 — Exercise 48, Page 34
Level 11 —— Page 33, Exercise 19 — Exercise 58, Page 34
Level 12 — Page 34, Exercise 39 — Exercise 80, Page 35
Level 13 — Page 34, Exercise 49 — Exercise 91, Page 36
Level 14 — Page 35, Exercise 59 — Exercise 102, Page 36

SIRF s Ve

36X



T

pﬂge 32

on the fa
m
4) a gg ’ t?ut i can't Bdve
(N 893t in the c;
| Mistakes ) city.

2) Mrs tl

of g J hly tak

D el g
) (No mPthers g nlle

a‘l

3) , This j

fi Jam

3) i;om the ph:Vas made

Y (NOur 8ardems
\ mistak;')

It © big
3) Was o oW came in april

new 00
4) N ﬂowerstdeep. All the

Om: Wi
Mistakeg)  ried

10.

11.

12.

13.

14.

15.

16.

17.

18.

Level 10 Begin Here
| e g '-“m&':{.-" Lo s i ‘L- i '
k2o AN -=;-:;~':‘z’5 A

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

Mr. Jones said he would

give mike and me a
dollar to mow his lawn.

(No mistakes)

r won first prize

for his painting. he was sO
happy he hugged the judge.
(No mistakes )

My brothe

Yéu can find the best shells

rocky beach near

on this
the river.

the mouth of
(No mistakes )

hen the little robin flew
ard, 1 knew
come.

W
into our ¥
that spring had
(No mistakes)

of the week that
ne loves sqhool, but
ornings!

All the rest

brother of mi
not on monday ™

(No mistakes)

John joked sbout & City nam
id its first settlers

liked it SO we named it twice.
(No mistakes

3 ee that palloon,
» asked miss Wwong.

On the triP to the parks
Judy met two rangers
who came from idahio-

(No mistakes )

All that is left
of old fort sewell
is the dining hall.

(No mistakcs
Go on o next

165
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APPENDIX E CONTINUED

) [‘

1\“?-?@&_1&"‘

1

19
x,
a,
2,
3.
.
'y,

1
¥
1
1
1
]
|
i
1
Al
i
!
1
\
1
i
)
}
§
1
|
)
|
i
1
1
|
|
1
i
§
i
\
V2.
y
‘

i

4 7.

4
|
k)
y
§
]
y
4
A
|
l\

. 28.

1)
2)

Level ]] Begin Here

—.

That lady has a black
cat with white paws. She
calls it mittens.

(No mistakes)

The nurse at school told
Ward to go home. She
said he had measles.

(No mistakes)

Every thursday we go 1o
art'class. We paint
with water colors.
(No mistakes )

A boy from denmark will live
with our family next year
and go to school here.
( No mistakes )

Martha told our story
club about her favorite
book, The yearling.

( No mistakes )

Jose bought a used dodge and
painted it bright yellow. Now

the old car looks almost like new.

( No mistakes)

We found a bunny with a
broken leg in the street.
we took him home with us.
(No mistakes )

The ship Ocean Queen
flew a french fag
but had a Dutch crew.
(No mistakes)

I heard the fire truck
coming. I ran and told
Dad a store was burning.
(No mistakes)

Our Easter presents from
Uncle Mort did not come until
after May day,

( No mistakes)

29. 1)

30.

31.

33.

34.

35.

36.

37.

38.

2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3) s
4)

166
laar{mm -

Z
m 13, /?70
(No mistakes )

gna.rdg-aihm
(No mlstakw / .

Witk
.ﬂamtﬁda%amtm

( No mistakes)

At the airport a group of
marines was waiting for the
helicopter to camp Pendleton.

(No mistakes)

Ben asked the policeman
which street to take to get
to the doctor’s office.

(No mistakes )

A big storm on the Pacxﬁc
ocean made waves that were
higher than the ship.

(No mistakes )

Last Monday we played at
Donna's house. 1 helped her
take care of ber Brother.
(No mistakes)

The man at t!lc gas
station said Twin
falls was not far off.
(No mistakes )

The best TV show tqday w(:;s
about captain John Smith and _
the Indian girl P Pocahontas.

(No mistakes)

«Birds fly south” was the
title of the poem Peggy
sent to the magazine.
(No mistakes )
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3
s l)
ca;l,.,oil?y won a cowboy hat at the
the _\al. Inside it were
s won:ds “Made in japan.”
0 mistakes )

' Joy 1i
2) Carlg tves on Clayton street.
3) s lives around the corner

4) e Clayton Court.
" O mistakes )
. l )
At
oy (:Ee Grand Canyoen, Doris was the
i Climt:: of our party brave enough
4) to Lookout Point.

O mistakes )

R
I
dayn“:];e Country school, Arbor
sk cls not a real holiday, but
4) ) ass planted a tree.
“ Mistakes )

1
G B
2) panreat Salt lake was once
no“? fan inland sea
‘. 4) (No N as Lake Bonneville.
“ Mistakes )

) A
l :
i) SOutE?Vng the Indian tribes in the -
4) eir arfsatnzre a people noted for
NO i pottery, t ;
5 | (No Mistakes ) y, the pueblos.

Fro o L E .
2) sang T the time he read Wind,

» Q)
4) ton I;chmrs’ Chris was
. Oming a :
(No Mistakes )8 n aviator.

1
Th

i) Very teh?ld Spanish mission had

4) al °k walls. 1t had stood for

Mo
) St two hundr
s ed
47. 0 m'Stakes ) years.

2y u Some -

3; Gl’annyfe}.m tilies call their grandmother
0 cal but our dad says we
0 mj Lours “grandma.”

1) "

W :

§) ]augh ant to see 4 Monkey?”

4) a nﬁ,ed Jim, holding up
) 0 TOr t0 his friend
Mistakes ) ’

B

)

N

~

49.

50.

51.

52.

53.

54.

55.

56.

57.

58.

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)

3) &

4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

Level 13 Begin Here

My uncle is very proud of
his fifty-year-old elgin watch.
It still keeps perfect time.
(No mistakes )

Mr. Jacks says that “Kiddy
kollege™ is much too fancy a
name for a kindergarten.
(No mistakes)

Go this way to the ocean.
The other road runs east
along the river.

(No mistakes)

The Mother cat hid
her five kittens under
Mother’s wash basket.
(No mistakes)

Our airplane left Pittsburgh at
eight o'clock, and we arrived
in Oklahoma city at noon.
(No mistakes )

The map showed that

the Highway did not

o as far as Weston.

(No mistakes)

In the United States, the_
first Monday in September 15
observed a3 Labor day.

(No mistakes)
ilding at the foot of

d Street is part of the

.secon : .
ks rs of the United Nations.

headquarte

(No mistakes)

our tired, ¢
he poem disptayed
e of liberty- -

«Give me Yy
is a line from
inside the Statu
(No mistakes )

sea,”’
«Why is the Rcd_ sed a sea,
Dce asgcd, wwhen 1t 1S sm:}'ler
than many gulfs and bays:

(No mistakes)

Y
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APPENDIX E CONTINUED

Leve
: el-‘.l:-.l 14 Begin Here

S SR G
o Tt

The b
ccorate::lctv-o f'the baby’s high chair was
ith a picture of Mickey

Mouse 5
eatlr‘g str.
i . a\ g
0 mistakes ) plerry sharekie

€<
Where i
asked t;fe Is a gas station?” we
¢ farmer. “is there

one at 4
1€ next campground?”

_—_—
Mmistakes )

Jimm;
3 Io:lnn:fe looked at the Elephant
oo %halme z.md then asked, “Why
. at animal have two tails?”
Mmistakes ) e

Our :
while S;:usm studied her lessons
e e e RUspit
I made all A’s on thf g
0 mistakes ) e

When G
) ary and I
. : wen i
telnpt with uncle Bob, we stleor: ? o
i anc.i cooked over an o cen B
0 mistakes ) S

ill e i
S \:rmtno.t‘ afraid of mountains,”
- droc‘:: e, “but I was afraid whe,n
e Ve up White Bird ridge.”

0 mistakes ) ' i

Ethel’ i
waSIt]l}el s family does not have a
C!mhmg machine; they send their
es to the Cloverl
iy il rleaf laundry.

sa:vn 13 Hawaiian village, we

" ative women weaving cloth
m th.e bark of palm tree i

( No mistakes ) >

o . HELP WANTED]
ehotly . Shetids T ey aTter
carrier. Good pay‘,,e géke with
(No mistakes ) EEERS

Girls for saturd
a
EYEnings 7-9 P.M. {e::;k.
gift wrapping. Hall's Gift Shop

( No mistakes )
Older Scouts, experienced in

camping. Help with
Cub
trip. See Mr. Mead, 124 Creen st

( No mistakes)
P

- ———————

70. 1)  Bill begged, “come and 168
2) help me.” He was trying
3) to open the big gate.
4) (No mistakes)

71. 1)  The new minister talked
2) about Martin Luther, who
3) founded the Lutheran Church.

4) (No mistakes )

1) According to the Daily Star,
2) senator Barnes has decided not to
3) run for reelection next year.

4) (No mistakes)

72.

We went to Zephyr lodge
2) for the Memorial Day weekend.
3) Weswam and fished for bass.

4) (No mistakes )

The last words in the old skipper’s

. 1)
29 blurred and pbattered diary were: “May

#,) god go withus...-
&) (No mistakes ) |

75. 1) Doyou think of the north
2) asa land where only Eskimos |
3) and polar bears live?
4) (No mistakes )

The Battle of San Juan Hill

2) was the scene of one of T.cddy

3) Roosevelt’s gamous exploits.

12 Butler lane
54981 g

77. 1) . )
2) Waupica, Wisconsin
March 13, 1971

3)
4) |(No mistakes)

73. 1)

76. 1)

78. 1) |Scott Stamp Co-
2) Skokie, I1linois

Dear sirs:

60076

3)
4) [(No mistakes)
2g, 1)| Please send me the Forelgn Stamps
. 2) gescribed in your adverfisement
3)|in the Chicag® paily Tribune-
4) [(No mistakes )
g8o. 1) 1 enclose ten cents in coin.
' 2) gincerely Yours,
3)

4)




T .

Page 35
a1,

€3,

¢4,

20.

91.

APPENDIX E CONTINUED

The i
. incd:a'rhest roads in America
1an trails along streams

a“d thlou'!h
5 g ps bet\\ ecn moun :l'ns
r ) a 7
TO llllbtakes) e

i Tlle hobos lived ina
tined boxcar that had

gotten by the Raj
& mistakes) Yy the Railroad.

uni;?:e.riare many stars in the

“bria‘i‘, Professor Bok said,

(N &3ier than the planet Pluto.”
O mistiakes) .

sp'rli'he Arrowhead club held its

= c;'ng archery tournament on what
¢d to be the city dump.
No Mistakes )

“Biscuit Eater”
was an old
hound dog. a5 a pup, he had

loved to :
g0 rabbit and i
(No mistakes) coon hunting.

A Crowds flocked to Sunset
each to see the freighter

that had crashed on the Reef.
(No mistakes) .. - +:-.. .. =

If you hear someone shout, “lower
the Poats, men,” don’t be afraid.
It will only be our parrot.
(No mistakes )

Every day — rain or shine — some cheery

soul goes by our house, whistling the

tune of “‘Oh, what a beautiful morning.”

(No mistakes )

During world war II, American
soldiers fought in Europe
and also in the Far East.
( No mistakss)

When Dick was in Italy, he
collected picture post cards of
the beautiful Churches that he saw.
(No mistakes)

Dave is in the little league.
They play baseball every week
on the high school grounds.

( No mistakes)

92.

93.

94.

95.

" 96.

97.

98.

99.

100.

101.

102.

62
We stayed at Crater lake 1
for three days. Then we lcft
Oregon and headed for home.

(No mistakes )

Betsy Ross is said to have
made the first American Flag.
This flag is now in a museum.

(No mistakes)

After a good talk about outer space,
the speaker, a well-known astronomer,
let us look at mars in the telescope.

(No mistakes )

Last Monday our principal got
up in school assembly and said,
«a]] boys with slingshots.see me.”

(No mistakes )

The Biblical story of the
creation of the earth is
in the Book of Genesis.
(No mistakes )

The Pioneers drew a plan for their
city before they built homes. They
laid out broad streets and avenues.

(No mistakes) -

Popeye may have his spinach,
but a child who watches TV
wants his precious crispy-crunchies.

( No mistakes)

I gave dad my savings to buy
me an electronics kit like yours
when he went downtown today.
( No mistakes)

Of all the tourist attractions
in the southwest, my favorite is
the Carlsbad Caverns National Park.
(No mistakes)

A Raisin In The Sun is the story
of the trials and triumphs of a Negro

family who live in a Chicago tecnement.

( No mistakes )

*] remember your name perfectly,”
Canon Spooner once told a visitor,

But 1 just can’t remember your face.”

( No mistakes)

Here
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. APPENDIX E CONTINUED -

Directions: This is a test on punctuation. It will show how well you can
use periods, commas, question marks, apostrophes, etc.

The exercises in the test are like the samples shown below. Many of the
exercises contain mistakes in punctuation. Some do not have any mistakes
at all.

You are to look for mistakes in the test exercises. When you find a mis-
take, fill in the answer space on the answer sheet that has the same number
as the line containing the mistake. If there is no mistake in an exercise, fill
in the fourth answer space.

The sample exercises below show what you are to do.

\
SAMPLE EXERCISES

S$1. 1) Our family tries
2) to practice
3) rules of safety
4) (No mistakes) . S1. oCe®

S2. 1) We all fasten
2) our seat belts
3) before, we leave. S3. oooe
4) (No mistakes)

S§3. 1) We do our best
2) to make our home

3) a safe place to live.
4) ' (No mistakes)

ANSWERS

S2. coe®

Use this table to find where your level is to begin and stop on this test.

{ ;:: egin o Sto
ev:gh e Aftgr

Level 9 —— Page 38, Exercise 1 — Exercise 38, Page 39
Level 10 — Page 38, Exercise 10 — Exercise 48, Page 40
Level 11 — Page 39, Exercise 19 — Exercise 58, Page 40
Level 12 — Page 40, Exercise 39 — Exercise 80, Page 41
Level 13 —-» Page 40, Exercise 49 — Exercise 91, Page 42
Level 14 — Page 41, Exercise 59 — Exercise 102, Page 42

Make no marks in this booklet.
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1)
2)
3)
4)

2)
3)
4)

How cld is your pony
He's so little that I
thought he was a colt.
(No mistakes) .

We found Ted’s address
in the teiephone book.
It was 1054 Brook Street
(No mistakes)

A little bell tinkled )
as Kent opened the door
of the old shoe shop.

(No mistakes)

The bag of sugar was heavy.
We had to ask Mr Grant
if he would lift it for us,
(No mistakes)

On August 10 1919 my
grandfather got his
first Icok at America.
(No mistakes)

Pam ordered a dress and a
pair of shoes from the
S T Parker Company catalog.
(No mistakes )

There are many ways
to cook eggs I
know two of them.
(No mistakes)

You can ride a ferry
into Canada from
Seattle Washington.

( No mistakes)

I am like a magic carpet. If
you read me, I can take you to
faraway lands. What am I
(No mistakes)

171

12. 1)

2)

4)

13. 1)
2)

4)

14. 1)
2)
3)
4)

15. 1)
2)
3)
4)

16. 1).

2)
3)
4)

17. 1)
2)
3)
4)

18. 1)
2)
3)
4)

Level 1) Begin Here
R T R

Pat wore a green
top hat in the St
Patrick’s Day parade.
(No mistakes )

_ Lee climbed up on the

_roof. The ladder began to

fall over. He was stuck!
(No mistakes)

In Joe’s collection is a
very old comic book. Its
date is March 21 1934,
(No mistakes)

There were no elevators in
the building Stan had to
walk up to the fourth floor.
(No mistakes)

The doctor’s door was
locked. A sign on it said, .
“Back at 100 P.M.”

(No mistakes)

Our teacher is Mrs Joy.
Isn’t that a pretty
name for a pretty lady?
(No mistakes)

Dick’s our new pitcher,
He told us about a rule
wed never heard of before.
( No mistakes)

No one believed the signs that
said the paint was wet. People
had to touch it for themselves.
(No mistakes)

Buzz roller skated home
I ran all the way and
got there soon after him.
(No mistakes)

Go on ta next page »
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Where was that school bus
It was already half past eight.
We knew we would be late.
(No mistakes)

The skunk walked towards
us. We ran away. We didn’t
want io make friends with him.
(No ristakes)

Jill carefully opened the
box. Inside was a gold cat
pin It had green stone eyes.
( No mistakes)

Mark and Glen have made
some paper planes. They will
show us, how to make them.
( No mistakes)

Let’s fill the little baskets
with nuts candy and popcorn
for Ann’s birthday party.

( No mistakes)

Dr Ryan examined our
teeth. He said we had a
few cavities to be filled.

( No mistakes)

Is that meat hard
to cut. Here’s
a sharper knife.
( No mistakes)

Mother says that we
cant make candy.
There’s no sugar.

( No mistakes)

Whose turn is it to carry
water from the spring? Let’s
all go. It’s not far.

( No mistakes)

We set our watches back an
jhour when we stopped for
funch in Laramie Wyoming.

( No mistakes)

30.

31.

32.

33.

34.

35.

36.

37.

38.

172

1) 2519 So.Dodae St

2) Avlinq*on:ﬁg. ddav
3) May 43,191

4) 1 (No mistakes)

1) Dear C’Ousfn Nora
When your class comes to
3) | Washington olease stay with us .

4) | (No mistakes)

1) Tohn drives }he car now .

2) | He witt +aKe you and me down

3) | 4o Mt Vernon for a daq a

4) | (No mistakes)

1y Ave You coming by busortran?
2) Muchh 'love

3) Sarah

4) | (No mistakes)

1)  Father got up at
four oclock in the
morning to go hunting.
( No mistakes)

1) Dick’s home in the summer
1s the E A Jones Ranch

in the Blue Mountains.

(No mistakes)

1) I helped Fred choose a

2) turtle and some goldfish for
3) his mother’s birthday present.
( No mistakes)

1) Dan tested the water
with his big toe, It

was too cold for swimming.
( No mistakes)

1)  Mortimer got fighting mad
when one of the gang called .
him Mister. America.

( No mistakes)

1) Im going home with Dee,

and she is going to show me how
3) to make gumdrop flowers.

( No mistakes)
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H, 1 Do many pupils carry lunch

2) [I would rather go home to eat
3) if some of the others do.
4) (No mistakes)

1) Look what you've done

4.

%3,

45,

47.

48.

2) toyour best, white, shoes.
3) You can't wear them now.
4) (No mistakes)

1) The wool blanket on the

93 ped came from one of the mills
3) at Manchester New Hampshire.
a) ( No mistakes)

1) Is this Mona’s book?

23 She doesn’t take very good
3) care of it, does she?

4) ( No mistakes)

1) Mom said that Jan, Jean,
2) and I would all sit together
3) in the back seat, of the car.
4) ( No mistakes)

1) Mr and Mrs Day always
2) put red and green lights on
3) t heir trees at Christmas.

4) ( No mistakes)

1) “Do you have your coat
2) and umbrella, Mother called.
3) <<]’s raining hard outside.”
4) ( No mistakes)

1) Let’s ask Ann’s mother
2) to tell us, when it’s

3) time for us to go home.
4) ( No mistakes)

1) Patty put her pennies nickels

and dimes in neat piles. She
2) found that she had two dollars.
i ; ( No mistakes)
The boys loaded Davids

L 2 o 1d car with bedding and
2) a1l kinds of canned food.
2 ; ( WNo mistakes)

\/~

Level 10

50.

51.

52.

53.

54.

55.

56.

57.

58.

Liz said that when she
was helping Bob all she
did was run run run.
(No mistakes)

I'll buy the cokes and
pizza for the party
Sonya will bring popcorn.
( No mistakes)

The mailman won’t come today,
SO you can’t expect to receive
Vic’s letter before Monday.

(No mistakes)

Ten dollars is too much
to spend, for a fishing rod.
Ed’'s old one will do as well.
( No mistakes)

We saw the lights of
Detroit Michigan from
the plane at night.

( No mistakes)

Tonys dad told him to put the
mower in the garage as soon as
he finished cutting the grass.

( No mistakes)

Have you visited the cliff
dwellings in Colorado. They were
the homes of prehistoric Indians.
( No mistakes)

“Turn off that record”
Mother commanded us firmly.-
“My eardrums are weary.”

( No mistakes)

Clare said it always made
her feel very small to think
how many stars’ there are.
( No mistakes)

Before leaving, the Scouts
doused the fire put out the lights
and locked up the cabin,

( No mistakes)

173
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39. 1)  “Oh, cripes!” Ken complained,
2) cross as cver “You always butt

3) in when I'm watching a good program

4) (No mistakes)

60. 1)  Before you cross the road,
2) do you always lock both
3) right and left for cars?
4) (No mistakes)

61. 1) It rained it snowed, and
2) the wind blew. We couldn’t
3) sec three feet ahead!
4) (No mistakes)

52. 1) It looked to Jim, hiding up
2) in the tree, as if therc were
3) ten or fifteen, deer in the herd.
4) (No mistakes)

€3. 1) Come to our play, the girls
2) begged. They told us that it
3) would be in the old gray warehouse.
4) (No mistakes)- -

64. 1) “How many more miles is
2) it to the nearest town,”
3) shouted the leading hiker.
4) (No mistakes)

65. 1) Columbus came in 1492
2) but the Vikings roamed earlier
3) and may have beat him here.
4) (No mistakes)

66. 1)  The class secretary asked the
2) committee, “Well, are we ready
3) to vote now or arent we?”
4) (No mistakes)

7. 1) The poster, that Sara made
2) in her art class won first
3) prize in the safety contest.
4) (No mistakes)

6a2. 1)  Very suddenly, the raft broke
2) loose and floated out of reach
3) in the river’s rapid current.
4) (No mistakes)

69. 1)  We'd pulled the rope as far
2) as it would stretch stiil it
3) didn’t reach to the ground.
4) (No mistakes)

.

72.

73.

74.

75.

76.

78.

79.

80.

174,

306 Sunflower Ave.
Prairie Kans. 66764

March 4, 1971
(No mistakes)

Babe Ruth Sports Goods
21 Atlas Bldg
Mission, Kans.
( No mistakes)

66222

Dear Sirs;

Our Little League wants to buy
baseballs, bats, and mitts.
( No mistakes)

Please send us your latest
catalog and also let us know
"how long delivery takes."

( No mistakes)

Sincerely yours

Little League Manager
( No mistakes)

“Keep your eye on the ball, Son,”
Herb’s pop reminded him, but Herbie
shut his eyes as he swung the bat.
(No mistakes)

Jenny recited the poem
Little Britches. When she
finished it, she was crying.
(No mistakes)

Maria, the smallest girl, was the
one who asked “Mother, is it the
same moon that we saw last night?”
(No mistakes )

Amy’s shout, “The boat’ brought
us running. It was drifting
down the river with Amy in it.
(No mistakes)

Inez is the one who takes’ care
of her baby brother when her
mother's kept busy in the store.
( No mistakes)

Much to our surprise, the door
was open. Wally whispered, *“Do
you think we left it that way”?

( No mistakes)

Level 12 :\riﬁm. Here
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APPENDIX E CONTINUED

G reat-grandmother left Cork
Ireland, to come to America
almost seventy years ago.

( N o mistakes)

N1r. Black owns that run-down
little shop right next to City
Bank the tallest building in town.
( No mistakes)

WWhen the boys went to the store,
their mother gave them this list
flour, eggs, milk, butter, salt,

( WNo mistakes)

Mr. Angeli, our music teacher,
said that he was born in
N1ilan, Italy, in 1932,

( N o mistakes )

P aul is tall and blond,
but Max his twin brother
is short and dark.

( N o mistakes )

T he police found a runaway
boy today. He gave his

address as, Athens, Ohio. - =~ = °°

( N o mistakes)

T his is a Siamese cat.
A Persian cats fur is
1 uch longer and silkier.
(No mistakes )

Harry why don’t you practice
youf drums outside? The canary
;s going crazy, and so am I.

( IN o mistakes )

Old Red White and Blue is
ano ther popular name for the
stars and Stripes.

(No mistakes )

Jack Frost, the quick-change
4 rtist, came around during the
night and now our flowers are brown.
( No mistakes )

<< Yes, Virginia, there is
. Santa Claus.” 1 believe
hhats how the letter begins.
( No mistakes)

— e e

Level 13

92,

93.

94.

95.

96.

97.

98.

99.

100.

101.

102.

175

Our hired man Lonnie Briggs
brought the geese, ducks, and
chickens in the pickup truck.
(No mistakes)

“I will rake the leaves” Mac
promised, “if you will go to Bill’s
with me when I'm finished.”
(No mistakes)

The paper says it will rain.
Therefore we plan to hold
the picnic on our back porch.
(No mistakes)

Eating, sleeping, fishing,
boating is the daily routine
at the girls’ camp in August,
(No mistakes )

This blanket is not our’s.
We brought one but must have
left it in our friend’s car.

( No mistakes)

Mrs. Hyo said that she has a

) bride doll from Seoul, Korea. She

asked if we wanted to see it?
(No mistakes)

The pilot’s voice came on again.
“No folks,” he announced, “you wil
not be able to see Twin Peaks today.”
(No mistakes)

Whenever I nass by the front
door of that old haunted house
shivers run down my spine.
(No mistakes)

“Men, get going,” our leader
barked. ‘"We have ten miles
to tramp befere chow time.”

( No mistakes) “

That fish had taken hook, line‘, and
sinker. Peter fortunately for us
all, had brought some extra tackle.
(No mistakes)

“An aquarium’’ explained the clerk,
**should always contain some green
plants. They keep the water fresh.”
(No mistakes)
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Test L Language Skills = :L-4:.."Usage

Directions: This is a test on the use of words. It will show whether you
know how to use words according to the standards of correctly written
English. ’
. The exercises in the test are like the samples shown below. Many of the
exercises contain mistakes in the use of words. Some do not have any
mistakes at all. i 4
® You are to look for mistakes in the test exercises. When you find a mis-
take, fill in the answer space on the answer sheet that has the same number
as the line containing the mistake. If there is no mistake in an exercise, fill -
in the fourth answer space.
The sample exercises below show what you are to do.

CE AL EPIIME TG PR T Y PR TYEPTORC O S T

SAMPLE EXERCISES

S$1. 1) He showed us the way.
2) Are you afraid to try?
3) Me and him took turns. S1. 0@
4) (No mistakes)
S2. cooce

S2. 1) Tim went first. .
2) The bird flew away.
3) Pat found a dollar.
4) (No mistakes)

ANSWERS

Use this table to find where your level is to begin and stop on this test.

Level 9 — Page 44, Exercise 1 — Exercise 32, Page 45
Level 10 — Page 44, Exercise 12 — Exercise 43, Page 45
Level 11 — Page 45, Exercise 23 — Exercise 54, Page 46
Level 12 — Page 45, Exercise 33 — Exercise 64, Page 47
Level 13 — Page 46, Exercise 44 — Exercise 75, Page 48
Level 14 — Page 47, Exercise 55 — Exercise 86, Page 49

Make no marks in this booklet.
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Level & Begin Here

1) The sua rose slowly.
2) Who wianed the contest?
3) Bud stood on his head.

1) Look at those skaters!
>y Pat took his present home.
3) Iasked they to come.

4) (No mistakes)

1) A bird laid its eggs in the grass.
2) Let’s buy some gum at the store.
3) Each pupil brought his own pet
4) (No mistakes) .

1) A car runned into the ditch.
2) A fish bit on our line.

3) Those apples have worms.
4) (No mistakes)

1) Who has seen the wind?

2) All the crayons were broken.
3) That ain’t the way home.

4) (No mistakes)

1) I know Mark’s phone number.
2) Me and him are good friends.
3) Let him come to visit.

4) (No mistakes)

1) My pockets felt empty.

2) Ted ran to the door.

3) George mested us at noon.
4) (No miszakes)

1) Put that there jam in your sandwich.

2) Joel had never heard of grapefruit.
3) Run faster and you’ll catch him.
4) (INo mistakes) ;

1) Dad and I got tickets for the game.
2) We goes every Saturday.

3) Why don’t you come along?

4) (No mistakes)

1) Save some of those white grapes.
2) Who lost this pair of gloves?

3) The cat’s fur felt soft.

4) (No mistakes)

1) Nick weared his tiger mask.
2) Are you going to the park?
3) Clouds made the day dark.
4) (No mistakes)

177

13.

14.

15.

16.

17.

18.

19.

20.

21,

22,

Level 10 Begin Here
R A" *mm»'} B e el %
laas, J +
May I come m?
Ralph catched a big fish.
Barbara told our secret.
(No mistakes )

These bananas look ripe to me.
The baby cried most of the night.
The show began at seven o’clock.
(No mistakes)

Let them wait if they’re here early.
Our kite flew almost a mile.

I and Art delivered the papers
(No mistakes)

We hided under the big bed.

Have you ever seen a tiger?
Here are some great pictures.
(No mistakes)

Sue has made a ring for you.

My shoes is all too little now.
There was no one else on the bus,
(No mistakes)

This is an Eskimo doll.

You didn’t leave an orange for Marg.
Dad won’t leave us play in the barn.
(No mistakes)

Only him and me knew about the cave.
It wasn’t very big but was very dark.
We always took two candles with us,
(No mistakes)

Dave had selled all his papers.
We saw the car begin to move,
These gloves are too tight.
(No mistakes)

Most boys like to climb trees.

We didn’t know the hill was so steep.
Wild roses grew behind the cabin.
(No mistakes)

Which of you boys has a red bike?
Marty won the prize for his costume,
Aren’t none of you coming with me?
(No mistakes )

Carlo began working on the puzzle.
I never seen the ocean before.

This clock runs without winding.
(No mistakes)

Go on to next page »

QOO




e ——

D e £ 9 e

23. 3
2
3
4
4. 1
2
3
4
5. 1
2
3
4
26. 1
2
3
4
27. 1
2
3
4
28, 1
=
3
4
29. 1
2
3
4
30. 1
2
3
4
31 1
2
3
4
32.
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A2

~S TR
We forgot what day it was.
Ross learned us how to fly a kite.
All of our family are going to the beach.
( No mistakes)

This here pail is too heavy for me.
That river runs into the sea.

The chipmunk ran into his hole. "
( No mistakes)

All these eggs were in one nest!

My hamburger is bigger than yours.
Hal give away his bigzest melons.

( No mistakes)

Does black wool come from black sheep?
You ought to wear a warmer coat.

Our kite was blown into a tree.

( No mistakes)

We found gooder berries last year.
The lion roared still more loudly.

Mr. Ryan said you are his best runner.
(No mistakes)

We came to a little sandy beach.
Each of us had brung a swimsuit.
Red didn’t go in. He had just eaten..
{ No mistakes)

\

The little boy misses his mother.
These boxes of frrvit are heavy.
Alan blowed on his burned finger.
(No mistakes)

Mother has gone downtown to shop.
Aren’t you coming to see our play?
This jacket don’t zip.

(No mistakes)

I’m trying to teach my sister to tell time.
They should have given us morc money.
Your mecan old dog drank the kitten’s milk.
(No mistakes)

Roger tipped the boat when he stood up.
I don’t bite my nails no more.

Those guitars are much too loud!

(No mistakes)

Level 12 Begin

Here

4 e

Suddenly, Ben heard his name spoken.
Last week us girls had a slumber party.
That sack of groceries is not ours.

( No mistakes)

34. Neil wants to ride the elevator.
Judy taught Maria how to sew buttonholes.
Someone has took Ray’s bicycle.

( No mistakes)

There wasn’t nothing in the box.
He asked whose flashlight that was.
Not a sound could be heard.

( No mistakes)

35.

The birds ate the seed we left them.
Gil wore his boots everywhere he went.
The moon had risen before sundown.
(No mistakes)

The alarm clock did not ring.

The bear jump down and ran.

I can’t reach those top shelves.

( No mistakes)

The baby cried hisself to sleep.
Nancy and [ will sit with him.

We'll be careful not to wake him.
(No mistakas)

Dad won't give us any more help.
Thers was no cream in the pitcher.
The farmer so'd ten of his sheeps.
(No mistakes)

The wind blew the leaves off the tree.
One of the girls is meeting us here.
Two pages in this book is missing.

( No mistakes)

Let Vicky cut the cake.

He gave the basketball to Leo and me.
Look at thosz big muscles!

( No mistakes)

36.

37.

38.

40.

4.

Jean wants one of them puppies.

Both of them have white paws,

We want to keep one of them ourselves.
( No mistakes)

42.

43. They didn’t know how to steer their raft.
Didn’t I lie my coat right next to yours?
The storm passed as quickly as it came.

( No mistakes)
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45.

46.

47,

48.

49,

50.

51.

52.

53.

54.
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Be here at twelve o’clock, and Jerry will give you a ride.
They have a fine radio, but they never use it.

When the fog lifted, we could see where we was going.

( No mistakes)

Beside the old church was a clear, cold spring.

I wish we had us a lawn as nice as yours.

The wobbly young fawn tried to stand up but fell over.
( No mistakes)

Andy threw a snowball at us, but it didn’t even come close.

I ate too much candy and spoiled my dinner.

Emily can never seem to wrap her packages as neatly as you do.
( No mistakes)

Craig say he likes olives better than ice cream.

The hunter had been attacked by a bear and badly hurt.
Grant had caught two big fish and lost them both.

(No mistakes) -

Sheila has a pen pal in India who writes to her often.

The current in the river looked so swift we didn’t go swimming.
In this country you seldom never see a cow pulling a cart.

( No mistakes) :

It began to rain very hard as soon as the wind died down.
Here's a letter for you and I from the Campfire Girls.
The little kids don’t know how to play the game.

(No mistakes) .-

Long before we reached shore, the sun kad went down.

Chinese food is quite different from that of most other countries.

Lou’s sister wanted Santa Claus to bringz ker an elephant.
(No mistakes)

Jan's family subscribes to all five of these magazines.
These kind of nut grows only in warm climates.
Just look what he has done to that plate of food!
(No mistakes)

During the storm 2 bSaby rotin was blown right out of its nast.
I don’t see anything in the pzper abeut the science exhibit.

I have bought severai pencils this month, but I've lost them all.
(No mistakes)

Some white ducks, some swans, and several wild geese swam in the pool.
This is as far as the bus runs. We have to walk the rest of the way.
The dresses we bought at the Riverdale Department Store were made very bad.

({ No mistakes)

You never seen anything so funny in your life.

The car spun around several times and then came to rest in the ditch.

May Danny and I help you carry some of those packages?
( No mistukes)
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Level 14 Begin Here -
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55. 1) Mother doesn’t let us watch television until we finish our homework.
2) It was a dark, rainy day, and we didn't have nothing to do.

3) Tim ran to the window to see who was coming up the walk.
4) (No mistakes)

56. 1) The sixth-grade pupils are helping to buy Mrs. Martin's present.
2) Steve and Phil are collecting a quarter from each one.
3) We plan to buy her a travel clock to take on trips.
4) (No mistakes)

57. 1) What become of that neat bracelet you used to wear?
2) The kitten ran round and round after its tail.
3) We ran out of paint before the boat was finished.
4) (No mistakes)

58. 1) Karen and Madge gave a puppet show.
2) Karen built the stage for it herself.
3) Madge and her made all the puppets.
4) (No mistakes)

59. 1) Which of these suits is the one to go to the cleaners?
2) Julia had chose the most expensive sweater in the store.

3) Byron was so tired he lay down on the grass and soon was fast asleep.
4) (No mistakes) )

60. 1) Mike's red shirt is much too big for him, but he wears it eserywhere.
2) Large sheets of plastic is available at the hardware stere.

3) There is no fruit that smells better to me than an orange.
4) (No mistakes)

61. 1) Don’t make any noise until we g2t more closer to tk2m.
2) It dorsn’t sound sensible, I know, but it's true.
3) Now that’s what I call a very stupid question!
4) (No mistakes)

62. 1) In the fire drill, everyone knew his place and took it quickly.
2) 1 think we could have won if Rod Jackson had not teen hurt.

3) I wouldn’t have fallen down if you hadn’t run in front of me.
4) (No mistakes)

63. 1) The Indian tribss were drove farther and farther west by the advancing pioneers. -

We ought to have the furnace examined before the weather turns cold.

3) Father said he could fix the leaky faucet, but we finally had to call the plumber.
4) (No mistakes)

64. 1) Don’t pay any attention to those boys when they show off.
2) Rex had been sick that day and hadn’t seen the fire.

The old men set on the park benches and told stories all day long.
4) (No mistakes)
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76.

77.

78.

79.

80.

81.

82.

&83.

85.

86.

1)
2)
3)
4)

1)
2)
3)
4)

He and his father often go hunting together in the fall. "
They left without telling him or me wherc they were going

Everyone watched the magician very closely as he mixed the SR
(No mistakes)

: i le.
The ground was froze so solidly we had to use a pick to dig l:: :;\Oere whom she knew.
Lois didn't have any fun at the party, because there was no o

He has always gotten better marks in arithmetic than in spelling.
(No mistakes)

Uncle Lee was on a ship that was badly damaged ina s"l’m'
The doorbell rang so loudly that we all jumped up quickly.

Each of the boys in the race tried to run as fast as they could.
(No mistakes)

The game was called off on account of it was rain-in.g-
We saw the children, so we know where they're hiding.

I Wondered why Keith had never spoken about his father.
( No mistakes) 3

~

A wheel and an oar werc lying on the beach. ceal
5 stival.
Maria sang so beautiful she was invited to appear at the Arts Fe

Marcia sat beside her father at the head table at the banquet-
( No mistakes)

We boys swore a solemn oath never to tell what we had ssen:
We learned from Lon how to make good fish chowder.

The lumberjack asked if we had ever heared of Paul Bunyan.
( No mistakes)

Karl slipped up quietly and caught a beautiful butterfly. e
We drug the dcad deer off the road and called the game warcefl-

The pilot dipped the wings of his plane when he flew over.
( No mistakes) :

Neither Jake nor he knew where they had lost the parcel.
The teeth of the shark are set in double rows.

What is the difference between a daffodil and a jonquil?
( No mistakes)

(4

Their bringing a portable radio to the picnic.
Russ helped himself to a biz bunch of grapes.

You couid have at izast washa=d the dishas afizr your snack.
{ No mistakes)

There were fewer children than grownups at the skating rink.

The apples had dried up and shrinked to the size of walnuts.

The muskrat swam through the water with scarcely a ripple-
( No mistakes)

Leroy stole in so quictly that none of us heard him.
Murray's pet hamster was loose somew here in the house.

Each of the girls at the party were given flowers for her hair.
(No mistakes )

e — W8,

Leve! 14 {S'u':ii.; Here
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65.

67.

63.

69.

70.

71.

72.

73.

74.

75.

1) Why weren’t Joe and him at the ball game today?

3)
&)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4)

1)
2)
3)
4J

1)
2)
3)
%)

2) Which one of the two teams played the better ball?

Lecfty’s arm was hurt, so he sat out the game.
( No mistakes)

Who will go with you? Take somcone who's not afraid,

Has anyone ever rcally seen an ostrich with its hcad in the sand?

The ladies on the island fanncd theirselves with leaves.
( No mistakes)

We had rode several miles before we rcalized we had taken the wrong tumn.

By the time we found a service station, there was hardly any gas left in the tank
Dolores had the most wonderful time on her trip to Mexico.
( No mistakes)

Ray does not want you to help him; he wants to do it all himself.

Mr. Wilsen likes cream in his coffee, but Mrs. Wilson takes hers black.
All of the winter clothcs arc stored in boxes in the attic.
( No mistakes)

Nat had taken the last penny from his bank.
Workers use to toil many long hours for little pay.

You may use the longer of my two fishing poles.
( No mistakes)

It don’t look as if it is going to rain.

You ought to usc a ruler to measure the table.
“Let that horse alone!” yelled the farmer.
( No mistakes)

There is a trunk filled with old-fashioned dresses up in the attic.
Did Connie say where she was going to?

Kathy was given five dollars as a reward for finding the nacklas
(No mistakes)

Warren dropped the box on Earl's toe, and then the fight began.
There was hardly enough flour to make pancakes for us all.

July was a hot month, but August was hotter still.
(No mistakes)

The captain and his cat havs traveled arcund the world,

The tclephone and the doortsil rung at the same time.
A pipe had sprung a leak, and the basement was full of water.
(No mistakes)

This little clock always stands beside my bed.
Heclen brought each of us a ivory fan.

Three sixth-grade girls from our school sang on the Jackie Carlson Show.
( No mistakes)

Isn’t it rather early for tulips to be in bloom?

The canoe without paddles floated far out in the lake.

1 could have swore I saw a face at the window.
(No mistakes)
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ATTITUDES TOWARD THE LANGUAGE ARTS SCALE

ATTITUDESTOKARD LANGUAGE ARTS
ELEMENTARY

We would 1ike o k ts. Blacken in the
: ; now how feel about language arts.

eiCh ‘question.  YOUR TEACHER WILL NOT SEE THIS -- Your answers wi

Straight into the computer. Have fun!

NO _ SOMETIMES USUALLY YES
[P Working with words is fun. . « « « « o o =« O O O O

eVERY BoDY
CcoME To

NO SOMETIMES  USUALLY  YES

= _ I like to read even when the
teacher doesn't make me 0 O O 0

N0 SOMETIMES  USUALLY  YES

kS -0 O 0O O
NO SOMETIMES  USUALLY  YES
4. 2 & O O 0 O
PR
5. It is fun to practice writing NO SOMETIMES  USUALLY  YES

Ooutside of school . . . . +. ¢ v v ¢ o o « & - 0 0 0 0

6. vﬂhl:\‘ésetolget out of reading r8 SOMETIMES USE;LLY YES
AN o« w » s & = = o e B wa ks v e 0 O
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NO _ SOMETIMES GSUALLY  YES

7. Writing is a waste of time . . .. . . . . «. . O 0 O O

NO  SOMETIMES  USUALLY YES

8. Readingis fun . . ... .......... ( 0 0 0)

NO SOMETIMES  USUALLY YES

9. Peading is my favorite subject . . . . . . « « 0 0 O O
10. There are too many chances to make NO SOMETIMES  USUALLY  YES
mistakes in spelling . . . . . ¢ ¢ ¢ ¢ ¢ o o &« O O 0 O

e

NO  GOMETIMES USUALLY  YES

11. Reading ishard . . . . . . ... ... 0 0 9] 0
N0 SOMETIMES  USUALLY  VES
12. Reading helps you outside of school . . . . . .() 0 0 0
FREE
SAMPLES
-~ -"‘
"
e
NO SOMETIMES  USUALLY  YES
13, 71 Tike spelling « - v s « v s s s 0 a0 s s s () 0] 0 0
N0 SOMETIMES USUALLY YES
14, You learn good things by reading . . . . . . O O O 0
Tcu*rs_&
. space ¥

ooy
| & c%gi;f:
+*
}é
Y/
NO  SOMETIMES  USUALLY  YES

15. Reading is a waste of time . . . . . . . .. O 0 O O
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SCORES
LE, 4 .7 .7 92.3
Gy, 7 1.7 1.3 9.5
S7e & 1.1 1.1 o4, 7
=1# i 7 o7 95.4
S2. 7 1.3 1.3 96,7
o . s .5 97.3
- 2 .5 .S 97.8
<5, 3 .5 .5 98,4
57 1 ) .2 98.5
Lo . ol b 98.9
€9, 1 .2 .2 99.1
e 1 .2 .2 99.3
62 ' .2 o2 99,5
529 L .2 o2 99,6
= } i .2 9.8
e, : .2 2 105.G

b cw.. TCTALLL L DT 0 1GT.2.. 10D.C
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s-1 TEST

D
FREQUENCIES FOR THE ITB

SCO RELATIVE "
e e VU CERS 0
, frza (FCT) (cCT) (pCT)
. ¢ .7 o7 o7
2. "
1 02 .2 .
A - "
2 09 .9 160
£
b 1 o o2 240
b. 3 05 05 z'b
8. 3 .S .5‘ 301
1.). 3 e~ 05 3.7
11. 2 .L .L LcL
12' 1 .2 .2 4.2
15, 5 .o .9 5o
15, 1 o2 2 503
Van ¢ 1.1 101 6ok
19. 1 .2 .2 606
2de : 1,1 e 7.1
22. 1:' 4'.9 1.8.' 905
:‘Po 3 .C‘ .9 1904
25, 1 )2 PR
20 £ 1.5 1-5 12'1
26. Pl .: 02 12'2
?9. = .L .L 12:6
30, ; % .2 12“?
31. 11 248 2.0 s
L "2 Y 1.3 At
5 1842
3'6. "3 2.1. "['
b Xl e 1-6 20.1
S 7 1,/"
9. ’ . o2 20+
; 2140
L:‘ 7 1.3 1.3
2 ) .2 2145
10 1 o 2}.5
4 3 % 2.2
- w ]1 “ 2 ?3‘9
) .
"4[.. 1 ® b+ 1
i 7,1 gu
a2 1% 2t 5 2742
‘,1:‘»0 1 .: T ’)",
2507
47 2 1.1 1t 5043
-0 2 wd

11
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SCORES
51, Ve Tel 32.¢
$ 2 1 3 .2 32:4
$3e i § 4 Zat . P 35+5
554 13 A 2.4 37.4
57 17 2.1 . | 41.C
€%. 12 2ot 2.4 43.3
51 L T3 7 46.@
€3. S o9 R 47.5
65, 17 L - % S1.0
€5, 2 o " 3 514
£7. 14 7s 2ahs 53.9
£5. 14 Ze? Za¥ 56.6
T 1 ;2 o2 570
1 5 7 o9 S8.0
72 17 35 2. 5141
T4 . 13 2s? -9 3.8
- 5 e e = 232 5.5 T 5.9;‘ 5.7
72 1 L% 1.3 725
79. 1: 2.4 75
et 3 v2 o2 % 75.5
1. s L. Zsl 72.
#ls - 2.7 3.7 i3
€4 11 ™ 240 84.3
S £ 268 2.6 8¢
- 7 152 1.3 88.1
£9. . - 252 90,3
S0 » .y 13 91.6
91, B P 1.8 334
g5, 5 .7 27 94,1
e1, i s 1,3 1.8 96.¢
- 4 7 o7 96.7
T35, 13 142 1.8 9%, ¢
SE, c o b ob GE. 5
27 « 5 g .7 97.¢
G T -___..f- s L 1900
TuT 5

s
-
n
r
~
-
<
m
L]
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e
Pl
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Do 1 o2 .2 .2
135, 2 Wb " 5
11. 1 o3 .2 =
12, 1 .2 .2 5
135, 7 1.3 ¥ a3 22
14, 8 1.5 1.5 3.7
15. 17 301 3.1 ok
1€. 23 L2 by2 1.0
Flig b 73 7.5 155
15. 49 9.0 9.0 2744
- 63 11+ 1.0 3344
4 57 10,4 10.4 42.3
=ls <8 5.1 Sa 58,5
Z24 «3 n,n - S L5
e 1 %5 9.5 7644
<l 22 2e§ 5,9 22,3
- 23 57 A% R 87.3
25, 5 Kok %S 9243
w7 a1 Te" 3.8 b4 i
- B ? 15 146 7.0
7. 4 1.1 1.1 98,6
23 3 .5 o5 995
L 5 o5 .5 189.C
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HISfOGRAMS FOR THE SCORES OF OCA GROUPS FOR THE ATTITUDES TOWARD THE LANGUAGE ARTS SCALE
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