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ABSTRACT

DESIGNING LISTENING PROGRAMS FOR THIRD GRADERS

By
MICHAEL JAMES HAVICE

In 1923 Carl C. Brigham tested 1047 English speaking adults
and found that a large percentage responded poorly to oral direc-
tions, possibly because of poor listening skills. Other research
indicates that listening develops on a maturational schedule, and
that teachers can facilitate effective listening. In particular,
third graders are experiencing significant changes in their listen-
ing perceptions.

Research indicates several significant events happening to
the third grader as well as information concerning the types of
roles listening plays in the development of children. There are
physiological developments in third graders which shift their per-
ception of listening. Third graders are more sociable than first
or second graders and therefore need a larger socialization base
in their expression. Coupled with the physiological developments
and socialization characteristics is the shift in language-
interpretation from semantic meanings to syntactic meanings. These
changes are reflected in the third graders shift to conceptual
problem solving. Up to this time, students' depend on literal

interpretations of things or events.



Michael James Havice

To solve this problem of how to institute listening pro-
grams in the classroom of third grade teachers, a questionnaire
was designed, Appendix A, to see what the needs of the teachers are:
ﬁow they perceive listening problems of their students, and if they
would be interested in implementing their own listening programs.

To find out what could be expected from third grade stu-
dents in terms of physiological and cognitive changes, the Michigan
State Library was used to research the areas of listening and third
grade learning objectives.

The research data provides helpful information for aligning
student needs with what is happening to the student as potentials
for effective adult communication are developed.

This research, and the data received from practicing teach-
ers indicates that there is a need to design listening programs
which focus on interesting areas of instruction while developing
listening skills. This approach is necessary because students need
to learn to listen in order to function effectively in the environ-
ment of human experience.

By using an instructional development design, one that fits
into the teachers usual classroom routine, teachers can modify their
learning situations to include the development of listening skills.
For this reason, I have designed a sample model, Appendix G, for
teachers to follow when implementing self-standing, audio tape

listening instruction into their usual classroom procedures.
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CHAPTER I

INTRODUCTION

Because coding embraces an unbroken continuum of lan-
guage, the customary practice of dividing language into
comprehension and use may be a convenience but it is not
consistent with our knowledge that modification of compre-
hension goes on throughout the act of oral expression. From
initial discrimination in analyzers outside the CNS (cen-
tral nervous system) to the oral utterance of the sentence,
perception is being modified. The only possible rationale
for such a division might be based on the assumption that
measures differ in their value on the denominator of
comprehension-use. No test measures exclusively comprehen-
sion or use, and no single test can be said to measure all
aspects of comprehension and use (Mildred Berry, 1969, p. 254).

The problem in oral communication is the perception and/or

transmission of oral messages. How sending and receiving percep-
tions are modified in the act of communication determines the
extent of success or failure of one or both sides of the communi-
cation. In other words, the simple act of giving directions can
become a complex task when one person is familiar with a situation
and the other is not. The person giving the directions, while ignor-
ing the stranger's lack of local knowledge, inadvertently confuses
the stranger. That is, the local resident must give directions
which correspond to the stranger's perceptions of the environment,
and the stranger's ability to interpret the message given. Or,
the stranger must adjust his perception in order to give himself

a chance of understanding the directions he is being given. The

1



task seems simple for those of us who decode messages easily, how-
ever, our ability to accurately decode messages is dependent upon
many physiological and learned characteristics.

The development of this paper is motivated by the common
complaint of teachers expressing dissatisfaction over the inability
of normal children to follow directions.

One approach to the solution of poor listening is to devise
programs which develop "comprehension-use" of incoming aural infor-
mation so that teachers and school administrators develop listening
programs involving the processing of incoming information. The
"comprehension-use" approach challenges the "Do you hear it?"
approach to teaching listening skills. If learning to listen is
more important than hearing, then teachers should facilitate more
effective listening skills in students.

Teachers who develop strategies for listening skill improve-
ment must be aware of three conditions which influence listening
development. First, listening is part of a sophisticated decoding
system. Second, listening is the communication act of effectively
interpreting oral messages. Hence, listening in this context
becomes a behavior that is relatively easy to identify but impossi-
ble to treat in isolation. Third, listening involves the transfer
of symbols which may become distorted by perceptual problems due to
the environment or physiological capabilities related to learning.

This paper is concerned with how teachers can effectively

develop instruction for teaching listening behaviors in third



graders. The first portion discusses three reasons why teachers
should deal with listening behaviors of third graders.

--Significant physiological listening events are taking
place in listening development of third graders, and

--Third grade students can effectively participate
in whole communication experiences, and

--In third grade something can be done to facilitate
effective listening-learning habits.

The second part of the paper is concerned with designing a method
by which teachers can implement programs which develop third grader
listening skills. The development of the program is based on the
effective use of audio tape and instructional development tech-

niques when implementing listening programs for third graders.

Listening Perceptions

Oral Communication and
Adult Listening Behavior

Before considering the problems of instructing children in
listening skills, an examination of a study about adult listening
performance reveals some interesting listening characteristics which
are indicative of childhood experiences. A

Carl C. Brigham's study, "Study of American Intelligence,"
deals with the ability of adults to follow oral directions. Brig-
ham tested 1047 individuals born in English speaking countries. Of
the twelve oral directions, the two which follow are representative
of the directions given:

Item 2. Time limit: 5 seconds.

Draw a line from circle 1 to circle 4 that will pass
below circle 2 and above circle 3.



Item 10. Time limit: 15 seconds.

Put a 4 or a 5 in each of the two larger parts and any

number between 6 and 9 in the part next in size to the

smallest part (Carl Brigham, 1923, p. 5).
The individuals being tested were not under any particular time
pressure. There was more than enough time to complete each of the
operations. Following directions was the purpose of the test.

The results of Dr. Brigham's test, Appendix D, Figure 1,
shows how the scores fell. An analysis reveals that fewer than
50 percent of the respondents (711) were able to respond accurately
to half of the oral directions. Three-hundred-thirty-six of the
participants responded correctly to more than 50 percent of the
oral directions. Breaking the chart down and examining correct
responses between questions 5, 6, and 7 of the 12 directions,
reveals that 346 respondents were able to respond accurately to
about 50 percent of the questions. Less than 50 percent accuracy
in following oral directions is not acceptable. Considering 80 per-
cent comprehension to be mastery, the cut-off point on Brigham's
scale would be 9.6 correct responses. The results of Brigham's
test indicates that only 93 of the 1047 adults tested would have
responded effectively to oral directions if 80 percent comprehen-
sion was considered an effective listening level. The result of
Brigham's test suggest that training is needed to stimulate more
effective oral comprehension. Poor performance by adults is indici-
tive of inadequate childhood training.

In terms of the study, adult interpretation of oral stimulus

is not particularly impressive. Brigham's study does point out a



need for the development of strategies for improving the listening

habits of children.

Teacher Opinions and Practices
Concerning Listening

As part of developing a plan for teacher-produced listening
programs, questionnaires were circulated to several of the schools
in the Lansing area, Appendix A. From the response to the question-
naire some assumptions can be made about teacher interests in
listening programs and their perceptions about listening skills and
program development.

The questionnaire was concerned with two areas: how teach-
ers perceive the listening skills of their students and whether or
not third grade teachers are interested in producing and implement-
ing their own listening programs. An analyses of the responses
broke teacher responses into two categories: opinions and practi-
cal responses.

Teachers had the following opinions about the listening prob-
lems of their students:

1. Some students give and follow oral directions more

effectively than others because of their ability.

See Appendix

2. There is a positive relationship between poor listen-
ing skills and academic success,

3. There is a difference between affective and effective
listening,

4. Listening is an active process, and

5. Students who listen well and orally communicate
effectively are usually good or excellent readers.



In addition the teacher responses pointed out the following:

1. Teachers did not have a clear idea of the response
of right and left ears.

2. A1l of the teachers indicated a need for listening
programs.

As far as practice is concerned:

1. Teachers generally used questioning strategies when
asking oral questions.

2. Teachers indicated that they avoided questions requir-
ing "yes" or "no" answers and instead ask thought-
concept questions.

3. A1l but one of the teachers said they had assessed
the listening needs of their students. The assess-
ment indicated that:

a. Students have different skill levels, and

b. Students need to be motivated toward improv-
ing their listening skills.

The responses to the questionnaire indicate that teachers
are aware of the role listening plays in the academic development
of their students, however, teachers have a great deal of difficulty
determining what listening behaviors they can develop and how they
can develop those behaviors once they know what they are.

A later section of this study will identify specific listen-
ing behaviors of third graders and a process teachers can use for
implementing self-standing, teacher-produced listening programs.

Interest in Implementing Their
Own Listening Program

Teachers have the following opinions about implementing

their own listening programs.



A11 teachers are willing to make their own listening pro-
gram if given an instructional development model to follow.

None of the teachers felt that the development of listening
skills was the area of the audiologist. However, all of the teach-
ers said they would use an instructional sequencing tool for
developing a listening program for these students. Only one
teacher had not used an instructional sequencing and all but one
teacher felt instructional sequencing had been successfully used
by their students.

Given the existing teacher practice of developing their own
listening program, it can be assumed that they can effectively
implement listening programs which are based on a procedural model,
such as those presented in this paper.

Additional data was gathered which indicated teacher
influence on listening program development. This information falls
into these five categories.

1. The degree of satisfaction teachers exhibit toward
listening programs they now use.

2. Teacher awareness of third grader listening skills.
3. How teachers think listening skills should be taught.

4. How much teachers know about the development of
listening skills.

5. Equipment at the teacher's disposal.
A11 of the teachers responding to the questionnaire,
expressed a need for programs which will improve student listening

skills. Teachers indicated that they spend between zero and 30



minutes each week working with listening skill development. This
response may indicate that little time is spent on listening skill
development.

Teacher Awareness of Third
Grader Listening Skills

Teachers were fairly evenly divided in saying they did or
did not know about the "normal" physiological listening development
of third graders. A1l of the teachers considered listening to be
an active rather than a passive process. However, there was a split
concerning the knowledge of dominant right or left ear audiological
perceptions. The teachers considered students who listen well to
be good or excellent readers. Only one teacher did not know that
there is a difference between affective and effective listening.
A11 of the teachers considered listening to be a combination of cog-
nitive, affective, and psychomotor skills. In practice all but one
teacher assessed the listening needs of her classroom. Those who
did assess their classroom needs found that their students have
different listening needs and that active involvement in listening
brings about the best results. There is no doubt that regular class-
room teachers have the perception necessary to recognize the basic
listening needs of her class.

How Teachers Think Listening
Programs Should Be Taught

Going further, teachers have their own ideas about what
listening skills should be taught. The elements which teachers feel

will make a listening program effective are as follows:



1. Hierarchy of skills.

2. Diversity of ideas within the listening program.
3. Sequencing of skills.

4. Readily available materials.

5. A checking device.

Carry over students can recognize.
High interest materials.

6
7
8. Regular and short practice sessions.
9. Reinforcement.

0

10. The student must understand what is being said.

In summary, teachers are saying that listening should be
taught like all other subjects.

Concerning what listening programs should concentrate on,
most of the teachers didn't know.

Most of the teachers did not have an idea about listening
behaviors of third graders. Several teachers said following a
series of directions and drawing inferences and conclusions from
the spoken word is an important listening behavior.

As far as teaching itself is concerned, most teachers think
listening instructions should be both an individualized and a group
instruction. Teachers were fairly well split on the type of sup-
port needed for listening programs and teachers were equally split
on the degree of supervision the listening programs would require.

Questions 29 and 30 appear to reflect the teachers' lack
of knowledge about the degree of involvement necessary in develop-

ing listening programs. A1l of the teachers already use appropriate
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questioning strategies. These strategies should be easily trans-
ferred to listening programs for the difficulty in developing

listening programs is not as great as teachers may suspect.

How Much Teachers Know About
Listening Development

As far as instructional development is concerned, teachers
don't openly exhibit knowledge about Terminal Performance Objec-
tives (TPO's) and Enabeling Objectives (EO's). However, overall
performance on the questionnaire indicates a high degree of sensi-
tivity toward assessing student needs. All of the teachers have
the equipment necessary to design and implement self-produced listen-

ing programs in their classrooms.

Listening Development

Research in the areas of speech and language development
indicates patterns of growth which are first influenced by environ-
ment (home) factors. Upon entering school a child's perception of
his environment starts changing as he interacts with people in social
settings. By third grade, ages eight and nine, significant patterns
of socialization, communication, and learning are taking place.

Oral language serves many purposes in the daily life of

a group of children in the primary school. They use lan-
guage in at least the following ways and probably others

as well.
Talking Explaining
Conversing Sharing
Planning Evaluating
Discussing Solving Problems
Reporting Expressing Creative Thinking

(Ruth G. Strickland, 1951, p. 101).
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A1l of these ordinary communication tasks require inter-
actions on a mutual plane of understanding. When first and second
graders interacting in a classroom situation are observed, it is
often found that situations involving expression and interpreta-
tion cause communication conflicts.

The basic reasons for confusion in sending and receiving
oral messages in the early grades is the students' dependence on
egocentric language and values. The use of egocentric language
changes with age. Robert M. Krauss and Sam Glucksberg examine some
of the age differential characteristics of children's messages which
may underly differences in communication accuracy.

In our earliest study, done with nursery school child-

ren, we observed that the absurdly poor communicator

performance of our subjects seemed to form the idiosyn-

cratic or egocentric nature of their messages. This

observation was reinforced by the finding that the same

messages which communicated poorly or not at all to both

young and adult listeners resulted in extremely accurate

choice behavior when they were addressed to the subject

who initially had uttered them. Clearly the messages were

in some sense "meaningful;" but their meaning was essen-

tially private--which is simply another way of saying that

they were not effective in an interpersonal communicative

context (Robert M. Krauss and Sam Glucksberg, 1972, p. 371).
These findings indicate the communication problem children face when
given an unfamiliar situation. The "private" language that is func-
tional in a familiar environment (home or friends) is not functional

in an unfamiliar environment.
The lack of effectiveness of young speakers derives not from

a deficiency in the comparison stage (comparable to our editing

process), but rather from the acuity of the repertoire from which
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the speaker samples (Kraus and Glucksberg, 1972, p. 380). In simple
terms this means that speaker effectiveness is dependent on how
accurately the message is aimed. Cohen and Klein's suggestion of
a lack of acuity strongly indicates that "aiming" is largely deter-
mined by maturation and experience of the speaker and listener. If
there is a mutual understanding between the listener and the speaker,
communication effectiveness is evident.

For the purposes of this paper, it is important not only to

note that changes are taking place in language use by early elemen-

tary children, but that specific changes are taking place in the
third grade.

It is fairly easy to demonstrate that the ability of
children to communicate increases with age. Figure 2 indi-
cates this, plotting the number of errors as a function of
repetitive trials in our communication task for children in
kindergarden, first, third, and fifth grades. A similar
result is obtained when one varies the grade of speaker and
listener independently. Figure 3 shows the mean number of
errors for first, third, and fifth grade speakers who are
communicating to first, third, or fifth grade listeners.
Note that there is an effect for speaker's grade and for
listener's grade, both effects in the direction of increased
accuragy with increasing age (Kraus and Glucksberg, 1972,
p. 374).

See Appendix D for Figures 2 and 3.

Sara W. Lundsteen conducted a study in 1970 which implies
that the content, the concepts, the process and the abilities in
critical listening appear to be amenable to empirical analysis and
can be improved by practice. Lundsteen's premise is based on the
correlational and faEtor analysis studies that suggest that there
may be a constellation of interrelated listening abilities and that

critical listening may be included in the constellation. "The
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purpose of the study was to explore critical listening abilities as
part of a general listening ability, a part that could be tested and
improved by well-planned instructional procedures and materials
(Sara Lundsteen, 1970, p. 132).

Cohen and Klein as well as Kraus and Gluckesberg provide
information relative to maturational processes of listening skills
which the Lundsteen study states that despite maturation, listening
skills can be improved by accessing the listening characteristics

of a group and designing procedures to improve those skills.

Development of Syntax

By developing awareness of listening skills and implementing
a listening program, teachers can improve the listening development
of their students. "Oral language is a 'structured system of arbi-
trary vocal sounds and sequences of sounds that is used in inter-
personal communication and which rather exhaustively catalogues  the
things, events, and processes of human communication (Tina E. Bangs,
1968, p. 7).

This is excatly what the third grader is doing when respond-
ing to or giving oral communication; however, the cataloguing sys-
tems children use has advanced beyond that of restricted earlier
speech and interpretive patterns. By third grade the student is
beginning to deal with syntax as well as semantics.

Contrary to the commonly held view that a child has

mastered the structure of his native language by the time
he reaches the age of six, we find that active syntactic

acquisition is taking place up to the age of nine and per-
haps even beyond. Second, our observations regarding order
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and rate of acquisition for related structures in different
children are in agreement with the findings of investiga-
tors who have worked with younger children. By tracing

the child's orderly progress in the acquisition of a seg-
ment of his language, we are able to observe, for a set of
related structures, considerable variation in rate of acqui-
sition in different children together with a common, shared
order of acquisition. Quite simply, although we cannot say
just when a child will acquire the structures in question,
we can offer a reliable judgment about the relative order
in which he will acquire them (Carol Chomsky, 1969, p. 8).

Syntax plays a dramatic role in perceptual understanding and
the transmission of information (Franklin S. Cooper, 1972, p. 25).

A child who does not understand syntactic use of the language may
become confused about how he is expected to perform. Adults exhibit
the same problem in communication when confronted with technological
or social terms which may not be familiar. In both cases the prob-
lem is the same. The respondent does not know how to act because
the semantic application of the word does not make sense or the
syntactic meaning is not apparent. Consequently, performance is
diminished because of a lack of understanding of word meaning.

In order to test the preference of syntactic structures in
listening John N. Bohannon and Bernard Z. Friedlander administered
selective listening tests to 60 elementary children and determined
that kindergarten and first-grade children use flat intonation
pattern as a cue to choose the more meaningful story version, and
there is a significant development toward more decisive selection
for meaning in the higher grades (John N. Bohannon and Bernard Z.

Friedlander, 1973, p. 675). See Figure 4, Appendix D.
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20 - 2 and 3-year-old children were presented with
simple questions and commands in the context of an at-home
play situation. The questions and commands were spoken in
varying degrees of word-order distortion in order to eval-
uate the communicative effectiveness of word order in the
children's comprehension and meaning. The majority of the
nonfluent children responded appropriately to both normal
and scrambled sentences. Only the fluent children's
response scores were significantly lower to scrambled
sentences than to normal. Data suggests that young, non-
fluent children's receptive language processing is focused
on familiar semantic elements rather than on syntactic
framework (Harriet S. Wetstone and Bernard Friedlander,
1973, p. 734).

The findings of Wetstone and Friedlander support the premise that
young children develop from no language and interpretation to ego-
centric language and interpretation to more social and syntactic
language use and interpretation. The role of growth from single
to group word meanings for interpretation is an indication of
growth in language acquisition.

So far comments have been concerned with the use and influ-
ence of environmental factors on the listening performance of
children. As expected, there are other changes taking place which
effect the ability of a child to perform certain types of listening

tasks.

Development of Dichotic
Listening

Observing the actions of first and second graders reveals

the large degree of attention a child places on an activity while
he is performing that activity. Very rarely does a first or second
grader engage in two activities at one time. In most cases the

child does one thing at a time. Of course, this is true with
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listening. When first and second grade students want to listen to
a story they will often silence or attempt to silence all other
avenues of interference. This behavior points out the nature of
one channel listening of first and second graders. This listening
behavior is an interesting characteristic which parallels reliance
on semantic meanings. Duality starts playing a strong role in the
development of children at about the third grade age as dichotic
listening begins to develop. For all practical purposes, dichotic
listening is the "cocktail effect" or the ability to understand,
listen to, be aware of, or interpret two simultaneous sound sources
at one time, or to carry on a conversation and listen to music at
the same time with discriminative listening (Charles I. Berlin,
1973, p. 4).

As far as third graders are concerned, this physiological
change is a dramatic change in their listening ability. Not only
is it a new tool, dichotic listening is also a new source of dis-
traction. Previously auditory distraction wasn't a problem because
either a student was or wasn't listening. Now, he can appear to be
listening to one source of oral stimulus while he is actually con-
centrating on a second source. The result is what educators commonly
refer to as inattention. The problem is not that the student is
not paying attention but paying too much attention to too many
separate stimuli and this characteristic is directly related to his
ability to receive and transmit messages. The student who does not

develop an ability to focus listening is faced with a high risk of
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failure as a student, and later in life, as a successful wage
earner (Leonard A. Marascuilo and Douglas A. Penfield, 1972,
p. 5).

Leonard A. Marascuilo and Douglas A. Penfield conducted
their tests on second, fifth, eighth, and eleventh grade students.
They used prerecorded tapes and workbooks to improve the listening
skills of student. There were eleven graduated tapes, workbooks for
recording responses and time frames for the segments in order to
require students to respond quickly to oral stimulus. Noise was
introduced to the tapes as the project developed. There are two
findings of interest: trained students outperformed untrained
students and learning to tune out unwanted noise is influenced
by maturation. The effect of training on older and younger stu-
dents revealed improvement in trained younger students and no
effect on trained older students. This finding suggests that
influences that effect listening should be introduced at an early
age, as latent improvement is minimal.

Students develop relevant concepts and appropriate "word
labels" for those concepts they wish to express. This is one reason
older children communicate more easily with adults. The older
child has developed enough conceptual appropriateness to gear his
message to an intended receiver. In other words, people use and
interpret verbal messages based on a knowledge of formal grammar,
on ordinary use of grammar, and on perception of the grammatical
message. The transformation of word groups into meaning is dependent

upon more than correct grammatical usage for "it is necessary that
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a speaker have the ability to select out of that repertoire con-
cepts that are at least potentially socially meaningful” (Krause and
Glucksberg, 1972, p. 376). Conceptual listening is helped by matur-
ing and physiological factors. Marascuilo and Penfield would
probably say this is true, but would add, "students do not listen
because they do not know how to filter out unwanted and unnecessary
noise" (Marascuilo and Penfield, 1972, p. 6). This contention leaves
the teacher with the problem of stimulating the student to use those

listener skills which enable them to filter out distracting noise.

Reading and Listening

To develop appropriate listening instruction, the teacher
needs to know about relationships between learning and listening
skills. There is an obvious relationship between listening skills
and academic success since listening is a corner stone for the
conceptual development of skills which follow (Department of Educa-
tion, 1961, p. 116). By listening, combining symbols, and forming
associations, student learning development is transferred to per-
formance skills. The process of acquiring word meaning, and inter-
preting sentences and phrases is most apparent as a student reads,
however, the student's ability to interpret aural messages exceeds
the ability to interpret the written word.

In third grade listening comprehension is superior to read-
ing comprehension by a full year. When it comes to visual
and auditory recognition of words by third graders (vocabu-
lary development), the mean number of visually known words
of third graders was 1,900 and the mean number of words

auditorially known (including the visually known words) was
4,240 (Donald D. Durrell, 1969, p. 458).
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Although reading and listening advantages of children are not equal
until eighth grade, Table 1, (burre]], 1969, p. 458), the findings
of Durrell are strong indicators of the advantage of listening
instruction in the elementary grades. See Appendix C, for Table 1.
As part of his findings Durrell stated that the student
whose listening vocabulary was equal to his reading vocabulary was
a marked "overachiever." Other research goes on to prove that
listening improves with exposure to listening exercises (Taylor,
1964, p. 3), and that listening skill development improves reading
(Braken, 1971, p. 59). Obviously a relationship exists between
listening skills and performance in the classroom. The problem for
the teacher is formulating a program which effectively generates

listening skills.

Listening and Student Patterns of Growth

To begin teachers must ask "What can I reasonably expect in
terms of performance?" This study will consider the listening
skills third graders can develop. There is, in fact, a developmental
schedule of language and understanding based on maturity and cogni-
tive growth. The underlying factor of this maturational schedule is
based on the necessity of comprehending language before language can
be expressed (Eric H. Linneberg, 1972, p. 67). Evidence also shows,
that there is an orderly and constant progression in the development
of understanding based on listening as the foundation for developing
understanding (Linneberg, 1972, p. 67). Listening enables one to

conprehend the meaning(s) of words and phrases which contribute to
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understanding the meanings of aural communications based on the com-
prehension of words and phrases.

Since there is a logical pattern of growth in language
acquisition and expression, teachers need to realize that they can
influence the development of cognitive growth as it relates to
listening. "Written language skills, the second great half of
education's mighty cornerstone, do not normally become true tools
of learning until the third or fourth grade" (T. Bangs, 1968, p. 3).
A large portion of a child's early learning is dependent upon his
perception of oral language. If the child can combine relationship
with learned concepts, he stands a good chance of being successful.

Of importance for the third grade teacher is an awareness
that integration of reading and listening skills is taking place in
third grade. At this time students begin conceptualizing their
expressions in relational terms and begin developing their own
expressive concepts. These concepts surface as the student develops
interpretive and expressive qualities in his verbal expressions.
Robert M. Krauss and Samuel Glucksberg point out that just because
one can speak does not mean one has communication competence (Krauss
and Glucksberg, 1972, p. 263). The authors suggest that as maturit§
increases, so does the accuracy of communication between adults and
children so that as children develop away from egocentric speaking
and listening they become more socially acceptable in their speech
and listening habits.

In their study "Development of the Ability to Detect Linguis-
tic Ambiguity," Thomas R. Shulz and Robert Pilon studied 6, 9, 12,
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and 15 year olds. The results suggest that the ability to detect
linguistic ambiguity develops at different rates depending on the
type of ambiguity. Detection of phonelogical ambiguity appears
first, with the largest improvement occurring between six and nine
(grades 1, 2, 3, and 4) years. Second to appear was the detection
of lexical ambiguity, which exhibited a linear increase with age.
Detection of surface and deep-structure ambiguities did not occur
until age 12 (Thomas Rishultz and Robert Pilon, 1973, p. 750).
These findings parallel those of Carol Chomsky who concluded
that syntax plays a dramatic role in perceptual understanding of
word meaning. Chomsky's conclusion is based on the investigation
of a childs' orderly development from semantic to syntactic lan-
guage acquisition (Chomsky, 1969, p. 10). There is no doubt that
language acquisition and use does develop in a logical pattern, and
many of the significant changes that are taking place are occurring

in the third grade.

Listening Programs

Interpretation and expression are the most important ele-
ments for communication development in third graders. The teacher
must take the experiences of third graders and expand those expe-
riences through expression and interpretation thus equipping students
to communicate effectively. Robert M. Bloom suggests that oral
English be paired with reading or writing and that immediate and
personal situations be iné]uded as part of oral activities (Robert

M. Bloom, 1967, p. 97). Including situations students can relate



22

to will make the listening lessons relevant to student experience
and enable students to expand upon their comprehension bases rather
than just developing new competencies without understanding how
those competencies relate to their individual lives.

Any subject that involves interactions with students can be
used as a basis for developing listening skills, and the proper
interpretation of information is essential to success. For Piagét,
the distinguishing quality of human intelligence is the fact that
man creatively acts upon his environment, and it is instruction
that influences man's course of cognitive growth (Edward A. Chitten-
den, 1972, p. 171).

The teacher can promote the development of interpretive
listening skills by providing an intellectual and assertively curious
atmosphere in the classroom. To increase learning through listen-
ing, stimulate the student so the work of learning and expressing
becomes a pleasurable task (Arthur W. Heilman, Elizabeth Ann
Holms, 1972, p. 15). By providing an atmosphere of curiosity, the
teacher stimulates the student into using expressive tools. The
teacher's role is twofold: first as a stimulator and then as a
facilitator of student inquiry (Hugh Baird, 1972, p. 6). The result
will be the refined development of usable analytical skills for
interpreting oral messages.

The development of language and interpretive skills does not
happen "naturally."

Successful performance in creative problem solving of

any complex nature is heavily dependent upon an adequate

level of development of generalized master thinking skills.
The various component skills--however highly developed each
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alone may be--are not so likely by themselves to bring

about creative problem solving. Effective education in

creative thinking and problem solving, therefore,

requires instruction both in the specific component skills

and in the master thinking skill (Orville G. Brim, Jr.,

1966, p. 38).
Listening skills act as the catalyst for this "master thinking
skill" which Crutchfield refers to. Without good listening skills,
there is no outlet for creative interpretation or expression.

Effective listening is the harmonic interplay of decoding

mechanisms and like any skill, it needs to be developed. In terms
of teaching, the teacher must identify those elements which will
promote effective interpretation of aural stimulus (Brim, Jr.,
1966, p. 40). When dealing with the listening skill mechanism,
teachers encourage the development of perceptual tools which enable
students to obtain the information necessary for creative thinking.
"The listener's ability to plan, organize, mobilize, and deploy his
repertory of specific skills in optimal attack on incoming informa-
tion will influence his course of action" (Brim, Jr., 1966, p. 39).
Therefore, listening is an integral part of the problem solving
mechanism of human understanding. The efficiency with which listen-
ers use listening skills has an effect upon their decision making
processes. Listening development must not be left to chance.

Why Should Listening be
Treated in any Special Way?

The reason for an analytical look at listening is because
listening is a problem solving task. As the brain decodes audio

cues, meaning is derived by values placed on the interpretation of
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combined meanings. For example, reading. Where does the informa-
tion to decode visual symbols come from? The visual codes of
written language are analyzed according to the audio cues we
received as we were learning to read. The meanings of written
symbols are learned by combining visual and audio stimulus. The
teacher says the sound representing a written symbol and the stu-
dent looks at the symbol and soon, the sound and the visual symbol
become the same, hence, one hears what one reads, as one reads. See
Figure 5, Appendix

By the third grade the student is fairly adapt at discrim-
inating sounds and manipulating word phrases to come up with varied
meanings. One reason semantic/syntactic interpretation plays an
important role in the language use of third graders is because "The
comprehension and expression of oral language becomes an ongoing
process with a finite number of words to be learned and an infinite
number of sentences to be generated from the words" (T. Bangs, 1968,
p. 9). Until now learning the word has been the focal point of
early elementary education. The emphasis of much vocabulary build-
ing is based on spelling and word recognition. A1l too often stu-
dents do not know how to use a word or how its meaning may change
as it is used. An effective vocabulary program needs to develop the
conceptual use of words.

To develop conceptual learning the teacher asks questions
in order to stimulate learning through listening. When students

begin asking meaningful questions based on the information at their
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disposal they are expressing their good listening skills and are
exemplifying conceptual growth (T. Bangs, 1968, p. 27). When a
child feels confident to ask questions and uses information effec-
tively, academic success is probable. The student who can size up

a communication situation and respond appropriately will do much
better in life than a student who has only one method of expression
and understanding. The object of listening instruction is not to
put a premium on novel ideas, but on adaptive interpretation.
"Listening is a multifaceted problem requiring a considerable degree
of organization, clarification and a step-by-step attack" (Nila

Banton Smith, 1971, p. 40).

Instructional Development Models for Classroom Use

Research and teacher feedback from questionnaire have indi-
cated a need for teacher-produced listening programs. Using an
instructional development model teachers can follow a patterned
procedure which can be moﬁ]ded to fit their classroom needs.

Teacher-produced listening programs have two distinct
advantages for the classroom teacher. First, the teacher uses the
students' immediate environment to reinforce concrete concepts, and
later, can develop vicarious learning situations based on the
students' earlier experiences. The teacher-produced program func-
tions as an enricher of student experiences instead of an intro-
ducer of new experiences. The object of instruction is to enrich
or develop student experience not to overwhelm the student with

experiences removed from the students' perceived environment. The
p
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second advantage is that the teacher controls the degree and the
pace of student experiences by determining what will or will not be
included in the lessons. Because teachers are able to control the
motivational elements of the programs, instruction becomes person-
alized.

The advantages of utilizing student environments and teacher
control effect student motivation. In addition to mdtivation
students take an active role in the learning process. As the stu-
dent manipulates the tapes and information, participation in the
self-learning process is encouraged. Another motivational feature
of teacher-produced listening programs is that programs can be
developed in conjunction with subjects with high student interest,
and can also contain a variety of subject areas. In producing lis-
tening programs the teacher can monitor the progress of her students
and programs: and in relation to listening skills, the teacher's

ability to design programs will increase with practice.

Developmental Model

There are many types of instructional development models for
classroom use, and all are designed to provide systematic efficiency
in learning situations. See Appendix E for example models used to
construct the learning system prototype in Appendix G. These models
have several elements in common:

1. They start with an element for determining and eval-
uating a problem for which a goal will be determined,

2. determine objectives for reaching the goal,

3. design a system,
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4. evaluate the system,

5. and revise the system.
While each instructional development model is designed for instruc-
tional purposes, none of them specify procedures for teacher-produced
listening programs. My study proposes one operational instructional
development model designed specifically for teacher production of
listening instruction. (See Appendix G.) This prototype is, of
course, intended to serve teachers' listening program development
needs, and includes all of the elements necessary for learning sys-
tems design. In addition to the prototype, an example module of a
listening program has been included, and will be referred to (Appen-

dix G).

Putting Listening Skills Into Context

The listening process involves the thinking process. In
fact, much research is being conducted to determine how and where
audio cues are processed by the brain (Hutchinson, 1974, p. 4).
Educators are concerned with the proper combination of listening and
thinking skills, or their research is concerned with a singular
processing system. By developing one system the other develops as
well; and since thinking and listening processes are connected, we
must develop methods for combining the processes.

The problem teachers will encounter when putting together
listening programs is not as great as the problem of putting listen-
ing into its proper context.

Listening development can easily be ignored because listen-

ing is regarded as a natural on-going practice and because
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listening skills are difficult to define and test. By developing
a framework in which listening skills can be developed while other
subject areas are being taught, teachers have the opportunity to
increase teaching effectiveness and student levels of academic
performance. In addition these self-standing, teacher-produced
listening programs will contribute to a library of independent

instructional units.



CHAPTER 11

DEVELOPING SELF-PRODUCED LISTENING PROGRAMS

Every teacher deals with the problem of listening. Listen-
ing problems usually emerge as the teacher notices the inability
of a student or group of students to effectively follow directions.
In response, the teacher may react by making directions more explicit
or easier to follow, or a teacher may observe student's listening
behavior. In third grade, teacher observation would reveal that
students who are poor listeners have difficulty:

--paying attention,

--following a series of instructions, and

--performing in social and academic activities.

This student behavior reflects changes in the listening perceptions
of third graders.

Two factors that influence listening behavior that teachers
can deal with involve the student environment, and the physiological
maturity of the child. Environmental factors which determine listen-
ing performance concern the child's acquisition of language because
children use language as they hear language. Where the child
develops language skills will affect how the child interprets lan-
guage. A child who comes from a social environment rich in language

use will usually have a relatively large vocabulary. This larger

29
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vocabulary gives the child a greater word base from which meanings
can be derived. A child coming from an environment where language
is restricted to functional use will usually have vocabularies which
limit the extent of aural expression. Consequently, the child's
ability to deal with varied methods of expression is limited. Dur-
ing the first two years of school, most students exhibit similar
egocentric tendencies in language use and interpretation, however,
at the beginning of the third year, students will have egocentric
speaking and listening habits. By the end of the school year, very
few or none of the students will be primarily egocentric speakers
and listeners.

As the child develops more social concepts in language use,
simultaneous maturational events effecting learning take place. The
obvious change is student interest in word meanings. Semantic1
interpretation of words and sentences is replaced by an interest and
understanding of syntactic meanings. This characteristic is exempli-
fied by increased student interest in word games. This semantic
to syntactic shift involves the development of interpretive mean-
ings for words and expressions. When listening, a first or second
grader will often interpret what is said literally. In general, if
the teacher tells a first or second grader to "Go fly a kite," he

probably would. However, a third grader would be more likely to

understand the intended meaning. The third grader's ability to

]Simply stated, semantic interpretation is denotative and
syntactic interpretation is connotative.
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correctly interpret such meanings is based on his ability to under-
stand the syntax of a statement.

Another change is the onset of dichotic listening. This
characteristic enables the student to actively participate in more
than one aural stimuli. Teachers usually refer to this character-
istic as inattention, when in fact, the student is developing a
mechanism for listening to several sound sources at one time.
Dichotic listening characteristics are not always manifested while
the student is supposedly listening. The physiological develop-
ment of dichotic listening characteristics do show up in the stu-
dent's academic performance. Suppose Johnny is given some verbal
information as the class is going to recess. Johnny wants the
information, listens attentively but misses the point of the extra
instruction. What is Johnny's problem?

Look at the overall situation, remember that the class is
going to recess. Johnny's friends are choosing positions for a
team sport--Johnny is interested in their discussion, too. Johnny
has difficulty concentrating on one message and has not developed
the skills necessary for listening to both messages at one time.
Johnny has developed the physiological ability to hear both aural
messages but has not learned how to listen to both messages.

To solve environmental and maturational listening problems
requires specific teacher skills. Included among the solutions for
these problems are strategies that develop listening skills and
efficiently use the teacher's time. Since listening performance

affects academic performance, and teachers have a limited amount of
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time to devote to instruction, teachers need to incorporate listen-
ing skill development as part of their regular instruction.
Listening skills are important in all learning and one
strategy that provides students with an opportunity to effectively
develop their listening skills are self—standing2 teacher-produced
instructional audio tapes. By producing their own instructional
audio tapes, teachers will conserve teacher time, provide a motiva-
tional avenue for student expression and interpretation, provide a
device for monitoring student listening and subject area develop-
ment, enrich the learning experience of students, and relate learn-
ing experiences to the student environment.3
To successfully produce listening programs, the teacher
needs skills in three areas: determining what listening skills
third graders should develop, planning strategies for developing
listening skills, and producing listening programs that are self-
standing. To develop listening programs for third graders, teachers
must become aware of semantic to syntactic shifts in language use
and dichotic listening behaviors of their students. See Appendix G
p. 82-87. The development of syntactic meaning results from the
practice of special skills. To help teachers identify specific
semantic and syntactic listening skills, a list of semantic and

syntactic skills is included in Appendix G.

2A self-standing program is a learning module that does not
need teacher supervision in order to be effective.

3Since language acquisition is tied directly to environmental
factors, the teacher can build language skills based on known stu-
dent experiences. This practice will help prevent student resistance
to new experiences.
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The skill of dichotic listening involves filtering out
unwanted noise,4 and enables students to effectively listen and
interpret more than one sound source at the same time. The object
of dichotic listening skill development ié to train students to
filter out unwanted noise and to evaluate several sound sources at
one time. Types of dichotic listening skills are illustrated in
Appendix G.

5 skill because

Listening is considered an incorporated
teachers can develop listening programs that incorporate semantic,
syntactic and dichotic listening with other subject areas. Once
students master basic listening development, see Appendix G.
the roles of syntactic and dichotic listening can play an important
role as a motivational element. For example, a five minute listen-
ing lesson involving Science, Geography, and semantic, syntactic
and dichotic listening skills, would be serving three subject areas
at one time. The Geography and Science lessons develop regular
academic learning units, and the only change in the presentation of
the lesson is the inclusion of sentences or phrases which have
syntactic meanings. These interpretive phrases serve as components
for testing student listening response. For example, as the lesson

begins the teacher might explain the types of stimulus the student

will be receiving and how the student is expected to perform. Since

4Noise is any unwanted source of sound.

5Since normal avenues of learning involve listening, any
subject can be combined with listening in a way that promotes devel-
opment of skills in a subject area as well as listening skill devel-
opment.
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the teacher will want to be sure the student has the necessary pre-
requisite behaviors for succeeding in the task to be undertaken,
adninistering a pretest is important. The pretest for the Geography
and Science lesson may include an aural message that has noise
accompanying the message. If the student is able to demonstrate the
lesson's skills at an acceptable, preestablished level, permit the
student to go on to the next unit or lesson.

The audio taped lesson might initially deal with information
related to the Geography objectives. After the Geography lesson has
run for about thirty seconds, the Science lesson begins so that it
runs concurrently with the Geography presentation. After both
lessons run to completion, the post test can be administered. At
first, teachers will want the sound level6 of each lesson to be
separate but remain constant throughout the lesson. After students
master interpretation of two simultaneous and stable sound sources,
teachers will want to vary the sound levels for the lessons. Arbi-
trarily varying the sound levels makes the lessons difficult and
challenging. Increasing the complexity of the lessons will serve
two purposes. The students will be motivated because of the listen-
ing and academic challenge presented, and will improve in listening
behavior. In addition, teacher-produced listening programs will
result in improved student performance in the academic areas of

Science and Geography.

6The presence of one sound over another. For practical
purposes a layering of sound.
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Knowing what listening skills can be developed and a general
idea of how listening programs can develop, teachers need to pro-
duce programs that motivate students, serve student academic and
listening needs, and are self-standing instructional units.

The process described in Appendix G provides teachers with
basic guidelines for developingand producing self-standing listen-
ing programs. The process is based on a study of several learning
system design models, see Appendix E, p. 71-74. By applying Learn-
ing Systems Design to developing third grade listening skills, a
prototype and components have been developed to illustrate how
learning and instructional needs can be served through a self-
instructional learning program. See Appendix G.

Since flowcharts are often confusing, a process was developed
so teachers can design and produce their own self-standing listen-
ing programs. As an example, the flowchart has been reduced to a
procedural example teachers can follow to design and develop listen-
ing programs. To begin developing the first molule, select a
subject area for which a lesson is desired. Follow four steps in
designing and developing self-standing listening programs.

1. Determine the instructional purpose(s)

State measurable learning outcomes for the lesson.
Combine objectives and listening skills.

2. Design the program.
Script format.

Script outline.
Script.
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3. Produce Listening Lesson.

Transfer the script to audio tape.
Develop support materials.

4. Test and revise program.

Before developing listening programs, the teacher must
determine what listening skills can be developed. Knowing what can
be done to improve listening will influence the roles that each
element in the listening program design will play. See Appendix G,
p. 78-82.

To begin designing self-standing listening programs, define
the roles of each learning element involved in the self-standing
listening program.

--teacher and students, see Appendix G, p. 79.

--lesson and media, see Appendix G, p. 80.

--preassessment and postassessment, see Appendix G, p. 81.
Defining the roles of these elements concerns pairing objectives.
The reasons the objectives are paired is to assure compatibility.
When comparing the objective roles be sure the purpose of each
lesson element is compatible with every other lesson element. This
process can point out potential problem areas in instruction as
well as suggest some interesting lesson alternatives.

The method used for writing objectives is borrowed from Tom

Kimper and Larry Sparks, Writing Objectives. See Appendix G.

Their format for writing objectives provides a quick and easy way
of stating objectives for all developmental elements of the listen-

ing lesson, as well as the subject and listening objectives.
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After defining the roles of the learning elements involved
in the self-standing listening lesson, teachers will have an idea
of how to use the instructional elements necessary for teacher-
produced 1isteningqprograms.

Step 1:7 TEACHERS SHOULD WRITE OBJECTIVES FOR THE LESSON ELEMENTS
AND COMPARE THEM TO THE OBJECTIVES IN APPENDIX G.

To apply the academic lesson(s) to the program development
process, start by stating specific goals for each academic area of
learning. See Appendix G.

For the purpose of this study the development of an example
listening program module is provided in Appendix G.

The development of this teacher-produced, self-standing
module begins by stating the goal of the listening lesson and the
language arts lesson. See Appendix G.

By following the developmental process of this module,
teachers should have a clear idea of how to produce listening pro-
grams that serve student listening development needs, student aca-
demic needs, and help to reduce some instructional time constraints
teachers must deal with.

Step 2: WRITE OBJECTIVES FOR YOUR ACADEMIC SUBJECT LESSON AND
THE LISTENING LESSON: COMPARE YOUR WORK WITH THE EXAMPLE

IN APPENDIX G.

7These are steps teachers should follow for completing the
developmental elements of the program design.



38

From the goal teachers can determine appropriate termina18
and enabh‘ng9 objectives. See Appendix G.

Step 3: WRITE TERMINAL PERFORMANCE OBJECTIVES AND ENABLING OBJEC-
TIVES. COMPARE YOUR WORK WITH THE EXAMPLE IN APPENDIX G,
P. 89.

After the enabling and terminal objectives have been stated
teachers must determine how successful students will need to be when
performing tasks. See Appendix G.

Step 4: HOW SUCCESSFUL MUST YOUR STUDENTS PERFORM? WRITE YOUR
EXPECTATION AND COMPARE YOUR RESPONSE TO THE EXAMPLE IN
APPENDIX G, p. 89.

Once teachers determine the role of the instruction and how
the students are expected to perform, they must decide on a strategy
and media to convey the instruction. See Appendix G, p. 89.

It is assumed that teachers will use audio tape, cassette
or reel-to-reel recordings to present listening units. However, at
this point in the development process, teachers may realize that
audio tape will not serve the academic interests of the subject
they wish to teach. If this is the case, teachers are advised to
develop the subject area as a regular learning unit and to find

another subject area for the listening skill development.

8Term1na1 objectives are the outcomes students will exhibit
as the result of the lesson.

9Enaang objectives are behaviors the student must master
before he can accomplish the terminal objectives.
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Picking media also involves picking the types of supportive
materials the students will use as they listen to the audio tape.
As teachers select the media they must keep two priorities in mind:
keep the module self-standing (i.e., compatible to audio tape feed-
back) and make the module easy for the students to independently
handle.

If teachers develop programs that require supervision they
are defeating the self-standing element of the module. Picking a
method of presentation must serve teacher need as well as student
and instructional needs.

Step 5: WHAT SUPPORT MEDIA WILL YOU USE? MAKE A LIST AND COMPARE
THAT LIST TO THE LIST IN APPENDIX G.

After writing objectives for the program and the methods
teachers intend to use, a script format can be written. See
Appendix G, p. 90. The script format is an outline of the instruc-
tional method teachers will use to present materials. At first the
script format will seem an oversimplified step, however, as listen-
ing programs become complex, and integrate several sources of
information at one time, the script format will assure the mainte-
nance of an orderly presentation of materials.

Step 6: WRITE A SCRIPT FORMAT. WHEN YOU ARE FINISHED, COMPARE
YOUR FORMAT TO THE SCRIPT FORMAT IN APPENDIX

Whereas the script format is a general order of what will

be done, the lesson outline, see Appendix G, p. 91, represents

the specific order of events occurring in the listening program.
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Step 7: WRITE A LESSON OUTLINE AND COMPARE YOUR OQUTLINE TO THE
OUTLINE IN APPENDIX G.

At this point, teachers have determined the roles of all the
elements necessary for the production of listening programs which
serve instructional needs and are self-standing.

Combining the elements of the script format and the lesson
outline will indicate the shape of the lesson presentation and will
suggest the effect each element (machinery, learning objectives,
worksheets) will have on the lesson. Teachers will also be able to
see where an element of the lesson may not fit, and will probably
have doubts about other elements of the lesson. In any case,
teachers should review what they have done. The review must center
upon determining how compatible teacher objectives and instructional
plans are when combined.

Now teachers are ready for the next to last step in design-
ing a listening module writing the script. The script is the com-
bination of all of the preceding elements in a form that represents
the aural presentation of the entire lesson.

Step 8: LOOK AT THE EXAMPLE SCRIPT, APPENDIX G, P. 92. WHEN YOU
HAVE READ THE SCRIPT, WRITE YOUR OWN SCRIPT BASED ON THE
OBJECTIVES YOU HAVE STATED FOR THE LISTENING AND YOUR
SUBJECT AREA. WHEN YOU FINISH, COMPARE YOUR SCRIPT TO
THE EXAMPLE SCRIPT.

Once the script is written, check to be sure subject and

listening objectives are being met. Writing the script will allow
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teachers to check their method of presentation and whether they
have included all the support materials necessary for the lesson.
Teachers will also have a good indicator of nonessential elements
which may have been included in the lesson.

After writing the script, make sure the program is self-
standing. Check theprogram by indicating the material to be pre-
sented, student response, and feedback. See Appendix G, p. 92.
The program is self-standing if each operation involving student
response enables the student to complete the lesson by receiving
recorded feedback.

The script is a valuable part of the development process
because it allows teachers to see exactly what materials are pre-
sented, how students are expected to respond, and whether or not
the program contains immediate feedback.

Of course the script is the result of aligning listening
materials and academic objectives. If the script does not meet
preestablished objebtives, teachers must make necessary adjust-
ments.

Once teachers are satisfied with their script, they can
develop whatever supportive materials not already developed. In
some cases, like a model, the supportive element will influence
the way the script is written. In other cases, like a work sheet,
the script will determine the design of the work sheet. See
Appendix G. p. 95.

The last step in producing the program is to get the pro-

gram on audio tape, see Appendix G, p. 95. Recording the program
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cn audio tape is the easiest part of developing listening pro-
grams.]0 If teachers begin by designing simple programs for their
students and develop more complex programs as the students are
ready, skills in program design and production will improve as
students' listening skills develop.

The real test for teacher-produced programs will occur as
students' use the programs. As the class uses the programs, eval-
uate the programs by answering these questions:

1. Do the programs enhance academic instruction?

Are the program objectives being met?
Are student listening skills improving?

Are the programs self-standing?

Are students interested in using the programs?

o v 2w N

Are the programs worth the effort of producing?

A "No" answer to any of these questions can necessitate changes which
influence the effectiveness of teacher-produced, self-standing lis-
tening programs. Changes must be based on serving students' listen-

ing and academic needs as well as teacher needs.

]OIf teachers do not have experience operating tape record-
ing equipment, they are advised to read the manual that accompanies
the equipment they will use. The biggest obstacle teachers will
face will be their own inhibition. Teachers should be assurred
that their programs will improve with practice.



CHAPTER III

TRYOUT AND ANALYSES OF PROTOTYPE

Tryout of Prototype

Two certified elementary teachers participated in the try-
out of the prototype (Chapter II and Appendix G.) Each teacher has
more than three years of teaching experience and has taught or is
teaching third graders.

Before presenting the teachers with the prototype, each
teacher was asked to prepare a five minute learning unit. One
teacher prepared a lesson on extinct animals and the other teacher
prepared a lesson on antonyms.

The teachers were asked several questions before they were
given the prototype. See Appendix B. The purpose of the questions
was to find out how much they knew about learning system design.
Their responses indicated that they know what behaviorai objectives
are, but know very little about systematically designing lessons.
After answering the questions, the teachers were asked to read
Chapter II of this study and to skim Appendix G. After reading,
the teachers were told that Chapter II represents the general pro-
cedure for designing, developing, producing, and evaluating teacher-
produced listening programs. The specific methods referred to in
Chapter II are exemplified and further explanation of the develop-
ment process is contained in Appendix G. At this point the teachers

43
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were asked to prepare a teacher-produced listening program using the
subject area they had prepared.

As the teachers went through the process described in
Chapter II they were free to ask questions. The questions they
asked were concerned with four learning areas: determining how to
develop general to specific listening objectives, defining and
describing terminal performance objectives, defining and describing
enabling objectives, and determining the role of the pretest and
post test. The problems teachers had were related to the general
principles of learning system design. This is not surprising in
light of the pretest given the teachers (Appendix B). The teachers
had no difficulty combining instructional objectives with listening
objectives.

The only negative comment about the 1istening program design
was related to determining objectives for listening and subject
areas. Both teachers had to restate their academic objectives in
behavioral terms--a process they were not entirely familiar with.

Positive comments about the program development concerned
the easy incorporation of listening skill development with an aca-
demic subject area and that they could follow the verbal procedure
of the flowchart. Both teachers said they would use reference
materials before seriously undertaking listening program develop-
ment. The references they would consult concern developing
behavioral objectives and additional information about listening

behaviors.



45

Analyses of Prototype

Based on the teacher tryout of the prototype, teachers
should have a working knowledge of writing learning objectives
before they develop objective based 1istening programs. Teachers
can easily familiarize themselves to the objective writing process
by reading any of the suggested behavior sources. (See reference
section for writing objectives.)

Part of determining the usefulness of the prototype designed
specifically for teacher-produced listening programs involved
validation the usefulness of the prototype as: a learning system,

a model teachers can follow and whether or not the'described process
for developing teacher-produced listening programs effectively
incorporates the use of audio tape. Dr. S. L. Yelon, MSU Depart-
ment of Instructional Development and Technology, examined the pro-
totype and found no serious faults with the desfgn of the learning
system. Dr. William Durr and Dr. Byron VanRoquel, MSU, Department
of Special Education, were asked if the prototype represented a
process teachers could use. Dr. Durr felt teachers could easily
follow the process of the module or flowchart and considered the
development of listening programs an important part of third grade
instruction. Dr. Van Roquel felt the program is valuable in that
it identifies and is developed around specific listening skills.
However, he was not sure teachers would be able to follow the
process. Van Roquel suggested that teachers need simplified exam-
ples and a precise step-by-step process for implementing any pro-

grams. Larry Redd, MSU, Department of Television and Radio, felt
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the use of audio tape contributed significantly to the self-standing
component of the program, ease of production, provided an opportu-
nity for developingan easily accessable listening 1library and is
easy to modify program content.

The greatest concern of the validation committee was whether
or not teachers could actually use the prototype and module to
design programs for their classrooms. By testing the prototype,
teachers demonstrated that they could use the prototype with little
difficulty, and that producing listening programs would be a useful

endeavor.



CHAPTER IV

SUMMARY, RECOMMENDATIONS AND CONCLUSION

This study is based on the premise that adults are, in
general, poor listeners, and listening instruction at an early
age can dramatically improve adult comprehension of aural stimulus.

Teachers can effect the listening skills of their students.
In particular, third graders are experiencing innate physiological
and environmental changes which dramatically effect their listening
behavior. Teachers can develop listening skills and provide aca-
demic instruction by effectively using media and instructional
development principles, which integrate knowledge of changing
listening behaviors and regular academic learning units. Teachers
can develop their own self-standing programs by following the pro-
cesses this study describes. Teachers can effectively participate
in the development of student listening skills by developing pro-
cedures for using media, improving specific listening behaviors, and
specifically meeting teacher time constraints and instructional
needs. The processes this study recommends are rooted in objectives
sensitive to listening needs, academic needs, and teacher needs.
An additional advantage of the process is that teachers can modify
components of the system in order to meet specific classroom environ-

ments.
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A way of improving future studies of this kind would be
to increase the number of teachers questioned and tested and to
student test listening modules developed by teachers.

This study identifies a need for more study of the under-
lying differences between aural and written communication. Whereas
one would assume that one method of communication is equal to
another, that is not the case. There are similarities, but there
are more differences than we realize. Teachers must be made aware
of these differences as they effect the methods of aural and written
instruction.

The recommendations which will have an impact upon the
types of listening instruction teachers give are:

1. Become familiar with listening skills and the
listening behaviors of students.

2. Develop a working knowledge of the methods of
behavioral instruction.

3. Develop and test several listening modules before
undertaking an entire listening unit.

These recommendations should have an impact on the outcome
of teacher-produced programs.

In conclusion, teachers have an important role to play in
developing listening skills. By following the procedures recom-
mended in this study, it appears that teachers can increase their
teaching effectiveness, children's listening skills, and conse-

quently the 1istening comprehension of adults.
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METHODOLOGY

The questionnaire was designed as an instrument that would
give informtion concerning teacher perceptions of student listening
skills and whether or not teachers are interested in producing and
implementing their own listening programs. The questionnaire
included questions involving teacher opinions as well as teacher
practices.

The original intention was to circulate questionnaires to
78 third grade teachers in the Lansing School District area. The
78 teachers were to be drawn from the eight school districts in
the Lansing area.

The questionnaire was three pages long.and contained 41
questions. There was a cover letter explaining my purposes, a
direction page and a self-addressed stamped envelop for the return
of the questionnaire. '

. Of the eight school systems, only two school districts
were able to fully cooperate. This meant that out of 78 intended
participants, only eight teachers would be queried. Despite the
small remaining sample, I feel this sample is still representative
of third grade teachers.

Five teachers responded to the duestionnaires. The

responses were scored and the findings indicate strong teacher
interest in developing listening programs for their students.
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MICHIGAN STATE UNIVERSITY 52

DEPARTMENT OF TELEVISION AND RADIO * UNION BUILDING EAST LANSING * MICHIGAN - 48824

Dear Teacher:

I would like to seek your cooperation in filling out
and returning the enclosed questionnaire. I have included
a self addressed stamped envelope for your reply.

I am in the process of designing a procedure for
developing listening programs for third graders. Since
the purpose of the program will be to develop a program for
teacher use, it is necessary to find out what teachers think
of self-produced listening programs for classroom use. Your
experiences and opinions are essential before I can formulate
an effective program for teacher use,

For the purpose of this questionnaire please consider
"listening programs' to be instructional sequences which
prompt students to give and receive (interpret) oral
instruction effectively,

At the end of the questionnaire, space is provided for
additional feedback. Please feel free to provide any
information which you think would be helpful for teachers
who wish to develop their own listening programs,

Of course, all information you provide will be handled
in a confidential fashion, Please respond by May 20.

My area of study at M.S.U. is the effective use of
telecommunications in educational systems. Please feel
free to contact me if further clarification is needed
(349-1894),

Thank you for your cooperation.

« Havice
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SCORED QUESTIONNAIRE

Rumber of responses _5

question:
le Yes_5 KNo No Response
2. Self produced _ &4

3.
4,

S.

7.

8.

9.
10.

Purchased as part of another program package, 1
Purchased as part of a listening program package.

Other

Yes__ 3 No 2 No Response

. Agree Disagree__5 No Response

Various types of learning patterns
Different development level of skills

.Able to organize their leads

Development of home patterns

Mental ability to decode the spoken word into
- organized ideas at their own level of understanding.

Ho Response 1

Yes Ro 1. Don't Know

Hierarchy of skills

No Response 4

Diversity of areas within the listening program

8equencing of skills

Materials readily available

Must have a checking device
Children must see carry over.

High interest materials

Regular and short practice sessions
Reinforced application

Agree 4 Disagree Don't know 1

Agree Disagree _3
Agree 2 Disagree_ 2

No Response___
No Response_2

No Response__
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1l. Yes _3 Ro 2 Don't Know No Response

.a) Yes_3 No 2  Don't Know FNo Response
b) Yes_5 No Don't Know No Response

12, Active _5 Passive No Response ____

13. Yes 1 No 1 Don't Know 2 No Response 1l
14, Poor
Good 2

Excellent 2
Not sure of correlation 1
No response

15. TYes_ 4 No____ No Response__1
16. always

usually 5

seldom
17. Yes 4 Ro , No Response 1
18. Yes 4 No 1 Fo Response

19. Use thought concept - accept any.answer - some
sequence - some direct answer.
Avoid yes and no answers.
Include a lot of how and why do you think ...
Do not ask yes or no questions.
No Response _2

20, Agree Disagree_5 No Response
21. Yes &4 No 1 No Response

22, Differential skills
Students have to have a specific reason for
listeningz.
Information must be of a high interest level
Overall good listener concentration.
Students need to be actively involved.

23, Yes 5 No - Don't Know No Response
2h. Yes_ & No_1 Mo Response_
25. Yes S No | ) No Response

26, Yes s No Don't Know 1 No Response
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27. individually 1
in groups
Both &4

28, Agree | Disagree Don't purchase Listening
Programs _5

29. Visual stimulus _1
Paper work
Instant student response 2
All of the above_l
No Response _1

30. Agree 1l Disagree 2 No Response 2

3l1. Agree 1l Disagree 2 No Response

32, Semantic____
Syntactic____
Yon't Know__3
No Response
Comprehension_1
“hould not be limited 1

33 Yes 2 No 1 Don't Know 2 No Response

34. Follow series of six or seven directions successfully
Relationship of phonetic sound to reading
Draw inferences and conclusions from spoken word

XNo Response_3

" 35 Cognitive Affective Psychomotor
-Combination 3 Don't Know 2 No Response

36, Ko time 61-90 ___
o- 305 91-120__
31-60____ 2hr + No Response

37. Agree_ S Disagree Don't Know No Response
'38. Yes 5 No Don't Know No Response

39, TPO EO Don't Know_5_ No Response

40. Agree 5 Disagree No Response

41, Scholastic news trails, Weekly Reeder
Teacher
None 1 No Response_3

FEEDBACK

Programs need to be usable within our present Language
Arts program.
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1.

2.

3.

S
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Are you familiar with instructional development?

.Yes No &

Are you familiar with learning system design?
Yes No_fp

Are you familiar with behavioral objectives?
Yes__ A No

Are you familiar with either terminal performance

- objectives or enabling objectives?

‘Yyes No_j4

Do you know what listening skills third graders
can actually develop? :

Yes No Kind of g
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TABLE 1.--Listening Equivalents to Reading Grade Versus Read1ng
Grade (Vocabulary).

Listening . Reading
Equivalent Listening
to Reading above Read-
Score Grade Score Grade ing (yr-mo),
Primary Forms: '
Grade 1 75 301 3? 105 106
Grade 2 82 3.6 .58 2.5 1.1
Intermediate Forms: A
Grade 3 46 4,6 35 3¢5 1.1
Grade 4 ' Sk Sk : 45 4.5 9
Grade 5 61 6.2 55 505 07
Grade 6 69 % - 64 6.5 6
Advanced Forms:
Grade 7 130 7.9 122 7.5 R
8.5 00

Grade 8 137 8,5 137
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....3. al.glic

o
1

FIGURE 1.--Distribution of scores of the Oral Directions test. .

SOURCEﬁ Charles.C. Brigham, A Study of American Intelligence
(London: Princeton University Press, 1923), p. 2.
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Plean Mlamber o Errors
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1 2 3 & 5 & 7 38

Trial Bleck

FIGURE 2.--Mean Errors over Trials fof Matched-Age Pairs in
the Four Grades. ; :

SOURCE: Robert M. Krauss and Sam Glucksberg, "Some Characteristics
of Children's Messages," Reading and Child Development
and Relationships, Edited by Russell C. Smart and Mollie
Smart (New York: MacMillan Co., 1972), p. 374.
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¥ 1st Grade
Speakers
=
3}1.
3rd Grade
Speakers
5th Grade
T " Speakers
A E ]
3l 1/ | 7 [1 ﬁr[_,
1 3 5 X 3 5 1l

Listenerg' Grade

3 5

FIGURE 3.--Errors as a Function of Speaker and Listener Age.

SOURCE :

Robert M. Krauss and Sam Glucksberg, "Some Characteris-
tics of Children's Messages," Reading and Child
Development and Relationships, Edited by Russell C.

Smart and Mollie Smart (New York:

1972), p. 375.

MacMillan Co.,
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A&—d 6yntax and intonation variables
104

O---0 gyntax variables
90! p only f

8o+

701 -

Grade Level

% listening preference for meaningful narrative

FIGURE 4.--Mean Selective Listening Preference for Meaningful
B Narratives with Normal Intonation. -

SOURCE: John N. Bohannon and Bernard Z. Fieldlander, "Effect
of Intonation on Syntax Recognition in Elementary
School Children, Child Development 44 (June, 1973).
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Problem ‘ _ ,
identification ﬂ Diagnosis -—% Develop a
Problem .

identification

Feedback and |, |Adoption and
evaluation action _

FIGURE 5.--Cyclical Nature of the Problem-Solving Sequence.

SOURCE: Richard Schmuck, Mark Chesler, and Ronald Lippit,
Problem Solving to Improve Classroom Learning
(Chicago: Science Research Associates, Inc.,

1966), p. 27.
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Define the problem
1) define the objectives
2) measures of effectiveness
3) comstraints, uncontroll- .
able variables
4) controllable variables

— Y S
[ Define subfunctions | lﬁDevelop model |
R =2 |

Define alternatlves

Collect dataT\

Synthesize
subsystems

\

SOURCE: John Pfeiffer, New Look at Educat1on (New York:
Odesy Press, 1968), p. 32.
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Analyze system requirements Design system

_ Specify ‘ : Select \
oals | t; alternatives
B4 2

Specify current
state of system

\

Compare planned and
actual performance

edesign '

Evaluate system effectiveness

SOURCE: R. H. Davis; L. T. Alexander; and S. L. Yelon,
Learning System Design (New York: McGraw-Hill,
Book Co., 1974), p. 314.
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‘ etermination
of Strategy
Specificatio Organization
of of Groups
Content — - - ——
7N location
Assessment of Time ' B
_’ of * —_—
g:;::izis llocation P-rfor;:nc‘
of Space §
election
of Resources
Specification
of
Objectives

Analysis of '
Feedback

SOURCE: Vernon S. Garlach and Donald P. Ely, Teaching and
Media (Englewood Cliffs, N. J.: Prentice Hall, Inc.,

1971), p. 49.
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_ Goal Revision or
Determination Modification
. Task ’ e I
. Analysis . \ .Eyalnatlon
) S _
" Task Instructional \J(
Prescription 7\ Implementation

N '
. ! Feedback | ' |

SOURCE: Castelle Gentry, 1975 (Unpublished).
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ﬂ Develop General Listening Objectives

N\

76

Write Behaviors ¥Your Students
Wi .

elect a Subject for the Listening
Exerci

A—] Create a Script 1

y A
Produce the Listening Lesson (

Test the taped product | :

Review the results and revise

Prototype Overview
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Many teachers inadvertently avoid listening programs because
- they have not known how to deal with the individual natures of lis-
tening problems in the classroom. As A11ce Yardley states, "listen-
ing instruction is a problem of time.'

The main problem for the teacher is the number of children

she wants to listen to. They need listening to one at a time.
To overcome time constraints, teachers can use advances in modern
technology to help develop programs for their students while giving
themselves more time to devote to other areas of learning. The
specific medium is audio tape, when combined with the technique of
instructional development, efficient, effective listening tapes can
be produced. .

Audio tape provides the teacher with the freedom.of knowing
that students are receiving the type of instruction she wants, and
instructional development assures that students are directed prop-
erly.

Instructional development works best when there is a plan,
school or district wide, that allows for the growth of expectations
as the child advances. This learning schedule, as it may be called,
prevents the duplication of materials and allows for reemphasis
where and when necessary. The prototype included as part of this
paper is an example of applying instructional development to the
-de:élopment of a listening program teachers can produce for them-
selves.

The statements on the next page concern the implementation
of self-produced listening programs for third grade teachers. These
statements clarify the why and how of educational objectives as they
apply to the development and use of self-produced listening programs.

This plan clarifies the roles of the teacher and students.
The roles of the lesson and the equipment are defined separately.

The elements in the Lesson and Media Roles tabulation on
the following page designate the roles of all of the elements
_.involved in the production of listening programs, but they do not
take into account preassessment or postassessment. The purpose of
preassessment is to construct a plan for an unambiguous plan for
.-evaluation. Postassessment grows out of a need to evaluate course
objectives. Postassessment provides a check on how precisely and
clearly objectives have been written, carried out, and met.
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Teacher and Student Roles -

TEACHER

STUDENT

AUDIENCE:

BEHAVIOR: -

CONDITION:

 DEGREE:

Third grade teachers who
wish to develop listen-
ing programs for their
students.

Teachers will design
and produce in-class
programs which will
increase the listening
competencies of their
third grade students.

After assessing student
listening needs, devel-
oping objectives and
using available audio
equipment.

Increase student listen-
ing competencies 50% or
to whatever degree the
teacher feels is realis-
tic.

Third grade students designated
as needing instruction in order
to further develop their listen-
ing skills.

By the end of the units third

grade students will demonstrate
by writing or acting out an
increased ability to interpret

-aural stimuli.

Using audio equipment provided,
following the established objec-
tive of the lesson, given a set
number of sentences in which

the lesson must be completed,
interpret aural stimulus as the
lesson may require.

Student scores must reflect 95%
accuracy in interpreting aural
stimulus before they go to the
next step in the program.
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Lesson and Media ko]es

LESSON MEDIA
AUDIENCE: Third grade text or Audio related equipment and
experience. _ support materials within the

classroom or school building.

BEHAVIOR: Materials will be used To be used to produce audio
. to create a change in presentations which will
the listening skills of improve student listening
the third grade stu- skills.
dents who participate '
in the program.

CONDITION: After assessing student To be used individually or as
performance, teacher . group programs; by individuals
ability, and resources -or groups.
at the teachers dis-
posal.

DEGREE: The materials used will The equipment will be used
- depend on their appro- whenever listening programs
priateness in meeting are produced or played back.
listening .and subject .
objectives.
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Preassessment and Postassessment Roles

PREASSESSMENT : POSTASSESSMENT

AUDIENCE: Members of the third Class members who have partici-
grade class. pated in teacher produced
- listening programs.

BEHAVIOR: Teachers will deter- Teachers will determine whether
mine present listening or not listening skills (beha-
.skills of her students. vioral objectives) have developed
to a higher level than entering

behaviors.
CONDITION: By asking the stu- By assessing student performance
dents questions and scores and asking students ques-
N asking the students to tions involving listening tasks.
‘ perform tasks that
require the student to
listen carefully.
DEGREE: To determine what Postassessment must determine
. instructional alterna- effective use of the equipment
tives are available, used and student performance.

and that in fact audio
tape can be used as an
instructional alterna-
tive. To determine
- the current level of
third grader listen-
ing performance.

— This is interactiVe subject area and the medel presented
here is useful for listening programs within any one or combina-
tion of subject areas.

" The  design of the prototype is based on an examination of
several Learning System Design Models (Appendix E). These models
"have elements in common which can be considered minimal requirements
for the design and implementation of self-produced listening pro-
grams.

: Because of the nature of listening skill development, a
few modifications have been made which serve the needs of self-
produced listening program development. The obvious modification
effect the production of a script and the tape itself. The modi-
fication provides for the integration of other subjects into the
listening program format. These features give the program added
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flexibi]ity and enable the teacher to design strategies for’two
subjects at one time. The obvious advantage is that teacher
effectiveness is maximized.

The prototype that is part of this paper is not intended to
represent a fixed process. Circumstances may require adjustments
which will enable you to more accurately serve your classroom needs.
The criteria to keep in mind as you design, develop, and implement
the prototype are:

Assessing classroom needs.
Stating behavioral goa]s

Designing a system that effectively ut111zes a1terna-
tives at your disposal.

Assessing student performance on the basis of your
objectives and feedback.

" This prototype is designed to help you improve your stu-
dents' listening skills and to make appropriate changes which will
assure the best results from your students, you, and the lesson.

In the past the notion has prevailed that a general applica-
tion of listening skill development is enough, but now there is a
structure of basic language comprehension development which must be
developed as part of student behavior.

Learning concepts involve the discrimination of one set of
elements from another. Given an identical stimulus, children may
react quite d1fferent1y The difference may be the result of con-
ceptual differences in the interpretation of the message (stimulus).
When assessing a students level of language performance, a teacher

-may begin going through a variety of procedures. Tina Bangs has
identified some types of subjective impressions a diagnostician may
make while assessing a child.

Recognition of objects
Recognition of pictures
Naming (pictures, objects, self)
Action agent--use of gesture language; giving functional
answers rather than naming the thing that
' represents the function.
Defining--repetition of question may mean the question
has no mean1ng to the child.
Categorizing
Numbers
Spatial concepts
Serial directions
Sentence building
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Jargon
- Echolilia--no understanding of particular words or sets of

instructions.

Gesture (Tina Bangs, 1968, p. 10).

The assessment items mentioned are all good indicators of

a communication process, and may point to types of communication
problems, however, not all of the considerations are aimed at
listening oriented problems. To get started in determining 1is-
tening skills, teachers should consider variables in hearing.

1.

N

2.

3.

Auditory Acuity
The ability of an individual to hear and respond
to pitch and loudness.
Human pitch is between 125 and" 8 000 cyc]es per
second (CPS)
Some students may only hear some p1tches consequently
they may not hear whole words
Masking
Auditory noise i.e., extraneous sound superimposed
on a desired message.
Auditory Fatigue :
Results from sustained exposure to the same fre-
uencies results: .
?a) Tuning out continuous unwanted noise like a
clock or fan noise
(b) Tune out (involuntarily) a monotonous voice.
James J. Thompson, Instructional Communication
(New York: American Book Co., 1969), p. 68.

These variables influence the listening perceptions of everyone,
-and the teacher who is concerned with listening development must
. be aware of those perceptual areas which may effect student 1is-

tening performance. Some of these perceptual areas can be cor-

rected or helped by the teacher, whereas areas.concerned with
~hearing impairment should be left to the trained audiologist.

Not only are there variables in hearing perception, there

are basic thought processes taking place as a listener hears aural

sources.

These processes are outlined by Ralph G. Nichols and

Leonard A. Stevens.

1.

Thinking ahead of the talker, to anticipate what the
oral discourse is leading to and what conclusions will
be drawn from the words spoken at the moment.

Listener weights the evidence used by the talker to
support the points that he makes.

Listener periodically reviews and mentally summarizes
the points the talk made so far.

Listens between the lines. What are the meanings which
are not expressed. Xerox Corp., "Effective Listening"
(New York, 1964) (Aud1o Tape).
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Thought processes and hearing variables play an important role in

- the development of listening skills, the teacher designing listen-
ing programs will undoubtedly be dealing with student perceptions.
and thought processes. Perceptions and thought processes underlie
all listening skills.

A As you read the following lists of listening skills notice
the relationship between listening skills, listening variables,
and listening thought processes.

LISTENING SKILLS

Show that you can follow oral directions.
Follow directions for drawing pictures.
Follow directions in arranging pictures and objects in
a predetermined order. .
Follow directions for playing games.
Show that you can differentiate between sounds
>, ldentify loud and soft sounds.
" Identify human and nonhuman sounds.
Show that you can remember specific information from
an oral presentation.
After listening to a short story, identify the proper
sequence of a series of four or five pictures related to
- the story.
- Recognize the main idea in an- oral passage that you
have just heard.
. After 11sten1ng to a passage, answer questions about
the passage (John C. Flanagan, Robert F. Mager, and William
Shanner, 1971), p. 2. o ,

Dorothy Braken has listed 1istening skills-which she feels
improves reading.

LISTENING SKILLS

1.
— 2

3.

4,

Discrimination, bas1c listening.

Focusing or qttend1ng

Zeroing in on speaker ideas and "tuning out"
extraneous sounds. :
Tracking

Receiving messages when there are competing
messages. .
Remembering

Dependent on auditory memory and sequencing.
Different from reading memory because there
are no visual props. .

Dorothy K. Braken, 1971, p. 59.

‘Braken's investigation has led to the identification of an éreé of
specific listening skills which influence interpretive reading per-
formance, fosters the development of the listening thought
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1

These skills are given in terms of general listening goals.

I. Teach Semantic/Syntactic Listening Skills

These skills are:

Semantic

1.
2.
3.

4.

Accurately interpret one simple semantic sentence.
Accurately interpret one complex semantic sentence.
Accurately intepret several related simple semant1c
sentences.

Accurately interpret several related comp]ex semant1c
sentences.

Accurately interpret a simple and comp]ex semantic
sentence arrangement.

Accurately interpret several sets of simple and complex
sentence arrangements.

Accurately interpret several randomly arranged semantic
simple and complex sentence arrangements.

antact1
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Accurately interpret one.simple syntact1c sentence. -
Accurately interpret one complex syntactic sentence.
Accurately interpret several re]ated simple syntactic
sentences.

Accurately interpret several related complex syntactic
sentences.

Accurately interpret a simple and complex syntactic

- sentence arrangement.

Accurately interpret several sets of simple and complex
syntactic sentence arrangements.

Accurately interpret several randomly arranged syntactic’
simple and complex sentence arrangements.

Semantic/Syntactic

].

2
3.
4

Accurately interpret one paragraph which is made up of
only sentactic sentences. ’
Accurately interpret one paragraph which is made up of
only syntactic sentences.

Accurately interpret one paragraph which is made up of

_ semantic and syntactic sentences.

Accurately interpret a story which has semantic and
syntactic meanings.

]In the area of Dichotic listening, early detection of per-

- ceptual difficulties can lead to referring a student to a diagnostic
specialist who can determine the extent of the student's part1cu1ar
listening problem.
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I1I1. Teach Dichotic Listening Skills -

111,

These skills are:

Accurate]y interpreting two simultaneous sound sources.
a. noise
b. simple sentence message
Accurately interpreting two simultaneous sound sources.
a. simple sentence
b. simple sentence--Sources contain two different
messages and start at different times.
Accurately interpreting two simultaneous sound sources.
a. noise
b. complex sentence message
Accurately interpreting two simultaneous sound sources.
a. complex sentence message
b. complex sentence message
Accurately interpreting two simultaneous sound sources.
a.. multiple complex sentence messages
b. multiple complex sentence messages
Accurately interpreting two simultaneous sound sources.
a. conversation A
b. conversation B--Mixed degress of similarity and
extreme differences. subject, voices, tones and
emotional contents.
Accurately interpreting two simultaneous sound sources
when volume shifts are involved.
a. involve all of the above skills plus des1gnat1ng
a conversation to follow while the volume is shifting.
Increasing the accuracy of interpretation by increasing
the number of conversations and the number of conversa-
tions the student is expected to accurately 1nterpret
The suggested limit for simultaneous 1nterpretat1on is
five conversations.

Teach Combined Dichotic and Semantic/Syntactic Listening Skills

These skills are:

Accurately interpret two simultaneous sound sources, one

source is a simple semantic/syntactic sentence pair.

a. noise

b. one simple semantic and one simple syntactic sentence.

Accurately interpret two simultaneous sound sources. One

source is a complex semantic/syntactic sentence pair.

a. noise

b. one complex semantic sentence and one complex semantic
sentence.
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Start Staggering

3. Accurately interpret two simultaneous sound sources.
a. simple semantic/syntactic sentence pair
b.. simple semantic/syntactic sentence pair.
4. Accurately interpret two simultaneous sound sources.
a. simple semantic/snytactic sentence pair.
b. simple symantic/sentactic sentence pair.
5. Accurately interpret two simultaneous sound sources.
- a. complex semantic/syntactic sentence pair.
b. complex semantic/syntactic sentence pair
6.- Accurately interpret two simultaneous sound sources.
a. complex semantic/syntactic sentence pair.
b. complex syntactic/semantic sentence pair.
7. Accurately interpret two simultaneous sound sources.
a. complex semantic/snytactic sentence pair.
~b. simple syntactic/semantic sentence pairs
8. Accurately interpret two simultaneous sound sources.
a. a randomly mixed paragraph of semantic and syntactic
sentences.
-b. a randomly mixed paragraph of semantic and syntact1c
sentences.
9. Accurately interpreting more than two simultaneous sound
sources.
Randomly mix the number and complexity of sound
sources. Be sure to start at an easy level for -
your students and proceed to up to five mixed
messages. With practice the student should be
able to follow up to five sound sources with at
least 80% comprehension of each source.

The identified skills are particularly relevant since they
promote listening skill development in those areas where the third
grader is ready to develop listening skills. :

—

Example Module

Reasons for Developing
Example Module

: ‘The example listening program module that is part of this
project was developed so teachers would be able to trace the

development of an ordinary self-produced listening program. This

module also shows how listening objectives can be combined with

" the Language Arts program of an existing school.

For the purposes of the model, a Language Arts text was
obtained from a Lansing area school and is currently being used in
- a third grade classroom. The general objective of the unit used

ro—
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from the Language Arts Text is to have students recognize sentences
that show strong feelings. The general objective of the listening
program is to teach semantic and syntactic sentence listening
skills.

By following the module and referring to the prototype and
references, teachers should have enough information to put together
effective listening programs of their own. As. teachers use the
prototype and module they will find that the suggested procedures
are easy to implement in the classroom setting. = Part of the ease
of use can be attributed to the easy incorporation of a second
subject area in the listening program design.

The format of the programs are easy to tailor to indi-
vidual or group needs. Another advantage of setf-producing pro-
grams is that teachers can change or replace lessons as required.

Compared to using other program types, the self-produced
programs are specifically designed by the teacher to serve students'
particular listening needs. The nature of the end product has great
potential for making learning fun. Learning becomes fun because
the programs can be directly related to known student experiences,
real and vicar1ous

Example Module Procedure

When teachers begin working on a particular self-produced
lesson they need to start with four words: goal, objectives,
criterion and strategy. Equipped with these words, teachers should
create several worksheets following this pattern.

These worksheets provide the basic learning components for
self-produced lesson. The teacher will know what to do and how to
_go about doing it. Now, the teacher needs to develop a strategy
for presenting objectives and must introduce some motivational
elements.

If the teacher doesn't already have a format to follow for
self-produced listening program, the teacher will want to develop
one. The:purpose of a format is to develop a general procedure
for presenting objectives.

The script format for the example module is given after
the following tabulation.
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LISTENING ' : LANGUAGE ARTS
Goal

General To teach semantic/ To teach recognition of sen-

Objective snytactic sentence tences that show strong feel-
listening skills. ing.

~Objectives

Enabling Given an aural sen- Given a simple declarative sen-

Objectives tence which is declara- tence, the student will be able

N tive, the student will to interpret its meaning in a
accurately interpret written and spoken form.
its meaning.

Terminal Given an aural message, Given a randbmized sequence of

Objective the student will dis- sentences, the student will be

. tinguish between able to place the correct
. declarative and exclama- punctuation mark at the end of
tory sentences. exclamatory sentences.
Criterion '

Pretest  Oral interpretation of Students will be able to inter-
criterion items on pre- pret written declarative sen-
test will be 85%. tences with 95% accuracy.

Posttest  When given aural Given random lists of declara-
declarative and ex- tive and exclamatory sentences,
clamatory sentences, the student will put the cor-

students will be able rect punctuation on 95% of
to identify correctly the sentences.

from an aural list the

sentences that are

declarative or exclama-

tory as specified by

the teacher. With 95%

accuracy.
Strategy
Audio tape ' Language Arts Text
Worksheets Language Arts Work Book
Aural student response Audio tape lesson #
(recorded) Worksheet #

Student will use audio
tape # __ for the

lesson and record aural
responses on a blank tape.
When written responses are
required, the student will
respond on the appropr1ate
worksheet # ..
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Script Format

Introduce:

subject
behavior expected at outcome.

Be sure studeﬁt has all of appropriate materials befofe'starting.

writing instrument

worksheet(s)

record unit

extra paraphernalia (bells, horns, whatever)

Administer pretest
Have student check work for accuracy in order to proceed to
FEEDBACK
Go through the lesson.
Concentrate on expressed objectives.
 FEEDBACK |
-Posftest

If student meets criterion, send to the next module.
If student does not meet criterion, send .to another tape
that emphasizes the same lesson objectives.

After writing a general format, teachers will have a basis
_ for writing a lesson outline. The teacher outline should contain
all of the elements which will be necessary for the student to suc-
cessfully master the stated behavioral objectives. The lesson out-
line will indicate what supportive materials the self-produced
listening program will require.

. Remember that the format is not a restricting element in
the program design. The format gives a pattern of presentation but
does not fix the nature of the presentation itself. The creativity
of the teacher should complement the format at all times.
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Lesson Qutline

Review o

Declarative sentence
Give pretest for exclamatory sentences.

Explain

Exclamatory sentence criteria

Exclamatory sentence punctuation

Role feelings play in exclamatory sentences.
Give examples

Single sentences

.
.

B WN -

Ask for student examples
Feedback .
Create a situat1on calling for an exclamatory statement.

Student response
Feedback

.Compare and contrast declarative and exclamatory sentences.
List four sentences.

Have students identify exclamatory sentences.
Feedback

At this point the process of the script is not complete.
What is required now is the writing of the script and the inclusion
of the supportive materials. When you finish your script, and as
you write it, review the effectiveness of the format and outline.
Changes will occur which will undoubtedly improve the effectiveness
of the finished product. What will not change will be the objectives
of the lesson. '
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Material

Response

Material
Response

Feedback
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Example Lesson Script: Exclamatory Sentences

To be sure you are including all of the elements
necessary to effective instruction, you may want to
indicate where material is given a response is
expected and feedback is given. .

Before starting this lesson, you should have success-
fully completed the lesson on declarative sentences.
To successfully complete this lesson, you must have
the following items.

a cassette recorder playing this lesson.

a cassette recorder loaded with a blank tape.

a microphone connected to the recorder with

the blank tape.

a set of headsets if you are 11sten1ng to this

lesson by yourself.

an Example Lesson worksheet

something to write with.’

Do you have all the items? If you do, continue this
lesson. If you do not have all of the items mentioned,
stop this recorder and get the materials you need.
Start the recorder when you are ready.

(Pause)

When you hear this sound “stop cue" stop this recorder
and do what is asked of you. When you are finished,
restart this recorder.

Ready? Let's see how much you remember from the last
lesson. Look at exercise number one on your worksheet.
Correctly punctuate the sentence or sentences that

are declarative.

(stop cue)

If you put periods at the end of sentence two and
sentence three, continue this lesson. If you put a
period at the end of sentence one or four, you should
ask me for a review lesson.

(Pause)

Now, you are ready to learn how to correctly identify
exclamatory sentences.

(Pause)
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Sometimes you want to say something that expresses
how strongly you feel. ' You may be glad, excited,
surprised, angry or even frightened.
Listen to each of the following sentences. What
feeling is conveyed by each of the following sen-
tences? Circle your response on exercise two of your
worksheet.

1. Hooray, our team is ahead!

2. A1l at once, I saw a ghost!
(stop cue)

Did you indicate that sentence one conveyed an excited
feeling and sentence two conveyed a frightened feeling?.
If you did, you are right.

Now, you try it. Make up two exclamatory sentences.
One sentence should show fright and the other sentence
should show excitement. When you have finished writing
the sentences, practice saying them. When you are
ready, record your excited and frightened sentences on
the other recorder.

(stop cue)

Do your sentences sound like these sentences?
1. My, it's dark!.
2. Someone's coming!
These sentences show fright.
1. Slide Tom!
2. I got an A!
These sentences show excitement.

Check your sentences.
(stop cue)

As you can imagine, there is a specia1'punctuation
mark for sentences that convey strong feelings. We
call this punctuation mark an exclamation mark. The

- exclamation mark looks like a baseball bat with a base-

ball at the bottom of the bat. Look at the example on
your worksheet. This punctuation mark indicates strong
feeling on the part of the speaker or writer.

Look at the sentences from exercise two. Both of those
sentences are punctuated with an exclamation mark.
(Pause)

Can you write three exclamatory sentences?

Give it a try! Write three exclamatory sentences for
exercise three.

(stop cue)

Did you put the correct punctuat1on mark at the end of
each sentence? Check your work

(stop cue)
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How do these sentences sound? Do they convey strong
feelings? Stop this recorder and read your sentences
into the other recorder. Play back the sentences when
you finish. Do your sentences convey strong feelings?
If you are not sure about your sentences, start this
lesson over.

(stop cue)

If you were outside and someone said, "Here comes the
bus!" what would be happening and where would you be
going? Think about it a minute and record your response
on the other tape recorder. Use two exclamatory
phrases in your description of what happens.

(stop cue) '

Did you have a good trip? MWrite the exclamatory
sentences you used in the space provided for exercise
four.

(stop cue)

Do your sentences convey strong feeling?
(pause)

Remember, a declarative sentence is a statement of
fact or opinion. An exclamatory statement must show
strong feelings. :

(pause)

Listen to the following sentences. For exercise five
write down the sentences which are exclamatory. Be
sure to use the correct punctuation mark.

Wrinkles should merely indicate where smiles have been.
We finished!

John, look out! Pause and repeat after each
When in doubt, tell the truth. sentence.

" (pause)

If you wrote, We finished! and John, look out!

you have correctly identified the exclamatory
sentences in exercise five. Did you use the correct
punctuation mark?

(pause) . :

For exercise six, put the correct punctuation mark
after each of the sentences.

(stop cue) ' ‘

Sentences one and three are exclamatory sentences.
Sentences two and four. are declarative sentences.

You have finished this lesson. Bring me your completed
worksheet and your tape. I'11 tell you which lesson
to do next.
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The process of getting the script on audio tape is the
easiest part of the entire self-produced listening program process.
For most practical experiences, you will be using a cassette tape
recorder and the microphone that usually accompanies the cassette
recorder. In order to simply record your voice, follow the instruc-
tions that come with the recorder. If you wish to create the
impression of depth in your recording, vary the distance of sound
sources from the microphone. This process will be helpful when you
are dealing with dichotic listening skills.

Use distance from the microphone to give the impression of

\‘._W'
Micrbphone, ' (, |
pickup ’//;7 ' ‘ record or tape speaker

depth.

pattern

The volume on the recbrd/tape speaker can be controlled to adjust
the presence of the sound coming from that source.

"Example Lesson" Worksheet

Exercise one.

. Are you going to the store
. My dog has brown eyes

. Mr. Jones is my friend

. Tom, are you coming

W N =

Exercise Two.

Hooray, our team is ahead! -
glad, excited, surprised, angry,frightened

A1l at once I saw a ghost!
glad, excited, surprised, angry, frightened

EXCLAMATION MARK ! ! ¢ 1 I -
Two exclamatory sentences:

1. ifright)
2. (excitement)
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Exercise three.
1.
2.
3.

Exercise four.

1.
2.

Exercise five.

3

W N -

\ .

Exercise six.

1. I can see the top of the mountain.

2. Nothing helps scenery like ham and eggs

3. Hooray '

4. Water taken in moderation cannot hurt anybody

Evaluating Self-Produced Listening Programs

Teachers have enough information to realize that there is
a way to develop listening skills in third graders, however, teachers
also realize that dealing with the problem of listening skill
development is not confined to just the physical ability of hearing. -
‘Dealing with listening means dealing with the interactive world of
auditory perception and conceptual meanings of stimuli that are
__received by the listener.

Since listening is greatly dependent on perception and these
perceptions .1ead to communication effectiveness, measuring listener
performance is logically based on competence, and this measuring
of competence raises the question of whose competence; the speaker
or the listener who is responding to a speaker?

Communication is not a solitary process, but occurs between
two parties involved in the communication task. Therefore, compe-
tencies must be measured on two fronts: the message being sent,
and the message being received. If teachers are careful to assure
competencies in instruction, the teacher can be assurred of measur-
ing the competencies of students. Teachers need to develop compe-
tencies in the development of programs they design, and be aware
that poor student responses may be due to poor teacher performance.
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To discover the competencies of students and the rate of
student development, the teacher must preassess student listening
skills and develop objectives for self-produced listening programs.
By doing this, the teacher will be able to measure any progress
that may be made by students, and measure the development of the
listening program objectives. In evaluating program and student
performance, which are based on their respectively stated objectives,
the teacher will receive feedback relative to instructional and
program production competencies.

Because of the pretest, a teacher may develop programs that
will work for students. If the teacher uses a program and it fails,
(as indicated by her posttest) the failure can usually be attributed
to one of these three reasons.

1. The production of the program.
Is the pace too fast?
Were all the major sound cues clear and under-
standable?

2. Behavioral Objectives. _
Were objectives suitable to the student(s)?
Are the Behavioral expectations in a developmental
order? :
Were the expectations of the program made clear to
the student?

3. Teacher attitude. .
Have the students been affected by the teacher's
attitude toward the program?

These problems can be easily remedied by looking at the results of
the program after it has been used. Be sure to base conclusions
on the program and learning objectives.

Another problem is that the program may point out a hearing

_impaired child. In this case, seek professional help, and remember

that the program has served a vital purpose in identifying a poten-
tially hearing impaired child.

The following flowchart represents a visualization of the
development process for constructing a listening program. References
at the end of this study are useful for those who wish to develop
skills in specific developmental areas.
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Settins General Goals
Minimum reguirements:
Analysis and identification of what needs to
be done.
Defining Goalse.

PROTOTYPE
Assess population - | What assumptions
to determine > or facts are known
istenipg needs about present

student listening

Lbehavior?

/ students
meet your
assumed entry

evel? -

Revise your gener
listening objective
 based on your
assessment and
student entry

iill the
,'obaectlves
cause a change in

Present your objectives
o _decisionmakerse.

foals revisable
on the basis of
declslonmaker

[ﬁéviae Goals

Figure 6: Developing General Listening Objectives.
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Designing a system
Minimum skill requirements:
Knowledge of third grade listening skill
development pattern,
. Basic listening skills
[Z:? Semantic/Syntactic listening skills
Dichotic listening skills
Combined listening skills

Ability to combine listening skill objectives
with another subject area or experience
oriented set of objectives.

‘E:? Create a Script
Combine listening and subaect area experiences

m Produce a listening lesson
Transfer a script to audio tape
Effectively integrate other supportive
materials

PROTOTYPE

’ Write terminal performance objectiveé\
‘D:é;ﬁg: each behavior, ' _

Write enabeling objectives for the

Order enabeling objectives and terminal
performance objectives into a hierarchy

terpinal performinge
objectives and th

enabeling object%yeéf
epresent more an

one arnin omain?

Wirite criterion
iitems.

; criterion iten
specify the degree of
success necessary before
the student can
procecd to the

if n

Figure 7: Developing Spécific Learning Outcomes.
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’§:i&22?310

g} ‘

H%ye ed
TPO's, EO's and

criterion items for

the subject you

wish to incorporate

in the liste iﬁé

exercisgz///p if no

A
Compare listening objectives e both
with the subject objectives. 4ts of objective
compatable?
if yes

Figure 8: Selecting a Subject for the Listening Exercise.

{C)~—>{Tist learning conditions for cach objectives

List variables and constraints for each
b jective

Develop instructional alternatives. |\

Are subject objectiveg
gad instructional alternativeg
Qupatable for use with
audio tape?

Do not use audio
tape. Use the

Synthesize
objectives of

instructional -
method which is
economical and
will bring about
the best student

lorman

listening and the

subject into a script
which can be utilized
using taped instruction,
worksheets and recorded

MMM&_J

Figure 9: Developing a Script for the iistening Programe
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AL

IE:> ~%1§Z§1§w §éri§£\

dd the elements
hich may be
ecessary - slides,
pictures, maps or
whatever the lesson
equires.

duce or reproduce any
materials that need to b
modified to meet specifi

Produce script on audio tape]

= v
lludition tape and materials)

instructions
~and cues clear

if yes if no

Are™
Bupport materials
\Rroperly applied

d.the lessop« f no

1f
ves)

Does’
the produced
tape meet the [if yes] |E ¢
lesson
riteria?

(if ng—3C 7

Figure 10: Producing a Listening Lesson.
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Assessing student and Tape performance.
Minimum requirements:
Ability to determine:
Whether or not listening and subject
objectives are being met,
Effectiveness of:
script
audio production
exercises
sup;ortive materials
Posative and negative factors in
student-program interaction.

‘::7'exPretest student sample Y 1

. Observe students using the moduleFJ
When students finish collecf‘ﬁETETIEIS'P7
Post test students.i

Review observed and performance results of:
students, the produced lesson and
_supoortive materials..

Evaluate the roles of each part of the
nd_student performancee.

"students able
to understand
and react to
the elements

\Review results ]

Figure 11: Testing the Listening-Program Prototype
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Feedback
Minimum requirements: -

Observe how yuur students use the modules

you have made, :
Are they easily used?
Does the student level of performance
indicate the establishment of obtainable
but challenging behavioral objectives?
Do the students look forward to using
the programs you have produced?

Periodic referal to objectivese.
To assure yourself of the relevance of
your objectives.

Periodically check your tapes to be sure
portions have not been accidently erased,}
and that your objectives are keeping up
with the level of your class.

Revise your
tapes as your
evaluations

Figure 12: Monitoring and Revision the Listening Program.
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|\ Listening objective

Produce listening
lesson and
exercises,

[ﬁLanguage objective
— /N

Test taped lesson on
student population

—R

——

Evaluate taped lesson \
and scripte.

‘{Revise tape and script.‘

7~

N

Example Module Overview.
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