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ABSTRACT

The intent of this study was to compare the auditory compre

hension skills of 30 children in the Tucson Unified School District #1

placed in Remedial Resource Primary classes with 30 children in regular 

classrooms. Auditory comprehension was defined as the ability to re

ceive and understand language. The children were matched on the basis 

of sex, ethnic background, chronological age, and IQ, and then tested 

for auditory comprehension on the Test for Auditory Comprehension of 

Language. Further, the study was designed to examine the scores of

the individual children of the matched groups to determine which chil

dren had significant deficits in auditory comprehension. 1

The major conclusions from this study were:

1. The raw score mean of children from the Remedial Resource

Primary classes was significantly different from the raw 

score mean of the children in the regular classes.

2. Although more children in the RRP had significant deficits

in auditory comprehension, the difference between the two 

groups was not significant.

3. The frequency of deficits for both groups was significantly

- greater than the expected.

4. Individual data was not conclusive with respect to sex, 

ethnic background, CA, or IQ, due probably to the minimal
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number in each subcategory. Possible trends may be verified 

in these areas with further research.

i



CHAPTER 1

INTRODUCTION

Auditory comprehension is the ability to receive and understand 

spoken language. The recognition that auditory comprehension precedes 

verbal expression has appeared frequently in the literature (McCarthy, 

1954; Myklebust, 1954; and Lerner, 1976)- Vocabulary or lexicon is 

comprehended first, followed by the understanding of vocabulary combina

tions and sentence structures.

Very early in the school setting, a child not only is required 

to understand the lexicon, but the vocabulary combinations and sentence 

structures, including the understanding of syntax and morphology. This 

skill is necessary in order to follow directions, to gain meaning from 

what is said or read to him, and to develop concepts as necessary pre

requisites to the more structured first and second grade curriculum.

The intent of this study was to examine the auditory compre

hension skills of children placed in a special remedial resource class 

compared to children the same age and intelligence in a regular class

room. Further, the study was designed to examine the scores of the 

individual children of the matched groups to determine which children 

had significant deficits in auditory comprehension.

1



Rationale

This study was undertaken for the following reasons:

The area of auditory comprehension ability of children in a 

special remedial resource classroom has not previously been 

investigated.

A significant difference between the remedial and regular 

classroom children will indicate a need for a change of 

emphasis in the curriculum.

Limitations

The following are considered to be limitations of this study:

It is difficult to assess the ability of auditory comprehension 

alone.

A review of the available instruments in the area of auditory 

comprehension revealed most to be limited to a narrow aspect 

of auditory comprehension, i.e., vocabulary.

The instrument chosen is the Test for Auditory Comprehension of 

Language (Carrow, 1974). However, the limitations of the test 

itself are recognized as well as the fact that the investigation 

of children's abilities to understand the linguistic structure 

is in the beginning stages (Carrow, 1963). Both auditory and 

visual stimuli are required by this test, however, the visual 

stimuli is kept constant and low.

No effort has been made to control all the variables that in

fluence children's learning, such as social, language (with the 

exception that English be the primary language), emotional and 

health backgrounds, as well as early stimulation.



5. The size of the population sample may limit the ability to 

generalize the results.

Definitions

The following definitions will be used throughout the body of 

this paper.

Auditory Comprehension: auditory comprehension is the ability

to receive and understand spoken language.

Expressive Language; language that is spoken.

Phonology: the linguistic system of speech sounds in a par

ticular language.

Morphology: the linguistic system of structure units in any

particular language affecting the form of the language.

Syntax: the linguistic rules of word order and the functions

of words in a sentence.
- /Semantics: a linguistic term referring to the meaning system

in language.

Linguistics: the scientific study of the nature and function

of human language.

General Design of the Study

To accomplish the purpose of this study, the research proce

dures included the following steps:

1. Eight schools in Tucson Unified School District #1 housing

Remedial Resource Primary (RRP) classes were contacted in order

to obtain 30 children between the ages of five and seven years.



Written permission to include the children in the study was 

obtained from the parent or guardian of each child.

Each of the 30 RRP children was tested for IQ on the Slosson 

Intelligence Test (Slosson, 1973) and for auditory comprehen

sion on the Test for Auditory Comprehension of Language 

(Carrow, 1974). These children composed Group I.

Children from Group I were matched on the basis of chronologi

cal age, sex, and ethnic background to children from regular 

classrooms (Regular).

Written permission to include children from regular classrooms 

was obtained from the parent or guardian of each child. 

Children from the regular classrooms were tested for IQ on the 

Slosson Intelligence Test and matched to the RRP children. 

Those that matched were tested for auditory comprehension on 

the Test for Auditory Comprehension of Language. These chil

dren composed Group II.

The data was checked, coded, charted, and analyzed.

Questions That Will Guide the Study 

The following questions will guide the study:

Does Group I (RRP) differ from Group II (Regular) with respect 

to mean raw score and mean age equivalency?

Do the results indicate a difference between the two groups in 

the frequency of occurrence of deficits?

Assuming a normally distributed population in the standardized 

sample, how does each group compare to this population?



Do the scores of the individual children on the Test for 

Auditory Comprehension of Language indicate a deficit?

How do the children in the matched groups compare on the basis 

of sex, ethnic backgroundf IQ; and CA?



CHAPTER 2

REVIEW OF THE LITERATURE

The literature will be examined in the following areas: compo

nent parts.of language, studies on auditory comprehension (including 

lexicon and structure), and studies on specific grammatical features.

Component Parts of Language 

Language has been divided into various component parts by vari

ous authorities (Table 1).

Table 1. Components of Language according to Various Authorities

Authority Components

Osgood Reception Organization Expression

Kirk Reception Association Expression

Myklebust Input Integration Output

Goodman Reception Transmission

Charles Osgood (1957a, 1957b) viewed language as a process of reception, 

organization and expression, Samuel Kirk, working from the Osgood mod

el, developed the Illinois Test of Psycholinguistic Abilities (Kirk, 

McCarthy, and Kirk, 1968) to assess the language components of



reception, association and expression. The component parts of language 

in the theory of Helmer Myklebust (1954) were input, integration and 

output. To Kenneth Goodman (1972), the purpose of language is communi

cation. The process of oral communication is composed of two phases:

(1) Transmission, and (2) Reception.

As can be observed, each of these theorists incorporates the 

decoding-encoding components into their study of language. Most theo

ries and theorists of child language development have concentrated 

their efforts on the acquisition of expressive language. The various 

theorists have been grouped into the following categories of language 

theories: (1) Natavistic, (2) Behavioristic, (3) Cognitive, (4) Social

Linguistic, and (5) General Semanticists (McCarthy, 1977). As meaning 

relates to these various theories, the emphasis is on the expression 

of meaning rather than the comprehension of meaning.

Studies on Auditory Comprehension- 

Many authorities feel that comprehension of language structure 

precedes the expression of language (Myklebust, 1954; McCarthy, 1954; 

McNeil, 1966; Lerner, 1976). The process of language comprehension is 

a difficult one to assess. It requires controlling or eliminating 

verbal expression.

Comprehension of Lexicon •

The studies that have been done cm comprehension are limited. 

Early studies looked at the comprehension of vocabulary or the under

standing of lexicon and not language structure.



In 1957, Tempiin looked at the "vocabulary of understanding" 

with the goal of quantitatively assessing what the child understood in 

terms of number of words. Horn (1925), Thorndike (1932), and Seashore 

(1933) also described vocabulary development in terms of the number of 

words a child recognized. The vocabulary of understanding in the 

19401s was assessed primarily through the use of two instruments.

These were the (1) Ammons Full Range Picture Vocabulary Test (Ammons 

and Holmes, 1949), and (2) Seashore-Eckerson English Recognition Vocab

ulary Test (Seashore and Eckerson, 1940). Another test for the recep

tion of vocabulary, the Peabody Picture Vocabulary Test (PPVT) was 

introduced in 1959 by Lloyd Dunn (1965). The test yields a raw score, 

IQ, mental age, and percentile ranking based on the raw score.

Comprehension of Structure

Carrow (1963) reported on three studies on comprehension of 

language structure. The first was a longitudinal study in 1935-54 by 

Leopold who found that syntax developed before morphology in his daugh

ter. • Before two years of age, she used no morphological structures.

Lerea, as reported by Carrow, developed a picture language 

inventory to assess both expression and comprehension of vocabulary 

and structure. His results indicated that both comprehension and ex

pression appear to be a positive function of age.

A doctoral dissertation by Wolski used Lerea*s Michigan Picture 

Language Inventory with 180 normal children— 30 boys and 30 girls at 

each of the three age levels: four, five, and six years. The results,

according to Carrow (1963), indicated the mean scores in both expression



and comprehension increased significantly with age. Mean scores for 

vocabulary and language structure comprehension exceeded those for 

expression for both sexes at all three ages.

Fraser, Bellugi, and Brown (1963) tested ten grammatical 

contrasts with 12 children, 3-1 to 3-7 years,,in an attempt to compare 

imitation, comprehension, and production. The three tasks that were 

involved are described belowi

Imitation; the examiner recited two sentences and the child. 

was asked to repeat them one by one.

Comprehension: the examiner showed the child two pictures and

recited two sentences. Then he recited one of the sentences

and asked the child to point to the picture he had described.

Production: the child was shown two pictures once again. The

examiner pointed to one of the pictures and asked the child to 

name it.

The results indicated comprehension scores exceeded production scores 

on all of the ten contrasts.

Lovell and Dixon (1967) conducted the same ICP experiment over 

a wider age range, two to six years, and with retarded six to seven 

year olds. They found older children did better overall than younger 

children and that IQ was a factor in that normal children did better 

than retarded. Further, they found that comprehension consistently 

preceded production.

Baird (1972) criticized the comprehension portion of the 

Fraser, Bellugi, and Brown study on the basis that the role of chance
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factors may be significant. The child is asked to point to one of two 

pictures. He has a 50% chance of being right even if he guesses.

Baird states that this may account for comprehension exceeding produc

tion in the Fraser, Bellugi, and Brown study.

Carrow (1963) selected 159 children, 2-10 years through 7-9 

years of age, who had IQs above 80, were free from severe speech or 

hearing problems, and were monolingual. The instrument she devised 

required the child to respond by pointing only to the picture that 

corresponded to the linguistic utterance of the examiner. The results 

indicated:

1. The age at which 60% of the children comprehend each linguistic 

item tested

a. form class and function words (nouns, verbs, adjectives, 

adverbs,= and prepositions)

b. grammatical categories (contrasts of case, number, gender,

tense, status, voice, and mood)

c. syntactic structures (prediction, complimentation, modifi

cation) .

2. One category of form class or function words did not develop 

before another.

3. Comprehension depended on the particular linguistic structure 

used, the referent for the linguistic structure, and possibly, 

the frequency with which that particular item is used in lan

guage .

4. Some grammatical contrasts are more difficult than others,

i.e., past tense is more difficult than present.
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5. Understanding syntactic structure items varied with the length 

and complexity of the sentence.

6. The mean language comprehension score increased with age.

Limitations of the first edition of the test are specified; 

however, subsequent revisions have dealt with these items.

Studies on Specific Grammatical Features 

Comprehension has been demonstrated to precede production in 

the studies above. However, research appears to indicate that there 

are some specific aspects of language that are appropriately produced 

prior to mastering the process of comprehension. The research on one 

aspect, word order in simple sentences, is considered below.

DeVilliers and deVilliers (1973) asked young children to act 

out both active and passive sentences that were reversible; that is, 

the sentence contained two nouns either of which "could be" the sub

ject; i.e., make the dog bite the cat. They then sampled the spontane

ous speech of each child and found that all produced appropriate word 

order at least 95% of the time. Comprehension was found to be less 

successful.

Chapman and Miller (1975) found comprehension to be inferior to 

production when an inanimate noun,was used as the subject of the sen

tence rather than the object. In the comprehension tasks (which were 

patterned after deVilliers and deVilliers as reported above), children 

relied on identifying the inanimate as the object regardless of the 

order of occurrence in the sentence. This did not hold true for the 

production task.
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Thus, the research on auditory comprehension appears to be in

conclusive. Some studies point to auditory comprehension preceding 

expression, while other studies on specific grammatical features indi

cate the opposite. The studies reflect the fact that auditory 

comprehension is difficult to assess.

One factor appears to be indicated; that is, auditory compre

hension is a function of age with older children scoring better than

younger. Lovell and Dixon (1967) found auditory comprehension to be a

function of IQ as well.



CHAPTER 3

PROCEDURES FOR COLLECTING 

AND ANALYZING THE DATA

Sixty subjects ranging in age from 63 to 83 months from the 

Tucson Unified School District #1 were included in this study. Thirty 

of the subjects from the Remedial Resource Primary classrooms (Group I) 

were matched with 30 subjects from regular classrooms (Group II) on 

the following basis: chronological age within six months, sex, ethnic

background, and IQ within + 5 points. The RRP class is composed of 

children ages 5-8 who are not functioning at the expected level of 

achievement for their CA in the regular classroom for a possible 

variety of reasons (i.e., immaturity, learning disability, or emotion

al problems). Each subject had passed a hearing screening test con

ducted by a University of Arizona audiological team. All of the 

children demonstrated facility in English as their primary language. 

Assessment of IQ was done on the basis of individual administration of 

the Slosson Intelligence Test (Slosson, 1973) to each of the subjects. 

The auditory comprehension skills of both groups was assessed by the 

Test for Auditory Comprehension of Language (Carrow, 1974), an in

dividually administered test requiring approximately 20 minutes.

13
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Subject Selection and Data Collection

Eight elementary schools with Remedial Resource Primary (RRP) 

classes were contacted for the purpose of obtaining 30 subjects between 

the ages of five and seven years to compose Group I. A letter describ

ing the study and requesting written permission to include the children 

in the study was sent to the parents of the children in the RRP classes. 

Thirty-four permissions were received. Four subjects were not included; 

three were above the chronological age and one was unable to be tested.

Each of the 30 subjects was individually tested on the Slosson 

Intelligence Test and the Test for Auditory Comprehension of Language 

in one 30 minute session. Their tests were scored and recorded.

Kindergarten and first grade class lists were reviewed for the 

purpose of matching the RRP group to children in regular classrooms on 

the basis of sex, chronological age within six months, and ethnic back

ground according to how the children were coded in the schools. To 

further screen the list of regular classroom children for possible 

matching on the basis of IQ, individual discussions were held with the 

17 kindergarten and first grade teachers.

Written permission was received for 72 subjects. A subject was

tested on the Slosson Intelligence Test for the purpose of being matched

to a Group I subject within + 5 points.: When an IQ match was made, the 

Test for Auditory Comprehension of Language was administered and scored. 

This procedure was followed until 30 subjects had been identified to 

compose Group II.

The descriptive characteristics of Group I and II are summarized

in Table 2. In Group I, there were 19 male and 11 female children with
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Table 2. Descriptive Characteristics of Group I (RRP) and 

Group II (Regular)

Variable Group I Group II
Number Name N = 30 N = 30

1. Chronological Age (Months)
■ Mean 77 76
Range 63-83 63--83

2. Sex
Males 19 (63%) 19 (63%)
Females 11 (37%) 11 (37%)

3. Ethnic
Black 4 (13%) 4 (13%)
Mexican-American 7 (23%) 7 (23%)
Anglo 19 (63%) 19 (63%)

4. IQ
Mean . 101 102
Mean for Boys . 103 104
Mean for Girls 97 98

a mean age of 77 months. Of the total population of 30, four were Black, 

seven were Mexican-American, and 19 were Anglo« The mean age in months 

for Black males was 79 months, for Mexican-American males 73 months, and 

for Anglo males 78 months. The mean age in months for Black females was 

77 months, for Mexican-Arnerican females 76 months, and for Anglo females 

77 months.

The mean IQ for Group I was 101 with the mean IQ for the males

103 and the mean IQ for the females 97.

Because matched pairs were used in this study. Group II did not

vary significantly from Group I.
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Analysis of the Data 

Data was collected for both group analysis and individual 

analysis. The data on the groups of matched pairs was analyzed for the 

purpose of (1) comparing raw score and age equivalency means, (2)

determining if there is a significant deficit between Group I and 

Group II in the frequency of occurrence of those children with deficits 

(a significant deficit was defined as a raw score one or more standard 

deviations below the mean), and (3) comparing each group to a normally 

distributed population. The statistical tests used were the t-test for 

matched pairs and the chi-square statistic.

Individual data was then looked at to determine (1) how individ

ual children in each group scored, (2) if a significant deficit existed 

for each child, and (3) how the children compared on the basis of sex, 

ethnic background, IQ., and CA.



CHAPTER 4

RESULTS OF THE INVESTIGATION

The purpose of this study was to examine the auditory compre

hension skills of children placed in Remedial Resource Primary class

rooms (Group I) and compare them to the auditory comprehension skills 

of children in the regular classrooms (Group II). Further, the study 

was designed to examine the scores of the individual children in the 

matched groups to determine which children had significant deficits in 

auditory comprehension and how the children compared on the basis of 

sex, ethnic background, IQ, and CA.

The following questions were posed to provide direction to the

. study:

1. Does Group I (RRP) differ significantly from Group II (Regular) 

with respect to mean raw score and mean age equivalency?

2. Do the results indicate a significant difference between the 

two groups in the frequency of occurrence of deficits?

3. Assuming a normally distributed population in the standardiza

tion sample, how does each group compare to this population?

4. Do the scores of the individual children on the Test for Audi

tory Comprehension of Language (TACL) indicate a deficit?

5. How do the children in the matched groups compare on the basis

of sex, ethnic background, IQ, and CA?

17
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Results of the Group Data 

Table 3 presents the raw score means for the two groups. 

(Scores of individual subjects are presented in Appendix A and B).

Table 3. Matched Pairs T-Test Comparing Mean Raw Scores 
for Group I and Group II

Raw
Score

Standard
Deviation

t
Value

Group I 78.73 7.38 -2.47
(RRP)

Group II 82.63 9.63
(Regular)

t-test significance p <.05

r

The mean raw score for Group I was 78.73, and the mean raw score for 

Group II was 82.63. The difference between the means was 3.9. A 

matched pairs t-test of the difference between the means indicated that 

the difference between the raw score means was significant beyond the 

.05 level. Age equivalency, which is the mean chronological age of 

children who obtained a raw score, was derived from the chronological 

age-raw score table in the TACL manual. The age equivalence scores are 

presented in Appendix A and B for each child. Group I demonstrated a 

mean age equivalency of 68 months, while Group II obtained a mean age 

equivalency of 72 months. The mean age equivalency of Group I was four 

months below Group II, paralleling the differences found in raw score 

comparison.
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A chi-square analysis was done for the purpose of determining 

if there is a difference between Group I and Group II in the frequency 

of occurrence of those with and without deficits» A deficit has been 

defined as one or more standard deviations below the mean. Table 4 

indicates Group I had 13 children with deficits. Group II had nine 

children with deficits. Although more children had deficits in Group I 

than in Group II, the results of the chi-square analysis indicate that 

the difference between the two groups was not statistically signifi

cant.

Table 4. Chi-square Results

Deficit
Group No Yes

I 17 13 30
(57%) (43%)

II 21 9 30
(70%) (30%)

38 22 2 II. o

X2 = .65 
df = 1 
P >-05

Table 4 shows the percentage of children with each group that 

exhibited a deficit in auditory comprehension. The results indicate 

that 43% of the population of Group I demonstrated a deficit. In 

Group II, 30% of the population exhibited a deficit.
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Each group was then compared separately to a normally distrib

uted population. It was assumed that each group was representative of 

the population upon which the norms were derived. The method used was 

a goodness of fit test which requires that the expected cell frequencies 

be specified. Since the deficit for both groups was defined as one 

standard deviation below the mean, only 16% of the subjects (i.e., 5 

out of 30) should show a deficit. Alternatively, 84% (i.e., 25 out of 

30) should not show a deficit. The results as shown in Table 5 indicate 

that the frequency of deficit to nondeficit for Group I was significantly 

different from the expected frequency (p <.0001). The difference was 

also significant for Group II (p <.05). For example, in Group I, 13 

deficit children were observed where the expected was 5. In Group II,

9 deficit children were observed where the expected was 5.

Table 5. Goodness of Fit Test for Each Group

Deficit 
No Yes

Group I Observed________________17_____________13____
Expected 25 5

X2 = 16.68 
df = 1
p <.0001

Group II Observed_____  21_______________9_ __
Expected 25 5

X2 = 4.38 
df = 1 
p <.037



Results of the Individual Data

Appendix A and B presents the data on individual children's 

scores for Group I and Group II on the Test for Auditory Comprehension 

of Language (TACL). Appendix A includes a listing of the Group I chil

dren, their chronological age, IQ, total raw score on the TACL, expected 

mean, difference between the raw score and the expected mean, age 

equivalency, and number of months difference from the chronological age. . 

The last column indicates whether the child did or did not exhibit a 

significant deficit in auditory comprehension as assessed by the TACL.

The children in Group II are listed in Appendix B. The same 

descriptive analysis was done for these children as was done for 

Group I children in Appendix A.

The groups in this study were matched on the basis of sex, 

ethnic background, IQ, and CA. Scores.of the matched pairs are shown 

in Appendix C. For descriptive purposes and as a means of looking for 

trends, the data on the children was compared in each of these areas 

as reported below.

Sex Differences

Table 6 looks at the children in Group I and Group II with and 

without significant deficits according to sex. Of the 19 males in 

Group I, seven (37%) demonstrated significant deficits. Of the 11 fe

males in Group I, six (55%) demonstrated significant deficits. Thus, 

a greater percentage of girls than boys showed significant deficits.

In Group II, of the 19 males, six (32%) exhibited significant 

deficits. Of the 11 females, three (27%) demonstrated significant
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Table 6. Children with Deficits according to Sex

Number without 
Deficits

Number with 
Deficits

Group I
Males 12 7

(63%) (37%)

Females 5 6
(45%) (55%)

Group II
Males 13 6

(68%) (32%)

Females 8 3
(73%) (27%)

deficits. These results indicate that a slightly higher percentage of

males than females in the regular classrooms exhibited deficits in 

auditory comprehension as measured by this instrument.

Differences in Ethnic Background

Table 7 presents the data on the children in Group I and 

Group II with significant deficits according to ethnic background. Of 

the 19 Anglos in Group I, five (26%) have significant deficits. Of the 

four Blacks in Group I , three (75%) have significant deficits, and of 

the seven Mexican-Americans, five (71%) have deficits.

Of the 19 Anglos in Group II, four (21%) have significant defi

cits. Of the four Blacks in Group II, one (25%) has a significant- 

deficit. Of the seven Mexican-Americans, four (57%) have significant 

deficits.
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Table 7. Children with Deficits according to Ethnic Background

Number -without Number with
Deficits Deficits

Group I 
Anglo 14 5

(74%) (26%)

Black 1 3
(25%) (75%)

Mexican-American 2 5
(29%) (71%)

Group II
Anglo 15 4

(79%) (21%)

Black 3 1
(75%) (25%)

Mexican-American 3 1
(43%) (57%)

IQ Differences '

Table 8 looks at those children with significant deficits and

compares them to the mean IQ for the group. Group I had a mean IQ of

101. Two children with significant deficits were above the mean IQ for 

the group (15%), and 11 were below the mean IQ for the group (85%).

Group II had a mean IQ of 102. Two children with significant

deficits were above the mean IQ (22%) and seven were below (78%).
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Table 8. IQ of Children with Deficits as Compared to 

Mean IQ of Each Group

Number above Mean Number below Mean
IQ of Group IQ of Group

Group I 2 11
(Mean IQ 101) ' (15%) (85%)

Group II 2 7
(Mean IQ 102) (22%) (78%)

Chronological Age Differences

Table 9 looks at those children with significant deficits 

according to their chronological age in months. The mean CA for Group I 

was 77 months. Seven of those with significant deficits were above the 

mean CA (54%) while six were below (46%).

Group II had a mean CA of 76 months. Of those with significant 

deficits, seven were above the mean CA (78%) and two were below the mean 

CA (22%).

Table 9. Comparison of CA of Children with Deficits 
to the Mean CA of Each Group

Number Above Number Below
the Mean the Mean

7 6
(54%) (46%)

7 ' 2
(78%) (22%)

Group I
(Mean CA = 77 months) 

Group II
(Mean CA = 76 months)



CHAPTER 5

DISCUSSION AND CONCLUSIONS

This section will review the data results and consider the 

conclusions.

Discussion

Analysis of the data revealed that the raw score mean for the 

RRP was significantly lower than the raw score mean of the Regular 

group. Because of the matching that was done, it is apparent that the 

difference between the two groups cannot be attributed to a difference 

in sex, chronological age, ethnic code, or IQ, but that in fact, the 

children from RRP classes scored lower on the TACL than children in 

regular classes. The children in the RRP are more severely deficit in 

auditory comprehension skills than the children in the regular class. 

This finding was not surprising in view of the fact that success in the 

classroom is dependent on the understanding and processing of the lan

guage in order to carry out a required task.

The results of the chi-square analysis indicated that although 

more children in the RRP group had significant deficits in auditory 

comprehension, the difference between the two groups was not signifi

cant. A significant deficit was defined as one or more standard 

deviations below the mean. This result was surprising in that it was 

not expected that so many children in the regular classrooms would
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demonstrate significant deficits. This may possibly be due to environ

mental influences such as TV, lack of experiences, or a school curricu

lum that assumes better auditory comprehension.

Each group was then compared separately to a normally distribu

ted population to determine if a significant difference existed between 

the expected ratio of deficit to nondeficit and the observed ratio of 

deficit to nondeficit. The results indicated that the frequency of 

deficits for both groups was significantly greater than the expected. 

That is, both groups had more than the expected 16% with deficits found 

in the standardization population. The regular group was particularly 

disturbing in that almost twice as many children had deficits than was 

expected.

There may be a variety of influences contributing to these 

lower auditory comprehension skills of both groups including environ- 

mental factors such as TV, stereos and radio, lack of experiences con

tributing to the development of understanding language, and possibly 

lower expectation levels by teachers.

The data of individual children was looked at in order to show 

how each scored on the Test for Auditory Comprehension of Language 

(TACL). For descriptive purposes, each group was then considered with 

respect to sex, ethnic background, IQ, and CA. The percentages below 

must be interpreted for this study only due to the small numbers on 

which they are based. They are presented for description of this study 

and for consideration of possible trends within the various categories.



In the RRP group, 37% of the boys and 55% of the girls had 

significant deficits; a much higher percentage of girls than 

expected. This finding was surprising due to the fact girls 

are generally considered more advanced than boys. The ex

planation may rest in the fact that the girls who are in the 

RRP class are there primarily because of a deficit in audi

tory comprehension.

In the Regular group, 32% of the boys and 27% of the girls 

had significant deficits. Thus, the percentage of girls in 

the Regular group is below that of the boys, a finding that 

was expected.

In the RRP group, 26% of the Anglo, 75% of the Black, and 71% 

of the Mexican-American children had significant deficits.

In the Regular group, 21% of the Anglo, 57% of the Black, and 

25% of the Mexican-American children had significant deficits. 

This data may reflect the observations summarized by Kirk 

(1972) that although Black children obtain superior scores on 

the auditory sequential memory subtest of the ITPA, they score 

well below that which is expected on auditory reception and 

auditory association tasks that require the understanding and 

processing of language.

Of those children with significant deficits in, both groups, 

more were above than below the mean CA in months. As the 

child gets older, the deficit appears to be more pronounced. 

The mean IQ of those children with deficits in the RRP group 

was 92, while the mean IQ of those children with deficits in



28
the Regular group was 91. The mean IQ for all of the RRP 

group (N = 30) was.. 101. The mean IQ of all of the Regular 

group (N = 30) was 102. Thus, those with deficits had a mean 

IQ somewhat lower than the mean IQ of their group. There was 

in the study one child with a 132 who obtained a raw score of 

77 with 84 being the expected for his age. The difference 

between the observed and expected was not significant on the 

TACL when compared to his CA; however, when the bright child's 

mental age is considered the observed raw score may indicate 

a deficit in auditory comprehension.

Conclusions

Each of the questions that guided this study will be examined 

for conclusions from this study.

1. Does the RRP group differ from the Regular group with respect 

to mean raw score and mean age equivalency?

Yes. The results of the study indicate that there is a signif

icant difference between the two groups in mean raw scores on the Test 

for Auditory Comprehension.of Language. The RRP group demonstrated 

significantly lower scores. Thus, it appears that children in RRP 

classes do demonstrate more severe difficulty in comprehending language 

than children in regular classroom settings. If these children are not 

able to understand language, then they will be unable to meet the de

mands of the classroom, such as following directions, gaining meaning 

from what is said or read to them, and developing the necessary
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concepts to prepare them for the demands of a regular classroom en

vironment .

2. Do the results indicate a statistically significant difference 

between the two groups in the frequency of occurrence of deficits?

No. When each group was examined for frequency of occurrence 

of deficits in auditory comprehension, it was observed that the two 

groups were more alike than different. Although there were more chil

dren in the RRP classes with deficits, the regular classrooms demon

strated more deficits than had been anticipated. Thus, many children 

in the regular classes have significant deficits in auditory compre

hension. These children, as well as the RRP children, are not under

standing the language necessary for success in the classroom.

3. Assuming a normally distributed population in the standardiza

tion sample, how does each group compare to this population?

Both groups are below the expected. The number of children in 

both groups with significant deficits in auditory comprehension is 

greater than in the standardization population. This may be due to a 

difference between the population of this study and the norming popula

tion. It is possible, however, that it is due to the fact that these 

children are below the expected in auditory comprehension skills. 

Recommendations will be made on the basis of the second possibility.

4. Do the scores of the individual children on the Test for Audi

tory Comprehension of Language (TACL) indicate deficits?

This question has been answered by the table in Appendix A and 

Appendix B which shows the individual scores of the children composing
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the KRP and the Regular groups • The last column indicates the presence 

of a significant deficit. The results on individual children were made 

available to their classroom teachers.

5. How do the children in the matched groups compare on the basis

of sex, ethnic background, IQ, and CA?

Differences in performance of subgroups based on CA, sex,

ethnic background, and IQ, although present in this study, cannot be 

generalized because the subgroups were composed of a small number of 

subjects. However, it may be that the results of this study are indi

cating the following trends:

A. More girls than boys in RRP classes have deficits in auditory 

comprehension.

B. Ethnically, the Black children have the greater percentage of 

deficits followed by Mexican-American and Anglo.

C. The CA of children with deficits is above the mean CA of the 

group.

D. The IQ of children with deficits is below the mean IQ of the

group.



CHAPTER 6

RECOMMENDATIONS AND SUMMARY

This chapter will consider recommendations based on the fore

going discussion of the study and will then briefly summarize the 

study.

Recommendations

On the basis of the foregoing conclusions, the following recom

mendations are made,:

1. It is recommended that focus be directed toward auditory compre

hension as a possible contributing factor in placement in a RRP 

class, A measure of auditory comprehension should be a compo

nent part of the battery of tests used to determine eligibility 

for placement in the RRP class, The measure of auditory com

prehension will enable the RRP teacher to design a program 

directed toward the remediation of individual deficits in 

auditory comprehension,

2. The curriculum of both the RRP and regular kindergarten and 

first grade should direct emphasis toward development of 

auditory comprehension skills. In both classes, it is recom

mended that the daily curriculum include some of the following 

or other related activities:
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a. Lessons from the Peabody Kits
b. Distar Language programs
c. Puppetry activities
d. Finger plays
e. Songs and rhymes
f. Classifying tasks
g. Auditory comprehension tapes
h. "Simon Says" games
i. Patterned language stories
j » Listening activities
k. Following directions
1. Sequencing activities, using auditory stimuli

3. It is recommended that further studies be done to verify the 

trends observed in the descriptive analysis of individual data.

4. Finally, it is recommended that a study be undertaken in the 

Tucson Unified School District #1 for the purpose of deter

mining if other regular kindergarten and first grade classes 

also show a higher frequency of occurrence of auditory compre

hension deficits than that which is expected.

Summary

This study was undertaken for the purpose of comparing the 

auditory comprehension skills of children in the Tucson Unified School 

District #1 Remedial Resource Primary (RRP) classrooms, with the audi

tory comprehension skills of children in regular classrooms (Regular). 

Further, the data of individual children in the matched groups was 

examined to determine which children had significant deficits and to 

compare the children on .the basis of sex, ethnic background, IQ, and 

CA.

The procedure included individual testing of 30 children in the 

RRP class (Group I) on the Slosson Intelligence Test (Slosson, 1973) in



order to match IQ, and the Test for Auditory Comprehension of Language 

(TACL) (Carrow, 1974) in order to test auditory comprehension. These 

children were individually matched to 30 children in the regular class

rooms (Group II) who were also tested on the same instruments. The 

results indicated a significant difference between the RRP and Regular 

groups on mean raw score on the TACL. In terms of frequency of defi

cits, the groups were not significantly different. Both groups had more 

than the expected deficits found in the standardization population.

The results of the individual data cannot be generalized due to the 

small numbers included in the sample; however, they are descriptive of 

the population in this study and may or may not indicate trends.



APPENDIX A

INDIVIDUAL SCORES FOR CHILDREN

IN GROUP I (RRP)

34



bjj

1
2
3
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
26
27
28
29
30
31
32

Total Difference Months
CA Total Expected between Raw Age Above or

(Months) IQ Raw Score ■ X______and Expected Equivalency Below CA

83 108 86 90 -4 77 -6
83 108 87 90 -3 78 -5
76 132 77 84 -7 66 -10
76 101 71 84 -13 58 -18
75 91 74 84 -10 63 i H to

80 101 75 90 -15 64 -16
77 86 79 84 -5 68 -9
76 124 81 84 -3 71 -5
67 88 78 80 -2 67 0
77 112 76 84 —8 65 -12
76 108 85 84 ■ +1 ' 76 0
74 87 63 84 -21 ' 45 -29
78 87 83 90 -7 74 —4
74 131 88 84 +4 79 -5
76 100 76 84 -8 65 ■ -11
78 74 70. 90 -20 56 -22
79 100 77 90 -13 66 . -13
82 100 82 90 -8 73 -9
76 97 71 84 -13 58 — 18
82 . 106 85 90 -5 76 -6
75 89 80 84 -4 69 -6
75 115 82 84 -2 73 -2
63 87 59 80 -21 43 -20
77 110 81 84 -3 71 -6
81 - 82 79 90 -11 68 -13
77 100 82 84 -2 73 -4
75 91 75 84 -9 64 -11
80 95 80 90 -10 69 -11
82 100 84 90 -6 75 -7
77 104 96 84 +12 83 +6



APPENDIX B

INDIVIDUAL SCORES FOR CHILDREN

IN GROUP II (REGULAR)

i
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80
83
80
70
78
82
77
75
73
74
71
75
69
80
79
83
78
79
70
76
79
75
63
73
76
71
81
79

Total Difference Months
Total Expected between Raw Age Above or

IQ Raw Score______X______and Expected Equivalency Below CA

111 91 90 +1 81 4-1
108 92 90 +2 82 -1
133 98 90 4-8 83 4-3
106 79 80 -1 68 -2
87 76 90 -14 65 -13

100 91 90 4-1 81 -1
91 77 84 -7 66 -11

127 89 84 4-5 80 4-5
92 76 84 —8 65 —8

112 86 84 4-2 77 4-3
113 83 80 4-3 74 4-3
93 71 84 -13 58 -17
91 72 80 -8 60 -9

128 95 90 4-5 83 4-3
104 85 90 -5 76 -3
78 83 90 -7 74 -9

103 82 90 —8 73 -5
101 83 90 -7 74 -5
94 80 80 0 69 -1

108 91 84 +7 81 4-5
94 91 90 +1 81 4-2

117 94 84 +10 83 4-8
83 52 73 -21 38 -25

115 76 84 —8 65 -8
82 68 84 -16 50 -26
96 86 80 4-6 77 4-6
94 78 90 -12 67 -14

• 92 90 90 0 81 4-2
100 88 84 4-4 79 4-3
99 76 90 -14 65 -14



APPENDIX C 

INDIVIDUAL SCORES FOR MATCHED PAIRS

38



Total Total Difference Age Months Signif- Same
Pair Sub- CA Raw Expected between Raw Equiv- Above or icant or
No. ject (Months) IQ Score_______X_____and Expected alency Below CA Deficit Different

1 1 83 108 86 90 -4 77 -6 No
64 .80 111 91 ,90 +2 82 -1 No Same

2 2 83 108 87 90 -3 78 -5 No
34 83 108 92 90 +2 82 -1 No Same

3 3 76 132 77 84 -7 66 -10 No
32 80 133 98 90 +8 83 4-3 No Same

4 5 76 101 71 84 . -13 58 -18 Yes
47 70 106 79 80 -1 68 -2 No Different

5 6 75 91 74 84 -10 63 -12 Yes
44 78 87 76 90 -14 65 -13 Yes Same

6 7 80 101 75 90 -15 64 -16 Yes
56 82 100 91 . 90 +1 81 -1 No Different

7 8 77 86 79 84 -5 68 -9 No
63 77 91 77 84 -7 66 -11 No Same

8 9 76 124 81 84 -3 71 -5 No
33 75 127 89 84 +5 80 4-5 No Same

9 10 67 88 78 80 -2 67 0 No
42 73 92 76 84 -8 65 -8 No Same

10 11 77 112 76 84 -8 65 -12 No
40 74 112 ' 86 84 +2 77 4-3 No Same

u>to



Total Total Difference Age Months Signif- Same
Pair Sub- CA Raw Expected between Raw Equiv- Above or icant or
No. ject (Months) IQ Score_______X_____and Expected • alency Below CA Deficit Different.

11 12 76 108 85 84 +1 76 0 No
72 71 113 83 80 +3 74 4-3 No Same

12 13 74 87 63 84 -21 45 -29 Yes
58 75 93 71 • 84 -13 58 -17 Yes Same

13 14 78 87 83 90 -7 74 ' -4 Yes
60 69 91 72 80 —8 60 -9 No Different

14 15 74 131 88 84 +4 79 -5 No
54 80 128 95 90 +5 83 4-3 No Same

15 16 76 100 76 84 -8 65 -11 No
52 79 104 85 90 -5 76 -3 No Same

16 17 78 74 70 90 -20 56 -22 Yes
77 ' 83 78 83 90 -7 74 -9 Yes Same

17 18 79 100 77 90 -13 66 -13 Yes
43 78 103 82 90 —8 73 -5 Yes Same

18 19 82 100 82 - 90 —8 73 -9 Yes
53 79 101 83 90 -7 74 -5 Yes Same

19 20 76 97 71 84 -13 58 -18 Yes %
73 70 94 80 80 0 69 -1 No Different

20 21 82 106 85 90 -5 76 -6 No
76 76 108 91 84 4-7 81 4-5 No Same

o



Total Total Difference Age Months Signif- Same
Pair Sub- CA Raw Expected between Raw Equiv- Above or' icant or
No. ject (Months) IQ Score  X and Expected alency Below CA Deficit Different

21 22 . 75 89 80 84 -4 69 -6 No
51 79 94 91 90 . +1 81 +2 No Same

22 23 75 115 82 84 -2 73 -2 No
61 75 117 94 84 +10 83 +8 No Same

23 24 63 87 59 80 -21 43 -20 Yes
59 . 63 83 52 73 -21 38 -25 Yes Same

24 26 77 110 81 84 -3 71 -6 No
71 73 115 76 84 -8 65' —8 No Same

25 27 81 82 79 90 -11 68 -13 Yes
78 76 82 68 84 -16 50 -26 Yes Same

26 28 77 100 82 84 -2 73 -4 No
48 71 96 86 80 +6 77 +6 No Same

27 29 75 91 75 84 -9 64 -11 Yes
50 81 94 78 90 -12 67 -14 Yes Same

28 30 80 95 80 90 -10 69 -11 Yes
62 79 92 90 90 0 81 +2 No Different

29 31 82 100 84 90 -6 75 -7 No
75 76 100 88 84 +4 79 +3 No Same

30 32 77 104 96 84 +12 83 +6 No
70 79 99 76 90 —14 65 -14 Yes Different
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