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ABSTRACT

This study described and compared two groups 
of children; Group One was composed of twenty fifth 
grade students who spent a year in 1C before beginning 
normal first grade work (1C was a special first grade 
class designed to teach children English); Group Two 
was composed of twenty fifth grade students who entered 
a normal first grade without spending any time in 1C.

This study further described and compared the 
two subgroups which composed Group One and the two 
subgroups which composed Group Two. Group One was 
composed of (l) children who spoke very little or no 
English when entering school and (2) children who spoke 
some English when entering school. Group Two was com
posed of (l) children who spoke both English and 
Spanish when entering school and (2) children who 
spoke only English when entering school.

Group One was found to be less proficient in 
all but one of the aspects of oral communication in 
English when compared with Group Two. The two cate
gories of subgroups did not show a consistent rela
tionship in the aspects of oral communication in English.
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The study was conducted at one of the schools 
in School District 1 of Tucson, Arizona.



I. THE PROBLEM AND HYPOTHESES TO BE TESTED

Introduction

Language is a tool of man (Petty and Starkey, 
1966). Through this tool he learns, shares and trans
mits the greater part of his cultural heritage (Brooks, 
1964). In the opinion of this study, it is impossible 
to fully understand a language apart from its con
comitant culture.

In the United States an individual's earliest 
contacts with language generally come through the 
family. Thus, it follows that “when a child enters 
school, he can use language relatively as well as the 
adults in his immediate environment." (Joint Committee 
of the ACEI et al., 1964, p. 4).

Statement of the Problem

Prior to the school year of 1965-1966 School 
District 1 of Tucson, Arizona had used a special 
first grade class called 1C (in addition to the normal 
first grade class). Those students who were not able 
to speak enough English to enter a normal first grade
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entered 1C, which was specially designed to teach them 
English. The decision as to a child's placement was 
made by the principal at the time of registration.
After a year in 1C, normal first grade work was begun.

The separation of individuals into groups is 
often a difficult procedure. To facilitate the group
ing in this study, 1C was used.

This study described and compared two groups 
of children: Group One was composed of fifth grade
students who spent a year in 1C before beginning nor
mal first grade work; Group Two was composed of fifth 
grade students who entered a normal first grade without 
spending any time in 1C.

This study further described and compared the 
two subgroups which composed Group One and the two 
subgroups which composed Group Two. Group One was 
composed of (l) children who spoke very little or no 
English when entering school and (2) children who 
spoke some English when entering school. Group Two 
was composed of (l) children who spoke both English 
and Spanish when entering school and (2) children 
who spoke only English when entering school.

It was the purpose of this study to seek 
answers to the following questions: Will there be a



difference among certain aspects of oral communication 
in English when comparing the two groups? Will there 
be a difference among certain aspects of oral communi
cation in English when comparing the subgroups?

Significance of the Problem

This particular problem is significant only in 
that it hopes to make a contribution of knowledge to
an overall problem --  the crucial need for effective
communication within and among all nations (Joint 
Committee of the ACEI et al., 1964). Effective com
munication n...through the use of language is the 
fundamental mechanism of human survival....." (Hayakawa, 
S. I., 1949, P. 307).

How is this effective communication to be 
achieved? According to Ruth G. Strickland (May, i9 6 0, 
p. 334), "growth in the maturity of a child's oral 
language appears to be the key to growth in all other 
aspects of language." Reading and writing, for 
example, recreate speech by "...using the stimulus 
of the marks on the page." (Strickland, February, 1963, 
p. 168). This growth in oral language can be furthered 
by careful planning, which must rely upon knowledge



concerning the present extent of a child's or a group 
of childrens' speech.

This knowledge assumes an added dimension 
when considering children who possess a non-English 
mother tongue. In i9 6 0, approximately nineteen mil
lion individuals (eleven per cent of the people in 
the United States) possessed a non-English mother 
tongue (Fishman, 1965). Within the Southwestern United 
States, a team of Tucson teachers, in planning for a 
recent symposium "...decided that the most acute edu
cational problem in the Southwest concerns the ... native 
Spanish speaker. The report they published cites sta
tistics which show that nearly half of the 1.75 million 
Spanish-speaking children in the area will never get 
beyond the eighth grade school." (Kamman, 1966, p. 39).
A Committee of One-Hundred Report (1966) stated that 
the problem of Spanish-speaking children in Tucson was 
acute. Those persons who have had difficulty in learn
ing a second language may well imagine the plight of 
a "... small child entering upon his first schooling 
without even the warming comfort of an understanding 
and affectionate word in a language which previously 
served him thus." (Anderson, 1965, p. 1 5 9)•



Hypotheses To Be Tested

The following hypotheses, which provided 
direction to the study, were tested: (l) Fifth grade
students who were enrolled in 1C will be less profi
cient in certain aspects of oral communication in 
English than those who were not enrolled in 1C.
(2) Fifth grade students who were enrolled in 1C and 
who spoke little or no English when entering school 
will be less proficient in certain aspects of oral 
communication in English than those students who spoke 
some English when entering school. (3) Fifth grade 
students who were not enrolled in 1C and who spoke 
Spanish and English when entering school will be less 
proficient in certain aspects of oral communication 
in English than those students who spoke only English 
when entering school.

The aspects of oral communication which were 
considered are: (l) the amount of language, (2) free
dom from mazes, (3 ) the ability to use and vary the 
structural patterns of English, (4) dexterity in vary
ing elements within the structural patterns, and 
(5 ) coherence through the use of subordination.



II. RESEARCH PROCEDURES

The study was conducted among fifth grade stu
dents at one of the schools in School District 1 of 
Tucson, Arizona. The study was limited to those stu
dents who had been neither retained nor accelerated.
It was further limited to exclude those students who 
were transfers to the school from schools about which 
there was no information.

With these limitations having been made, the 
principal of Van Buskirk School compiled the follow
ing lists of children:

I Present fifth grade students who attended 
1C classes and who spoke very little or 
no English when entering school.

II Present fifth grade students who attended 
1C classes and who spoke some English 
when they entered school.

Ill Present fifth grade students who did not 
attend 1C classes but who speak both 
English and Spanish in the home.

IV Present fifth grade students who speak 
only English at home.
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For the sake of convenience in discussing the 
groups, a Roman numeral was placed before each group.
1C was used to designate Groups I and II when combined. 
-IC was used to designate Groups III and IV when com
bined.

Group I was composed of twelve children, nine 
boys and three girls. Group II was composed of eight 
children, five boys and three girls, making a total of 
twenty children.

Group III was composed of twelve children, 
three boys and nine girls. Group IV was composed of 
eight children, six boys and two girls. -1C was com
posed, then, of twenty children, thus bringing the 
total number to forty (twenty-three boys and seventeen 
girls).

Originally, the lists had included a total of 
forty-four children. However, one boy in Group III 
moved. The recordings of three children (a boy in 
Group I, a girl in Group III, and a girl in Group IV) 
were not properly made due to the ineptness of the 
researcher in working the tape recorder. It was not 
felt that any bias was represented when these exclu
sions were made. It was felt, however, that a second



chance for the three children might create a situation 
sufficiently changed to invalidate their responses.

The lists which the principal compiled were 
obtained by consulting the building cards and regis
tration cards. In addition to these sources was the 
combined knowledge of the principal and one of her 
teachers, who taught 1C to the fifth grade students 
in this study.

The procedure for obtaining the children’s 
oral responses was quite simple. A fable was written 
by the researcher (see Appendix A). Animals were 
chosen as characters in the fable so that no prejudice 
due to race would invalidate the fable as a stimulus 
for collecting the oral responses of the children.
The fable was written to appeal to children having 
different levels of understanding. (Some children 
grasped only the very simplest ideas presented in the 
story while others understood the cyclic moral.) The 
open-ended question at the end of the fable served to 
launch the responses from the children.

The fable was standardized by recording it on 
a tape recorder. A second tape recorder was used to 
record the child’s answers to the researcher's ques
tions (see Appendix B).



On April 10, 1967, four fifth grade students 
who were not involved in the study, participated in 
a practice run of the fable and the questions follow
ing the fable. On this same date, the researcher 
introduced herself to all of the fifth graders and 
explained, in part, what would be happening.

Some slight changes in questions three, four, 
and five were made as a result of the practice run.
The examples of persons who might be helped or per
sons who might help were added to questions three and 
four. The second question was added to number five. 
These changes were made in the hope of obtaining longer 
responses.

On April 12, 13, and 20, 1967, the responses 
of the children in the study were obtained. It was 
necessary to wait the interval of the week because of 
absences.

The researcher attempted in an informal way 
to put each child at ease before listening to the 
recording. When the child had not definitely terminated 
his answer to a question, the researcher asked him if 
there was anything else he’d like to say. If a child 
asked a question during this time, the researcher 
answered it briefly but not so briefly as to discourage



the child from asking more questions. At the end of 
the interview, the child usually went back to his 
room with the name of the next person to come. In 
this way, no child would know when his turn would 
come until a minute or so before the interview.

The next step was to transfer the speech of 
the children from the recordings to paper. At this 
time, the work of analysis began, using the procedure 
of Walter D. Loban as set down in his report. The 
Language of Elementary School Children.



III. ASSUMPTIONS, LIMITATIONS AND DEFINITIONS 

Assumptions Underlying the Problem

In the planning of this study certain assump
tions were made: (l) The children in the study will
be equally motivated by the stimulus of the fable —  
also that the researcher will be able to establish an 
equal rapport with each child (refer to the section 
on limitations). (2) The procedures used in this study 
will be valid. (3) The sampling will be representa
tive --  at least of the small population from which
the sample is selected. (4) The teachers, principals, 
and administrators concerned will give their full coope
ration. (5 ) The majority of the children in the study 
are what some would term "disadvantaged." (Refer to 
the section on definitions under "culturally deprived.")
(6 ) The majority of the children in Group One will be 
from Spanish-American families.

Limitations of the Study

This study was limited to a population of fifth 
grade students as found at one of the schools in School
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District 1 of Tucson, Arizona. The population was 
further limited as was described in the section under 
research procedures.

The aspects of oral communication considered 
were stated under the section concerning the hypo
theses.

A subtle limitation lay in the culture of the 
researcher. Since the children came from different 
cultures, it is possible that those who identified with 
the researcher’s culture were affected in a more posi
tive manner than the others (Riessman, 1962).

Definitions of Terms Used

Acculturation. This term means "the absorp
tion by any group of certain features of the culture 
of another group, as a result of contact or interaction 
between the two." (Good, ed., 1959# p. 6 ).

Bilingual. Ideally, the bilingual is able to 
speak both languages equally well for all purposes of 
life. In practice, however, bilingualism is a fact 
so long as both languages are employed regularly as a 
media of communication (Leopold, 1939).

Communication units. Communication units are, 
according to Loban (1963)# the same as Watt's (1948,



p. 6 5) "natural linguistic units." The natural lin
guistic unit is, as a rule, "...that group of words 
which cannot be further divided up without its essen
tial meaning disappearing."

Culture. Culture is "the sum total of the 
attainments and activities of any specific period, 
race or people, including their implements, handicrafts, 
agriculture, economics, music, art, religious beliefs, 
traditions, language, and story." (Read, chairman of 
the editorial advisory board, 1964, p. 314).

Culturally deprived. This term refers to 
those aspects of the dominant culture (middle-class 
culture in the United States) from which these groups 
are not able to benefit (Riessman, 1962). It is of 
utmost importance to recognize that these groups have 
a definite culture of their own with many positive 
aspects (Riessman, 1962). The term "disadvantaged" is 
used synonymously with "culturally deprived" and "low 
socio-economic status."

Language. "Language is a body of sounds and 
meanings that is held in common by the members of a 
linguistic group." (Strickland, 1951, p. 5 ).

Mazes. Mazes (language mazes) are interpreted 
as meaning a series of words or beginnings of words



which confuse speech and are not necessary to the 
communication unit (Loban, 1963).

Monolingual. A monolingual is "...a person 
who understands and speaks only one language." (Gove, 
ed., 1961, p. 1462). The term "monolingual" is used 
synonymously with "monoglot."

Phonological unit. The phonological unit is 
an utterance occurring between two silences which are 
clearcut terminations to speech (Loban, 1963). (The 
subjects in this study frequently terminated a declara 
tive phonological unit with a rise in pitch.)

Speech. "Speech . . .  is each individual's 
use of language; the individual is always the producer 
of it." (Strickland, 1951, p. 5).



IV. RESUME OP RELATED LITERATURE

Literature on Evaluating Language

In order to objectively evaluate the language 
of children it is necessary to examine the criteria 
upon which similar studies were based.

Two approaches may be used in an investigation 
of language. (1) A quantitative study is interested 
in the amount of language. (2) A qualitative study is 
concerned with the meaningful usage of language. Most 
studies combine both approaches. At times, however, 
the approaches will overlap as do many artificial divi
sions whose purpose is mainly to organize.

A quantitative study is based upon such criteria 
as an average of the total number of words spoken or 
written by each person of a group. Madorah E. Smith 
(May, 1939)» Fritz K. Heider and Grace Moore Heider 
(19*10) and Walter D. Loban (1963) used this quantita
tive index in their studies of language development.

In the counting of words, differences of defi
nitions occur. Madorah E. Smith (May, 1939, p. 146) 
stated these rules for her study. "All contractions
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of two words Into one, of whatever nature were scored 
as one word." "Hyphenated words were counted as 
single words, but all words written as separate words, 
even when combined into one verbal phrase or a double 
name...were scored as separate words." Mildred C. 
Templin (1957* P» 160) used the rules which were laid 
down by McCarthy and modified by Davis.

"1. Contractions of subject and predicate 
like 'it's' and 'we're' are counted 
as two words.

2. Contractions of the verb and the nega
tive such as can't are counted as one 
word.

3. Each part of a verbal combination is 
counted as a separate word; thus,
'have been playing' is counted as 
three words.

4. Hyphenated and compound nouns are one 
word.

5. Expressions which function as a unit
in the child's understanding were counted 
as one word. Thus, 'oh boy,' 'all 
right,' etc., were counted as one word, 
while 'Christmas tree' was counted as 
two words."

A second quantitative index is the total number 
of different words used by the persons being studied 
(word diversity). Madorah E. Smith (May, 1939)* Lou L. 
LaBrant (November, 1933), and Mildred C. Templin (1957) 
used this criterion in their studies as well as the



criterion of the frequency of occurrence of each word 
(word frequency).

When determining the number of different 
words in a study, some rules must be followed. Day 
(September, 1932, p. 183) used McCarthy's set of 
rules.

“1. Include no proper nouns.
2. Include no plural form unless the 

singular was not used.
3. Include all forms of pronouns.
4. Include no variations of verbs or of 

adjectives unless they are from a 
different root.

5. The same word may be listed more than 
once according to its grammatical use; 
i.e., if a word is used as a noun and 
also as a verb, it is included twice."

Davis (1937, p. 1 08), in determining the number 
of different words used in her study, followed McCarthy 
rules with some modification. In addition to some of 
the rules previously cited are the following:

"l. Proper names, except 1Indian,1
•Christmas,’ ’Santa Claus,’ ’Easter,’ 
and ’Jesus’ were listed in a separate 
category. When the name was made up 
of two words, one of which might occur 
in many combinations, as ’Como Park,’... 
the name itself was listed as proper, 
but the common word was listed in the 
regular way. The proper adjectives 
’American,’ ’German,’ and ’French’ 
were listed regularly.



2 Inflected forms were listed separately 
when definitely irregular (1man,

3. •Kinda,' 1oughta1 were counted as two 
words each, ’kind of,1 1 ought to1.

4. Faulty inflections were listed under 
the form which they most closely re
sembled, regardless of error; thus,
* standed* under 1 stand,* not * stood.*

5. Words with two distinct meanings were 
listed twice....11

Edward L. Thorndike and Irving Lorge (1944, 
p. lx) stated the following rules which they followed 
in determining the number of different words for their 
lists:

"Regular plurals, comparatives and super
latives, verb forms in s, d, ed, and ing, 
past participles formed by adding n, 
adverbs in ly that occur less than once 
in a million words, and equally rare 
adjectives formed by adding n to names 
of places are ordinarily counted in under 
the main word. So are words which have 
special meanings when capitalized.....
Some adjectives in ing or ed and some 
nouns in ing are entered separately, the
word being followed by (adj.) or (n.)....
But in general participial adjectives 
and verbal substantives are included under 
the main word. The general principles 
followed are: Every occurrence is counted
somewhere. No occurrence is counted 
twice."
These two criteria of word diversity and word 

frequency may be used as ends in themselves. However, 
Walter D. Loban (1963) made use of these indices in



working with vocabulary. By following the word count 
frequency as found in The Teacher's Word Book of 30,000 
Words by E. L. Thorndike and I. Lorge, the investigator 
was able to tally the children's words according to 
their frequency of occurrence in the English language. 
Davis (1937) used the lists by Horn and Thorndike when 
listing words in order of their frequency. In working 
with the criterion of word diversity, Loban (1963,
p. 22) used the type-token ratio --  that is "...the
ratio of the number of different words (types) to the 
total number of words (tokens) in a sample of language." 
Davis (1937) used this criterion but did not call it 
the type-token ratio.

Differences of definition occur in the use of 
the words "vocabulary" and "word." As the points of 
view vary so will the results which are based upon these 
varying points of.view.

According to Watts (1948, p. 3l), vocabulary 
is "...the stock of words employed by an individual
speaker, author, or class of persons, etc....  Words
dimly understood in reading but not well enough under
stood to be employed in speaking or writing are not 
part of a person's vocabulary by this definition."



Mary Katherine Smith (August, 1941) used the 
English Recognition Vocabulary Test by Seashore and 
Eckerson for gathering data on vocabularies. If the 
child was able to give any correct meaning for a 
word, the word was credited as being in his vocabu
lary. Smith (August, 1941, p. 341) also recognized 
the 11...differences between the child’s various voca-

Z
bularies such as those for recognition, reading, pro
nunciation, spelling, written use, and spoken use."

Mindful that words may be understood in vary
ing degrees of completeness. Seashore and Eckerson 
(1940) made two distinctions of varying completeness: 
(l) the "criteria of recognition" and (2) the "criteria 
of use."

"Perhaps the commonest definition of the 
term ’knowing a word’ is to be able to 
recognize or identify its meaning. To 
recognize a word is to refer it to a larger 
group of words, a genus, and to distinguish 
its meaning from that of other related 
species of that genus." (Seashore and 
Eckerson, 1940, p. 2l).
"A second criteria of knowledge is that 
of use, either by defining a word in 
your own terms or by a synonym, or by 
using it in a sentence to illustrate its 
meaning." (Seashore and Eckerson, 1940,
P. 23). .
Templin (1957> PP. 105-106) used a very similar 

definition (apparently taken from Seashore and Eckerson)



when she wrote concerning "the criteria which are fre
quently used to denote "knowledge of a word".... "

An important understanding in working with 
vocabularies was pointed out by Ruth G. Strickland
(January, 1964) --  the concept of language always
changing. For example, the meaning of Miss Muffet’s 
tuffet has become obscured while words such as "space 
capsule" are rapidly added to our everyday vocabu
lary.

Word diversity may also be used to estimate
the absolute size of the vocabulary --  that is the
total number of words in a person's vocabulary. This 
may be estimated from a representative sampling of 
all of the words in a dictionary (M. K. Smith, 1941). 
Watts (1948, p. 4 9) used "...a simple vocabulary test 
of the hundred questions...." Loban (1963) adapted 
this test for American children. Watts (1948) also 
collected from children, over a period of about a 
month, the names of foods and drinks which they knew.
By multiplying this total by forty, he estimated the 
size of the child's total vocabulary. Other tests 
devised by Watts (1948) included a test on five hundred 
common words arranged in sets of 100, a test of idea
tional addition, and others, as found in the second



appendix to his book. The Language and Mental Develop
ment of Children.

Differences of procedure occur when word diver
sity is used in estimating the size of a person's 
vocabulary. Watts (1948, p. 31) excluded from his 
word-count "...all variations of the basic word from
which they are formed --  e.g., by the addition of -s
(plurals)...." Mary K. Smith (1941) stated that total 
vocabulary includes both basic and derived terms.
Watts (1948) pointed out the problem of counting when 
one word has two or more meanings. He stated that we 
ought to know whether that word will be treated as 
one word when counting or as two or more. Seashore 
and Eckerson (1940) omitted alternative meanings and 
spellings.

When analyzing the amount of language, it is 
necessary to segment its flow (oral or written). A 
commonly used unit of measurement is the sentence. 
According to Dorothea McCarthy (1954), the length of 
the sentence has proven to be the most objective and 
reliable single index of language development. How
ever, McCarthy (December, I9 2 9, p. 584) considered a 
response "...as a separate unit if it was marked off 
from preceding and succeeding responses by pauses. A



complete sentence was always considered as a single 
response, but a response was frequently less than a 
sentence." Day (September, 1932) also used this 
criterion for her study. LaBrant (November, 1933, 
p. 4 8 2) used the clause in her study "...because it 
is impossible to determine what constitutes a sen
tence in an individual's oral or written composition 
unless the sentence be perfectly punctuated by marks 
or inflection." Templin (1957, p. 15) used a dif
ferent approach in that "the length of each response 
was determined by the natural break in verbalization 
of the child himself rather than on the basis of the 
complete adult sentence." Strickland (July, 1962) 
used the sentence to mean the same as the phonologi
cal unit. Loban (1 9 6 3) used the communication unit 
in his study.

Once the unit of measure is decided upon, 
such quantitative indices as the mean total number 
of words in the units and the average number of words 
per unit may be tabulated along with the mean total 
of units. E. A. Davis (March, 1937) used the unit 
of the sentence. In her study, the longest sentence, 
the mean of the five longest sentences and the mean 
of fifty remarks are the criteria which were employed



as measures of language development. These criteria 
were used because the mean length of sentences "...does 
not give due weight to sentences which lie at the ex
tremes of the distribution." (Davis, March, 1937, p. 6 9) 
Margaret Morse Nice (September, 1932) and John E. 
Anderson (March, 1937) also used the unit of the 
sentence for which they determined the mean length 
of the sentences for each individual.

Hahn (October, 1948, p. 363) considered the 
mean length of all sentences but then "thinking that 
extremes in length might exist in the one -—  and 
two —  word sentence responses the investigator 
eliminated all responses less than three remarks in 
length", thereby changing the mean. Hahn (October,
1948) also pointed to two factors which affect the 
length of a sentence; the purpose for speaking and the 
situation in which the speaking occurs.

The usefulness of the unit of measure is not 
only concerned with the amount of language. Once the 
unit is established it can be separated from the re
mainder of the oral or written transcript and then 
studied in detail in an attempt to ascertain its mean
ingful usage. This approach is arbitrarily designated 
as a qualitative one.



The qualitative approach is not limited to the 
study of a unit of measure separated from the other 
utterances of which it formed a part. This approach 
has the ability to expand and even describe the 
human thought process.

"Language is given to us to express our 
thoughts." (Holloway, 1951, p. 124). This statement 
would seem to infer that thinking always precedes 
language. However, particularly with the child and 
also in many instances, with adults, the process of 
thinking and speaking are simultaneous (Strickland, 
March, 1947). The simplicity or complexity of man's 
thoughts are reflected in his language: (l) remem
bering, (2) contrasting and inferring, (3) evaluating, 
and (4) generalizing and creating (in ascending order) 
(A Faculty Publication of William M. Stewart School, 
University of Utah, 1964).

Piaget (1926, p. 9 ) characterized the speech 
of children as being either egocentric or socialized. 
When speech is egocentric, it is "...partly because the 
child speaks only about himself but chiefly because he 
does not attempt to place himself at the point of view 
of his hearer." The function of socialized speech 
"...is to communicate intellectual process." (Piaget,
1926, p. 2 5).



McCarthy (December, 1929) used (with certain 
modifications) Piaget’s classification of egocentric 
and socialized speech. Day (September, 1932), under 
the category of functional analysis, followed the 
rules on egocentric and socialized speech as laid 
down by Piaget and modified by McCarthy. Davis (1937) 
further modified these classifications in her study.

Fisher (December, 1932, p. 7 1 ) analyzed sen
tences by dividing them into four categories which 
indicated the child's degree of egocentric!ty and 
socialization. The categories were: "I-Self as sub
ject of sentence; II-Other person as subject of sen
tence; III-Thing as subject of sentence; TV-Non-verbal 
or incomprehensible remarks." Fisher (December, 1932, 
p. 73) used the criterion of "social analysis" or her 
"coefficient of egocentricity" --  that is "the pro
portion cf egocentric remarks to total speech which 
was obtained by dividing total remarks in Category I 
by the sum of total remarks in categories II and III."

Smith (May, 1939, PP. 195-196) classified her 
sentences "...according to subject understood rather 
than subject named. When no subject was clear, the 
sentence was classed under Category III, as was done



by Fisher, except when the sentence was merely 'yes' 
or 'no'."

In studies of language development, non- 
intelligible remarks or sentences have often been 
deleted and/or separated from the intelligible com
munication of children. Madorah Smith (May, 1939, 
p. 145) did not include in her word count "...unintel
ligible phrases or syllables for which no meaning was 
ascertainable...." As was stated previously, Fisher 
(December, 1932) mentioned non-verbal remarks in her 
fourth category. She then found the per cent of the 
non-verbal remarks in relation to the total remarks. 
McCarthy (December, I9 2 9, p. 5 8 5) used the categories of 
"incomprehensible vocalizations." "semi-comprehensible 
responses," and "comprehensible responses." Day 
(September, 1932) followed these categories in her 
study and Davis (1937) classified remarks according to 
an expansion of McCarthy's method. Loban (1 9 6 3) in
cluded the unintelligible words in his mazes only when 
arriving at the total number of words in a transcript.

Many investigations have classified words as 
to parts of speech. Madorah E. Smith (1939) and 
Mildred C. Templin (1957) listed the parts of speech 
as noun, verb, pronoun, conjunction, preposition.



article and interjection. Templin (1957) added a 
miscellaneous category, which included unintelligible 
words, proper names, "ain't," etc. Both used the 
criterion of the percentage of each part of speech 
in relation to the total words. Smith (1939) divided 
the nouns referring to people into two categories:
(l) those naming family members; aunt, uncle, mother 
or father, and (2) all other nouns referring to people.

Day (September, 1932) and Nice (September,
1932) used the following criteria: (l) the per cent
of each part of speech in relation to the total words 
used, and (2) the percent of different words in rela
tion to each part of speech. Nice (September, 1932) 
also included the number of each part of speech in an 
average sentence.

Many studies have examined particular parts 
of speech. Fisher (December, 1932, p. 63) recorded 
the use of the first personal pronoun in the plural.
In his study, John Anderson (March, 1937> P. 63) 
obtained a personal pronoun index. He did this by 
"... dividing the number of personal pronouns in each 
passage by the total number of pronouns used in the 
selected sample of writing." Davis (1937) compared 
the use of several forms of personal pronouns.



Much analysis of the verb has been done.
LaBrant (November, 1933) used the following classi
fication of finite verbs in her study: (I) Complete
predicates in independent clauses; (li) Complete 
predicates in dependent clauses used as (A) Adverbs, 
to express (l) Time, (2) Cause, (3) Condition,
(4) Concession, (5) Place, (6) Purpose or result, and
(7) Comparison, (B) Nouns and (C) Adjectives. LaBrant 
(November, 1933, p. 46l) also studied infinitives 
which she divided into two categories. The first cate
gory "...included those infinitives which were combined 
with a finite form of be or be going to indicate future 
time." The second category included "other uses of the 
Infinitive combining the functions of the verb and 
those of noun, adjective or adverb...."

M. E. Smith (May, 1939)> E. A. Davis (March, 
1937) and the Beiders (1940) also studied infinitives. 
The latter study went on to examine finite verbs; the 
average number of finite verbs per sentence, the 
average number of words per finite verb, the number 
of verbs in main, coordinate and subordinate clauses, 
the number of prepositional phrases per finite verb, 
and the number of verbs in each kind of subordinate 
clause per thousand finite verbs. Davis (1937) studied



the mean occurrence of most common auxiliary verbs 
in children as well as the percentage distribution 
of different auxiliary verbs. M. E. Smith (May, 1939) 
studied verbs of the past, future and present tense 
in addition to participles.

LaBrant (November, 1933, p. 4ll) did not 
include implied predicates in her study unless "...the 
omitted verb was an auxiliary whose complementary verb 
was expressed." For example, the implied predicate of 
sentence one would not be included, whereas number 
two's would be. (l) I study harder than you. (2) We 
are going to school and studying hard.

LaBrant (November, 1933, p. 415) studied the 
relationship between the independent and dependent 
clause by means of her "subordination index." She de
fined this as "the ratio of the number of dependent 
predicates used by each individual or group to the 
total number of predicates used by that individual or 
group, the ratio being expressed in percentages."
John E. Anderson (March, 1937) and E. A. Davis (1937) 
used this index in their studies. Loban (1963) modi
fied this index in his study.

E. A. Davis (March, 1937) found the mean num
ber of subordinate clauses, along with the per cent of



each type of subordinate clause --  noun, adjectival
and adverbial. In a later study, Davis (December,
1941) used LaBrant’s index of subordination and then 
studied the position of the subordinate clause in 
the sentence. She determined the percentage of children 
placing the subordinate clause where it precedes or 
interrupts the main clause and the position of various 
types of subordinate clauses (time, condition, rela
tive, and others).with reference to the main clause. 
Templin (1957) also used these same three types when 
classifying subordinate clauses.

Fritz K. Heider and Grace Moore Heider (1940, 
p. 66) classified the kinds of clauses in the follow
ing way:

"...clauses of time, place, causal clause, 
relative clauses, object clauses intro
duced by if (and in a few cases whether) 
and the interrogative in indirect dis- , 
course. The remaining five per cent 
included twenty-four different forms, too 
few each to be handled separately...."
Loban (1963, p. 17) classified oral language

according to style. "Eleven features of spoken style
were identified, each one being stated as follows in
the form of a continuum scaled 1 to 3: fluent to
halting £,]] deliberate to impulsive...." etc. Loban
(1963, p. 29) also studied his subjects' "...manner of



speaking as quantified by two classifications of lin
guistic style, the ratings for fluency-hesitancy and 
for readiness-slowness of response."

So far the qualitative approach to language 
studies has looked at parts of studies which did not 
segment the established unit of measure from the other 
utterances of which it formed a part. However, this 
is an important criterion to examine.

Quite often the unit of measurement will be 
the sentence. One aspect of the sentence is its form. 
M. E. Smith (May, 1939) classified these various forms 
as questions, imperative and declarative. Teraplin 
(1957) used the classification of declarative, interro
gative, and exclamatory.

Another aspect of the sentence is its struc
ture. M. E. Smith (May, 1939) used the classification 
of simple, compound and complex. E. A. Davis (March, 
1937) used the following system; Incomplete remarks, 
remarks functionally complete but structurally incom
plete, simple sentences with a phrase, compound and 
complex sentences, elaborated sentences (with two 
phrases, two clauses, or a phrase and a clause) and 
loosely constructed sentences. Hahn (October, 1948) 
appears to have used this system of Davis in her study.
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The Heiders (1940) and Mary Fisher (December, 1932) used 
the categories of simple, compound, complex and compound- 
complex. Templin (1957) based her categories on those of 
Davis but used a modification of the Williams Technique of 
scoring the sentence as to Its complexity. For example, 
a score of zero might be given for the incomplete remarks 
while a score of three might be given for complex sentences.

A third aspect of the sentence is its function. 
According to M. E. Smith (May, 1939), the functions are 
criticism, answers, naming only, social phrase, threats 
and a variety of imperative remarks. Davis (March, 1937) 
used the following categories: remarks about situations,
remarks associated with a situation, answers, judgments 
and opinions, questions, and emotionally toned remarks. 
Loban (1963) used eight categories of language function: 
statement of facts and perceptions, personal associations, 
tentative statements, generalizations, irrelevancies, 
questions, and figurative language.

Though differing from previous studies, Strickland 
(July, 1 9 6 2) and Loban (1 9 6 3) used methods of analysis 
which are quite similar. Since Loban1s study is the pro
cedure used in this study, repetition will be spared by 
examining Strickland's study.

Strickland's (July, 1962, p. 16) study analyzed 
twenty-five sentences. "Selection centered about a point
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in the recording at which the child talked freely and at 
some length without interference....11 Each sentence was 
analyzed to identify on Level X those words which were 
stationary elements within a sentence and those words which 
could appear in different locations and were designated as 
"movables." Strickland grouped the movables into five 
subclasses which Loban (1 9 6 3) did not. Utterances and 
non-structural elements were separated from the structural 
elements of the sentence. The stationary elements 
(Strickland called them "slots”), the "movables" and the 
sentence connectors were tabulated. (A sentence connector 
would be "and," "but," etc.) The second level of analysis 
is mainly concerned with the analysis of subordination 
elements which served as fillers for slots and movables. 
Strickland (July, 1962, p. 2 1) called the subordination 
elements "satellites." She defined them as being "the 
modifiers of a noun or a verb having these grammatical 
shapes: a word or words, a phrase or phrases and a clause
or clauses." Loban (1 9 6 3) provided for a greater diversity 
of analysis at the second level.

In general, the studies of language mentioned here 
have evolved as a result of borrowing from and modification 
of past studies, together with the addition of new methods 
for analysis.
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Literature on the Bilingual Child

It is assumed, that most of the children in this 
study are bilingual. When a child is learning two languages 
simultaneously, it is generally held that he will proceed 
more slowly than if he were just learning one language 
(Strickland, 1951).

A person learning two languages of a completely 
different nature (such as Chinese and English) will learn 
more easily than if he were learning two languages which 
possess certain similarities (such as Spanish and Portuguese). 
(The preceding idea was derived from a statement by Dr. 
Theodore M. Heller.)

Before the age of twelve, according to Terman (1 9 1 8), 
the median vocabulary of bilingual Portuguese and Italian 
children in his study did not catch up with their median M.A.

According to Braunhausen (1953, cited by Singer,
1956), bilinguals have less proficiency with their mother 
tongue than do monolinguals.

In the Southwestern United States, most Spanish- 
speaking children have a definite language handicap through 
the elementary grades (Singer, 1 9 5 6).

Holland (i9 6 0, p. 46) used the Wechsler Intelligence 
Scale for Children with certain adjustments according to 
the needs of Spanish-speaking children. In the original



test based on a representative sampling of children in the 
United States, "...no significant difference was found 
between the group's verbal and performance results...." In 
a study done in Tucson, Arizona, the English Verbal I.Q. 
scores for the group (on the average) were 1 0 .2  points 
lower than the performance results. It was also found 
that the language barrier decreased during the grades, but 
that it was still present among some fifth graders.

Espinosa (1966, p. 6 ) states that "...the almost 
simultaneous learning of two languages can result in some 
retardation in both."

McGrath (1953, p. 9, cited by Singer, 1956, p. 444), 
however, is quoted as saying that language should be begun 
in the early grades under proper conditions. With the 
preceding statement in mind, he states that "...there is 
no evidence that the average American child cannot learn 
one or more foreign languages without difficulty and with
out interference with his full intellectual and emotional 
development."

Penfield (1953, pp. 199-214, cited by Singer,
1956, p. 444) states that two or more languages may be 
learned at an early age without much effort or physiologi
cal confusion. "Physiological evolution causes it (the 
brain) to specialize in the learning of languages before

36



37
the ages of 10 to 14. After that, gradually, inevitably, 
it seems to become rigid, slow, less receptive.”

Lou LaBrant (1951* P. 68) states that if a baby 
“...happens to have a mother who speaks English and a 
father who speaks French or Spanish to him, the baby will 
continue the sounds of both languages without difficulty."

According to Arsenian (February, 1945* p. 8l), the 
"... simultaneous learning of two languages from infancy, 
has no detrimental effect on a child's mental develop
ment...." However, this statement is true, he points out, 
only under the following conditions:

"1. That at the earliest stages of the 
child's language development a con
sistent method of source and pre
sentation of the second language is 
observed.

2. That psychological barriers or nega
tive affective conditions such as 
inferiority or superiority of the 
language involved, or national and 
religious animosities sometimes 
associated with language are absent.

3. That the languages are learned by 
spontaneous, informal or play methods, 
and not by formal and task methods."

M. E. Smith (1949) conducted a study whose purpose 
was to measure the vocabularies of bilingual children in 
terms of both Chinese and English words. In either language 
the group was found to have below average-sized vocabula
ries for children of their age. As a result of these



findings, it was "suggested that only the superior bilin
gual child is capable of obtaining the vocabulary norms of 
monoglots....”

In an earlier study of preschool children in Hawaii, 
Smith (1939) found that children from monolingual homes in 
each racial group used longer sentences. The retardation 
in speech of these children was a result of bilingualism
as well as the use of pidgin English --  a local hybrid
language developed to meet the need for communication be
tween immigrants and others.

"Bilingualsim is the most obvious though not the 
only result of biculturalism. There are two cultures 
existing and influencing the child....11 (Espinosa, January,
1966, p. 6 ).

There are many examples of these two cultures 
existing simultaneously. A particularly important example 
occurs when children of traditional Span!sh-American 
families meet middle-class American teachers who have a 
different system of values. For example, the Spanish- 
American family stresses the ideas of working a little, 
resting a little, and being satisfied with the present. A 
middle-class American family, however, is future-oriented 
with a strong stress on working toward success (Zintz,
i9 6 0).
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Many Spanish-Americans are going through a process 
of acculturation. The traditional family for example, is 
usually Catholic with a strong emphasis on faith. The 
family who has attained full acculturation is either ’

V
Catholic or Protestant with the emphasis on faith plus 
reason (Zintz, i9 6 0).

Jesperson (1955) points to geographic influences 
upon language. He gives as examples the language of 
Hawaii, Italian or Spanish and the Northern tongues. The 
overall impression of the language of Hawaii is childlike 
and effeminate.
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...no single word ends in a consonant, 
and a group of two or more consonants is 
never found.... You do not expect much 
vigour or energy in a people speaking 
such a language; it seems adapted only 
to inhabitants of sunny regions where 
the soil requires scarcely any labour 
on the part of man to yield him every
thing he wants, and where life there
fore does not bear the stamp of a hard 
struggle against nature.... In a 
lesser degree we find the same phonetic 
structure in such languages as Italian 
and Spanish; but how different are our 
Northern tongues. English has no lack 
of words ending in two or more conso
nants. I am speaking.... of the pro
nunciation, not the spelling...and 
thus requires, as well as presupposes, 
no little energy on the part of the 
speaker." (Jespersen, 1955, pp. 3-4).
Thus, as the result of interaction between persons

and their surrounding environment, a culture arises. The



language arises out of the need for the continuance of the 
culture. When two different cultures (with their two vary
ing languages) exist side by side, a thoughtful method for 
blending the best features of each should be sought.

Literature on the Disadvantaged Child

It is assumed that most of the children in this 
study have not been fully exposed to some of the aspects 
of the middle-class culture. The relationship of the cul
ture of the disadvantaged to language is the concern of 
this part of the thesis.

Of particular importance in the acquiring of a 
language within a culture are those crucial first six years 
of life. During this time, "...the child undergoes a pro
cess of acculturation which imprints its effects much more 
indelibly than any other process he will go through the 
remainder of his life." (Christian, 1965# p. 1 6 0). The 
language which the child hears his parents use during these 
early years and on into the elementary grades, determines, 
to a large extent, the quality of the child's language 
(Noel, November, 1953).

According to Strickland (1951), children of a 
higher socioeconomic status tend to ask more questions, 
use a larger vocabulary and use longer sentences. On the
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other hand, Riessman (1962, p. 3 1) states that "disadvan
taged children are especially deficient in what might be 
called * school know-how1." For example, the child may not 
have learned how to ask and answer questions.

Strickland (1 9 5 1) also points out that children of 
a higher socioeconomic status are provided with books, 
materials and enriching experiences which tend to increase 
the development of language. They also tend to hear a 
larger vocabulary at home.

Day (September, 1932) reported that the twins in 
her study from the upper three occupational classes were 
superior to the twins of the three lower occupational 
classes in all aspects of language measured. Davis (1937) 
reported similar findings in her study.

Davis (1937) also found that children from the upper 
occupational group had a greater mean length of remarks 
than children from a lower occupational group. Children 
from the lower occupational group make less spontaneous 
remarks, use more functionally complete but structurally 
incomplete sentences, have a smaller mean for subordinate 
clauses, have an index of subordination (see page 3 0) which 
is a little lower and use a smaller number of different 
words than children from the upper occupational group.

Templin (1957# P. 103) found that children from 
upper socioeconomic groups used "...longer responses at
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practically every age level tested....11 They also scored 
higher on vocabulary tests. However, she did not find 
great differences in the use of several types of sentences. 
The differences which did appear were found in the more 
advanced type of sentence structure which the upper socio
economic groups used more frequently. Both groups (upper 
and lower socioeconomic groups) used the declarative sen
tence more than any other type, then the interrogative 
next. Both groups used the adverbial clause most frequently, 
the noun clause next, followed by the adjective clause.

Strickland (July, 1962) found that children in the 
highest socioeconomic status group made slightly less use 
of the common 124 sentence pattern (the numerals, stand for 
subject, verb, direct object). To make up for this, these 
children made more use of the variations of sentence 
patterns. With this exception, both high and low socio
economic groups showed no great differences in the use of 
sentence patterns.

Loban (1 9 6 3) conducted a longitudinal study in 
which he found that the high group used more words and 
communication units than the low groups. Moreover, the 
high group maintained its initial superiority in language. 
The low group increased the average number of words in 
mazes and used many more partial sentence patterns. The
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high group used the subject, linking verb, subjective 
complement pattern to a greater extent than the low group 
as well as the expletive type of sentence pattern, the 
outer (objective) complement pattern, and the inner com
plement (indirect object) pattern. Otherwise, great 
similarity in the use of sentence patterns was found.

The low group used mostly nouns and pronouns for 
subject nominals while the high group was able to use noun 
clauses, infinitives, and verbals. When using nominals 
as complements, both groups used nouns and pronouns with 
the same frequency, but the high group exceeded the low 
group in the use of infinitives and clauses. Adjective 
clauses were used less frequently by both groups than 
adverb and noun clauses. The index of subordination was 
higher for the high group than for the low group.



V. ANALYSIS OF THE DATA

The analysis of the data followed the pro
cedure of Walter D. Loban as set down in his report. 
The Language of Elementary School Children. An 
example of an analyzed transcript may be found in 
Appendix B.

The first step of analysis was to count the 
number of words in a transcript. Contractions of a 
subject and predicate (e.g., "it’s") were counted as 
two words. Contractions of the verb and the negative 
(e.g., "won't") were counted as two words. Hyphenated 
and compound words were counted as one word. When 
used, expressions such as "huh uh" and "uh huh" were 
counted as one word. If a word had a syllable miss
ing, it was counted if the word could be inferred 
either from the context or the other syllables.

The greatest differences in the mean total 
number of words in a transcript occurred when com
paring 1C with -1C (see Table I). The children in 1C 
had a mean score of 65.55 while those in -1C had a 
mean score of 134.60. Although the scores of Groups I
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Table I. AMOUNT OF LANGUAGE: WORDS AND COMMUNICATION UNITS

Group
Total Number of 
words in tran
script

Communication
units

Total number of 
words in commu
nication units

Average number 
of words per 
communication 
unit

M cr M o' M <y M o'

1C 65.55 39.44 9.40 4.12 6 2 .0 0 36.83 6.14 1 .8 7

-1C 134.60 7 2 .7 3 14.15 7.46 1 2 5 .7 0 7 1 .6 0 8.79 1.99
I 66.75 3 8 .1 2 9 .6 7 3 .4 5 6 2 .5 8 35.52 5.94 2.02
II 6 3 .7 5 41.35 9 .0 0 4 .9 5 6 1 .1 3 3 8 .7 2 6.44 1.6l
III 152.00 91.04 1 5 .8 3 9* 22 141.42 8 5 .0 2 8.93 1 .6 7

IV 1 0 8 .5 0 47.87 11.63 3.24 1 0 2 .1 3 44.42 8 .5 8 2.39

Boys 84.52 64.95 10.48 5 .1 8 7 9 .6 5 57.22 6.97 2 .6 1

Girls 1 2 0 .0 6 78.43 13.41 7.51 130.59 76.32 8.11 1.71

vE



and II were quite similar. Group III had a mean score 
of 152.00 while Group IV reported a mean score of 
108.50.

The scores for boys and girls were also tabu
lated for the sake of comparison. The girls had a mean 
score of 120.06 while the boys had a mean score of only 
84.52.

Segmentation of the data for the purpose of 
counting was the next step. The three units which 
accomplished this were the phonological unit, the com
munication unit and the maze.

In practice the communication unit usually 
proved to be one independent clause, together with 
any of its modifiers. However, there were quite a few 
exceptions so that any utterance which was preceded 
and followed by (terminal) silence was defined as a 
communication unit. No communication unit contained 
more than one independent clause although quite often, 
several communication units occurred inside one phono
logical unit.

"Every stretch of this material which 
constitutes an elliptical independent 
clause (such that it could be expanded 
into an independent clause by the 
simple repetition of words from the 
context) is a communication unit.



"A word like yes or no is a separate 
communication unit when it could be re
placed by an independent clause. It 
is not a separate unit when it could 
not be replaced by an independent clause 
but merely introduces such a clause."
(Loban, 1963, p. 10).
A slant line (/) was used to mark the comple

tion of each communication unit while two double-cross 
junctures (^ ) marked the completion of the phonologi
cal unit. Brackets ([ J) were used to exclude the 
mazes from the communication units.

An analysis of the communication units (in 
terms of (l) the mean number of communication units,
(2) the mean total number of words in communication 
units, and (3) the mean average number of words per 
communication unit) provided these findings. In all 
three aspects of analysis, the mean score of -1C was 
greater than that of 1C; although Groups I and II 
were quite similar in these three aspects of analysis, 
the mean score of Group III was greater than that of 
Group IV in terms of the first and second aspects of 
analysis but barely exceeded Group IV in terms of the 
third aspect of analysis; the mean score of the girls 
was greater than that of the boys in all three aspects.

The language mazes were considered next (see 
Tables II and III). Not to be confused with these mazes 
are the following: a false start, a shift in expression
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Table II. AMOUNT OP LANGUAGE MAZES

Group Mazes
Total number 
of words in 
mazes

Average number of 
words per maze

M o' M o' M O'

1C 1.90 1.99 3.55 3 .6 0 1.64 2.42
-1C 4.05 2.77 8.00 7.00 1.70 00

I 1.67 1.49 4.17 4.08 2.23 3 .0 9
II 2.25 2.57 2.63 2.74 .77 .5 6
III 5.42 3.38 10.58 8.45 1.73 .77
IV 2.00 1.41 4.13 3 .8 0 1.67 .98
Boys 2.39 2.93 4 .8 7 7.00 1.37 1.02
Girls 3.76 2.49 7 .0 0 5 .2 6 2 .0 6 2 .6 0

Table III. PERCENTAGES ON MAZES AND WORDS IN MAZES

Group
Percentage of words in 
mazes in relation to 
total words

Percentage of mazes 
occurring in relation 
to communication units

1C 5.42 20.21
-1C 5.94 2 8 .6 2
I 6.25 17.27
II 4.13 2 5 .0 0
III 6 .9 6 34.24
IV 3.81 17.20
Boys 5.76 2 2 .8 1
Girls 5.83 28.04



but not the confusion of a maze (e.g., I was running.... 
no, walking); words of little meaning used as launchers 
preceding communication (e.g., well) and fillers (e.g., 
and everything); a short utterance, a word or group 
of words having meaning but not necessarily with a 
falling intonation as Loban states (e.g., yes).

The aspects of language which were considered 
regarding mazes are as follows: (l) the mean number
of mazes; (2) the mean total number of words in mazes; 
(3) the mean average number of words per maze; (4) the 
percentage of words in mazes in relation to total 
words; (5) the percentage of mazes occurring in rela
tion to communication units.

Although -1C was obviously more verbal than 
1C in terms of the aspects of oral communication con
sidered so far, the reverse was true in respect to 
that control over language which is necessary if mazes 
are to be kept to a minimum. 1C had a smaller score 
in terms of the first and second aspects but scored 
nearly as high as -1C in terms of the third aspect of 
language. Even in terms of percentages, 1C scored 
less than -1C, though just barely on the fourth aspect.

Groups I and II were not as similar as before 
in their performances. Their scores, however, were 
inconsistent as may be seen from the tables.



Groups III and IV reversed their superiority 
in much the same way as did 1C and -1C. The boys 
and girls also reversed in much the same fashion with 
the exception of the fourth aspect of language which 
was nearly the same.

The ability to use and vary the structural 
patterns of English is another aspect of language (see 
Table IV).

In order to simplify analysis at this level, 
Loban (1963) used a set of symbols: 1 = the subject
with all its modifiers; 2 = the verb plus auxiliary 
verbs and modifiers; (2) = the linking verb; 3 = the 
inner complement (indirect object); 4 = the transi
tive verb complement (direct object); 5 = the linking 
verb complement (subjective complement); 6 = the outer 
(objective) complement.

Loban also used other symbols: X = words of
little meaning used as launchers or filler (see the 
analysis of the mazes); U = a short utterance, a word 
or group of words carrying meaning; + = a sentence 
connector; =fr = a subordinator; T = the topic followed 
by the subject (sometimes the topic was followed by 
the object); 0 = the ellipsis of an essential part of 
the sentence; W = question words; ? = unanalysable



Table IV. RELATIVE PROPORTIONS OF STRUCTURAL PATTERNS ACCORDING 
TO. THE PERCENT OF PATTERN.USED _ . . .

Group 12 124 1 @ 5 1234 1246 (1)©1 Questions Partials

1C 17.55 29.79 6 .9 1 2 .1 3 5 .8 5 .53 7 .9 8 2 7 .6 6

-1C 13.92 33.33 7.33 4.40 4.40 .37 8.79 2 1 .6 1

I 15.52 29.31 8.62 2 .5 8 6 .0 3 0 6 .0 3 2 9 .3 1

ii 20.83 30.56 4 .1 7 1.39 5.56 1.39 11.12 2 5 .0 0

i n 16.39 35.52 6 .5 6 4.37 5.41 .54 10.38 17.43
IV 8 .8 9 2 8 .8 9 8 .8 9 4.44 2.22 0 5.56 30.00

Boys 17.75 2 7 .7 1 8 .2 3 3 .9 0 6 .0 6 0 5.63 25.97
Girls 13.33 33.33 7.11 2 .6 7 4.00 00CO 12.44 22.67



Table IV —  Continued

124 12 124 12 12 and l(2)5 1246 12 124 andGroup and and and and 24 and and and and 2 and2 24 24 2 2 24 246 234 24

1C 0 .53 1 .0 6 0 0 0 0 0 0
-1C .73 1.47 1.10 .73 .37 .37 .37 .37 .37
I 0 .86 1.73 0 0 0 0 0 0
II 0 0 0 0 0 0 0 0 0
III .54 .54 0 0 0 .54 .54 .54 .54
IV 1.11 3.33 3.33 2.22 1.11 0 0 0 0

Boys 0 1.30 1.73 .86 .43 0 0 .43 0
Girls .88 .88 .44 0 0 .44 .44 0 .44

VJlro



construction. The movable parts of a sentence were 
indicated by enclosing them in a rectangle. A false 
start or shift in expression without the confusion of 
a maze was indicated by enclosing it in a triangle.

The patterns of communication which emerged 
from this analysis are: 1 2 or l(£), 1 2  4, 1(2)5,
1 2 3 4, 1 2 4 6, (1) 0 1  (e.g.. Here is Mary), ques
tions, passive forms, requests or commands, and par- 
tials or incomplete units. However, some compound 
patterns were added to Loban's patterns as may be seen 
by checking the table.

With the exception of the sixth pattern 
( (l) (2)l), the passive forms, and the requests or 
commands, all of Loban's patterns were used by all of 
the groups in generally the same percentages. Groups 
III and IV, however, showed a considerable difference 
in the use of partials. While Group IV used more 
partials than any other group (30#), Group III used 
the least partials of any of the groups (17.43#). It 
would seem rather inconsistent that the group which 
had the lowest percentages on Table III would have 
the highest percentage of partials. Also to be noted 
are the percentages of the partials when comparing 1C



with -1C. As a group, -1C had about six per cent 
fewer partial patterns.

The girls asked nearly seven per cent more 
questions than the boys. Group IV asked fewer ques
tions (in terras of percentages) than any other group.

The information on the compound patterns 
shows that -1C has a much greater variety of usage 
than 1C. It should be noted that Group II made no 
use of the compound patterns.

Coherence through the use of subordination 
is another aspect of oral language to be considered 
(see Table V). The method chosen was Loban's (1 9 6 3, 
p. 6l) weighted index of subordination. The depen
dent clauses were tallied as follows:

1. 1 point for each dependent clause.
2. 2 points for any dependent clause modi

fying or within another dependent clause.
3. 2 points for any dependent clause con

taining a verbal construction such as 
an infinitive, gerund, or participle.

4. 3 points for any dependent clause within 
or modifying another dependent clause 
which, in turn, is within or modifies 
another dependent clause.
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The adjusted median was found for each child's 

transcript by dividing the total score (using the 
preceding table) by the total number of words in a 
particular transcript. This was done because of the 
great range in the length of the transcripts (10 words 
to 370 words).

The median score of -1C was greater than that 
of 1C. When the adjusted median was applied, -1C was 
still superior to 1C but to a lesser extent. Group 
II was superior to Group I in both aspects though 
the adjusted median shows a greater superiority. Group 
IV was superior to Group III, and the girls were super
ior to the boys.

Table V. SUBORDINATION INDEX

Group Median Adjusted Median

1C 1.0 .0205
-1C 4.0 .0365
I 1 .0 .0 0 9

II 1.5 .0375
III 4.0 .036
IV 4.5 3O•

Boys 1.0 .0 2 7

Girls 3.0 .037
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The frequency of the three types of subordi

nate clauses was tabulated (see Table VI). With the 
exception of Group I, all groups used the adverb clause 
most frequently. The adjective clause was used least 
frequently.

Table VI. FREQUENCY OF THREE TYPES OF SUBORDINATION 
EXPRESSED IN PERCENTAGES . .. .

Group Noun Clauses Adjective Clauses Adverb Clauses

1C 41.94 1 2 .9 0 4 5 .1 6

-1C 35.58 11.53 5 2 .8 8

I 5 0 .0 0 1 2 .5 0 3 7 .5 0

II 33.33 13.33 53.33
III 42.65 7.35 5 0 .0 0

IV 22.22 19.44 58.33

Boys 36.00 20.00 44.00
Girls 42.11 7.89 50.00

One reason for the large percentage of noun 
clauses may be found in the first structured question 
in Appendix A. "What do you think Rabbit will do now?" 
was often answered by such statements as "I think (that) 
he’ll run." and "I guess (that) he'll help him."



Some differences may be noted by examining 
the table: the percentages for adjective clauses when
comparing Groups III and IV and when comparing the 
boys and the firls; the reversals on percentages for 
the noun and adverb clauses of Groups I and II; the 
percentages for noun clauses of Groups III and IV.

Dexterity in varying elements within structu
ral patterns is another aspect of oral communication 
(see Table VII).

Nouns and pronouns were the only nominals used 
as subjects. Without exception, all the groups used 
a much higher percentage of pronouns than nouns. None 
of the groups being compared showed a great difference 
in terms of percentages with the possible exception of 
Groups I and II.

Pronouns, nouns, infinitives, clauses and 
prepositional phrases were the nominals used as com
plements. Their frequency of occurrence was generally 
the same as the order of the preceding sentence with 
the pronouns being used most frequently. One problem 
in respect to this order occurred in the percentages 
of the clauses and infinitives as may be seen by check
ing the table.



Table VII. DEXTERITY IN VARYING ELEMENTS WITHIN STRUCTURAL PATTERNS 
EXPRESSED IN PERCENTAGES _

Group
Nominals Used as 

Subjects Nominals Used zis Complements

Nouns Pronouns Nouns Pronouns
Prep.

Phrases Clauses Infinitives

1C 17.91 82.09 22.02 46.79 0 13.76 1 7 .4 3

-1C 15.00 85.00 32.02 36.95 .99 15.76 1 4 .2 9

I 20.99 79.01 21.21 48.48 0 13.64 1 6 .6 7

II 1 3 .2 1 86.79 2 3 .2 6 44.19 0 13.95 1 8 .6 0

III 13.73 86.27 30.43 33.33 1.45 1 8 .1 2 1 6 .6 7

IV 16.42 83.58 35.38 44.62 0 9.23 10.77

Boys 13.33 8 6 .6 7 2 7 .3 3 43.48 0 12.42 16.77
Girls 17.92 8 2 .0 8 30.27 36.19 1.31 17.76 14.47



The use of the prepositional phrase is not 
particularly important because the percentages were 
obtained from one transcript which made use of pre
positional phrases as complements twice.

A difference occurs between the groups 1C and 
-1C in the percentages which show the relative use of 
the nouns and pronouns. Groups I and II show the 
greatest similarity of percentages while Groups III 
and IV show consistently varied percentages.



VI. SUMMARY, CONCLUSIONS AND SUGGESTIONS

Summary

A study was conducted among forty fifth grade 
students at one of the schools in School District 1 of 
Tucson, Arizona. Certain aspects of oral communication 
in English were the basis of the research.

The study was limited to those students who had 
been neither retained nor accelerated. It was further 
limited to exclude those students who were transfers 
to this school from schools about which there was no 
information.

The forty students were divided into four 
groups: Group I was composed of twelve fifth grade
students who had participated in 1C classes (1C was 
a special first grade class designed to teach child
ren English) and who had spoken very little or no 
English when entering school. Group II was composed 
of eight fifth grade students who had participated 
in 1C classes and who had spoken some English when 
they entered school. Group III was composed of 
twelve fifth grade students who did not participate
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in 1C classes but who speak both English and Spanish in 
the home. Group IV was composed of eight fifth grade 
students who speak only English at home. When combined. 
Groups I and II were called 1C. -1C was used to de
signate Groups III and IV, when combined.

The procedures for obtaining the children's 
oral responses were quite simple. A fable which was 
written by the researcher (see Appendix A) was stand
ardized by recording it on a tape recorder. A second 
tape recorder was used to record the child's answers 
to the researcher's questions (see Appendix B).

The next step was to transfer the speech of 
the child from the recordings to paper. At this time 
the work of analysis began, using the procedure of 
Walter D. Loban as set down in his report. The Language 
of Elementary School Children.

The findings which follow are presented in terms 
of the hypotheses for this study: (1) The data col
lected in this study tends to support the first hypo
thesis, that is, fifth grade students who were enrolled 
in 1C were less proficient in all but one of the aspects 
of oral communication in English when compared with 
those who were not enrolled in 1C (that one aspect was 
freedom from mazes). (2) The data collected in this



study does not tend to support the second hypothesis, 
that is, fifth grade students who were enrolled in 1C 
and who spoke little or no English when entering school 
were not less proficient in the aspects of oral communi
cation in English when compared with those students who 
spoke some English when entering school. It may not be 
inferred from this that they were more proficient, 
however. (While one group surpassed the other on a 
particular aspect of language, it might be surpassed 
by the other group on the next aspect.) (3) The data 
collected in this study does not tend to support the 
third hypothesis, that is, fifth grade students who 
were not enrolled in 1C and who spoke Spanish and 
English when entering school were not less proficient 
in the aspects of oral communication in English when 
compared with those students who spoke only English 
when entering school. It may not be inferred from this 
that they were more proficient. The inconsistent rela
tionships among the aspects of language again prohibit 
a general statement.

In addition to these findings, the boys and 
girls were also compared. The girls were more profi
cient than the boys in all but one of the aspects of 
oral communication in English. (That one aspect was 
freedom from mazes.)



The similarity between the relationship of 
boys and girls as compared with 1C and -1C may be 
accounted for in part by the following: Group 1C was
composed of fourteen boys and six girls; Group -1C 
was composed of nine boys and eleven girls.

Conclusions

From the analyzed data some conclusions were 
reached. Among the more important were the following. 
The children in -1C spoke (on an average) more than 
twice as many words as the children in 1C. Although 
the average total number of words spoken was about the 
same for Groups I and II (Group I was composed of 
fifth grade students who attended 1C classes and who 
spoke very little or no English when entering school; 
Group II was composed of fifth grade students who 
attended 1C classes and who spoke some English when 
they entered school), the children in Group III 
(fifth grade students who did not attend 1C classes 
but who speak both English and Spanish in the home) 
spoke (on an average) 152.00 words while Group IV 
(fifth grade students who speak only English at home) 
reported an average of 108.50 words. The girls in the 
study spoke an average of 1 2 0 .0 6 words while the boys 
reported an average of only 84.52.



When considering other aspects of oral lan
guage which contribute to the amount of language, the 
findings were generally the same as those for the 
average number of words spoken. However, when con
sidering mazes (or confused speech), there was gene
rally a reversal in the findings. That is, the groups 
who used more words also used more mazes (even in terms 
of percentages).

Sentence patterns were used in generally the 
same percentages by all groups. The girls, however, 
asked nearly seven per cent more questions than the 
boys. Group IV asked fewer questions (in terms of 
percentages) than any other group. -1C showed a 
greater variety than 1C in the use of compound patterns.

The groups which had been more verbal (in 
terms of the amount of words spoken) also showed a 
greater ability to subordinate. With the exception 
of Group I, all groups used the adverb clause most 
frequently, then the noun clause, and lastly the ad
jective clause.

Nouns and pronouns were the only nominals used 
as subjects. Without exception, all the groups used a 
much higher percentage of pronouns than nouns. Pronouns 
nouns, infinitives, clauses and prepositional phrases



were the nominals used as complements. Their frequency 
of occurrence was generally the same as the order of 
the preceding sentence with the pronouns being used 
most frequently.

The findings of this study tend to support the 
hypothesis of -1C being more proficient than 1C in terms 
of certain aspects of oral communication in English 
(with the exception of the mazes). However, when com
paring Groups I and II and Groups III and IV, no con
sistent relationships among the aspects of oral 
communication were found. Therefore, the hypotheses 
concerning the greater proficiency of Group II to 
Group I and Group IV to Group III would not tend to 
be supported.

Suggestions for Further Research

The following are some questions which were 
unanswered by this study, but may serve as a basis for 
further research, (l) If the proportions of the boys 
and girls were reversed (e.g., more boys in -1C than 
girls and more girls in 1C than boys), would the 
scores remain about the same? (2) Why were there 
more boys than girls in the group called 1C? (3) Is
this ratio of boys to girls true just for this school?



(4) How representative are these scores if they were 
compared with the same scores from all the other fifth 
grades in schools where the 1C program had been in 
effect? (5) To what extent were listening skills 
tested? (6) Would these differences between the 
groups in the various aspects of language be about 
the same if retested in another four or five years?
(7) Would these differences between the groups in the 
various aspects of language be about the same if
English and Spanish were replaced by other languages?

' ‘ "

(8) If additional aspects of oral communication were 
used, would these groups show approximately the same 
relationships? (9 ) If other stimuli were used in place 
of the fable, would the scores of the children in this 
study be about the same?



APPENDIX A

INSTRUMENT FOR COLLECTING DATA 

Mother Quail Helps Young Deer

Once upon a time there were some great mountains 
where tall pine trees grew. Beneath one very tall pine 
tree Mother Quail sat on her nest of eggs. She and 
her nest were hidden in a clump of weeds that grew near 
the tree.

Mother Quail had been sitting on the eggs for 
many hours when she began to feel hungry, so she spread 
her wings and flew away in search of some food.

As Mother Quail was flying along she saw Young 
Deer caught in a thorny bush.

"Mother Quaili" cried Young Deer, "Please 
help me!"

"How can I help you?" asked Mother Quail, "I 
am too small to help."

"I think that my mother is somewhere in the 
great meadow. Will you find her for me?"

"I will find her," said Mother Quail.
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And away she flew through the woods toward the 
great meadow. She knew that she must hurry because 
she never left her nest for very long.

There was Mother Deer. She was in the woods 
looking for Young Deer.

Mother Quail swooped down.
"Come this way," she chirped and Mother Deer 

followed her.
Young Deer was so happy to see his mother, 

but it was several minutes before his mother could 
get him out of the thorny bush. By this time Mother 
Quail had eaten a small lizard and was back on her 
nest.

Four days later Young Deer felt well enough 
to leave his mother's side. As he was trotting through 
the woods he came to the side of a steep cliff. At 
the bottom of the cliff was the house of his friend. 
Rabbit. Now Rabbit was sort of a lazy fellow and 
would probably be asleep.

Young Deer suddenly stood very still. He 
sniffed the breeze; he listened; and then he saw a 
coyote sneaking up toward Rabbit's house.

What could he do? He remembered how Mother 
Quail had helped him. He must do something. There



was a big rock on the side of the cliff. If he pushed 
on it hard, maybe he could roll it down the cliff and 
scare the coyote away. He pushed and pushed. All the 
time the coyote was getting closer and closer to 
Rabbit's house.

He gave a last push and nearly went over the 
cliff with the rock. As it plunged downward, the 
big rock pushed other rocks ahead of it. The coyote 
gave a yelp and ran away.

Young Deer came down the steep path that led 
to Rabbit's house.

Rabbit was yelling, "Let me out of here. My 
house has been buried by rocks! Help! Help!"

"I'll help you," called Young Deer.
Rock by rock he slowly cleared a way through 

to Rabbit's house.
"I was sound asleep when the rocks started 

to come down," said Rabbit. "What happened?"
Young Deer told him about the coyote.
"Thank you. Young Deer. I'd have been the 

coyote's breakfast if it hadn't been for you."
Many weeks later Rabbit was asleep as usual.

A funny smell woke him up. What was that smell? He 
didn't know.
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He peeked out of his hole and watched Mother 

Quail and Littiest Quail. Littlest Quail was much 
smaller than his brothers and sisters and couldn't fly 
or walk very well yet.

There was that smell again— only stronger
this time. It was--smokei He turned to run, and
then he thought of Mother Quail. She couldn't leave 
Littlest Quail. He looked and saw the flames near 
the tall pine tree where Mother Quail was desperately try
ing to get Littlest Quail to walk or fly away.

What should he do? He thought of how Young Deer 
had helped him. Now the smoke was all around him.
He could carry Littlest Quail on his back. Would there 
be time to run and get him? Could he run fast enough 
with Littlest Quail on his back or should he leave them 
and not take a chance on getting burned? What do you 
think Rabbit will do now? Think about your answer for 
a minute. I will ask you again.

Structured Questions

1. What do you think Rabbit will do now?
2. Why do you think he would do that? (This 

question was asked only if the child did not include



it in his answer to number one. This question was 
not asked if the child was unable to answer number 
one.)

3. Some of the animals in this story helped 
each other. How do you help other people like your 
mother, your father, your brothers or sisters, or 
maybe just someone in trouble? How might you help?

4. How do other people help you like your 
mother, your father, a teacher, a doctor or maybe 
even a fireman? How might they help?

5. I have asked you some questions. Are 
there any questions you would like to ask me or any
thing you would like to say?

During the first and fifth questions the child 
was generally addressed by his own name.



APPENDIX B

SAMPLE OF DATA COLLECTED

c.u. No. of
or M. w.

6) © X 1 2  r- *-i 4
Well (pause) I think I I thinly he'll

Q (P tell him to jump down off the tree and /and]
1 2 **

1 18 get on his back.y#/ He'll start running 
away. 7^/

1 5 0

1 3 To save him̂ j$fc/ 
n

©
V

Clean the walk £aj help my mother with
1 13 the house and clean the cav.jfiZ

n

Q ©
U
Help with my ̂ iny a my] little brother play

1 10 with my other brother.^/
7 0

1 2  41© My mother helps me with / a with] my home-
+ 2 r

work/ so does my brother and big sister.
1 G )  51 3 That wSs exciting./ How you say the 

story?/
1 5
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1

1 |2) 5
3 It's exciting. 

U
1___ 1 _____
11+ (5) 75+ frl) = 86 (total number of words) 11 communica
tion units. 75 (total number of words in communication 
units)
75 T = 6 .8 2  (average number of words per communi
cation unit)
5 mazes 11 (total number of words in mazes)
11 y  5 = 2 .2 0 (average number of words per maze)
(C.U. stands for communication units; M stands for mazes 
No. of W. stands for number of words).
Structural Patterns
1 2  4 1 2  Partials l(̂ ) 5 Questions
2 2 4 2 1

Subordination Index Adjusted Scores
1 1 -  86 =  .012

Types of Subordinate Clauses
Noun Clause 1
Nominals Used as Subjects
Pronouns 5
Nouns 3
Nominals Used as Complements
Clauses 1
Pronouns 1
Nouns 1

v*»



APPENDIX C

INFORMATION ABOUT VAN BUSKERK SCHOOL

Neighborhood Description of 
Van Busklrk School Area

Van Buskirk Elementary School is located in 
Census Tract 2 2, Tucson, Arizona. The school neighbor
hood differs somewhat from the wider tract area in 
ways which are apparent in the following data.

Information from the i960 Census Tract 22 
records includes:

In Tract 2 2, 55.4# of the people are listed 
as white and of these 44.6# have Spanish surnames.

The average schooling of adults is 8 .8  years 
in comparison with 12.1 years for Tucson as a whole.
The average schooling for Spanish surname people in 
this tract is 7 .1  years.

The average income in Tract 22 is $4,178 in 
comparison with the city average of $5,703. Average 
income of Spanish surname people is $4,031.

Of the 870 families in this tract, 604 
(6 9.4#) have incomes of less than $5,000. There
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are 50 families with less than SI,000 income; 109 
families with incomes from $1 ,0 0 0 to $1,9 9 9; 111 fami
lies with incomes from $2 ,0 0 0 to $2,9 9 9; 128 families 
with incomes from $3 ,0 0 0 to $3,9 9 9; and 206 families 
with incomes from $4 ,0 0 0 to $4,999*

42.1# of the homes in this tract were built 
before 1949. The average house has 3-1/2 rooms.

Information from the Van Buskirk School records 
Includes:

Van Buskirk School has an active enrollment 
(March, 1967) of 533 children. Of these, 70.3# have 
Spanish surnames, 2.3# are Negro, 0.8# are Chinese 
and 2 6.7# are listed as white of non-Spanish surnames.

The school has Grades 1 through 6 with 104 
children in Grade 1, 119 children in Grade 2, 75 child
ren in Grade 3, 86 children in Grade 4, 59 children in 
Grade 5, and J6 children in Grade 6 . There are 14 
children in a Special Education class for mentally 
retarded. There are twenty classrooms in the school 
building and twenty teachers, one principal, one 
secretary and a one-third time nurse.

Precise information regarding family income 
is not available from the school records. However,
95 children of the 533 are from families receiving
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Aid to Dependent Children or some other form of public 
assistance.

Information from Recent Test scores:

Grade 1
Reading

Readiness Number
Readiness

Total
Readiness

Tucson No. 1 
Mean Stanine 5.4 5.6 5.3Van Buskirk 4.4 4.9 4.5

Grade 3
Word

Knowledge
Word

Discrimination Reading
Tucson No. 1 
Mean Stanine 5.1 4.9 4.9Van Buskirk 4.1 4.2 4.3

Grade 4 .
Word

Knowledge
Word

Discrimination Reading
Tucson No. 1 - ~
Mean Stanine 5.0 5.1 4.7Van Buskirk 4.0 3.9 3.9

Grade 5 Word Meaning Paragraph Meaning
Tucson No. 1 
Mean Stanine 
Van Buskirk

Grade 6

4.6
2.9

Word
Knowledge

4.53.2

Reading
Average
Reading

Tucson No. 1 -
Mean Stanine 4.9 4.9 5.1Van Buskirk 4.0 3.8 4.2

We feel that, in spite of a sincere and intel
ligent staff, we are failing to raise the academic 
proficiency of our students to the extent that they 
will be successful in high school and attain responsible 
adult life.



(The information for this appendix was made 
available for the study by Mrs. Treadwell, principal 
of Van Buskirk School.)
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