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THE VALIDITY OF PRESCHOOL LANGUAGE
INTERVENTION PROGRAMS

CHAPTER ONE

INTRODUCTION

...to leave the world a bit better, whether by a
healthy child, a garden patch, or a redeemed social
condition; to know even one life has breathed
easier because you lived. This is to have
succeeded. (Ralph Waldo Emerson)

People are in a constant search for the successful

life. Emerson's definition of success lends to the human a

truly altruistic nature. It conjures up visions of children,

flowers, kittens and peaceful equality. If one is to agree

with Emerson, it is necessary to identify and examine exam-

ples of man's search for social reform. In today's society

it is relatively an easy task to visualize several examples

of the truly giving nature of people. The social reform

systems provide for the poor, programs have been developed

to assist the needy, churches cater to the spiritual needs

and schools are including programs for all children.

But how effective are the programs designed to help

others? Everyone is familiar with the volumes of proverbial

red tape and reams of paper necessary to insure a quality

program. What is the outcome of all this work? Are the

programs actually valid? What does the research show? Carl

Rogers (1978) believes that human beings have the natural

potentiality to learn. Do man's reforms create learning
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experiences or are they merely expressions of man's need to

serve? What are the limitations of the programs man has

developed to salve his own conscience? These are questions

that need to be examined.

One area that has received repeated attention is in the

realm of early childhood education, especially in the area

of language intervention. Language itself is the vocal

communication of thoughts and ideas, a process by which

meaning is conveyed or expressed from one person to another

(Cole, 1981). Most people are so accustomed to speaking and

listening that these skills are often taken for granted.

Consequently, it is assumed that children will somehow learn

to talk without any help (Corbally, 1978). As the ability

to communicate by means of language and speech is considered

to be the principal characteristic that distinguishes the

human species from all other animals, it is amazing that

intervention programs for aiding in the development of early

language skills is such a relatively recent occurrence

(Fallen, McGovern, 1978). In 1799 Jean-Marc-Gespard Ward

identified and taught Victor, the "wild boy" of France, to

speak and communicate but it is only since 1975 and passage

by Congress of Public Law 94-142, the Education for All

Handicapped Children Act, that language intervention is

hopefully assured for all children (Woolery, 1982).

Research indicates that infant stimulation related to

language development begins from the moment of birth. New-

borns respond very early to the sounds of the human voice.
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Exposure to auditory stimulation allows the baby to begin

the formation of a language system. For the normal child,

this process occurs naturally. For the handicapped child,

an intense program of stimulation is necessary during the

early years to ensure the development of language to the

fullest extent possible (Fallen, McGovern, 1978). Normal

language development allows the child to communicate with

others about experiences within the environment. To deny

language development therapy to a young language impaired

child denies the communication process (Eisenson, 1972).

With the occurrence of Public Law 94-142 (P.L. 94-142),

a trend toward early childhood special education developed.

Programs designed to encourage optimum developmental growth

were established and an interest in the lasting effects of

such early intervention became prevalent. Intervention may

be considered as any modification or addition of services,

strategies, techniques, or materials necessary to maximize a

child's potential (Fallen, McGovern, 1978). Decisions about

intervention procedures are based on information gathered

during identification and assessment procedures. Medical,

social, and psychological intervention strategies are essen-

tial in the treatment of preschool handicapped children.

Yet, they function primarily as an adjunct to educational

intervention. The field of education seems to have the

greatest responsibility in responding to the needs of the

preschool handicapped child (Charles, 1976).
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Early childhood education for the handicapped is becom-

ing more and more widespread. Within these early interven-

tion programs, the need for a solid language development is

emphasized. One indication of this need is the relationship

between language and cognitive growth which has been the

focus of many recent studies. Although the approaches to

language theory differ, the resulting consensus is that

language and cognition depend heavily upon each other

(Welch, McGovern, 1978). The handicapped child who is

placed in an early intervention program will likely have an

intensive language therapy program. Head Start, developed

in the 1960's, was one of the first government sponsored

projects to emphasize the importance of early language in-

tervention. The data available concerning the effectiveness

of these programs is varied as is most of the data gathered

to determine the validity of early childhood intervention

programs. A review of the recent literature indicates that

there is significant data supporting early intervention as

well as significant data denying the effectiveness of early

intervention.

Because of the prevalence of early intervention pro-

grams, especially those with an emphasis on language devel-

opment, a concise measure of the validity of preschool

language intervention programs is necessary. To provide

such a measure of validity, it is important to examine

language as a measurable index. By comparing syntactical

and morphological development, a general overview of lane
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guage development can be statistically analyzed (Brown,

197 8) .
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THE VALIDITY OF PRESCHOOL LANGUAGE
INTERVENTION PROGRAMS

Statement of the Problem

Purpose of the Study

The purpose of this research is to investigate the

effectiveness of using an early childhood language interven-

tion program with children who are language delayed at the

ages of 3, 4 and 5 and to determine how the early childhood

language intervention program is associated with changes in

language development, specifically in the areas of syntax

and morphology at the primary grade level K-3 (ages 5-9).

Design

A comparison of 57 children, both male and female, in

the primary grades, (K-3, ages 5-9) of two separate but

comparable school districts who are currently receiving

language therapy from state licensed speech and language

pathologists will be examined. One school district will be

defined as providing early language intervention at the pre-

school level (ages 3, 4 and 5). The "Oral Language Sentence

Imitation Screening Test" (OLSIST) by Zachman, Huisingn,

Joregnsen and Barrett (1978) will be administered to the

children as a basis for evaluating language intervention

programs in the sample. A survey of sociological demo-

graphic data dealing with subjects and their families will

be analyzed to show communities are comparable.
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Analysis

The results of the Dallas school district which pro-

vided early language intervention to pre-school children

will be examined in a paired T-test. Morphological and

syntactical differences of the subjects will be described.

The relationship between the results of the OLSIST test,

both morphologically and syntactically will be analyzed

through the use of T-tests when studying the differences

between the school districts. Additional factors to be

analyzed through a two or three way Anova will be grade

level and sex.

Null Hypothesis

1. There is no difference between primary school age chil-

dren who receive pre-school language intervention and

those primary school age children who do not receive

pre-school language intervention with respect to syn-

tactical development.

2. There is no difference between primary school age chil-

dren who receive pre-school language intervention and

those primary school age children who do not receive

pre-school language intervention with respect to mor-

phological development.

3. There is no difference between pre-school syntactical

development and primary grade school syntactical

development.

4. There is no difference between pre-school morphological
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development and primary grade school morphological

development.
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Definition of Terms

Early Childhood Education: The training of children ages

three through eight.

Intervention Programs: Providing additional training in

areas defined through need, de-

velopmental delay or handicap.

Public Law 94-147: The law that was passed in 1975

providing for a free and appro-

priate education for all handi-

capped persons.

Language: A closed group of phonetic

sounds organized into a set of

rules governing how our words

and sentences are formed to

convey meaningful messages com-

municated in a functional,

appropriate manner to an

interested listener.

Morphology: The study of morphemes which may

be defined as the smallest gram-

matical units in a language that

have meaning.

Syntax: A set of rules used to form

meaningful sentences from rules.

These rules are mastered and

used automatically by skilled

speakers of a language.
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CHAPTER TWO

REVIEW OF THE LITERATURE

The world is full of wonderful things,
But none more so than man,
...
Speech he has made his own, and thought
That travels swift as the wind,
And how to live in harmony with others.

-Sophocles, Antigone

In order to receive a complete picture of the state of

the art of early childhood language intervention programs it

is necessary to review the studies and programs that have

been initiated within the past decade. To begin with, a

study of historical notes will be provided then, an overview

of theoretical approaches to language development will lead

into a review of normal language development which will

provide a basis for understanding the basic problem of

language disorders. Also, a review of the literature

associating Piagetian theory and language development will

be studied, and a comprehensive look at the recent research

concerning the viability of intervention programs will be

analyzed. Following this complete overview will be a study

of the structure of language that will best lend itself to

an exact study of significant differences between the

language of primary students who receive preschool

intervention and primary school students who do not receive

preschool intervention in language.
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HISTORICAL NOTES

I spent that first day picking holes in paper,
then went home in a smoldering temper.
"What's the matter, love? Didn't ye like it at

school, then?"
"They never gave me the present."
"Present? What present?"
"They said they'd give me a present."
"Well, now, I'm sure they didn't."
"They did! They said, 'You're Laurie Lee, aren't

you. Well, just you sit there for the present.' I

sat there all day but I never got it. I ain't
going back there again." (Laurie Lee from
Donaldson, 1979)

What is the mystical realm of language that allows the

same message to be interpreted differently by a child and by

an adult? What concept of language is all powerful to the

sophisticated art of daily communication? Can this property

of language be learned? Is it an innate trait passed on

from generation to generation?

The study of language and language development has

interested educators for thousands of years. According to

Owens, (1978) Herodotus, an historian in ancient Greece,

reported that Psammetichus I, an Egyptian pharoah of the 7th

century B.C., conducted a child language study to determine

the "natural" language of humans. Two children were raised

with sheep and heard no human speech. The children did not

begin to speak Egyptian. In the Christian era, St.

Augustine discussed his own language development in The

Confessions. In our own history, Charles Darwin, the father

of modern evolutionary theory, published a narrative of his

son's development with close attention to language learning.
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In research today, many professional careers are devoted to

unraveling the mysteries of language.

People study language development for a variety of

reasons. For some the direct link between language and

thought represents an avenue of research that may enable a

more complete understanding of the cognitive processes.

Also, studying language is interesting and can help us to

better understand our interpersonal relationships. There is

a slightly mystical quality of language development, that

quest for complete understanding, that challenges the

detective inherent in all man. The rules of language and

how these rules fit together to form communication are

indeed complex. As adults, it is rare to find someone who

truly understands all the rules and standards language

places on the communicator. Yet as a child, it is normal to

find the rules and standards sorted out and utilized effec-

tively in just a few years.

Language development represents part of a larger

concern for child development. Early Childhood Education

Specialists are eager to learn about this developmental

process in order to facilitate growth and change in young

children. Special Education professionals and speech-

language pathologists study child language to increase their

insight into normal and deviant processes.

This interest in the young child is a relatively new

concept. Most parents have always valued their children but
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up until the reformation in the 16th century, they viewed

children as miniature adults. The early childhood movement

was influenced by the ideals of at least four early

educators. Jan Amos Comenius (1592-1670) emphasized the

importance of toys, play and the first six years of life.

John Locke (1632-1704) and Jean Jacques Rousseau (1712-1778)

proposed new, although different theories about how children

grow into adulthood. Johann Pestalozzi (1764-1827) taught

preschool children and, contrary

era, emphasized the need for

Pestalozzi also recommended that

with objects prior

(Bailey, 1982).

Friedrich Froebel (1782 - 1852),

to the practices of the

kindness to children.

children have experience

to verbalization about those objects

the "father of

kindergarten" was influenced by the views of Rousseau and

Comenius and by contact with Pestalozzi (Deasey, 1978;

Evans, 1975). Along with the new and developing interest in

the young child came research and programs to facilitate the

growth and knowledge of children. Always prevalent was the

concept of language and its relationship to knowledge. In

the twentieth century Jean Piaget, a Swiss scientist

interested in how the young child constructs knowledge,

caused a rethinking of what should be done in the classroom,

especially in early childhood education (Forman, Kuschner,

1984).
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THEORETICAL APPROACHES TO LANGUAGE DEVELOPMENT

The one complete commonality found in language research

is the desire to understand language. In order to satisfy

this desire, it is crucial for a person to have acquired the

use of the native language for his environment. Education

is the process that most often is used to accomplish this

learning of language. But what educational theory of

language development is the most effective for use? The

study of child language is infested with theoristic

approaches and concepts. Within the last four to five

years, however, there has been an emergence of three theore-

tical approaches that have become dominant in the study of

language. These three approaches can be described as

behavioral, psycholinguistic (syntactic and semantic/cogni-

tive) and sociolinguistic.

Behavioral Approach

Behavioral theorists, such as Mowrer (1954), Skinner

(1957), and Osgood (1963), considered language to be a

learned or conditioned response through association between

a stimulus and the response. Language is seen by the

behaviorists as a set of associations between meaning and

word, word and phoneme, statement and response. It is the

strength of the stimulus response bonds that assures the

occurrence of the response. Skinner (1957) believes that

every verbal behavior has an assigned probability of

emission under specific circumstances. Language is
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understood by the behaviorists as complex linguistic

behaviors representing chains or combinations of various

stimulus-response sequences.

As in any theory, there are both limitations and

contributions to the behavioristic approach to language

development. The limitations of a strict behavioral theory

of language acquisition were described by a

psycholinguistic theorist, Noam Chomsky. Specifically,

Chomsky addressed the issues of reinforcement, imitation and

syntactic development as they related to the stimulus-

response sequencing.

Chomsky stated, "I have been able to find no support

whatsover for the doctrine...that slow and careful shaping

of verbal behavior through differential reinforcement is an

absolute necessity." (1959, p.142) In responding to Skinner

further for attempting to explain the process of acquisition

while seemingly ignoring the content being learned Chomsky

continued, "There is little point in speculating about the

process of acquisition without much better understanding of

what is being acquired." (p.55). It seems that parents of

young children, as reinforcers of language, actually only

direct a small portion of the language learning process.

Parents of young children tend to ignore grammatical errors

and to reinforce for truthfulness (Brown and Hanlon, 1970).

For example, a two year old child who says, "That bes a

twee" while pointing to a rose bush will be corrected. If
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she is pointing to a tree, however, her parents will likely

respond with, "Yes, that is a tree." The grammar is not the

prime concern, the concept of identifying the tree correctly

is the prime concern.

It is unlikely that a child could ever learn through

imitation all of the sentences he will have the potential to

learn in the future. Brown (1973) shows that children will

more frequently produce the full sentence structure "Daddy

is sleeping" before they will use the contracted form while

adults will more frequently use the contracted form "Daddy's

sleeping". Brown thus negates the imitative learning of

sentences and suggests that children instead learn rules for

sentences that can be used for comprehension and production.

Chomsky further dismisses operant conditioning by stating,

"The fact that all normal children acquire essentially

comparable grammars of great complexity with remarkable

rapidity suggests that human beings are somehow specifically

designed to do this." (1959, p. 57)

It would be foolish to totally dismiss the behavioral

explanation of language development. The behaviors

identified by Skinner and other operant psychologists have

proven useful in language training (Owens, 1978). Many

structured behavioral techniques are used today as a basis

for remedial programs used with children with delayed or

disordered language.
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Paycholinguistica: A Syntactical Approach

In the late fifties and early sixties, psycho-

linguistics was concerned with structuralism and mental

processes. Noam Chomsky, professor of linguistics at MIT

was the dominant theorist of linguistic structualism.

Chomsky (1957, 1965) developed a complex and formal theore-

tical model known as transformational grammar to describe

the abstract internalization of knowledge that each of us,

as a native speaker of our own language, uses in deriving

sentences.

The basic assumptions of Chomskyls theory relative to

language acquisition are nativistic. The origins of

language are explained by referring to an inborn capacity to

learn language...an innate linguistic mechanism. This

innate mechanism is called the Language Acquisition Device

(LAD) and is characterized as a set of rules or underlying

principles for structuring sentences. Chomsky believes that

children are "pre-wired" for language acquisition ( Chomsky,

1957). He feels the LAD automatically "activates" when the

child is exposed to linguistic input. This allows the child

to use advanced knowledge in his language acquisition device

to process the linguistic environment and speculate as to

how things should be said. This reasoning explains how

children learn rules concerning the formation of sentences.

It is highly unlikely that rules for sentence structuring

are ever explained before the child is some years into his

formal schooling and yet children seem to glean the
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knowledge of the rules of language within the first few

years of life. Chomsky feels the child's task is one of

narrowing the range of possibilities through a hypothesis

testing procedure that eventually arrives at an accurate

conceptualization of the syntactic rules of his language

environment.

Chomsky's innateness hypothesis was strongly attacked

in the early seventies because of the assumptions made about

cognitive development. Schelsinger (1977) points out that

the nativists actually treat language learning as though it

is acquired independently of cognitive learning. The roles

of syntax and semantics become confused in vague

explanations of how a child "knows" what to do with

linguistic input. The relationship between what the child

is born knowing and how this knowledge is generated to the

objects and lessons of the world is unclear. However, the

contributions of Chomsky and other nativists must be

considered as viable. The emphasis on and special

sensitivity to those features of grammars that are universal

lends credence to the theory of innateness (Donaldson,

1979).

Psycholinguistic Theory: A Semantic/Cognitive Model

McLean and Snyder-McLean (1978) have summarized the

semantic/cognitive hypothesis of language acquisition as

follows:
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1. Children's early language utterances appear
to be expressions of perceived semantic
relationships as opposed to being expressions
of innate preprogrammed syntactic relation-
ships among language elements.

2. Semantic relationships necessarily reflect
the perception and understanding of certain
relationships between and among the entities
and the actions which are present in a
child's environment,

3. Such perception and the subsequent
development of an understanding of these
relationships [are] products of the cognitive
domain of human functioning.

4. The products of the cognitive domain in the
form of the perception and understanding of
relationships among elements in the
environment can be considered to be a child's
knowledge of the word.

5. Therefore, the child's language utterances
reflect his knowledge of the relationships
among and between the entities and the
actions which make up his world.

6. Thus, language "maps" onto or encodes a
child's existing knowledge. (p.22)

The semantic/cognitive hypothsesis is characterized by

what Reber (1973) has called an "information-processing

approach". The child must abstract basic relations from the

physical environment and rules from the linguistic

environment. These relationships are internalized and

categorized to appear later in the child's expressive

language. Language input is interpreted using linguistic

rules that reflect these cognitive relationships. Language

development is a product of the strategies and processes of

the general cognitive development but is not seen as a

direct result of it (Owens, 1978).
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Chomsky claims (1969) that the semantically based

notion of linguistic processing is a "notational variation"

on his transformational theory. The difference in Chomsky's

theory and that of the semantic/cognitive theorists is in

the highlighting of at least one prerequisite to language

acquisition: cognition. The limitation to this prerequisite

is simply that some children with normal cognitive abilities

do not acquire language. In addition, there is some

evidence that cognition does not always influence language.

Schlesinger (1977) points out that some aspects of

linguistic development cannot be explained without reference

to earlier linguistic input.

The greatest limitation of the semantic/cognitive

hypothesis can be found in the process of language

acquisition. The link between cognitive abilities and

language acquisition is not adequately explained, the

hypothesis does not explain why the child's cognitive

concepts and relationships become linguistically coded

because it ignores the contribution of early communication

(Owens, 1978). An adequate description of language

acquisition according to McLean and Snyder-McLean (1978)

"must also include the basic nature and purpose of

children's communicative transactions within the social

context in which they reside or function" (p. 41).
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The Sociolinguistic Theory

The sociolinguistic model of language acquisition is

concerned primarily with the communication between the

child-mother or child-caregiver. The interactions that

occur within these relationships are considered to be,

according to Rees (1978), "the originating force as well as

the conditions for language learning," (p. 238). It is the

reference of the sociolinguistics that as the caregivers

respond to the infant's early reflexive behaviors, the

infants learn to communicate their needs. It is through

repeated interactions that the communication skills are

refined.

In examining the sociolinguistic theory, it is seen

that emphasis is placed on environmental linguistic input

and the role of parental modeling and feedback. McLean and

Snyder-McLean (1978) describe the major conclusions of

sociolinguistic thought. In their opinion language is

acquired because, and only if, the child has a reason to

talk. This, in turn, assumes that he has become

"socialized"...and has learned that he can affect his

environments through communication. Further, they conclude

that language is first acquired as a means of achieving

already existing communicative functions directly related to

the pragmatic aspect of later language and that linguistic

structure is initially acquired through the process of

decoding and comprehending incoming linguistic stimuli while

language is learned in dynamic social interactions involving
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the child and the mature language users in his environment.

The mature language users facilitate this process. So, the

child is an active participant in this transactional process

and must contribute to it a set of behaviors which allow him

to benefit from the adult's facilitating behaviors.

The sociolinguistic approach minimizes language

structure by distinguishing "between the meaning jja the

message and the meaning Al the message" (Bloom and Lahey,

1978 p.48).

Summary

Within the last several decades, three major theories

of language acquisition have evolved. These three theories

are behaviorist, syntactic psycholinguistic, cognitive/

semantic psycholinguistic, and sociolinguistic. Comparisons

and contrasts among these four theories can be seen in Table

2.1. Be reminded that this is a summary table and the

complexities of the theories are greatly reduced to

facilitate the usage of a table format.
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TABLE 2.1
COMPARISONS AND CONTRASTS OF

FOUR LANGUAGE DEVELOPMENT MODELS

Behavioral

Functional

units

Selective

reinforce-

ment of
correct

form.

Reinforce-

ment and

extinction.

Modeling.

Paycholinguistic

Syntax Cognitive/Semantic

Syntactic units Semantic units

Language Acqui-

sition Device

(LAD) contains
universal phrase

structure rules

used to decipher

the transfcrma-

tional rules of
language.

Minimal.

Universal cogni-

tive structures

help child estab-
lish mnlinguis-
tic relationships

later expressed
as semantic re-

lations.

Cognitive rela-

tionships estab-
lished through

involvement of
child with the

environment.
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Sociolinguistic

Functional units

Speech acts

Early communica-

tion established
through which
child expresses

intentions pre-

verbaly. Lam-

wage develops
to express early
intentions.

Camnunicative

interaction es-

tablished first.

Modeling and
feedback.

As can be seen by this brief overview of varying

theories concerning language development, language is indeed

a complex concept. The one theme that seems to permeate all

four of the theories reviewed however, is the link between

language and cognition. This link is referred to in

differing degrees by all language theorists. Also inherent

in the theories is the belief that language development and

the young child are linked through the natural laws of

maturation. Language develops with the child.
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NORMAL LANGUAGE DEVELOPMENT

McCormick (1984) identifies three questions to address

to developmental findings concerning language development.

These questions are: What linguistic and social elements of

the environment contribute to early language learning? What

non-linguistic phenomena do very young children attend to,

understand, and talk about? How do children learn to use

language to affect their environment?

In answer to these questions it is realized that verbal

language learning is a developmental process in which the

phonological, semantic, syntactic and pragmatic aspects are

constantly being refined. Emergence of verbal language has

been viewed as "...a more or less gradual unfolding of

capacities in a series of well circumscribed events that

took place between birth and three and one half years of

age" (Marge, 1972, p.80). Many experimental early educa-

tional programs for children emphasize language for this

reason.

That children's behavior draws upon and is influenced

by past experiences is clear. It is difficult to establish

the precise manner in which the experiences are internally

represented and organized but it is evident that they are

somehow organized in meaningful and accessible ways

(McCormick, 1984). Wells (1974) describes four child and

environmental influences that characterize what will direct
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a child's attention and learning probabilities. These four

factors are as follows:

1. The child's deprivation state relative IL certain

Leeds According to Hunt (1965) and Bruner (1969),

earliest interactions are stimulated by and have a

physiological base in avoidance of the basic needs of

hunger, thirst, and discomfort and by an innate drive

for action and learning. The need for social

interaction also motivates the child to interact early

on with his environment (Schaffer, 1971, 1977; Uzgiris,

1981). The reasons can be then seen as both biological

and social in nature. Eventually language is the tool

by which the child manipulates his need for overcoming

the various stages of deprivation. First, however, the

child must attend to, construct and organize the

meaningfulness of language.

2. Ajax caregivers structure and selectively direct the

child's attention. Gaining attention, with both verbal

and nonverbal devices, is an important element of early

caregiver-child interactions (Ratner and Bruner, 1978).

Kagan (1971) delineates three variables related to

environmental structures that influence children's

selection of what they will attend to and process.

They are the range of objects and events that are

available, the number of routines and rituals which

permit the child to experience the different events

repeatedly occurring in relation to one another and the
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amount of encouragement the child receives to act upon

those aspects of the environment which interests him.

3. 112 1.12SALEMAI12.71 /rsa/Ailials AIrAlul&A lAil AZ&

AndiAlls S2 II& skull. This area is the most

mystifying and least controlled. Somehow, the normal

child filters incoming information, reduces it to

manageable proportions, stores what he finds useful in

a retrievable form and links it with established

knowledge categories (Berry, 1969).

4. What the child already knomi What objects, events and

relations are meaningful to a child at any given time

depends upon how he has established meaningful

categories.

To see the development of language along side the

development of other characteristics gives a complete

picture of the growing preschool child. Table 2.2 developed

from Harj (1978) also includes a look at the development of

language broken down into receptive and expressive

components as well as grammar (syntax) and speech

(phonation).



TABLE 2.2
DEVELOPMENTAL CH ART

YEARS a. MDIDR b, FEEDIT c. RAY d. RECEPTIVE
EE3-IAVIORS

e. DiFRESSIVE
BEHNIORS

f. GR1.1446,9 g. SFEECH

1

Stands Feeds self Bangs toys
el one f intyrr foods or obj acts
Uses Drinks from together
finger-third° cup with Rays in-
grasp Easel stance terective

germs
(peek-a-boo)

Looks at people
who talk
Responds to
simple am-
mends
scar parried
by gestures

Says wind
cart ineti ons
that sound
like wards
Responds
to talking by
"talking"

Balances Begins to Throws ob-
erten walk- use spoon jests end
1 ng Lifts cup picks then

2 Imitates yes- and drinks up
ti cal strokes wet .l Erj oys put L-

ing toys

Gets itans of
clothing on
request
Responds to
simple car
mends without
gestura

Asks for items
by rens
Answers
simple
questions tile
'Whet's that?'

Carbines 2 lams initial
to 3 differ- 'nib, t, n,
ant words;
mime verb Fi nal n
phrases

Pedals Insert s Shads in- Selects
tricycle spoon in terest in bi g/l 1 ttl e
Imitates mouth car- manipulative Puts itans

3 building a rattly toy s in or on, as
tower of 4 Holds malt Rays along- directed
61. OCI03 glass in ore side another

hand claiLd

Relates
immediate
experiences
Answers ques-
tions of choice
tile 'Which ore?'

Uses regu-
lar plsraLs
Uses third
parson
rocs

Uses final
consonants
from above
Uses s,f,d.
r initial and
final

Hops on 1 Serves self Expresses
foot at table imagination
Draws a Pours well in play

4 person in 3 Crap a Begins
parts pitcher sharing toys

Follows 3
action
suspends
Rita items
under or beside
as directed

Asks 'Why?"
and Rim?"
questions
Answers wiretap
questions Like
What's it for ?',
"Hay?"

Uses past
tense
says sen-
tences of 4
words

Uses th,ch
v, L, and
consonant
blends (i.e.,
st, sp, tr,bpj

N.)3
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PIAGET AND LANGUAGE: DEVELOPMENT

Piaget and Cognitive Development. One of the most thorough

investigations of children's use of semantics in the 1900's

is Piaget's first published work, The Language and Thought

_41 the Child (1955), which first appeared in English publi-

cations in 1926. In order to fully understand Piaget's

relationship between language and thought, it is first

necessary to review the different developmental stages

Piaget identifies in the overall growth of the child.

Basically and very concisely, Piaget breaks development into

four stages: sensori-motor, preoperational, concrete opera-

tional and formal operational. The first two states are

seen as preparatory or prelogical states and the latter

stages are seen as advanced or logical thinking stages.

Table 2.3 outlines these stages.

TABLE 2.3
STAGES OF DEVELOPMENT OF SENSORI-MOTOR, PREOPERATIONAL,

CONCRETE OPERATIONAL, FORMAL OPERATIONAL

STAGE AGE RANGE CJIARACTKRISTICS

Preparatory,

prelogical

stages

Sensori-motor

---.4-

Birth-2 years Coordination of physical

actions; prerepresentational

±preverbal.

Preoperational 2-7 years Ability to represent action
through thought + language;

nrelogical.

Advanced,

logical

Concrete

Operational
7-11 years Logical thinking, tut limited

to physical reality.

thinking

stages

Formal

Operational

11-15 years Logical thinking, abstract

and unlimited
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During the sensori-motor stage of development, which

ranges from birth to approximately age two, the young child

goes through a period of sensory input and coordination of

physical actions. Through his active search for

stimulation, the infant combines primitive reflexes into

repeatable action patterns (Labinowitz, 1983). The child at

this stage finds that his actions are his world. Signs of

intelligence at the sensors -motor stage are the recognition

of the permanency of objects outside his own perception and

the initiation of goal-directed behavior and the invention

of new solutions (Labinowitz, 1983). The child is not

capable of internal representation (thinking) but does

exhibit a kind of logic of actions in the latter parts of

this stage. Language is not yet developed so the emergence

of intelligence is seen as preverbal by Piaget.

From the ages of two through seven, the child moves

through a period of representational and prelogical thought

described by Piaget as the preoperational stage. During the

transition from the sensori-motor stage to the

preoperational stage the child discovers that some things

can represent other things. The child's thinking is no

longer exclusively tied to external actions and is now

internalized. Imitation, symbolic play, mental imagery, and

language are examples of internal representation that emerge

at this stage. This period is dominated by representational

activity and a quickly developing spoken language. Symbolic

functioning is still inflexible and the child's ability to
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think logically is deterred (Labinowitz, 1983). Included in

the limitations of the preoperational stage are inability to

mentally reverse a physical action to return an object to

its original state (irreversibility), inability to mentally

hold changes in two dimensions at the same time

(centration), and the inability to consider another's

viewpoint (egocentrism).

From the preoperational stage the child moves into the

concrete operational stage around the ages of seven through

eleven. The concrete operational stage is characterized by

a period of concrete logical thought. The child becomes

more able to demonstrate logical thinking in relationship to

physical objects. He is able to mentally reverse an action

that he had previously done only physically (Forman, Kuscher

1984). The child is able to mentally hold two or more

variables at a time when studying objects and can understand

contradictory data. Mathematical operations are also devel-

oped in this stage. The child's thinking in the concrete

operational stage is restricted to concrete objects, how-

ever, rather than ideas (Labinowitz, 1983).

The fourth stage of Piaget's schema is the formal

operational stage or the period of unlimited logical

thought. This stage generates from the age of eleven

through fifteen. It is during this stage that children

begin to think about thinking and begin to perform opera-

tions on operations. "Where the concrete operational
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child's thought is tied to changes in concrete objects, the

thought of the formal operational child's thoughts is in-

volved with the changes expressed in purely verbal proposi-

tions° (Forman, Kuschner, 1984, p. 92). The child is now

capable of fully understanding and appreciating the abstract

concepts of algebra and literary criticism. He often be-

comes involved in spontaneous discussions and responds to

conversations dealing with abstract concepts such as justice

and freedom.

Piaget believes that the order in which children pass

through these stages of development does not vary and that

all children must pass through the concrete operational

stages to reach the formal operational stages (Labinowitz,

1983). The rate at which each child passes through the

stages may vary from child to child and some children reach

the later stages earlier than others. Some children stay

longer in the early stages than others and some children

never develop the mental abilities that characterize the

later stages. It is estimated that only half of the Ameri-

can population has reached the level of formal operational

thought (Labinowitz, 1985).

Piaget refers to language and thought throughout his

discussion of developmental stages. Piaget's interest in

language is demonstrated by his close examination of free

speech in kindergarten children (Dale, 1978). Piaget found

two major classes of speech in kindergarten speech: egocen-

tric speech and socialized speech. Egocentric speech can be



32

spoken in solitude or in the presence of others but is

characterized by a primary communicative intent. The role

of the listener is not actually considered. In the second

class, socialized speech, the child does intend speech to

relay a message to the listener (Dale, 1985).

A look at the comparison between Piaget's developmental

stages and the six major stages of phonological development

shows further the step by step progression of development

adherred to by the child.

This graphic description of vocalization in comparison

to Piaget's developmental stages further emphasizes the

close relationship between language and thought. The growth

seen in the first seven years of life indicates a direct

need for early childhood education.
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TABLE 2.4
A COMPARISON OF PIAGET'S STAGES OF COGNITIVE DEVELOPMENT

WITH SIX MAJOR STAGES OF PHONOLCGICAL DEVELOPMENT

PIAGET'S STAGES PHONOLOGICAL STAGES

Seneorimotor period (age: birth-2)
The child develops his sense and
motor ability; he actively
explores his s envi ronment until
the achievement of the notionl
of object permanence.

Period of preoperatione (age: 2-73
The onset of symbolic represent-
ation. The child can use a system
of social signs to refer to the
pest and future, although he
primarily lives in the here and
now.

The child's play begins to mirror
reality rather than change it to
the child's own structures. Child
begins to solve tasks such as the
conservation of Liquids by use of
perception.

Subperiod of concrete operations
(age: 7-111
The ability to solve tasks of
conservation is developed as the
child can now perform reversible
operations. He no longer needs
to rely on perception.

Period of Formal Operations (age:
11-151
Appearance of the ability to reflect
abstractly. Child can nos solve
problems through reflection.

1. Preverbal vocalization and per-
ception (eget birth-1)

2. Phonology of first 50 words (age:
1-1.51
ChiLd gradually acquires his first
words.

3. Phonology of simple morphemes
(age: 1.6 -41
Vocabulary increases rapidly es
child develops a system of speech
sounds. The child uses a variety of
phonological processes to simplify
speech. Most words consist of simple
morphemes.

4. CcepLetion of phonetic inventory
(age: 4 - 7)
Most speech sounds ere required by
the end of this period. Simple words
are by and large pronounced correct-
ly. First appearance of more complex
words which are poorly pronounced.

5. Morphophonemic development (ages7-12)

The more complex derivational mor-
phology of Language is acquired.

S. Acquisition of spelling
Child develops the ability to spell
the complex words of the Language.

(Ingres, Morehead, 19761
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Buhler (1980) further provides a quick review of

Piaget's basic principals and relates these principals to

the four stages of cognitive development and various types

of speech, thought, and morality.

TABLE 2.5
PIAGET: COGNITIVE DEVELOPMENT AND LANGUAGE

Stages of cognitive development

Birth to 2 years Sensorimotor Development of schemes primarily

through sense and motor activities

2 to 7 years Preoperational Gradual acquisition of ability to

conserve and decenter, but not cap-

able of operations (reversibility)

7 to 11 years Concrete Capable of operations, but restrict,

operational ed to concrete experiences, not able

to generalize to hypothetical ex-

periences

11 to 14 years Formal Able to deal with abstractions, form

operational hypotheses, consider possibilities

TYpes of speech, thought, and morality

Egocentric speech

and thought

Socialized speech

and thought

Moral realist

Moral relativism

Up to age of seven or eight years, children tend to

assume all others see things as they see than

After the age of seven or eight, children are able

to take into account that others may have a different

point of view

Up to age of eleven or twelve years, children are oon-

cerned about only one aspect of a moral situation,

concentrate on material outcomes, are rigid and

literal in interpreting rules

After the age of eleven or twelve, children may take

into account circumstances in analyzing moral situa-

tions, weigh motives and intentions, and be flexible

in interpreting rules.
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Piaget and Language Acquisition

Piaget links the child's acquisition of language with

other forms of representation - imitation, symbolic play and

mental imagery - that emerge simultaneously in his

development (Labinowitz, 1983). As the child leaves the

sensori-motor stage and moves into the preoperational stage

around the age of seven, he becomes increasingly adept at

representing objects and events in a variety of ways. The

preoperational period is marked by both the emergence of and

the rapid development of language ability. Labinowitz

(1983) correlates Piaget's theory in relationship of

language to meaning by stating, "...a word itself has no

meaning. Hearing a word evokes internal representations of

meaning based on our prior interactions with the environment

and with related ideas. Unless our existing framework can

give meanings to words, they are a meaningless sequence of

sounds." (Labinowitz, 1983, P.15).

True assimilation of new information, according to

Piaget, can be related to Wells' theory of language

variables in that it is necessary for new information to

relate to an established network of understandings for the

meaning to have relevance.

An example of this process is graphically provided in

Table 2.6. Labinowiz (1983) describes language according to

Piaget as developing as part of a larger system of

representation. It is only one way of representing the

world (p.115).
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TABLE 2.6
LEVELS AND TYPES OF REPRESENTATION

LEVEL TYPE

Sign

A kind of symbol
with no resemblance
to a real object

Words

A word itself evokes clear mentalimages and
meaningful mental relations based on a variety
of interactions with objects and events. Words
serve to retrieve personal meanings and to
express them.

Symbol

Some resemblance to
real objects, yet
distinct from a real
object

Pictures

Children who have rich experiences with objects
and events can correctly interpret pictorial
representations in terms of prior experience
and understanding.

Physical models

The child is able to represent a physical object
by a three dimensional model made from clay or a
flat drawing,evoking an image ofthe real
object from representations.

Make-believe play

Childrenuse objects to represent other objects
(symbolic play).

Imitation

The child can represent the object by using his
bodytorepresentsound and movementof the
object. Children also represent common situa-
tions in their lives by acting than out (dra-

matic play).

Index

Part of the actual
object represents
the whole object

Part of the object

The childis able to mentally construct the
missingpart andrecognize the object;he
producesa mental image of the object by seeing
some tracks or traces caused by the object.
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Bloom (1970) has adapted Piagetian theory to her

conceptual framework of language development. She believes

that knowledge of the substance and process of language

development can be a major source of insight into the

development of thought. Other studies linking language

development to cognitive development have focused on the

sensori motor period. Bloom and Lahey (1978) state that

until object permanence is achieved at the end of the

sensori-motor period, a child cannot learn the names of many

objects. The achievement of object permanence means that

the child realizes the object exists independently of the

child's actions upon it and independently of the time and

space context in which it appears. Bloom and Lahey thus

imply that sensori-motor stage is a prerequisite for lan-

guage development. Other studies by Edmonds (1976), Bates

(1976) and Ingram (1976) indicate that imitation at the

sensori motor stage and symbolic play are prerequisites to

the development of language. Support for this view comes

from Synder (1975) who examined cognitive development in

both normal and language delayed children and found that

the child's first words reflect his own actions in the

events in which he is participating. For example, "ball",

"no", "more", and "all gone" are among the first words of

many children (Bloom and Lahey, 1978). These words express

the conditions of existence, non-existence, recurrence, and

disappearance. Bloom and Lahey (1978) have noted that a

child's success in learning to talk depends on his ability
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to perceive and organize his environment.

Crain (1985) provides some implications for education

using Piaget's responses to the need for a philosophy of

education. For Piaget, as for Rousseau and Montessori, true

learning is not something that is handed down by the

teacher, but is something the child develops (Crain, 1978).

It is a process of active discovery.

Like Rousseau and Montessori, Piaget also stresses the

importance of gearing instruction to the child's particular

level. If a teacher wishes a child to learn about the

meaning of a word, he should not first draw diagrams, give

lectures, or engage in verbal discussions. The child should

be encouraged to divide the words into concrete parts

(Flavell, 1963, p. 368).

Piagetian theory states that learning should be an

active discovery process and should be geared to the child's

stage. Also, Piaget believes that there is much value in

social interactions (Crain, 1985). Thus, interactions

should be encouraged, and the most beneficial ones are those

that involve interaction with peers (Evans, 1975). Over the

past twenty years, early intervention programs have been

developed to encourage the young handicapped child to

experience the growth and development potentialities that

may exist in a variety of services. This interest in early

intervention has only recently included programming for

children with language disorders (Nation, 1983). Harj



39

(1978) believes that if a child does not initiate

communication, or is not consistently responsive, he has a

problem which should be investigated. Any language problem

that interferes with communication interaction is certainly

a handicap.

If the four stages of Piagetian developmental theory

are related to early language intervention it can be derived

that the young child in the preoperational stage of

development who is having difficulty with language may in

fact be hesitating at the onset of symbolic representation

which corresponds directly with the vocalization of simple

morphemes (Morehead and Morehead, 1976). Remembering the

rule that a child moves from one stage to the next, it

follows that early language intervention would be imperative

at this early stage of development.

LANGUAGE DISORDERS

There are some communication and language problems

found in young children which can be associated with

specific physical or emotional circumstances. Mental

retardation or delayed language development is often linked

to delayed mental development (Harj, 1978). The current

definition of mental retardation from Chapter 581 Division

15 of the Oregon Department of Education is:

(MR) J4ental retardatign refers to significantly sub
average general intellectual functioning existing
concurrently with deficits in adaptive behavior
and manifested during the developmental period.
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(EMR) Educable mentally retarded means a child who has
mild retardation and whose intelligence test score
ranges between 2 and 3 standard deviations below
the norm on a standardized individual test and who
fully meets eligibility criteria under 581 -15-
051(7).

(TMR) Trainable mentally retarded means a child who has
a moderate severe or profound level of mental
retardation and whose intelligence test score is 3
standard deviations below the mean on a
standardized individual test.

Most children who are mentally retarded do not

communicate as frequently as normal children. They begin to

talk at a later age and use fewer words, simpler sentences

and have more errors in grammar.

A physical reason for language delay can be found in

the child who is orthopedically impaired who may not have

control over his muscles. For example, the child with

cerebral palsy usually experiences difficulties in

coordinating breathing with vocalization which makes oral

language virtually impossible (Harj, 1975). The definition

of orthopedically impaired found in the Oregon statutes is:

(0I) Orthopedically _impaired means a severe orthopedic
impairment which adversely affects a child's
educational performance. The term includes
impairments caused by congenital anomaly (e.g.,
clubfoot or absence of some member), impairments
caused by disease (e.g., poliomyelitis or bone
tuberculosis) and impairments from other causes
(e.g., fractures or burns which cause
contractures, amputation or cerebral palsy).

If a child has a hearing loss, language will also be

delayed in development. If the hearing loss is severe, the

child may be totally unresponsive to sound and will probably

be noticed by the caregiver, however, if the loss is not
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profound and occurs only at certain frequencies, the loss

may go undetected throughout those crucial early years of

language development (Harj, 1978). Hearing loss is defined

by Oregon statutes as:

Deaf means a hearing impairment which is so severe that
the child's hearing, with amplified sound, is
nonfunctional for the purpose of education performance.

and/or:

Bard sr hearing means a hearing condition, which is
functional with or without amplified sound and adversely
affects a child's educational performance.

The learning disabled child may have problems in the

area of receptive language, expressive language or speech -

or all three. These children are often aware of their

difficulties and may withdraw from communication (Harj,

1978). Learning Disabilities are defined by Oregon law as:

Specific learning disability means a disorder in one or
more of the basic psychological processes involved in
understanding or in using language, spoken or written,
which may manifest itself in an imperfect ability to
listen, think, speak, read, write, spell or do
mathematical calculations. Children with a specific
learning disability are unable to profit from regular
classroom methods and materials without special
educational help and are, or will become, extreme under-
achievers. These deficits may be exhibited in mid to
severe difficulties with perception (the ability to
attach meaning to sensory stimuli), conceptualization,
language, memory, motor skills or control of attention.
specific learning disability includes such conditions as
perceptual handicaps, brain injury, dyslexia, minimal
brain dysfunction and developmental aphasia. The term
does not include children who have learning problems
which are primarily the result of visual, hearing or
motor handicaps, mental retardation, emotional
disturbance or environmental, cultural or economic
disadvantage.
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The emotionally disturbed child has difficulty relating

to the environment around him and finds it difficult to

relate with language (Harj, 1978). The definition of

emotionally disturbed is seen in the Oregon statutes as:

Seriously emotionally disturbed means an emotional
problem which affects a child's educational performance
to the extent that the child cannot make satisfactory
progress in the regular school program. The seriously
emotionally disturbed child exhibits one or more of the
following characteristics over an extended period of
time and to a marked degree:

A. An inability to learn at a rate commensurate with
the child's intellectual, sensory-motor and
physical development;

B. An inability to establish or maintain satisfactory
interpersonal relationships with peers, parents or
teachers;

C. Inappropriate types of behavior or feelings under
normal circumstances;

D. A variety of excessive behaviors ranging from
hyperactive, impulsive responses to depression and
withdrawal; or

E. A tendency to develop physical symptoms, pains or
fears associated with personal, social or school
problems.

Language and Early Childhood Education:

Language is central to any form of intel-
lectual growth... Poor language development
may be linked to a child's feeling of
incompetence and to his inability to function
socially, while a healthy, social and
emotional development will likely be a

positive influence on a child's ability to
learn. (Cohen, 1974, p. 11)

Language and social acceptability go hand-in-hand with

cognitive development. The child with a specific speech or

language deficit is likely to fail repeatedly in communcia-
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tion and may in fact withdraw from the communication

exchange (Harj, 1978). Speech-language pathologists working

in school and clinic settings are increasingly involved in

the therapy of preschool children with language disorders.

These children, by reasons of various disorders, acquire

language much more slowly than their peers and experience

academic difficulties in school (Nation, 1983). Chacksfield

(1980) feels that the child's happiness and success or

failure in the first school experience depends largely on

his effective acquisition of adequate linguistic skills.

Educational programming for children with language disorders

is a relatively recent development. Twenty years ago most

language disordered children were more than likely required

to make their own way entirely within the regular

educational system or were referred to slow learner

classrooms. In the 1950's, California began classes for

children with the specific language disorder, aphasia, due

to parental pressure. About the same time other states

began to invest time and funds into the education of

children with learning disorders (Cruiskshank, 1967).
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EARLY CHILDHOOD INTERVENTION PROGRAMS

Historical Review

Over the past 20 years early intervention for
handicapped children has moved from a state of
virtual nonexistence to a broad and growing
spectrum of services for infants and pre-
school children." (Bailey & Walery, p.1)

This rapidly increasing interest in early intervention

has created a number of theoretical and empirical bases

(Hayden & McGinniss, 1977) and, at this time, has the

support of public and professional circles. Most states in

the U. S. currently provide some type of home-based and/or

center-based programs for the handicapped, although not all

states have mandatory laws for early intervention. With the

passage of P.L. 94-142, the Education for All Handicapped

Children Act, the educational services to the handicapped

are no longer a charitable gift (Martin, 1982). P.L. 94-142

provides for an appropriate education for each child in the

least restrictive environment. Specifically, this law was

designed to protect and serve the educational interests of

handicapped children.

Handicapped children are defined by the act as:

...mentally retarded, hard of hearing, deaf,
orthopedically impaired, other health im-
paired, speech impaired, visually handicapped,
seriously emotionally disturbed, or children
with specific learning disabilities, who, by
reason thereof, require special education and
related services. (Ballard, p.2.)

The regulations under Section 504 of P.L. 94-142

explicitly state that, "there shall be available a free
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appropriate public education for children three through five

and youth 18 through 21...8 (P.L. 94-142)

Not only does P.L. 94-142 provide educational services

for school age children, but it also provides for public

education for the pre-school (age three through five) child.

Similarly, more money is spent on research, teacher

training, and model program development in special

education. In 1966, P.L. 89-750 created the Bureau of

Education for the Handicapped. This Bureau administers

programs related to educating the handicapped persons in

America. In 1968, the Handicapped Children's Early Educa-

tion Assistance Act (P.L. 90-538) created the Handicapped

Children's Early Education Program (HCEEP) with the purpose

of establishing model programs to demonstrate the

effectiveness of early intervention.

If the chronological development of early childhood

education for the handicapped is compared with the education

for the typical child it can be seen that education for the

young handicapped child has lagged behind. Woolery (1982)

provides a descriptive chart of these historical

developments.
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TABLE 2.7
HISTORICAL REVIEW

EARLY CHILDHOOD EDUCATION FOR SPECIAL EDUCATION FOR

NCNHANDICAPFED DATE HANDICAPPED CHILDREN

F. Froebel (1782-1852), "father of
kindergarten," founded schools end
kindergartens in Germany end
Switzerland

1799- Jean-Marc-Gasps rd Iterd taught
1805 the "wild boy," Victor, in France

1817 Thomas Gal laudet founded school
for deaf in Hartford, Connecticut

Ea rly
1800's

1829 Perkins School for the Blind was
founded in Watertown,
Massachusetts

1837 Edouard Seqguin, influenced by
Iterd, started first school for
feeble-minded in France.

1840's Jacob Guggenbuhl started first
residential facility for mentally
retarded in Switzerland

1 851 Howe advocated educating blind
children in regular classes;
however, this did not appear
to occur

1854 First educational residential
facility founded in Syracuse

First U.S. kindergarten was founded 1855 -6
in Wisconsin by H. Schurz (1832-1876).
Class was German speaking

First English-speaking kindergarten 1860

in U.S. founded by Elizabeth Palmer
Peabody (1804-1894), Boston

1869 First class for deaf children,
Boston

First Public kindergarten founded by 1873

William Harris and Susan Blow,
St. Louie
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TABLE 2,7 (Continued)
HISTORICAL REVIEW

EARLY CHILDHOOD EDUCATION SPECIAL EDUCATION FOR

DATE HANDICAPPED CHILDREN

1875 First class for mentally re-
tarded children in U.S..
Cleveland

Model kindergarten exhibited at 1878

Exposition in Philadelphia

First teacher-training program for 1880

teachers of kindergarten started.
Oshkosh Normal School, Philadelphia

International Kindergarten Union 1892

founded

John Dewey [1859-1952) established 1896

what was probably the first labora-
tory school with pre-school children

Marie Montessori worked with Rome
"alto" children end started Casa
del Bambini (homes/housee of
children)

Arnold Gesell founded Clinic of
Child Development at Yale
University

Child Education Foundation of
New York City founded a nursery
school using Montessori's principles

1896 or First special class for the
1899 blind, Chicago

1886 Maria Montessori started class
for subnormal children in Italy

1899 - First class for orthopedi cal Ly
1900 handicapped, Chicago

1807

1911

1915

Iowa Child Welfare Station founded 1917

and began a preschool Lab in 1921

Harriet Johnson founded lab school 1919

which is now Bank Street
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TABLE 2.7 (Continued)
HISTORICAL REVIEW

EMILY CHILDHOOD EDUCATION SPECIAL EDUCATION FOR

DATE HANDICAPPED CHILDREN

Merril lPalmer School ( later 1822

Institute) was founded

Child Study institute of Columbia 1924

Teacher's College was founded

Childhood Educationperhaps the 1924
first professional Journal in early
childhood education was first
published by International
Kindergarten Union UM)

IKU changed name to Association for 1930
Childhood Educe ti on (ACE)

National Association for Nursery 1930
Education (NANE) was organized

Nursery schools provided by V&A
to provide Jobs

1833
1842

1939 Skeels and Dye reported on
the effects of living conditions
on young children

Lanham Mar Act Nurseries were pro 1940

vided for children of warren in
defense plants during flu

rat= Children--perhaps the second 1944
mid or professional Journal --was first
published by MANE

NANE became known es the National
Association of the Education of
Young Children (NAEYC)

1958 Kirk reported on studies with
preschool educational ly handi
capped children

1 961 President Kennedy established
President's Committee on Mental
Retardation
Hunt published Intelligence
ar Experience

1964
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TABLE 2.7 (Continued)
HISTORICAL REVIEW

EARLY CHILDHOOD EDUCATMN SPECIAL EDUCATION FOR

DATE HANDICAPPED CHILDREN

Elementary-Secondary Education Act
initiated Head Start

Project Follow Through was initiated

Children's Television Workshop
broadcast "Sesame Street" publicly
on a national level

Westinghouse Learning Corporation
evaluation of Heed Start was
published

1965

1966 Bureau of Education for the
Handicapped established

1968

1968 Federal Government established
Handicapped Children' a Early
Education Program to fund
model preschool programs for
handicapped children

1969

1969

1972 Economic Opportunity act re-
quired at Least 10% enrollment
of handicapped children in
Head Start

Tremendous growth in the compensatory Early
education movement end related evalu- 1870's
ation studies

Laza end Darlington published
summery results of Lasting effects of
early compensatory education

1975 P.L. 94-142. The Education for
ALL Handicapped Children Act,
established educational ser-
vices for some preschool handi-
capped children

1979

1979 Publication for the Journal,
sr 1ga Division tat Early
Childhood, first prof seal onal
journal expressly for handicapped
preschool children
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The history of early educational involvement for the

handicapped child is one that clearly shows movement toward

early intervention. Remembering the link between language

and cognitive development it is interesting to explore the

frequency of language disorders in the handicapped

population.

In looking at the statistics in Table 2.8 showing the

greatest incidence of handicapping conditions, it is evident

that the category of "speech impaired" is highest on the

chart. And, according to Riggs and Shames, (1985) the

greatest number of speech handicaps lies in the area of

language.
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Language Intervention

Cooper (1978) stresses the importance of early

intervention with emphasis on language development programs

for the young child. Crain (1974) also states the

importance of early intervention and that, in particular,

language development is vital for the handicapped child at

an early age. Hall and Mery (1970), in reviewing programs

designed to effect changes in the language development of

disadvantaged and handicapped children, indicate the general

concensus of educators is that language is the vital element

of delay that determines the progress of a child in later

schooling.

deHirsch (1972) predicts that the proper time to begin

intervention is before the birth of the baby. Parents

should discuss problems related to the acceptance of a new

baby as well as programs for providing operational

intervention centers for each stage of a young child's life.

The actual studies that have evaluated intervention

programs for the young child, and in particular language

programs, have derived differing degrees of significance.

Conant and Budoff (1982) conducted a 3 year investigation of

an intervention program for young children (3-6 years old)

with serious language disabilities. The model features a

game approach to teaching linguistic elements through stress

on meaningful conversation. In 1977, Guess derived a

complete review of the literature concerning language

intervention programs. His findings are filed in four
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documents and assess the state of the art in the area of

speech and language intervention for preschool children.

The volume of Guess, information suggests an interest in

this area of research.

Educational intervention is noted to be facilitated

through four basic alternatives: the parent-infant program,

for children under 24 months developmentally; the nursery

school, which serves children functioning at a 2-3 year

level; the pre-kindergarten, in which 4 and 5 year olds are

enrolled; and the cooperative services with other agencies,

which involve multihandicapped children the above mentioned

programs are not equipped to handle (Hasenstab, 1979).

Early diagnosis of language delay is the emphasis of a

program study by Hollinshead (1974) for the Bureau of

Education for the Handicapped, Washington, D.C. Pre and

post test data reveal that significant differences in the

direction of gain are evident in the relationship between

children and adults when language delayed children are

identified and assessed. The identification of the

handicapped child appears to make communicaton between

teacher and child a more plausible accomplishment.

Lazar and Darlington (1979) review the lasting effects

of eight well-run, well-controlled preschool projects based

on the Head Start concepts. Several findings are

noteworthy. Children who attend early intervention programs

are less likely to be placed in special education programs
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than those children who receive no early intervention

programs. This finding does not mean that no early

intervention children were in special education classes,

rather, that there is a statistically significant lower

number when compared with the control group. Early

intervention children are also less likely to be retained in

a grade than the control group who do not receive early

intervention. A comprehensive intervention program for deaf

children is reviewed by Greenburg (1984) with the results

indicating more developmentally mature communication and

higher quality interaction in children who receive

intervention.

In studying the "Early Childhood Language Centered

Intervention Program" of the New York Public Schools, which

is designed to provide classroom instruction and transporta-

tion for preschool children with primary speech/language

handicaps, Tobias (1983) used individual education plans

(IEP's) to focus on language development. In 1981-82, the

program served 97 children in four sites. Tobias visited

the sites to evaluate staff, facilities, instruction, parent

involvement, and IEP objectives mastered by each student.

Results indicate that 90% of the pupils attained the

criterion of at least one IEP objective in language

communication.

Illebrun (1981) found that structured language training

is most beneficial when working with preschool language

delayed children. A special two year early oral language
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program designed by a Wisconsin public school system to

develop life oriented, auditory vocal skills in language

delayed children was researched by Skarda (1974).

Evaluation procedures of this pre-academic program include

language tests and parent interviews. The findings indicate

the positive outcome of advancement in language skills of

those children involved in the program.

The "Pennsylvania Research in Infant Development and

Education" (PRIDE) Project is an educational effort to

accelerate the development of children ages one through five

by providing enriching experiences to enhance the growth of

sensory, conceptual and language abilities. The evaluation

of the program conducted by Dusewicz and O'Connell (1973)

reveals the progress made by the children in the program.

Information concerning the source of the progress may be

directed to increased parental involvement. The program

concerned children in two principal environments: the

center-based and the home-based program. Statistical

analysis of pre and post test data on an extensive battery

of test measures pooled over a period of five years showed

that developmental gains were significant for both environ-

ments but were more statistically significant for the

center-based program (Dusewicz and O'Connell, 1974). Thus,

center-based intervention programs appear to be more effec-

tive than home-based programs.

Campbell and Ramey (1977) evaluated an early
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intervention project at the Frank Porter Graham Child

Development Center. They studied primarily the results of

the Bayley Mental Development Index (MDI). Results indicate

that the positive effects of early intervention can be

clearly seen by the middle of the second year of life. A

study aimed to analyze the relationship between early

childhood experiences (pre first grade) and children's

reading ability learning in the first grade was researched

by Feijo and Carmen (1982). The design included three

groups of children from low income families: kindergarten

group, no kindergarten group and training group - those

children who had no kindergarten experience but received

exposure to a reading readiness program prior to first

grade. The language data was analyzed using both Anova and

Ancova. Results of the language data analysis suggests that

kindergarten and reading readiness training both had a

positive effect on children's reading ability in the first

grade.

When looking at intervention programs for children from

different cultures the literature from Weiss, 1980;

Askings, 1977; and Ruzman, 1972 indicate that the

intelligence as measured by language compentency can be

increased significantly by use of early childhood language

intervention programs with hi-cultural children.

All of the literature thus far reviewed sheds a

positive light on the outcome of early childhood language

intervention programs. It is equally important to review the
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literature that negates a positive correlation between early

intervention and success in school. An important report on

the effects of Head Start was the Westinghouse Study

(Cirirelli et al., 1969). This study prompted considerable

discussion and debate (Cirirelli, Evans, and Schiller, 1970;

Smith and Bissell, 1970). Three of the major findings were

that summer Head Start programs do not produce cognitive or

affective gains that persist into the early elementary

grades nor do full year Head Start programs appear to

influence affective development, but have marginal effects

on cognitive development which can still be detected in

grades one, two, and three and that Head Start children were

below national norms on the Stanford Achievement Test. Also

negating the benefits of early intervention is a study by

Madden (1984) that evaluated a two year intervention program

for low income families in which a toy demonstrator elicited

language samples and verbal interactions with children aged

two through four. No detectable program effects in

children's IQ, achievement or school adjustment was found

three years post program.

A second follow up study provided by the Office of

Economic Opportunities (1970) indicates that children

exposed to the structured teaching of language arts in Head

Start programs in North Carolina did not receive

significantly different scores on a battery of tests than

did children enrolled in an unstructured Head Start language
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program. Neither group received significantly higher scores

than children who received no intervention.

The retention of specific language skills acquired

through a short term, intensive teacher directed program

designed and tested by Shelton-Curry (1980) on the basis of

the analysis of covariance concludes that children involved

in the intensive program retained no more knowledge after

three months than did children who were not involved in the

program. There was a significant difference in the

retention of the males, however. The male participants

retained less language specific skills than did the female

participants.

A program was developed to compare Head Start and non

Head Start Indian students in grades two and five with

respect to mathematics and language. Language and math

scores for the fifth grade produced no significant

differences. Significant differences were found only in the

second grade when the subjects were evaluated by sex (Ryan,

1982).

The impact of early intervention programming on high

risk developmentally delayed and language impaired children

was researched by Brooks (1983). Forty-nine children who

were placed in two different early intervention programs for

high risk children in an urban school system were evaluated

at the end of the programming on measures of intellectual

functioning, academic achievement, language and general

adjustment. There was no resulting difference between the
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children in either program nor between the children in the

program and those high risk children who received no

structured intervention for that time allotment.

LANGUAGE STRUCTURE: SYNTAX AND MORPHOLOGY

The first studies of child language that adopted

Chomsky's linguistic theory (e.g., Brown and Bellugi, 1964;

Brown and Frazer, 1963; Miller and Ervin, 1964; Menyuk,

1964) emphasized syntactic structures with little attention

to underlying semantic meanings. These pioneer studies

contributed greatly to the knowledge of the way children

learn language, the way they create their own grammars with

structural rules and the way they follow an invariant non-

age related order in acquiring these grammars (McCormick,

1984). Language is defined by Bloom and Lahey (1978) as

"knowledge of a code for representing ideas about the world

through a conventional system of arbitrary signals for

communication" (p. 4). This definition and the previous

emphasis on syntactical development leads one to believe

that the grammatical structures of early childhood language

development may be the avenue of identification of the

validity of early childhood language intervention programs.

The study of language is highly systematic with definite

rules for its formation. The most important points to

remember about language rules are that they are socially

acquired, they are basically covert or not directly



59

observable, and they specify how to arrange symbols to

express ideas (McCormick and Schiefelbusch, 1984). A

child's ultimate mastery of functional language depends in

part on his ability to discriminate and learn conventional

linguistic devices, including sounds, words, manual signs

and syntactic rules. If speech is to be his language mode,

he must learn to produce acoustic signals. He must also

learn the morphological markers (prefixes and suffixes) of

his language culture and, eventually, its syntax to convey a

rapidly accumulating store of meanings (McCormick, 1984).

According to Brown (1969) the construction rules of which we

have implicit knowledge are, in their explicit form, the

grammar of a language. Chomsky (1957) has shown that it is

possible to systemize traditional grammar into a mechanism

for the generation of all sentences of a language that are

grammatical and none that are ungrammatical. Grammar

becomes a theory for a range of phenonoma - the sentences of

a language - and also a program for generating sentences

(Yngve, 1961).

The grammar of a language is composed of morphology and

syntax. Morphology is concerned with the internal structure

of words, how they are built up from roots, prefixes, and

suffixes - the morphemes of language. To be a morpheme, a

sound unit must be a word or a part of a word with stable

meaning; it must be indivisible. Words like "red", "straw",

"berry" consist of one morpheme each. Each can stand alone

or be combined with another morpheme to form a different
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word (strawberry). This type of morpheme is a free

morpheme. Other morphemes such as -ing, -fu, -ed, -un

cannot stand alone. These meaningful prefixes and suffixes

are called bound morphemes (McCormick, 1984). Mean length

of utterance (MLU) is a relatively simple measurement for

quantifying language development. It is obtained by

counting the total number of morphemes in consecutive

utterances and then dividing them one half. Because it does

not reflect all qualitative language changes, MLU must be

considered a gross index. When two children's MLU's are

about the same, essentially parallel development in content,

form, and use can be expected (McCormick, 1984). If there

is significant differences in the types of words and

structures used and the meanings expressed, the differences

may be indicative of a problem. Brown (1973) used the MLU

as the index for defining five stages of language

development. When children start to use syntax (the

grammatical forms used by a speaker to express an idea) they

are not working with the full adult system. Brown (1973)

describes the identifiable stages of syntax development as

stage one: semantic roles and grammatical relations - this

is the stage during which the child begins to make overt his

conceptualization of reality. Early multi-word utterances

appear in this stage. Stage two includes grammatical

morphemes and the modulation of meanings. During this

stage, the child begins to use word endings, such as those
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that signify the tense of verbs or plurality of nouns. The

order of the acquisition of the first fourteen morphemes can

be seen in Table 2.9.

TABLE 2.9
ORDER OF ACQUISITION OF FOURTEEN MORPHEMES

1. Present progressive - "ing" ending on main verb.
Children use this first without auxiliary verb: "I
playing."

2-3. in, on - These are the only early prepositions
used frequently by most children in early speech.

4. Plural - Both regular and irregular forms appear.
5. Past irregular - Includes "got," "went," "came,"

"fell," "broke," "sat".
6. Possessive - Generally this appears as "s"

endings.

7. Uncontractible copula - The copula is a "to be "
verb used to connect subject and object.
Uncontractible forms are those that do not use
contractions, such as "What is this?" or "I be
bad." Contracted forms are mastered much later
(see #13).

8. Articles - "a," "the," appearing regularly before
common nouns.

9. Past regular - "d" endings on verbs: "moved,"
"pushed."

10. Third-person regular - "s" endings on third-person
verbs: "moves," "pushes," "thinks."

11. Third-person irregular forms - "is," "has,"
"does."

12. Uncontractible auxiliary verbs - for example, "He
is going home."

13. Contractible copula - contracted forms of #7:
"What's this?" or "It's mine."

14. Contractible auxiliary verbs - for example "He's
going home."

(Brown, 1973)
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Stage three - Modalities of the simple sentence. In

this stage the child begins to use the grammatical

transformations described in three stages by Klima and

Bellugi (1966).

In the first stage, the function is performed and the

meaning gets across, but the structure is very rudimentary

and simple. Questions are accomplished by rising intonation

at the end of a sentence:

"Doggie gone?"

"Taste it?"

Negation is accomplished by simply putting the word

"no" in front of the declarative sentence.

"No night night. (Brian's favorite)"

"No go outside."

During the second stage, children begin to put some of

the verbal machinery into place, but they make many quaint

"mistakes" in use of pronouns and auxiliary verbs.

"Why me go?"

"Who milk is dat?"

"Do like grapefruit?"

"That not red."

"I no want envelope."

In the third stage, most of the necessary auxiliary

verbs and pronouns are present in adult form, although they

sometimes disagree in number and appear out of adult order.

"Who took them all down?"
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"I am not a doctor."

"This is not ice cream."

"You don't want some supper."

Surprisingly, for all children studied, these stages

have been mastered in the same order. This suggests that

children must have some basically universal learning

strategies that they bring to bear on mastering syntax.

When we examine some of these learning strategies closely we

begin to see some of the linguistic "mistakes" discussed

earlier in a new light.

Stage four of syntactical development is the embedding

of one sentence within another. This is a stage involving

highly complex syntax, during which the child begins to use

relative clauses ("The man who came to sing was funny"),

embedded question ("Whoever gets touched first is the

loser."), and similar constructions. It is a stage of

development that has received relatively little attention in

research, although Naremore and Dever (1975) point out that

the use of such complex constructions may distinguish the

language of normal children from that of mentally retarded

children. The normal child's use of these constructions may

begin at an early age, but, as with so many other aspects of

language development, full control may not be apparent until

the child is 10 or 11 years old.

Stage five is the coordination of simple sentences and

propositional relations. During this stage, the child who

earlier combined sentences with "and" or "then" ("I hit him
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and he cried"; "You have toast, then I have toast") learns

to use more complex kinds of conjoining. Conjunctions such

as "because," "so," "but" are used to signal subordinate

relations, and redundant sentence units may be deleted. The

preceding early sentence forms may be reconstructed to "He

cried because I hit him" or "After you have toast, I'll have

some". Again, this kind of language use is indicative of

the presence of complex syntactic rules, and it is not fully

developed until adolescence, although its beginnings can be

seen in 3-year-olds (Hopper, 1978).

Although Smith (1933) attempted to do a study of the

development of rules of inflection by simply waiting for the

emission of erroneous forms, Berko (1958) more effectively

invented nonsense syllables and attempted to elicit

inflections.

This is a wug.

Now there is another one.
There are two of them.
There are two

FIGURE 1.1

ILLUSTRATION OF BERKO'S METHOD FOR ELICITING INFLECTIONS
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The child is to complete the last sentence by filling

in the appropriate plural. Berko invented a set of

materials that provides a complete inventory of the English

inflectional system: the plural and possessive endings on

nouns, the simple past, the third person present indicative

and the progressive on verbs; the comparative and

superlative on adjectives. She presented these materials as

a picture book game to children of preschool, first and

second and third grades. The productivity of the regular

inflections for children appears greater for children than

for adults (Brown, 1973). This discrepancy could possibly

be related to the beginning usage of grammatical concepts on

the part of the children.

Remember that grammatical structure (syntax) focuses

on the forms in which the meaning is expressed, whereas the

underlying meaning has to do with semantics (Dale, 1972).

It is remarkable that children the world over learn the

grammatical rules that govern their own languages with very

little interference from adults. Dale (1972) proposes that

each child constructs his own grammar by matching new

language formations received with previous experiences.

This leads to modifications in speech in accordance with the

rules that are inferred. For example, the child who is

learning to use past tense first acquires such irregular

forms as "came", "did", and "went." A few months later the

past tense ending -ed is used but is used with regular and
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irregular verbs alike, producing words such as "goed",

"doed", and "corned". Acquisition proceeds as the child

creates his own grammatical rules by recognizing the

patterns inherent in the language he hears and then

generalizes these patterns to other situations.

Table 2.10 provides a clear association between phono-

logical development (sound) and syntactical development.

Looking at Table 2.11 a graphic description of language

shows the direct relationship between phonology, morphology,

semantics and syntax as they form a pragmatic environment.

The review of the literature indicates that the

development of language in a child is dependent on several

factors that must be met to insure adequate development.

the variances from this set of factors has been seen to lead

to language disorders. A review of Piagetian theory and

language development further stresses the importance of

subsequent stages following each other. When actual

preschool language intervention programs are reviewed

conflicting statistics concerning the validity of early

intervention programs are discovered. Further research into

the grammatical structure of language gives some credence to

the concept of testing children by use of grammatical

structures and mean length of utterance to determine the

validity of preschool language intervention programs that

deal primarily with grammatical structures.



Age:

Yeere,
Months

TABLE 2.10
NORMAL ORAL LANGUAGE DEVELOPMENT

Phonological. Development

3.0 Fairly intelligible speech. Substitution,
omission and distortion of many phonemes
inconsistent, varying with position in
word and context.

Final consonants appear more regularly
then at 30 months.

Speech melody develops rapidly although
easy repetitions are present.

Voice usual ly well controlled.

3.6 Phasic gains. All English vowels and
foLiwing consonants are meth /m- /r
/-m; /-n;
/t-1/; /k-ip /rip, /12-1,/-b-/;
/151, /-1"--/; /h-Ii /1,-/.

Articulation still characterized by
emission of many medial consonantal
phonemes and syllables, does not renanter
metressed bits.

Speech melody. Blocking on intital syllables
frequently interrupts rivers.
Rate of speech increared.
May Peewees in Loud voice or yell.

kin
Years,
Months Fhanologioel Development

4.0 Phonemic Development. SE% of speech

intelligible
Articulatory omissions and substitu-
tions sharply reduced

Speech melody (prosody). Vocal pitch
control led.

Uses some adult patterns of rhythm.
Repetition reduced, thus improving
Myth.. Sore blocking aid associated
evert manrerians may maimed.

Erptectio Development

Generative grainer develops (de-
velopment by his ran rules).

Experiments with many syntactic
fortes.

Two-word Prates most frequent
form: That boy (is) naughty;
Reny car stop (Memores car
stopped; wouldn't rui).

Designative constructions caving
into use: Piraeus expanded
into sulkject-predicate pentanes.
(Mat that thing go round?)

Mien length of response: 3.4
words.

Grammatical categories. Speech

is math up of:
norms 17.0% operations 2.3
verbs 22.3 prepositions 6.7%
adjectives 8.8% interjections 1a%
adverbs 10.1% articles 6.9%

pronotsts 19.8% unclassified 8.3

Urns new adjectives: strong, a,
different.

Uses nee adverbs: maybe, too

Uses auxiliaries: might, could
Gains skill in pew:nations: Makes

questions Prat declarative
statements.

Moen length of response: 4.3 words

Syntactic Development

Skill increasing in transformations
(I:edification in sentence which
transforms kernel).

Sentence stricture advances
rapidly: Beginning to use com-
plex and cawound eentances,
6-8 words in Length.

Mean sentence Length: 4.2 words
Grammatical categories. Speech is
up of:
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Ages

There.
Months

TABLE 2.10
NORMAL ORAL LANGUAGE DEVELOPMENT (continued)

Phonological Den loptent

4.6 Fhonerro gains. Appearance or stabili-
zation of Manses: /9-/. /-8-/s /9-If

I-S/: /tr- /; /Writ; / -tS'.
Phan 3raes /V. Inc 1W, /0/ not
stabilized in any position.
Reverses order of amide within word
occasionally; reflects Lack of manory
for bits.

Speech melody. Frequently di sturbs
basic melody by beginning sentence with
I'm] or [1.

Voice well modulated and usually tales on
intonational and rlyttmic petteros of
mother.

Age:

Years,
Months Phonological Developent

5.0 Phonemic gains. Articulation generally
intelligible but phonemes Mr /W. /V,
end /s/ are not stabilized in all
contexts.

5.8 Intelligibility of speech: 83-103.

Syntactic Development

nouns

verbs
adjectives

18.3

8.7%

adverbs 10.4%

pronouns

cool motions
prepositions

20.3

7a
interjections is
articles 7.5%

mcLessif led 4.1%

Use of complex and =poise
sentences increasing.

Reverse syllabic and word order
occasimelly in sentence.

Elaborates sentence by use of
conjuiction; makes spontaneous

corrections in groomer.
Men Length of response: 4.7 worth

Syntactic Development

Groomer. Reasonably accurate:

Miles many spontaneous correc-
tions.
Sentence structure expending
rapidly in accuracy and com-
plexity.

Embedding more an. Develops
relative clause.

Sinn Length of response: 4.8 words

Penurtations.
Greet mins in sentence making
all types.
Uses all basic structures.
:ben Length of rasp:3nm 4.9
words.
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Years,
!bathe

5.8 (cont.]

TABLE 2.10
NORMAL ORAL LANGUAGE DEVELOPMENT (continued)

Phonological Lavalopverst

Phonemic proficiency established in
/L-4 /-14 (-0- /;

/1-01.
Sentence melody imitative of adult
environment.
Child experiments with rhythmic
patterns.
Facial expression accempinying
speech changes with rlytho; more
varied patterns of expression.

Aga:

Years,
Months Phonological Development

7.0-8.0 Phonemi c proficiency established in
/-z/p /-g/i /-e4 /-1.71; /-LQ/g /-tx/;

/-kt/.

Speech melody. &MIA rhythms and
intoretional contours present.
Facial and had gestures underscore
speech rhythms.

Syntactic Development

Grammer. Makes some errors but

corrects them spontaneously.

Graestical categories. Speech

is made up of:
names 17.1X

verbs 2504
adjectives 7.13
adverbs 10.0X

pronouns 19.2%

con( unctions 2.13%

prepositions 7.E%

inter] actions lab
articles 6.8
inclosed f led 1.8%

Sentence Length and ocmplexity
develops sharply; has command of

every form of sentence structure.
*an sentence length: 6.5 words.

Syntactic Development

Groomer. Chief errors nom are
camera to his cultural. awl MP-
amt.

Maen Length of responses 7.2
words.
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TABLE 2.11
GRAPHIC DESCRIPTION OF LANGUAGE

lenoueoe a closed group of phonetic sounds organized into a set

of rules governing ham our words end sentences are formed

to convey meaningful messages communicated in a functional,

appropriate manner to en interested Listener.

RiONOLIGY MORPdOLOGY SEMANTICS SYNTAX

System System System System

of of of of

Sounds Rules Meaning Sentences

I
I I I

I
I

I
I

1
! I !

V
V V V

organized by e... governing our... which is stated or a consistent

in a... word order...

PRIG MATICS

The functional use of language in a situationet

context!

[All of the above systems are combined to con

vey a message in a manner that is appropriate

to the environment of the speaker and listener.]
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CHAPTER THREE

RESEARCH PROCEDURES

One way to get some clue about how children are
progressing in their organization of internal
representations of the world (their semantic
'groupings') is to analyze their errors in word usage.
The kinds of mistakes young children make tell us how
they are categorizing nonlinguistic objects, events, and
relations and what hypotheses they have formed about
concept -word associations. This information is useful
when planning intervention targets (McCormick, 1984, P.
210)

MEASURING LANGUAGE DEVELOPMENT

Any therapeutic discipline, such as medicine, psycho-

therapy, speech/language pathology or education is highly

dependent on its assessment measures and diagnostic

techniques (Berry, 1969). This dependency is particularly

strong in education. Tests are used to define the problem

for the therapist/educator and are also used to measure the

effectiveness of educational programs. Cheng and Rong

(1983) in their study of communicative competency of pre-

school children found that research indicates more work is

required to understand the nature of the communicative

process and to sharpen analytical tools to evaluate

children's language.

Rosenberg (1968) has compiled a list of requirements

for a satisfactory language assessment device. He feels

that a test must be based on knowledge of normal language

development and that the test must be based on an adequate
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characterization of what is being developed, namely

language. Also, a test should distinguish between the

underlying linguistic competence of the child and his

observable linguistic performance and a test must take into

account dialectic differences.

Much research is in progress toward the development of

tests of language development that satisfy Rosenberg's

requirements (Berry, 1969). Tests under development

investigate a wide range of linguistic behavior in an

attempt to meet these specifications.

A test is basically a restricted sampling of behavior

that answers the questions: how can the time be best used?

Is there a single direction of language development or are

the separate components largely independent? (Dale, 1972).

The question arises as to the format of the testing

situation. Will a language sample be elicited? What

variables will be examined and by what means (Muma, 1978)?

In spite of the overwhelming evidence favoring more

contextually relevant methods of language sampling, a

majority of assessment measures use imitation as a primary

basis for estimating the linguistic competence of language

impaired children. Practical reasons for the use of imita-

tion tests are that they require less time, are relatively

easy to administer and sample with greater variety and

proficiency than spontaneous sampling methods (Muma, 1978).

Piaget (1980) believes imitation plays an important role in

the young child's acquisition of language.
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How relevant is the use of an imitation measure to use

with the language delayed child? Without question, children

do imitate. The issue is whether imitation is important to

the language process (Moerk, 1977). Bloom, Hood and

Lightbrown (1974), Ramer (1976), Moerk (1977) have found

that children differ in the extent to which they imitate.

It is agreed, however, that imitating children reproduce

linguistic segments they are in the process of learning, but

do not imitate words and syntactic structures that are

entirely new. Although the role imitation plays in normal

language acquisition is not well understood, elicited

imitation has been justified as a clinically powerful tool

for assessment and intervention with the language impaired

child (Berry & Taylor 1976; Carrow, 1974; Sherman, 1971).

It appears that imitation measures are viable testing

tools. Once a measurement device is found, who should

administer the test? Studies by Brandell (1976) and

Yanagida (1982) give evidence that qualified licensed speech

pathologists are the most effective administrators of

assessment measures for pre-school children.

The assessment measure chosen for this study is the

"Oral Language Sentence Imitation Screening Test" (OLSIST)

by Zachman, Huisingn, Jorgensen, and Barrett (1978).

Purpose of the OLSIST

The OLSIST is an expressive language screening instru-

ment. This screening device provides the speech and lan-
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guage clinician with enough information on which to base a

decision for further testing, or for determing whether a

child's expressive language skills are within normal limits.

The test is adaptable to a child's expressive language and

auditory memory skills.

Rationale

Many speech and language pathologists find that

sentence imitation screening instruments can rapidly test

large numbers of preschool and school-aged children.

However, existing tests have weaknesses in one or more of

the following areas:

1. numerical cut-off scores that do not provide a

direction for diagnostic testing,

2. lack of intrasentence error analysis,

3. no systematic means of evaluating performance on

specific language structures,

4. lack of variety in structures tested,

5. unrealistic vocabulary and sentence constructions for

children aged 3 to 7 years, and

6. a lack of controls on sentence length.

A screening test should also distinguish between chil-

dren of varying ages and the subsequent auditory memory

abilities and expressive language abilities characteristic

of each age.

Data collected for the OLSIST demonstrates that imita-

tion is a reliable and valid indicator of language perfor-
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mance and competency when length of utterance and chronolo-

gical age are taken into account. Controls on sentence

length at each chronological age range are uncompromisingly

vital to insure that the child is performing above his

immediate short-term memory ability and yet within his lan-

guage system.

Mean sentence length (MSL) and range for each stage of

the OLSIST is based upon the findings reported by Roger

Brown (1973). The longest sentence within each stage of the

OLSIST is equivalent to the length of the longest sentence

within each of Brown's states. The mean length for each

OLSIST stage is the midpoint between Brown's Mean Length of

Utterance and Upper Bound figures for his corresponding

state.

The three stages of the OLSIST are designed for testing

children above the age levels of Brown's corresponding

stages. This is due to the OLSIST's longer mean sentence

length, the imitation nature of the OLSIST, and the addi-

tional language structures tested on the OLSIST and not

analyzed by Brown.

Design

The three stages of the OLSIST provide information

about the core of expressive language structures character-

istic of each level of language development. The first

thirteen language structures are in developmental sequence,

as described by Brown (1973).
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State V OLSIST- This stage is designed for screening
first grade and kindergarten children (ages 5-7 years).
Twenty-three (23) morphological and grammatical language
structures are tested within this stage. OLSIST V

sentences range in length from 6 to 13 morphemes with a

mean of 8.5 morphemes. Approximate administration time
is 2.5 minutes.

TEST ADMINISTRATION

Instructions

Identical administration procedures are followed for

each stage of the OLSIST. The test should be administered

to an individual child by a speech and language clinician

using normal inflection and speaking rate. The child should

be instructed in the following manner:

Clinician: Today we are going to play "follow the

Leader!" I want you to say exactly what

I say, OK! Letts try it!

Clinician: Good Morning!

Child: Good Morning!

If the response is incorrect, the clinician should

elicit the correct response by saying, SAY, "Good Morning!"

When the child responds correctly, proceed to the next two

practice items in the same manner.

Clinician: I live in a house.

Child: I live in a house.

Clinician: Are you hungry?

Child: Are you hungry?
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Proceed with the test items without further

instructions. Test sentences may be repeated; however, the

clinician should complete the entire test before repeating a

sentence a second time.

Transposing Errors

What's an error?

A response is considered to be in error if the child's

utterance changes any of the following:

1. The Test Structure category - for example,

changing a Past Irregular verb to a Past Regular

verb.

2. The grammatical correctness of the sentence - for

example, substituting an objective pronoun for a

subjective pronoun or omitting a structure, and/or

3. The semantic intent, or meaning, of the sentence -

for example, substitution of "he" for "she".

Special Consideration of Eh-Questions (TS 16)

Often an interrrogative reversal is an integral part of

the Wh-Question formation - for example, "What is she

making?" In such instances, the WH-Question is considered

in error if the Interrogative Reversal is not demonstrated,

even when the Wh-Question word is correct - for example,

"What she is making?" When this occurs, mark both TS 16 and

TS 17 as incorrect.
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Analysis of Performance

The purpose of a language screening test is to differ-

entiate between the child with normal language abilities and

the child who is in need of further testing. Statistical

data collected proves that a child's performance on the

OLSIST provides the clinician with enough information to

make these distinctions. Once the OLSIST has been scored,

the clinician can utilize the information obtained from the

totals to determine if the child has passed or failed the

language screening; borderline performances are also

possible. The elimination of numerical cut-off scores

allows the clinician to exercise clinical judgement in the

final classification of a child's performance. The

following criteria have been established for performance

analysis.

PASS: Few test errors overall. Random distribution of
errors. Demonstrates good understanding and usage
of all Test Structures.

FAIL: Numerous test errors overall. Distribution of
errors may be throughout test or within many Test
Structure categories. Consistently reduces length
and/or simplifies complexity.

BORDERLINE: Several test errors overall. Distribution of
errors may be throughout test or within few Test
Structure categories. Inconsistently or randomly
reduces length and/or simplifies complexity.

(OLSIST Manual, 1978)

Purpose

The purpose of this statistical information is to give

a comprehensive description of the reliability and validity

of the OLSIST.



79

The following questions will be answered:

1. To what degree is the OLSIST reliable on

individual children in a test-retest situation?

2. To what degree do speech and language clinicians

agree on pass, fail, borderline classifications of

OLSIST performances?

3. To what degree is the OLSIST valid when compared,

on an individual Test Structure basis, a language

sample?

General Study Procedures

All subjects who participated in the OLSIST reliability

study were of kindergarten or first grade age and had not

previously received clinical language remediation services.

The subjects were of varying socio-economic backgrounds and

were all enrolled in a regular school setting.

The examiners engaged in this study were certified

speech and language clinicians. These clinicians adminis-

tered the OLSIST and language samples on an individual basis

to the subjects. Administration and scoring of the OLSIST

were consistent with that described in the OLSIST Instruc-

tion Manuals. The mode of eliciting the language samples

was consistent across subjects and included conventional

procedures described in the literature. All language sam-

ples consisted of over 200 utterances and were audio-

recorded.
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For information concerning the reliability and validity

of the OLSIST, please refer to Appendix B, page 160.
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TABLE 3.1
TEST STRUCTURE DEFINITIONS

TS 1. Present Progressive - The "ing" verb form which
combines with forms of the "to be" verb to make verb
phrases denotes an ongoing process.

TS 2. Prepositions - words that specify location.

TS 3. Plural - the addition of "s" or "es" to a singular
noun to signal the meaning of more than one.

TS 4. Past Irregular - the class of verbs which denotes
past tense by changing the form of the verb stem.

TS 5. Possessive - the addition of "s" to a noun to
indicate a state of belonging or ownership.

TS 6. Uncontractible Copula - form of the "to be" verb used
as the main and only verb for which contraction into
the subject sentence is not possible.

TS 7. Articles - the words "a", "an" and "the" which mark a
referent as specific or non-specific.

TS 8. Past Regular - the addition of "d" or "ed" to the
verb stem to signal the completion of an action.

TS 9. Third Person Regular - the addition of "s" or "es" to
the verb stem to denote an ongoing action; used with
singular subjects of "I" and "you".

TS10. Third Person Irregular - the words "has" or "does",
used as the main and only verb of the utterance.

TS11. Uncontractible Auxiliary - form of the "to be" verb
used as a helping verb with the progressive verb
form; contraction into the subject of the sentence is
not possible.

TS12. Contractible Copula - form of the "to be" verb used
as the main and only verb for which contraction into
the subject of the sentence is possible.

TS13. Contractible Auxiliary - form of the "to be" verb
used as a helping verb with the progressive verb
form; contraction into the subject of the sentence is
possible.

TS14a. Personal Pronouns (Subjective) - the words "I",
"you", "he", "she", "it", "we" and "they"; function
as the subject of the utterance.
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TABLE 3.1 TEST STRUCTURE DEFINITIONS (continued)

TS14b. Personal Pronouns (Objective) - the words "me",
"you ", "him", "her", "it", "us" and "them", function
as the object of a verb or the object of a

preposition.

TS140. Reflexive Pronouns - the words "myself", "yourself",
"himself", "herself," "itself", "ourselves",
"yourselves" and "themselves"; refer back to the
subject of the utterance.

TS14d. Possessive Pronouns (Determiner) - the words "my",
"your", "his", "her", "its", "our" and "their"; used
as adjectives before nouns to denote ownership.

TS14e. Possessive Pronouns (Normal) - the words "mine",
"yours," "his", "hers", "its", "ours" and "theirs";
used as subjects or objects denoting ownership.

TS15. Negatives - the word "not" or the ending "Tilt";

designates denial, non-existence or rejection.

TS16. Wh-Questions - sentences of request beginning with
the words "who", "what", "when", "where", "why",
"which" and "how".

TS17. Interrogative Reversals - questions formed by inter-
changing the first helping verb or copular verb of
the sentence with the subject.

TS18. Modals - the words "can", "could", "may", "might",
"should" and "would" used as helping verbs.

TS19. Do Insertions - forms of the "to do" verb used as
helping verbs.

TS20. Embedded Sentences - a complete grammatical sentence
within the main sentence usually initiated by the
"wh" words, "that" or by an unstated "that".

TS21. Infinitives - the verb stem preceded by "to".

TS22. Coordinations or Conjunctions - the words "and",
"or", because or "so" that connect grammatical
equivalents.

TS23. Future Tense - the word "will" used as a helping verb
to denote an expected action.
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TABLE 3.1 (Continued)
ORAL LANGUAGE SENTENCE IMITATION SCREENING TEST (OLSIST)

STAGE V

Sentence Morpheme
Length

1. He is fishing with George.
14 11 1

2. Grandpa brings us toys.
9 14

(6)

(6)

3. What are they doing on the playground? (8)

16 11 14 1 2 7

4. Who does dishes at Bobby's house? (8)

16 10 3 5

5. You're taller than I am. )20 (7)
14 12 14 6

6. Mom's mad at us because we broke the window. (10)

12 14 22 14 4 7

7. The chalk is on the teacher's desk. (8)

7 12 2 7 5

8. The monkey does tricks for us. (7)

7 10 3 14
9. I don't know what they're watching. )20 (9)

14 19 15 14 13 1

10. Dad called and said he would bring home a pizza for dinner)20
8 22 4 14 18 7 (13)

11. We will paint John's wagon green. (7)

14 23 5

12. Is she still hiding in our treehouse? (8)

11 14 1 2 14

13. The clown was teasing the boys and girls. (11)

7 11 1 7 3 22 1

14. Was Dad tired when he came home last night? )20 (9)

6 14 4

15 Grandma started the car and took me bowling. (9)

8 7 22 4 14

16. She walks her dogs when it's not raining. )20 (12)
14 9 14 1 14 13 15 1

17. The dentist pulled her teeth. (6)

7 8 14
18. Are we ready to open presents yet? (8)

6 14 21

19. Why don't you give them your candy? (8)

16 19 15 14 14 14

20. Mark and his friend were riding their bikes. (10)
22 14 11 1 14

ESD I-E.
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THE STUDY COMPONENTS

The Population

The population chosen to be evaluated through the use

of OLSIST Form V came from primary grade school children who

were currently in speech/languge therapy conducted by Oregon

State Board of Education licensed speech/language

pathologists. The children were all screened to eliminate

any subject who might be hearing impaired or neurologically

impaired. This screening was completed on a basis of

audiometric screening and removing any child from the study

who did not receive basic skills training in the main-

streamed classroom. Subjects were chosen from two school

districts: Lebanon, Oregon, District SD1 and Dallas,

Oregon, District SDA.

The Schools

Information obtained from the 1984-85 Oregon School

directory published by the Oregon Department of Education

provides the following comparison of the two districts.



SCHOOL

LEBANON SD 103C SD1

485 S 5th
Lebanon, OR 97355-2602

Superintendent
Instruction/Fed Prog
Personnel .
Business
Spec Ed

Lebanon Union High
PO Box 518
Lebanon 97355-0518

Lebanon Middle
60 Main
Lebanon 97355

Cascades Elam
7th St & Airport Rd.
Lebanon 97355

Green Acres Else
10th & Sherman Sts
Lebanon 87355

TABLE 3.2
COMPARISON OF SIZE BETWEEN LEBANON AND DALLAS

PERSONNEL

Steven R. Wisely
Shirley Olson
R H "Buzz" Collins
Sandra CLoyd
Joe Weiss

Princi pal
Even Richey

Princi pal
Tom Leonard

Principal
Phil Atkinson

Principal
Lyle Winters

ATTENDANT I SCHOOL PERSONNEL ATTENDANCE

3,031 DALLAS SD2 TOTAL. [166) 2,462
111 91 Ash
Dallas, OR 97338-2299

1,402
9-12

564
6-8

320
K-5

442
K-5

Superi ntendent
Spec Projects
Dep Clerk
Curriculum
Career/Voc Ed Curric.
Spec Ed
Media/Library
Fed Prop (Comp Ed)
Elsa Curric
Personnel
Transporati on
Food Services

Dallas High
901 SE Ash
Del Les 97338-2799

LaCreole Jr High
701 SE LaCreole Dr
Dallas 97338-1698

Bridgeport Elam
1745 Bridgeport Rd.
Dallas 97338

Gary Burton
Rey Speulda
Robert Well
John Davis
Ed Cat Liar
Dave Voves
Harry Engel
Cary Elwood
Cary Elwood
Gary Burton
Willie Birchen
Audry Forbes

Princi pal 796

Kenneth L Johnson 9-12

Princi pal
John LeFountaine

Principal
Richard Purkerson

465
7-8

87



TABLE 3.2
COMPARISON OF SIZE BETWEEN LEBANON AND

(continued)
DALLAS

SCHOOL PERSONNEL ATTENDANCE 1 SCHOOL PERSONNEL ATTENDANCE

Queen Anne Elan Principal 303 Lyle Elem Principal 304

142 Elmore Ron Nelson K-5 185 SIN Levens Glen Sweet 1-6

Lebanon 97355 Dallas 97338-1498

Oakdale Heights Elam Principal 399

1375 BN Maple Eugene LeBoLd 1-6

Dallas 97338 -2192

Peedee Elem Principal 35

Rt 2, Box 124 Wee Scroggin 16
Monmouth 973E1-9802

Rickreall Elam Principal 51

Maltreat 97371 Mayne Osborn 1-6

Whitworth Elm Principal 345

1151 SE Miller Ave Melvin McCutchaon 1-6

Dallas 97339 -2798

co
Cr.
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As can be seen, both school share services for children

from the elementary grades to high school. Special

education services are provided by the departments of

special education in both schools. Total enrollment of

3,031 students for Lebanon and 2,482 students for Dallas is

comparable.

The Children

Breakdown of children tested from Dallas and Lebanon by

sex and grade can be found in Table 3.3.

TABLE 3.3
DISTRIBUTION OF CHILDREN

DALLAS

K 1st 2nd 3rd TOTAL

M 4 7 3 5 19

F

Total for

2 2 3 2 9

Grade M/F 6 9 6 7 28

LEBANON

K 1st 2nd 3rd TOTAL

6 7 3 3 19

F

Total for

2 1 3 4 10

Grade M/F 8 8 6 7 29
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Also, as the children in Dallas received pre-school

language intervention, a study of the OLSIST pre-test and

the current post-test was analyzed. These children are

described in Table 3.4.

DALLAS
TABLE 3.4

PRE-POST TEST SAMPLE

1080-B1 1981-B2 1982-81 1983 -84 1984-85

Pre x x x x
K x x x x
1st
2nd
3rd

x x
x

x
x
x

A Dallas child who had pre-school language intervention

in 1980-81 will now be studied as a third grader. A Dallas

child who had pre-school language intervention in 1981-82

will now be studied as a second grader. A Dallas child who

had pre-school language intervention in 1982-83 will now be

studied as a 1st grader and a Dallas child who had pre-

school language intervention in 1983-84 will now be studied

as a kindergartener.

Current Therapy Status

Both the Lebanon and the Dallas school districts

provide speech and language intervention for the children

enrolled in their school districts. Dallas contracts with

the Polk County Educational School District (ESD) for the

services of two and one-half therapists for the elementary

grades and also a half time administrator. In Polk County,
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the ESD also provides two speech and language therapists to

work with the county pre-school and kindergarten children,

(Polk County ESD report, 1985.) The Lebanon School

District's Department of Student Services/Special Education

provides the Lebanon district with two speech and language

therapists and one full time special education

administrator. As in Dallas, the Lebanon therapists are

responsible for the elementary grades primarily. There are

no services provided for the preschool child by the Lebanon

school district.

A perusal of the philosophy of the Dallas School

District indicates that every effort is being made to meet

the requirements set forth by P.L. 94-142. A summary of the

Dallas schools program for the grades one, two and three for

the speech and language services provided by the Polk County

ESD can be found in Appendix C, page 167.

Special Programs Provided

1. Educational Resource Centers (EEC's) are located
in each town building and serve mildly handicapped
students in grades 1-12. An ERC rural itinerant
program serves our three rural elementary schools.

2. A Severely Handicapped Program, housed at Oakdale
Elementary School, serves multiple handicapped
and TMR students.

3. The Polk Adolescent Day Treatment Center (PADTC)
serves emotionally disturbed adolescents ages 12-
17.

The Polk County ESD contracts with the Dallas School

District to provide speech and language therapists. This is
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exceptionally important in the area of pre-school language

intervention.
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Dallas School District #2 Department of Special
Education, provides the following services in accordance
with P.L. 94-142.

TABLE 3.5
CASCADE OF SERVICES DALLAS SPECIAL EDUCATION DEPARTMENT

1. Regular Classroom Placement

Some handicapped students receive services in a
regular classroom placement. This placement, as
well as all others, is determined during the
initial IEP meeting. Teachers of those served in
a reglar classroom receive consultation services
from the Educational Resource Room teacher and may
also be supplied with special books and materials.

2. Itinerant Services

Itinerant services are those performed by

qualified personnel who travel to different
buildings and work with the students and the
staff. Students are released from their regular
classroom schedule to receive itinerant services.

A. Zakerja And, Language

Speech and language services are provided on
a needs basis by ESD certified clinicians. A

preschool program is also provided to all
public and private preschools located in the
district boundaries.

B. Early Intervention Handicapped Programs
The legislation, under authority of House
Bill 2021, requires school districts to pay
educational costs of low incidence
handicapped students. This is limited to
services for mentally retarded, hearing
impaired, visually impaired, autistic, and
orthopedically impaired children ages 0 to 5.
Districts are also responsible for
transportation costs. There is a maximum
limit of billing which is one half of the
state average cost per student in regular
programs. The state picks up any additional
cost. A list follows:

Hearing Impaired Preschool
Visually Impaired Preschool
Parent Training Program
MR/DD Preschool
Teaching Research Child Care
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A program has been designed under the auspices of the

Polk County Speech, Hearing and Language Department of the

ESD, to provide these services to the private preschools and

kindergartens in the county. The program will consist of:

1. Language Training Stations - Four components of

normal speech and language development will be

emphasized:

a. phonology - sound system of oral communication

b. morphology - knowledge of word formation rules

and the ability to interpret changes in word

meaning (plurals, past tense, pronouns, etc.)

c. syntax - order in which words are put together

to from phrases or sentences

d. semantics - vocabulary; relationship between

language and the things it talks about

2. Specialized Speech Intervention Section:

a. therapy for voice problems

b. therapy for stuttering

c. therapy for hard-of-hearing

3. Language Enrichment Experiences:

Group stimulation using elements of rhythm, move-

ment and expressive improvisation to teach

language related concepts.

The ORFF system is an intregal part of the pre-school

language intervention program.

ORFF Schulwerk (translated school-work) is a system

designed by Carl Orff, originally implemented as a process
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of teaching music to children. Other theorists and clini-

cians have adapted the process of Orff Schulwert as a means

of teaching additional areas important to the total develop-

ment of the child.

When learning speech and language, the child initially

relies heavily on the melody and rhythm of what he hears.

Elements of rhythm, movement and expressive improvisation

all combine to enhance and stimulate the child. Activities

inherent in the Orff process are aimed at stressing

characteristics of speech such as the rate, pitch, duration

and stress of words and sentences (Corbally, 1979).

Speech and language growth is stimulated through the

use of various musical instruments (drums, xylophones,

etc.,) nursery rhymes, simple rondos (rounds) and creative

stories. Activities of this nature provide the child with

an environment in which he can attain individual success as

well as confidence in group interaction skills.

Broader language-related categories that can be

emphasized include many linguistic, social-emotional, and

sensory perceptual concepts as listed below:

Linguistic

1. Development of the ability to accept,

understand, and carry out verbal and non-

verbal communication.

2. Explore possibilities in word selection and

pronunication.
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3. Develop and/or contribute to the forming of

word changes (sentences) in different

categories.

4. Develop verbalization and understanding of

speech inflection.

5. Explore, recognize and use different voice

levels.

6. Increase enjoyment of language expression.

Personal-Social

1. Increase freedom of self-expression.

2. Development of respect for and acceptance of

another individual's attempts at self-

expression.

3. Increased skill and ease in functioning as a

member of a group.

4. To provide an acceptable outlet for tension

5. Provide opportunity for learning to take

turns!

Sensory-Perceptual

1. Develop and use spatial relationships.

2. Develop and encourage coordination in body

movement.

3. Provide opportunity to physically perform

linguistic concepts (in-out, push-pull, etc.).

4. To guide children's natural urge to do dance-

like movements into a linear flow of movement
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and an understanding of the principles

governing movement.

5. To encourage their creative expression and

combine it with intellectual knowledge.

The Lebanon Public Schools special education Program

provides an equal educational opportunity for all identified

handicapped schools in strict accordance with P.L. 94-142

(Lebanon Handbook, 1985). A full range of services are

provided including the speech and language therapy. The

speech and language program includes activities organized

for the identification and remediation of students with

speech and language disorders, diagnosis and appraisal of

specific speech and language disorders, referral for medical

or other professional attention necessary to the

habilitation or rehabilitation of speech and language

disorders, including management of students with language

disorders, counseling and guidance of students, parents and

teachers as appropriate. The eligibility criteria

guidelines for language therapy are defined by the Lebanon

School District. Please refer to Appendix D, page 171, for

supplemental documentation.
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The Communities

Dallas:

Information gathered from the Dallas Chamber of

Commerce indicates that Dallas is a community of 8,700

people and is located in the heart of the Willamette Valley.

Dallas is approximately fifteen miles from Salem, the state

capital.

Lebanon:

Information provided by the Lebanon Chamber of Commerce

indicates that the population of Lebanon is 10,413. Lebanon

is located to the south of Dallas and is approximately

thirty minutes from Salem.

The communities of Lebanon and Dallas appear to be

quite similiar in their rural locations with proximity to

urban centers. Both cities have direct use of community

colleges and are within driving distances of universities.

Libraries and civic support systems can be found in both

cities. Lebanon and Dallas appear to be closely matched in

economic status and population differentiation.

The map on the next page gives a quick glance as to the

location of both Dallas and Lebanon in the state of Oregon.

To further compare the compatibility of the children

from the Dallas and Lebanon school districts, an informal

demographic survey of background variables is included.



TABLE 3.7A
REPORT 1A: POPULATION CHARACTERISTICS

TABLE POPULATION AND HOUSING CHARACTERISTICS

US DERVITMENT OF LABOR

Employeant end Training Acbinl 00000 ion
1980 Canaan, Run on 1 Sip 1982

Woman City
Oregon
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Population and Household CrisrmmrlatIca

Uniareei Persons I ilmoar I Percent I Unlresi Persons I Helm I Percent I Fasts I Percent

%potation by Rao., including Hispanics
Bni to
aleck
Re lira Idi.arICen

asrloso Indian
E mel0
Almat

Aston end Pacific lei sneer 141
dopiness
Chimer
F IL l ono
& arose
Asian Indian
Vietnemaa
Hserilin
Unmeant en

Bean
fleilleleltel Rams (3)

Population by Rea, scluding Hispanics
Whits, not Hispanic
Black not MleplinIC
Net. Mar end Aslan/Pac let, not 11111 (41
Reeloing Races, not Hispanic 13)

Population by Origin, Including Li. rooms
Hispanic

Mexican
Puerto Pion
Cuban
Other Hispanic

Hispanic by Rees
Chits
Black
hatim American end Atieet/Pac lel 14;
Rmining Rico 13)

10,413 100.0
1140E2

19 0.2
84 0.8
83

1

7B 0,7
0

IA 0.2
6

13 0.1
2

22 0.2

1

178 1,7
10,235 100.0

0,974 87.4
10 0.2

153 1.5
92 0.0

10,413 100.0
178 1.7
129 1.2

7

2

40 0.4
170 100.0
83 48.8

5.1
48.3

Wrenn Persons 18 Years and 0/der

(halation by Plarltill btatus
Berried, Including Separated
Never-Ilirrled
Divorcee end Sidomd

.pule then by ApM, 4,940
0-4 Veers 489

5-13 Veers 721

14-16 Yam 152
18 Yrs 4 later 3,688

1B-17 limn
10-19 Years
20-21 Years
2244 Years
26-34 Years
35-44 Veers
45-64 Years
55-84 Yea re
68-74 Years 379

75 Yrs a Over 242
14edien Age In Years 20.8

100,0 6,473 100.0
B.5 430 7.8

14.6 720 10.2
3.1 160 2.0

72.8 4,163 76.1
194 3.8 100 3.5
158 3.2 106 3.4
154 3.1 178 3.3
285 5.4 287 4.9

91116 17.9 000 16.0
516 10.5 560 10.0
389 7.8 467 8.5
418 8.4 612 8.4

7.7 528 8.8
4.8 416 7.7

3141

universe, Houipholda I Niabill I Percent

Total Households (1)
1 Person lionsanoldi

Ste 110unholder
Finale nauseant der

2 or MON, Parson Households
Married Couple FmilY
tither 1-ea111

Male Mouasnoldsr, no Wife Present
Fast. Householder, no Hut. Prm

Menially liouemolda
Mi householder
Fasts Householder

Total liousehoiris is/Persons Age 061 [7)
1 Person Mum/no/de
2 or Hors Person Haseuholds

3.983
944
314

631

3,019
2.303

4118

398

159
150

52

1,060
452

I/08

1

I Number 1 Percent Total Households Parsons Ureter Age 12 1.601
Married Couple sea tar 1,160

7,820 100.0 Other FMlly 377
5,007 64.0 Hata householder, no tile Present

,487 18,8 Finals Householder, no Humana Present 923
1,366 17.2 Monfaelly Households 24

1E10.0

83.0
7.0

16.9
76,2
80.4
11.9
1.7

10,0
4.0
2.7
1.3

100.0
42.6
67.4

100.0
74.3
e4.2

3,9
20.7
1.8

Housing Chsrootarletics

Universe, Housing Witte
ToEil Housing Unite 121

Tenet Year-Round Housing Units
Condoelnim Units
Lack Cosplta Placing for sect
Occupied Housing Units Ill
Midion Parsons per Blot 17)

Hermon Vacancy Mt*
Rental Vacancy Rata

1 Humber I Percent I Univrimi Occupied Hoosin9 Units I Nasser I Percent
3;i13----1110.counted Housing Unit 1T-

4,149 100.0 With 1 .01 or more Miriam' per Ram 97 2.4
IM /1St Occupied 2.484 52..7

use 1131 03 0.5 Lack Loe01.La PluebIng/ axe. use (131 4 0.1
3,663 93.3 Medan Vet us In Dot tars Ill/ 44.300

2.2 Renter Occupied 1,479 07.3
2.2 Lam Comilla. Flushing/ not use 1131 17 0.4
9.4 Hasten G:nirect Rent In 0101.er [13) UP
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TABLE 3.7A (Continued)
REPORT 2A: EMPLOYMENT AND TRAINING INDICATORS

TABLE: POPULATION, LABOR FORCE AND INCOME CHARACTERISTICS

US DEPORTMENT OF LABOR

Employment and Training Admin.
1800 Census, Run on 20, Jul 1683
).rang Nuke Lev Laboratory bat

figallion
Universes Parsons 1601 I Huber I P

Ira Census buret, einola ..ducat lel
Labor Fore.. Industry and 000/00 tl

et I UnInrses
Persons 10 Yon

Lobsnon
Oregon

Popullion by Roes, Incl. end Oar I Number 1 Pet I Number I Pot I Sets I Number 1 Pct

Hi spool c lo) 10,428 100.0 total, Inal HI .panic (013,703 100,0 664 100.0 13.8 3,479 100.0

Walla 10,0% 88.7 Whit. 3,877 as 96.1 13) 3,418 96.2

Block 38 0,4 Black 13 0.4

listen Mariann 80 0.8 Maths .art can 30 0.0 5 0.9 14.3 16 0.4

Asian and Pacific 3.L. 116 1.1 Asian/Neif lc lel 33 9.8 34 1.0

Retaining Roca. 98 0.4 Henning Races 49 1.3 12 0.3

Illepenle, ell noes 201 1.9 Riepennle, all nee 98 2.8 13 2.2 11.0 kb 0.7

Foreign Born 221 2.6
Parsons 6 'rearm and Over 8,637 1E10.0 Winne; Employee! Parsons 16 Yore and One Molter

I
Pet

Donee Englien Poorly 41 0.4
Total, Al: Industries 1421 (53) 3,722 1110.0

Civilians 16 Years end Ova 7,765 100.0 Agriculture, Forestry, F l Merin, Melba 75 2.0

Waren 1,410 18.2 Construction 154 6.0

Vietnam En Veteran 120) 492 0.2 Manufacturing, Durable and NendUtebl Goods 1,068 80.4
Transportation 90 2.4

linIel Persons I Nett Pet I Fasts i Pct COWL'f II Ca I iOn end Other Public lltIltgfas 194 4.4

allot seal Treat 96 2,0

Total 4,641 100.0 5.487 100.0 Retail Trade GOO 10.4

14-1L Yearn 133 2.7 2,6 Finance, Insurance, and Pal Estate 138 3J
18 lean 3,622 72.6 4,163 78.2 Ben Ica Industries 1,004 26,7

16-21 Years 403 8.7 637 13.5 Public Afainiatratlan 126 3.4

22-84 Years 870 6.5 876 5,0
66 Years + 1,023 20.7 1,470 26,8 TOW, All Occupetion 1431 1631 9,702 100.0

Executive, Adolo aaaaa tiv and hanegari51 Zi4 6.3

Labor Force and Echotion Prof sal on* Special ty 402 10.8

Technician and Related Support Occupation. 80 2.2

Universal Persons 16-19 Tom, 1 Number I Pot 380 10.0
Administrative Support Occupations Including Uprise! 483 13.3

Total 780 100.0 Service Occupations 541 17,3

Anted Forces Fanning, Forntry and Fishing 03 1.7

Ciy IL ine Enrolled In Soho* 615 70.0 Precision Production, Crest and Repair 510 13.6

Civilian. Not tnrolnd In Sch. 221 30.0 Machin. Owner% Almemblrer, end tweeters 462 12.2

lineaptond Nigh &wool Bred. eo 2.7 Transportation and Material Moving 181 6.2

Not in Labor Fore., NS Grad. 26 3.6 Handlers, Equiment Cieaners, Helpers, and /*boron 2157 7.2

1Thempiond GcnooL Dropout 24 3.3
Incas end PovertyNot In Labor Force, Sch. Dropout 81 0,3

NonInstitut. Pare, 18414 I Huber I Pet Onlvrses Household., I Mumbler I Pct I Unisres: Housenolde I Number I Pct

Total, Witt. Work Nesbit. 111) 938

In Labor Force 31:61

Not In Labor Parc. 643

Prevented from Working 388

Not Prevented from Narking 15E

100.0
42.0
56.0
41.6
10.6

Total
Widen 46,000
86,000-117,498
47,500-511,0013

$10,000- 114,099
116,000-519,999

3,993
622
438

381

BID

571

100.0
16.6
11.0
8.5

20,3
14,3

Total Households. /0 3,893
Wags or lielry 2,638
Bel f-Enot oy id 492

Seel al Senurl ty 1.224
Public Mil stenos 358

190.0
71.1
10.9
30.7
9.2

11.1 Parsons kb Nano S Over I Number I Poi 1119,000-124,999 460 11.6 11.11.61401). beta Porartrj NNwar 1 Pol.

526.000-4211,999 270

Total, by Tare 5ch. Completed 0,202 100.0 130,000-439,908 31* 7.7 Total, Inc; Iiipanicibed) 1,383 1004
FlanntarY 10-6 Tsar.) 1,181 16.0 1140.000-449,508 73 1.6 t 1,291 114.7

Itel/19h Bab. 11-3 Yaar1 1,024 16.6 450,000 and over 1.r Bleak
Nigh Sabath °recluse. 2,507 40.4 Katie Marian 14 1.0

Scan Clangs 11-3 Yearn) 8112 14.2 Median Incase 13,218 AsIon/PecIfie lel 68 4.3

Col. taut Oreduate 033 10.2 Susan Innate 16,837 RI neat c, all way 7 0.6
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REPORT 1A: POPULATION CHARACTERISTICS

TABLE POPULATION AND HOUSING CHARACTERISTICS

utl OBRORTME/i7 OF LA8011

Empt oy tent end Training Adminl etrtion
10130 Census, Run On 1 Sap 1882

Pathilley..1.411grstOry

100

Dello City
Oregon

Populetion end household Chrecnriatica

Unliraat Persons I Weber I Percent I linivareei PONI01111 I Mol

Population by Race, including Hispenic
White
Ellen
liatir lisrican

Madan Indian
Eskimo
Mast

lkaian and POCH' IC telndar 141
a/if:Oren
Chine..
Filipino
Korean
Awls° ImJlen
V isanammos

Haesilart
ilueaani an
Bemoan

Remining Rana 131
Population by Acs, noluding Hiatenits

Whits, not Hispeold
Black not Hiepenle
Plat. Saw and AMan/Pao lel, not Hlsp 141
IiimIntng hates, not HIpanic 131

Pasnation by Origin, Mounting ell rlala
Hispanic

Hsi I ion
Puerto Rican
Cuban

Other Hispania
Illotenic by Baca

vm to
Black
Malin Mission and Aslan/Pec let 141
Ranining Heves 131

I Perant 1 Feat. I Percent

0,6313 100.0 Popui lion by ApOilSba 4,00e
2,308 97.4 0-4 tura 3U

10 0,1 5-13 Years 841
ea 1.0 14-16 Yor 137
52 1.0 16 Yrs A Over 2,1171

1 12-17 Years 120

1B-19 Yr 120
39 1. 0.5 20-21 Years 120
16 .02 22-24 'fears 175

4 - 36-34 Yeer 694
3 35-44 tem 425
-"' - 46-54 Veers 335
ii 0 55-04 Yore 3118

65-74 Team 2133

76 Yr a Over 213
Median Age in Yeare 213.7

2

90

9.380
8,214

10

120

35

1.1
100.0
98,n

Si,

1.4
0,4

100.0 14,624 100.0
8,9 368 7.0

19.0 598 13.2
3.4 128 2.6

71.7 3,448 78.2
3.0 135 341
3.0 1513 3.5
3.0 114 2.5
4.4 225 5.0

17.3 BBB 16.4
10.5 473 10.5
8.4 377 0.3
B.B 441 8.7
7.1 428 9.5
6.3 400 8.8

32.5

Unity aaaaa Houwnolde 1 Haber 1 Percent

Tow Houmeholds III
1 Person Households

Plel Householder
Fiteat Householder

2 or hors Person Househuitts
9,603 100.0 Married Couple Family

1613 1.5 Other Family,
fig 1.0 Nina, lionottailar, no Wife
14 0.2

47 0.6
150 100.0

84 82.7
:OW Houasnolda ./Persona Age 86t 17)

2 1.3 1 Parson Households
54 36.0 2 or Mors Person Households

3,156
71 4

241

473

2,441
lova

370

Present 59
Fsesl HOUseholciori .- Husband Fine, 317

Mont amity ilosinhalda se

hest. Householder 55
Feats Howeanoldor 37

Unlvreol Parsons 16 Years and Older

Population by Marital Status
learrlied, Inauding Bope.ated
rie.r-MarrIad
Divorced sod 111dossg

100.0
22.6
7.8

15,0
77.4
W.5
11,8
1.0

10.0
2.8
1.7
1.2

810 100.0
252 43.5
468

1 Niabsr I Percent Total. liOullailObdill 51. Persona Waif Age 111 1,200
Harried Couple Family 985

8,480 100.0 Other Faally 277'
4,219 86.3 Male Housatho/dar, no Wife Present 38
1,127 17.4 Feasts Householder, no Husband Prnent 235
1,116 17.3 Mont mill moseemes aa

100.0
77.0
21.6
3.0

18,6

Housing Clirctristica

RDWItellS19.111311 Unite
Total Sousing Unita (21

Total Ymar-Round Housing Units
Condaelnia Unit
Lack Caplet. %teeing for sect um. 1131
Chicupid Housing Units Ill
Nadia,. Persona par Unit 171

Ilcmanat Ycancy Hata
Rental Vacanoy Rot*

rater I Percent Lasteat Occuolsd lypeino Unita I !NOW PercentI

3,322
3,320

114

26

3,156
2.3
2,0
7.4

11313.0

0.9
96.0

Occupied Housing Unite 111 0,156
With 1 Al or sore Parsons per Rote 511

(Inner Occupied 2,058
Lack Celestite PLLatong/ sac/ um 1131 3
"wino Vtua In .Salute 1111 .2,000

Ranter Occupied 1,l168
Lenx ecniiiso.a Plumbing/ col um. 1131 16
Median Canino; Rant In Dollars (131 .198

10003
1.6

34.1
0.6
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TABLE 3,7B (Continued)
REPORT 2A: EMPLOYMENT AND TRAINING INDICATORS

TABLE: POPULATION, LABOR FORCE AND INCOME CHARACTERISTICS

118 DERMITIENT Of LABOR

amp loon% end Trai ni rag Admin.
1080 Dooms, Run on 28, del 1803

Dollen
Oregon

Poo LLLLL on Leber force. Induct r end Occunation
Universal Persons (501 I Mahar I POI Univrot

Persona 16 mmmmm

mog Over I Haber 1 Pot 1 Number I Pot I Rate 1 Maser I PetPopulation by Mo, incl.
Magenta 00
Phi Is
S teck
Maio Marian
Asian and Moir lc gal.
Rominins Roes

Idopolc, all races
Foreign Born

0,530

141

30
77

150
234

100,0
115.8

-
1.7
0.6

.111

1.8
e7

Total, tact Hisonly (5)3,070 100.0 406 100.0
White 3,008 05.0 3W MA
Black
Notice Marl on B 0.3 13 3.2
Aslan/Pscit is lei 22 oa
Rani nine Moo

Monde, all mos 58 1 A 8 1.5

11.7 2.713
11.4 2,713

611,11 67

17

1.7 12

100.0
87.1

2.0
0.1

0.4

Persons 5 Veers and Over 7,823 100.0 Universal Employed Pomona 16 Veers end Over Haber 1 Pot
Speak English Poorly 0,3

Tool, All Incuetrlu 1421 IBC 8,070 100.0
Civilians 16 Yore end Oar 11,180 100.0 Agriculture, Forestry, Fialorte, NInin0 8.1

V 1,121 17.B Construction 227 7.4
Vietnam Ere Veteran 1201 347 6.6 Manufacturing, Durabl and Mondurebl Goode 757 24.7

Transportation 46 1.11
Unto Persons I Mete I Po I Foals I Pot CosonlotIons and Other Public Dulldes 25 0.0

Wholesale Trade 72 2,3
Total 3,800 100.D 4,540 100.0 Retell Trees 483 16.1
14-16 Years 150 3.8 1E10 3.6 Finance, Iolanda, end Reel Foote 174 5.7
II Years 2,886 71.8 3,418 76.2 Service Ind...trio BOB 26.0
16-21 Years 331 1.3 381 8.0 Public Adair tttttt ion 378 12.3
22-14 ROB 5.2 238 5.2
65 Tors + 633 00.6 1,2611 27,7 Toot, All OcoupitIons I43I 1531 8,070 100.0

Essoutivo. Adalnletrotlys and Planagorlal It
Labor Faro and Eduetion Profaasi Dot Sped el ty 361 11.1

TochnICiens and Routed Support Occupations 75 2.4
Universe, Persons 10-10 Years I ember I Pat Estee 295 3.0

Adalnistrativ Support Occupations 1,141i/ding Ctericet 502 111.8
100 100.0 Sorg ice °coupe 11 co 478 15.5

Armed Foros - - farming, Forest ry and Finning 83 2.7
Cis Ilion. Enrolled In Sanwa 208 HA Predator, Production, Craft and Renoir 408 13.3
CU, It ism. Moo Ear./ Lod in Bch. 202 40,4 Rohm* Operators, Aassebors, and Inspectors 300 10.1
Unipmployed Man 801001 brae. 11 2.2 Ironer tad on end Star) 51 Ow inn 161 6.1
Mot In Labor Force, 115 grad. 6 1.0 handlers, Equlat Ciente, Welters, end Lsborars 10 4.0
Uroasloyod @Ghoul Dropout 20 4.0

Incase and PovertyRot In Labor Force, Bch. DropuuL 30 0.0

U., Nontnolto. Pers. 18-04 1 Roger I Pct Yahoo.' linuonoods I Hisser I Pot I Universe, PlounhOldO 1 Haber 1 Pot

TotoL, Pith Port Dleabit. 1411
In Lear Farce
Wit In Labor Force
Prevented f roe sorting
Plot Prevented fro Working

Olib

258
967

318

01

100.0
3E44

80.6
46.7
13.8

'foist
Under 16,000
15,000-87,486
17,600-03,1108
110,000-1114,6011

816,000-11111,066

3,115
604
267

239

482
575

100.0
16.2
2.0
7.6

15.8
18.0

Total Household. (GI 3,115
to. or Sot err 2,304
BeL f-Evol eyed 375
Nodal Security 1,018
Public Assistance 222

100.0
74,0
12.0
32.7
7.1

U., Parsons 25 Years L Over I 'lobo I Pet UoPermons Belau Poverty Number I Pet520,000-04,1169 370 11.1
526,000- 820,808 324 10.4

Totat, by lances Bch. Completed 6,146 100.0 Total. Intl Iiipantolli,d) 1,131 100.0WO ,00u- 136,618 7.4
Elementary 10-0 Mors] 1,075 20.8 140,000 - 548,080 73 2.3 White 1.0W 110.11
lime High Eon. 11-3 Teem) 741 14.4 1160,1100 ens Over 41 1.3 Book
High School Credos To 1.808 37.1 Motive Merlon 65 6.7
Woe Cot Legs 11-3 Teem) 846 16.4 Median Income 16,663 Asion/Pecific lel 0.7
Col rage Graduate 674 11.2 seen Income 10.784 Hiepenic, ell moo 15 1 .7
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TABLE 3.8
BACKGROUND VARIABLES: A DEMOGRAPHIC SURVEY

SCHOOL: I.D.#:

FAMILIAL INFORMATION:

1. Position of the child in the family:

Oldest Middle Youngest Only

2. Number of persons living in the home:

3. Language(s) spoken in the home:

4. Nationality of parents: Father:
Mother:

5. Highest level of schooling for the Father:

6. Highest level of schooling for the Mother:

7. Primary caregiver for the child:

8. Average hours of television watched during the day:

0 1 2 3 4 5 6 7 8 9 10

9. How often is the child read to:

At least once a day

More than once a day

At least once a week

Never

At AGE
3-4 4-5 5-6 6-7 7-8 8-9

SOCIO-ECONOMICAL INFORMATION:

10. Average yearly income of the family:

Under $15,000 $15,000 - $30,000 $30,000 - $45,000 Over $45,000

11. Home is located in:

a) Single family dwelling or Multi-family dwelling
b) Rural area or Urban area
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TABLE 3.9
BACKGROUND VARIABLES

DALLAS LEBANON

POSITION OF CHILD IN FAMILY:
Oldest 3 4

Middle 15 17

Youngest 8 5

Only Child 2 3

AVERAGE YEARLY INCOME:
Under 15,000 11 13

15,000 - 30,000 15 15
30,000 - 45,000 1 1

Over 45,000 1 -

LANGUAGES SPOKEN IN HOME:
English 25 25
Spanish 3 4

HOME IS:
Single Family 22 26

Multi - Family 6 3

PRIMARY CARE&IVER:
Mother 27 28
Father 1 -
Other Relative - 1

Non-Relative - -

PARENT'S EDUCATION: Mom Dad Mom Dad
Grade School (K-8) 6 7 9 12

High School (9-12) 18 15 17 11

College (2 year) 2 4 2 5

College (4 year) 1 2 1 1

College + 1 - - -
NUMBER OF PERSONS IN HOME (AVE): 4 4

AVERAGE NUMBER HOURS OF TV/DAY: 3 4

HOW OFTEN READ TO AT CURRENT AGE:
At least once a day 2 2

More than once a day 1 -
At least once a week 16 17

Never 8 10
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The data provided by this instrument as indicated by

Table 3.9, shows the children from both schools are very

similiar in regards to background variables.

The communities of Lebanon and Dallas appear to be

quite similiar in their rural locations with proximity to

urban centers. Both cities have direct use of community

colleges and are within driving distances of universities.

Libraries and civic support systems can be found in both

cities. Lebanon and Dallas appear to be closely matched in

economic status and population differentiation.

The map on the next page gives a quick glance as to the

location of both Dallas and Lebanon in the state of Oregon.

Project Design

Taking into account the similarities between the cities

and the schools of Dallas and Lebanon, it is understandable

that these two locations were selected to be used in this

study. The one difference pertinent to this study is in the

absence of preschool language intervention programs in

Lebanon. In an attempt to examine the validity of preschool

language intervention programs, students from the Lebanon

and Dallas schools were evaluated. Although the sample

size of twenty-nine students from Lebanon and twenty-eight

from Dallas is not large, it is deemed to be appropriate to

the correlated size of the total population for the two

schools.

In the spring of 1985, speech and language therapists
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from both Dallas and Lebanon were asked to provide

statistical data from their language impaired case load.

Training sessions of two hours were provided for both

schools to insure that data and related information

concerning the OLSIST Form V would be comparable. Testing

was structured to follow the guidelines found in the OLSIST

handbook. Therapists were reminded to screen children who

had hearing impairment or were not in the regular classroom

for at least one basic skills class. To maintain the

privacy of each student, numbers were assigned to their test

sheets.

Sex and grade level of the children were indicated on

the test sheet. For the Dallas population, it was also

mandated that the children tested must have been enrolled

in the Polk County ESD preschool language intervention

program. Results of the pre-test OLSIST Form V from

preschool therapy were included in the information gathered

from Dallas. Permission to use the information from the

school districts was granted by both Dallas and Lebanon.

All testing was completed in the last two weeks of May

in accordance and in conjunction with the regular year end

testing. Test results were tabulated and evaluated and were

then reviewed by the Oregon State Computer Center.

It was determined to study the effect of preschool

language intervention programs both from the direct change

in status from the preschool pretest and the current post

test of the OLSIST Form V of the children in the Dallas
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schools. The results will be analyzed in a two paired T-

test. Morphological and syntactical differences will be

defined. Also, the relationship between the results of the

OLIST test, both morphologically and syntactially will be

analyzed through the use of two T-tests when studying the

differences between Lebanon and Dallas. One test will

determine the statistics for morphology and separate tests

for each of the 23 syntactical functions will be used.

Additional factors to be analyzed through a two or three

way Anova will be grade level and sex.

Justification

As can be seen from the various studies and reviews of

the literature, there is a great deal of controversy and

undefined data centered around the validity of preschool

language intervention programs. This uncertainty was

recently discussed in an article by Schweinhart (1985) with

an emphasis on the concept that good early childhood

programs are a wise investment of public funds that can

benefit children, their families, and all citizens. Studies

by Hayden, Morris and Bailey (1977) on a follow up of

children who received preschool intervention found that

language remediation in preschool may have prevented later

cognitive deficits which in turn may have prevented special

class placements. Many experimental early educational

programs for children emphasize language. Some focus

specifically on structure (Bereiter and Engelmann, 1966) and
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some on function (Blank and Solomon, 1968), but most do not

draw a clear picture between the various aspects of

language. And yet, it is seen over and over again that

effective communication skills are needed to maintain and

support a working curriculum for language impaired children

(Lynch, Shoemaker, and White 1976; Maurer, Wehman and

Reichle, 1977). The need for early identification and sub-

sequent curriculum planning for all handicapped children and

most especially for language delayed children was further

determined by Nation (1984). The number of children affected

by language delay is indicated in a study by Karnes,

Schwedel, Lewis, Ratts, and Esry (1981). Forty-eight per-

cent of moderately handicapped children were enrolled in

preschool programs for speech and language impairments. A

look at the results of the statistics kept by the Oregon

Department of Education from the year 1976 to the present

proclaims an increase in the number of speech and language

handicapped children served in the preschool years. See

Table 3.10.

The increase of services including identification

at an early age, the influx of data relating to language

intervention and the need to effectively justify financing

and implementing such programs provides the basis for this

study. The use of the OLIST Form V ensures a straight

forward look into the differences in morphological and syn-

tactical development of children who have been identified as

and are currently receiving treatment for language delay.
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Included is the aspect of early language intervention that

was utilized by the Dallas schools.
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TABLE 3 .1 0
SPEECH AND LANGUAGE HANDICAPPED CHILD CENSUS
( 3-5 YEARS) OREGON DEPARTMENT OF EDUCATION

Date of
Census

Served
Total

Unnerved
Total

Total % Served

76-77
school yr

1230 740 1970 62%

77-78
school yr

1123 688 1 811 62%

78 -79

school yr
1237 242 1479 84%

79-80
school yr

1322 81 1403 94%

80-81

school yr
1216 214 1 430 85%

81-82

school yr
11 83 120 1303 91%

82-83

school yr
1189 30 1219 98%

83-84
school yr

1045 NA NA NA

84-85

school yr
1174 44 1218 96%
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CHAPTER FOUR

RESEARCH FINDINGS

The purpose of this research was to investigate the

effectiveness of using an early childhood language

intervention program with children who were found to be

language delayed at the ages of 3, 4 and 5 years and to

determine how the early childhood language intervention

program was associated with changes in language development,

specifically in the areas of syntax and morphology at the

primary grade level K-3 (ages 5-9).

Equivalence of Groups

The subjects to be investigated were established in

Chapter Three using the following criteria:

1. Children were chosen from demographically similar

communities of Lebanon, Oregon, and Dallas, Oregon.

2. The children were all identified by Oregon state

certified speech and language pathologists as being

language delayed and were participating in language

therapy at their respective schools. The children from

Dallas were further identified as having received early

childhood language intervention at ages 3, 4 and 5

years.

3. Both boys and girls were chosen from grades K, 1, 2 and

3.

4. Children with known hearing impairment, developmental

delays and/or reasons other than language delay, such
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as major cultural differences, that would affect normal

language development were screened from the sample.

5. Demographic data was collected to provide added

assurance of equivalence.

Analysis Procedure

This study drew two samples from children in Dallas and

Lebanon as representatives of language delayed children and

then specific experimental treatment was assigned (early

childhood language intervention or no early childhood

language intervention) to each group. After exposure to or

no exposure to early childhood language intervention, the

groups were compared with respect to morphological and

syntactical differences of the early childhood language

intervention program by means of the standardized OLSIST

test form V. The index used to find the significant

differences between the means of the Lebanon and Dallas

children was the t-test for independent samples. The

samples are referred to as independent because they were

drawn independently from a population without any pairing or

other relationship between the two groups (Ary, et. al.,

1985). Significant difference was measured at the 0.05

level (p<.05).

An analysis of variance (ANOVA), a ratio of observed

differences/error term was used to test the effects of grade

and sex on the mean scores. This ratio, called the F-ratio,

employs the variance (02) of group means as a measure of
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observed differences among groups. This use of the ANOVA

was necessary to test the effects of grade level and sex as

compared to differences in the morphological and syntactical

mean scores. The ANOVA is able to test differences between

two or more means, while the t-test tests differences only

between two means (Ary, 1985). To further investigate all

the differences between pairs of means, the Newman-Keuls

sequential variant of the Q method was used. This allowed

all the means to be reviewed to see which differences among

them appeared to be real (Snedecor, 1967).

Design

The mean score for morphology as tested by the OLSIST

was compared between the two groups, Lebanon and Dallas.

Also, the means scores of each of the twenty-three syntacti-

cal structures tested by the OLSIST were compared between

the two groups. To establish statistical probability the

following formula was used:

Ho: 012 = 022 (variances are equal)

Ha: 012 A 022 (variances are unequal)

If 2-tail probability <= .05 reject Ho and conclude Ha
and use separate variance estimate.

STATISTICAL PROBABILITY FORMULA
FIGURE 4.1

The data was displayed in the following manner:



TABLE 11.1
EXAMPLE OF FLOW SHEET

TEST FOR EQUALITY

OF VARIANCES POOLED VARIANCE ESTIMATE SEPARATE VARIANCE ESTIMATE

NUMBER 1 STANDARD I STANDARD

VARIABLE I OF CASES I MEAN I DEVIATICN I ERROR

2TAIL
I DEGREES OF 2TAIL DEGREES OF 2TAIL

TVALUE I PROB. I TVALUE I FREEDOM I PROB. I TVALUE I FREEDOM I MOB.

POST MORPH

Group 1
[Lebanon)

Group 2
(Deltas)

29

28

POST SYNI

Group 1

Group 2

29

28

POST SYN23

Group 1

Group 2

28

28

All mean scores post syntax 1-23 were compared in this manner.
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HYPOTHESIS ONE

There is no significant difference between
language delayed primary school age children who
receive pre-school language intervention and those
primary school age children who do not receive
pre-school language intervention with respect to
syntactical development.

Data indicated a trend of higher scores for the

children tested in Dallas in all syntactical test structures

(TS) except for TS 17 (see Figure 4.2). Significant dif-

ferences were found in the following test structures (TS):

Test-Structure 1

TABLE 4.2
SYNTAX STRUCTURE

Definition

#4 Past Irregular- the class of verbs which
denotes past tense by changing the form of the
verb stem.

#7 Artici,es: the words "a", "an" and "the" which
make a referent as specific or non-specific.

#9 Third Person Regular: the addition of "s" or

"es" to the verb stem to denote ongoing
action; used with singular subjects "I" and
"you".

#11 Uncontractible Auxiliary- form of the "to be"
verb used as a helping verb with the

progressive verb for m; contraction into the
subject of the sentence is not possible.

#13 Contractible Auxiliary- form of the "to be"

verb used as a helping verb with the
progressive verb form; contraction into the

subject of the sentence is possible.

#18 J1oda1s: the words "can", "could", "may",

might ", "should" and "would" used as helping
verbs.

#21 Infinitives: the verb stem preceded by "to".

#22 Coordinations or Coniunctions the words
"and", "or", "because", or "so" that connect
grammatical equivalents.
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Examples of the use of the syntax structure can be

found in the OLSIST Form V examples provided in Table 4.3.

TABLE 4.3
EXAMPLES OF USE OF SYNTAX STRUCTURE

Examples:

2. Grandpa brings us toys.
#9

IreThis

3. What are they doing on the playground?
#11 #7

9. I don't know what they're watching.
\..../

#13

10. Dad called and said he would bring home a pizza.
#18 #7

12. Is she still hiding in our treehouse?
#11

18. Are we ready to open presents yet?
#21
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TABLE 4.4
T-TEST COMPARISON OF SIGNIFICANT VARIANCE ESTIMATE

Variable Mean
Pooled Variance
t-Value

Est.

2-Tail Prob
Separate
t-Value

Variance Est.
2-Tail Prob

PstSy N4
#1 3.1379 -2.71 .009
#2 3.7500

PstSy N7
#1 7.8966 -3.28 .002*

#2 9.6071

PstSyN9
#1 1.4138 -3.23 .003*

#2 1.8929

PsySy N11
#1 2.8276 -1.98 .050*

#2 3.4286

PstSy N13

#1 1.032 -1.97 .050*

#2 .600

PstSy N18
#1 .4138 -2.36 .022*

#2 .7143

PstSy N21
#1 .7586 -2.33 .025*

#2 .9643

PstSy N22

#1 4.1724 -2.69 .010*
#2 4.6786

KEY: #1 = Lebanon
#2 = Dallas

S.D.= .05

Table 4.4 clearly indicates the significant differences

found in the test structures: 4, 7, 9, 11, 13, 18, 21 and

22.

The first hypothesis was not confirmed.
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HYPOTHESIS TWO

There is no significant difference between
language delayed primary school age children who
receive pre-school language intervention and those
primary school age children who do not receive
pre-school language intervention with respect to
morphological development.

When analyzing the mean scores of the Lebanon and

Dallas children, a lot more variables were found in the

Lebanon group resulting in a wider range of scores for the

Lebanon children with respect to morphology. Figure 4.3

graphically displays the post morphological scores with the

frequency for both Dallas and Lebanon.

Frequency 1 0 0 1 0 0 4 2 4 10 7

*
*
*
* *
* *
* *

* * * *
* * * *
* * * * *

if * * * * * *

Intervals 1 2 3 4 5 6 7 8 9 10 11

FIGURE 4.3

HISTOGRAM OF VARIABLE POST MORPHOLOGY:
LEBANON - PRIMARY LEVEL
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Frequency 0 0 0 0 0 0 1 3 0 11 13

*
*

* *
* *

Intervals 1 2 3 4 5

FIGURE

*

6 7

4.4

*
*

*

8 9

*
*
*
*
*
*
*
*

*
10

*
*
*
*
*

*
*
*

*
11

HISTOGRAM OF VARIABLE POST MORPHOLOGY:
DALLAS, PRIMARY

Again, the intervals are measured in five unit steps

from 120 to 175 and the frequency number indicates the

number of children in each category.

In comparing the two histograms, it can be seen that

the scores for the Lebanon children were more widely spread

and provided more variability than did the scores for the

Dallas children.

The intervals go by five units steps, beginning at 120

and ending at the mean score of 175. The frequency number

indicates how many children were in each category. Table

4.5 shows the minimum and maximum mean morphological scores

for Lebanon and Dallas.
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TABLE 4.5

POST MORPHOLOGY SCORES
PRIMARY LEVEL

Minimum Maximum

Lebanon 121.00 173.00

Dallas 157.50 175.00

Because of the variance in scores, it was not possible

to detect significant differences in mean scores. However,

it is possible to see the trend toward clustering with the

Dallas scores as opposed to the wider spread of scores for

Lebanon.

Thus, the second hypothesis was confirmed.

HYPOTHESIS THREE

There is no significant difference between pre-
school syntactical development and primary grade
school syntactical development.

Use of a Paired t-test allowed the pre and post scores

for the Dallas children to be analyzed. Figure 4.4

graphically displays the pre and post syntacical mean scores

for test structures 1 through 23. A trend can be seen

indicating that post mean scores were higher in all test

structures than pre mean scores. Table 4.6 displays the

test structures that were found to be significantly

different at .05.
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Please refer to Table 4.7 to review the test structures

categories found to be significantly different. Examples of

the use of the syntax structure can be found in the OLSIST

Form V, examples provided in Table 4.8.

As can be seen, significant differences were found in

test structures 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 17,

18, 20 and 22. Thus, the third hypothesis was not

confirmed.
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TABLE 4.6
PAIRED T-TEST: DALLAS

Variable Mean T-Value 2-Tail Prob.

Syn 3: Pre 6.7500 -3.87 .001*
Post 7.8214

Syn 4: Pre 3.1786 -3.03 .005*
Post 3.7500

Syn 5: Pre 2.2857 -3.62 .001*
Post 2.8571

Syn 6: Pre 2.5000 -2.54 .017*
Post 2.8214

t

Syn 7: Pre 7.7857 -5.22 .0000*
Post 9.6071

Syn 8: Pre 2.0714 -3.52 .002*
Post 2.7500

Syn 9: Pre 1.3571 -3.81 .001*
Post 1.8929

Syn 10: Pre 1.6786 -2.12 .043
Post 1.8214

Syn 11:
,

Pre 2.8929 -2.65 .013
Post 3.4286

Syn 12: Pre 1.9643 -4.65 .000
Post 2.6429

Syn 13: Pre 2.3929
Post 2.7143

Syn 14: Pre 20.3571 -6.25 .000
Post 23.7500

Syn 17: Pre 4.4286 -2.42 .022
Post 4.7857

Syn 18: Pre .3571 -3.04 .005
Post .7143

Syn 20: Pre 4.3571 -3.10 .004
Post 4.8214

Syn 22: Pre 4.3214 -2.17 .039
Post 4.6786

S.



Test
Structure

TABLE 4.7

SYNTAX STRUCTURE

Definition

#3

#4

#5

#6

#7

#8

#9

#10

#11

#12

Plural - the addition of "s" or "es" to a
singular noun to signal the meaning of more
than one.

Past Irregular - the class of verbs which
denotes past tense by changing the form of the
verb stem.

Possessive - the addition of "s" to a noun to

indicate a state of belonging or ownership.

Uncontracible Copula - form of the "to be" verb

used as the main and only verb for which con-

traction into the subject sentence is not
possible.

Articles - the words "a", "an" and "the" which
mark a referent as specific or non - specific.

Past Regular - the addition of "d" or "ed" to
the verb stem to signal the completion of an

action.

Third Person
"es" to the
action; used
"you".

Third Person
"does", used

utterance.

Regular - the addition of "s" or

verb stem to denote an ongoing
with singular subjects of "I" and

Irregular - the words "has" or
as the main and only verb of the

Uncontractible Auxiliary - form of the "to be"

verb used as a helping verb with the progres-
sive verb form; contraction into the subject of
the sentence is not possible.

Contractible Copula - form of the "to be" verb
used as the main and only verb for which con-
traction into the subject of the sentence is
possible.
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TABLE 4.7 SYNTAX STRUCTURE (continued)

Test

Structure Definition

#13

#14a

#14b

#14d

#14e

#17

#18

#20

#22

Contractible Auxiliary - form of the "to be"

verb used as a helping verb with the progres-
sive verb form; contraction into the subject of
the sentence is possible.

Personal Pronouns (Subjective) - the words "I",
"you", "he", "she", "it", "we" and "they";
function as the subject of the utterance.

Personal Pronouns (Objective) - the words "me",
"you", "him", "her", "it", "us" and "them",
function as the object of a verb or the object
of a preposition.

Reflexive Pronouns - the words "myself", "your-
self", "himself", "herself," "itself", "our-
selves", "yourselves" and "themselves"; refer

back to the subject of the utterance.

Possessive Pronouns (Determiner) - the words

"my", "your", "his", "her", "its", "our" and
"their"; used as adjectives before nouns to

denote ownership.

Possessive Pronouns (Normal) - the words

"mine", "yours," "his", "hers", "its", "ours"
and "theirs"; used as subjects or objects
denoting ownership.

Interrogative Reversals - questions formed by

interchanging the first helping verb or copular
verb of the sentence with the subject.

Modals - the words "can", "could", "may",

"might", "should" and "would" used as helping
verbs.

Embedded Sentences - a complete grammatical
sentence within the main sentence usually
initiated by the "wh" words, "that" or by an
unstated "that".

Coordinations or Conjunctions - the words

"and", "or", "because" or "so" that connect
grammatical equivalents.
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TABLE 4.8

ORAL LANGUAGE SENTENCE IMITATION SCREENING TEST (OLSIST)

STAGE V

Sentence
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9
3. What are they doing on the playground? (8)

16 11 14 1 2 7

4. Who does dishes at Bobby's house? (8)

16 10 3 5

5. You're taller than I am. )20 (7)

14 12 14 6

6. Mom's mad at us because we broke the window. (10)

12 14 22 14 4 7
7. The chalk is on the teacher's desk. (8)

7 12 2 7 5

8. The monkey does tricks for us. (7)

7 10 3 14
9. I don't know what they're watching. )20 (9)

14 19 15 14 13 1

10. Dad called and said he would bring home a pizza for dinner)20
8 22 4 14 18 7 (11)

11. We will paint John's wagon green. (7)

14 23 5

12. Is she still hiding in our treehouse? (8)

11 14 1 2 14

13. The clown was teasing the boys and girls. (11)
7 11 1 7 3 22

14. Was Dad tired when he came home last night? )20 (9)

6 14 4

17. The dentist pulled her teeth. (6)

'T 8 14

18. Are we ready to open presents yet? (8)

6 14 21

20. Mark and his friend were riding their bikes. (10)

22 14 11 1 14 1

ESD I-E.
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HYPOTHESIS FOUR

There is no significant difference between pre-
school morphological development and primary grade
school morphological development.

When examining the paired t-test of pre and post test

scores for morphology, the following was found:

PAIRED

Variable

Pre-Morph

T-TEST PRE

# Of Cases

TABLE
AND POST

Mean

160.000

4.9
MORPHOLOGICAL

T-Value

MEAN SCORES

2-Tail Probability

28 -5.21 .00004
P oat -Morph 167.3214

When comparing the pre and post test mean scores for

morphology it was found that there was a significant

difference between the two. Table 4.10 shows the minimum

and maximum mean scores.

TABLE 4.10
PRE AND POST MORPHOLOGY SCORES

Minimum

Dallas (pre) 121.00

Dallas (post) 157.50

Maximum

169.00

175.00
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When comparing the post Dallas scores on the histogram

found in Figure 4.4 with the pre Dallas scores found on the

histogram in Figure 4.6, it can be seen that the scatter of

scores is much more varied for the pre test scores than for

the post test scores. The variability did not interfere

with the obtaining of the significant difference score,

however, as the mean scores were established to be

significantly different at .01.

Frequency 1 0 0 0 1 0 3 6 4 13 0

*
it

*
*
*
*
*

* *
* *
I * I

* * * *
* I * I

I * * I * *

Intervals 1 2 3 It 5 6 7 8 9 10 11

FIGURE 4.6

HISTOGRAM OF DALLAS PRE MORPHOLOGY

A significant difference was found at .01 for pre and

post morphological mean scores. Thus the fourth hypothesis

was not confirmed.
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Lebanon and Dallas ANOVA: Post Morphological

Using the Newman-Keuls multiple comparison procedure,

it was found that there was no specific difference by grade

or by sex alone. However, when comparing children by grade

regardless of sex, a significant difference in morphological

mean scores was found for kindergarten children.

Grade Mean
0 157.14 14
1 166.18 17
2 166.25 12

3 169.07 14

*Significant

FIGURE 4.7

MULTIPLE COMPARISON (NEWMAN-KEULS)
AMONG MORPHOLOGICAL GRADE MEANS: DALLAS AND LEBANON

The formulas used to derive at the results found in

Figure 4.7 were:

MSE=71.543

Grade 0 & 3

Grade 0 & 2

J 71.541 1 X tabular value (49,4)
14

NI

71.541 _1 + 1 I tabular value (49,3)
2 14 2

FIGURE 4.8
FORMULAS TO DERIVE MORPHOLOGICAL GRADE MEANS

The independent variables were sex and grade. The dependent

variable was the post morphological scores for the Lebanon

and Dallas schools.
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Lebanon and Dallas ANOVA: Post Syntax

When analyzing the Newman-Keuls multiple comparison

procedure used with the mean syntax scores, no significant

differences were found with respect to grade and sex alone

nor with respect to grade and sex compared as a unit. Mean

score differences were found to be not significantly

different due to grade or sex. A trend did develop,

however, that indicated a definite score change by grade

when the children were compared as a group, not by sex

alone. Differences were seen in test mean scores from grade

to grade but the multiple comparison could not find any

significant differences.

Dallas Pre and Post Morphology ANOVA:

When using an analysis of variance with the dependent

variable being pre-morphology and post-morphology scores, no

sex or grade difference was found. But, there was a

significant difference at the .01 level of significant

difference when averaged over male/female and grades. There

was not enough variability of the data to warrant an

analysis of the pre and post syntactical mean scores. More

than one half of the variables were found to be constant

indicating the variability to be not significant because of

small cell size. It can then be concluded that hypothesis 4

was not confirmed.
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SUMMARY

From the review and analysis of the data presented in

this chapter, it can be seen that Hypothesis 2 was accepted

as valid. Hypotheses 1, 3, and 4 were not confirmed as

significant differences were indicated statistically among

the two groups analyzed.

LIMITATIONS OF THE STUDY

After reviewing the results of the study, some reflection

on the limitation of this study come to mind. It would be

interesting to have available a comparable study nation-wide

to further validate the data. Also, it would be of benefit

to have pre-test information available on both groups of

children. Language samples taken for all children would

give a broader more complex evaluation of the children's

language content with reference to morphology and syntax.

However, even in light of these limitations, it is

evident that the significant statistical data analyzed in

this study clearly indicates the need for early childhood

language intervention programs.
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CHAPTER FIVE

SUNNART AND CONCLUSIONS

This research investigated the effectiveness of using

an early language intervention program with children who are

language delayed at the ages of 3, 4 and 5 years. The

effects the early childhood language intervention program

had on changes in language development, specifically in the

areas of syntax and morphology at the primary grade level K-

3 (ages 5-9) were studied. The null hypotheses stated:

1. There is no difference between primary school age
children who receive pre-school language intervention
and those primary school age children who do not
receive pre-school language intervention with respect
to syntactical development.

2. There is no difference between primary school age
children who receive pre-school language intervention
and those primary school age children who do not
receive pre-school language intervention with respect
to morphological development.

3. There is no difference between pre-school syntactical
development and primary grade school syntactical
development.

4. There is no difference between pre-school morphological
development and primary grade school morphology
development.

A review of the current research dealing with language

development, early childhood intervention programs and

Piagetian theory of normal development indicated that the

issue of the validity of early childhood intervention

programs is one that is successfully debated on both sides.

Language theorists may differ in their approach to language

development, but, on the whole they agree with the concept
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that language progresses longitudinally from step to step

(Owens, 1985). A review of Table 5.1 provides a further

indication of how language development and Piaget's

developmental stages are related.

It can be seen that language does indeed follow the

developmental growth as indicated by Piaget. But what about

the child who is language delayed? Development of language

in such a case would not follow the norm at the early

identifiable stages nor at the latter stages of development.

The language delayed child would be behind the norm.

With the 1975 passage of Public Law 94-142, more and

more emphasis has been placed on the need for early

intervention programs for preschool aged children. One

large population that has been the focus of this concern is

the language delayed preschool child. Several studies have

concluded that early intervention is really not lasting in

the long term analysis (Westinghouse Studies, 1978). On the

other hand, advocates of early intervention believe there

are measurable gains to be made, especially in the areas of

early language intervention (Corbally, 1978).
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TABLE 5.1
REVIEW B: A COMPARISON OF PIAGET, S STAGES

OF COGNITIVE DEVELOPMENT
WITH SIX MAJOR STAGES OF PHONOLOGICAL DEVELOPMENT

PI/GET'S STASES PHONOLOGICAL STASES

Seneorimotor period (birth-2).
The child develops his sense end
motor ability; he actively
e xplores his environment until
the achievement of the notion
of object permanence.

Period of preoperations (2-7)
The onset of symbolic represent-
ation. The child can use a system
of social signs to refer to the
pest and future, although he
primarily Lives in the here and
now.

The child's play begins to mirror
reality rather then change it to
the child's corn structures. Child
begins to solve tasks such as the
conservation of Liquids by use of
perception.

Subperiod of concrete operations
(7-11)
The ability to solve tasks of
conservation is developed as the
child can now perform reversible
operations. He no longer needs
to rely on perception.

1. Preverbal vocalization and per-
ception (birth -1)

2. Phonology of first 50 words (1 -1.6)
Child gradually acquires his first
words.

S. Phonology of simple morpheme
(1 .6 -4)
Vocabulary increases rapidly as
child develops a system of speech
sounds. The child uses a variety of
phonological processes to simplify
speech. Most words consist of simple
morphemes.

4. Completion of phonetic inventory
(4- 7)
Most speech sounds are required by
the end of this period. Simple words
are by and Large pronounced correct-
ly. First appearance of more complex
words which are poorly pronounced.

5. Morphophonenic development (7-12)

The more complex derivational mor-
phology of Language is acquired.

Period of Formal Operations (11-15) 6. Acquisition of spelling
Appearance of the ability to reflect Child develops the ability to open.
abstractly. Child can now solve the complex words of the Language.
problems through reflection.

(Ingram, Morehead, 1876)
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To further test this effectiveness, this study was

designed to compare 57 primary aged school children who were

currently identified as being language delayed and were

receiving therapy provided by state licensed speech

pathologists. A preschool language intervention program had

been provided for 28 of the sample, but a preschool language

intervention program was not provided for the other 29

children. The OLSIST was the instrument utilized to test

the hypothesis. Statistical analysis indicated that

Hypothesis 2 was confirmed as stating that there would be no

significant difference between the two schools with respect

to morphological development. Statistical analysis did not

confirm hypotheses 1, 3, and 4. Significant differences

were noted in the mean scores with respect to syntactical

development between the two schools. Pre-test, post-test

information also concluded that there was significant

differences in mean test scores for the Dallas children from

preschool to primary school both in morphological and

syntactical development.

Several interesting conclusions can be drawn from the

data gathered and analyzed.

CONCLUSIONS

First, when looking at the significant differences

found in the comparison of mean scores for morphology and

syntax, an interesting trend occurs when visualizing those

significant differences one with the other. Table 5.2
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indicates that when there was a significant difference found

with the t-test, there was also a significant difference

found with the paired t-test and the ANOVA for grade without

reference to sex. This corresponding of significant

differences allows some speculation as far as the success of

the early childhood language intervetion program found in

the Dallas sample. The children from Dallas made gains in

the same syntax areas that Dallas mean scores were higher in

than Lebanon mean scores. The two communities and groups of

children were found to be demographically similiar, and the

only difference indicated by this study was the prevalence

or absence of early childhood language intervention. Early

childhood language intervention did have a positive effect

for those areas of language identified in Table 5.2.

Secondly, it is interesting to notice that the ANOVA

scores were not found to be significant when viewed

separately by grade and sex, but were significant when grade

was considered in conjunction with sex as male/female not

male or female. This finding indicates that the children

were gaining language skills year by year, but a difference

attributed to either sex was not significant. Neither boys

nor girls were seen as being significantly more language

delayed than the other. This gives credence to the equality

of the language therapy being received by both boys and

girls at both schools. Therefore, the language gains seen

by the Dallas children (boys and girls) can be attributed to
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having received early childhood language intervention

programs, not from being a girl or a boy.

Thirdly, in comparing the normal acquisition of morphemes

(Brown, 1973) with the syntactical structures where

significant differences were found, it can be seen that the

OLSIST structures follow the chronological order described

by Brown. This allows the assumption that the children were

not simply a little behind the norm, but were in fact

language delayed, and that the children receiving signifi-

cantly higher means were benefiting from the previous

experience of early childhood language intervention, as

indicated by the comparison of the OLSIST scores.
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TABLE 5.2
CHARTING SIGNIFICANT DIFFERENCES BY ANALYSIS

T-Test Comparison Paired T-Test ANOVA Repeated
Test Item Lebanon and Dallas Dallas Pre.Post Grade. M/F Measures
Morphology * * *

Syntax 1

Syntax 2

Syntax 3

Syntax 4

Syntax 5

Syntax 6

Syntax 7

Syntax 8

Syntax 9

Syntax 10

Syntax 11

Syntax 12

Syntax 13

Syntax 14

Syntax 15

Syntax 16

Syntax 17

Syntax 18

Syntax 19

Syntax 20

Syntax 21

Syntax 22

Syntax 23

*

*

*

*

*

* * T

* T

* * T

*

* * T

* * T

*

* T

* * T

* = Statistically Significant T = Trend
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TABLE 5.3

COMPARISON OF NORMAL ACQUISITION OF MORPHEMES
WITH OLSIST TEST RESULTS

OLSIST Results Normal Acquisition

Test Structure

Past Irregular (#4) Includes "got," "went," "came," "fell,"
"broke," "sat."

Articles (#7) "a," "the," appearing regularly before
common nouns.

Third Person Regular (#9) "s" endings on third-person verbs: "moves,"
"pushes," "thinks."

Uncontractible Auxiliary for example, "He is going home."
Verbs ( #11)

Contractible Auxiliary for example "He's going home."
Verbs (#13)
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SUMMARY

The results of this research data based on how the OLSIST

clearly indicate the effectiveness of early childhood lan-

guage intervention programs. The statistical analysis

points out that children from Dallas who received a program

in early childhood language intervention did indeed score

higher on all but one of the subtests of syntax structures

and were significantly higher in eight subtests than were

the Lebanon children who did not receive an early childhood

language intervention program. Morphological mean scores

tended to cluster for the Dallas children, indicating com-

patibility of scores, while the scores for Lebanon were

varied to a much greater degree indicating a farther range

of compatibility. This statistical data when considered in

the light of the comparable demographic data can only empha-

size the need for early childhood language intervention

programs.

To further stress the importance of these findings, a

review of the pre-test and post-test data collected on the

Dallas children clearly shows growth in language development

from the preschool years to the primary years. The growth

is most explicitly seen when compared with the Lebanon

scores in Table 5.2. Dallas children scored statistically

higher in syntactical areas of: past irregular verbs, arti-

cles, third person regular, uncontractible auxiliary verbs,

contractible auxiliary verbs, modals, infinitives, and con-

junctions. These syntactical structures are not all at the
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outer limits of normal chronological language development.

(Refer to Table 5.3) This indicates a language delay, not a

chronological delay, further giving credence to the impor-

tance of early childhood language intervention programs.

The statistical data analysis showed a significant dif-

ference between the pre-test mean morphology score and the

post test mean morphology score for the Dallas children.

Coupled with the clustering trend found when comparing the

mean morphological scores of Dallas and Lebanon, it can be

seen that the Dallas children have benefited in morphologi-

cal development due to preschool language intervention

programming.

It is interesting to further analyze the data by look-

ing at the aspects found in preschool language intervention

programs. Often, parent involvement is at a premium with

parents interacting regularly with the speech pathologist.

At the least, interaction would be necessary at the onset of

therapy and at regular assessment intervals. This parent-

pathologist interaction would have some effect on the lan-

guage development of the child, for as the parent gains more

information and good working knowledge of language develop-

ment techniques, the relationship between parent and child

would likely be less stressful (Fallen, 1978). Therefore,

an added dimension to preschool language intervention pro-

grams is the knowledgeable involvement of the parent.
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RECOMMENDATIONS

1. As indicated by the study of OLSIST mean scores, early

childhood language intervention programs are viable and

school districts should be strongly encouraged to include

early childhood language intervention programs as a vital

component of the total educational process. Programming

should begin at age three with a complete in-district

evaluation of all preschool children. Language centers

should be established as a part of functioning State Asso-

ciation of Educators of Young Children approved preschools

and day-care facilities. Additional language centers should

be established in district offices to provide for children

not enrolled in an approved pre-school program.

2. Parent awareness information concerning the need for

quality early childhood language intervention programs must

be developed and distributed. To be included with this

information would be lists of approved language centers,

telephone numbers of district offices, referral procedures,

indicators of normal and delayed language development and

guidelines for choosing an early childhood language

intervention program.

3. All professionals that have contact with young children

from birth (medical professionals, ministers, child care

workers, social workers, welfare employees, and others) must

have a working knowledgeable awareness of the importance of
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a strong, viable early childhood language intervention pro-

gram to insure that all children receive this valuable

assistance. Conferences should be arranged to meet the

standards of the varied professionals, publications inform-

ing professionals of their responsibility in this matter

should be developed. Slide presentations, luncheons, work-

shops, study groups and any other means of imparting this

information should be made available to the professionals

who would be in the position to refer children to language

intervention centers.

4. In light of the research completed by this study it is

extremely important for government to review the statutes

regarding certification of personnel to work with the early

intervention programs. Obviously, there is a real need for

quality preschool language intervention programs, but

quality programs can only be managed by qualified personnel.

Colleges and universities have the responsibility of working

in cooperation of state legislators to insure strict guide-

lines for graduating teachers and speech and language

pathologists to work in the field of early childhood

language intervention.

5. Funding for programs dealing with the immediate training

of teachers and speech and language pathologists to work in

the early childhood language intervention programs needs to

be increased. Curriculum changes are necessary to provide
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competent training for these educators. Field experiences,

model centers, new relevant classes need to be established.

Early childhood language intervention courses will bridge

special education and early childhood education at the

university level. Funding must be provided to make this

bridging a constructive measure.

6. Further research is also indicated into the nature of

each language component that was tested and its direct

relationship on curriculum development for early childhood

language intervention programs needs to be evaluated.

Effective programming can only occur with an effective

curriculum. Materials need to be developed with the

promotion of early childhood language intervention programs

in mind.
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May ID, 1985

Mr. Joe Weiss
Director of Special Services

Lebanon, OR

Dear Jue,

Thank you for your support of my dissertation research project.
I am looking forward to meeting with the speech therapists in your
schools to discuss the testing procedures sometime in the next
two weeks. I would greatly appreciate your signing the permission

form at the bottom of this meow. I have included a self-addressed
stamped envelope for your convenience in returning the form to me.

4

AY"' thank YiRedacted for Privacy

Robin Wright-Tromherz has the permission of the Special Services
Department of the Lebanon School District to use data from the
1985 year-end speech evaluation in her dissertation research
sanctified by the Western Oregon State College and Oregon State

University School of. Education.

Redacted for Privacy
Liatie I 1 Mr. J e W iss

Direc'wc-6f Special Services

Lebanon, UR
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May 10, 1985

Mr. Dave Voves
Director of Special Education

Dallas, DR 9733H

Dear Dave,

Thank you for your support of my dissertation research project.

I dm looking forward to meeting with the speech therapists in your
schools to discuss the testing procedures sometime in the next
two weeks. I would greatly appreciate your signing the permission

form at the bottom of this memo. I have inclyded a self-addressed

stamped envelope for your convenience in retdrninnAthe form to me
, .

Again, thank you. Redacted for Privacy

Robin Wright-Fromherz has the permission of the Special Education
Department of the Dallas School District to use data from the
19B5 year-end speech evaluation in her dissertation research
sanctified by the Western Oregon State College and Oregon State

University School of Education.

Redacted for Privacy Redacted for Privacy
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April 22, 19l1'.?

Carol A. Jorqutusen, MA, LTC
HuJrtland Area ;Ducar ion Aijency
Ankeny, IA 5U021

DttJU Ms. J(Jr0ipSell,

Currently i am completing the requirements for a Phi)
degree in education trom Oregon State university/western
Ureqim SL.Ito College Schuoi of Education, Monmouth, Oregon.
As a part ut my doctoral dissertation, I would like to use
your ecreeninu test ULSLST/OLSIOI. an studying the
err.:cti of early language intervention programs and feel
thv OLSlsT/OLSIDI is the diagnostic tool best suited to my

It this request meets your approval, plepse fill in the
bottom portiOn of this letter and returd it to Md in the
suit-addressed stamped envelope provided.

I have also written to your co-authors to request their
permission. Thanking you in advance.

Sincerely,
Redacted for Privacy

Rollin Wright-romnerz
graduate Research Assistant
wcisC, Spec Ed 102

Redacted for Privacy
date:
Robin . _:aduate Research Assistant,
WOSC/OSU School of Education, Monmouth, Oregon has my
permission to use the OLSIST/OLSILDI as a diagnostic tool in
her ditturtation. Redacted for Privacy
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April 22, I945

Linda V. 4s4Alman, MA, CCC

director; ni-State Sponch and Language Clinic
Moline, IL 111605

Dear H. laohman,

Currently I um completing the requirements for a PhD
degree in education from Oregon State University/Western
Oregon State College School of Education, Monmouth, Oregon.
he a part of my doctoral dissertation, I would like to use
your screening test OLSIST/OLSIUI. I am studying the
effects of early language intervention programs and feel
the OLSIST/0LSIDI is the diagnostic tool best suited to my
study.

If this request meets your approval, please fill in the
bottom portion of this letter and return it to me in the
self - addressed stamped envelope provided.

I have also written to your co-authors to request their
permission. Thanking you in advance.

Sincerely,

Redacted for Privacy

Robin Wright-romner4
Graduate Research Assistant
WOSC, Spec td '02

Dace -46-
Kobin Wright-Fromherz, Graduate Research Assistant,
WusC/USU School cat Education, Monmouth, Oregon has my
permission to use the OLSIS/OLSIDI as a diagnostic Cool in
her dissertation_

Redacted for Privacy Redacted for Privacy

NO
Linda V. Zachman, MA, CCC Redacted for Privacy
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Doan 01 R0601Ifen University Conallos. Olegon 97331 (503) 754-3437

April 9, 1981

NEWHAM/UM

TO: Deans, Directors, Department heads, and Interested Persons

FROM: Donald L. MacDonald and John V. 3yrne

SUDJECT: Certain categories of research exempt from human subjects review

The U.S. Department of Health and human Services has recently issued new

regulations regarding review of research involving human subjects. Effective

mmediately, OSU will implement these new reguations. The following categories

of research involving human subjects Are exempt from coverage under the new

regulations and need not be reviewed by the OSU Committee for the Protection of

Human Subjects:

I. Research involving survey or interview procedures is exempt, except where

all of the following conditions exist:
(1) responses are recorded in such a

manner that the human subjects can be identified, directly or through iden-

tifiers linked to the subjects, (2) the subject's responses, if they became

known outside the research could reasonably place the subject at risk of

criminal or civil liability or be damaging to the subject's financial

standing or employability, and (3) the research deals with sensitive

aspects of the subject's own behavior, such as illegal conduct, drug use,

sexual behavior, or use of alcohol.

2. All research involving survey or interview procedures is exempt, without

exCeption, when the respondents are elected or appointed public officials

or candidates for public office.

3. Research involving the observation (including observation by participants)

of public behavior is exempt, except where all three of the conditions

listed in the first paragraph exist.

4. Research involving the collection or study of existing data, documents,

records, pathological specimens, or diagnostic specimens is exempt, if

these sources are publicly available or if the information is recorded by

the investigator in such a manner that subjects cannot be identified,

directly or through identifiers linked to the subjects.
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5. Research involving the use of educational tests (cognitive, diagnostic,

aptitude, achievement) is exempt, if information taken from these sources

is recorded in such a leanner that subjects cannot be identified, directly

or through identifiers linked to the subjects.

Feel free to call the Research Office (ext. 3437) if you have questions

regarding these new regulations.

Redacted for Privacy
Donald L. MacDonald

mep
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OLSIST RELIABILITY AND VALIDITY
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Reliability of OLSIST

Test-retest reliabilities were computed for OLSIST V

total test scores and for Test Structure (TS) 14 (Pronouns),

but were not computed for other individual Test Structures.

(Limited number of test items and/or lack of variability in

scores among subjects prevented this computation for the

Test Structures). These analyses were computed on 15 OLSIST

V subjects. The test-retest reliabilities of and .06 for

OLSST V total test scores are felt to be indicators of

highly reliable measures. Similarly, these test-retest

reliabilities of .74 for TS 14 in OLSIST V demonstrate high

reliability.

One meaningful indication of the reliability of the

OLSIST is the degree to which speech and language clinicians

agree on a case by case basis whether individual subjects

had passed, failed, or were borderline on the screening

test. In order to determine this, 50 clinicians were

presented seven sample OLSIST Score Sheets (2 pass, 3 fail,

2 borderline) and asked to classify the Score Sheets as

pass, fail or borderline according to the criteria described

in the OLSIST Instruction Manual. The seven Score Sheets

had previously been rated by the test authors. The percents

of agreement with expert ratings were 82% and 90% for the

pass Score Sheets, 66%, 88% and 90% for the fail Score

Sheets and 48% and 74% for the borderline Score Sheets. The

average percent of agreement for all seven Score Sheets was

76%. An important fact is that of the 350 ratings obtained
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there was only one instance in which a clinician rated a

pass Score Sheet as a fail Score Sheet and no instances in

which a clinician rated a fail Score Sheet as a pass Score

Sheet. It should be emphasized that these percentages of

agreement were obtained from a group of clinicians who had

had no previous experience with the OLSIST, as ratings were

obtained immediately after their first introduction to the

test. (OLSIST Manual, 1978).

Validity of OLSIST

Evidence regarding the validity of the OLSIST as a

screening test involves the following questions:

1. If a Test Structure is passed on the OLSIST, will

that same Test Structure also be passed on the

language sample?

2. If a Test Structure is failed on the OLSIST, will

that same Test Structure also be failed on the

language sample?

OLSIST Test Structure Pass-Fail Criteria

In order to answer these questions, OLSIST V Score

Sheets were restored so that pass-fail judgements could be

obtained for each Test Structure (TS). (The original OLSIST

Score Sheets were rated pass, fail or borderline for the

entire test, as is described in the OLSIST Instruction

Manual.) There were 38 subjects.
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OLSIST/Language Sample Test Structure Pass-Fail Criteria

It is the opinion of the test authors that a child

scoring below 80% correct on any Test Structure is not

demonstrating consistent knowledge and/or use of that

specific TS. This 80% mastery/non-mastery criterion was

used to designate pass and fail TS performances on the

language sample for purposes of these statistical analyses.

Results

In the analyses that follow, the numbers across

individual Test structures and the numbers within a given

Test Structure vary as a function of the different numbers

of subjects who either passed or failed a given OLSIST Test

Structure and as a function of the actual number of cases in

which sufficient occurrences of a Test Structure were

obtained in a language sample. (Five or more instances of

occurrence of a Test Structure in a language sample were

necessary to be sufficient for analysis.)

As seen in Table B-1 there is an overall 94.78% chance

that a Test Structure passed on the OLSIST will be passed on

the language sample. There is an overall 85.56% chance that

a Test Structure that is failed on the OLSIST will also be

failed on the language sample. The percentages for

individual Test Structures vary.

For the purpose of this study, the OLSIST Stage V was

chosen to be administered to all children in the testing

sample. Stage V is designed to test all first grade and
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kindergarten children but may be used to test children in

lower or higher grades as well. A sample OLSIST Stage V

form is found in Table B-2.

An analysis of the Test Structure Definitions can be

found in Table 3.1, page 81.
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TABLE B-1
PERCENTAGES OF PASS-FAIL AGREEMENT BETWEEN
OLSIST TEST STRUCTURE AND LANGUAGE SAMPLE

SUBJECTS PASSING OLSIST SUBJECTS FAILING OLSIST

Test Structure Language Sample Test Structure Language Sample

TS 1 100 (11=15) TS 1 no data
2 93 (N=15) 2 no data
3 100 (N =13) 3 75 (N=4)
4 100 (14=10) 4 100 (14=9)
5 100 (N=3) 5 67 (14=3)
6 71 (N=7) 6 75 (4=4)
7 92 (14=12) 7 67 (N =9)
8 88 (N=8) 8 100 (4=3)
9 91 (N=11) 9 100 (N=7)

10 no data 10 no data
11 no data 11 100 (N=4)
12 100 (11=10) 12 100 (14=10)
13 100 (14=8) 13 80 (4=15)
14a 100 (N=11) 14a 80 (11=5)
14b 100 (4=14) 14b no data
14d 100 (14=12) 14d 57 (11=7)
15 92 (1=14) 15 no data
16 100 (146) 16 100 (4=3)
17 78 (1=9) 17 100 (14=4)
18 100 (14=8) 18 56 (14=9)
19 83 (14=12) 19 100 (4=3)
20 100 (N=11) 20 100 (4=3)
21 100 (14=7) 21 83 (4=6)
22 92 (N=13) 22 no data
23 100 (14=5) 23 no data

Average TS Values 94 .78% 85.56%

The percentages in Table B-1, while indicating a very high degree of
stability from the OLSIST to language sample, must be viewed as tenta-
tive or pilot validity estimates because of the limited number of cases
in many of the Test Structures.
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TABLE B-2
AUTHOR'S CRITERIA FOR ANALYZING INDIVIDUAL OLSIST V TEST STRUCTURE
PERFORMANCES AS PASS OR FAIL FOR PURPOSE OF OLSIST VALIDITY STUDY

OLSIST V Test Structure

Minimum number of Items
Missed for TS Fail
Classification

TS 1 3
2 2
3 3
4 2
5 2
6 1

7 3
8 1

9 1

10 1

11 2
12 1

13 1

14a 4w
14b 2x
14c *
14d 2y
14e lei

15 2
16 1

17 2z
18 1

19 1

20 2
21 1

22 2
23 1

w - TS 14a is not subcategorized in OLSIST V but is found in Sentences
1,3,5,5,6,9,9,10,11,12,14,16,18 and 19

x - TS 14b is not subcategorized in OLSIST V but is found in Sentences
2,6,8,15 and 19

y - TS 14d is not subcategorized in OLSIST V but is found in Sentences
12,16,17,19,20

z - If only two items are missed in TS 17, one of these must be
Sentence 12, 14 or 18 for TS 17 to be classified as fail

*- No instances of this Test Structure occur in OLSIST V
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APPENDIX C

A LOOK AT DALLAS SCHOOL DISTRICT #2
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A Look at Dallas School District #2

School District No. 2 serves a large area of nearly 250

square miles. The population of nearly 16,000 persons is

evenly divided between the City of Dallas and the

unincorporated areas of the district.

A staff of 184 certificated persons and 104 classified

persons work in the nine school units and one administrative

building. The school units and enrollments are: Dallas

High School (10-12) 615 students; LaCreole Junior High (8-9)

450 students; Academy Junior High (7) 240 students; Lyle

Elementary (1-6) 310 students; Oakdale Heights Elementary

(1-6) 430 students; Whitworth Elementary (1-6 with grade 6

located at Academy) 400 students; Bridgeport Elementary (1-

4) 90 students; Peedee Elementary (1-6) 40 students; and

Rickreall Elementary (1-6) 55 students.

The School District has enjoyed the positive support of

the patrons in the development of modern facilities,

comprehensive programs, and excellent staffing patterns.

Tax levy elections have been favorable on the first vote in

nine of the past ten years with a second vote required only

once. The district has updated all media centers and

elementary gymnasiums and provided for a comprehensive

expansion and modernization program at Dallas Senior High.

The School District is governed by a five member Board

of Directors. It meets on the second and fourth Mondays of

each month except July and December in the School District

Office at 111 SW Ash Street. All regular and special
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meetings of the Board are open and the public is invited to

attend.

Philosophy of Dallas School District No. 2

Dallas school policy states that the school is one of

the major institutions through which our cultural, political

and social heritage is transmitted from generation to

generation and the means by which the members of our society

are prepared intellectually to evaluate and control cul-

tural, political and social changes. And that the primary

purpose of the Dallas Public Schools is to provide oppor-

tunities for the full intellectual development of each

child, limited only by his unique capacity.

Also, the child has the responsibility to himself and

society to purposely pursue the educational opportunities

provided him.

The Dallas Public School System feels it has a shared

responsibility with other institutions and agencies such as

the home, the church and all levels of government for the

social, physical, emotional, aesthetic, moral and spiritual

growth and development of the individual child.

Dallas policy states further that the school must

assume a major responsibility for developing in children: a

spirit of patriotism based on a deep and abiding love of our

country; an understanding of the basic principles of

American democracy; a commitment to participate as citizens

in the decision-making processes; and, an understanding of
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the duties, responsibilities and rights of every citizen.

Also, the school has a responsibility for developing in

all children: an understanding of our economic system based

on individual initiative, private property right and

competition; a respect for the human dignity attained

through productive work; a determination to become

contributing persons within our economic system; and, an

active concern for the conservation and wise use of our

natural resources including the protection of our total

environment.

The school, in Dallas, has a responsibility for

developing in all children an awareness of societal

responsibilities to themselves, to other individuals and to

the local community or to the larger community of state,

nation, or world.

And, it is an obligation to children and to country to

institute those programs necessary to fulfill the

educationalneeds of our children and to provide the

facilities, materials and to employ the staff required to do

so.
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APPENDIX D

LANGUAGE THERAPY ELIGIBILITY GUIDELINES
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Language Therapy Eligibility Guidelines

Language is defined as a code for representing ideas

about the world through a conventional system of arbitrary

signals for communication. The dimensions of language are

content, (semantics), form (phonology, morphology, syntax),

and use (pragmatics).

Semantics pertains to the intent and meaning of words

and sentences based on the relationship between the referent

and the symbol. Phonology pertains to the sound system of a

language characterized by segmental and suprasegmental

features. All language forms do not necessarily possess a

phonological component. Morphology pertains to the

inflectional and derivational rule system that governs the

structure and construction of words. Syntax pertains to the

linguistic rules governing the word order and structure of

an utterance. Pragmatics pertains to the functions of

language in communication and the rules for selecting alter-

nate forms of a message based on listener and context.

Language Disorder is a deficit in the developmental and/or

integration of any or all of the dimensions of content.

form. and use

Referral and Screening of Lebanon System

Referrals may be made by anyone by submitting a request

form to the building Student Services Team Coordinator with

"Speech/Language" indicated.

Screening is done by the building Speech Clinician to
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determine whether further assessment is needed. Screening

should include reviewing all available student data from

progress and behavioral folders. "Speech Screening"

includes engaging the student in spontaneous conversation

noting fluency, voice, language and phonological

characteristes. All students new to a building (incoming

first graders, transfer students) shall be routinely

screened in all elementary buildings.

Assessment in the Lebanon System

Assessment in Speech and/or Language is done for any

parent referral (including preschoolers) or as determined by

the building Student Services Team. A parent permission

must be secured prior to any assessment. Assessment for

possible eligibility includes hearing screening, academic

(when appropriate), language (formal and informal in areas

of semantics, morphology, syntax, pragmatics), phonology

(formal and informal), behavior-observation (when

appropriate), oral peripheral exam (when appropriate),

developmental history (when appropriate), and speech

(fluency and voice).

Assessments will be performed in the student's primary

mode of communication such as manual or nonvocal

communication. The parameters of student motivation, age,

social-emotional development, cognitive development,

physiological functioning, prognosis for improvement, and

primary language shall be considered during assessment.



174

Eligibility of Lebanon Students

No single procedure will be used as the sole criterion

for determining an appropriate educational program for a

student. A student may be determined eligible for services

as Speech Impaired (phonology, voice, fluency) and/or Lan-

guage Impaired (morphology, syntax, semantics, pragmatics,

phonology). To become eligible for services as Language

Impaired the student must demonstrate a level of communica-

tive competence that is significantly below that of his/her

peers in at least one of the dimensions of morphology.

syntax. semantics. and pragmatics as determined by more than

one assessment procedure. ',Significantly', will be defined

in the following terms. The student scores more than one

year below developmental norms for his/her chronological or

performance mental age, or one standard deviation below the

mean, or below the 16th percentile on a standardized test

validated specifically for at least two of the dimensions of

semantics, morphology, syntax, semantics, and pragmatics.

On a representative sample of spontaneous language

which assesses morphology, syntax, semantics, and pragmatics

the student displays inappropriate usage (not contextually

relevant) and/or inadequate stage (one year below

developmental norms or performance mental age).

The students whose chronological age places them above

the normative data for presently available instrumentation

will demonstrate one of the following: a functional score
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below the 12-year-age level on an instrument validated

specifically for at least two of the dimensions of

morphology, syntax, semantics, and pragmatics; or, on a

representative sample of spontaneous language which assesses

morphology, syntax, semantics, and pragmatics the student

demonstrates inappropriate or inadequate usage as determined

by a qualified examiner. (Lebanon Handbook, 1985)

As can be seen from the review of the speech and

language programs from both the Dallas and Lebanon School

Districts, the philosophy and overall approach to

r em e dia ti on is quite similar in both districts. The

therapists in the Dallas District report they see each child

identified for therapy two times a week for approximately

twenty minutes per session. In Lebanon, the children are

seen in therapy two times a week for fifteen to twenty

minutes per session. The therapists in both districts are

state licensed speech and language therapists. Again, simi-

larities can be seen between the two programs.

Looking at the overall picture of the two programs, the

main difference lies in the absence of a preschool language

intervention program in the Lebanon School district.


