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ABSTRACT

. ) ¥ v

Language’power is fhe integration of two major areas,of'the
child's deve]bpmént, his thinking power and his language competenc?.
The purpose of fhis study was fb‘exp1oré the feasibility of 1ookihg
at children's ora} language behavior in description as a means -
of gaiﬁing a better understanding of their Tanguége power.

This study pogtu1éfeq that a research instfument:based on
description could provide a much needed measure.in e]eméntary
education for asséssing individual children's instructional needs
in language. ‘Descriptibn was conceptualized to‘be funétiona] in
all-Tanguage situétions and fo involve the two dimensions of -
growth in language power. }

‘ A conceptual framework, "A Model of the Strategy o%’
Descriptiont, repfésenting thé skills involved in deS;rﬁptipﬁ_and e
theirrelationship to growth a]dng-theJConcrete—ébsfr;Et»contfnuum.
'inVcognition éhd‘the impTicit—expTicitltontinuum in ]angﬁage
deve1opméhtlguided the construction of[£he reQearch instrument.
The instrumenqlconéisted of five skills emﬁ]dyed\in description and
two funcfiona] ‘anguage tasks inyo1vipg des;ription which were
arranged 7n increasing order of égmp{exiéy;" .

Pﬁe instrument was auninistered to sixteen individual
subjectsfin ﬁwo age grou~s, ages eight yé;rs éix months to nine
years five months ar. e1eVen‘years'sfx-monfhs to twelve years five
months. Each group consisted of average 1anguage*u§ers and high

language users.
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Specific categories were,estabiished for the ana1ysis of :V
, each descr1pt1ve task and criteria were set up for the ana1ys1s of
the various categories. In the first f1ve_tasks, the ana1ys1s of
a]] responses focused on trends in frequehcy distrﬁbutjons,
‘qua1itative patterhs, and the nature of the'speech behavioE regarding
the four groups, the tuo age éroups, andhthe twq,diffehent'devels
of 1anaguade users within an age group. 5%w0 chi]d n's 1anguage_
'sampTes jn'hDescfiption? and "Story Te]]iné” were‘anaiyied47h the
form\of case studies in the Tight pf their performance in the
first f1ve tasks with regard to the scope of their language power’
| A]] the tasks revea]ed s1gn1f1cant 1nformat1on about
children's growth in 1anguage power. The results of the f1rst f1ve
tasks pOJhted to developmental factors perta1n1ngvto growth in the i
cpncreteeabstract and the imp1ieit—exp1icit dimensions. _The case
studtes'served tp\reyealvthat the combinatiqn of jnfohhatton‘
Yie1ded by the 1aSt tuo tasks a}d tirst five tasks cpuld be"
effectlve 1n d1agnos1ng children's 1nstruct1ona] needs in 1anguage,
the formeh 1nstrumenta1 in screen1ng chlldren s strategy 1n
, funct1ona1'1anguage s1tuat10ns and the Watter For identifying
spec1f1c strengths and 1mmatur1t1es in the1r growth in concreteness;
abstractness and 1mp11c1tness exp11c1tness P
, Accord1ng to th1s exp]oratory study, it appears that a
" measure based on descr1pt1on, hascons1derab1e d1agnost1c potential
for ga1h1ng a better understand1ng of ch11dren s growth "in language

‘power LY
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CHAPTER 1
THE PROBLEM

I. INTRODUCTION

Thekincreasing research knowledge about the re]atﬁonship of
children's oral language development to school achievement has given
an impetus to the examination of the scope and function of the study
of language in the elementary school classroom. Goals for the lan-
gUage arts curriculum are being redefined with emphasis on‘expansion
of the individual child's language power for effective communication
in today's world.

. .
The vital role of the school in language development
i% built on the existing competence. In exercising
this role, teachers and curriculum planners must keep
in mind that all aspects of 1anguage, cral and writ-
ten, are developmental. Growth in effectiveness,
not perfection, must be stressed (Smith et al, 1970,
p. 174).
"Competence" in this text addresses the language power of the child
.whieh may be said to be the interrelationship of "mental growtﬁ" and
"syﬁbo]ic’exekession” (Moffett, 1968, P- 18)

‘That the six year o]d ch11d enter1ng school has at his com-
mand a highly deve]oped system of 1anguage, has been conf1rmed by
research studies in the past fifteen years. Hocker' s (1963) study,
following those of Strickland (1962),-Temp11n (1957), and McCarthy
(1930), revealed that the six year old child possesses not only an

.“ . ,' » ‘ . .~ . i
extensive vocabulary and all the sentence patterns, but "a wide

- range of manipulative ability ihihis oral landuage (Straﬁg & Hocker,

1



1969, p. 251)." By the time the normal.child comes to school he'has
used Tanguage in many ways and is subconscious1y,aware that language
has many functions that affect himbpersonaljy (Ha1ldday; 1969).
'Recent research studies measuring verbal language behavior
~ have drawn attention to language growth beyond school entrance.
Templin (1957), 1n‘a7study of chderean oral vocabu]ary, found oral
vocabu]ary‘doub1ed petween the ages.six to eight years; The study
,with children ages three to seven by Menyuk (1961) suggested the
occurrence of 1ncreastng sentence,Tength and variation in sentences
in the older group's:1anguage. Significant findings regarding lan-
guage development 1n'Loban's (1963) study were the increase in the
use of number of words and in sentence Tength dur1ng the first seven
years of schooling. |
Among the research studies show1ng a h1gh corre]at10n between
oral 1anguage power and schoo] ach1evement Loban's study has prob-
ably had the greatest 1nf1uence 1n the exam1nat1on of 1anguage study
1n the e]ementary schoo1 ; ~His findings 1ed h1m to conclude that comi
pete/ce in spoken 1anguage appeared to be a necessary base for compe—
tence in quting.and reading. The import of Loban's results, however,
must be ‘accredited to the support of other studies in :he area. For
example, the_stud1esvof Strickland (1962) Rudde]l (1963), and Harrell
(1957) showed a re1ationship of taci]ity in ora] expression to read-
ing comprehension and uritten language.
. ‘The function then of the school language program is to pro-

vide directions of growth in language power and conditions which



foster xt’wh1ch allow for the range of 1anguageﬂgb1]1t1es children of"

':vary1ng ages br1ng to schoo] In sp1te of increasing’ research Tn

' 1anguage, there cont1nues to be a paucity of‘1nformation regard1ng |

"‘Vch11dren S growth in language power and effect1ve 1nstrumentat1on for
‘assess1ng the 1nd1v1dua1 ch11d S 1anguage ab111ty Comprehens1ve

© measures are. needed ‘which tap the spectrum of growth in 1anguage

power, 1n thought and in. language Jevelopment .

Research measuring ch1]dren S 1anguage to the present has

. been restr1cted in scope,in purpose, and in des1gn In the past

‘ obJect1ve measures have classified and counted isolated features of -

‘1anguage productton such as number of words, sentence 1ength var1—

ety of words and parts of . speech, use of varied sentence types, com-

plexity of structdre,.and.COherence'(Wi1kinson, 1971, p. 117). An-

other maJor Timitation in ‘research to the present has been that the

measures have tended to rely on s1ng1e ‘language samples obta1ned in

s1ng]e 1nterv1ews. w11k1nson cautions that_objective measures shou]d\

be used with great care and that the situations *in which language

~samples are obtained is of the utmost importance. He supports his

| position with an f]1ustrat10n of his Work fn which subjects gtving a‘

commentary scarcely scored on a mod1f1ed 1ndex of subord1nat1on but

-scored very high reporting a te]ev1s1on 1ndex He eonc]udes, ‘

.+ "Ideally, one needs to test subJects in severa1 carefu]1y chosen

| diverse situations (p. 118)." VWatts as early as 1944 stated, "The .

extent of a child's power over language as an 1nstrument of communi-

- cation Will natural]y be " 1ooked for in his conversation (p 68)."

.



Recent studies Undertaken at the University of A1berta by
McFetridge and assoc1ates (]9735) have pointed tosthe potentia] E 5 .
measure based on desCr1pt1on for assessing children's ]anguage pro—
duction. It is McFetr1dge s posit1on that descr1pt1on is a 1anguage

strategy wh1ch permeates all 1anguage s1tuat1ons Watts (1944) con-

7..fice1ved description to provide samp]es of ch11dren s continuous speech

.}j and designed some descr1pt1ve tasks for’ measur1ng the child's grow-

' ing‘ébi]ffy to see relationships ambng objects and to express the re-
.‘1ationships'1n'sen£ences Since then 11tt1e appears to have been
done to exp]bre the v1ab111ty of “the use of descr1pt10n in assess1ng
ch11dren s growth in Tanguage. -In 1969, Fournier pub]nshed a compo-

-'sition prngam titled Th%hkingAand Writing' An Induct1ve Program in

omEos1t1on cons1st1ng of six curr1cu1um units to develop fac111ty in
descr1pt1on. H1s rationale for the‘fpcus on des;r1pt1on was that it
is a basic form of many kinds of wn1t5ng -.narration, exp1anation,‘
argument, and analysis. Fournier's task-ane1ysis'for the curriculum
units revealed c-sc ation to in§p1ye.the basie cognitive and lan-
guage skills. - o » f%? ’

The present study postu]ated that ;@ research 1nstrument based
on descr1pt1on cou]d prov1de a comprehens1ve measure for assess1ng
ch11dren s oral language production, in a context approx1mat1ng func- -
tional 1anguage s1tuat1ons, which wou]d prov1de useful information
about growth in 1anguage power for a "hypothes1s for teach1ng

(Jackson & McFetr1dge 1972)." Descr1pt1on was conceptua11zed to be

a 1anguege_strategy which permeates all language s1tuatjqns and to

3
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iﬁVo]ve;a\h1era}chy of cognitive functi»ns and language competencies.
'_ Itg?és prbposed that a research inst}ument based on description would
be désigned to tap chi]dren'S'growth in tﬁgiconcretelabstract dihen—

ion in the coghitivedomainand in the 1mp1icitfbkp11cit dimension in

language competence.
II.. PURPOSE OF THE STUDY

The pqrpqsg of the study was to explore the feasibility of
Tooking at children's Qra1 language behavior in gescription-as a

means of gaining a better uhderstandihg of their language power.

IIT. DEFINITIONS OF TERMS

o

Language competence. 1The speaker's repertoire of words for

naming purposes and qualifying meaning, fluency with words in sen-

tences, .and control of speech in a variety of situations.

Language production. The speech behavior in a b icular

language situation reflecting degree of abstractness of thought and

7
-

language competence.

Language faciiity. ‘Competence in spoken and. written language

as manifested in school achievement.

High 1anguagé users and average language users. The dégree

' -of”competenCeiin'spoken and written language reflected in achieve-
ment in the language arts sﬁbjects and as rated by the classroom
‘teacher. . K - . L ’,“

I o e



oLV. DESIGN OF THE STUDY

R e

Population and Sample

The sample for the study was four groups, a total of six-
teen boys and girls.in one elementary school 1ocated in a mtdd]e
c1ass community in Winnipeg, Manitobax -The four groups consisted of
equa] numbers of random]y selected average language users and h1gh
1anguage usegs in two different age groups, ages e1ght years six
month% to nine years five months and eleven years six months. to

twe1ve.years five months. L
S

A

Data.CoTWection

Tm———

‘The research instrument, Description: A Measure of Children's

b

"~ Language Power, was constructed to elicit language samp]es from the

individual child in a var1ety of situat1ons 1nvo]ved in the strategy
of description. The seven descriptive tasks, which incjuded five
-skills employed in description, and two'functional ]anguage‘tasks,
zwere arranged in order of difficulty from simple to complex andeere'
based on an ana]ysis:ot what 1is invo]ved in description and a compre-
hensive review of 11terature re]at1ng to child development as it per—
tains to the cognitive processes and 1anguage deveiopment
. Group 1nte111gence scores were made ‘available by the school.

| Theé&ESearch 1nstrument was administered to the individual

SUbJECtS by the 1nvest1gator | The 1nvest1gator met with each subject

in four d1fferent_sess1ons. The first two interviews served the pur-

pose of establishing rapport with the subjects. - The research

W



instrument was administered to the 1nd1v1duafnsubject in two separate

interviews, a week apart, in the last two sessions.

V. RESEARCH QUESTIONS

1. What does a child's spéech_behavior in describing objects and
events in situations of increasing complexity reveé]Aregarﬁing
his growth along the contrete—abstract continuum? S

2. MWhat does a child's speech behéviOr in describing objects and
events in situations of increasing comp1ex1tyjrevea1 regarding
his growth along the 1mp1icit-exp1icit continuum?

3. What.does a child's speech behavior in descriptive tasks reveal ‘

| regarding Hjs language power - the re]atibnship between his think-

ing power and language competence?
VI. ANALYSIS OF THE DATA

" The data were shbjected to avsubjective analysis. Descrip-
tion requifeménts‘estab]ished for each descriptive task in the con—l'
struction of the instrument formed.the categories for analysis in
most tasks. The criteria for the éna1ysis of the data within the
 categories were deterhingd,by the requirements of the fasks and the

specific responses to the, tasks.
. VII. LIMITATION

4 _ : .
The major limitation of the present study was seen to be thev

exploratory nature of the investigation.



SVIIL, 'SéGNIFICANCE T,

Tﬁe study might suggest;%Urﬁher‘deveioemeht_of cne measure -
based on description and might'reVealft;endé in Tanguage cohpetence.
e N
IX. THE‘ORGANIZATION OF THE STUDY
: Chapter I has given a general 1ntroduct1on to the research
prob]em and the methodo]ogy of the study. Chapter II presents a re-
view of the theoretical cons1derat1ons and the research 11terature
which served as a, gu1de to the study. The construct1on of the re-
search instrument is descr1bed in Chapter III followed by the des-
cription of the research design in Chapter IV. Chapters v and\VI
contain the ana]ys1s of the findings and the results. The sum&ary,
conclusions, and 1mp]1cat1ons for further research are presented in

Chapter VII.



. CHAPTER M
L ;- » R
REVIEW OF THE RELATED LITERATURE

[

Th]SH;heptercomprises the theoretical considerations and (he

T

review of the re]at1ve rese rch literature which served as a basis

the strategy of descr1pt1on as a

measure of ch11dren S languEQe power. The f1rst part of the chapter
e]aborates on the notion of language power Four dimensions of

growth in language power are eXamined in seCtion two."\Section three
is concerned With growth in word meaning and language structure' A.

vd1scuss1on of the conceptua11zat1on of the strategy of descr1pt1on

. @5 a measure of children's language power and the summary conc]ude

the chapter. Tk
I. LANGUAGE POWER

Language power is the integration\bf two major ereas'of the
child's deveiopment, his.thinking power and his ]anguage‘competence,
‘A chj]d?s 1énguage power reflects the way he is experiencing the
world and determines,how he operates in it (Britton, 1970, p. 20).
The chi]d's cognitive functions are his means of making sense of
the world, of current and past experience, and his 1énguagegfs,the
"key éystem“ whereby "he represents the world tofhimse1f and organ-

1zes all other ways of - represent1ng (p. 21)." |
| Halliday (1969) states, "Language is, for the ch1]d, a r1ch’
fg;and adaptable instrument for the rea?i;ation~3F his intention;,f

9
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/\ there 1s hard]y any 1imit to what he can do with it (p. 27) "

R
Ha1]1day prop"”es seve- models or ways the child uses Tanguage. The

child'may use 1anguage fQr gett1ng things done, for regulating the
’ . )
behavioraof\others for 1nteract1ng wvth self, for expressing his in-

'diviguality, as a means of imvestigating reality, a%d sokon. The
child's communication of his intentions is inf?uen;éd by the demands
of the Janguage §ituatiéﬁ%€or each,]angﬂagé situation is affected by .
such eiements as thefpersén speqking, the ideas the speaker is-at-

tempting to convey,,the person to whom he is speaking, and the place

pe

or occasion in which he is speékingl(w11kfnson;’197T; p..52).
language power of the child determines the degree of his success in

adapfﬁng to the demands of a particular language situation and in

Vg

expressing his jntentﬁons. PoWer.over 1anguageqé$sumésjthe options
the child uses id,meeting thebnegg§-of‘the language situation which
in turn depend on.the 1anguégé ég;}tegies avai]ébleftb hihvénd how -~
he uses thosée strategies. The underpinnings- of the language strate-

A ' )
gies are labels for raming purposes and words for qualifying meaning,

the differentiatioh and agstraction of attributes and the number Jf

ways he categor1zes his abs ractions of the env1ronment and his rep-

‘erto1re of words for combinirg h1s 1deas Thus the clarity with )
which the child communicates 1is intentions is related to his lan-
. N . ]

guage power which consists ‘of the deve]&bmenta] 1évej of the cogni-
tive and language skills under]ying'his Tanguage strategies;‘intui-lf§i~’
tive or de11berate use of the 1anguage strateg1es, and the options

~

S~
the child uses ;;k;eet1ng the demands of a "Tanguage situation.:.

’;. %
'J‘“j!m
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The concept of language power represents the 1nterre1at1on7
sh® of tdgght and language. It addresses at the same time the
chi]d:s cogn1t1ve growth and tanguage development, and the 1nf]uence
one hgs over the other. The apparent tnterrelatjonship between

thought and language has prompted much specu]ation“among investiga-

'Ators in.child psychology regarding the deve]opment of thought and

L

\y/

1anguage a major quest1on being wh1ch one comes first. '
Piaget and his Geneva associates (P1aget and Inhelder, 1969)

pos1t the pr1macy of cogn1t1ve growth as regards language deve]op—

11

ment. The" work of P1aget s colleague, Herm1na S1ncla1r De- Zwart {1969),

k]

foUnd possess1on of 11ngu1st1c terms and structures, or the teach1ng
r Y . )

of r@ﬂevant verba] term1no]ogy to the ch11dren, Tittle 1nf]uenced

the performance of the chﬁ]dren.pn conservat1on tasks. It was her

e
vconc1u51on that ]anguage deve]opment wh1ch appears to -rUn ahead at

. of representation. The trans1t1on from 1ndex to symbo] to s1gn

3}
~

t1mes,\cannot hastgp_or outstr1p cogn1t1ve growth LR
Accord1ng to Piaget ( 1970) 1anguage deve]opment is fac111—
tated by the “semiotic functions" or-symbo11c funct1ons (p 717)

The semiotic funct1on detaches thouqht feom act1on and is- the sourc

Y &

¢

which occurs through the semiotic funct1on is seen. to be re]ated.to'

.the progress of imitation which is rooted in the—sensorimotor Tevel

L

(p. 717).
P1aget and Inhe1der (]969) concede however, that 1anquage

p]ays a dom1nant ro]e in the growth of the powers of thought They

attrwbute th1s ro]e of 1anguage in cogn1t1ve growth to the un11m1ted

"'w
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field of application of 1anguage,‘1n time and space, as opposed'to
~actions in sensorimotor behavior,ﬁwhich is 1ﬁmigéh in- time and space
(p. 86).
Mental processes in the Soviet investigations are regarded as
the product of intercommunication with the environment and "the
',vauisftion of the common experiences transmitted by speech (Luria,

1959, p. 11)." Thefmajor'influentia1 component of the environment s

. considered to be the 1anguage of the adults. Vygotsky (1962 transia-

tion [1934]) roposes that thought and 1anguage have different ger -
"et1c roots and the1r functions deve]op along 1ndependent Tines which
. Cross ana recross. At about the age of two, the two lines meet ' ‘
;n1t1ate anew form-of behavior (p 43) Not unlike Piaget, Vygotsky

sees the 1nfant\s action upon woer as the first exerc1se of "budding

_pract1ca1 intelligence (p 46)." Speeth enters 1nto the 1nte11ectua1

phase. when the child has d1scovered the symbolic funct1on of words

. wh1ch occurs when he tries to learn the signs attached to the obJect.
It is through the mean1ng of the wond when thought 1s’egbod1ed n
the word, that thought comes ‘into ex1stence {(p. 1204//'In Vygotsky"s -
theory on concept format1on the- 1nte11ectuqﬂ funct1ons play as
-limportent ar leas theAwordf At the stgge of true concept develop-
ment , analysisvand synthesis are the inétruments of thought and the
‘word is the key facilitator of the. concept D. 78)

\\Many theor1sts prefer to po1nt to tre strorg i“'erre1ation¥

"~ ship: between cogn1t1ve growth and language development rather than

-to question’ ‘which comes first. The genera] ‘concensus is ‘that growth
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~ in both areas is influenced by genétic ahd;experential factors
(Piaget, f970; Vygotsky, 1962; Bruner, 1966; Lenneberg, 1970).
VLenneberg (1970) views language tQ be an int e hart of cognition.
He cités surveys whi;h were done with child: n with a variety of

‘ haﬁdicaps which showed the children's grasp of how language works

is related to the%? géher:]ﬁcognitive growth due in part tovphysica1
maturation and in pa-t to opportunities for interacting with a stim-
u]ﬁs in the environment. Lennebéfg\sfréséqs that 1angua§é éhou]d be

understood as an operation rather than a static product of the mind

for it is "its modus.operandi reflects that of humanlcognitibn
(p. 17)." o |

" That the child moves through identifiable, progressive'phgses
of increasing coﬁp]exfty in coming to terms with his environméntbis
attested by many theories ofmcognition. The cognitive theories of
Piaget (]970),4Vygotsky (1962), and Ausube1 (1963) identify p}ogres—
sive stages of cognitive deve]opmenﬁ from the global state to,a more
differentiatéd way of experiénceﬁng the world. Progre;sive bﬁases
means & precedinglstage is neéessary fbrgthe'formation of the subse-
: qunf one. Smith et al (197Q)Astate, "Children will move from one
stage,éf cémp]exity to the next, depending on richness of experential
background, quality of dialogue with adu1ts,ﬁahd concomitant neuro-
iogical development (p. 116).“' It is Ausubel's (1963),thgory that
chi1dfen at all ages engage in logical Qpergtions and problem solv-
ing. bThe agé<1evé1 differences, which are in degree and comp]exity,

L

are attributable to a great extent tqj;he child's growing ability to
« .

b9} 4
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{ genéra]ize and to use abstract symbols. This growing ability is
reflected in the transition from subjective to objective thought and

the transition from concrete to abstract operations (p. 115). -

IT. DIMENSIONS OF GROWTH IN LANGUAGE POWER

——

“The notion*of growth in 1anguageAdeer takes into account two
directions of déve]opment. The first prbg;?ssioh'ih deveiopﬁent is
concerned with the laying down df basic ski]TEu\Epd the Budeing on
those skills, which occurs with growth in age. The second direction
of deve]opment‘is toward ihternal refinement and complexity, the
specialization of functions, and the continuous reintegration of
" functions as the child climbs the ladder toward maturity, as he grows
from concreteness to abstractneés and from lesser differentiation to
greater differentiation. This section examines four dimensions of
growth, the prime constitutents of language powe?, which represent
~the two directions of development. They are differentiation, abstrac-
tion, objectivity, and exp]icit meaning.

Growth in 1énguage power 1s”essehti$11y related to the indi-
vidual's functiohing along the concretg-abstract continuum in thbught_
and the fmp?icit—expTicit éonfinuum in language production. Growth-
across the abstractive hierarchy "consists of twb simu]tanéous pro-
 gres$1on§ - toward differentiation and :oward hierarchical 1n£egra-
tion (Moffett, 1?68, p; 29)}” The level of djfferentiation gnd h%er—
archical_integratidn 1s.re0éa1ed,in the level of explicitness of

~speech. "“Explicit meaning," is also said to comé, "throug . ability
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- to use words and sentences pretise]y.to-ﬁake ideas clear (Jackson and '

McFetridge, 1972, p. 2)." Vygotsky (1962 translation [1934]) reasons

that a child's thought initially finds expression in a word and as

'his'thought becomes more differentiated, he is less apt to express it

in single words :but constructs a composite whole. He advances from

two to three connected words to—simpie sentences, to more complex

ones and,fﬁﬁa]]y to coherent speech made up of a series of such sen-

tences (p. 126).

Differentiation and Hierarchical

‘Integration
~ The concepts of differentiation and hierarchical integration
are fundamental to almost all theories of cognitive development

(Kagan and Kogan, 1870, p. 12%?). ‘The assumption is that human de-

_ velopment proceeds from lesser to greater differentiation and hier-

archical 1nteqratioh (érént 1972- p. 15).. However, there is consid-
erable ambiguity 1n the concept of d1fferent1at1on

Witkin (1962) haS"done considerable work on the COgnitive',
dimension, "psycholog1ca1 d1fferent1at10n" in which lesser differenti-
at1on and greater d1fferent1at1on represent the distinction between

ajre1at1ve1y g]oba1 or re]at1ve1y articulated way of experiencing

the world (p. 181);e A hore;articu1ated~way of experiencing the

worid is achieved in the "progression from an initial unstructured
state, with segregation of self from environment at best limited, to
a more structured state with greater segregation of self (p. 183)."

Granta(1972) suggests that a major charaeteristic of a high]y,
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differentiated state is specialization of functioning in which sub-"~
systems presént within- the general system mediate Specffic function;
(p. 19). Progress toward differentiation may be'rabid or;s]ow depend-
. ing on constitutioné] and experienti;i'factors (w1tKip; 1962, p. 182).

According to Kagan et al (1970), cognitive deve]opﬁent is
accompanigd by more differentiated perceptions and the acquisition of
differentiated and' abstract concepfs (p. 203). ‘COnceptualizatibn
pasées through a similar developmental sequence as perception. Con-
_cepts which are global and overgeneralized initially become specific
and'differentiated with age. |

In language the developmental progression is a]so’from the

global to articulateness (Grant, 1972, p. 157). Lennebérg (1967)"

states; "The infant's first emerging patterns of 1énguagé'acquisition

are ‘'global, undifferentiated aspects which gradually unfold until the’

differentfated rules, 1exic§1-1tem§, and phonological skills are es-
tablished (p. 208)." Differentiation of categories énd greater com-
plexity 1n'ﬁjerarch1ca1 and re]ationa1‘stru§ture of kngw]edge are o
-seen by Ervin-Tripp (1966) to be étcompanied by.vocabulary growthl
(p. 62). | | |

In Moffeft's (]968) theory of verpa] and cognitive growfh,

the notion hierarchy and h#éférchica]'integration is synonymous with

"orders of symbolization and stages of internal processing (p. 23)."
Hierarchical integration opérates not. only in the progressive chain
'from.perception to the combining of prbpositibns. -Knowledge struc-

tures are also built up and down. The child fréquently under-
: . _ _

-~



abstracté or over-abstracts and is unable to qualify his generaliza-
tions, and his concepts tend to range on the saﬁe plane in his mind.
As congepts.come to be increasingly ranked up the ab§t§action 1adder
‘ (Hayakéwa, 1962) and generalizations gegin to be more_syﬁtheSized,
there ié a_continual reintegration of differentiated functions. Thus
— — —growth-is—toward-internat-complexity and.externa1 fe1a%ﬁonsh{ps as
?regards individual concepts and statemenfs. In the sense of hier-
archical integration, the child climbs the ladder as he matures. -
Moffett (1968) notes this 1ntegratiqn depends ‘on a downward thrust -
ihto details, discrimihations, and subclasses (p. 29). Mdffett's
ana]ogy of human growth jn 1ntégration and differentiation-andAemQ
bryo]ogy provides a suitable summary: "... a'simp1e cell becohes a
complex oréanism by diffé?entiat{ng itself into specialized parts ét
the same time that it mainfains 1ntegrity bylcbntinua11y interrelat-

ing these parts (p. 29)."

P
73

- Abstraction
| ot is Moffett's (1968) ob§ervat%on that the function- of "ab-
straction” {s a.pkocess under]ying a11‘stages of inqumapidn—bfdcessj
ing, from sensorimotor and perceptual to affecti : hjd'intellectUal
(p. ]91.‘ He coqcedes that abstraétion may mean somefﬁing a little
* different at each sfage.éf déve1bpment but that it sfi]] retains
? stab]e meaning through all sfages. Elements of abstrattion are the
ranging of the informatipn in one'gAmind in hierarchies‘of classes
/ . and subc1assgs, superdrdinates qqg subordinates;,and selection which:

/ : o

/ . operates.at the three differen£41éVels of perception, memory, and



18

generalization. Moffett states:

A definition of abstraction, in sum must center on a
notion of selection; ..... A definition must also
include the notion of hierarchy and hierarchical in-
tegration......... The combining of propositions can-
not take place until classes exist, and the classes
depends on the categorizing of experience, which pre-
supposes memories of perceptions. Abstraction, by
selecting and ranking the elements of experience,
reduces reality to manageable summaries. To abstract
25 to grade a loss of reality for a gain in control
p. 23). .

It is assumed that differentiation and abstraction proceed simultan-

eously (Kagan et al, 1970, p. 204).‘0

- Categorizing of experience. Thevintegrated process‘of cate-
gorizing the objects bf one's_experien:es intc classes and subclasses
which givg; meaning to the sensory impressions of a barticu]ar exper-
ience withlother[simiﬁar events results in concept formatiop (Vinacke

b

1954, p. 527). This process exténds»from pérceptua] thinking to con-
ceptual thinking. It is ;ontinuous and cumulative. The process ofi>
categorizing beéins as sobh as the'indivianY begins to. sort out as-
pects of his environment. It becomes increasingly>comb1ex as proper-
ties of the environment are ab§tracfed, selected, and excluded as
f'seem appropriate for giying meaning to the particuﬁar sitﬁafion.

For the child the concépt is 1eérned through the awareness of
1concrete, perceptua] kno&y properties of objects and the reTations belv-
tween them which lead to'c]assffication in_groups. : The use of y
hypothesis basedkon characteristics of classes to idgntify, define,

~and ‘to respond to objects gradda]]y evolves with experience with the

concrete objects and with 1ncreasing age (Vinacke, i954, P. 531).‘
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This>transitioh is characterized by a progression from simple to
complex concepts; diffuse to differentiated conCEpts; egocentric to
. objective concepts; concrete to abstract concepts; variable to more
| stable concepts; and inconsistent to more consistent concepts
© . (p. 532). |
Vygotsky's (1962 trans]ation [1934]) theory on concept forma-
tion dep1cts a gradual evolution from the syncretic heap to the form-
ation of the true concept at the stage of abstract1on, analysis, and
syhthes1s, which the individual does not reach before the age of
’twelve It is Vygotsky's thesis that a child develops the functioné]
,-'-~"Equ1va1ents of concepts at an extreme1y early age but the forms of
thought he uses to deal with concepts differ from the adu]ts in their
cowpe .. 7ion, structure, and mode of operat1ons. A concept is "an
c~tive art of the intellectual proSess,_constant1y engaged in serv-
. ing communication, -understanding, and'prob1em solving (p. 53)f" Con-
‘dept formation is a complex activity which involves thevbaSic intel-
lectual functions,'associatibn, attention, imagery, inference, and
: determining tendencies. The sign, which is the word, .masters and
directs the mental operations’ih_prob]em_so]vihg.
o The progression. to cohtept.formatipn, accdrding to Vygotsky,
‘occurs in three basic stages each subdivided into sebera] stages:
‘the syncretic jmage, thinking in complexes, and trde.concepts.
Potential cdncepts play a }o1e in’comp]gx thinking wheheveﬁ\hhstrac—
tion oécurs in complex formations. However, when‘comp]ex thinking

dominates, the abstracted feature which is unstable éasj]ydyﬁé]ds
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to other'féatures..“A true concept emerges when abstractions become-
stabilized and are syhthesized.v Ana]ysis and synthesis are the main
instrument of thought. The key facilitator is the word. -

For the child, then, thé'sequence of concept formation'is
perception, abstraction, and generalization. Perception involves
the abstraction of those qualities which are essentfaljto the identi-
fication of an object or evént (Vernon, 1962, p. 29). This applies
to sound, taste, téuch, smell as well as the visual pattern{l“Tb '
identify an object_in different surrqundings calls for the classifi-
cation of different shapeé and sizes at first, and latter the vartous
p}operties possessed by an object or event. At %1fsf,‘whén ébf]ity
to focus and attention are limited, form and shape, and then coTor,)
play a dominant roleé in‘perceptfon. "With increasing abi]ity‘tq=ﬁj“.'!['\
attend, increasing number of properties arg»obServed 1n¢queéts ghdx
events as are the differenceS'QEtween common objgcts\and eyghf%l(épd;~ga
the various kinds of re?ationships-whiéh e§1st among - them (spépiai;;“f3*;b
causé],(tempora], etc.). Kagan (]971) notes that therévis aﬁﬁtamafjh(ﬁ*jq
improve;ént in sustained attention by:aéé fiVevﬁo”seVen..‘Ddrﬁﬁg fthiTt-y
process of growfng peréeption, the.propér nameé'of 6Bjéc€gffﬂrst1;;f?; :
learned gradually are rep]i:fa 5§,c1gss names aé :hénéh{]drmak§§ithe
discovery that many differeat things may carry the same.néme (Waﬁés,

1944, p. 147).

o SR
o g T
Dol

~ o

Generalization is the recognitiong not of the same thing,én:?é

s

.. - E
w e -

%

countered again, but of something new resembling in some essentia1ﬂj*&“

way something already known (Church, 1961, p. 68). For the jnfantﬂila



words since the word is a]ready a genera11zat1on (Vygotsky, 1962,
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who dpes not know what features to respond to, generalization is not

a mental activity. .Object B mere1y produces a reaction very much - &

Tike object A. Mental activity is facilitated by the acquisition qf_%
trans]at1on[1934] p. 5).. At the 1eve1 of concept format1on generaTJ
1zat1on s1gn1f1es that the dom1nant abstracted features are “used as
a basis for responding s1m1]ar1y to the separate objects linked by
abstraction and for responding to other objects similarily Tinked .
(Vinacke, 1952, p. 104) .

Inferential thinking is also involved at a11‘1eve1s of con-
cept formation. Aecording to Wohlwill (1970) inference is the oppor-
tunity for the individua]_ho "supplement or nep1acr'the sensory data

immediate stimulus.

with information or knowledge not contained in th?

field (p. 84)." The amount of information the in 1V1dua1 requires

_'from the. st1mu1us field in order to make the Judgment may vary over |
a wide range from perceptual to conceptual thinking. As the 1nd}—

vidual grows toward conceptual thinkfng the amount of redundant in-

formation requ1red decreases, whereas. there is an increase -in the

- amount of 1rre]evant 1nformat1on that can be to]erated wwthout affect- .

ing the response and the spatial and temporal distance over which in—

formation is contained in a particular situation can be-integrated.

Se]ection Selection is seen by Moffett (1968) to operate

at d1fferent 1eve1s of 1nformat1on process1ng percept1on memory ,

= and genera11zat10n This means that selection is something different

at d1fferent Tevels of the nervous system. Its funet1onvis to single

e

s A
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out some environmental features and 1gnore others, but selection is
not mere elimination. It is noted that to beg1n with attent1on it-
self is setective Moffett reasons thatthe d1fference in selection
at the various levels "is that the features are not on]y selected
but reorgan1zed, and increasingly as we go up the scale of the ner-
vous system, integrated with previously abstracted 1nformatton
(p. 22)." He explains that in perception,vtt is sensory data that
.are being selected and rearranged in rejaﬁzzn'to each other, while
in memory and generalization, it is the “]ower order abstractions"

(p. 22) themselves that are selected. o -

Lebels of abstraction. 1In Church's (1961)'theory of "con-.
Myl ; ’

creteness” and “abstractness” functioning is rejatively“concrete when
(hehavior reflects sensorimotor fhnctioning; mediation through sche-=
matic perception, and the domination of external stfmu]Stfon, whereas
funct1on1ng is re]at1ve]y abstr: -t when behavior reflects perceptual
mediation, themat1ca] med1at1on, and -the domination of the individ-
ual's p]ans and purposes (p. 115). Abstract behavior»operates in the
-present sTtUation as well as'in remote ones for it is possib]e to act
toward a present situation-eijther concretely or abstract]y Abstract ;t
Operat1ons wh1ch are operat1ons w1th symbols are possible only be-
cause of the word. It is Vygotsky's (1962 translation []934]) view
that #t is in the word primitive genera11zat1ons r1se to the most

abstract concepts He adds, "It is not mere]y -the content that-

changes but their way in. wh1ch reality is genera11zed and ref]ected

ina word (p. 121)."
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It is Church's (1961) conjecture that developmental function-

ing -as it pertains,to concreteness-abstractness is not merely pro-
| gression from the particular to the general from "the abundance of

the concrete to the austerity of the abstract (p. 118)," but the uni-
fication and simpTification of experience, the reduction of complex-
tty to orqerly, nageable princip]es. In the process of d¥fferenti-
etion Church be: aves ."differentiated perCept{ons, knowledge and'
Qﬁocesses are brought togetper in new, h1gher order patterns which
perm1t simplicity and directness of action (p. 118)." ’

Progression in the direction”of gredter abstractionxosualfs
occurs with growth in age as does progress_towaro‘greater differentj—
ation. The factors which contribute to grthh toward “‘:‘Elbstracthe'ss'n'J

~are thoseywhich are basic to coghitive development -'genetic influ-

:;ence"and experience. Aosubel (1963) suggests the ultimate céhse in
~the transittoh from concrete to abstract functioning is the individ;.
uai genetic potentia]ity'qnd'the hecessary experience to actualize
e it, the‘deve]opihg of mechanisms for information processing and stor-
ing, and the process1ng of 1nformat1on at %he concrete¥empirica1

1eve1 and noncategorical 1eve1 The spec1f1c determ1nants of change

Z PR \

6?rom concrete to abstract funct1on1ng are as fo]]ows \"’
1)‘,Acqu1s1t1on of a work1ng vocabu]ary of medwating terms
wh1ch make possible the relating of aostract1ons to
‘meaningfu] propositions | ’ '
2) A grow1ng fund of stable. h1gher order concepts and princ-

BV A o '1p1es which are bas1c to re1at1ng propos1t1ons w1th1n the

SN,



'-'perta1n1ng to the part1cu1ar
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wdg
cogn1tive structures.. ’ i f

3) Many years of mean1ngfu1 pract1ce in understand1nq and’

)
,man16QTat1ng re1at1ons w1th the a1d of concrete emp1r1ca1

[N

I S P

%3, p. 120)

e
(Ausu_u% 4,96,

JProgressio \&bm7cbncreteness‘tb abstractness is both contin—‘
-uous and discontj It is cbntinuous'in.that’under]ying the
0 abstract fUnctionfng are the principles of

cognit%ve sequentia' deve]opment The 1eve1 of abstractness may vary

w1th1n an 1nd1v1dua1 S behav1or from day to day, among the 1nd1v1d-
ual's var1ous behavior accord1ng to the background of experiences
-ehaVTor and the 1eve1 of compiex1ty '
of the task (Ausube] 1963 p. 114). Ausubel po1nts out that persons R}/
funct1on1ng at the abstract tevel ‘may well revert to concrete func— -
tioning when 1ntroduced to an unfam111ar situation but w111 Rass t' ‘.
through this stage more quickly than the person whose funct1on1ng is
predominant1y3concrete (p T]9) Church (]9b1) speaks of every day -

reality represent’ng’"some sort of merger of abstract and concrete,

" -of perceptual and’symbolic (p. 118)." | v ' VAN
. : ’ . E &_,(\\./\
0bject1v1ty - - | B %,

~The trans1t1on from sub3ect1ve behav1or to obJect1ve behav-

i 1or in thought and in speech occurs s1mu1taneous]y with the transi-
\ggr
ﬁawﬂ from concreteness to abstractness and from 1esser d1fferent1a-
. 9 v

twon to: greater d1f42rent1at1on *Subaectivity is rooted in that

AR
.A\ .

,a>pect of the ch1]d s deve]opment wh1ch has come to be ca]]ed
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., to the phys1ca1 un1verse, 1n1;he cognitive, affect1ve and mora]

,egocentr1c1sm and egocentr1c speech and wh1ch is character1zed by

'-g]oba1 funct1on1ng - concentrat1on on self, gross d1scr1m1nat1ons

unstab]e 1mages, conglomerate. word mean1ngs d1ffuse concepts, and

absence of ro]e-tak1ng (P]aget, 1926 Ausubel, 1963 Vygotsky, 1962;
Vinacke, 1954;.Cazden, 1972). ObJect1v1ty on _the other hand repre-
sents progression toward greatér differentiation man1fested in par-

t1cu1ar in the growing ab1]1ty to adopt the p01nt of v1ew of others.

"In the words of Ausube] (]963) ”Aqu1s1t1on of the ab111ty to sep-

arate obJect1ve rea11ty from sub3ect1ve needs and preferences re-.

sults in the d1sappearance of autistic, animistic, anthropomorph1c,
magicgl, abso]ut1st1c and noma11st1c th1nk1ng (p. 115),"
e : T
Within P1aget S system the prosess decenterinq," which

facilitates the trans1t1on from act1on to thought, makes possible th

_trans1t1on from subJect1v1ty to obJect1v1ty (Piaget‘& Inhelder,

1969) The process of decenter1ng is ”the transition from an 1nnt1a

state in which everyth1ng is centered on the child's own body and -

25

e

1

act1ons to a "decentered" stagb in which h1s body and actions assume .

"f their objective Ye]at1onsh1ps w1th reference to a]] the: other obJect

and. events registered _in the universe . P1agét & Iﬁhe]der 1969 K

S

pP. 94) “ At the po1nt of acqu1s1t1on of funct1ona1 1anguage decgn\\

doma1ns It Teads to é condition for the ob3ect1v1ty, equ111br1um,
and un1versa11ty of, operat1ons It is suggested by P1aget and

Inhelder that the 1ong per1od From age two to twe]ve years "the

Ay

A ter1ng applies to an 1nterpersona] and social un1verse, 1n addition

N
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unfolding of a 1ohg, integrated process that may be characterized as
a tra tibn from subjective-centering 1n.a11'areas to a decentering
nkthét . at once coghitive, socia] and moral (p. 128)." Progression
- toyérds objectivity in this period is evidenced in the assimilation
of fea]ity té the self and its desires and the eventual evolvement of
use-.of constructed games and games Withvrules; a Qidened scépe in the \
'affective domain with the extenéion of sqcia]'relatfoﬁs beyond the ™
Jfamily; mutual respect and recipracfty replacing moral fee]ings bouhd} ey
to authority; and the gfadua1 socia]ization»which leads to a state of
coordﬁnation'of points of view and_cbéperation in action and commun-

'
4

ication (p. 129). -

]

Explicit Meaning ©

%

The indfﬁjéqal's language .production is the med1 um through

| which he conveys his though£s and feelings to bthérs.“ Thé“@&ﬁence
of language proaﬁcfion 1s cor-inication effeétiveness The process
of 1anguage product1on or co- nun1cat on may be sa1d to be.a compo—
site of severé] 1nseparab1e se 11s w- 1ch are 1i: qu1st1c competence,
cogn1t1ve skills, and ro1e—tak1ng sk11ls (Krauss & G]ucksberq, 1969,
p. 263), the 1angucge power of the 1nd1v1dua1 The individual's.
1anguage power 1s.rqf1ected in the degree of "implicitness" or the

~ degree ofA“expjicitnesé” in his speech behavior in a cohmunication

situation.

Eﬁp]icitneés in language production refers to ability to use .
words and sentences precisely to make the meaning of ideas clear
. \ ‘ ,

(Jackson & McFetridge, 1972}, Explicitness is embddied_in the

!
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simplicity and‘directnesé of acfion akin to abstractness and growing
< objectivity in ability to adopt the point of view of others:which
develop along with growth toward greafer differentiation.

ImpTicitness in lanquage production on the other hand tends

to be amorphous, lacking in preciseness in the_éxpression of meaning.
~It is related to Piaget's (1926) egocentricism“Which is estimated to
, bersist to approXimate]y age éeven or eight. Egocentric speech con-
- sists of a lack of précision in children's exp]anafions due to théir
éssumptfon that people can réad their thought. It is characterized
_ by‘the fo]]owing:' an abundant vse of pronouns, personal and demon-
strative “jectives (e.g. he, she, that, tHe,‘him)‘withouf indication
.0of what they refer to; 1éck_of coherenc due.to.fai]ufe to attach
importance to order and the resulting lack of order; emphasis on the
_ particuﬂar events instead of oﬁ the relations of'time‘or cause which
unite them.‘ |

’:”Bernstein's (1962) two codes.of communication,‘feétricted
- code and elaborated ccde, are synonmeus with implicitness and ex-
plicitness in language production. The elaborated codé is consid-
ered to facf]itate "verbal elaboration of in 'nt" and the .estricted
code to Timit "verbal explication of intent (p‘”233)*“ Although fre-
quently used in. the 1dent1f1cat1on of .social class. speech Bernste1n
(1968) maintains. The restr1cted code is not necessar11y 1inked to
social class speeéﬁt\\The use of the restricted code in whigh “"the
meaﬁing of fﬁe individual is Tikely to be implicit (p. 455)" tends

‘ to have its origin in a nonlinguistic context in which the social

-
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"relationsh'ip is based upon a common, extensive set of closely shared
identifications and expectations (p. 455)." Hess and Shipman's (1968)
- definition of the restricted code and the e1aborated'¢ode further
delineate the chakacteristics of the two codes:
Restricted codes are stefeotyped, 1imited, condensed,
lacking in specificity «and the exactness needed for
precise conceptualization and differentiation. Sen-
tences are short, simple, often unfinished; there is
1ittle use of subordinate clauses for elaborating
the content of the sentence; it is language of im-
plicit meaning, easily understood and commonly shared
...... The basic quality of this mode is to 1imit the
range and detail of concept and information involved.
Elaborated codes, however, are those in which commun-
jcation is individualized and the message is specific
to a particular situation, topic, and person. It is
more particular, more differentiated, and more pre-
cise. .It permits expression of a wider and more com-
plex range of.thought, tending toward discrimination
among cognitive and affective content (p. 467).

It is important to stress that explicitmess of speech_éhou]d
rot be confused with verbalism. Law (1963-1964) on the theme of lan-
guage 1ntervention§in pfeschdo] education warned that thc nursery
school téacher should not be dazzled by a chi1d's‘vocabu1ary and
verbal dexterity. Hé said, "Verbal dextérity is not “i“-racy. Words
clearly. linked tb me~ning used for purposeful communic .cion are
(p. 6)." It is well «nown that chf]dren use a large number of all
kinds of words and use correct grammatical forms and structures be-
fore understanding the ‘meaning of words and 1ogica1Joperafions
(Watts, 1944, p. 166; Vygotsky, 1962, p. 46). Watts states, "...the
mere use of words, however intelligent and facile it-may be, is no

evidence of an appreciation of their meaning (p. 166)."
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III. GROWTH IN WORD MEANING AND LANGﬁAGE STRUCTURE

This sect1on is concerned w1th the review of research liter-
ature wh1ch po1nts to growth. in word meaning and language - structure
as a function of. maturity and a synthes1s of the factors under1y1nq
growth in explicitness in communication. f |
Indices of Growth in Word Meaning

and Language Structure

There 1is abundant evi..nce in the literature to show‘tnat

advancement in the skills in word mean”  and in language structure

)

are ind%ces of ;/pwth in 1anguage comze . 1ce as the child climbs the

‘ 1adder toward m tur1ty

Al

PO
L ) ‘x.

. WOrd méanlgg Temp]in} (1957, o= udy w1th ch11dren ages

N

three 'to e1ght is representc ive . t .o numc ~ods stud1es wh1ch have
demonstrated that‘ch11dren Iosmea dr, vocabu ary”wncreases wrth age. .
Loban (1963)\conducted a imgizudioal studylof chi]dren frome
kindérgarten'to grade.six: Among Lhu 338 children in his stuoy, suo:
groups of th1rty subJects excrptionally h1gh in language ab111ty and
'twenty four*subgects except1ona11y 1ow in 1anguage ability were
:1oent1f1ed for 1ntens1ve study. In d1scuss1ng his f1nd1ngs w1th re-
“bgard to vocabu]ary, Loban comments, "...the ab111ty to fvnd words
with which to express .oneself - and to f1nd them read1]y - s norm—
a]]y one mark of success with 1anguage (p 29)." He found h1s sub—

Jjects spoke more words in eachof the succeed1ng years, W1th a not-

able 1ncrease except for the ]ow subgroup, in grades four,»f1ve,

N
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and six. He noted that the high subgroups used more words and units
of éommunication than did the low subgroﬁp and'maintained its 1nft1a1
superiofity over those ﬁnv1ahguage ability.

The investigations which have attempted to measure the quali-
tativé_aspects'of vocabuTary deveTopment, probing growth 1in word mean-
ing, have showgﬁsih{1ar results in growth to those studies which "ave
counted ygcabulary.. Studies on growth in meanfng of words-done by
Binet and Simon.(1916);-K1rkpatr1ck (1907); and Gray and Holmes (1938).
bdemonstrated that the vocabulary range and the quality and comp]ete—:”‘
_ness of word definition increases considerably from the 10Wervto
‘higher grqdes.' Gray and Holmes (1938) observed that the period from
nine to fifteen yeafs of age is a‘period of notable acquisition in
the different types of meaning. Feifel and Lorge (1950) in a study,
in whicn.the_Form L Stanford-Binet Vocabulary Test was administered
to--900 children, ages six to fourteen,.made the following observa-
i?ioné: | |
N  The younger children significant]y more often em;
‘ployed the use of deseription, and illustration, T
demonstration, inferior explanation, and repeti-

. tion types of response whereas the older children
significantly more often used the 'synonym and ex-

" planation- types of response........Characteristic
differences exist in the thinking of younger chil-
dren similar in background..... Younger chijldren

perceive words as concrete ideas and emphasize
their isolated or particular aspects, whereas
.older children stress the abstract or 'class’
features of the word meanings (p. 17). o
According to Langér (1967) a study which is noted for its
synthesis of the relationships betweeh yocabu1aryggngéQn;épt$ is

the one done by Russell (1954) (p. 453). Multiple meanings of words
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were extensively used in the tests constructed for th1s study.
Russe]] (1954) was concerned with the way children in grades four
through twelve develop broad and deep‘meaning vocabularies, thoir
efficiency {n categorizing, generalizing, and making meaningful
associations. His sfudy indicated that vocabulary abi]ities'become
1ncreasing]y specialized as chi]dren mature from the fourth through
the twelfth grades. There was some ev1dence that q1r1s vocdbu]ary
deve1opment becomes somewhat more spec1a1;zed earlier than boys
(p..374).
Examp1és of attempfs to measure particular aspects of word
”mean1ng growth were stud1es done by Ervin- Tr1pp and Foster (1960) on
children's use of descr1pt1ve terms; Asch and Ner]ove (1960) on unden—
standing of double function words; and Werner and Kap]an (1950) on
gaining word meaning from context?‘ The three studme§ 'showed.an in-
crease with age "in use and understand1ng of these part1cu1ar k1nds
VAof sk111s._' |
Ervin*Tripp and Fostér (1960) conducted an experiment with
first grade and s1xth grade children to exp]ore the acqu1s1t1on of de-
_notat1ve and connotative mean1ng._3Tne children were asked to supply
descriptive words for materials se]ectéd to,méagunezosqood's (1957}
potency factors (e.g; faotors of'weighb- strengtn, and siie) and
05900d's eva]uative facton'(e g. c]ean dirty; happy-sad; and SO on)
The results revealédwcons1derab1e denotht1ve ‘confusion (e g among
such words as "big,“ ”strong,“ and “heavy") and cons1derab]e conno-

tative confus1on e 9 amon suci words as "clean," "sm111ng,“ and
; 9



"pretty") in the younger groﬁp. There was a marked decrease in cdn—
fusion‘fnithe older group although it was still present. Connota-
tive meaning presented more difficulty to both groups than did deno-
tative heaning. Size presented the_Jeast~d1fffCu1ty in the denéfa—
tive reaim; "cleaner" presented the‘]gasf difficulty among the con-
notative words. The Timitations in the use .of words of this nature,
as with quantitative expressions such as “many"&and "few," are at-
tributed to children's difficulty in think1ﬁg in relative Ferms
(Carroll, 1964, p. 196). |

The Asch and Nerlove (1960) study with children ranging in
agés three to twelve years asked the Guestion whether children
master double function terms; such as "sweet," "hard,“ "cold,"”
"soft," "bright," ”déep;” "warm" and "crooked," first 1ﬁ the phys-

ical sense or the psychological sense (e.q. "a brittle person"), or
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simultaneously. Children six years and under'uséd the words in the

physical sense, which were restricted to "sweet," "hard," “"soft,"

 and ”bright;" and tended to disclaim a physica]-psycho]ogica] rela-

tion. From ages seven to ten there was a marked increase in the use

of words .in the psychologica]'sense.i The nine-ten year old group
showed an understanding of doub]é-f@nction words and én attempt to
state a.dual function. The clder group's use and undersfanding of'
dov le function words was not much advanced over the nine—fen year
old group, but there waé a noticeab]e:advanceiin ability to state

relations.



Many features of concept-word devé1ogment, some of the most
commoh words, are difficult to meé;ure with th quantitative or qual-
itative vocabulary tests due to thein embeddednéss in the-structure
of Tanguage (Langer,A1967, p. 452). Langer states, Iv‘T_hese abstract,
muitip]e meaning words indicate relationships, associations, similar-
ities, differences and ana]agous re]ationships anong words and their
accompanying concepts (p. 452)."‘ Yet the acquisition of such words
signifies growth in 1anguage‘éompetency as it does growth in thought
processes. . | _

4}” his examination of_the language and mental deve]ppment nf '
chi dfen, Watts (1944) makes some significant observations regarding
the agquisition and use ‘of re]ati;na1 words;_ The connectives in the
child's vocabulary at appnoxﬁmateiy age seven are mainly "becauses“
"if," and "unless" since they are sufficient for the cencrete level
 of thinking for this age (p. 81). The presence of "provided that,"

‘unless,” and “a]though" in the ch11d s complex sentences is an indi-
cator of approaching mastery of re]at1onsh1ps An understanding of
what is meant by such terms as. ”1onger“ and "shorter," "heav1er“ and
“lighter," "louder" and “softer,“ and “faster" and ”s]ower“ develops
much latter than names of objects and comes as a result of-experiment- f
at1on with things possessing comparable properties (p. 148) Among |
the words s1gn1fy1ng spat1a1 re]at1onsh1ps, "up" and “down,” . "right"
and "left, “'”ovéz and ”under," “above" and "below," and "before" and /
“beh1nd " closely related to. early childhood exper1ences, are usually .

known at the nursery. stage. The apt1tude for thinking in spat1a1 o

3
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terms develops throughout a chjld's school career as he gains an un-
derstanding of what is meanf by.certain geometrical terms (p. 159).
_ This observation is in line with some of the Genevan findinos which
have suggested that children w1th,conservaéionusednwre highly dife )
ferentiated re]ationaf terms than those without conservation (Inhelder
et al, 1966, p. 162). According to Watts (1944), the child's incon-
gruities in his reference to the pastAand the future, and the use of
words denoting time is a result of his difficu]ty with time concepts.A
He states, ".;.:....apprehension of temporal re]ations; as they exist
for human consc1ousness, is an extremely comp]ex product of mental
development (p. 166)." The appearance of the words ”today,” ”yester-b

day," and "tomorrow" has been found to be present in four year old
speech and was considered to be present as the resu]t{of 1m1tation(at
first (p. 168). Watts notes the first reference of time in the
'Stanford Binet Test is at the six year old level when children are
expected to understand "morning" and "afternoon.? By age nine it is
est;mated the child has "passed out of fhe period in which their past
days are yesterdays, and all their days to come are'to-morrows

(p. 169)." - f

Language structure Numerous stud1es Qave focused Oon mean
sentence ]ength as a measure of matur1ty in 1afguage competence
(Nice, 1925; Harrell, 1957; Temp11n, 1957 Men&uk, 1961; Loban, 1963;
Hunt, 1965; and 0'Donnell et al, 1967). Stridkland, Hunt, O'Donnell
~et al, and Looan attempted to overcome the.st;uctura1 problem of 1ong
sentences composed of simple co-ordinated c]anes by adopting e

i



measure.which they termed the “T-Unjt“ or‘Loban's "C-Unit." Loban's
“communication—unitJ consisted of the grammaticalf independent clause
with any of 1ts\mod1f1ers (p 6) ~-His study revea]ed a marked 1n-'
crease in C-Units during the f1rst years of e1ementary school, min-
imal 1ncrease in the middle per1od, and then a spurt in 1ncrease at
approx1mate1y age eleven. Average number of words per C-Unit in-
creased gradual]y from k1ndergarten to grade six.

Loban's study prov1ded cons1derab1y more evidence regarding

maturational changes and ]anguage proficiency than increase in vocab-

dlary and in C-Units. Language proficiency was seen to be reflected

in two major: areas df“deVe1opment,vf1uency and_effectiueness and con-

trol' F]hency took into'aCCOunt‘ the amount’ oféjanguage uttered
"g,

freedom from mazes; extent of vocabulary; 11ngu1§%@% " w@@@iueﬁ@yj
hesitancy and readiness-slowness of response (p 295 7”ha,g§§w¢}é”
1nterpreted to be.false starts, tangles, -and hesitations in an dtter—
ance. The cohc]dsion was that the subjects' f]uency 1ncreased over
"a period of seven. years by increasing the amount of 1anguage they
use, by reducing the proport1on and size of their mazes, and by gain-
ing <i smoothness in their expression. The high group maintained
its sdaerﬂority to the Tow group throughout the seven year perijod
‘1n all.aSpects of f]uency.(p..42). Other notab]e findings were that
run-on-sentences and Timited connectors were nronounced during the
first four or five years. . ]

| Effectiveness and control which increased with maturity was

noted in the following:

B T
] . . R

[
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.= ability to use and vary the structural pattérns owanglish-

- dexterity in varying elements within the structural patterns

- competence with reading and writing

- Wgherence through the use of subordination

- coherence through the use of subordinating connectives

- coherence through control of mazes

- coherence of spoken style

- mastery of conventiona] usage and grammar 5 s

- ability to express terftative thinking by means of provisional .=

or conditional statements ' N
(p. 43)

The findings revealed 1ittle variation in use of basic structural pat-
terns of English among all subjects. The high group in language

pshowed greater dexterity in varying the elements within those patterns
and greater sensitivity to the conventions_of standard EngTish, more
frequent,usgjof provisiona1'and conditionaﬂustatements, greater‘com-

.. : ; o o
petence in writing and reading, afid greater Coherence (p. 69). Other
Tines of growth were also noted. Use of subordination and subordinat-
ing connectors were seen to be related to{chrono]ogica] age, prdfjc-
iency in language, and socio-economic status. Loban's findings on

' ’ : o : . B

~subordination are supported by Hunt (1965) and 0'Donnell et”al (1967)

- who have followed the increase in written language, from childhood to _
adL}t,'in'the number and length of c]ausés combined in a single sen-
tghce. Presence of stateménts'of facts,finterpretation of statements,
p&rsonal association of statements, and tentative statements in the
~middle grades showedfa minimal increase;ﬁp the upper grades. Tenta-

e ! _ .
tive statements increased substantially in the upper grades. Irrele-
vancies were present acfosé the ages. Fhi1dren»in the middle grades

- used virtually no generalizations and 7iguﬁative Tanguage whi]e the

[N

children in the upper grades used them/ sometimes.

/
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Growth in Explicitness in
Communication -

The review 6f the literature on indices of growth in word

meahing_and language structure points to the dominant ro]é of growth

!

in the mental process in the increase of the repertoire of words and

“ncreased proficiency with words in sentences. Word meanings and

)

facility with words in sentences is acquired as categories of mean-

ings are formed and ‘the child grows in seeing the re1ationships which

-

exist among them. Lenneberg (1970) posits: .

Virtually every aspect of language is the expression
of relations.: This is true of phonology,....seman-
tics, and systax.....in all languages of the worild
-5, words label a setrof relational principles instead .
Qﬁﬁw,;ﬁg of being labels of specific objects. Knowing a word
R - AC TS . . . . L . . .
A is never a simple association. between object and an
‘ acoustic pattern, but the successful operation of
those principles,...that Tead to using the word
"table" or "house" for objects never before encount-
ered....... the universal is the“generality that
words stand for relations instead of being unique
names for one object.
....... lafiguage has a second order of relational
pringiples; namely principles in which relations
are being related, that is syntax in which'rela-
tions between words are being specified (p. 18).

Thus’growfh in e%b]icitnes in.communication develops as the child:
moves up.the 1adder'of‘ab traction and greater differentiation,. and
mor¢'1anguage compefehci s become avéilab]e to him.

_ The bowe} in effective communication‘as regards vocabulary
is not only in the quantity of wordé khown.but ihrthe range and qudl— »
ity of mgénihg of wofdé or tﬁe ways children attach meaning to words —

(Rus§e11, 1954; McFetridge, 1970; Evanechko, 1970; Payne, 1972). In

his study on The Dimensions of Children's Meaning Space,  Evanechko
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(1970) identified twenty—foun'Ways/ef knowing a word. Russell's

}1(1954) study en the breadth, heightg and depth of_yoéabu]ary at-

fempted to ‘probe %ne number of alternative meaningsfofva word which

the child possesses and the nature of the meanings that children

possess in addition to number of words for which the child knows a

meaning. . 3 L ) o N
| Jackson (1970) observes that as children's concept{on of the

wor]d changes as they progness through schoo1, a chanqe#*s evidenced

“zne‘nature of the mean1ngs that ch11dren possess for words

tp. ])“ or "the depth" of their mean1ngs of words.

df/View‘is illustrated by his refe to the mean1ng of orange as ;15”'
described by-children of different ages. The young ch11d may say an ¢
orange "is rounds bright and you eat it," and a st111 older child -a7~f§

‘ may state, "It's a c1trus fru1t” (p. 1): "It s a citrus fruit " -

»

ref]ects the/gh%id s growth 1n categor1z1ng behav10r, and therefore
/nls»growth in language power and in his abjlity to be more explicit

in communicating his ideas.

According to Jackson, the changes that take place in depth
of\know1edge of vocabulary seem to progress along iwd dinensions:

: . » .

The first appears to be that of generalization.
The meanings for words gradually become more gen-
eral and more abstract so that they include.all
the instances which truly belong together under
one meaning.. For example, the category "ecitrus
fruit" includes all "oranges." The second dimen-
sion appears to be that of differentiation. Grad-
ually particular instances which could belong
under different meanings are excluded from the = .
ori@ﬁnag}mean1ng For example, the meaning of the
‘word "car" may 1nc1ude all wheeled vehicles to the

%
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yourig child. Later he will have different words
for trucks, buses, motorcyc]es, etc. (p. 1.)

Power in effectwve commun1cat1ona1snassumes prof1c1ency w1th

'wqrdsﬁ1n sentences ~ When Cazden. 1972) states that a ch11d hasthe .

"nloption for making meaning Tess or more.exp11c1t when he selects to

refer to. a spot on the rug in one df:thebfbl]owfng ways: "it, that,
that over there, the spot near the leg of the tab]e, etc. (p. 185),"

she>gives*tredence, not only to the relative power of theisingle

' word,'BUt to the word or?ﬁords in the environment on context of other

words. Cazden's pgint is underlined by Britton (1970) who suggests
that he finds the éoncept of vocabulary as a reservei. ot the ehi]d's
disposal misleading for'he conceives the power of “raguaza to be in

the flow of words (p. 162):

It is Loban's (1963) position that fluency with words and the

communication pattern 2 - measures of effectivénesstand control of

language in tiie light of what 1s done to ach1eve f]ex1b111ty w1th1n

the patterns (p. 43). Loban (1970) states: ”As I cont'w«ed by ~long-

7. 1tudinal study of children's syntax those ch11dren who maniféest power“

in us1ng 1anguage use an 1mpress1ve repert01re of the strategies
available 1n the English 1anguage (p 625)." This he 1nterprets to
mean that pr0f1c1ent language users use the full potent1a1 of lan-
guage which 1nc1udes such’ syntactical dey1ces as co-ordination or
subordfnation to express a.complex 1dea or using an appositive to

re1nforce or to extend. the 11stener s understand1nq ‘of what is be1ng

communicated. This assumes, the ab111ty to pack a greater density of .

jdeas into a s1ng1e,sentence by embedd1ng one sentence in another

/
e
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(Cazden, 1972, p. 83). "As indicated earlier the Hunt (1965) and

O'Donne]] et al (1967) studies provide support for Loban's position.

In summary, McFetridge's (1973a) hypotheses regarding direc-

tions of growth in word meaning and language power serves to point

. to the numerous facets in the-growth of language power as 1f per-

tains to words and sentences in communication effectiveness:

Word Meaning: Directions of Growth

1.

7.

Criterial Properties and Connotation
a. Increasing number of attributes or dimen-
sions observed and labelled.

b. Increasing refinement of the labels for : _F

Sy

criterial properties and connotation. AR
Differentiation . : :
a. A word is applied to more objects, -in more.. ,/./

contexts, in more times, from more points N

of view. L ' 1
Abstraction ‘ &
a. Increasing refinement of the critical att(i

butes that define classes leading to higr
" archies of concepts represented by th€TWbrd.
b. Increasing number of instances included in
the concept represented by the class name.
Meaning Space ~ :
a. Increasing meaning space for any word - more
kinds of meaning that can be attached to the
word and more ways to express each kind of
meaning.
b. Increasing shift of words from intuitive (or
" patterned) production (or word as criterial
property), to comprehension, to controlled
production. ,
Integration . ) :
a. Increasing ability to use a word appropriate-
"~ 1y in a varijety of language contexts.
b. Increasing ability to give a word meaning, for
others in multi-level situations. '
c. Increasing ability to supply definitions,
synonyms.- Increasing repetoire of %hoicis.
: . 1)

: Langdage Structure: Directions of Growth
1. 3

Sole use of simple sentence patterns to fl: "bil-

ityswithin patterns. . _
‘Increase in the number of communication units in

any activity.
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3. Increasingly more information carried in each

- communication unit (density, compactness) through
embedding, subst1tut1on,mod1f1cat1on, and subor-
dination.

4. Length of units increases, but not dramat1ca11y

5. Growth in command of tense from the present, to
present and past, to present, past .and future,
and to the flexible manipulation of tense within -
a presentation.

6. Steady move from implicit meaning, ideas presented

' in discrete units to meaning madeg explicit through
direct us of words. eg. Time expressed in a vari-
ety of ways by Grade 2; causality by sequence in
Grade 23 by sequence and some words in Grade 4;
conditionalerelations implicit until Grade 6 where
beginnings are made in use of words.

/. Growth from ideas expressed egocentrically to ideas
expressed in"a detached manner.

8.  An increasing repertoire to express any ideas or
set of ideas, leading from one-level to multi-
level usage,:from dogmatism‘to tentativeness and
variety.

(p. 2)

“IV. THE STRATEGY OF DESCRIPTION

This section describes a conceptua] framework of the strateqy
' ‘of descr1pt1on as a measure of ch11dren s power over 1anguage It
includes an examination of the function of descr1pt1on in communfca~
tion, a review of research 1h‘which description was used as a meas-
ure of children's language deve]dpmént; and an analysis of the'sfrat_
egy Qf description. _The cpnceptua1 framework of descriation is
charted ip "A Mede1 of the Strategy of Description"vin'Figure 2.1.
Mpst.of the Titerature on description, which is sparse,
appears 1in the:context,of.written rhetoric or cqmposition.' The
chief,confributors, Snortum (T967);»Fournfer (1969); and HenningsJ
.and Grant (1973) are concerned with tasr ana]ysislfor effective

xwrittenhexpressibn.. Fournier's (1969) theory on description is the

T ~
~
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basis for a composition program for elementary education titled

Thinking and Writing: And Inductive Program in Composition. Theor-

ies on the use of description as a measure of children's oral lan-
guage behavior have béen\proposed by Hafts (1944); Jacksonland
‘cFetridge (1972); and McFetridge (1973b). Reviews of description
as an objective in early 1an§uage development in preéchoq] educa—
tion and réviews on use of descriptionin research in social class
spéech behavior have been done py Cazden (1971, 1972).

" The Function of Description
-in Communication

. The prime use of 1anguagevis communication (Vygotsky, 1962,

* translation [1934]; Smith e£.a1, 1970; McFetridge, 1969). Communica-
tfon sftuatioﬁs are frequently‘classﬁfied as infonné] language situ-
ations. bThe informal 1énguagg»situatj§ns-may be said 'to be cbnvefj
sation, discussion, argument, peréuas{on, and question%ng,-whereas
greative.and expositéry composit%on and reading areic1assified as
formal contexts of language usage (Smith:et al, 1970, p. 174).
Mo%fett (1968) conceives of four levels of commdnicatioh,. the‘tradi—
tional categor1es ‘of discourse - drama, narrat1ve expos1t1on, and
argumentat1on | The four 1eve1s are detenn1ned by increasing d1stance
between the speaker*and tho audjgnce, between first and second per-
‘son'(p.‘33) “Moffett's schemai1c representation-of the whole spec-
trum of decoursé appears in Tab1e'2.1. Since chi]drenis abstractive:

_ powers are not deve]oped enough to enable them to conceptua11ze and

1nterre1ate their experiences, and thus d1fferent1ate their thoughts

1

5
i
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Table 2.1

The Spectrumfof,Di500urse='

43

Now for a highly schemat1c representat1on of the who]e spec-

“trum of d1scourse, wh1ch is a]so a h1erarchy of 1eve]s of abstrac-

tion.

Interior Dialogue - »

(egocentric speech) -

Vocal Dﬁa]ogue .
(soc1a11zed speech)

Correspondence’

-~

_Personal .Journal

Autobiography -

* Memoir

" Biography

Chronicle

History

Science

3

physics

[N

Recording, the drahe

of what is happening.

~

Rzp. ~ting, the narra- s

t'vz of what happened.

oo

Gehéra]izing, the ex-
position of what hap-
pens

".’

Theor?z1ng, the argu-

mentation of what w111

may happen. @

PLAYS O

FICTION T

ESSAY . R \\>_
/

(Moffett, 196°.

p. 47) L
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into specialized kinds of discourse such as genera]ization~and-thegry,

they are for a long time almost solely dependent on narrative dis-
course for the expression of thought (p. 49).

Description is a language Strategy which permeates all commun-
ication situations (McFetridge, 1973 b). In reference to the>fdhc— 
tion of description in writing, Snortum (1967) states:

A]most,everyfﬁﬁng you write will include some
paragraphs in which you want your reader to see
something - a person, a room, a scene or a device.
‘You may bring the picture a]ive with sounds or
smells and pérhaps -even textures and tastes, but
the dominant images will almost certainly be vis-
ual (p. ]7%)
According tQ Snortum the strategy of descr1pt1on is a resource for
the strategies of narration, exp]anat1on{ criticism, evaluation,

argument, and persuasion (p. 161).
A .
. 7 : :
Use of Description As a Measure
of Language Power

; ,
There hame been’ few research studies wh1ch have utilized des-

¥ U

cription as a measurevof children's language power, Whatever research

has been dqne‘oqﬁchdepen's oral descriptive language has been 1im-

=7

#ited in scope, in purpose,and in design

'% Watts (1944) des1gned the E _‘911sh Language Scale to measure

4

| young ch11dren s ‘mastery of the varieties of the Eng]1sh sentence

which- he cons1de§s to be one important aspect of ch11dren s linguis-

tie deve]opment (p 287) He believes the sentence represents con-

t1nuous speech, name]yrconversat1on which is the best 1nd1cator of

children's power over*language (p. 68). The descr1pt1ve task is

&
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to reflect the child's ability to operate with meaning and to express

relationships.

The English Language Scale consists of six sets of six pic-

tures which are arranged in order of difficu]ty.-”Stage One through
to Stage Six coincide with ages four'fhrough to nine years. The
task requirement s to describe fhe picture With: "This is a pic-
ture'of ...... ..t..l" The Tanguage age of fhe~chi]d is determined by
the number of pictures satisfactori1y described- and rated’éccording
to the language scale devised py Watts. ' The description require-
ments are as follows: Stage One - two related ideas; Stagé-Two -
three re]aﬁed ideas;'Stapg Three - four related ideas; and Stade
Four - five related ideas Three related ideas and relative pro-
~nouns as subject in a subordlnate c]ause are required in Stage Five.
.Four related ideas and a re]at1ve pronoun as obJect in a subordinated
clause are the requ1rements for Stage Six. The. descr1pt1ve tasks -
| were presented to children in'a number of schools when the test wasp
first des1gned | ‘

»More'recentlybHawkins (1969); andzBrandis and Henderson
(1970) obta1ned children's descr1pt1ve language for the purpose ¢.
exploring social class dqfferences in exp11c1tness of speech behav-
ior.v The task requ1re;ents and the de§3r1pt1on requ1rements were
limited in scope. In the Hawk1ns (1969) study,q1n Wh]Ch 110 ch11-
dren were . requ1red to descr1be three pa1nt1ngs o@iscenes ina rail-
way stat1on of a garden,and ina street, the children's descr1pt1Ve

1anguag§3has ana]yzed to discover the use of .nouns ‘and pronouns

[}
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among middle class and working class children.

Other studfes done by Krauss & Glucksberg (1969) and
Glucksberg et al (1966) utilized the Krauss "squigg1es“ for the pur-
pose of measnring social class communication effectiveness in both.
encoding and decoding ability. The child was required to describe a
number of objects, the "squiggles," to a child behind a screen in

such:a way that the Tistener could identify the described objects in

a group of objects. In a study done by Heider (1971), the subject .

.was required to describe a Krauss "squiggle" and a Frois Wittman

_ : v .
picture of a male facial expression for the purpose of exploring.

social class differences in coding effectiveness.

Heidek et al (1968) sought to discover socia]'class differ-

- ences in the number -6f criterial properties mentioned in children's

descriptions of pictures of animals.

Two recent exp]oratory stud}es 1nvo1v1ng descr1pt1on wh1ch

RRE

were done at the Un1vers1ty o Alberta po%nted to degtrnptwon?as a,

usefu] measure for assess1ng ch11dren s 1anguage power In a sm@]]
study reported by Jackson & McFetr1dge (1972) the cr1ter1a useddfor .
assessing ch11dren s description of obJects were the fo110w1ng

i
ability to focus; ability to.organize dideas; ability to provide des-

‘ cn1ption- ability to use relational terms; and ab1]1ty to use. vocab—

v Y

u]ary Jackson & McFetridge concluded that children' 3 descrﬂptlpngm
g

of obJects 1nd1cated patterns of strengths and weaknesses which

cou]d be usefu1 in a )hypothes1s for teach1ng p. 4)." A study was

>done on "Open Ended Oral Responses" by N1xon et al (1973)-wﬁth three

d1fferent groups of children normal, menta]]y ‘retarded, and deaf,

t
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at three age 1eve1s, six, efght, and twelve years. The task require-
ment was to describe a horse and a birtnday. The data provided sig-
‘nificant trends in the language behavior among the various gronps

and between the age levels regard1ng 1anguage power in dealing with
various aspects of categories of mean1ng such as number of categor1es,
qua11tat1ve changes within categor1es, quantity product1on, dogmatic
versus tentative statements,wirre1event responses, and egocentric
versus co-operative production;~ |

The Model of the Strategy N

of Description N

A conceptual model of the strateby of description was derived

from an analysis of Fournier's (1969).and Jackson & McFetridge's
'(]972) theories on the strategy of descriptions  An examination'of
the cognitive processes underlying growth in 1angdsge power and the .
part1cu1ar dimensions of growth in 1anguage power gyided the ana1y-

sis. The ana1ys1s‘posed two questions: 1. What is

2. What 1s 1nvo1ved in the strategy of descr1pt1on? Figure 251‘
_shows the syn0ps1s of the analysis in mode form, "A Mode\ of {he

Strategy of Descript1on. ' . : ) N r

What is description? - The role of descripfion, accprding to

Henn1ngs & Grant (1973), is-limited to-a narrow ro]e in a particular
.form of commun1cat1on which they term ”ref1ect1on of the wor]d

“(p. 8)." The intent of this fonn of communication is to represent
accurate]y objects, mater1a1s, persons, events, procedures, and

tthgs read and heard as perceived by the observer. Descr1pt1on is
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one strategy among others, such as reports of happénings, accounts on
how to do' something, and summaries of percéptions of events desig-
nated to this form of communication. The function of description is
"a factual enumeration of attributes of an object, material or per-
son {p. 9)." Henn1ngs & Grant do not 1nc1ude description 1n the1r
de11neat1on of the strategies of communication which suggest re]at1on—
ships or hypoth1;nng and problem so1v1ng _ .
Fournier’s (1969) conception of the strategy of description
is much more inclusive than thot of Hennings & Grant (1973). Fournier
(1969) views description to inc]ude c]assifﬁcation of attributes and
comparison of set#® of attributes, sequencing of the ideas to estab-
Tish desired emphasis and mean1ng, and description of reTat1onsh1ps
(p. T9) His definition of description 1nc1udes, "..a report which
conveys an image of what has been experienced or imagined (p. T13)."
Description is primarily based on spatial clues (Snortum,
1967; Fourhier, 1969; Hennings &'Grant 1973). Snortum (1967) sug-
gests that s1nce the most 11ke1y outgrowth of a scene.is act1on,
description frequent]y Teads to narrat1on wh1ch in wr1t1ng is the
presentation of act1on (p.AJ44). Watts (1944),ta1so,oproffers that
description takes the’form of narration since it deals with ob =cts
o} events remote in space and time as well as those things directly

observable (p. 72).

What 1s 1nvo]ved in the strategy of descr1pt1on7 Rhe strat-

2

egy of descr1pt1on is conceptua11zogbto 1nvo]ve a]] the dimensions

" of growth‘1n language power. Fournier (1969) states, “In descrigtion,
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the student describes what he‘berceives through his senses, what he
feels, and what he infers through determining the re1ationships among

objects, events and stages (E} T11).“- It is postulated that the y

“ /
strategy of description consists of perceiving the whole of objects

and events; abstracting the criterial properties of objects and .
- N3 , .
events; selecting the most essential elements; comparing and con-

trasting specific properties;nsequentia1 and inferential thinking;.

and organization of the ideas (Fournier, 1969; Jackson & McFetridge,

1972). The effectiveness of description in communication is related
to growth along the concrete-abstract continuum in thought'and
growth along the implicit-explicit continuum in language competence:

The representation of the dimensions of growth in language power in

,descrfption appears in Figuﬁg/Z.], "A Model of the Strategy of Des-

~cription.”

. The middle section of the model, "Description," represents
the pkbgression up the abstraction ladder of those functions of ]aﬁ—

guage'wh1ch are involved in the strafegy of description. Above the

section, Strategy of Description are some of the func&%onal situa-

tions in which the strategy of description may be employed. Each

O . .
section under Strategy of Description may be referred to as skills

in the strategy of'description. The skills, then, in the streicgy

of ‘description are as follows: Focus; Identification of the. Whole; -

Q

Identification of Criterial Properties;"Se1éctjon of Essential

Elements; Comparisoh and Contrast; and Sequential Thinking; and

Inferential Thinking.

v
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Or—the left hand side of the model are'repnesented the dimen-
sions of growtn in language power which are related to the cognitTVe
L

domain, the concrete—abst'act continuum. Abstraction’and'differenti-‘

)atWon are the processes underlying all skill development involved in

'\,tﬂdescr1pt1on from perceptua1 to vonceptua1 thinking. The elements of

'*abstract1on are categon1z1ng of exper1ences and selection which oper-
7 ate at the 1eve1s of percept1on, memory, and generay(* on Moffett
o). | \E} |
| The r1ght hand side of the model depicts the facets 1nv01ved
in growth a]ong the 1mp11C1t exp11c1t cont1nuum in 1anguage compe-
tenceg the dimension of exp11c1t mean1ng. Exp11c1tness in. the strat-
egy of descr1pt1on requ1res a large repertoire of words mamny ways
of putt1ng words together to make mean1ng precise. WOr;:ﬁj:e\:ZZERd
for nam1ng purposes and for qualifying meaning. (‘Aﬁ%tract words and
words with mu1t1p1e meanings are needed wh1ch 1nd1cate re]at1onsh1ps,
associations, s1m11ar1t1es and, d1fferences pBeyond the jdentifica-
tion of cr1ter1a1 propert1es, the skills in descr1pt1on 1nvo]ve the
?expresswon of re]at1onsh1ps of one sort or another - part- who]e re—.
lat - comparat1ve re]at1ons, sequent1a1 relations; -and relation-
sh1ps of t;me, p1ace cause, purpose, resu]t cond1t1on, and conces-
sion. Expl1c1tness in the strategy of descr1pt1on requires s1mp1e
sentences,vZONnound sentences, and complex sentences Preciseness

. of meaning 1s ar'*eved not only through f]uency in 1angua

, but
throug@ f]ex1L 3nd control in the use of words in sentences,

esubord1nat10n, and in compress1on of ideas into succinct fo

o
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(Loban, 1963 McFetridge, 1973a).

The Skills Involve. in Description

The following is an ana]ysis of the cognitive requirements
in each skill and the unique functicn of each skill -involved in the

strategy of description.

Basic skills. To describe the thinker-speaker must see or

observe, and ﬁust waﬁt the listener to see - as he_sees it (Snorthﬁ,

- 1967, p. 136). Sevéfa] thin s o-cur simultaneously at the starting
~p01nt of any describ%ion- fﬁe’thinker-speaker must observe and per-

) ceive in order to provide the sensory data for the content of the .
«description. S1mu1taneous w1th this occurrence there must be an un-
derstand{ng of the task know]edge of what it means to descr1be, a B

plan or strategy for how the des crwption will be composed and car-

ried out to its f1na1 comp1ei1on Jackson & McFetr1dge (1972) in-

clude-these simultaneous happen1ngs ih focus on the task.
Perception in the initial stages results in the identifica-

tion of the whole and -dentification of the criterial properties.

Identification of cr1ter1a1 propert1es 1mp11es an understanding of
the concepts of the various properties of the th1ngs perce1ved and
the relat1onsh1ps which exist among them.

e : If an accurate communication is to resu1t the speaker must
.‘:‘J .

- select the‘most‘siggjficant elements of the criterja] properties‘of

objects or events. Snortum\(1967) notes misuse of defﬁijs which do

‘not serve the purpose of description can have a,cripp11ﬁg effect on.
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the communication {p- 141)". .

the categorizing system of c1asses and subc?ésses, an ab1ldty to dis-
| cr1m1nate the specific and the genera], an abijlity to see the re]a—
t1ons'of.€he parts as we]]ras the ability to abstract the parts from
the whole, and the humbek of propefties which can‘be‘at“ to at
ence”(Fournier, 1969, p. 11; Watts, 1944, p. 70).

; Since objegEs epd events canhbe observed from various puints
L ofivﬁew, pqigf of view, as dod%ee11ngs,.1nf1uences theiimage‘whieh
s percefvea'and conveyed in description. The thinker;speaker's
growth‘ftpmbgubjéttive~behavior_towardﬁobjective behavior in thought
gnd speech, and his discovery of the effedt:of pdint o% view_ehd
feeTing and conscious use of the same, 1ead=to effecfive.deSCription

(Fournier, *969 p.-T11).

The f1rst three - sk111s, focus, 1dent1f1cat1on of cr1te 1a1

Erogert1es, and se]ect1on of the s1gn1f1cant e]ements are L sic to

any s1tuat1on, at any 1eve1,of complexity, involving the strategy of
description. Their function is to identify and ﬁo‘define (Fournier,

1969, p. 4 & 68).

Comparison and contrast. To compare and contrast. is to ex-
, -

amfne objects aﬁd events. for their similarities end differences.
J'Centka1 to‘comperie;n'and cdntreet is the absfraction of commdn fea—
tures and the ab111ty to 1dent1fy how the features are 1nterconnected
(Henn1ngs & Grant 1973, p. 18). -Inferent1a1~th1nk1ng 1s a]so~em- :
p]o}ed* Hennings & Grant state, "To handle statements of compar1son,

the th1nker wr1ter must determ1ne how two mater1als, 1deas, or’



'otgan1sms re]ate to a particular character1st1c or attr1bute (p. 18)."
Another form of difference and s1m11ar1ty is the qualitative
analysis of the identified attribute which takes 1nto account "the '
qualitative djfferences in the amount of an attr1bute possessed by
related 1teﬁs (Hennings & Grant;.1973, p. 20)." In other wor' qual-
'1tat1ve analysis determines which objects or attrjbutes of obje
are bigger, higher, Touder and so on.
The function of:cqmparisbn and contrast is said to providé-a
_ "double barre]]ed” defin1tion (Snortum 1967, p. 184) Compariéon
and contrast are-used to exam1ne, d1fferent1ate and’ descr1be obJects
act1v1ty, t1me, space, size, position, emot1on€3fee11ng, number, and.
sequence (Fournier, 1969, p. 39). Making comparisons can be extended

to figurétive-1anguagé and the expression of consequences (p. 39).

Sequential thinkthg. The task in sequencing is to determine

the order_in which something happened or how sométhing is organized.

Sequencing requires the identification of the distrete subunits’ of

I

3

situations; perception of the relationships ¢F the subunits in a time .

sequence, in a-growth sequence, in a 1cgicé1 sequence; between stages
in a sequence of éctivities, or among positions in a sequences .and -
/aSsigning a sequential 0>der to the subunits in ordef of bccurrcnce
(Henn1ngs & Grant, 1973 D. 20 Fournier, 1969, p\ vii)

-

Sequent1a1 th1nk1ng is critical in thc/coherence of a descr1p-

D v

tion. Accord1ng to Snortum (1967), the essential 1ngred1ent of coher-
4 LR
’ence is "time" or order. Control of time is the power of narrat1on,

report1ng exp1anat1on, or story’ telling (p. 148).
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Infehentia1 thinking. Inferential thinking utilizes observ-

able data and jumps beyond observable data’ "It leads thought from
fact to genera1ization. Generalizations are basec on percept1on of
the‘re1?t10nships between the abstracted elements. The th1nker—
"speaker fs reqnired to e]iminate e1emen£s, to bUt together elements
ﬁo form a who]e;‘and to combine them in ways that result in patterns
and structures not clearly visible hefohe (Hennings & Grant, 1973,
p. 23; Fournier, 1969, p. T12). | \
Infehencée‘are‘made in all the other skills involved in des-

~

cription.

«The stratégp’of desc: tion. Description in a given language

s1tuat1on may 1nc1ude\any Ofic, var1ous comb1nat1ons, or all of the
skills 1nvo]ved in the strategy of description. Effective descr1p—
tion 1n commun1cat1on is contingent upon growth toward ao eractness .
and greater d1fferent1at1on, organ1zat1on of the ideas, a7d ability

to express the organ1zed 1deas exp11c1t1y in words and sertenzas.
V.  SUMMARY

;_A review of the theoretical and research. literature wéé done
in this chapterdwith regard,to the concept of language power and its
\"functfon 1n”the Strafegy‘of deschiptfon; The concept of Tanguage
‘power was deve]oped relative to the 1nterre1at1onsh1p of thought and
¥ language’, and 1ts role in ch11dren s language needs. Four d1mens1bns
c(ﬁgrowth‘jn Tanguage power were d1scussed. They were differenti;;

.tion, abstraction, objectivity, and explicit meaning. The section on

v . o S

) . v
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growth in word meaning and Tanguage structure pointed to specific

factors underlying growth in explicitness in communic¢tion;ﬁ'A/des—

cription of the conceptualization of the strateqy of description as

a measure of children's 1anqua§e power; concluded the chapter.
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CHAPTER 111

CONSTRUCTION,OF THE RESEARCH INSTRUMENT :

A research instrument, Description: A Measure of Children's

Language Power, was constructed by the 1nvesttgator for this study.

The instrument was based on the mode]l of description and consisted
of seven.descriptive tasks. This ehapter describes the design of
the 1nstnument; the criteria used in the construction ‘of the tnsthd—»
ment, and the construction of the descriptive tasks
The purpose was to design a comprehens1ve measure for assess—‘
ing the 1nd1v1dua1 child's oral language productjnn, in a cbntegt
approximating functiona1 1anguage situations ‘thch would prowide tn—
format1on about the child's growth in 1anguage power wh1ch cou]d be
useful for a "hypothesis for teaching (Jackson R McFetr1dge, 1972)
The research instrument was constructed to e11c1t ora] lan-
guage samp]es from thet1nd1v1dua1 child in a variety of s1tuat1ons
involving the~ski]]s employed in description. The descripttve tasks
were'arrénged in order of difficu?ty, from simple to comp]ex, based.
on an analysis of what. is 1nvo1ved in descr1pt1on and a comprehen—

/
~sive review of the literature re]at1ng to child deve]opment as ity

A g,
pertains to growth 1nv1anguage power, ‘the cogngtjve procésbes and_

, 2
- . .
language competencies. ®

I ¢
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1. THE.DESIGNAOF THE RESEARCH INSTRUMENT

The des1gn of the research 1nstrument was based on the modeT, -

"A Model pf the Strategy of Descr1pt1on which appears in Figure

. 2.1 n Chapter Two. Five skills se]ected'frpm the mfdd]e section of

the model. titled "Description" constituted the first five descriptive

tasks .of the instrument: Identification of Criterial Properties;

Sejection of Essential Elements; Comparison and Contrast; Seguential

Thinking; and Inferentia1 Thinking. Description descr1pt1ve task

number six, and Story Telling, descr1pt1ve task number seven, were

included for the purpose of obta1n1ng samp]es of the ch11d s strategy
in the funct1ona] descr1pt1on of objects or events and in the use of
description in a functional language s1tuat1on The descriptive.
tasks, comprising the seven sections of the research 1nstrument were
arranged in the fo11ow1ng sequential order of complexity:
I. Criterial Properties B
1. Selection of-EssentiaI Elements .
III. ComparisOn and Contrast
“IV. Sequencing ‘
V. Inference
VI. Description
VII. Story TeT]ing

-

Those ski11s in the middle section of the model which were

not selected for the descr1pt1ve tasks, Focus Ident1f1cat1on of the

Who1e, and Part-Whole Re]at1ons, were seen to be .essential compon-
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] J, ) "‘
the development of theOVar1ous tasks to s mp1e lanquage behav1or in
expression of the,po1nt,of view of others and in expression of feel-'
ings.’ " ;
Significang findings:from the pilot study, which was done with

children ages nine, eleven, -and twelve years, served in the refinement

of the instrument.

IT. CRITERIA FOR'THE CONSTRUCTION‘OF THE
~ RESEARCH INSTRUMENT

1. Principles Under1ying the
Development of the
Descr1pt1ve Tasks

- The three pr1nc1p1es under1y1ng the cho1ce and arrangement of ‘
the questions in each descriptive task were:

a. fask Requirements

’b. Selection of Stimuli

c. Description Requirements

A number of questions used in the study were adapted from the' tasks

in Fournler s (1969) compos1t1on program DescrAEt1on Th1nk149 and

Writing, Level C.

Task requirements. The.task requirements took into account

the particular cognitive functions and skills represented by 'the task
1(e g. fdcué,-perception of criterial properties, se]ectioh of essen-
tial elements, see1ng the re]at1onsh1ps wh1ch ex1st among the compoﬁig
ent parts, and the organization of 1deas) : The questions were con—

»structed to samp]e the. level of growth in those functions and sk1lls
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which were involved in the task and the exp]icitness in the expres-

sion of thdught evoked by the-question.

Selection of stimuli. .The selection of the stimuli tor the

quest1ons in each descriptive task was based on the cognitive func-
’ t1ons and skills conceived to be 1nvo1ved in the part1cu1ar descr1p—
tive task.- The selection of the stimuli a]so determined to a great

extent the complexity of the task reqdirements.

Description requirements. Thistthird princip]e,“descriptionb

‘requirements,” was an ‘adaptation of a category in Watt's (1944)

Eng11shALangua9e Scales, "Description Required" (p.71). The re-

qu1red descr1pt1ons for. measur1ng language age in Watt's study were
number of re]ated 1deas and kinds of subord1nate c1auses in the
children's descriptive responses.

'In-the present study,‘“description requirements,' refers to
the'natUre~of the child's response. For example, deséription re-
quirements may consist of the categor1es of mean1ng, the expression .
of re]at1onsh1ps the organization of ideas evoked by a part1cu]ar
descrwpt1ve task, and the qualitative level of response

The poss1b1e nature of the ant1c1pated responses ‘to the var-
ious questions wereAg1ven carefu] eons1deratJoh in the 1n1tja1 devel—
opment of the quest1ons “An'outcome of one of the'objectives of the
“pilot stpdy was the d1scovery of s1gn1f1cant categor1es for the- anal—e
ysis ‘of the var1ous descr1pt1ve tasks. The discovery of the cate-

‘gories brought into sharper focus the descr1pt1on reqU1rements, ]

o
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<!ort for the eff1cacy of the questions, and prOV1ded

'gﬁh‘dyhe further refinement of the questwons for the final

study. h

2. Level of Complexity

The simple to comp]ex cr1ter1on influenced the arrangement of

the gaXcr1pt1ve tasks 1n order of increasing complexity as shown in
section one of this chapter . . ' , S

I

he f]na] cho1ce and ay/angement of questions withjn each descriptive

The cr1ter1on, s1mp1e to comp1ex was the crucial factor in

task The comp]ex1ty of the stimuli determ1ned to a great extent the
}comp]ex1ty of the questions. The stimuli in the quest1ons appeared
f1n this developmental order{; concrete object; picture; and verbal
{st1mu11 from those based on exper1ence to abstract concepts. “In the
st1mu11 1nvo1v1ng component parts, the st1mu11 cons1st1ng of” ‘numerous
parts followed those with minimal component parts. S1m1]ar11y 1n
quest1ons 1nvo1v1ng more than one stimulus, questions cons1st1ng ‘of
three stimu]1 fo1lowed quest1ons with two st1mu11

Ch1]d deve]opment theor1es out]1ne progressive staqes of
growth in the way:a child re1ates the exper1ences of the wor1d from
dependence ‘on concrete perceptua] data for the preschool child, to

fdependence on concrete emp1r1ca1 representat1ons (p1ctor1a or exper—

"‘“.,ado1es»ent (Ausube1 1963) t :In ‘the case of the elenentary SC“°°1

"ch1]d, concrete emp1r1ca1 data is no Tonger necessary on]y in in-

;W}I'stances when past exper1ence has laid a f1rm foundation for the
Wt . L e i :
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understanding of meaning. In situations involving abstract 7deas or
complex relational propositions, the e]ementary school ch11d is al-
ways dependept on concrete props or may even have to fall back on sub-
verbal conénete or intuitive Tevel of cognitive functioning (p. 11?).

A study done by Everett & Armstrong (1968) with three, four,
and five year olds showed that concrete representations eyoked more
_mean1ngfu1 responses from these young children than did p1ctor1a1
representat1ons (p 223). Watts (1944) posits that a p1cture stands
m1dway between the world of obJects and events d1rect1y observable .
and the world that ex1sts in memony‘and imagination (p. 71). The
simp]eSt form of thinking is thinking in terms of objectb directly
observdb1e. vThe ability to talk about objects or events remote in
‘&paqe“on time is a 1atetfachjevement as is the ability to hold more
and'more images and idees together in the mind at one time. This

ability develops gradually. Not until the age of eight or nfne is
| the child able tO‘Speak of a number of related ideas related to ob- o
Jects or events remote in space and time (p. 287). |

Vernon (1962) postu]ates the capac1ty to perce1ve and under—
stand pictures is acquired gradua]]y By the age of two or three the_ -
ch11d can identify and name pictures of s1ng1e obJects ‘He may be
’ able to say something about the more obv1OUS activities of peop]e in. )
the . picture by.age seven The child bnder e]even years may not be .

able to understand a p1cture wh1ch suggests events not actua]]y de—

p1cted For examp1e, in the Terman Merrill Test the average ch11d

under twe]ve is not ab]e to g1ve mean1ng to a p1cture of a te]egraph
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boy whose bicycle wheel has come off and he is waving to a car to
stop and give him a 1ift. Younger chi1dren‘may‘pften fail to‘noticg,
or ignore, items in the picture which appear to be\Egﬁtra1 to<§ﬁ€/
main idea of the picture ahd notice relatively unimporﬁant.detéiT

(p. 102).

3. Other Criteria
a. Other criteria in the selection of the various stimuli were. to

aliow for a variety‘éf sensory 1quts'in additiem to the visual
- sound, taste, sme]T, dnd touch;_,

b. Scenes evoking.feeling and emotion were a crfterion in the selec-
tion of some of the pictures. |

c. The language samples were to be obtained in situatidns approximat-
ing functional language situations. It was deemed essential that
the objectives for tpe administrative‘proceddres,inc]ude: pro-

'ViSion of time for more ‘than a‘sTﬁg1g interview and provision for/
’ . C Ui ‘

' - S e /

making the subject cognizant of thegg’npose of the project, the '

reqdiréments of the project, and the a,;ence of timing of re-

sponses.

In this section an overview will be g% of the questions

" .which constitute each descriptive task with'emﬁﬁ% i ﬂon the general-

objectives for the task and the rationale for the accompanying in-
Structions for the questions. Table 3.1,"Summary of the Construction

of the Descriptive Tasks," ‘presents in detail the manner in which the
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€ro ie for the ccostruci - of the research instrument guided the
~lopiier™ of the tatks ar - he construction of the questions - the

snec’ e tosk réquirements ‘.2 nature of the stimuli and the ration--

cle fur t e selectien Hf the -timuli, and the description require-

ents for euch descriptive  ask. The research instrument, Descriptive

2225 A Meesue of Che en's Language Powver, appearsﬁin Appendix A
as it as oreen the subjects. Pictures of the stimuli are in- -
cluded in . .ppendix.

I. Descriptive Task Number One:
® Critical Properties

Four questions constituted the first descriptive task. The -
overall purpose of the task was to elicit from the subject as much .
information as he could give about each stimulus, specifically the
criterial properties. Thé étimu]us for'each question was:
Question #1 - a button-(concretefobject - colored)

Question #2

a cap (concrete objeét‘— colored)

Question #3 - a dog (picture - colored)’

Question #4

a horse (verbal stimulus - "Describe a horse.")

The accompanying instructions were, "Describe this." 1In the first
- question, "Describe fhis,“ was followed by, "Tell me all you know
about it," to facilitate understanding of the word “"describe."

2. Descriptive Task Number Two:

Selection of Essential
~ Elements

This task consisted of‘two questions. The objective of the

" task was to discover to what}qegree children are:éble to set a purpose

2
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for description and to achieve’ the purpose. The procedure was as .
' .-[r, - P . \ ‘iz'i
follows: 4 o
. vy

'A
- i

Questtbn #1 - The cap from ‘the previous task to be presented to the

'\«

subject fo1iqwed by these d1rect1ons

Let's 11sten to what you said when you were’ asked to
descr1be¢the cap. . (The subject's taped response in
the fips 't task to be played). Let's suppose you found
this »%p and you were writing a noticz to be posted on
the§2u1ﬂet1n board in the office. What would you say
n :£ne notice so the owner could tell it was his cap
wheh he read the notice?

~ Question #2 - The picture of the dog‘from the previous task to be
presented to the. subJect followed by these directions:

Let s listen to what you §ajd when you-wére -asked to
describe the dog. (The subject's taped response for
the dog in the first task to be: p]ayed ) Let's sup-
pose this is your dog and that he is lost. You have
1odked for him and you can't find him anywhere so you - -
décide to put an-ad, a notice, in the newspaper. -What
will you say in the ad so if somebody has found your

dog they will know from reading the ad it is the dog

you lost? - o

-
v

Vg}%”%

3. Dé%cr1pt1ve Task Number
Three: Comparison and !
Contrast :

There were eight quest1ons in this task The objective was
to obta1n samp]esrof descr1pt1ve ]anguage in making: compar1sons of
obJects, pictures, and concepts wh1ch included sound taste and s 211 ~
as. well as v1sua1 patterns. Two of the questions were designed to
tap growth in subjective- ob3ect1ve behav1or ~ point of - View and fee1—

ving. In the first six quest1ons the . d1rect10ns were simp1y,;“Compare

these." In order to facilitate understand1ng of the word ”compare,“

ot
“
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f 44 '\'3#?:!»
S

the directions for the first . questgon were ”Compare these ODJECtS

How are they the same and how are- they d1fferent7“ The se]ected

stimuld cons1sted of the fo11OW1ng?

Question #1 - a sma]] brass bel1 and a med1um sized jar conta1n1ng‘
'some Je1]y beans (obJects)

Quest1on #2 - a small p]ast1c container with white talcum powder an&
the medium s1zed jar containing some Je11y beans (ob—

-J/ jects)

v .
fmestiqnf#Bl— a toy truck and a toy-V W. van (objects).

b

v v The d1rect1ons were changed for this quest1on 1n order
. ‘ - that “the subject might deal with these obJects as rea]
veh1c1es 1nstead of toys as fo]]ows o Jﬁ
) Let S suppose these are not toy§ but actua]]y the rea1
thing. Compare them as though they were the real ob-
jects : | | -
Quest1on #4 -a green boot, a navy and red tartan male sT1pper, and

a red and wh1te gym shoe (p1ctures) R ' /

0 *

. Question #5 - a school and a_theatre (verba] —‘?Compare a school and

,a theatre.") |
Qnestion #6 ; a birthday and an anniversary (verba] - abstract con-
cepts - "Compare a b1rthday and an anniversary.")
. The objective in the seventh quest1on was to d1sc0ver the

subject's ab111ty in making a comparison from the po1nt of v1ew of

* others. The requ1rement was to compare the boot and sTipper, in

quest1on #4 from the po1nt of view of an ant.

-
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The comparison in ques%ion #8 involved adoptiyg the point of
'vieq of others and.considering the fee]ings‘of other;‘regarding-the
boot and slipper 1nﬂquest16n #4. -The instructions were, “Let's sup-
pose your father is reading the.newspaper. He may-be‘wearing boots
or slippers. . How would he feel wearing boots, or s]ipp%rs, whiie“

reading the newspaper?"

4. Descriptive Task Number L . . ~
Four: Sequencing : '

This task'consi;ted bf.two questions. The intent Qas to tap
two different api]%ties in ordering events.‘

Question #1 - A éhrpno]ogica] ordering of an_event}invo]ving pfiori—
ties. The directidns réad: _”Suppose you’and a friend

Aweréap1aying ball in a park two blocks fréﬁ your, home,
what would you do if your friend fell and broke a leq
. . whiié you were playing in the park?”

Qd%stion.#Z - An expr;ssion of sequentia]vrelat}bnshipé_among pre-
ceﬁing and subsequent'staées, The¢stimuli wé}e twd,
stagés in planting a bulb. The requiremehtnwas to
describe what happéned before the'firsﬁ picture, be- N

tween the two pictukes, and after the second pictufe.

< P e —

e —

5. Descriptive Task NumSQ¥~
Five: Inference % -

There were six questions in this task. The objective was_td
elicit from the subject an expression of various re]ationshfps in

which he was required to make inferences. These were the situations «

iy
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and the questions:

Question #1 - Three objects in a gjven circumstance. The sfimu]us

" Question #2 -

Question #3 -

Questions #4

and #5

‘Question

@

was a black and white pictufe of three cars invo]yed

in an accident. ‘The questions: "What happened?’ What
clues did you use Focgive this enswer?”:

Individual people %ﬁﬁéwgiven circumstance. The stimuli
were co1qred.pictureéfof a teacher,'p1umber, and a
model. The reqﬁifement was to tell how the persons
earned a living and to give_tee clues used for the re--
sponse;‘ |

Two people jn a givehiciigymstance. (Fee]fngs of oth-
ers were 1nc1uded in -this questfon.) The stimulus was
a BTack and white pictufe:of a coach bandaging a play-.
er's ankle. The questiohs: ”what'héppened? How does

the person feel?" N

A character, a setting, and an event in a given circum-
. s S !

stance.

In Question #4 a stoky about a train'approaching a

:fTOOded track and a boy wea¢1ng a red scarf was

se]ected to be read daloud fo11owed by these quest1ons

.nwhat a3 you do if you were Fred? .What.e1se might

be done?" , ST ¢

#6 -

#5 asked the quest1on, what m1ght have happenem if you

a man was board1ng qp the w1ndow of a house7

People, obJects, and an event evok1ng emotion in.a given-

\

time ard place.. The selected p1cture‘washb1ack-and

TN ! - . .“.

N\
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white and showed two men surrounded by a conglomeration
. . I

of cars in the middle of a parking lot. The questions
included: "What will they do now? How do the people -
feel? How does the ptcture‘make you feel?"

.6. Tasks Six and Seven:

Description and
Story TeTTing

\ v

The objective of the final two descr1pt1ve tasks was to dws—
cover the subJect S strategy in funct1ona1 language situations in
descr1b1ng an-.event and in te111ng a story about an event. The event
was contained in a picture.ev0king emqtion; The subject was given a
choice of three pictures Jla%fireman fightihg a blaze (ecolor); police
forming a‘barricade for a crowd of people (black and white); and a

harpist surrourded by children (coior);

IV. SUMMARY

‘The construction of the research inétrument'wésﬁdescribed ih
this chapter in three se¢tions which included the des1qn of the in-’
strument the crwter1a used in the construct1on of the instrument,
and the construction of the descr1pt1ve.tasks. The summary of the
cbnétruction of the descriptive tasks ts shown in Table 3.1, The

research in§trument, Description: A Measure af Chi)dren's Lanauage

» Power-'appeérs jneAppendixeA as it was preEented to khe subjects.

v

4
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o CHAPTER IV

DESIGN OF THE STUDY

Th1s chapter includes a d1scuss1on of the student sampTinq

procedures, the research 1nstrument the data~coTTect1on procedUre
L

the analytic procedures the reTTab1T1ty of the anaTys1s, and the

“pilot study. : ) ; L _f o ’. 41\'
1 POPULATION

The popu]at1on for ‘the study was ‘the boys and g1rTs 1n two
d1fferent age groups in one eTementary schooT in W1nn1peg, Man1toba
The children in age Group One ranged 1n age from e1ght years s1§
,months to nine years f1ve months Age Group Two cons1sted of ch1T—

dren whose ages ranged from eTeven years 'Six months to tweTve years

five months These “two age groups were chosen because they repre— '

sent two 1mportant stages in growth The schooT from wh1ch the

'sampTes were drawn was selected by the W1nn1peg SchooT D1v1s1on ﬂ S

S

\

A

Number One. The schooT popuTat1on of the seiected schooT was 1dent1—

f1ed by adm1n1strat1ve personneT as m1ddTe socwo econom1c status \
II.‘TSAMRLE;J'

s

i

N

. Four groups, ja’ tota] of 51xteen subJects compr1sed the sampTe

of the study. There were two age groups Two Tanguage groups were

established w1th1n each age group The cthdren in each. of the two

age groups were cTass1fted:as e1ther'avérage Tanguage users or high -

PR v
.3 .

\ -



76

+

Pl

language users by the classroom teachers ‘according to the children's
performance in the language arts subjects as of the first of May.
Outstanding language users wehe not included in the’StUdy‘- Theyfpdf |
groups were estab11shed, average -and h1gh 1anguage users in each age 1
group. The teacher!' s rat1ng was checked aga1nst the child's achieve-

ment as reported on the cumulative record‘card for the previous-
grades. ‘Any child who showed previous perfd;mance 1ncons1stent w1th
the teacher's rat1ng, either h1gher or 1ower was rep]aced in the
samp]e by random selection. | (
. A description of the samp]e is shown in TabTe 4.7,

II1. THE RESEARCH INSTRUMENT

‘|

The 1nstrument used in the study was the research 1nstrument

DeSgrithon. A Measure of Children's Language Power. 1The instrument

consisted of seven descriptive tasks:
Criterial Properties
Se]ectfpn of‘Essent1a1ineﬁehte
Comparispn and Contrast)

'Sequencihg‘ A

Inference ) ] :p;r
Description _‘f
Story Te111ng ?Hf.

The construction of the 1nstrument was descr1bed in Chapter Thmee

The seven descr1pt1vé“tasks were - adm1n1stered to the 1nd1v1dua1 sub-

| g,
Ject by the 1nvest1gator - The SubJect S ‘responses were’ taped and S




"Table 4.1

DeScription of the Sample

77

Group Subject Age Grade
Avérage Language Users (C.A. 8.6 to 9-5)
I (Y-A) 1 (M) 9-2 years 3
2 (M) 9-0 years 3
f 3 (F) 8-8 years 3
4 (F) 9-2 years 3
High Language Users (C.A. 8-6 to 9-5) .
11 (Y=H) '_ 5 (M) 9-1 years 3
B | 6 (M) 8-10 years 3
7 (F) 9-1 years 4
| 8 (F) 8-10 years 3
‘Average Language Users (C.A. 11—6 to 12-5) |
IIT (0-A) ,’59’(M) 11-6 years 6
| 10 (M) T1-7 years 6
11 (F) 12-2 years 6
\\\\~ 12 (F) - 11-7;yé§rs 6
| HTgh\ﬁanguage Users (C.A. 11-6 to 12-5) .
IV (0-H) 13 (M) 12:1 years 6
| 14 (m) 11-10 years 6
15 (F) 12-3 years B
16 (F) 12-1 years 6

®Age was measured to the nearest month as of May 1.



transcribed by‘the investigator, and a subjectivé analysis was done;

Group intelligence test scores were obtained from the. school

- cumulative record cards.
IV. TESTING PROCEDURES FORlTHE STUDY /)

ata co]]eétion began on the seventh of May and}contiﬁued
four'daysxé\week for three weeks. ‘

The investigator met with each subject in four-different
sessions. The researéh instrument was administered td the individual
subjecf'in two separate ‘interviews a'week apart,“in the Tast two ses-
 51ohs. | |
In the two preliminary sessions the investigator met with the

subjects,\in groups the first time and individually the sééond time,
ufd;Jthe pukpose of estab1ishing rapport. ~The sessions were approxi-
mately a half an hour in length.
'_The admﬁnistration of»the research insﬁhument was begun in

session three. The following descriptive tasks were presénted:.

Criterial Properties; Selection of Essential Elements; and Compari-

" son and Contrast. As an. introduction to the testing procedure, the

subjects were requested to. tell a story éf'a memorable expériésﬁg or
eVent at fhe beginning of‘tﬁis session. The story was taped”and’?e—
p1éyéd. 'The purpose of this ‘exercise was_to‘fami1iarizé the subjett_
with~the nature of the forthcoming taskg and .with the u§é'df the tape

recorder. 'Testing time was approximately one hour.
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o

TN »
Administration.of thé research 1nstrument was comp]eted in
the fourth session. These sections were presented eguenc1ng

Inference; Description; and Story Telling. Testing lime was approx-

imately one hour.

The procedure forithe presentation of the seven descriptive
tasks for each subject was consistent with the outline and directions
for administration as 1t-apbears in Appendix_A. Instructions and
questions were read as they appear in the outline. ‘The decision had
been not to ask additional questions. However, one of the criteria

for administration was that the subJect have ac]ear understand1ng of

the task. Instruct1ons were repeated ,and additional quest1ons were

“posed in a few instances to fac111tate clearer understanding of the

. task.

%

V. ANALYSIS OF DATA

The oral ]anguage samples e11c1ted in the descr1pt1ve ‘tasks

were subgected t a;subgect1ve analysis. The categories for the
ana]ys1s of most tasks were based on the descr1pt1on requ1rements

wh1ch were. estab11shed for each task 1n the construction of the re-

R

searcm 1 u:‘ument The criteria for ana]ys1s of the various cate-
gories were determ1ned by the task requ1rements of the individual’
skills and by the Specific information in-the responses. The analy- '
sis of the first five descriptive~tasks focused ma1n1ybon trends in

frequency distributions, qUa]Ttative patterns,‘and the nature of the

speech behavior. The data were exam1ned for trends and patterns in.

i

[

LLSNE,

-
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. o
the. four groups, the two age groups, and in the average and high lan-

guage groups within an age group.

The performance of two subject£ 3 esp&{pt::n;;fnd “Story

o . \
Telling" was subjected to analysis in e_fd%ﬁ(of ca udies and

related to their performarice in the five descriptive tasks.

-

VI. 'RELIABILITY OF ANALYSIS k
o ‘ /—’/

The categories and criteria established were validated with
reference to,two experts. "The validated categohies and criteria.

were then judged for all responses by a second Judge and any dis-

i
agreements resolved. '

VII. PILOT STUDY

S
o

Prior to_the initiation of the main study a bi]ot study was

conducted with the two different age groups fortthe'following pur;

poses:.
o assess time Timits -for the administration of the seven

sections of the descriptive tasks. = - B

To allow for trial administration ofythe seven descriptive
tasks with nine year old chi]dren and twelve year old children.
To determine su1tab113ty of the tasks for the younger and

o]der ch11dren , ‘ y ‘ o

To observe the children's reactions to the tasks
a {

To discover s1gn1f1cant categor1es w1th1n the var1ous sec-

tions for the ana1ys1s of the, data



The tasks were presented in two different individual inter-
views to two nine yeér old boys ahd one nine year old girl frdm;a
school in Leduc, Alberta in February. 'With\a\few minor changes the

tasks were presented in single interviews tovtwb*eleven yanuold
boys, one e]even‘yéar'o1d gir],'and,onevtwe1ve year bﬁd;qir] from
P . _ , . .

'vaffous schools in Edmonton, ATberta in April.
VIIT. SUMMARY

y 5 This chapter has presenfed an outline of tie procedures, the \
AN o ' ) : ‘ .
se]é&;igp/of the subjects, the research instrument, and the proced-

£}

ures in the data collection. The methods used in the andlysis of the

data and the reliability of the dna]}sisvwere'preSented.' A'déscrip-

1
|

f

tion of the pilot study concluded the chapter.
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CHAPTER V-

R ;,' ANALYSIS ANDY FINDINGS OF THE FIRST FIVE |

PR 'tf : C e DESCRIPTIVE TASKS

y & An exp]oratony study was done of children's 1anguage behaV1or

. 2
1n the ﬁ1ve sk11]s conceptua11zed to be 1nvo1ve¢‘1n the strategy of

descr1pt1on and in two functional 1anguage Situations 1nv0xw1$q the
strategy of descr1pt1on This chapter prov1des the ana]ys1s‘and f1nd-
ings of the five sk11]s involved in description, the f1rst f1ve des—

cr1pt1ve tasks of the research jnstruments: Criterial PropertTes,

Se]ectlon of Fssent1a1 Elements; Comparison and Contrast Sequencing;

~and Inference The ana1y51s of the data and the presentation of the.

f1nd1ngs are d1scussed in seven maJor sections. The descr1pt1on of
i the: organ1zat1on of the ana]ys1s of the data and of the samp]e is
ik pre;ented 1n sect10n one. The analysis of the data .and the f1nd1ngs
of each descr1p jve task are reported in th1s order Sect1on Two -
zuﬁc "Crw*er1a? Propert1es 3 Sect1on Three - "Selection of Essent1a1
E]ements"; Sect1on Four— "Comparison and Contrast 3 Seetion F1ve -
”Sequenc1ng", and Section Six -.”Inference‘”» A summary of the anal-
(§ ys1s and resu]ts of the fdrst five descr1pt1ve tasks concludes the
chapter ' ’ | |

. t P
s o S -
f'. . w " N . -

oL 'INTRODUCTION’ e

" The .1rst f1ve descriptive tasks, rang1ng in graded order of
difficu1ty, were constructed to e11c1t 1anguage samp]es from children

¥
in a variety of s1tuat1ons 1nvo1v1ng the skilis emp]oyed in

82 -
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description The development and arrangement of the quest1ons, in
order of comp]ex1ty, for each descr1pt1ve task were guided by three

, pr1nc1p]es task requirements, selection of st1mu]1, andvdescrnption o
‘requirements. ~fhese three prihcip]es ﬁére derived from an analysis - .
of what, is involved in each descr1pt1ve task and the deve]opmenta] i
aspects suggested in the 11terature

' %ﬁhe description rehu1rements forme the basic categoraes for
the ana]ys1s of the. 1nd1v1dua1 descr1pt1ve tasks. Criteria estab-

\J

S
lished for the analy:is of the var1ous categorles were based on the

PR

j;task requirem: and to some extent on spec1f1c 1nformat1on in the
ﬁresponses The d1mens1ons of growth in 1angu§§§ power wh1ch were
d1scussed in Chapter Two, d1fferent1at1on and h1erarch1ca1 1ntegra—
tion, abstraction, ob3ect1v1ty, and exp11c1tness 1n mean1ng, formed
the theoretical background for the ana]ys1s
The organizat1on of the analysis of the data and the discus-
s1on of the f1ndrngs varied accord1ng to the nature of the tasks and
the descr1pt1on requ1rements _-Three maJor approaches const1tuted the
ana]ys1s of the responses in the descr1pt1ve requ1rements
1. Individual and group responses were.tabulated‘and examined
r for patterns of frequency with regard to the concreter '
.abstract dimension. _. _ |
2. The nature of 1ndividu21 and group'responses was anatyzed
| for qua11tat1ve patterns regard1ng the concrete- abstract
dimension and the 1mp11c1t -explicit d1mens1ons
4

3. The nature of the speech behavior was exam1ned for trends

< in growth in the 1mp]1c1t exp11c1t dlmens1on

e



<}

The SUbJeCtS for the study were 51xteen ch11dren in two age*
groups: age Group, One ranging in ages e1ght years six months to Hine
~years five'months and _age Group Two wh1ch ranged in age from e]even
yearsas1x months to twelve. years f1ve months Each age group con-

j‘s1sted of two groups, average 1anguage users and high 1anguage users.

The character1st1cs of th groops are shown in this summary:

Vo

Average Language Users .High Language Users
"C.A. 8-6 to 9-5 "~ Group I (Y-A) Group II (Y-H)
K - . (2M & 2F) : (2M & 2F)
C.A. 11-6 t0.12-5  , Group III (0-A) . Group 1V (0-H)
. 3 (2M & 2F) (2M & 2F) -

The ana]ys1s focused on trends and patterns in the four groups,
the two age groups, and in the.average and h1gh ]anguage groups with- -

Jin an age group ' Patterns were noted for individual performance when-

ever the findi pointed in that d1rect1on.

IT. CRITERIAL PROPERTIES

The content of a descr1pt1on is the sensory data wh1ch has
been observed ‘and” perce1ved Perception in the 1n1t1a1estages re-
su]ts in the 1dent1f1cat1on of the who]e and 1dent1f1cat1on of -the
cr1ter1a1 propert1es . The funct1on of the 1dent1f1cat1on of-. cr1te—-

gr1a1 propert1es is. to 1dent1fy and def1ne the sensory data (Fourn1er,A:
1969 p. 4). Tdent1f1cat1on of cr1ter1a] propert1es 1mp11es the
abstraction of those . phys1ca1 attr1butes and parts of st1mu11 which

are essent1a] to the 1dent1f1cat10n of an object or event and an-

v



! : | P
. . .\ ’
understand1ng of the. categor1£1ng system of the propert1es of the

th1ngs perce1ved and the reTat1onsh1ps wh1ch exist among them (Vernon,

1962, p. 29; Fourn1er 1969, p. 11).
The purpose ‘of the first descrwpt1ve task; ”Cr1ter1a1 Proper— ’

rt1esf was to eT1c1t from the subJect as much information as he could

~ give about each of the four stimuli, the button, the cap, the dog,

and the horse. The spec1f1c obJect1ve was to d1scover the number and

k1nds of cr1ter1aT pr0pert1es which woqu be identified. Three major . .

categories, based on the descr1ptioh requ1rements, forned the basis -

}
- for the analysis of- the reSponses to the four questﬂons of 1ncreas1ng

complexity in this- descr1pt1ve task: categor1es of mean1ng part-
‘ whoTe reTat1ons, and quaT1tat1ve Tevels of the categor1es of meantng

and parts of st1muT1

1. ?Categories ¢f Meaning

" Payne (1972)~states, ”A word does not reter to a sﬁngle obj
ject but to a group or class of obJects (p 5)."' Thus-a'word- tdiif
1dc.t1fy1ng a cr1ter1a1 property represents a group or class of prop-
erties wh1ch ray he referred to as categor1es of. mean1nq. }"Catego-

ries of meaning" then refers to a categor1z1ng system of criterial
"propert1es such as t1me, space, shape, color, we1ght texture, and
s0 o, - _
The propert1es wh1ch were noted by the subJects were.ana—
. Tyzed in the 11ght of the categor1es of mean1ng ‘they represented
For exampTe, aTT responses referring to roundness, squareness, and

S0 on were coTTected under the- category of shape -The categor1es 1



‘of mean1ng in the 1nd1v1dua1 responses were tabulated and®
for frequency of occurrence.

, - ‘ e .

In Tab]e 5.1 is presented the number of d1fferent categor1es i

,-i of mean1ng 1dent1f1ed by the 1nd1v1duais for each of the four st1mu11a
| The on]y pattern appear1ng in the frequency distribution is the

B greater number of categor1es 1dent1f1ed for stimulus one in compar-
.1son to. the other stimuli. The tab]e shows a variation in tota] num-
xber of categor1es of mean1ng 1dent1f1ed within each grou& and 1n each
of the st1mu11 The var1at1on in total number of categor1es of mean—

ing 1s shown more c]ear]y in these mean scores of categor1es of mean-

.1ng for- each group in each question:
f

' . rr»Button. . . Cap Dog - pHorse

Broup Y-A "~ 55 . 40" 23 a0
- Group Y-H 63 40334

Growp 0-A - ° 7.3 - 43 g3 5.3
CGrowp 0-H 7.0 ‘5.0 . 53 5.8

The mean number of categor1es were higher for the f1rst
st1mu1us, the button, than for the other stimuli. The level of com-
1p]ex1ty\of the st1mu11 may account to some degree for this d1fference.
q *The cr1ter1a1 propert1es of the horse dog, and cap may.have been

'v more d1ff1cu1t to- identify than those of the cap Also, the button
d1d not have as many’ componznt parts as the other stimuli and, there—
fore, the- subJectE\may have named a ‘variety of the component parts

\

of the cap, dog arid horse“nh1ch are not accounted for in this .
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5. +0-H

21 h¢)
v‘~”§' . ‘
v .
Table 5.1 -
Number of Differenf CEtegorfes'of Meaning
by Subject and Stimulus
AN , | -
__Stimulus
Group Sﬁbject Button - Cap | Dog Horse
, . —F
Y-A - 7 "5 2 4
2 4 3 1 2
c 7 5 3 5
4 4 3 3 5
Y-H 5 5 3 6 5
| 6 3 3 2 5
7 nm 6 2 6
8 6 4 3 1
0-A 9 5 4 3 4
10 8 5 5 5
11 8 -4 6 9
. BN
12 8 n 4 3 3,
' B k ’ o
13 9 “ 6 5 '8
s 14 5 4 5 4
15 8 6 7 6.
16 T 4 4 5
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| particu1dr tabu1ation However ‘the poss1b111ty'%hat thea1ntroduct1on

to ‘this descr1pt1ve task wh1ch suggested the var1ous waysggne m1ght

g

¢,

“3describe an obJect;é}pf1uenced the performance in: the f1rst questidn! ﬂ“
nished in the others '

and subsequent]y d

u Y ﬁ -
- The ‘mean number of categor1es of mean1ng show hn 1ncrease ah

number of categories 1dent1f1ed from Group Y-A to Group 0‘%?Whtchf
suggests that identification of criterial propert1es 1ncreases w?th Qj/n
"y ¢

increasing age and may be higher 1n number in cases ofugreater 1an7”‘«2' g

guage faci]ity within an age group. h . " . ‘ ,bi“ s Ef ..
. The greatest d1screpancy between ‘the two age .groups extStS 1n o
' Lo, P

§ =

the, number of categor1es of mean1ng identified for the dog Th1s g

‘st1mu1us was a p1cture of a dog in which the dog was the dom1nant

figor\/van exam1nat1on of the subjects' responses for the dog showed : fq

-7

}ee'subJects 1n Group Y-A, one cubject in Group Y H, and two f :

102)

v?tTVe]y un1mportant detail (pu It shou]d be . noted that since

. )")

there Was an-ovepal 1ncrease 1n number of 1dent1f1ed categor1es of LB
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mean1ng for the horse w1th the except1on of Group Y A. It may be that "
due to the abstractness of the verba] st1mu1us, responses were not 'f
restr1cted to the perceptnon-of sensory data and selection of cr1te-ﬁ
rial propert1es operated at the level of memory and genera]1zat1ons

of previous abstract1ons wh1ch resu]ted in the product1on of a greater -

- number of categories of meaning (Moffett, ]968, p. 22).. Lundsteen and

Michael (1966) indicated that more difficult material stimulated more
complex operat1ons in the1r samples of grade three children. Grant's

(1972) results in a study with: rade six children’ were similar to

those of Lundsteen and Michael. .

L v '
Tab]es 5.2, 5. 3 5.4, and 5.5 show the kinds of categories of

meaning 1dent1f1ed for each stimuflus and the number of subJects in
each group who ddentified a part1 ular category of meaning. Table
5.6 prov1des a -summary of the d1st 1but1on of the categories of mean-

1ng for the four st1mu11 which werq 1dent1f1ed by a1] of the groups

(four), by three groups (any comb1n%t1on), by the two _younger groups, '

: by the two older groups and by the two'h1gh language groups. The

™

»

T

'summary did not show any patterns of response with’ the exceptTOn that

co1or, size, _use, part -whole relations, and class names were the most

freqUently 1dent1f1ed categories of meaning.

2. Part-Whole Relations

The'occurrence of'numerous parts of the stimuli in the re-

sponses necessitated an analysis of performance in the particular

'xf category éf mean1ng, part-whole re]at1ons The parts of the st1mu11

L spec1f1ed by the 1nd1v1dua]s were tabu1ated and exam1ned for frequency

B 4

N
v



Table 5.2

mber of Subjects Identifying Selected Categories of
Meaning: The Button

: . a K ) : Group
Categories of Meaning ' : Y-A Y-H O0-A 0-H

color

shape

- size
texture
composition
weight
taste e v _ v
smell’ - _ _ 1 o
sound - - 1
_actions . A _ : -
qualities . . o ‘ 1T
use - : - 2 3
function : . : ‘ .
part-whole ‘ : 4 3
where "it lives , S
class names or others of same class N 3
connotation . e
variety of. contexts in which known :

synonym .

concept of which- 1t is part

_‘m—-r\)'—:,.r.\)-.x;
w—w
—wWw

N W e

=Y

__.
N R
e e
-

Total number . » = 10 12‘> 12 12

a. . Categories were selected prior to examination of responses
; - - 4 .
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o Tab1e 5 3 _ : ﬂ )
Number of SubJects Ident1fy1ng Categor1es of Meanwng The Cap

‘

L _ C : Group _
yQategories of Meaning | . L Y-A Y-H 0-A O0-H

color - o ' & : 3. 4 4 .
shape - L . . © 3
size: - . ) g . 2 1
texture . co o , 7
composition _ ST 2 . J
weight - : o 1 1
" taste ' ‘ ' '
.smell.

sound . o , : : DR
actions ' ; . : - 1 -
-qualities - v » . ‘ 1
use : A & ‘
“function e :
part-whole : . : v
where it lives

¢lass ncmes or. others of same class - 3
connotation o — 1
variety. of contexts 1n which known ’ ' ’
synonym ~ _ o

concept of which 1t is part . o ' ' : T el

I

RN
W e

w
o
p.

—

J

“ \
\ ,
) ‘J - S~

|
~
b
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o Table 5.4 |
Number of‘éubjects-ldentifying Selected Categoﬁjes of Meaning: The Dog

\, : - e o “

X
T - T oa - ~ Al PR
- ..

: . _ ‘ - Group
Categor1es of Mean1ng L I Y A Y- H 0-A 0- H

A ; T - : -
- color » o ' ) 377 2,&
" shape o " ‘ a "
size . , o : o ‘ 1
texture - ) ' ' . T
composition . . . . I \
weight s - - ] e ' S
taste . . - . o , e -

* smell ' S Lo T Y B

ctions e o T B L
qualities |, 7 B e L T 4 _ '% S 2

- use’ N PRI ‘ . IO I
function. . S a - S L
part-whole . ) K 3 3 . 453 -
-where it lives o . ) ]&1‘*né?

* class names or others of same class . S
connotation ' N N '
variety of contexts in which known > '
synonyms . .
goncept of which it 1s‘part R - _ -
{ : .

Ny =
(A

' Tota]ynqmber_ - o —_— o R 7 Y- 7§“~10 o
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. weight

Q/

:‘-iconc=pt of which t is part

iy l‘

s
,

R
Table 5.5

Number of Subjects I%entifyfﬁb{Se]ecféd Categpr%ég of Meanihg:‘

4
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-

The Horse

. 'ﬂ, R )
Lategories of Meaning

Group
Y-A Y-H 0- A 0 H

color
shape
size
Aexture
composition
- ; ,
taste o _ ‘ A e by

spill
agghd”

. . . R , . .
o ' ' . : ' P * . T
SRR . . | S AN

<y

. actions . - o B : .3
* qualities - o T -
use A C s . -3

function . \ " s eyt
_part-whole’ . . . e 4
where it lives b .

“class name. or others of same- class . 3
caonnota.ion )
varisty of conte *s in wh1ch known—//
syncym ‘

-

A= ww

I

—ro
o

P e e |
—_—

. Fotal number - o . 6
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ot‘occurrence*according to subjects and stimuli. )

In Table 5.7 is presented the number of differast specified
parts-for each sttmd]us by each subject. The table shows a greater
number of spec1f1ed parts for the last three stimuli than for the
first stimilus. The 1a§t three st1mu11 had more component parts than
the first stimulus. The variation in speCiffcatio&;of the number of
parts of each stimulus is shown in these mean scores for each group:

BN

Button Cap » - Dog Horse

A compar1son of the mean number of spec1f1ed parts of st1mu]1 and the
mean number ofj1dent1f1ed categor1es of mean1ng shows that most groups
1dent1f1ed as many parts‘of st1mu11 as categor1es of mean1ng in the

cap, the dog, and the horse Th1s then conf1rms the ear11er observa—
tion that number of component parts of a- st1mu]us may have 1nf1uenced

the d1fference between the high total number of identified categor1es

of mean1ng for the button as’ compared to-the other stimuli. The sub-

jects seem to have focused on the parts of st1mu11 wh1ch had more com—un

ponents, and thus 1gnored some other categor1es of mean1ng

The meQn scores of the spec1f1ed parts of Stimuli tend to

Group Y-A o 1.8 4.0 2.0 2.5
~ Group Y-H 1.8 3.8 a0 5.0
Group 0-A 1.5 4.0 . 6.3 5.3 -
Grouo'O-H L t\f 2.0 . » 5.5 v‘ 5.0 4.5

&

show var1at1on in. the groups for each quest1on rather than a progres-. -

sive increase in tota] number’ of specified parts from Group Y-A'to

s
/’r ¢
R



<

Table 5.7

p

Number of Different Parts of St%hu]i

96

by Subject and Stimulus T
Stimulus
Group ‘SubiéCt ljButton Cap Dog Horse
2 1 5 : 4 ’
3 ] 3 ] 7 ,‘l\ -‘
Y-H 5 B, 7 10 12
6 1 3 4 2
7 1 4
8 1 y) 6
0-A 9 1 4. 7 &
0-H 13 5
14 2 5 5 3
g 7 1 10 -
16 5 4 5
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sroup 0-H. However, it is noted. that in the case of the dog and the
horse; the Group Y-A mean scores. were considerably lower than the
other groups ‘There a]so appears to be a trend toward h1gher mean
'scores for the o1der groups than for the younger groups.

Tab]e 5 8 provides a summary of the specified parts of the

four stimuli wh1ch occurred in the responses of the s1xteen subJects
- The spec1f1ed parts which have been starred were those not noted by
~.Group Y-A.. The spec1f1ed parts which have been starred were scat-

:teredvthrOughout the responSes in Group Y-H, Group 0- A and Group 0-H.
"Apart‘trom suggt 1ng that Group Y A did not attend to as great a’
var1ety of component parts as. d1d the other groups, this summary does
not. y1e1d any pert1nent 1nformat1on regard1ng a d1fference in abstrac—'
't1on of complex1ty of parts between those abstracted by Group Y-A and

'the other groups ¢

.-Eourn1er (1969) po1nts to the 1mportance of the ab111ty to ob-
serve and communicate how a part of an obJect is descr1bed in relation
to the who]e for effect1ve descr1pt1on (p T11) * An exam1nat1on of |
the subJects responses for the four st1mu]1 revea]ed that for each
st1mu1us the subJects in all -of the four groups 11sted parts of the
5who1e obJect and made an attempt to re]ate some parts to the obJect

The- fo11ow1ng are se]ected samples wh1ch 111ustrate the subJects

attempts to re]ate the parts to the whole object:-

Group. y-4

button:’ '
"Has one hole to thread it with."

}



|}
Table 5.8
Parts of Stimuli Noted by Subjects
Button : Cap . ‘ Dog Horse
edges metal air holes mouth tail
“color of parts elastic band nose (muzzle)| hoofs
steel hole (thread) sun shade cars. legs
Center Section of button| stitching : legs hair
*ridges button on the top tail mane
*smooth back label-made in beard nose
v China eyes ears
plastic sweat ttongue *teeth
band feet *body
variety of colours *face *face
details inside of capfpaws *eyes
ribbon inside *fur *neck
- the cap *paws - *nostrils
. *six sections of" the ~ *feet
cap *manure
» *net material {*mouth
) inside the cap *horseshoes .

muscles -

:ftfParté riot 1dentif1ed by any subject in th 'Y-A Group.®

23]
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cap: ' S . . .
"It's got elastic rim around the back...... "

"It's got-a Tittle button at the top." '

"It has a piece of metals going around it."

horse: T R
"They give you glue from their hoofs." :
“And they show their muscles when they run." -
"A horse has a mane on it." . :

!

GrohE‘Y;H_ ‘

but'ton:: = . - - L
"It's Tittle metal hole to hold it on a coat."
"Around: the sides it's soft too." < :
. cap: o ‘ _

"It's got a rubber-elastic to keep it on your head."
"And it's got some befge around it." - ‘
"It's ‘got a button on the very top.™ o
"And it has a thing sticking out in front to keep the sun
out of your eyes and a Tittle button en the top." .
"And sort of a dome shape with a semi-circle in the front."

" dog: o i
“It's shaggy -on the muzzle "

horse: | o : .
"Some horses have bfg white stripes going up their head." .
"And its tail is just like its mane but just hanging down;":
"And has two sort of round nostrils near to .the end of the

. nose." ) : o .-

Gkoug 0-A
button: ) _
"It has a hook on the back."

cap: . ‘

. "It's.got"air holes.on top." : o

"And it's got elastic on the back of -it .and so it won't fall

. off whe vyou're playing baseball." = o
"Has ei.sc*c around the back to make it stick on your head...

~ to make it keep on your head." - o

dog: . . e
"At the back, it's got very long legs - baq&)hind legs." .
“"And the hind feet are longer than the front feet.” -

&
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N
horse: )
"It's got a long mane on 1ts back."

Group Y-H

button:

“On the bottom it has a hook for the thread to go through and
hook onto the coat." '

"It has a very smooth back on 1t "

“And it has a g]ass in the middle."

. cap: " : '
"It has a piece of elastic at the back of. the cap !
"It has holes on the top for the sweat to come through or

something, or air to go through."
"The top part of it has a button "

1

'dog
"The fur is quite close to his body except for h1s legs -
~it's sort of fluffy there."

"It's tail's sticking up at the back.”

"~ - horse:
n

fThey have a mane at the back of the1r head."
Well it has sort of a b1g nose. It sticks out of the its

| head "

" Since the se]ect1onof samples was not made for the specific purpose

| of compar1ng growth in ab111ty to express part-whole relations: w1th1n
the groups, a“comparison of thﬁs nature would be invalid. Howeveh,
an overview of the abave se]ected sampTes shows a tendency toward
greater - precision with words and an increase in 1nformat1on about a
specified part from Group Y-A to Group 0- H For examp]e these were
;the changes noted in exp11c1tness in the express1on of the part-whole
re]at1ons of the e]ast1c at the back of the cap "It's got e]ast1c
rim around the back M (Group Y A); "It's got a rubber e1a5t1c to
‘keep it on your head." (Group Y-H); "And it's ‘got elastic on the )

back of it and so. it won't fall off when you're playing basepa]1."
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!
-

(Group 0-A); and "It has a piece of elastic at the back of the cap."
(Group 0-H). |

3. Qualitative Levels Within
Categories of Meaning

Qua]itativeﬁ1eve1s.within categories of meaning refer to
growth a]ong the imp]icit—exp]ic%% continuum in communicating the
criterial properties which were observed. Qua]itafive levels take
into account McFetridge's (1973a)vhypotheses regarding directions \\
of growth'in'word nedhing and directionsqé? growth in language
structure and Jackson's‘(1970) descr1pt1on of changes in the depth
of meanings of words wh1ch were discussed in Chapter Two McFetr1dge
(1972) also draws attent10n7to the developmental factor of distinguish-
ing fine differences and the use.of words which are "apt" to show
differentiation Tike "roudn“dend “smooth";:“rOUnd“; or "square" and
so on (p. 25). She notes that when ch11dren d1fferent1ate fine dif--
ferences by saying “sortarrough"' "kind of round Vbut more like an
‘egg"; or "sort of 1ongish “vthey are invo1ved in making finer cogni-

. tive distinctions, in really “see1ng” fine d1fferences (p. 25)

: In this study, an ana]ys1s was done of qua11tat1ve changes in
1ndiv1dua1 responses in the various groups with regard to 1dent1f1ed
;4‘categor1es of meaning and specified parts of st1mu11 Those identi—
fied categor1es of’mean1ng and spec1f1ed parts of st1mu11 wh1ch had

' c]usters of responses were se]ected for the ana]ys1s The followlng ‘

categor1es of meaning were selected for an analysis of quaTitative'

changes:
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color —‘button; cap, dog
shape - button
‘size - button, cap, dog, horse
. _> .texture - button, cap, dog, horse
| | we1ght,—'button, cap, dog, horse
- -use —.button, cap, dog, nonse ‘ N
class name - button, cap, dog, horse o : " Y\
The fo]10w1n§ specified parts'were'selected for~an ana]ysis of quali-
tat1ve changes: - | |
o button - the steel sha-k on the back of the button
cap - the air ho]es
- sun shade op peakv
A three 1eve1 1mp11c1t exp11c1t continuum was estab11shed to

d1scover patterns of qua]1tat1ve 1evels for the responses by the var-

ious groups.” This was the continuum: '3
. ' : ’ /

Implicit—— - Imp]fcit—EXolioit i - éxp]icit .
b The middle stage nepresented"that partioular stage of expkess&on‘of
-meaning which keflected differeptiation of‘thé finer psyohologicalh
distinctions but the lack. of a precise label; growth but an instabil- |
‘ity 1n categorizing behavior regarding depth of’meaning-of words, and
deve]op1ng but an unstab]e reperto1re of words.

The cr1ter1a for the c]assif1cat1on of responses were based

on McFetr1dge S (79423 1973a) d1fferent1at1on in use of Tabels and
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. directions of growth in word meaning and language structure and
Jackson's (1270) conception of changes in depth of meaning of words.
-The critical criteria were the degree to which the words or clusters
of words communicated prec1se meaning of thought and ref1ected power
over 1anguage .,‘
In Tables 5.9 through 5.18 are presented the analysis of the
qualitative levels of the subjects' identified categoriesfof'meaning
in the various se]ected.tategories and component parts. ' Two major
patterns of qualitative 1e9els in -the subjects :esponses are re-
- vealed in the tables. Some responses of a]] the groups fall within
each of the three ranges. In the second pattern there is a gradual
shift of c]usters of Group Y-A and Group Y-H responses in the im-
plicit range, to a concentration of responses of the four ‘groups in
the 1mp11c1t expTicit range, to clusters of Group 0 A and Group 0- H
responses in_ the explicit range. )
'There tend to be more Group Y-A end Group Y-H responses in
. the 1mp1icitAc1ess than Group 0-A and Group O—Hmresponses and more

Group 0-A and Group 0-H responses in the explicit class than Group'
| Y-A"and :Group Y—H responses- More Group Y-H responses than Group Y-A.
responses appear in the exp11c1t c1ass A number of tab]es show a
concentrat1onﬁof responses of all:four groups in the m1dd1e range.

It is possible that abstractness of a criterjal property or

part-whole relation, or level of abstrgctness'in the'verbe] expres-

sion of the identified category of meaning accounted to some extent

for absence of responses in ‘the imp]icit range for the younger groups
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and fhe pfesence of respohsegﬂin the implicit range for the}o1der
groups. Thgt is, due to the 1e9e1 of abstractness of sbme triterial
propgrties ébme younger subjects did not observe them or try to ex;
press fpem, whereas some d]der subjects may.héve attembted to qomhun—
icate a relatively absti ict and‘dffferentiatéd thought about a prob—
erty and'pou1d not express it well. For example, in Table 5.10 the
quup 0-A response "it's circling” may'ref1ect an attempt to tell
more about theishape*of the button than to merely state that it was

- round. . L{kewise, in the same table, the two‘pesponses “she]Veg in it
kind of"-and “1itt1e.groove in the frdnt;...a j1tt1e circle and then
it goesbouf from the_rest" may -have been attempts to describe the
changing contour of the button. It 1s,possib1é the Gfoup Y-A re-
sponses féirc]e sort of 1n$1de”,ref1ected?a 51mf]af attempt but this
subjeét did not venture beyond the circle in the middle. It is also
4pgssib1e that a predominant'cluste( of responées of all groups in the
‘explicit range was a reflection of a relatively simple criterial prop-
erfy. - 3 ' » v (

: In summary this analysis yielded the foi]oWing examp]es of
the qualitative levels in the chi]dreﬁ‘s spegch;behaviof in didentify-
ing categories of meaning and in specifying-p$}£s}df the whole. The
examples illustrate the qua]itativé‘change§ in thg responses from
implicit to implicit-explicit to expTicft: ;
- I

the color of the gold cap

9yé110w" to?"ye11owi$h gold" and "yellowy orange":and "goldish

yellow" to "gold"
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- the color of the beige-brown button

"brown" to "sort of brownish" and "brown grayish“ and ”browny color"
to "brown sort of tanny mauve" and ' be1ge -ginger-purple" and "almost
has a butterscotch color" and_“two-toned .dark brown and beigy de—

pends on which way you turn it. brown1sh -beige"

shape of the button

"sort of round" to "round" to "circular in form"

r

shaggy fur of the dog:

"skin is f]uffy” to "it's got ha1r that S qu1te f1uffy curly” to

Shaggy on the muzzle" and "shaggy legs" - o

5

size of the horse
"they sort of look Tike maybe an oversized dog": to "size from four

feet to six or seven feet high, a big range"

~-class name of the cap

"it's" to "cap of some sort" to "baseball cap"

steel shank of the button

"piece of metal there“ to ”has one hole to thread it with" to
"there S a 11tt]e steel hole in the back" and "has a hook for the

thread to go through and hook onto the coat"

The ana]ys1s of qua11tat1ve changes in children's responses
1dent1fy1ng categories of meaning and spec1fy1ng parts of the stimuli
prov1ded ev1dence of qua11tat1vefchanges in express1on of meaning in

each group. However, the degreeaand nature of the qua]itative changes

-
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a‘gjven age group. Express1ons of tentat1veness ‘Present in the

) younger grbups responses were more exp11c1t in the- o]der groups' re-
sponses.l For example, in the description of the co1or of the button

a Group 0-H response "two-toned. .dark brown and be1gy depends .on wh1ch

way you turn it" was more explicit than. a’ Group Y A respe”""*"brown :

graywsh” and a Group . Y H response ”sort of brownish“" ”Thé; @8 ﬁgrousz
appeared Qp have a greater reperto1re of words to dra

groups a]so ev1denced .more attempts to dea] W1th abs“,

descr1pt10n “An example of th1s k1nd of verba1 behaV1or)was €

earlier in the reference to the descr1ptﬂons of the conteur‘of’

. o , A -y
button. - . : z\‘gi : ey

. e %
4.  Summary .
A AN

The ana]ys1s of chi]dren S responses 1n ﬁbe.descr1pt1ve task

i

"Cr1ter1a1 Propert1es" yielded the fo]]owwng 1ﬁformat‘wrﬁ;{”" - =ifﬁ

,pr the four
stimu]i. A greater number of categor1es of mean1ng were' 1dent1-
fied for the button than for the cap, the dog, and the horse.

The number of compofient parts in the 1atter three st1mu]1

appeared to influence this d1fference The number of attributes
noted increased with matur1ty and was greater in the groups of

- greater language fac111ty There was not a notab]e difference

L}
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T
139

in kinds of‘categories of meaning identified in the various groups.
Those which seemed. to be most frequentty 1dent1f1ed were color,
size, use, part- who1e relations, and class names . There was evi~
dence that the younger ch11dren s ab111ty to attend to cr1t1ca]
visual sensory data, as in the p1cture of the dog, was more un-
stable than'that of the older chi]dren There we@e also 1ni1ca—
‘t1ons that the above factor could be a function of 1anguage facil-
ity. . The abstractness of the verbal stimuli appeared to stimulate
the 1dent1f1cat1on of a greater number of categor1es of meaning
by the older groups and the .younger group with greater 1anguage
‘fac111ty
In st1mu11 cons1st1ng of numerous component parts, as. many compon-
ent parts were noted as.were other criterial propert1es The num-
ber and nature of the specified parts tended to vary in all groups‘
with the older groups show1ng trends toward _greater numbers The
specified parts of the dog and the horse were considerab]y fewer
for Group Y;A In the responses of this latter group, there was
a]so a notab]e absence of part1cu1ar parts of stimuli wh1ch were
present in the responses of the other groups In an overview of
samples of part-who]e-re]ationships there were indications of 1in-
creas1ng explicitness in the expression of part- WhO]é“fSIEEJO"S
.‘from the younger groups$ to the o]der groups - \-
Two patterns were apparent in the analysis of qua11tat1ve levels

of the 1dentif1ed categories of meaning and spec1f1ed parts of

st1mu]1 In the first pattern, qua11tat1ve 1eve]s were apparent
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in each of the rour groups The second pattern was a general

-« shift from more 1mp1t responses by the younger groups to a con-
centrat1on of responses in the middle range for all groups to . ‘f
more explicit responses by the older groups. The qua]itativev-

changes were more pronounced in the older groups' responses than

in the younger groups' responses. ' e

ITE SELEéTION OF "ESSENTIAL ELEMENTé . !

Selection of ‘the most essential elements of objects and events
for description is critical ifﬂaccurate cohmun?éetion'is to result -
(hehnings & Grant, 1973, p. 14). Snortum (1967) notes misuse of de-
tails which do not serve the purpose of description can have a crip-
pling effect on the communication (p. 141). Two questions were
designed for the second descriptive task .to discovéh to what degree’
,h11dren are able to set a purpose for a particular.communication sit-
uat1on 1nvo]v1ng descr1pt1on, to select, and to communicate the
essent1a1 e]ements of that part1cu]ar s1tuat1on One question in-
vo]ved descr1b1ng a notice announc1ng that a cap had been found and
the other question 1nvo1ved composing a newspaper ad announc1ng a
Tost dog. The st1mu]1 were those used in the f1rst descr1pt1ve task.
In the presentat1on of the questions in th1s task the subject's
prev1ous taped descriptions of the cap and the dog were replayed for:
the purpose of letting him hear what he had said about the st1mu1Us

in te111ng a]] about it.
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j
The descr1pt1on requirements formed the basic categories for
ana]ys1s of the reSponses which were: understanding the purpose of
the task, organizing for the task, orgdnizatidn sustained throughout
the task, and se]ect1on of essential detail versus selection of jr-
relevant detail. . : -
| The ana]ys1s\of the individual ‘responses were tabuiated in
summary form accord1ng to the basic categories and the subcategor1es
which were estab11shed in order to ptov1de for a comprehensive sum-
mary. -The three add1t1ona1 subcategories 1nc1uded “CapeFound" or "Dog‘
Lost" wh1ch conveyed the main idea of .the not1ce, spec1f1c subcate-
gories denot1ng the necgssary spec1f1c details, and where the cap was
‘found or the dog was Todt, and whom'to contact. The first and third
subcategories were derwved from an ana]ys1s of what is 1nvo]ved in thev
’prov1s1on of. suff1c1ent tnformat1on so that the loser of an 1tem m1ght |
cregain possession’ of it ir the f1nder of.a lost item might return it
to the owner. .The_dec1s10h regarding the se]ection of necessary«spe—‘
cific details of the cap and the dog was‘guided{by~an overview of_the;
individué] responses. The "Other Characteristics"'category uas in-~
cluded to g1ve credit for unique essential deta11 For examp]e, ref-
-erence to the dog's license was’ cons1deré//s1gn1f1cant detail. These

werea .the categor1es and subcategér1es which formed the‘structure for

the summary of the individuaf responses'for the .cap and the“dog: '

o ‘ :
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,trCatagor1es for the Ana]ys1s Categories for the Analysis
of Responses ‘Notice: -of Responses Newspaper Ad:
Cap Found . ‘ o Dog Lost™
Focus ‘on Task ‘ . Focus on Task )
Organization for Task - =~ _Organization for Task
Organization Susta1ned Organization Sustained
“Cap Found" =~ . : , "Lost a Dog™.
Kind of Cap . o (Kind) Dog- "
Color - : o Color
Size - . Size
Sun Shade : B ~ Fur
Elastic Band I ' Beard (Muzzle)
Air Holes . . ' Ears ~
Details Inside the Cap T Tail
. . Label _ Eyes
- Other Characteristics o#’\\ Legs , L
Where Cap Was Found -~ [ .- )5 Face Cr‘
Where Cap May be Claimed . - - ' Gther Characteristics
<+ Trrelevant Detatl ) Where Lost

.. Description Achieved B Whom to Conthct
' . ' ' Irrelevant Detail
Descriptions Achieved

" InTables 5.19 and 5.20 are presentéd the summaries of the
anaiyéfs_of the{jndﬁvidua1 respagse§, The asterisk indicateé that

. . 2 ‘A\"V:, . . /Q' )
“the qategﬁry wascnoted'by the subject. : :

1. Descrpp%1on Ach1eved o . B

'Fhe Cr1ter1a for the category’”Descr1pt1on Achieved" were
based on ¢1nlma1 1pformat1on requ1red'for successfu1_comp1et1on ﬁj}/ﬁ
the descriptfoﬁé-o%f@ﬁnofiée and a newspaper ad. These wére the
“cri;eria: | . o |
| 1;; Focus on ‘the requ1rement of the. ]anguage JOb

2. Organization for the language job.

. Organ1zat1on suStained throughout response

W

The fain® 1dea of the not1ce “cap found" on."dog 1ost.“
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Table 5.19

Categorieé in Selection of Essential Elements Noted

by Subjects

Notice:

L]

‘Cap Fqund

FERE FE R R 2
wn Ut wv - . w
) oo’ o.| o o]
£ E = E wn %) 0. 1
O O r— QO Or — O O W VO O
ZZACL | T ZZT | L>Z> | > = =
F~ 4 — R ~ll
8.6,V4. & u,,\.,.,..nw..nw .
.
(X// : c
¥ x : * kx| x :
P |
g3 x % x x *
ey
. fQ * X x x x % .5 kK
S * x| x * * *x
:@qu * X * X
wmm‘ > .
0
TS Y Wi ® K x * ¥ * ¥
.NNWWNIW * d**
~ <
P R s & *
. x x
X x X X
X K k%
X x Kk X
* x
X Kk x X
Xk k%
™M W00
2 ol 5 T
- 1
L= = = =

*Category noted by subject
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Dog Lost

'Tab}e 5.20

Newspaper Ad:

Categories in Selection of Essential Elements Noted

dnoug,

Y-H

- _paAaLYdY . i R
:o_HQWLommo o o O.M o=} O.M o,m.m o
ZZZ< ZZ = Za =
| 12330 JURAB|BUJ] o< o
©39R3U0) 03 WOUM x
3507 343YpH *
SIL3SLUBIORARYY 4BYQ
904 ® %
sbaq X x %
$343
ﬁwmh * x ¥
. Sdej * ¥ ¥k ¥
(312Z"W) p4eag ~
Soan AN *
EETTES
» .~ 4010) x X ¥ X
. - bog x * K % x
,DO0p ® ww045 x X
nmc+mpmwm uoLjez iebap x x Sk ok K
ASel 404 uoieziuebugy x ¥ * X * koK
SBL U0 5no0g xx | * = P
& :

*Category noted by subject
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5. Minimal detail about the item - c]aégxname and color.

6. Where cap was found or where dog was lost and where cap

o

conld'be claimed or whem to contact.
7. Absence of jrrelevant detail.
If the.seven avove criteria were met, the subjec¢t was given a "yes"
rating. A response in which the above criteria were met eXceptwfor
the omission of either dne, or both, where cap was:found {dog was
‘1ost) and whom to eontact was given an "almost" rating Absence of
any one or a comb1nat1on of cr1ter1a one, two, three, and five, and

\
1ncTus1on of irrelevant detail r?Fed "no." Both ratings "yes" and

"almost" were considered to be successful completion of the reguire-
ments of these qUeetions.

R Table 5.21 shows the number of subjects in each group achiev—}
ing success on each eriterion and in the descripfion in the question,ﬁ
Notice: Cap Found. . The tab]e shows that only f1fty percent of the
_subJects achieved the descr1pt1on The older groups seemed to-have
more success in hand]ing:the requiremen;s of this questijon than did -
the younger greupﬁﬁ' In one of the criteria nhich presented'consider-
eb]e difficulty, that of ”Organization~Shstained;" there was no dif-
ference in performance‘between theﬂyounger'éroups.end the older
groups, and in both age groupe} fewer higher language ueers than
average‘1anguage users sustained their organization throughout'the'
task. Only two out of four subjects 1n each of the younger groups

prov1ded the requ1red m1n1ma1 detail for the cap, whereas all the sub-

Jects in the two o]der groups 1nd1cated the k1nd of cap and the ‘color
. L / .
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/ ,
T Table 5.21

Number of Subjects Achieving Succésé on Each Criteéerton and for
Description Notice: Cap Found

v

) _ Group
Criteria v Y-A  Y-H 0-A 0-H
Focu§éd»on requirement of language job. - 3 3 3
Organized for language job. . o3 3 3
Sustained organization throughout ¢ 3 ] 3
response. :
Indicated that a cép had been found.g 4 3 4
Provided minimal detail about the cap--_ ) 5 p
kind of cap, color of cap. o
Included where cap was found and where 7 . 0 1 )
' “ - ~ould be claimed. _S '
" ~{ncluded irrelevant detail. . o T~ 3
Achieved the description. S No 2 . 3 1
o Almost 2 S 1 1
Yes . ‘ 2
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" of the cap. The two most'troub1esome criteria for all groups were
"Where Cap Was Found" and “Where to C1a1m the Cag" and the 1nc1us1on
of irrelevant detail. |

o In Tab]e 5.22 is presented the numben of subjects in each
group ‘achieving success an each cr1terion and 1nrthe descr1pt1on 1n.
hc quest1on Newspapf Ad: Dog Lost ~The table shows that fewer

;,g\.’ﬁ SubJeCtS (twenty-f1ve perCent) met all the criteria for successfu] o

“?”L‘ comp]et1on of this juestion than that of the notice for the cap 1n

f/wh1ch fift: porc 1t of o subJects rated "yes" or "almost." The

criteria ~nich sere Lol met byia large percentage of the subJects in

" this task #2re the ~ume ¢ 2s not met in the not1ce for the cap. In
addition, fewer Leoioccs conveyed the main 1dea of" the notice "dog
lost" than the main idea of the not1ce'”cap found In compar1son to

i

- Table 5. 21 Table 5.22 shows a greater var1at1on in responses and an
" absence of any pattern regardlng the -four groups. Th1s wou]d suggest |
‘that th1s task was equally d1ff1cu1t for both age groups and for the
average 1anguage users and’ the h1gh 1anguage users It wou]d also A
suggest that compos1ng a newspaper ad was a more d1ff1cu1t 1anguage
" job than compos1ng a notice announc1ng a 1ost 1tem It would appear -’
that Grou% 0-H had a 11tt1e more control qver the,task than:the‘other
groups. .’ | | | _ |
‘ The performance of the subJects in both quest1ons may be re=
.lated in part to the unsystemat1c, nonana]yt1c approach to a task of
mthe e]ementary school ch1]d due to the semi- abstract and re]at1ve1y

nonverba1 character of h1s cogn1t1ve funct1on1ng (Ausube1 1963,

,u
i
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Table 5 22

Number of Subjects Ach1ev1ng Success on Each Criterion and
for Description Newspaper Ad: Dog Lost

T - Group -

© Criteria - © Y-A Y-H  0-A  0-H
Focusédfpn‘fequirement of 1énguage“job | 2 vl—3 4
Organized for language job . 4. -2 3~:  34
Sustained organization throughout hesponse.~- 2 b, 2 1 ' >3
- Indicated that a dog had been lost o2 1 a2
Provided minimal deta11 about the dog—- 9 4 4 3
dog and co]or . _ : > -
Inc]uded where dog was lost and whom to 0 1 1 0
‘contact
© Included irrelevant detail - I 3. 3v 0
Achieved: the description N No ‘[ 3 3. 4 2
o . ' . JAlmost © | 1 1 0 2
o Yes; | 0 0 0 0
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p. 122). This unsystemat1c approach to tasks may have been exagger—
ated by the- 1ack of 0pportun1ty in an oral language situation to |
check, condense, and reorganize his ideas as he would be able to do

in writihg. The reason for the difference 1h perfqrmanCe between the
cap and the dog may be that the chj]dren may-have.hao more experien;ev
regarding a lost item of c]othing and little or no e;perience with

newspaper ads.

o

2. - Essential E1ements

— A further ana]ysis vias done of the responses for the found
cap and the lost ddg uith regard to selection and om1ss1on of essen—
tial elements in*composing a notice for the found cap_and a news-
paper ad for the’ 1ost dog Essentia] elements refers to the details
about the lost 1tems which were cons1dered permissible as s1gn1f1cant
deta11s 1n the 1n1t1aﬁ ana]ys1s of the responses Tab]e 5.23 shows
summaries’ for both the cap and the dog, for all subJects, 1nd1cat1ng
l%ﬁhber of essent1a1 e]ements ‘noted, om1ss1on of class name and/or
.co1or, and 1nc1us1on of 1rre1evant detail. Two patterns emerge in

the exam1nat1on of the mean scores for number of selected essential

elements for the Cap.andvdog:

v v-A o YR O-A 0-H
Ccap . 25 T 43 45 5.0
Dog * 40 55 . - 58 50
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Essential Details Notea and Omitted, and Irrelevant Detail

j
|
}

* Table 5.23

Noted by Subjict and by Stimulus
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CAP DOG
= i =
2‘4’: E
<
@ o a .
(7] — [l w —
RS} : 1] [1e] Lit (11 [(+3
s 2 -2 2.2 e 5279 D2
s s e D 24 TR o
2 E® aE T E 4l hOE S
v-Al 1 |2 color * 3 | class name:.
2 ] color 3 class name .
3 3 . 7 . -] %
4 | a4 3
 Y-H 5. 6 color * 6 *
16 5 class name * 5 *
7 4 o * 6 *
g8 | 2 5
0-A] 9 | 3 5 *
10 4 - 5 *
11 6 * 8 *
12 5 5
0-H|. 13 .3 2
| 1 | 7 * 7
15 | 7 * 8
o 16 3 3

" *Irrelevant detail noted.

NN

\

A
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The number of selected details was greater for the dog than for the
cap in a11.groups'e*cept Group 0-H. There was a consistent chreésé
1h number of selected details from Group Y-A through Group QQH with
Ehe exception that the mgén score for the dog wasg}oﬁer ﬁorJGroup_Q-H
than the mean Scorés for the dog 1in Grodbs Y-H and 0-A. These two
patterns raise.fhe question of ability to discriminate the specific
from the general.. Although a wide range of essential e}ehentszas
considered permissible for the cap and for the dog in the initial
analysis of;fhelresponse, if abifity to discriminate thewspecific from
the  general is a function of devé]opmgnt in abstractness and the
eleven year old and twel&e year old chf]d's level of abstractness is
greater thén that of_the‘youngef child's at age.eight or nine, should
the  older groups' mean scores not havé shown'greéter diécriminating
ability in a gradualvﬁecreése of mean scores from the younger groups?
~ That the eleven ahd‘tweIVe year‘old has not reached the stage of
formal operationg may -account for the apparent instabflity in discrim-
fndting the specific from thé general (Piaget, 1970; Ausube], 1963) .. ..
~ The.question as to Qhethér the subjects mighf have shown
bgreater proficieﬁgy in these language jobs if the criteria for success-
| fh1‘comp1etion of the descriEtidn had been Timited to number of
selected essentia1ve1eménts'was aTsokexamined. The ériteria in this
analysis were ipc]uéion-of class name and color, and the abseﬁce of
1rre]evant_déta11. The number of subjeété who met these criteria for

both the cap and the dog is as follows:
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Notice: Cap Found ' 2 1 3 | 2
Newspéper Ad: Dog Lost 1 1 1 4

The total number in each group who successfu]]y completed gﬁ% ques-

- tion for the cap in this ana]ys1s are the same as those in Table 5.21.

However, the total number of subjects who met the criteria for suc-
cessful completion of the deecription of the dog Qas greater for -the
older groups in this analysis than in the first analyeis as shown in
Table 5.22. o

\n'in %hese analyses, the subjects"specffic difficulties pointed”
to discrimihafing the specific from the general, going beyond the
sensory data to infer what was reeuired in the provision of sufficient;
information for the loser of an item’tb regain possession of it ahd/
for the finder of a lost item to return it to the owner, and to hold
the se1ected;propert1es in mind in order to sustain effective organi-
zation for the qompfetion of the task. It wouid appear that the sub-
jezfs' difficulties weng\re]éted to the developmental aspect,ofabetract-
hess in~funét10nihg which these Jobs required.

It shou]d be noted that subJect number five's comment, "This.
w111 be 11tt1e .They won't let you put much in the paper," wou]d sug- :
gest that he had some 1dea of the nequ1rements of the job. Yet he
fa11ed to chus on it, _to organize for the task, and included f1ve

1rre1evant detalls in his response

,,l . . \
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3. Qualitative Levels in Speech - e
Behavior . _ ; // M
: sl ¥

A complete analysis of the qualitative levels regarding the

identified éategories of meaning in this descriptive task Was not

‘gcssib]e.imﬁowever, the following examples were included to show the

variation in the déScriptiQns\of the cap and the dog in a 1ahguaqe

AT )

Job in which the‘Fequ‘pement {] ;sgﬁp e

. RSl
' .. R gt
descyiption was done in a specific

-:{” li’Situation. The selec-

s R
vy

y

tion of the”samples for comparisoh was . determined as fo]]owsf the
cap - boy number one in Group Y-A; (subject #1); the dog - girl number
one in Group 0-H (subject #15). |

-SUbject #1:

—

béscription of the Cap

This is a cap. 1It's used. for ‘hunting or maybe baseball.
It's got elastic rim around the back so it'1] probably
fit everyone. And the front is made out of cardboard.
It's got brown rimming and green stitching. It!s got a
‘green piece of cloth below the cardboard.” And it's
yellow. It's got a little button at the top. It's got
‘steel ‘Tittle holes. It's got yellow stitching.

Notice: Cap Found

This cap....it has a button at the top. It has little
holes mainly for air to circulate. Or maybe...it's got
cardboard with green stitching, brown-1ining in the m...
in the bottom with white inside there in the cap. And
- the yellow with blue 1ining. And..and then I'd look for
L a-name. If there was a name on it, I'd put the name on
it. : o
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Subject #15:

-Description of the Dog -

This +s—a—dog; 3 scott1sh terrier. A'rusty color and
black at the back. Has four legs, one tail, two ears,
two Eyes, one nose, a mane and one mouth, He S stand1ng
on the road. Has paws. Doesn't Took Tike he has a .
z Chain on h1m The fur is quite close to his body except
for his 1egs - At's sort of fluffy there.. The tail, is
straight up’ in the air. He looks 1ike he's happy The
fur looks rather rough overtop his eyes. Doesn't look
like he's been washed for quite a Tong time. He's sort .
. of Tike a beard...long straggly fur from his mouth,
’ black nose. Can't really see any whiskers. And 1 11ke
im~sause he's a nice pet to have around ‘the house and .
that' it.

NewSpaper Adﬁ\oﬁog Lost §~

. Lost one. rusty co1ored .scottish terrier. . He's rusty
¢ colored at the front and a dark color at the back. He
has brown eyes...and is cute Tooking. That's all.

i

Summary
There were 1nd1cat1ons in the analysis of the subJects ree

sponses in the descr1pt1ve task "Selection of Essential E]ements”

that ab111ty to select s1gn1f1cant e]ements of stimuli and to re]ate -

‘them to a functional situation is developing at the e]ementary schoo]

Tevel and is unstable even at the e]even and - twe]ve year o]d 1eve]

A]though the qlder groups appeared to have a Tittle more contro] in

- meeting “the requirements of the job, part1cu1ar]yo1n d1scr1m1nat1ng

the specific from the genera], their performance f]uctuated con91d- '

erably in the two questions. The greatest areas of difficu]ty for

- all of the groups were: sustaining organ1zat1on throughout the task;

the prov1s1on of basic essential 1nformat1on class name and co]or,

1nferent1a1 thinking (where 1ost and whom to contact); and 1nc1us1on

Y
L
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-1ngs of others.
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of irrelevant detail. "

-~ S B -

Iv. CdMPARISON AND CONTRAST

The obJect1ve of the descr1pt1ve task "“Comparison and Contrast"

| was to obta1n samp]es of childrén' S descr1pt1ve 1anguage in mak1ng

compar1sons of objects, pictures of objects, and concepts. There were

eight questions of increasing comp1ex1ty Two questions were des1gned

»

to tap growth in. subjective- obJect1ve behav1or - point of view of oth - .

‘ers and fee]1ngs of se]f and of others.

( © The requirements of the f1rst two questions. were to compare

two obJects The shoe, the boot, and the s11pper in question four in-

,vo]ved a mu]tmp1e comparison, In the comparison of the school and the

theatre, 1n quest1on f1ve, the subject had to speak of objects and

exper1ences remote in space and time. To compare a birthday and an

ann1versary (quest1on six) not only requ1red dealing w1th exper1ences

remote in Space and time, but conceptual think1ng Quest1ons seven

‘and eight involved making compar1sons from the po1nt of view and feel-

[eeny
s

According to Fournfer (1969) compar1son and contrast are used

" to examine, apd to descr1be and to d1fferent1ate obJects, act1v1ty,

time, space, s1ze, position, emot1on, fee]1ng, number and sequence

'(p 39 Compar1son involves the abstract1on of common : features, the

vcr1ter1a1 propert1es, re]at1ng two or more st1mu11, and shew1ng how

the features are 1nterconnected
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> Three major categories based¥n the description requjrements

of the research 1nstrument constituted the ana]ys1s of the responses

in the descriptive task “Compar1son and Contrast " The categor1es

were: organization for the task quant1ty and qua11ty ef the ab-

&

abstracted features

stracted features; and expression of the re]at1onsh1ps among the

1. Orgapization for the Task T '. :

Organization took into account the subject's approachfto a -
task in which he was required‘to abstract common features're]ating'
two stimuli, or three st1mu11, and to show the 1nterconnect1ons among
the abstracted features The concern of this category was”tg\d1scover
whether the differences Were speeified first and then the similari-
ties onr whether the simi]arities were attended to firstjand then the
-differences; or whether the specification of d1fferences and similar-
1t1es was 1nter5persed in making the compar1son Church (1961) states
that tests which requ1re the subject to specify the way two things |
. differ from each other or resemble each other are deve]opmenta11y ‘
d:§t1nct tasks, and the ability to specify differences develops: before
the ab111ty to- spec1fy similarities (p. 176) _ -

. ~In Tine with Church's point of view, Vygotsky (1962 trans]a—
t1on (19347) concluded from his experiments that th1nk1ng at the sec—
ond level of the comp]ex stage the co11ect1on comp]ex assoc1at1ons §5
are made by contrast rather than by s1m11ar1ty According to. Vygotsky

“this is a long persistent stage_in the deve1opment of a ch11d s th1nk—

ing because it is rooteéd in his pract1ca1 exper1ences such as group1ng
O I .
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a set of dishes or the set of c]dn\ES\heNy%ars In the stages which
) fo]]ow the stage of co]]ection complex thinking; the chain complex
- and the diffuse complex, th1nk~\g iz based on some kind of common
bonds However, the s1m11ar1t “actor continues to be changeable be—
cause 1t is based on "d]m, unrea], unstable attributes (p. 66).' ‘ L
An ana1ys1s was done of the sequences employed by the indi- ‘
vic ai in the organ1zat1on of his response “to each question. The
subject's response was rated a “D/S“ sequenpe when the f1rst part of
the response cons1sted ma1n1y of specified dﬁfferences between the
abstracted features and concluded with spec1f1ed s1m11ar1t1es ~An
”S/D" rat1ng was given for a sequence 1n which s1m11ar1t1es between
the abstracted features were spec1f1ed first and then the d1.ferences
VA random approach to the question, in wh1ch the speC1f1ed d1fferences )
and the Spec1f1ed s1m11ar1t1es between the abstracted common features X l
were 1nterspersed throughout the response was g1ven a- *J”'rat1ng
| In Tab]e 5.24 is presented the sequences emp]oyed by the 1nd1-
~ vidual in the organ1zat1on of h1s rz:%bnses to each of the e1ght | _
quest1ons The aster1sks 1nd1cate thepsequences which- were emp]oyed

by the 1nd4v1dua1 The aster1sks W1th the ‘bar under them (_) indi-

~

cate that the total resp :e consisted so]e]y'of_d1fferences or solely
of simi]arities \/In an 0verView'of Table 5.24, the jmpression is- one

of considerable varlation in mode of organ1zat1on by the 1nd1V1dua1

4

in the.var1ous quest1ons

~
L

In an ana]ys1s of the organ1zat1ona1 sequences shown in

| 4 Tab]e 5. 24 a number of patterns appeared in the groups accord1ng to



Table 5.24 ~ ey

4

Sequences Used in‘OrganizptiOn of Responses in C&;paﬁihg
Stimuli. by Subject and by Question '

Questions «/?1
= I - IT ITI Iv Vooap 6,h/ VII VIII
g :5) . D/Sp/DT | D/SB/DT D/S5/0L{D/SS/DE[D/SE/D 1B /DL|:D/SS/DI| D/SS/D
Y-Al 1 || N N | el ]« ] =
' 2. * * x| | % EREAN * * *x
3 | =* % * b B * * x
4 e * *| x L * x *x
Y-H| 5 I * e | % % *
6 * * x X *x 3 E *
7 | * *| % * >l % % *
8 1% * * b “* * * *
0-Al" 9 * * * b | * * *x | E'S
110 * * % % % * & *
11 * * x| % * * * *
12 * * x| * s * * *
0-H| 13 * * * x|, * * * *
14 * | x * " * * | | X x
15 % * *| x * * * *
.1 16 ke * x| % * e |- % *

D/S:" different-similar sequence

S/D:  similar-different sequence

I: differences and similarities interspersed
*: .“only similarities or differences noted



“138

the cbmp]éxity of the questions. There was a. marked'difference in
the sequ» ~es emp]oyed between questwons one to three and questions

four to e1ght These were the patterns of organization in the first

three questions: o 7
i : S/D Sequence on
D/S Sequence Interspersion
' Group Y}A: | 7 out of 12 responses: 5 out of 12 respdnses
Grddp Y-H: 6 out ef 12'nequnses : 6 out of 12 responses
: Group 0-A: 4 out of 12 responses 8 out of T2"responses
Gnoup_O—H: 1 out of 12 responses . ‘11 out of 12 responses

' These findings indicated that in relatively simpl€ tasks, some indi-

¥

viduals in each group:were deve}oping.the ability to specify simi]af-
ities. A transition from r fanee on the specification of differences
to greater us€ o% similarities was appakenf fn the gradua] increase

in number of responses employing S/D.sequences'and interspefsion of
'd1fferences and s1m11ar1t1es from Group Y- A to Group O-H 1n these re]—
at1ve]y simpie tasks The h1gh 1anguage users tended to emp]oy fewer
D/S sequences than the average 1anguage users w1th1n an.age group.

Tab]e 5.24 shows a marked change in mode of organization be- -

tween the f1rst three quest1ons and the 1ast five questions. The

table shows that in questions four to six, the greater percentage of

responses in all groups emp]oyed D/S sequences and in quest10ns seven

J

JAnd e1ght the -organizatioral patterns were predom1nant1y D/S

sequences. In these last five que$t1ons, a high percentaqe of the

responses cons1sted so]e]y of spec1f1ed d1fferences In questions
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2. Quantity.and Quality of the

in each quest1on
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seven and eight, all of the responses, with the exception of one,“
consisted-of differences only. Ausubel“(]963§ states that when rela-
tional propositions are complex, the elementary schbo1 child may have
to fall back on subverbal concrete or intuitive functioning (pﬁ 117).
L It was also noted that in question five, there were more D/S
sequences employed by thelo1der groups than by the,youngerfgroups.

It may be that the verbal stimuli may have stimu]ated greater abstrac-
tion of thought in the older children in this question, in which the
abstracted features could have been on a concrete 1eve] or an abstract
level, therefore causing the o]der children to employ earlier con-‘

crete forms of behavior in speaking about  them. &

Abstracted Features

b .

Combarison and contrast involves the abstraction of common

h features, the cr1tera1 properties, of the stimuli. This category was

'concerned w1tH the tota1 number of common features which the subjects

2

abstracted in re]at1ng two or three stimu11 and with the categor1es

‘of meaning the features represented. !

- Quantity of abstracted features The total number of ab-

stracted features by the 1nd1v1dua1 were tabulated for each questlon

Table 5. 25 shows the number of abstracted features by the 1nd1V1dua1

In Table 5.26 15 presented the mean number of abstracted

features in each of the e1ght quest1ons. The only notaB1e pattern
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-

by Subject and by Question

e

A"Tota] Number of Abstracted Features =~
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Group

Question

IT

Iv

-V

VI

VIt

10

13

S

Y-H

28

0-A

10

1

9t
1

10

0-H

13

14
15
16

12

12

18

Y5
-

0
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the mean scores yielded was in the differences in tota] numbeyr of ab//
stracted features among the e1ght quest1ons In most of the questfons
the mean scores do not show s1gn1f1cant patterns of progressive in-
crease from the younger groups to the older groups or from the aver-
age language users to the high language users w1th1n a g1ven age
group. The greatest number of abstracted features occurred in ques-
t1on three 1n a]] of the groups. The numerous parts of the truck and
the V W. van may have accounted to a Targe extent for these resu]ts
The mean number of abstracted features are relatively similar in ques—
tions one, two four and f1ve It should be noted that the requ1re—
ments for the mu]t1p1e comparisons in quest1on four and the requ1re-
ments for dea]1ng with obJects remote in space and time in quest1on
five seemed not to 1nh1b1t the 1dent1f1cat1on of . propert1es in com-
Parison to the more" simple requirements of quest1ons .one and two.

The total number of abstracted features was considerably lower in the
f1ast three questiong znizlv1ng compar1son of the abstract concepts of
a b1rthday and an ann1versary and 1nv01V1ng compar1son of objects

from the point of view of others %pln these quest1ons the o]der
groups' mean scores were considerably highér than the younger groups'
mean scores These f1nd1ngs po1nted to the poss1b111ty that number
of abstracted features in a compar1son task may not be a function of
age un]ess the st1mu11 1nvo1ve a r;&at1ve1y high level of abstractness
in funct1on1ng | Accord1ng to Vygotsky (1962 translation [1934])

,ab1]1ty to speak about abstract concepts is tentative before age

thirteen (p. 58). As for’ questions seven and eight, ability to



operate from the point-of view of dther5'1s suggested to be on]y‘fu11y

realized at apprdximate]y age twelve (Piaget & Inhelder, 1969, p.‘128).

Qua]ity of‘abstracted features The features wh1ch were ab-

stracted by the subJects in each quest1on were ahelyzed in the Tight
of  the categor1es of mean1ng they represented. For examp1e all fea-
tures referr1ng to color were collected under color. A1l the speci- .~
' f1ed parts of the stimuli were col]ected and 11sted under part- who]e
're1at1ons The features wh1ch were not represented by common cate-

s Lay ., o

gor1es of mean1ng were - 11sted under "gmher

IR

3€r butes " Lists were

comp11ed “and: tgbdlated of a11 the categor1es o?ﬁmean1ng, other attri-
butes, and part-whole re]at1ons 1dént1f1ed by thﬁ 1nd1v1dua1s

The focus in this analysis was on the qua11tat1ve nature of
the categories of meaning and the other cr1ter1a] properties. Thus

"the analysis addressed the deve]opmenta] 1eve1s'w1th1n the oncrete—

¢, n

abstract dimension of the identified categor1es oﬁu ean1 g and the

other cr1ter1a] propert1es For the present study threekflifEEi/p

]eve]s)yere estab11shed’to d1fferent1ate growth along the concrete-
abstract COntinuuh' The c]asses which were. estab]1shed and the cri-
»ter1a for each class were as fo11ows

a. Percept1b1e (concrete)

The categories of meaning and the other. cr1ter1a1 propert1es

twh1ch appeared to be bound to the "1mmed1ate, surfacy aspects (Olver

,& Hornsby, 1966, p. 73)" of the stimu11 such as co]ors, -Sizes,

shapes, and places were c]assif1ed as: percept1ble

!

G
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b. Functional

The eategories of meaning and the other cr1ter1a1 propert1es
which indicated what a stimulus can do or what one can do with it
(Maccoby and Modiano, 1966 p 258) were classified as functional.

c. Conceptua]

The categories of meaning and the other criterial properties
ref]ect1ng movement "beyond the stimulus to the nature of the setting
of the stimulus in a broader domain (O1son, 1966, p. 13)," which rep-
resents growth toward abi]ity to speak about abstract concepts and to
Operate w1th concepts were/gons1dered to be of a conceptua1 level.

In studies done by Olver & Hornsby (1966) wh1ch investigated

*ch11dren S comprehens1on of s1m11ar1t1es and d1fferences thevyounger

children were found to use perceptible attr1butes ('V'72) Olver and

\‘-\Hornsby pos1t that the cr1ter1a of younger children in the selection

'of att(\putes are restr1cted to colors, sizes, shapes and places of
th1ngs _Th th1nk1ng is como]ex1ve That is, they-may say a

banana and<awpeach\are a group because they're both yellow. From age

Six there is a steady increase in use of functional attr1butes Ag$§jﬁ'

‘nine is considered to be the per1od of funct1ona;\§m wh1 marks .a
"trans1t1on per1od in wh1ch the’ ch1]d is freed from respon¢1ng to the

more "immediate, surfacy aspects of things around him (p 73)."
Accompany1ng the trend toward grOW1ng funct1ona11sm is the superor;

dinate construct1on when‘bananas and a peach may be ca]]ed a group

because “They re a]] food“'(p 74). Use of perceef

- were found to dec11ne from forty seven percent at age six to twenty-
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seven percent at age eight to twenty percent at age eleven. The in-

¥

Crease in superordinaté groupihgs was from thirty-four pércent at age
six to sixt: nine percent at age eight to eighty-five percent at age

eleven.

-

Maccoby & Modiano's (]966):conc1usion to theirustudies which
were undertéken to examine how general the Olver & Hornsby (1966)
findings might be were:

A city child coming from an industrial society starts
by dealing with objects in terms of their perceptible,
concrete characteristics. He soon comes to consider
‘them in the 1ight of what he can do with them. In
time, he is Tled to more abstract formulations as to
how tnings are, how they are alike and how djfferent. ,
‘Some go' s0 far that they lose the sense of the concrete-
-ness of things and become buried in a dry nomalism._
Theyvare T1ke people who see’a painting immediately in
- terms of style, period, influences, but with no sense
-/ » - of its uniqueness (p. 268). v ®

Reichard, Schneidef}& Rapapor, 5(1944) conceive of three 1ev£]s

. P < | ) . o " ) ~
of congebtuai deve]opmentfin the th nkinguof<ch£§ﬁrenél the coﬁgéft-
. 9 : ; | S : Vo e v . ;
) . § . ‘:.": \\-‘\ . \‘:, '@;&?,’ ) -_’ R ] N
istic ‘thinking of the young children; flnctional class¥ioaran, w

In Téb]és’5.27 t0'5.34 are presénted'the 1isf$ of the\céte—
~_gories of meaning and the other criterié] properfiég'Wh1ch were ident- 
ified by the indiyidua]s in abstracting the common‘features of the
stimuli {n each of. the eight questions. 'The astgrisks shoﬁﬁthe groups
in whichx§ubjectsfidentified the particular categories of,meanjng and
the other criterial propértieé.: The 1etters on %hé right side of the
‘tab1es refér to the deve19pmenia1 éiasses or 1eVels which were

P

o
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‘espﬁb1ished for thévpreéent study to djfferentiat; growth along éhe
concrete-abstract continuum. The letter "C" representsAthe concept-
u§1 level of classification and the letter "F“‘represents the func-
fiona1 level of c]assificétion. fThose categories of meaniﬁg or the
_Other criterial properties which have a "C" beside/ggém were consid—
ered to be in the conceptual class, an "F" in the functional class,
and without a Tetter in the perceptible c1assl ‘The c]assificqggon of
the categories of meaniné and the other criteriaT properties ;s to
pérceptib1e,.functiona1, or conceptual level were based on the cri-
teria established for this study which wére described in the preced-
ing discussion. . : _ »
The 1ists in Tables 5.27 t0'5.§4 Véfy in 1éngth. The téb]es
show .that a re1étive1y small pércentaqg 0% the identified cateqdriés of
meaning and criterial properties were noted'by the fQur groups., This
observation is supported by the summéry of categories of. meaning and
criterfa]'prOperties nofquby the four groups.which is showﬁ in Table
5.35, Another'notab1e treﬁd 1n'thé summary §s-that the range of cate-
} gories of meanihg ﬁdggtifiéd by the four groupé was 1imited ﬁo mainly
color, function, use, and part—whoTe\ke]ations wﬁich,is similar to
the range of‘categoriés,of~meéning identified by the four groups in the
descriptive task "CriﬁerialfProperties“_aswshown in Table 5.6. Two
o%_ihe most frequently identified categoriés of mean%ng, apart from
" part-whole relations, were use and function. Both these findings and .,
the restricted number‘of identified“cate§§rie5fof meaning‘wohld be

éupported by the Olver & Hornsby (1966)'posit{on regarding development

o



Groups Identifying.Categoriés of Meaniné and Other Criter

Table 5.27

Jelly Beans and Bell

147

ial Prqperties:

Categbry of
Meaning

Y-A

Y-H

Group
0-A

0-H

shape

size .
texture
composition
weight
smell
sound

use
function

T o % *

*

% o % %

ok oA *

*

“ Other Attributes

soldd
transparent
"see through"
shiny
breakable

cost

where obtained

connotative

*

* * % R

OO0

Part-Whole

top of dbject
rings on bell
contents

bottom--of containers

number on 1id
marks, on. bell
pric€ tag

* F F F

*

* % ok %

a.-kConcetha1 response
b. Functional response



»
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A

Y

: Group
Meaning Y-A Y-H 0-A 0-H
- color * * * N
o Shape . * * *
Size * (q N * * *
“texture - : T % *
- composition * * o * .,
"~ weight - W % 2
" sound 5 * * * .
use * 9 * * * b
« function * * Lk * Fé
Other-Attributes |
transparent * * * *
~ “can see through" _
SO]’iqv ‘ * * +* - C
molded. * ~ C
: where contained * ) * .
breakab]e e - C
P> “'hole :
i jar * . / * ‘ *
Cor. .is @ . Lok * * *
price tag * 5
* o

Tab]e 5.28

. a8

Sa

o

Groups Ident1fy1ng Categories of Meaning and Other Criterial
Properties: Je]]y Beans and Powder

Categories of

Printing on

‘bottom of jar

a. Conceptua1 response

.b. Functional response

L
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Table 5.29

i
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Groups IdentifyingVCategories‘of Meaning and Othér-Critefial
Properties: Bus and V. W. Van -

Categories
of Meaning

Y-A

Grodps
Y-H) 0-A

0-H

color:.

-shape

size
weight

use

class name

* %
* % X o X *

Categories

of Meaning

- Groups

Y-A

Y-H

0-A

0-H

Other Attributes

automatic’standard

use of gas X
How the vehicles
handle in driving

no. of units’

- vehicles consist bf
1

where made

oo

Part-Who]é ”

Tights
doors
windows

.wheels -

engine

-hood

top

bumpers
fenders

back opening
windshield
seats _
steering wheel

* % % F ¥

* % o+ %
*

. .

*
* ok o * ok ¥ *

* % % % ok % X %

*»

* *

license

., signs

SCrews

- chrome

passengers
drivers

* Ok O F N

o m

a. . Conceptual response :

O

b. Functional response
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Table 5.30

. Groups. Ident1fy1ng Categories of Meaning and Other Cr1ter1a1
. i Propert1es Boot, Shae, and S11pper

Categories of . o Groups
Meaning , o Y-A Y-H 0-A 0-H

color o R * ' *
‘size oL ' *
composition ' Looox o
weight . ; ‘ S _ X O
texture - o ,

use oL *
function - - . S ox *
class name S X *

~.

*
* e A

* % % %

- % %
-n
o

Other Attributes .

cost . L ’ ) *
construction .- : ‘ o _
feeling ‘ . . T

*
OO0

%
Part Whole

*

. 1aces
 heel

Tining _

tab (pull on)

lining - ’

- stripes on boot

‘tongue

- ho]es for’ 1aces -

* ok ok ok % *
* o o o %

* ok X ok

LA I
ok

a. Conceptual response
b. Funct1ona1 response
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. . Table ,5.31
- Groups Identifying Categories of Meaning Othe: Criterial .
- ’ Properties: School and Tk .re : o
e
- Categories "of : Group Categories of . Group
Meaning Y-A Y-H 0-A 0-H| Meaning Y-A{Y-a|-0-A|0-H
: . : L
Color = ) & * hanges/ _ o
‘size - * x| %4 * 1. sameness \
actions = g R B ependable =~ o
“S'it“_ : .",‘«,: .
use < ' W E * 1 * |Hindoors/outdoors | * C
function . - . *1* [ *| " |fischool compulsory | C
class name, ‘ ¥ ¢ ress ‘ o
Jlocation ' S | * |Ybehavior ¥
Activities . Part-Whole _
baseball * | v eople Lol A I O
plays : * * 1 ox ire escapes *
school subjects - *. * indows * ~
movies SEp R R ooms * * ok
work with kL x| x| | feeats o R I
pencils, paper, books. stage ¢ . * \
art | * Ascreens % L L L
i Ktadrs * 1
co : alcony . : 1 * .
Other Attributes . Earpet1ng I N
' - : chool equipment’} * A I
recess/intermission | * | * : "
~quiet/noisy ; * : - ”
~ cost I * o (
(tickets/fees). ‘ A -
refreshments * B Bl ,
appearance N o*
attendance: _ * * 14!
Tength of time - o
attendance: - * G
time of week :
enjoyable ' : 1 * |G
-comfortable io*aa
restriction/ ] 10 * a0 >
freedom ' :
privileges ' R q* o
a. Conceptual Response- ¢

b. Functional Response

\\.

N\
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Table 5.32°

Groups. Ident1fy1ng Criterial Properties: Birthday --
and Anniversary ‘

Criterial . " ‘ - Group - | 5
Properties. - . Y-A Y-H 0-A _ 0-H

Concrete exampl >, _ *
Definitions:

birthn\& birth - Sk * % * c?

. anniversary- ' a
1) marriage " * * * *
2) other occasions _ *

Concept: celebration: * * :

number people : )

%*.
*

T ooo

celebrating: 2 versus 1 * x :

how celebrated * * *

presents * Ak * .

food and drink - * * * : .

frequency, . * * 3 W

people.invited to : * * * * égv’“

- celebration . . ‘ . 5

special b1rthday5~and S o . *
ann1versqr1es oy . \ o o

A. Conéeptua]’response . : ' AL



| Groupé Ident1fying,thé

~Taple 5.33

éb?ies of Meaning and Other Criterial

153

" hollow

Properties;g Ant:Comparing Boot and S1ipper
,' CétegQr1es of Groups
"Meaning Y-A Y-H 0-A. - 0-H
color - * *
"lsize * * * *
shape . ‘ % \ *
texture - : * * *
:height = o . ‘ * *
uses (ﬂfﬂ‘%’ * c
class name -~¥- * ’ . C
~ Other Attributes |
height from'graund * * * , *
~.spell danger * * * * C
“ .shelter - * * * cC
(holes/threads) ' : :
. accessibility * * * * C
. ‘appearance:- * o
~comfort - * *
‘ *

a. Conceptua]{ﬁéfponse
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Tab]e 5.34

Groups Ident1fy1ng Criterial Properties Father Comparing
Boot and S]1pper :

Criterial Groups

Properties CY-A Y-H-  0-A ~ 0=H
slippers feel more comfortable * * * * c?
s11ppers are more comfortable * r * * C
slippers feel better * p C
slippers more relaxing * * - * C
warmth * a* : C
fit = * o o , c
boots hot and sweaty : X 0k * C
heavy, hard/light, soft _ PR S * b
height of boot s "ok F
function * * ‘ Ck * C .
distractable Tk *
composition *
boots dirty house * *
boots worn “in house make *
mother angry
a. Conceptua] response oo
b. Functiona1 response . . 3
:'i@ Srrx,
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from perceptible to functional to concéptua] thinking. These f1nd1ngs
a1so suggested that funct1ona11sm is sti11 prevalent at ages e]even and
twe]ve»years.

| The totgl number of different categories of meaning and other
criter1a1:propert1es identifiedfby thevindiu1dual in each question and
the gistribution of the number of percept1b1e, functional, and concept-
ual categories were-tabulateo in Table 5.36 primarily to discover the
number of*conceptual categories compared to the other Jevels of cate-
‘gortes 1n each question. The percentage of the conceptuallcategories
in each quest1on was computed ang; 1s also shown in Table 5.36. The\
pattern appearing is a gradual increase 1n percentage of conceptua? \
categortes as the questions 1ncrease in complexity from one to e1qht
‘with the exception of question seven which is lower than thevpercenti
age in question six. A constderaple 1ncrease‘1n percentages is noted
in questions ftve to eight. These findings served not on1y to rein-

force an ear11er hypothesis that: verbal stimuli tend to provoke

greater abstractness of thought but to- postu]ate that comparisons

- based on abstract concepts and 1nvo1v1ng point of view of others provoke

an increase in conceptua1 behavior. )

Table 5.37 show1ng pﬁ;hfrquency pattern of conceptual cate-
_.gor1es of meaning and thegothe: ;ﬁ}ter1a1 propert1es for each ques-
tion tnd1cates that conceptua] categor1es were communicated by sub-
.jects in all of the four gfoups. _Howerer, the number of conceptual
,categor1es was consistently higher for Group O-H than for the other

'ithree groups in all questions except in quest1ons seven and eight

which 1nvo1ved.p01nt of view of others.g ~ These resu]ts

\‘- —,'.-;.’v:,_%:;
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h
Table 5.35
Summary of Categories of Meaning Noted By
. ' ' Four Groups

Questjon I - Question I1 Question III Question IV
co10r1> “lcolor color color
sound.. . |shape use (F). use (F)
function (F) |size class name (C) function (F)
Part-Whole: composition Part-Whole: class name (C)
(top of object)use (F) ights Part-Whole:
(rings on bell)}function (F) (doors) aces) -
(contents) transparent (windows) (Tining)

Part-Whole: - (bumpers) |(tab-pull on) .

(top of jar (seats) | 1ining '

-lcontents) (steering wheel) | .
(passengers) (F)

Question V 77 Question VI Question VII Question VIII
size definition: birth (C) [size 51ippers feel
function (F) |definition: -marriage (C)height from groundtomfortable (C)
movies (F) celebration (C) - idanger (C) s1ippers more
work (F) how celebrated ' accessibility (C) fpelaxing (C)
people (F) presents A ) function (F)
Part-Whole: people invited :
seats . :
(screens)




Table'5.36

A

Number of Different Categbriés of Meaning and Criterial Propertiés: "And
Perceptib]e, Functional and Conceptual Categories by Question

e
or— QO
s o
©c o
Q .
- [«§]
Q.
. . Y Q
s ° & W
[~y IJ— U m© or— [ = >3
o - Z S L e 42 o o
o O+ o — o
+ — o0 o < + Q
vy o O 4+ Q (&) [}
] E S = e = T N g S
S | B5EE g Z 8
1 24 17 2 5 (21%)
2 19 13 4 (21%)
3 33 24 2 7 (21%)
4 21 .14 2 5 (24%)
5 42 18 10 14 (33%)
6 12 6 0 . 6-(50%).
7 14 8 0 6 (43%)
8 14 i ] ‘9-(64%)

/ ST e

T, ‘.:USI
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Nﬂmbér of Conceptual Categories of Meaning and
Criterial Properties by Group and by Question

Tab]e'5.37

158

O

>

‘Group

Questions Y-A Y-H QO-A 0-H
N |
1 2 B n 2

2 . 0 2 2 2

3 2 2 ‘az.z g
‘4,‘:: 1 1 R 5
"5 2 2 5 10
6 4 5 3 6
',:‘7.‘;: 4 3 4 3

. 8 7 4 | 5 5
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¥

. possibly reflect a different approach, by Egg eleven and twelve year .

olds from eight and nine year olds, to questions involving the devel-

" opmental factor of objectivity in thinking. = Approximately age twelve

is thevperiod when the transition frem’subjective behavior to objec—"
tive behavior in thought and speech is fully realized (Piaget &

Inhelder, 1969). Objectivity represents progression toward greater

" differentiation manifested in particular in the QFOWing'ability to

I3

adapt to the po1nt of view of others and in the d1sappearance of

aut1st1c mag1ca1, abso]ut1st1c, and nom1na11st1c thinking (Ausube]

© 1963, p. 115).

3. The Expression of the Relation-- I
ships Among the Abstracted ' A
Features ‘

The ob3ect1ve of this category was to d1scover the ways in

which the subjects expressed the re]at1onsh1ps among the abstracted

'features The expresston of re]at1onsh1ps 1nvo]ved both the con-

4

crete- abstract d1men51on and the 1mp11c1t-exp11c1t d1menS10n percep- S

tion of the re1at1onsh1ps of the abstracted features in obJects and

-events, and the express1on of the 1nterconnect1on of the abstracted i

features 1n-words and sentences. Three c1asses were estab1ished for
the~ana]ysis of the individual responses regard1ng abstract1on of the'

features, seeing “the: re1at1onsh1ps among the abstracted features, and

»speaking of the relationships among the abstracted features : 11sted

~ abstracted features, reduced comparisons, and statements of compar-

K1\SOI'1
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Listed abstracted featurés. If a. part1cu1ar property was

noted in-one of the stimu]i -and there was no 1nd1cat1on that 1t was

» noted in the other sﬁamu]us, or st1mu11 the statement was considered

ez

to be 11st1ng a discriminating feature. Foy examp1e, in- questlon p
one’ response was, "The truck's for de11v§/;ég things." An equivalent
feature was not noted for the van. This statement was assigned to the

first class of responses, listed abstracted features. This response

then reflected a tendency to note only isolated features and not the

common features among the st1mu11

The 1nd1v1dua1'ﬁ§sponses wh1ch communicated the presence of.

(%

an attr1bute in one of th

obJects and not in the other were recorded
as 11sted abstracted feat_ es and the total number of listed ab-

stracted features was taB&'*ted in each question.

vthe mean number of listed abstracted

P
gt?«,.
YR
Q

each question. The most notable pat-

In Table 5.38 is sbﬁegﬁ

‘features for the four groups-

tern which can be traced in th h]e is that the mean scores for
Group O-H are oonsistent1y 1ower“than those of the other groups in.
a]i questions except question seven in Which the mean‘score for
Group 0-H is the'highest of all the groups. These findings suggested
that the older high language users showed greater proficiency in ab-

“stracting common features than did any of the other groups. As indi-

cated earlier, the nature of a point of view question may have

- accounted for a different approach to question seven by the older

high language users.



Mean Number of Listed Abstracted Féatures

Table 5.38

161 -

1

Group
Questions Y-A Y=H 0-H 0-H
|
1 1.5 0.5 1.5 0.3
2 ]1.3 1.3' '_oi.3v
‘3 3.5 2.3 1.0
4 2.8 1.5 5.0 1.0
5 3.3 4.3 2.8A 0.3
6 0.5 1.0 1.3 0.3
7 0'.8v 0.5 2.0 23
8 2.0% 1.3 2.0 1.0,
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.§$>3 Since the mean scores in Table 5.38 tend to vary in the

"
@

first three groups in the various quest1ons, they do not show trends

toward a decrease 1n 11st1ng 1so1ated features from the younger groups

to the older groups or from younger average 1anguage users to the
o]der 1anguage users.

It s noted that the mean scores -are re]at1ve1y Tow for the

four groups in most quest1ons, an 1nd1cat10n that on the average

- ”1f there were few listed 1so1ated features. Due to the variation-of .

' mean scores, no significant pattern can be discovered as to whether
particu]ar questions provoked more Tisting of isolated features than
“others" However accord1ng to Tab]e 5: 39 wh1ch shows total number /
of listed abstracted features for each subject in the var1ous”que§1
‘t1ons in: comparison to total numbeft of reduced compar1sons and state-
ments of comparison, it appears that number of subjects listing ab-
stracted features was lowest in questions one and two and h1ghest in

quest1ons four and e1ght

, | ‘Reduced compariSons ~ When the statement of compar1son im-

p11ed that common features had been identified within the stimuli |

-1 and indicated the re]at1onsh1p through the use of a re]at1ona1 term,

_ but po1nted to on]y one st1mu1us, or wwo in the case of the mu1t1p]e
compar1son, ‘and did not spec1fy the other st1mu1us, this response

was ‘classified as a reduced comparison. An example of a statement

-assigned .to th1s c]ass was drawn from quest1on five (schoo1 and
'_ theatre) "And sometimes a theatre has more seats " This statement \RV\

~ raised the quest1on, More seats than what? Reduced comparisons
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parisohs'and Statements

Table 5.39

Number_ of Listed Abstracted Features,.Reduced Com

of Compagison by Subject and by Question'f
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dndicated that common features had .been noted. Therefore,'theyﬂ
'pointed to implicitness in speech behavior rather than 11mitations
in perceptian and se]ection On the other hand the ‘use: of re]at1ona1

terms suggested growth in the d1rect10n of exp11c1tness in the area

of ]anguage structure

The 1nd1v1dua1 statements of comparison ‘which matched the

cr1ter1a established for reduced comparisons were tabu]ated in each

quest1on Table 5.40 shows the mean number of reduced comparisons
_ 1n each quest1on for the four groups. Accord1ng to the table there'
“were no reduced compar1sons for a number of groups in several. ques-
tions, part1cu1ar1y in questions one apd six, and relatively . few in
others. This observat1on is substantiated by Table 5.39 wh1ch shows
total number. of reduced compar1sons for each 1nd1v1dua] in the. var-
ious questions in compar1son to Tisted abstracted features and state-
ments of compar1son In f1ve questions out of the eight, Group 0-H
has the greatest number of higher mean number of reduced compar1sons
‘than any of the other groups S1nce reduced compar1sons 1nvo]ved the
use of re1at1ona] terms, these f1nd1ngs po1nted to greater prof1c1ency'

of the o1der high 1anguage users in meeting the requ1rements of the *

comparison task. The tab]e do%i;not y1e1d any other significant pat—

tern. . S ) T

Wh1ch stated that common;teatures‘had [ -1scr1m1nated and spec1~

f1ed in two, or three, ‘stimuli and which pointed to the spec1f1c

~r\.1

sttmu11 from wh1ch the common features had beeh abstracted Reference
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Table 5.40
Mean Number of Reduced Comparison
" X
Group
Question’ YA CYH ~0-A 0-H
1 0 0 S0 0.8
2 0 0.5 0 0.8
3 0.3 0.5 0.5 0
4 0 0.5 0.5. 0.5
5 0.5 0.3 0.8 1.3
6 0 0 0 0
7 5 0 - 0 Q.5 2.0
'8 0.3 0.5 . 0.3 1.5
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to the st1mu11 was e1ther by label or the use of pronouns such as "it,"

one, r "they" depend1ng on ‘the context of the overg]] response
Some examp1es of references to the stimuli are as follows:
.“The Jar is b1gger than the bell."
@’”One is green; one is purple."
~"They are the same color."
The statements of compar1son were subd1v1ded into three categories:
i, Use of relational terms - _ - Y
When relational terms were used to make the comparison, the |
stattment was classified as an éxpress1on of relationships emp]oy1ng
relational terms. Some examp]es of statements assigned to this c1assx

~were as follows:

guestion’$5, o : 1

"And they both have drivers." Co L
"And the.van is just about as big as the truck." -
"The truck is bigger than the van.”

The under11ned words were c]assif1ed as relational terms.

. f%f USe of comparat1ve word . . .

.

In the statements of compar1son in which nouns, ad3ect1ves,

N N

or verbs, singly or in phrases, were used to specify the d1scr1m1nat-
1nggfeatures within two, or three, st1mu11 and to show the 1ntercon-
nectxon of the features in a compound sentence or in one,or more
simple sentences ~the statement was c]ass1f1ed in the cateqgory’ q{ use

- of comparat1ve words Some examp1es of statements assigned to” th1s

class were as fo11ows X ' ' S o .
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Question #2
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Question #1V , *

"They are different shape." "
("They" refers to the two stimu11 )

"The jar of jelly beans has so11d )ﬁ 1t the pill has- |
got powder in it." /, 1

Question #4 . ] d'i}\w
' "And they're all for walking around."
("They"re refers to the three stimuli. )

The underlined words represent the words.wh1ch specified the“
d1scr1m1nated difference or s1m11ar1ty din the common features wﬁth1n
two, or three, particular stimuli. o !

iii. Other

The third category was the statement of eomparison in which
only one of the comnon:features”was specified, or two, end the othen
was implied. For'examp]e, the»s€5tements “One has a téstg_and one
doesn't, “'and "One shoe and one boot have‘1aces, and the slipper

doesn't were included in thTS iﬁtegory The sentences usua]]y con—

s1sted of compound sentences or s1mp1e sentences.

Statements of comparison were seen to be 1nd1cat1ve of an
ability to perce1ve, se]ect, and abstract common features in two or -
three st1mu11 and growth in language competence in the use of labels

and re]gtiona] terms and in 1anguége structure. The degree of rx-

¥

- plicitness in speech behavior is dependent on the labels for the com-

panativetwords’and'relationa1 terms available to the child and the

-use of them in senternces.
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The total number of compar1sons in each quest1on in which one
or more of the three criteria for statements of compar1son, relational
terms, comparat1ve words, and other were used by the 1nd1v1dua1 were
recorded and tabulated as statements of comparison. In addition, the
1nd1v1dua] s- total number of statements of compar1son in each question
emp]oy1ng relational terms and the totat number of statements of com-
parison in each question employing - comparative words were recorded
and tabu1ated under the separate headnggs “re]at1ona1 terms" and “com
parative words." ’ ;"

| In Table 5.41 is nresented'theymean scores for each ques-
‘tion of total number of statements :t compar1son the total number of
statements of comparison wh1ch emp]oyed re]at1ona1 terms, and the
A;a] number of statements of compar1son in which comparative words’
were used. The trends as shown in the mean scores regard1ng total
number of statements of _comparison can be traced in this summary :
«In quest1ons #1 and #5 -the mean scores for Group O -H were signifi-
a cant]y higher than any of the other groups 7
In questions #2, #3, #4, and #6, the mean scores for Group 0- H and
Group 0- £ were h1gher than those of Yhe younger groups
In questions #7 and 78, the mean scores showedha scatter among all
// groups. -, o T g; i
‘In questions #1, #2, and #4 the mean scores for Group Y-H were

higher than for group Y A, =

The mean score for all groups, were considerably ‘higher in question

#3 (truck and V. W. van) in wh1ch the st1mu11 consisted of humerdus







4

parts.
- The lowest mean scohe}fdr all groups occutned jn the pdpnt of viewv
questions, #7 and #8. . ‘ ; |

Invsummary, there, was eons1derab1e fluctuation of tota]Inum—
~ ber of statements of comparison in the four'ghoups in the various
| questions.. The findings pointed 'to a gheaterinymber of statements
of comparison first for Group 0-H, then fdr Group 0-H and Gronp 0-A,
and then for Group Y—H‘in comparison to Group Y-A." These results
suggested that the ability to perceiye,ahstract, and to re]ate com-
mon features in the comparisdn of two or- three stimuli and growth in
1angnage competence as measured‘by the occurrence of statements of
comparison in the subjects' responses, according tbithe criteria es-
tab]1shed for this study, is a function of 1ncreas1ng age and greater‘
language facility within an age grdup These conclusmons were sup-
ported by the f1nd1ngs for 41st1ng abstracted features and reduced
compar1sons as shown 1n ;ab1e 5.38 and Tab1e 5. 40 > However, the
degreezof exp11c1tness 1n»speech behav1or is dependent bn the 1abe]s_
for compahatiwe'wohds and the relational™terms avai1ah1e to the ch11d"

~

and the‘" 7of them in sentences _ Th1s aspect“ef the data w111 be‘

. “a=y

-y

X _@Earat1ve words andtre1at1ona1 terms The fo]]?w1ng analy—,

",elatqgha1 terms :

' tlve words and re1at1ona1 terms as shown in Tab1f/; 47 w111 be exam--

"’gined fo11owed by the ana]ysis and presentat1on of spec1f1c 1anguage

v
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samples for the purpose of showing qna1itat1ve Changes*with-regard'to
the implicit-explicit dimension. ’ o '

| The trends regard1ng total number of statements emp]oy1ng
re]at1ona1 terms and comparat1ve words for each group as shown in

Table 5.41 are summar1zed in these resu]ts

, Rangerf Mean Scores: Total v j:}
Number of Relations Terms
L~ .fGroua Y-A: 0.3 -1 3.8
= Group Y-H: v 0.3 - 3;0
Grbup O-A: | 0 - =~ 4.0
- Group 0-H: . 0.8 . - 4.5

ES
: .
-

&
Range of Mean Scores: Total

Number of Comparative Words v
Groﬁp‘Y-Af VY 0.3 -, 2.8
Group Y-H: 08 - 50
Group 0-A: 0.5 - 5.3
'Ghoup 0-H: - 0 - 48

The tota] number of re1at1ona] terms emp]oyedf1n the fourh
{x - PR

'groups was lower than the use. of tota] number of comparat1ve words

Group 0-H emp1oyed cons1dcrab1y more re]at1ona1 terms than any of

"the other groups as- 1nd1cated by the range of mean scores. The

"range of mean scores for Group-Y—A was similar to that of GroUp 0-A.
. T N . O

».The range of mean'scores for Group Y-H was—the Jowest of all the
E i . * . o -

groups,
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,:." .
s
A

.

W1th regard to the use of comparative words, the upper ]1m~-

)1ts of the mean scores were hfgher for the comparatfve words than for

S the re]at1ona] terms with the except1on that the” upper 11m1t of the

( L),

‘*~eemparat1ve words were s1m1]ar for Group Y H and were greater than

"the other two groups

i Ta, 'The var1at1on 1n k1nds/9f—re+at¢onal terms wh1ch were. used and

Group Y- A range was ]ower The ranges of mean scores of number of

>

The patterns appear1ng in: the ana]ysis of mean number of

statements of compar1son emp]oy1ng re]at1ona1 terms and mean number _

X of statements of compar1son emp]oy1ng comparat1ve words were as fo]— "’

1ows comparat1ve words were used more frequent]y than re]at1ona]
terms the o]der h1gh 1anguage users used re]at1ona1 terms more often

than the other groups, the performance of Group Y- H was the ]owest of .

-

~ the groups in use of re]ational terms and the performance of Group

:,Y A was the 1owest of the groups 1n the use of comparat1ve w0rds

13

In an ana1ys15 of the 1anguage samp1es 1n which re]at1ona1j}

'terms and comparat1ve words wera emp]oyed, re]at1ona] terms were
"found to be used most often to refer to the s1m11ar1t1es among the
'common features, whereas comparat1ve words were used more frequent]y

'1_to Speak of the d]fferences A *,

Two patterns were apparent in the use of re]at10na] terms :.

K -~

. the 1ncrease 1n the numberjwtpife/pAture of more comp]ex sen- -
tences in. compar1ng stimuli"Tm—the four groups appeared to be -
-determ1ned to a. great extenty by the comp]ex1ty of the- quest1on

"gThe sentences were re1at1ve]y simpla in quest1ons one, two, three,

3
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oy

and five. However, a greater number of responses in questions
. ; ' ’ ' .
three and five carrd ormation. The sentences tended

B . ‘ . . ;
to-increase in complexity in questions four, six, seven, and

eight due to the specific requirements of the multiple compari- '
son, the‘definitfon,of a birthday and an anniversary, and the.

compar1son from the po1nt of view of others

b. 1In add1t1on to employing a greater number of re]at1ona1 terms 1n ar

| "comparlng stimuli- than the younger groups t g sentences of the
older groups tended to ref1ect a higher level of‘conceptualiza;
tion of thought the use ‘of a greater repertoire of words, and

the inclusion of a greater amount of 1nformat10n This trend was

part1cu]ar1y apparent 1n the 1anguage samp]es of Group 0-H.
194

In th1s study, the word “both" was- considered to be a rela-

tional term It ‘was the most frequent]y used re1at1ona1 word 1n

)

showwng s1m11ar1ty among. common features in the comparat1ve objects,

/

partqcular]y in questions. one, two, three, and five. . When othéer re-
Tat1ona1 words were employed, they usual?y expressed . the d1fference
among the common features of the compa'at1ve obJectsw The ratio of
lthe use of “both” to. the use of other re1at1ona1 tf m%{was greater .
far the younger groups than, for the o]der groups 1n que§t1ons one,
two, three, and f1ve For. examp1e,\3n quest1on two, the word - “both“
- was used four t1mes in Group Y A and three times in Group Y-H wh11ef:

Q L
in each of these two groups on]y ope other statement showed. the u"‘

of another re]at1ona1 term. In Group 0- A, the word "both” was USEG

as a re1at1ona1 tenn three t1mes 3nd there were three compar1son
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employing other relational termﬁ. - In Group 0-H; "both" occurred five
times. The sentences in»which the word "both" was a relational term
were usually simp]é sentences. Examples of the occurrence of both as
a relational term were: "They've both got 1ids," and "They are both
edible," (a Group 0-H response) or "They both make noises."

| ~ In question three the relational term "more than" was fre-
quent1y used aTong with the word "both." In addition to "both" ap-
pearﬁﬁg'as‘a high frequency relational term, "bigger than" and “"more
than" occyrred several times in the responses 1n‘question fiQe.

o T‘e following.are examples of an 1ncreése in kinds of rela-
tional ief s employed in a comparison of two stimul4 and an increase
fn"amount of information carried by statémentsnof comparison from the
younger groups to the o]derfgrdups in questipns;one two, three,’and_
five: | '

F « 7

L

Question #1 (bell and jelly beans)

~ Group Y-A: "So the weight of both of them I'd say the jar would be-
‘ heavier than the bell because there's more things in’it
and they make it more heavier.

Group 0-A: "The jar is bigger than the bell." _ . e
* Group O-H: "The bell is quite small in comparison to the jar." ..
E “The bell and jelly beans are the same in the manner = :

that they can be the same color." L
"Jelly beans can also have different colors than the~

S bells." o
~ "Jdelly bean;\ag?ﬁﬁ\iessé:Tn
N!The bell is more dente o

Question.#2 (powder and jelly beans)

Group:Y—H; "The white oﬁe's smalTer."
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. Group 0-A: "....but this is bigger than this one." :

- “The pink, yellow and green colors are kind of soft 1ike
the white...the white dust in the other jar."
"And the container doesn't break as easy as the jar."

Group O-H: "The pill bottle is a Tot smaller; different weight.

The jelly beans-are heavier." : '
"~ "Jelly beans weigh more." _ ' gt

"Flour and jelly beans are the same in the manner that R
they're both can be used for cooking - jelly beans for )
decoration and cooking." , —
“If you want to have a cup of jelly beans and a cup of ™ —
~flour, you'd have to have more flour and less jelly
bean." ' . -
"Jelly bean are probably more larger than pills."
"They're both the same shape..except one is bigger-than
.the other." _ - E -

Question #3 (trﬁck and V. W. van)

On]x a sampling of the "more than" comparisons are given.

\ _ )
Group Y-A: . ™And this one's got fairly more windows." B
: "Probably carries Jots more things, except this would
carry cargo; this would carry people.”
"And the van is just about as big as the truck."
- "And if the semi-trailer ever crashes, it can twist over:
very badly. The camper is it's not as dangerous."

~ "The truck that you keep things in is higher, larger than
the bus.™ ' ’ _

Group Y-H: "One's got a quife Tittle fatter..fatter body."
. "One's a little bit higher than the other."

"They are different because one is bigger than the other
one.". : o : S

. Group 0-A: One has a bigger stronger engine; the other doesn't."
T "And this refrigerator truck 1ikely travels more places
to give wieners and things 1ike. that to other stores."
"...and the refrigerator is bigger than the Vo]kswagop.”
"The one on the left looks more Tuxurious than the one

on the right." .

Group O-H: “The refrigerator .ervice would use more gas because it
has to keep everything cool and your volkswagon is just
"you know doesn't use much gas excébt for passengers."
"The refrigerator service can -be a damgerous truck if not
any lights on.it .in case of you know to protect it on
; \ ’
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the highway and with the Volkswagon there's only

your headlights and your backlights."

Question #5 (school and theatre) -

Group Y-A:

Group Y-H:

"And..a theatre there's less kinds than in a
school."" '

"And a screen is much bigger in a theatrei than in
a school." : ‘ \
"The school. is probably more bigger than ﬂhe
theatre." , o o

"And sometimes a théatre has more seats.”‘

"A school is bigger than a theatre." ,

"And a school isn't as fancy as a theatre."

"And a school doesn't have a screen Tike a theatre
does." ,

"A school's more hoﬁe1y Tooking."

- "Well (a school) more it's not comfortable. It's

hard. It's strict while in a theatre you can do
anything you want." :
"And they would have lots of seats but only in one

~room and the seats would be more comfortable in a

theatre." . ‘
"The school would probably be bigger than.a
theatre." : :

N . . S
"Usually your theatre, unless 1t is a very.small
theatre, raccommodates quite a few more hundred if
it's bigger theatre than your school."

'It depends what kind of theatre-if it could be a

modern one, it would look a 1ot nicer than some

_schools."

"You're demsiided by the law that you have to go to
school untit’you're sixteen unless you have special
permission as in a moviet theatre you can leave
whenever you want." 7 " '

"School can hoge more people.” .

"And if they each have films, the theatre would have

a _lot bigger one."

. "I'd think you'd probably pay more, dgpends Kol many

.movies you go to see in.a theatre."-
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<« "Movies are more 1nterest1og/_bgt,i%t§'sortuof

. the lazy way out."

"You don't really have’to dress up as much in
movies as you go to school but you can wear
whatever you want." J

In question four, the muttiple'comparison of the shoe, the
boot, and the s11pper, a few of the subjects seemed unable to re-’
A1ate the common features ot tbree obJects Ain one comparat1ve state—
ment. Some subjects observed the attributes and communicated what
was observed 1n the single object attending to each object in turn.
Others made comparat1ve statements about two objects and omitted the

third. The frequency distribgtion of‘this variation in approach to

question four is.shown in these rasults:

-

Groups - VA YH 0-A oe
Attended to the single objett: 1 ] 1
Attempted a comparison of two
objects -and dmitted the thipd: -~ : o
Made a multiple comparison: ° ‘PH, } 3 3 2 4

Examp]es of use of re]at1ona1 terms in quest1on four were:
"Group Y-A: "You wear them a11 at éerta1n times."

"The runner- is different color from the boot and the boots
different co]or from the runner,,the boot's a d1fferent

G
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.color from the slipper,: the slipper's different color
from the boot. And they're a1l for walking around."

"+ Group Y-H: "The biggest one 1s number two probably the smallest one .
- number three; the in between s number two.' .
"And they're different because one. is small and one ‘is
bigger and the other is tallest and bigger.:

Gréup 0-H: _”And.two of them haye>more of a heel than the s]%pper,
.. does." . o : L e
“And the boot is deedervthan the rest - the other two of
them. " ; : .

o . s » ’ » ’ "\;_.
The comparison of a birthday and an anniversary in questiori

six involved a definition of the-abstract concepts of a birthday and
- an anniversary. Two subjettsvin Group.YfA; ong.éubjggf in:Group Y-H;

dnd,three in Group 0-A did not a

ttémptrany kind of a definition. .
! AN A =ramiior

Their comparisons were based. on theyconcrete’aspgptsvof

'jhésé:pwo .
k0ccasﬁoqs; -pfeéents, parties, and the-péogjélinvftég.powtﬁ§ cé1Ebra— .
tions. A1l of the four subjéctslin Gkoupyélgfatﬁemﬁfédfa'defihii?gﬁx\\

rTheSéﬂgxamp]es shoyithe,chaﬁgeg %n/;he 3éfinif50hs_6f_thé twp.gon_ :

) LN S . . -‘ = .
‘cepts from the younger groups to,the'ofder»groups: ..-j; ST p

Group Y-A: "The. anniversary 1ike. when somebody gets married and "

then like let's say June the thirteenth, the twenty~ . .. -

eigb?h, and then the next year June the twenty-eighth ‘=, = -

‘thosé people will have an anniversary and the birthday. =~~~ -

1ike when you're born thespext year,after that. this .
very day that: you get bork ts your Eirthday."  * ..
“Well a birthday and annivetsary is-different because a
aniversary is only-after yd&\get’married and like you . -
. see the date you get married\and a birthday is when:you
- were born." Ee- s _ e :
- Group Y-H:  "Anniversary is when your-mom and dad have their anniver-.
o sary is when they/get‘married and your birthday is when .
you get born." CA - S o -
i quirthday is ‘celebrgting the birth day of someone
@n-anniversary of célebrating the marriage day."

rthday) semething to celebrate about. Same with
l yersary but an anniversarv 1< whan van rolahwnata
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5 . . .something about .when you celebrate. Well a birthday is
o ~ when you celebrate how 0ld you were and how many years
s - and your birth, but an(anﬁ1versary 1s when you celebrate
how many years you've been m&rried." .. /

. Grodp 0-H: - "Both are.joyous occasions. A birthday is one part of
BN 1ife but an anniversary is another main part of your
L Tife.......An anniversary and a birthday are sort of
.« U the same you're counting up years - hold old you are

o : “+and how’many yeéans you've been married." o
: ‘H;;ﬁ.birthday is when you're born and an annjversary ,

15 when .you're married." C ;

. "Birthday you really celebrate how old you are and anni-

J Versary,you celebrate how long you've been married or

- ~how Tong you've had something. " L
-~ "And..one of them you're celebrating so*many years you've
N been 1iving and the other one maybe so many years you've: iy
been at a job or you've been married so many years." @ﬁf "

N

", A1T of  the subjects' responses suggested an attempt to com- ,:
.ibare‘thé boot and'the slipper from the potnt of view of an ant in

‘question seven.” The number in each group who were successful in
a . : B | .

i maintdining‘the point of view of the.ant thrpughout the response is

<

.shown in these results:’

CocGrowps Y-A Y-H 0-A o-H 7

%

T

Point o¥[VieQiof an Ant: ‘ 1 3 3 4

Some examples of use of relational terms in making the com-
L R )

vpariséns‘pfltne-boot and, the slipper from the point of view o7 the
ant were as f%11qws: _
Group Y-A: "He'd say..might be able to get under a boot, but maybe
’ not a slipper cause it doesn't have such a big heel."
N\ "I think-he'd Kave in his mind that they would both be
’ used for wearing." e :
.;"The ant would think that the boot's a lot-Bigger than
. - the slipper." # b
' “The ant wou]d‘é@y that they're both big, but the boot
is bigger." a R . ‘
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Group Y-H: "Compare them to size." X )
"And he would say that they were not alike betause one 2
was smaller than the other." ‘
Group 0-A: "The boot..larger than the slipper."
"The slipper flatter than the boot."
"The boot more odd shaped than the slipper."
"One's higher off the ground than the other."
"The ant would compare the boot and sTlipper by saying
the boot is bigggr."
"And the slipper would probably be more comfortable."

Group 0-H: "The ant would probably see the different shapes and
: probably notice that one.would be more slippery than

the other." \
"And it (slipper) would be much easier to climb."
"Well it's not as big as the boot."
"Well they'd both be véry big to him."
"He'd be able to go under the big one more easily than
he would be able to go under the shgﬁ;_‘lt would be
easier under the boot." et ‘ )
"And it would be =2asier to get into the sipper because
it's not cite as tall and also it's made of cloth and
the boot ‘s Tike it's made of rubber." '

J

oY
These are examples of use of figurative 1angug§$ in making

comparisons of the boot and‘s11pper from the point of view of the ant:

Group Y-A: "If an ant was looking at a rain boot, it'd think it's {
- a big giant and if it was Tooking at a slipper it . AN
wouldn't think, it'd think it's still a giant but just h
- a little one, just a Tittle sort of a giant."

Group Y-H: “And the ant would think that the boot was giant and the
slipper was the‘giant‘§¢son or daughter." _

Group 0-A: “L?ttle small ant looking at a slipper or boot would
: think it some kind of a giant mountain."
"There's a tunnel underneath the boot."

Group 0-H:- "He would think that maybe a slipper could be a huge moun-
: tain, quite high...... you know a mountain with faces on

it. Since this has sort of a pattern he might think of
something Tike that, as a huge mountain. He could think
-of a slipper as maybe a huge train....hundreds and hund-
reds of boxcars loaded on with your engine at the very
front, at the toe of your slipper growing longer and
Tonger as it goes along."

-

3
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"The boot Tooks Tike a mountain and the arch on the
underpart of the boot Tooks 1ike an underpass or a
bridge or something to go under."

C ’ IS

In the last gquestion in whtﬁh‘the_subjects‘were\requested to
compare the boot and the s]ﬁpper‘from the point of view and feeling
of father read}ng the newspaper, the instructions dﬁd not stéfe ex- .
plicitly that the fequirement was to make a comparison. Ten‘out‘of
the §iifeen sUbjects attempted to make a comparison. Only five of
the subjects employed relational terms. ~The examples o% the respo%ﬁes

employing relational terms are given:

Group Y-A: "In slippers, he'd feew much more comfortable because
. ‘they would be more relaxing."
i ”Boots-wou]dn't'be as comfortable as slippers."
Group Y-H: "BL e would be sort of so engrossed in the newspaper -

thac he couldn't really feel the relaxation or feeling
when he put the two different things on." ‘

Group O-H: "I think my dad would feel more comfortable in slippers

- - than boots because the boots they cut off the circula-
tion." )
"And they're a Tot more harder on the sole and they have
a big heel and the slippers are soft and they're.not as"
big and they're ntce and loose." )
"And if he had,on the boot, then his feet would be heav-
ier and heﬁwdﬁ]dn‘t be able to move around as freely as
he would ih a slipper and they would get hotter than
they would in a slipper."

Comparative words were used mainly to point to differeﬁﬁes in
the abstracfed common, features in-comparing stimuli.: Much Tess fre-
‘quent]y, Wefe’comparative;words“Uséd'to point, to simi]akit{es among
the common featqres. In thé»sentence.“They'rela1] fgotwéar;" "foot-~
- wear" was konsidered‘tg be the discriminating word for the thrée'

stimuli implied by the use of "they're." A1l of the‘grOUps employed

simple sentences and simple dompound sentences in which the



182

discriminating‘words or phrases identifying the differences could be

1ifted from the sentence without affecting the meaning to any extent. }
Simiﬁar to the patterns noted in the use of're1ekiona1 terms, the
trend for the older grohps, particularly Group 0-H, was toward gréeter
conceptualization of thouént, use of a greater repentoire of words,
end _more frequent emp]oyment of complex sentences in which the d1s- |
cr1m1nat1ng words 1dent1fy1ng ‘the differences could not be 1ifted
W1thout-affect1ng the meanlng of the sentence. There was a tendency
toward éreater use of more complex sentences 1n_quest19ns four

through to eight in all groups. "~ '

The fo]]owing examples show the changes in responsesqinvthe
groups in the use of‘comparative worde Sr ;nneees;. Qnestions one and
five,;representing a ne1at1ve1y sjmpIefTengnegeﬁtask enq a “more com-
plex language task in comparing stimuli werenselected to illustrate
. these Ehanges: Therefore,;most of the responses eMp1oy1ng compara-

- tive words in these queStions are 1nc1uded in the illustrations. Oi

adc1t1on, a few compressed examp]es of use of comparatiye words 1nva 7
mu1t1p1e comparison are c1ted from quest1on four. In the 111ustra—
t1ons,wh1ch follow, Qn1y the d1scr1m1pat1ng words or phrases identi-
fying the differences ere cited wherever it was possible to 1ift
~them froti the sentences nithout affecting the meaning; the whole sen-
tence or sentences are given in which words could not be isolated -

without affecting the meaning:
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Group Y-A:

(jelly beans and bell)

"rung" / "eaten"
"jelly beans" (inside)/ “steel ball"
"metal"/"glass" -

"In this jar there are jelly beans and right here thelfgd
a 1ittle kind of bell." , pi s

N Has (the bell) a very pretty sound when it rings and the ="

Group Y-H:

GroupVO—A:

Group 0-H: '"gold" / 9fed top aﬁd clear" -

crufchy."

. [
. . Lo

je]ki\beaqﬁ can't hear them, only when they're really

"ring on the top of it" / "only a Tig"

"clinkity-clank" / "smooth sound"’

"candy" / "metal"

"silver..gold" / "black, pink, yellow"

"round triangle" /. “steeple in a church™ ,

"nearly as big as your hand"/"nearly as big as your
finger" . ~ : ] '

"gold with decoration on it" / “different colors"

"oval shaped" / “circle shape" ' o '
"sort of Tike a round rectangle" / like a round triaﬁ%1e“

{ .

“tall and skinny" / "round and .tubby"

"round handle" / "round 1id" .

"bumps" / "straight and smooth"

M(bell) inside..sort of gray" / "jar you can see- through"
"different colors® / "only one color”

- . - . f
"One has a rough feeling and one has a smooth."

.
r

-t

-

" “The bell has a piece of wire and a little piece of metal

.for its contents if you want to call it that; the jar

- has about twenty or- twenty-five jelly beans in it."

"I find that on the bell there's a ring around it and- on
the jar there are or when you screw up the cap there is
‘sort of a ring around that."

. "They are used for different purposes, the bell for catl-

LY

4ng or warning somebody; the jelly beans for special
occasions.” ‘

“Bells are used in different manners, ior churches and

warning people .and jelly beans.are only used for eat-
ing." ' ‘ o _ .
"Bells are a warning or sort of a symbol or something;
jelly beans really aren't - you can only eat them.

/ - . b
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Question #5 (school and theatre)

Group Y-A:

Group Y-H:

~ Group 0-A:

aroup 0-H:

"school you learn other th1ngs bes1des just see1ng movies
and theatre you just see mov1es"

qu1et“ / "noisy" -

1nstruments" / “worksheets or something"

"desks" / "chairs" Ve

"A school is used for learning and ...a theatre is, prob-
ably used for watching ballet, watching concerts, and
things like that."- -

"And they teach you how to'do:like read1ng and arithmetic
and the most important things that you should know and
the theatre like you learn very good plays and you do it
in the theatre for other people."

"(theatre) sit down quite. a ]Qt/é?/zgmes' / "school you
s1t down lots of times to do{work" “have to work" /
"Just sit and watch a movie'"\ -

" "recesses" / "intermissions"

"watch movies" / "do work and maybe watch movies”

- "In the school you do work, use a penc11 theatre you see

plays but not too often." .

"And in schools you go twice a day and -in theatres, de-
pending how much you watch movies, you go maybe once a -
week or twice a week or someth1ng but you don't go twice
a day."

"And usua]]y when you go to the theatre you go in’ a week-
end; in schools you have to go- in the week day, but in .
board1ng school you go like you stay. there till- ho]1day
time.'

"In schools, there's mostly ch11dren and not very many

teachers and in theatres it can be both, Tike maybe the
same number of both."- ' ‘

Vbig‘screen“ / "1littie.screen" )

"A theatre is used for making money and entertainment and
showing movies; the school is for teach1ng and learning
Phys. Ed."

"And teachers help you and learn things but at a theatre

"~ you just watch shows and sit and thwngs 1ike that."

"But at school you have desks, you've got pens and you
write; at theatres you just sit there and watch."

"sell popcorn, drinks, etc.” /'“have juét water"
"big huge screen" / "a small screen”



~'"In\schoo1 you'ré not a1]owed to get dut 0 vi
" room unless you know 1t'%s for recess or yﬁﬁ ,
. to the washroomj in a. theatre M's sort of] 'Ire§w111
place - you can do whatever you wish when i you wish. .
- "Andq you have to pay when you go into theatre Jandfin
a school you have to pay. You don‘t ve to pay every\
day; you just pay a fee'for .a. year.™ B ‘ )
"School you learn and movies, if it's a b1blaography or Co
. something on a special person, 3 1ike you ]eagg thesameé." -
. "And movies could be sad or happy and adventurous ov, . < ¢ "
.., mystery or something 1iké’ that and school is sort of
“the same thing.every day but you get used to’ 1f and ygy
- really Tike it." , .-_“p
- "And there some subJects you don‘t like and 11ke at-> ' S
movies you choose you owp movigs youtwant to.go. tb : N
You're really not told what to do."- U @ .
"And in a theatre...theichairs there are made d1f@@rent1y R
Aike they, have all the cushfon stuff and everyth1hg and Ly T
"in school they' re Jjust" made Tike out of wood. " f : ‘§‘ -

“e glass-
& to go

s

gyesfion #4 (shoe, boot, slipper)

“Group Y-A: “runner"‘/ "boot" / "slipper T :‘ R
"for runn1ng” / "for w1nter for the bush" / "for waTking- '
around in the house" : . :

"boot" / "bedtime s11pper” / "shoe used to go downtown

"And the boot' s'@%een with yeW]ow']aces and. the shoe S :
red with White laces and the slipper is checkered and
the other part of it is black."

GrOUp Y—H:."xed“ / “green ahd one's sort of a 11my co]or v/ ”b]Ue
.. and: red and blue" :

One s got wh1te 1aces, one' s got yelloy Taces, and the
‘other one hasn t any laces.'

Il‘Used For track and running" / "hiking" / ”comfort“

o (J '.' . ° % 1 ¢ .
One s made ‘of rubbery two are made out of cloth." .
The’ one I Just)f1n1shed is a boy's shoe, the same with
thé one 1'% going to tell about, and the other looks -

,1ke 1t .could be a girl's or boy's shoe

; red and ‘white" / "green-yellow" / purp11sh b1ue and red
; w1th go]d and D ack“ . ‘ _ -
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"The shoe has a thing, a thing at the back that you can
hold on to to help put-your foot into it; two of them do
up with laces.”

Redat1ona] terms and comparative words werehdsed by the-
younger subjects and the older cubJects The frequengy and var1ety
of re]ational terms was influenced to some degree by the complexity |
of the quest1ons, but more so by the matur1ty ‘and the grecter ]anguage
facility of %he subjects.’ The relational terms wh1ch were used were
"both," "more," "more than," "1éss," "heaﬁjer,“ "bigger,” ”biggest,”
“smaller," “sma]Test " "tallest," "as easy as," "fatter,ﬁ and “higher”
A number of these relational terms such as “b1gger“ and heavier" were
ev1dence of the subjects' growing fac111ty to atsempt a quant1tat1ve
analysis (Hennings & Grant, 1973, p. 20) Maturity and language facil-
ity a]su were factors in effective use of comparat1ve words. Effec-«
tiveness in the use of both relational terms and comparat1ve words was

the greatest in the older high Tanguage users.

Summarz

The descr1pt1ve task “Compar1son and Contrast” was instru-
mental din obta1n1ng an abundant amount of 1nformat1on regarding pat-
~terns of growth in abstractness of thought and in exp11c1tness in the
Aa‘express1on of thought among ch11dren in two age groupS'and of varying
'af1angdage facility in the areas of organ1zation for the task, quantity
' fand quaTity of abstracted common features in relating two.or three
i st1mu?1§ and the expression of the re]at1onsh1ps in making compar1—
| sons - The presented quest1ons of 1ncreas1ng comp]ex1ty not only in-

f]uenced ‘the amount of 1anguage ‘communicated by the various ¢= oups

-



e

3
R

- but th 6 of abstractoess of thought and exp]ititne;s in expres- -

ghe in a]] of the groups. The more abstract'qU(stions
straction of- thought and conceptua] language be-
e p v in the older grougs.
ae rea  of organization of the task. which focused on the
o _ts regard1ng growth 1in ab111ty in the communica-
‘ences "and similarities of,the abstracted  common-
feate o o .ting two or three stimuli, the subjects at al] levels
vendnrd ucer;perse'the specifjcation of diffefehces and similari-
ties to some degree in the relatively si/ple questions.‘ However,
there was a]so evidence in the simple 75:st1ons of a gradual trans1-
tion 1n ozoorrence of number of “d1ffé?ences” to number of “s1m11ar1—
t}es 'from che younger groups to the/older groups. Group 0-H showed
vthe ]éast.reziance on speciffcation/of;differences. In tasks'of
increasiog}complex'ty; thn“older groups tended to reuert to a greater
reliance on noting differences. " . ' '
There were differences @4 total numbef of abstracted common
features in the varioue questiaons, St1mu11 W1th numerous parts
y1e1ded greater number of comparisons and the very comp]ex quest1ons
y1e1ded a minimal number of oompar1sons The o]der groups on]y pro-
duced gre\Fer numbers of re;ponses over the. younger groups in the
last three most, comp1ex questions. |
The most frequen;ﬂy identi. iec categories of mean1ng in the

abstract1on of common features in comparing st1mu11 were swmw]ar to

the most frequently identified categor1es of mean1ng in the .
A ]
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descrjptive task ”Criteria] Properties.“ They were‘11mited'to mainly ;
color, funct1on, use, andihart‘who1e re]atiohs‘; Number of categories
of meanTng and‘other criterial propert1es which were rated as "concep-
| tual" responses 1ncreased conz: 1stent1y with the increase in complexity

of the questions with the exception of question seven. Conceptua]
; responses were communicateﬁ by some subjects in all of the groups,
however, the greatest number of conceptua1 responses occurr§2.1n
Group 0-H. The older groups' responses to question five included a
considerabLy higher number-of congeptual responses tban:did those of
the younger children. ' |

The express1ons of re]at1onsh1p$ 1n6;he comparisons were
classified as mere}y{]1st1ng isolated abstracted features; reduced &
comparisons which employed relational terms but due to,tai1ure to
- point to one of ‘the stimuli were considered to be 1ncomp]ete compar1-
sons, and the statements of compar1son Two major subclasses within
the statements of comparison were the statements emp]oy1ng re]at1ona1 \\
 terms and statements employing comparat1ve words ‘The subJects in
'general listed few isolated features and produced few reduced compar—
ison. The frequency of listed abstracted features was lower for
&

-Group 0-H than for the other groups. The number of reduced compari-

sons’was er for Group 0-H than for the other groups. The ana]y-

ements of comparison suggested that frequency of state-
ments;ofi _upa'1son and use of relational. terms .and- comparat1ve words
# “(‘ ;1 .

are a- funct1on of matur1ty and language facility. The older ch11dren

used more relational terms in making .comparisons thap did the ydunger
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groups. The examination of the language samples of the fout groups

/

supported these findings providing evtdenee that the older groups,
particularly the high 1anguege users, operated-at higher levels of
conceptualization of thought, used a greater repertoire of words,
showed more depth in word meaning,‘and tncluded greater amounts of

_1nformat1on in their sentfnces than d1d the younger groups. ‘ y

O

- : . .7
' y V. SEQUENCING B -

N

P Lo
The coherence of a discription of an event is dependent on
. - ¢

-
- v

:the sequent1q1 arrangement of the e]ements. To convey how something . ~

happened or how semething is organized, “the discrete subunits of an
¥ ’ , : .

event must be identified, “the chrono1og1ca1 ordering of th event
’ /
must be perce1ved, and a sequent1a1 order must be assigned to the ,~7/

“subun1ts (Henn1ngs and Grant 1923 p- 20) Two qﬂgst1ons -of varying

‘o

degrees of comp1exlty were selected to explore the 1anguage performé

ance;of children i sequential tasks regard1ng the 1dent1f1cat1on}of

the essent1a1 subun1ts of a given situation, perception/gf/the chrono— e

logical order in a g1ven event, the arrangement of “the. shpun1ts1r1order

4‘(3) -
of occurrence, and use of sequent1a1 relational terms as expressed.ln,'“J;i

Fei

/_.

the individual responses to the quest1ons One of .the two descriptidn
~;requirementsformed the basis for the analysis of'the respdnsesyin' |
cach of the questions: o . ’ T )

a. Arrangement of the 1ogica1 sequence of act1ons in a given 51tuaf- ‘}h

tion and the express1on of the, sequential relat10nsh1ps of/?/par-

ticular event 5

h
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~b. The expression of sequent1a1 re1at1onsh1ps among preced1ng and "

v

suBSequent stages

1. Arrangement of a Logical
Sequence of Actijons

AY

In the first question, each subject was required to gescribev

what he would do if a friend with whom he was p]ay1ng in a park two
b]ocks from their homes fell and broke a 1eg The 1n¢1v1dua1 re-

sponses were tabulated in summary form.accord1ng to th?taategofiesf}

s e,

. SN ) o . .
.o estab]isheq for this particular analysis. These were the categories -

which were Estab]ihhedi

. iﬁentifjcation of the Sutunits';,: ° .
) Number ofisubunits: - ‘Ai‘“ ‘;7 o :
" Reasonable Prioritiesa > ’
S Rfasonab1e Sequencés | ‘_' - ' ,: : '
o Nhber of Sequehtia1 Re]ationaT‘Terﬁs ; e
'ﬁg o 5Number of Tentative Statements . | R
t‘-‘»«

The categor1es were der1ved from an ana1ys1s of what wou]d be in-
vo]ved in a s1tuat10n in wh1ch an. 1nd1v1dua1 m1ght be alone sOme

d1stance from his home w1th\a friend who had a brokpn 1eg and from
A
Pl

© . an analysis oi Lhc information conta1nedﬁ1n the subjects' respoﬁ/es,

. ) . - A, . : ,
.The subu-its wey= t. actions which might be "undertaken by the in-
/- : .

" dividuai in getting help for an injured friend. Eleven different

actions we > expressed by the 1nd1yfﬁta1s in this  chronological

- order:



L " ‘Rezsons for Not Moving Fr1end

1 . *ﬂ ,“‘ Mu'

/%

<Check on Cond1t1on of Ef1end A B I
Make Fr1end Comfort&%le ;*s - '5.:.

Dec1s1on with Regard. to- Leav1ng Fr1end
*
¢

h . ”' Summon He]p T fulf

’Not1fy Friend s ParentS»‘_ - i : .V

Y - ’ » v’ . Co = s

: ;4Return to Fr1end . B g “ N
Qu Make Friend Comfortab1e* < -1 A
e ;Get Ambu]ance or Dbctor , ‘}’iv. P n/,}t

Get Fr1end to Hqsp1ta1nv % e
4 ‘ A:'NOIify hriend's"Parents*" f‘:> o | .
o ﬂﬁot1fy Own Parents A

Fr1end s’ Recovery -
> B 'V\

v , , - o '
The categories "Make Friend Comfortable" and "Notify Friend's Parents"

wene inserted at two different“stages;'as-Shown b&cthe'aster1Sks,
s1nce they appeared*at these two different stages in the various re-

o SPONses.’ ”Number of Subunits“ represented the tota] number of

kY

- act1ons suggested by the 1nd1v1dua1 “Reasonab1e Priorities" took

1nto account the subJect S understand1ng of what was 1§vo]ved in a
broken 1eg For examp]e, the subJect who = sa1d3that he wou1d not1fy
' his. parents and thew give f1rst a1d to the fr1end fa11ad to)cdhvey 3
the rea11zat1on that a broken 1eg required medica] attention and. was

£l

not g1ven any credit for “Reasonab]e Pr1or1t1es The category

k

"Reasonab]e Sequence" posed the quest1on, D1d the subjeef's arrange-

ment of actwons in order of occurngnce ref1ett percept1on of theu

-

P

(N
i
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.chrono]ogica1 order of actions? A category was estab1{shed for tab-
u]ating the number of sequenti. relational terus emp]oyed\by the
individual in the arrangement of his actions in order o% occurrence.
According “o the responses all of the squects spoke of their an
of action as a happening'remote in space and time, in terms of eondi—

~ tion of what they "would" do. The condition 1nvsome Yesponses was
underlined by the presence of duch tentative statements as, "If my
friend broke a leg..." Therefoue, the category "Tentative Stéte-

ments" was considered pertinent for the'anaiysis.

In Table 5.42 is presented the subunits or actions identified
by the individual for getting help for the injured'ffiend. The |
asterisks fndicate the actjons noted by the subject. =
‘ Table 5.43 shows the. summary of the 1nd1v1dua1 responses
The asterisks indicate that the reasonable priorities and reasonab]e
~ sequence were achieved. As shown 1in the su?category "ReasonabTe
Priorities" in Table 5:43, all of the subjects, except #6 in Group
Y-H, ﬁnferred that avbroken'ieg was serious and that someone's help.
“was- needed in gett1ng medical attent1on for the fr1end Subgect #6
| was the one who spoke of giving f1rst a1d to the friend. His answer
to the query.how he m1ght give first aid was, “Get a sheet and put
it on hjs‘1eg.“ o | o | o
The mean number of subunits identified by the groups did not.

shOW“anyApatterns in. the groups:

YA CY-H 0-A 0-H

, A ‘ ,
Mean number of subunits: 3.8 1.8 . 3.8 3.5



193

o

‘Table 5.42

Subjects Identifying Actions for Helping-

Injured Friend

Subunits (Actions)

KA3A003Y S, puUaLu4

Sjuaued ump AJL3I0N

S3UsURd S,pudid4 A4L30N

Le3tdsoH 03 pudtu4 389

403000 40 3dUR|NqUY 339

31QP3404W0) pUILA{ 3%el

pusiJdg 03 . Udnlay

SudURg S puUsiad K413ION

d{9H uowung

puatu4 BUuLAOl 10N 404 UOSEIY

pusid4 BuiAes] :3Y uolskI3(

91qe40JWO) puUILd4 ey

o

pUBLA4 JO UOLILPUO) UO }D3Y)

T

1030qns

— NS

O WO~

dnoug

Y-A

Y-H

0-H

<

* Actions noted by subject
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Table 5.43
Subjects Achieving Criteria for Categories in
~ Arrangement of Logical Sequence of Actions

OO~

| SUBWI3 RIS BALIRIUR) | — O — O — -0
wELw.._. FMCO_.PG_.md NO NN oo NO 20 OOt O
|et3uanbas jo uaquiny ~ _ _
30uanbag a[qeuoseay | x % x % ¥ * x x X x x
S917140Lud 9[QRUOSERY | x *x x x | *  x « X K X X FERE
S}LUNGNS JO J3qunN | w©@air ™ N - - Mot w wmm®
303fQnRg | — oo OO~ @ OO~ MO
e -
dnouy
. ¥ T %
]
> > o

* Reasonable priorities and sequence achieved by subject
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However, considerable variation in performance in the groups
was discovered in the analysis oftthe nature of the responses in <"
Table 5.42. An overview of the nature of the responses wou]d suggest
that the concern of the majority of the subjects in the four groups
was to summon help. Most of the subjects said they would summon help
from the neéreﬁt hoUse. Two responses in Group 0-A 1nd1cated help
would be summbned from a passer-by. Two responses in Group 0 H indi-
cated the subjects would fun to the nearest telephone booth. It is
possible these responses, both in Group 0-A and Group 0-H, ref]ected
greater perteption of the urgency of the situation and perception of
the world beyond the immediate environment by these eleven and twelve
year old subjects as opposed to the perception of younger children
‘which tends td be bound to the immediate hcite environment (Piaget &
Inhelder, 1969, p. 129). A/few_responses, twoljn Group Y-H And one
in Group O—H,'indicated he]hﬁ?ou]d be summoned at home suggesfing'the
possibility Q? éontinuing depénd;wce on the immediate environment.

It might then be conjectured that the subjécts‘who said they wou]d.
get'help from the nearest house manifested growth in development in
| the’direcfﬁon of an awareness of their wider wor]d;

The idéntification of the subunits in Table 5.42 tends to
shbw three c]uSters of identified actions other than summoning help.
The first cluster appéérs in Group Y-A which inclUdes gettfng an
ambu1ance or doctor, getting the fr1end to the hospital and concern
vfor the friend's recovery. Aga1n greater abstractness of some of the

- older subjects is evidehced in the c]usters in Group 0-A and Group
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0-H in which the responses show concern with redard to making the
friend comfortable, the need to stay with—the friend, and the need to
notify the friend's parents in addition to getting an ambulance or
doctor. ‘ o |

The following is a.summary of the;number of subjects in a
group who were given credit‘for 4 reasonable sequence as shown in de-

tail in Table 5.43: .

Y-A Y-H  0-A 0-H
Subjects achieving | N
reasonable sequence: 4 2 3 2
The last three groups, particularly tHe high language users, appeared
to have more froubie with Sequencing'than did Group Y-A. The fQJ]ow—
ing_examp]éé of‘individu31 responses wou]& suhport the conclusion that
most of the subjects who had trbﬁb]e ih sequencing aftempted to speék
of a greater ﬁdmber of 1dentﬁfi§dhactions or tp express greater'ab-r
stractness of thought; and to include more information in tHeir state-
mménts about the subunits. The first two axémp]és wereése]ected‘to
show that poSéﬁb]y a minimal number of actions in é respons? contfib—A
uted, to some:degree, to the success 1n‘afranging thé subunits in

order of occurrence:

Group Y-A - subject #2 \T

I'd...go to a house and ask them to phone an
ambulance and the police.
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Group 0-A - subject #9

I'd go to the closest home and phone a doctor and
then the home of my friends. .

However, this younger s%bject seemed to have 1ittle difficulty arrang-
ing six actions in order of eccurrence:

T

Group Y-A - subject #1

L ©
If my friend broke my leg..l'd probably see....if it
hurt anywhere. I'd see..where it was broken. And
then'd quickly run to the nearest house to.me and
ask if I can borrow their telephone. So I'd phone
my their mother and tell them what happened. And
I'd call an ambulance and see he'd take him to the
hospital. And after 1'd phone my mom and tell....
her what happened. And I'd say...l was sorry to use
“all their time from the house I borrowed the tele-
phone from. Y .

The following responses were selected to show that greater
abstractness of thought in addition to a greater number of subunits
caused the subiects difficulty in arranging their actions in sequen-

fia] order:

Group Y-H - subject #7

Now if my friend and I were playing ball in a park
and my friend fell and broke a leg, this is what I
l ~ ‘would do.. I would go to- the nearest% house and phone
the doctor and tell him to come quickly to...the ‘
i certain park that we were at and tell him what hap-
pened. And then....I wouldn't move him because it
might hurt him more. And..then I'd stay with him .
‘and make sure-that nobody else did’any damage to
-him. And..... then when the doctor came I'd tell
him how he broke his leg and...running and what he
was doing and what I did for him and...so that he'd
know..sort of what part of the leg was broken in or
RN sort of ..he'd know how to fix it. '



Group 0-A - subject #11

If my friend broke a leg while we were playing ball
--in the park, the first thing I'd do is.............
well I'd try and make her comfgortable where she was
cause I wouldn't move her cause she could paralyze

herself or she could break more or something or she

could put it out of joint even more. Second I'd
make her comfortable where she was. I wouldn't move
her. The second thing I would do if nobody was
-around, I'd....well if somebody was around, I'd go
and ask them to get help. And if nobody was around
[ think I'd probably go myself.. If 'the injury was
really serious and she was unconscious, I'd probably
stay with her until a car came by or something. But
if it wasn't serious, I'd probably go and ask her if
I could leave her for about two minutes like,.you
know, if there was houses'near. And so I'd go into
the closest house and...well tell the lady who lived
there or phone 999 or something - some emergency.

Group 0-H - subject #15

; < :
First of all I wouldn't move him cause...well it
could damage it more. And second of all like if

I knew where the phone booth was, I'd run to the
phone booth. 1I'd cover him with a jacket or some-
thing like this. And then I'd call for help. .
And if no one came, I'd run to the phone booth and
start dialing...either dial their home probably...
most Tikely ...the%r home first...or 999. And

"~ just anyway..anything for a quick rescue.

her ideas whith were‘sihi]ér to those of subject #11:

If my friend fell and broke a 1leg in the park
two blocks away from my house, I would probably
...... if anyone else was in the park, I would tell
them to go and get someone in....a close house to
phone the police or the ambulance. And I would

:fafstay with her. And if nobody was in the park, I
would just wait until I saw someone walking down

the street and I would tell them to go get some-
body because my friend had broke her leg.

198

’Subjebt #12 (GrbuvaZA) was'SUCcessful'in the arrangement of
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The trends regarding total number of sequential relational

terms for each group, as showﬁ?jn detéi]‘in Table 5.43, are summar-

ized in these,results:

Y-A YA 0-A  ° O-H
Mean number of sequent1a1 :
relational terms: : 1.5 0.5 1.0 1.0
These findings are in .line with thé reasonable sequence findings in
that in both categories Group Y-A was the top group; Grdup§ 0-H
showed a 1ittle better performance in ”Number bf‘Sequentia1 Relational
Terms" than in the subcategory "Reasonable Sequence." The latter may
be accounted for by‘the performance of sﬁbject #15 who héd trouble
sequenciﬁg yet“emp1oyed the greatest number of sequential relational
~ terms in her response. . |

The sequential relational terms emp1oyed b all 6f the sub-
jects were limitad to tand then,"-“and afte ~ "and when," "second
.th1ng,” "first of all," “second of a11 " and 'and before." The re-
sponses of subject #1 in Group Y A and subject #15 9n Group 0-H
showed the greatest variation in Use of sequential relational terms.
These two responses were cited in the examples showing success and
failure in arrangement‘of actions in sequential order.{ )

The identified actions in all responses occurred in condi—
_tiona]'sentences; The condition was usually indicated by the use'of
such verbs as “Qou]d tell" or “pou]d get." . A number of fésponses y
‘under11ned the condition by the use of tentative statements which i

included conditional clauses. " JIn the distribution of tota] number vu



200
,," ' . . .
of tentative statements appearing in the four groups is shown the in-

crease in use of number-of tentative statement%>from the younger

© groups to the older groups:

Y-A v-H 0-A 0-H

Total number tenta- :

tive statements: ‘ 3 2 5 4
’In addition to changes in frequencyﬁef occurrence of tenta-

tive statements in the groups, the tendency for the older groups to

say more about the actions to be uneertaken than the younger groups

js evidenced in the following examples;

~"GroupaY-A:

”We11 if I was-in the park playing with my friend
and she broke a leg, 1'd ask somebody to phone an
ambulance and I'd ask if I could gc +"th her to’
the hospital."

e ' "If my friend broke my leg, I' d probab]y see if 1t
ANV hurt anywhere
AN
_ N\
Group Y-H:

"And if tneyfd give us help, they'd probably help
us with our friend."

"Now if my friend and I were playing ball in the
park and my friend broke a leg, this is wn/i I'd

ﬁ do n
Group 0-A:

"Well, if my'fr1end broke his Teg wh11e playing in
the park, I'd: probab1y go to the nearest house and
, phone their mother.'

2
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But if nobody was in the park, I would just wait
until 1 saw someone wall. 'ng down the street and I
would tell them to get somebody because my friend
had broke his:leg."

Group 0-H:
. o

"I think that if my friend broke his leg while we
were playing ball in the park that I'd tell him
not to worry, tell him to sit down and not to
move." ' .
"If my friend had a broken leg, 1'd most 1ikely go
to the nearest telephone and phone the ambulance

or the hospital-and tell them to come to the right
place." A

1

It waﬁgnoted that more inconsistencies in use of pronouns and verb
tenses occurred in the responses in this descriptive task in which
conditional sentences were used than in the previous descriptive

tasks employing mainly thelpresent and past tenses.

Summary. In thié pérticu]ar sequencing task of relatively
_simple complexity,there was 1ittle difference among the groups re-
garding the identification of essential subunits and perceptioh of

the chrono1ogica1 order of the subunits. Groups Y-H to 0-H had 1éss
success in the arrangement of the subunits in order of‘occdrrenCe

than did Group Y-A. Factors contributing’to the sequencing difficul-
ties with maturity and with greater language facility were observed to
‘be the greater powers of abstractness,'inc]usioh of a‘gréater'humber
of'subunits in a fesponée, and.t eginclusion of more information re-
garding a’particu1ar actionu,'How vef, the older groUps‘ responses

s P v 4
showef a greater frequency and content of tentative statements

s I
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containing conditiona](;1auses'than did those “the younger groups.

2. Sequential Re]ationships:
) Preceding and Subsequent

Stages

The ana]ys1s of the second quest1on in the descriptive task:

: “Sequenc1ng" was concerned with the expre551on of sequential re]atwon—'
ships: among preceding and subsequent -stages. In this quest1on the
individual was presented with two p1ctures each showing a stage in an
event - the f1rst picture showed a boy with a bulb in_ his hand reach—

ing for a pot and in the second p1cture the boy was watering the

potted p]ant. The subJect was cequested to te]] what happened before N

- the first picture, what happened between the two p1ctures, and what ‘r
happened after the second picture. The subject wasirequired‘to focus™
on the instructions wnich included understanding the~tenpora1 terms‘
"before," "between," and "after"; to 1dent1fy the cr1t1ca1 subun1ts
~of the two pictures; and to go beyond ‘the g1ven 1nformat1on and to

make inferences regard1ng the 1dent1f1cat1on of subun1ts perta1n1ng _:
to the preceding and the subsequent stages. Two categor1es,>based

on these requ1rements were established for -the ana]ys1s of the indi-
vidual responses: "Focus“ and "Reasonab]e Inferred Ideas.' In order

::to complete the answer to the’ quest1on, the subgect was a1so *equ1red )

to arrange the inferred ideas of each part of the question ir sequen-
tial order. .This aspect of the response was‘categorized as "Reason-

able Sequence"-andﬂfNumberdof Sequentia]»Re1ationa1 Terms;"
In the ana]&sis of the ‘category "Reasonable Inferred Idea,"

an inferred idea which related to the Rictures of a preceding or
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subsequent stade and which reflected understanding of the stage was
‘rated a stable idea ("S"), but an inferred idea which seemed not to :

'be{related to the'particular stage“or which 1nd1cated the subject's

X

. uncerta1nty about the inference was rated an unstab]e response ("U").

Voo
L

In the:catege ”‘easonab]e Sequence," an "A" indicated the order1ng <

idea had been ach1eved, and a "c* represented a con—
fused ordering of the inferred subunits of an idea. The aneiysis ofhi
the individual responses wds'tabuleted<in Tab]e 5.44. j fﬁ

Accord1ng to Tab]e 5.44, only one subJect in Group 0-H shovied
difficulty in focus1ng on th1s task, whereas two subJects in each of
the other}groups fa11ed to,focus on the requ1rements of this questwon.

Table 5.44 also shbws thatjghe.reasonable'inferred ideas were
stable and reasonab]e sequenc1ng was achieved in all three stages
("before," "t stween," "after") in the responses of nine out of s1xteen
subjects. S

In Tab1ec5u45 is shown.a summary ofithe;suhjecms who‘fai1ed"' )
to meet the requfrements of "Reasondb1e Inferred Ideas" andg“Reason;
able Sequence” in a11 three stages Groups O—H:had three cOmpletely
.successful responses in compar1son to 2@0 successful responses in
_each of the other groups " Table 5. 45 a]so shows that an unstab]e re- ;
sponse d1d not necessar11y y1e1d a confused sequence and that the
sequences were confused in some of the stab]e 1nferred 1deas The
unstable ‘inferred ideas and the confused sequences only. occurred in

the first two stages. That all subJects ach1eved the requ1rements

fongthe "after" -stage may be due to such factors.as the subsequent -

[
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Table 5.44 A

N . uy
Re: sonable .nferred-Ideas and Reasonable Sequences: Stages One, Two,
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stage not requiring the abstractness df thought,as did the preceding
and the’“between“ stages and chi]dren having more experiencehthink— .
1ng aboutsituationswhich come aftervthan those which - . zfore. In
addition, the pictures may have 1nf1uenced the perfarmance. It was
noted then, that in quest1on two, the sequent1a1 av: -~ession of pre-
ced1ng and subsequentstages Group 0 H had the least difficulty of all
the groups., whereas 1ncthe first relatively s1mp]e quest1on, the chron-
ological ordering of act1ons in getting he]p for an injured friend,
thjs group evidenced more difficulty than the'other groups.

b The fol]owing examp]es were selected from the first stage, the
"before” stage, to 111ustrate the var1at1on in responses between a
stab]e inferred idea and .an ach1eved sequénce, and an unstaBTE‘1n— g

]
1

ferged 1dea and confused sequence in the four groups

Group Y-A SR L

v
stab]e 1nfer ed idea and ach1eved sequence '5

He would ha&e asked . his mom if he could p at the
. seeds or whatever he s doing. :

~

("The .phrase "whatever he's coing" was interpreted to refer to the
subjéct's difficulty in thinking. ot t' . Tabel "bulb. ")

unstab1e 1nferred idea and ccnfused Zequance

.We11 if 1 was 901ng to plant an onion first 1'd get
a.bowl. Then I'd get the onions. I'd peel all the
paper off of it Or something like that - I forget
what it's called. And then I'd put the onion in.
"~ 1'd put some soil over it. And I'd sort of water it.
" (The question was repeated “"What happened before
this picture?")
He probably went to the store, bought a bowl. ' Then
he asked his mom if he could buy some soil _pr get
some soil.. And he' d probably 1ook and see>tf he had



a bowl. And i“ he did, he wouldn't bother to go to
the store and st buy another bowl cause he'd be
just a'waste .. id then he'd probably take the bowl.
and he'd put uc in it.

Group. Y-H "
s 4
stable i ferred idea and achieved sequence

1,

Ifﬂ_say that the boy would just Be getting out all

the things to plant the things.:.he's going to plant.

unstable inferred idea and confused sequence

His mother told him to go down to the basement, get
a pot and the plant, and bring it outside. Bring it
-~ ...the pot and the plant and bring it I guess up-
3, stairs so we can water it. That we could put the
plant in the'soil. So when we water it gnd it could
grow. ’

Group 0-A

stable inferred idea and achieved sequence

Well the boy just got a plant and wanted to go and
plant it in a vase and he was going’to get the
vase. : .

unstable inférred idea but achieved sequence -

I think this boy brought a tulip to put in his
flower store. : o :

Group O-H

stable inferred idea and achieved sequence L

Well first of all“the guy got some money and then

he went to the store and bought a bulb. And then

he waTked back fiome. Then he walked downstairs to
the basement. And there he's got the bulb in his

hand and he's just reaching for the pot now and

. then he's going to plant it.

K

-unstable inferred idea and confused sequence

‘The event before this picture would be first he'd -
need a pot full of earth,. and a good pot-of gdod

207
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earth. And have it some place that your plant will
grow. And buy a plant, which he has in his hand,
and if....plant it firmly and just make sure that
you follow directions that it does grow.

In the fo]]oﬁing examples, selected from the second stage,

the "between" stage, these were the variations in responses among

" the groups:

e,

Group Y-A

7
stable inferred idea and achieved sequence

OK! This boy's taking he's taking the pot off the
shelf. And he's going to put newspaper under so he
doesn't get the mud all over.  And then he puts all’
the 'mud in the pot. And puts the onion or tomato
or apple in. " And then he puts it on a nice warm

place. And then he takes it up, takes the newspaper

“out. And puts it ina....... sunny spot.

unstable inferred idea and confused sequence

First he'd put the soil in the bowl. And then he
might put it in the garden but then..... he'd put
the onion in. No, first he'd put the s0il in and
then he'd probab1y wait a few hours and then he'd
water it.

) .
!

Group Y-H

stable inferred idea and achieved sehuence

He got the soil and p]anted the seeds.

stab1e inferred 1dea and confused sequence

OK! He'd put in the soil..... He'd made a hole in
.“the soil. He put the plant in or the seed in.

And then covered'it over. And then poured in water.

Brang it upstairs. No, he'd bring it upstairs and

then poured in....He brang it upstairs and poured

in *'.c water, dug a hole and put in the plant, cov-

erec it cver and poured on the water. .

-]
(™}

208
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Group 0-A

stable inférred idea and achieved sequence

The boy took the vase. And he put soil in the vase.
And planted the plant. And watered it.

unstable inferred idea and confused sequence

It was put in the sun. He put soil in it and then
he .watered it. h

Group 0-H

stable inferred idea and achieved seguence

He's got the bulb now and he's ... putting ...in
the dirt or the earth or whatever you want to
call it. And then he's planted in.the bulb -
1ike ‘the earth is only gone in halfway - then he
puts in the bulb. Then he puts in the earth the
rest of the way. '

The variations in the responses among the groups for the
third stage, the "after" stage, are shown in the following examples
(The reader is reminded unstable ideas and confused sequences did not

occur in Stage three):

)
2

Group Y-A

stable = “erred idea and achieved sequences
I guess they started to grow. And he still watered
it. And then he transplanted it and put it in the
garden. :

Group Y-H

‘ stab]e»inferred idea and achieved sequence

' The plant would start to sprout.up.
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~ Group 0-A . ’

stable inferred idea and achieved seQuénce

He left it and waited for it to grow and watered
it everyday. = .

Group 0-H

stable inferred idea and achieved sequence

Well I think he d put it in a place where there
would be lots of sunshine. And he'd leave it for
a day. Or if it was in the early morning they
planted it, maybe water it at dinner time and -
then let 1t grow. And just leave it. And then
in the morning again water it just a little bit.
And the same process over and over, water and ;
~ keep it in a good place. And when it gets to be
big for the pot, you could start transplanting

it.

There isvamg]e evidence in the above examp]eé to support the
eqr]ier 1ndications.that the older hign language users were. able to
- meet the requirements of this category mdre readi}ynthan the other
tnree groups; However, this»question appeared to tax the thought prg—
. cesses end 1anguage'competenc1e§'of the older high 1anguage usersﬂto ///
) @ cons1derab]e degree noted part1cu1ar1y 1n the fa1]ure of a number o
-of subJects ¢n this group to state their ideas succinctly. As for
the younger'subJects, the1r_responses were rather tenuous including
those which were givena credit fbk "stable inferred idea" and
"aChieved sequence It s conJectured the 1nh1b1t1ng factors were
insufficient background know]edge of bulb planting and de]ayed devel-
opment of an understanding of temporal re]at19ns (watts, 1944,

p. 166).
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It was noted that both the older and younger subjects' re-
¢
sponses consisted of conditional sentences which resulted in incon-
sistencies in use of pronouns and verb tenses. )

The variations in mean-number of relational terms were as

‘f011ows:

Y-A Y-H 0-A 0-H

Mean number of sequential . o
relational terms: ¢ ‘ 2.3 o 1.5 2.3 4.0

¢ 1In comparison to question one a greater number of sequential rela-
tional terms were employed in this question and the mean for Group
0-H was considerably higher than the other three groups. The se- -

quential relational terms employed in this question were “then,"

a
"and then," "after," "before," ahd “first." Two responses are given

to i]]ustrateﬁé relatively high incidence of sequential retational

terms in the responses of a younger subject and of an older subject:

(.' -

| Group Y-A e

Well after he could do this, he could do all sorts
of things 1ike play...:.:After he watered the plant,
he would keep it in a sunny spot and go out to play.
He could play football or something like that. Then
he goes to tell his mom that the plant's all finished
and that she can give it to a friend. '

" Group- 0-H

After he brought the pot down, he got some earth from

his®mom and put it about half way...in the pot. Then
. he planted the bulb and then covered it up with more

earth. Then he asked his mom if she had any fertil-

izer or anything. Then he's put it and laid on if

she had.any. Then he asked his mom where to get the
.. .watering can. So she told him it was in the
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garége. He went thefe and filled it up with just
the right amount of water and started pouring it
-in. : . o

After he poured the. water, he waited a few days and
he saw some sprouts. And:then he waited weeks and
it finally grew up. - ‘

’ . t .‘ : ’ )
Summary. The second question in the Qescriptive task

"Sequencing" was a more complex task than the first question. ABi]-
ity to meet the requirements of t'is questibn appeared to be a func-
tion of éaturity and Tanguage facility. Group O-H was consisteﬁf]y
higher than the other fhrae grours in the frequency dfstributions'of
fdcus, stable inferred idess =i achieved sequencing; and number of
sequent{él reﬁationa] termé?»A]so; the Fesponées of the older high
_llanguage users inc]uded_mofé confent and réfTécted greater facility |

&

with yOcabuTary.
IV. INFERENCE.

‘Inferentia1 thinking‘utilizés,observab]e.data and jumps be-
yond observable data. It.Teads:thought from féct to generalization.
The thinker-speaker is required to'e1im1nate~e1ements, to put together
elements to form‘a whole, and to comb1ne phem in Ways that result in
patterns and structures not clearly visible before (Hennings & Grant,
1973, p. 23; Fournier, 1969, p. T12). ‘ATl skills invgiye the use of
- inference to some degree or other. |

_ This descriptive, task consisted of six questions which were
désigned to explore how children use inference in the expression of
- relationships between combinations of objects, peop]e;‘gnd_events in

B
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giveh circumstances. There was a differént description requirements
- for each of the si* quéstions. The basic requirements were use of
. .inference in the expression of relationships in thése varying situa-
?tiéns: | —
1. Objects 1h a given circumstance (car accident).
2. Individual persons {n a given circumstance (teacher,
plumber, model). 7 ;,'1_ y . ’
3. Two people in a given'cifcu$stance,(1njured player).
4. A character, setting, and‘ah event (train and f]oodéd
4Fracké). | | -
5. EA character, setting, and~an event_(man'boarding up the
wiﬁdow of a house).
Cf Pedp]e,”objects, and an event (two men surrodhded by
cars). |
The nature ofléﬁégVarious‘quest{ons yielded particu]ér kinds
of information and therefére necéssitated a two level ana]ysﬁs of
~ the responses. The first Tevel of analysis was conéerned with the
inferences ahd the explicitness of response elicited by each ques-
~tion. The second ieve] of analysis dnvestigated the qUa]ity, and
quantity, of specific responses elicited by the basic querybin a
quéstion and any additional queries. For example, in question one
the basic question was, "What happened?"; an additional question .

was,‘"What clues did you use?"
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1. First Leve] Analysis

The criteria in each question 1n the first level of ana]ys1s

~were the following:

a. Was the inference in each category reaspnable?

b. Was the expression of the re]ationship invo]?ing infer-

ence in each cafegory explicitly staﬁed?
C. |To what degree did the expressipnstpf'the relationships
~involve sentences containfhg(ﬁiauses? | -

In the ana]ysis, an inference was judQed_}o pe reasbnab]e when the
expressed re]at1onsh1ps ref1ected the 1dent1f1cat1on of cr1t1ca1

elements in the stimulus. A response in wh1ch the expressed re]a—

tionships were clear and coherent, through the use of re?ativelyﬂ L

ab]e inference and an /explicit response.

three parts and credit was allotted. for a reasonable 1nference or -
/ ’ ¢ .".
for an explicit response when all three parts were Jud@eﬁ to be
’ “.ﬁ".'v‘?’:v % R
reasonab]e 1nferences or exp11c1t responses. ‘On1y_ﬁﬁ§%ff part of

The aster1sks indicate that the criterion was met for a'rea§@$§b1e
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inference or an explicit response.

Tab]e 5.47 shows the number of subjecis in each group aqhiev—
ing reasonable inferences in each of the six questions. The mean .
number of subjects achieviﬁg inferences in'the'six questions tends to

vary as shown in these results:

. Y-A Y-H 0-A 0-H
: o
Mean number of subjects _
achieving reasonable . , : : :
inferences: o 3.7 2.3 3.0 3.3

Although the Group Y-A, Group 0-A, and Group O-H means are similar,
the Gfoup Y-A mean is the highest of these. The Group.Y-H mean falls
well below the other groups. .

The total number of subjects achieving explicit responses in
“the six questions in each gfoup is shown ;h Tab]§'5.48. The pattern-
appearing is that of a tréﬁd~ﬁn questions two and five toward a pro-
gressive increase in number of'subjects achieving explicit responses
- from Group Y-A to Group 0-H. The total number of Group 0-H subjects
‘lachievihg eXp1fcit responses tends to be highér fof all questions
than the number in other groups, and especially in questioné two,
~ four, and five. There is a cbnsiderab]e difference inthe mean num-
ber of subjécts dchieving explicit responses in the six questions for

Group 0-H in comparison to the other gfoups, which tend to be similar.

Y~-A - Y-H . 0-A 0-H
Mean number of subjects
achieving explicit - ’
. ‘Fesponses: , 1.7 1.8 1.8 - 3.3
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Table 5.48

' Subjects Achieving Explicit Responses In Each Question -

2 R
DY . . ' )
S N . _ \
xR N ) : -
P ’

GroupA*p

" Question e

II ur S A N 4

Y-A 0 3 L

0-H f 3 4 o 3 .3 4 3
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. The sunerior.perfprmancevof Group 0-H to the other groups is
“also seen in these results which show the means for each group of
total number of questions with reascnable inferences and explicit re-

sponses échieved by individuals:

Y-A . .- ¥-H  0-A . O-H
Mean total number of - ' o Sl ;
‘reasonable inferences - ‘ - -
-and explicit responses: =~ 2.5 1.8 2.5 4.0

It i§ also noted in this distnibution that'tne‘Group Y-H means are
lower then thdse of the other three groups. -
t The conclusion nerived’from the absence.of?a‘definité[ﬁattern

_for the mean number of suBEEGEfachievingreasonable infétences'{n.
the six questions was the pos ib11ﬁty‘that there -is Tittle dtfference v
in thevnerfofmance.of'child;en age eight and nine and eleven and
Afwe1ve in mak1ng reasonab]e inferences. That the)Group Y-A nggns
were higher th%g the o]der groups ‘may be re]ated to n1fferences in
Tevel of abstractness of thought between the two agemgroups. The

Esu]ts for exp11c1t responses and individuals. ach1eV1ng both-a
reasonab]e 1nference and exp11c1t response 1n a-part1cu1ar quest1on
'tended“to suggest that these functions are related to age and lan-
guage fac111ty. The results d1d not show notab]e patterns w1th re-

gard to ‘the c5§§1ex1ty of the questions o .Aé'

el

The fo110w1ng examp1es were se1ected to show t "V/t1ab111ty

‘in the responses among the "groups to the six quest1on . Due to the

nature of the responses in category two, samp]es of ]anguage behaV1or

2,
- -
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in category two are not included in these examples. The exahpTes

 were not selected to point specifically to achieved ahd net,aCh{eved
inferences nor to not achieved explicit responses,'however,;ihe ra§~ )
ing of the reSpohee as to reasonable inference oh explicit respohse

: . 4
is noted for each example.

- car accident

. Group. Y-A

sﬁhgect #1 < reasonable inference
&nd exp11c1f’response\
. B

r

There probably were three cars driving down a road

or maybe a highway. And one of the cars a person

must have been not looking or must have been..

- drunk. And he was driving and he was in front of

-~ _or behind him. He didn't know that there was a
sar behind him. He ..... he was going zigzag all
over ti2 place until all of a sudden probably his

wheel s:arted getting loose and probably spun.
~round :nd the other car smashed right into him and
ti.2 otkar car just went to pieces?

‘ GY‘OL}, Y-H | £

subject #6 - reasonable inference-
and exp11c1t response

The wind blew the cars and they got off course and
they crashed

Grbup;O—A

subject #11 - reasonable inference
and’exﬁTﬁcTt response

A car is dr1v1ng along and it collided with this
- other car. And it sent one car to the bridge into
the railing. And it was all smashed up and wrecked
up. And then the other car went off down the hill
the.other direction. And it is not as bad]y damaged
as the other car. And I don't think there is



- anybody injured in’ that crash. Yet there was cars
. still going by so that it was clear enough to Tet
_ them go. by. I think there's a road turned off
o ' .from the bridge and probably the car came up there
: - and it didn't see the Stop sign and probably the
other car came along and they collided together.

Group 0-H

subject #16 - reasonable inference-
not achieved but explicit response

It Tooks like the car is stalled and the people .
“gotten out. And they opened up the roof of the car
thing. And they're checking it. And they they're
going some place.l guess. And it's just there open.

injured player

-Group Y-A

subject #2 - reasonable inference
and explicit response

He was playing football and he hurt his leg. Or
else he was running and he fell and tripped. And
he's getting his leg bandaided.

Group Y-H

subject #7h¥mFéE§6nable\jnference
not achieved but explicit response

Well in this picture, it looks Tike some sports
player broke his foot in playing sports and the
coach is putting some kind of taper on his ankle.

~Group 0-A

subject #12 - reasonable inference
and explicit resoonse . } )
o :
It lTooks like this girl was in a running meet,
in a running competition and she fell and. she
sprained her ankle. And they took her into
the nurses room. -And...the coach is bandaging
up her ankle. ¢ o '

221

Vad



. .. 222

 train and flooded tracks

Group ‘Y-A~ - . .

subject #3 - reasonable inference
and explicit response

1'd wave the scarf in front of the train that's
coming and just sort of stop it.
Group Y-H - , | .

‘subject #8 - reasonable inference
not achieved but explicit response

I'd run and get help if somebody was near enough
- to help me. And if they could help, then maybe
we could both together stop the train.

~a

Group 0-H ’ - ’ o )

éubject #13 - reasonable inference
and explicit response - g

" I1f 1 was Fred 1'd take off my red scarf quite
quickly and run up towa~ds the train as fast as
1 coulc and madly wave my “ed scarf and yell as

"Toud as I could and tel” .im to stop. And tell
him not to go. Just gc s far as the creek -
around-there, - because tnat it was flooded.

man boarding up a window of a house

" Group Y-A

subject #4 - reasonable inference
but explicit response not achieved

Well, he might want to go away or maybe he
doesn't have any glass or something so he's
boarding it up....so he might board it up so
noboc - can break the glass and get in.
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Groﬁp 0-A

subject #9 - reasonable 1nference
and expTicit response

PR

We11 someone might have been playing baseball and

% threw or hit the ball ‘through the window. Or some-
one might be throwing rocks and hit the window and
broke it., The house might be being condemned.

Group 0-H

subject #16 --reasonable i . arence
and’ exp11cif’response i

b

"The house m1ght be broken into and the window' S
broken. Or else it could have been burnt up and
l : well mostly burnt up and he's just closing it
R dov . Ov c¢lse the store's just closed down. Or
’ o € _¢ it -ould »f been that they're taking it down.

Fs

two men surrcinded by ars

Group Y-H

subject #5 - reasounui-«« inference
put_explicit response not achieved

“One car that was c]osest to the way out wou]d/go,
the others would follow through but they would '
have to watch because it's quite a big jam and so
many cars that could be touched very easily. It's
hard. It would probably be very hard to get out |
of it. Of course a.coufile of ¢ars would have

.. probably....probably a couple of cars...couldn't
help that they may ‘have a little crash They
‘didn't couldn’t help it.cause it's quite & jam.
Some cities it's pretty bad’ Jam where cars get
tipped over and stuff, This is a real big jam. .
Some cars -are -surrounded by other cars so they .
can't get out.
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Group 0-A

subject #10 - reasonable inference
but explicit response not ach1eved

Well they would héve té wait because they couldn't do
anything because/ ‘of some of the cars jarked and every-.
thing. So they" would have to wait until the shopping -
centre closed, till everybody .tried to move out.

Group 0-H .

subject #15 - reasonable inference
but expTicit response not achieved

Well it looks 1ike someone has piled up the entrance
gate, and like ...the best thing to do is like....he'd
get his car on the way And then the first one wou]d
back up and then they'd go out and then would go out
the door - JUSt 1ike that like 1n all in a line. And
that's what I'd" do

Eﬁpfession of relationships. A survey of number of expres-
sions'of.re1ationships using inference which contained clauses pointed
" to few in number by all subjects. There,were indications of a fewer
number of such sentences for the younger groups than for the older
ones. A re]atively detailed ané]ysis was’done of the'reSponses in
question s1x with regard to the use of c]auses in the express1on of
re]at1onsh1ps in order to prov1de a samp1e of individual and group
performance in the expression of re]at1onsh1ps using inference.- The

apa]ysis revea]ed these results: ;'fﬁff*ﬁ

VLA Y-H 0-A 0-H

Total number expressions of =~ . 7 o -
relationships containing ' o , -
clauses: 6 8 9 * 9
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The results for the younger high language users and the older groups

were somewhat higher than the ones for the younger average language

users. The relational words used in these responses were: '"that,"

fL," “becausé,“ "so," "before," "what," "like," funti]," “except,”

and "where."

¥

I]]ustrat1ons from question six are provided%f expressions

of 1nferred re]at1onsh1ps wh1ch conta1n clauses. The illustrations

also show an increase in information carried by the sentences of the

older groups in comparison to the ybunger groups.

Group Y—A.

'Group Y-H- -

Q&—.

"Probably start gett1ng some sort of p]ane that can
carry cars and probahlj ~st1ck it under a car and
11ft1ng it over to angther place."

"If they couldn't do that, I don't know what they'd
do 1}

”They want to try and get out but they can tvcause
all the other cars ark around their car."

"They" re try1ng to get out of this big jam, 1f they
can - wh1ch T doubt."

"Well try to get a few cars out of the way SO some
other cars can get out."

LN

-"Probably a-. coup]e of cars cou]dn t help that they .

have a 11tt1e crash "

-« "Let the front quy cars go f1rst before and of the
.. other cars start."

,’“There s’a traff1c jam and I'm try1ng to decide

what they are going to do."

-
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“If they were in a parking lot, maybe some “of "them
could - 11ke the outer one cou]d maybe try and .
drive away.

"They will try and move. the cars so they can wa]k
around in some space.

»

"And then they'1l probably have to sit and wait for
the other cars to clear out before they can get
the1rs out.'

"So they would have to wait until the shopp1ng cen-
tre closed."

"It's an older part of the city because of the
1ighting and colors.”

"“They're going to hide in the cars until it is c]ear
to go 1ike so the police won't catch up with them.'

"The people will probab]y have to wait until every-
body else leaves the parking lot." ‘ ,

"They might -walk home and then 1ater on that night
they could go back and get the1r car, if all the
cars are gone.'

“ "There's only one way I can think of is by getting

a coupie of license p]ates and asking if people
could move their cars.

"If there is a road there, 1t S 0.K. but it's qu1te
hard to see if there is one.

"I don't see a way of getting it out of there except

. there is a road and people move their cars.

"Well, it seems ‘to me that these people are 1ost and
they can t find their car.

“And they're walking around trying to find it in
this park1ng Tot, whatever it is where a11 these
cars are." "’

B
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"Well, . I'd say they'd be pretty angry and confused
cause they wouldn't know how they'd get to their
car and they may forget where it is cause all the
cars are parked in there."

2. Second Level Analysis

The second level analysis investigated the quality, and the
quantity to some degree, of the responses elicited by the basic
query in a question and the additional queries in the questions. The
analysis focused on performance involving use of the clues for the
responses to questions 6ne and two; alternative inférred ideas in
'questione four and.five; and expression of feeling in questions three

and six.
©

Object in a given circumstance._ The second question in ques-

tion one,_the car‘accjdent, requested the individual subjeét to state
the clues which had been used ﬁo tell what happened in the picture.
Tﬁe phrases identifying the clues in the individual responses were

~ summarized according to gfoups in Table 5.49. The most sfgnificant
pq}tern in this table is fhe greater variety of clues in the responses
of the older groups than in those of the younger groups: fThe,use of
words in phrases also tends to show a trend toward greater precision
end more content‘for the older groups. Two responses ih_Group Y-A
g%int to the developmental factor of a continuing tendeﬁcy to identify
differences in responding to a question: "both doors wouldn't be

~open" and "the hood wouldn't be up." | :
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Table 5.49

Summary of Stated Clues:

A\

Picture of Car Accident

by Various Groups

Group

Y-A

Y-H

“trunk's up"

"doors are allhopen“ o

"a police car is,behind it"
"3 cars" *

"bridgerailing" *

"a road"

"hoth doors wouldn't Be open”

"hood wouldn't be open"

in"

“car spun around"

“this one and that car smasﬁgg‘

i
i
|
|
i
|
i
?
|
|
|
]
i
!

“that car had all the doors dpén"
"windows" (open) !
"car doors were open”

"cars stopped around the car”
“front hood was qp'{‘ | @

"some cars crashed"

“tire's down"

* Irrelevant clues



Table 5.49 (Continued)

»

Summary of Stated C]ues
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Pijcture of Car Acc1dent

by Various Groups

Group

0-A

§

0-H

"headlight is out",

"it sort of slants down"
"both doors.are open"
"hood is up"

"trunk is up" )

“front looks b;étty'smashed up"
(back car) - .

"man standing beside car"
"cars are badly smashed"
"a man beside the car"

"man inside th$ not so badly
smashed car" -

"man beside car ... policeman"
"cars on the sidewalk"

"back is hitting against the
rail”

"car ... stopped over there and’
smashed up"

"police car stopped down the road]

car --- beside the railings"

3

. all smashed up" " -

"car is stalled"

)

"opened up the rooﬁ{of ‘the car”

"people gotten out' .

"checking car" o o

“1t'sl. . open"
"cars badly bashed up"
“doors . are all swung open
5 ﬂre ﬁﬁ] over the place"
”‘“éaragdhn‘t usually go on sidewalks"
"position the cars are in"
"trunk was up" '

"something like a police car"

"from past experience" *

e

* Irre]evént'C]ues
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Ind1v1dua1 persons in a given c1rcumstance The subjects were

required to identify the occupat1ons of three d1fferent peop]e and to
give the c]ues which they used to make the inference. Tables 5.50 to
5.52 show the summaries according to groups of the 1nferr§d occupa—
tions for the p1ctures of the teacher, the. plumber and the model,

and the stated clues -used by the subaects to identify the occupa-
tions. ‘

An.examination of the stated occopations reveals little dif- |
ference in the groups regarding the inference or the nords used to
identify the teacher, with é?e exception of two irrelevant responses,

(F;aringvoictdres"w(Group>Y—Hj?and “drawing” (Group 0-A). With regard~
to the plumber, thereﬁis a‘progressive change from unstable inference;
and'nse of words in stating the occupation to more decisive ones from
Group Y-A to Group Y-H to Groups 0 A and/ﬁrH as ref]ected in the
following:

"fiies sinks" or “f1x1ng/fo:;ets anAKsinks and th1ngs .a plumber"
(Group Y—A) to "bﬁ f1x1ng people's taps and th1ngs"'and "by using a

'wrench and some kind of mechanic...“ (Group Y-H) to "a plumber 1ooks
1ike" (Group 0-A), to "a plumber or a carpenter” and "could-be a
plumber" and "maybe a p]umber or mechanic" (Group 0-H). A'%ﬁmi]ar
pattern to that of the plumber is evident in the responses for the
model showing considerable contras% between responses such as
"ba]]etter or "gymnastic thing" in Group Y-A, or "some k1nd of gym-
nast or ballet dancer" in Group Y-H, to "contemporary dancer,

“classical dancer,“ "ballet dancer" and "model" in the responses of

Q
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Summary of Stated Occupation and Clues: Picture of Teacher
by Various Groups

‘"sitting kear the board"

g Groups .
;e b
Y-A i Y-H
Inference ‘ l Inference
"“teaching" o "teaching French"
"teaching" ' : X "making pictures" *

"teaching French and showing "teaching French”

pictures that children could

say them in French" "teaching"
"teaching"‘

Clues : : Clues
"don't see many big b]ackboards "French on the board"

in a kitchen" ,
' o "showing pictures"
"she's holding up pictures" : B

‘ © "writing ... in French"
"names on the board" ;o _

e W/ "some pictures on her kitchen R
"pictures" ' P P counter" ; 3
"writing on the blackboard" "French words on the blackboard"
“French““‘ s . '  “pictures with French under them"

’"piétures" - ) "holding up pictures”
"holding up some pictures" -~ » "writing on the b]ack’boarqf’1

"writing on the board" .
.lc)

(ST
5

*Irrelevant responses
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éummary of ‘Stated Occupation ahd Clues: Picture of Teacher

by Various Groups
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0-A

0-H

Inference

”teach1ng about k1ndergarten,;

grade 1 or grade 2"

Inference .

. l-r‘teéching French"-

¥teaching"
"drawing" * , .
“teaching French"” N
"teaching” R :
. “teaching” : .
“teaching French"
Clues

'"French words on the black-
board"

"using pictures"
“holding up drawings"
"French on the,board"
“in a classroom"

”stand1ng in front of a black=-
board" =

"got‘1itt1e pictures"
"some pittures"

"French words underneath"

~ ."talking to some people"

Clues

" "writing on the board"

writing is “French"

"on the board someth1ng in
French". -

"a blackboard behind herW
"holding up charts"

"Ffénch words on the bdard“

“myords that are written at the

bottom of the signs"

"in the classroom"

"a blackboard"

"writing on it"

"holding ub sbme,pictures“

o

* Irré]evdnt responses

O



“wearing‘o1d clothes"

- "a lunch box"

"all the wrenchesband'stuff"
“the wreﬁch“v

”fhese overalls"

P

© "two big wrenches"

- ‘ g
{g 23
Table 5.51 ‘
Summary of Stated Occupation and Clues: Picture of Plumber
' by Various Groups
Groups s
Y-A . \ Y-H'
. “; . ha
Inference Inference
“plumbing- "by fixing people's taps
, and things"
"fixing toilets®and sinks and - . : o
things ... a plumber" "by using a wrench and some Lo -
i . : kind of mechanic... a person)
"fixes sinks" that would fix something!
by working ... owns a farm... ‘sechanic"’
helps construction workers... :
might be. an architegt“ ' “a plumber"
Clues Clues -
"a lot of tpo]é argund" . ‘ ~"two wrenches"

wrench here"

"he has ‘another thing"

“"d Tunch box"
"Tots of tools"

“pipe wrench"

~"awrench ... 1 can't’
. remember the big large
.. one, .

it's orange"

"3 Tunch box" -
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Tab1é 5.51 (Cont'd)

Summary of Stated Occupation and Clues:
by Various Groups - . .

Picture of P1umbef.“-

: ;I'J)‘,"" e
_ Groups . wi}_‘°7
‘ ‘ A;Z:’- ¢
: ™ C
0-A 0-H '
Inference Infe%enﬁﬁ
Mby plumbing” "plumber; op/éKcarpenter

"a plumber looks Tlike"

"a plumber and he fixes water

in taps and everything like
that" .

a plumber”

”coqu‘b@f e Tumber”
"maybe; %/ Tumber or something
to d@ JJ building buildings"

"maybe a plumber or mechanic”

"work clothes"
”p]umber's'wrench”'.I

"work c]othes,:overalls”
“wrench beside the couch”
"Tunch box"

“two wrenéhes"‘l

"the working box"

"a monﬁey,wrench"i}
"a'érégcent wren}h"

"overalls"

Clues .

"clothies he's wearing"

“"a lunch box"

“some tools lying there"
"tools to fix like sinks"

"wrench ...

Tike to tighten
pipes? :

; "his 1unch Box"

‘ _
"the way his pants are"

# "too]s\that he has_beside him"

" "monkey wrench"

!

L T
"this here ordinary wrench"

"those clothes"




Table 5.52°

Summary of Stated Occupation and Clues:
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'Pieture of. Model

by Various Groups

. Groups

»

Y-A

o

Y-H

_ Inference
“by doing-ballet"
Ilsingsll ’

- ‘ballerina" or “"could be a
gymnastic thing"

"balletter"

Inference
"a singer"
"dancing”

"some kind of gymnast or ballet
dancer" .

“working in fashion shows"

Clues
“using slacks"
“ "having to use stretch: s1acks
and everywhere on her body
stretch1ng '

"can move her wrist all the way
-down"

"looks 1ike she'd be a singer"
"gym suit"

"has a suit that she uses. for
dancing”

[@]

"way she was dressed"

Clues - -
"and the hand”

"way she's sitting en the stool
and holding the cup”

"dancing clothes”
“gymnast's suit on"

“her f1ngers and her hands

_"she s sort of gracefu]”
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Table 5.52 (Continued)

Summary of Stated Occupation and Clues: Picture of Model -
by Various Groups

Groups

0-A 0-H
Inference Inference
"maybe a contemporary dancer or "a dancer"

ballet teacher or student"

Al

"doing ballet"

"Tike a ballet or a gym teacher"
or "in a sport like polo"

"doing ballet"

"a model"

"a c]aséica] dancef or a ballet
dancer ... or could be a mode1"

"a model or a ballet dancer”

Clues

"clothes -..flexible for dan-
~cing” .

"the way she's drassed"
: "looks Tike she's practicing"
if"béﬁfet suit and leotards"

f%&UngwxaﬁmM

"Tittle sockettes on her feet or’
something"

"very muscular"
"Jeotards -..and a shirt"

\
“"hair short"

Clues

“leotards"

"the way she's dressed"

"the Way she's posing"

"looks vlike she's posing"

"wearing the right uniform®

"jsn't wearing any shoes"

‘"clothes she's wearing"

“the pos1t1on that she S
s1tt1ng in" _ 3
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the older groups. The variation in patterns of response between:the
teacher and the‘ptumbervand the mode1hmayyref]ect the greater CompTer—
ity of the questjon for the plumber and the model.
| With regard to the clues used 1n 1dent1fy1ng the teacher
there appears to be 11tt1e d1fference in numbet and var1ety 1n the
four groups -as shown in Table 5. 50 However, the stated clues of the
otder groups tend to be more prec1se and to give more 1nformat1on
about the clues. '
| The st na'y in Table 1, the.clues used tﬁ fdentitying the
p]umher,shows p'ogressiue.increase from:Group Y-A;to Group 0-H in -
—-—total number =~ clues used by each_group, :The:varéety of clues,
whichiis 1imi ~c to the ava11ab]e c]ues, the wrenches, the c]othes,
and thellunck IX, 1S s1m11ar for each group However the o]der
groups' stated ideas are more explicit than the younger ones
The- ava11ab1e c]ues for the 1dent1f1cat1on of the mode] were
also ]1m1ted There is little d1fference in number of c]ues used by é
-the four groups w1th the exception that Group Y-A mentioned fewer
c1ues The o]der groups seemed to be abte to abstract a few c1ues h
which the younger ‘ones did no§>observe such as “1ooks I}ke,she S
practicing“ and ”sockettes” and “hair short“ and “1sn‘t wearing any
sh . The older. groups were a1so more spec1f1c in stat1ng the
COMIL . jues as ev1denced by such phrases as “hav1ng to use stretch.
slacks and everywhere on her body 1s stretchang“ and "has a suit that
she uses for danc1ng” and "gym su1t” in? the Group Y A- responses,‘

"dancing c]othes“ and ”gymnast S su1t” in the group Y H responses,
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and "clothes ...flexible for dancing" and “ballet sth” and "leotards”
and "wearing the right uniform"kemp1oyed by the older groups. A not-
able comment about the model by a Group Y-H subject was, "She's sort

, e
of graceful.” EY
wr .

Two peop]e in a given circumstance. The secand question in

quest1en three, the injured player, was 1nc1uded to discover how
the subJects in the var1ous groups might express feelings from the

po1nt of view of others in a situation involving inference. In

Table ;5.53 is presented the responses of all of the subjects regard-

“ing the.fee]ings'of the injuhed player. A]] of the subjects, except

#7, made an attempt to infer -how the player might feel. The ex-

'-pressed ideas of how the person might fee] consisted mainly of pain,

'd1scomfort, and disappointment that the spra1ned ankle would curta11

23

a

" the person s activities. In one response in Group 0-A and in two re-

sponses in Group 0-H, the,subjects gave a reason for the stated feel-

. ing of the injured player. The inferred ideas about the feeling of

the p]ayer were genera]]y more developed in the responses of the

o]der groups- than in the younger, ones.

/.
./v

. / ' . - ] ) ) ‘
A‘A character, setting, and event in a given circumstance. The
/

second part of the question in category four, the train and the

f]ooded tracks, e11c1ted from the 1nd1v1dua1 subjects suggestions as °

e

to .what might be done to stop the train if a red scarf were not avail-

~able. The summary of the stated suggestions is presented in Table

5.54. An overview of the suggestions shows a greater
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Table 5.53 (continued)

Group 0-H

#13  "Kind of hard to tell. He might be angry because of the game...
that maybe he has a game quite close or he might be sort of i
pain.... "

414. "Well, 1 don't think she doesn't seem to be too worfied but th
way her head's sagging seems she might be tired."

475 "Well you can't really feel the expression on‘hef face but she's
sort of leaned over so she doesn't really 100k .. well she
looks kind of in pain the way she's all leant over the way her
head is tilted."

"#16 He would's feel too good becausé if he's fallen and he's hurten
his ankle, then it would be sore." '

U~
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Summary of Suggestions for Stopp1ng A Train
W1thout Red Scarf, by Various Groups

Groups-

Y-A

Y-H

"wave his hand qndAye11.stop"

"stand on the tracks. and wave
his arms"

“try to stop it by yourse]f with
your hands"

“start yelling ... and if that
didn't stop him, I don't know 2
what 1'd do"

[ SO SRSEPE S

“run over to the train station
and maybe get help there"

"try and get the water back

into the creek ... build a
dam"

"wave my hand"

"vun across the road .
and try to turn the sw1tch
way _
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Table 5.54 (Continued)

t

;
)

Summary of Suggestions for Stoppi.j " "rain
ithout Red Scarf, by Various Groups

, Groups"

’ b
0-A

0-H

>

"tell someone at the.station and
they ‘could tell them on the
transceiver to stop the train ..
or get something colorful and
then tie it-t. a pole"

"bright color c]othing, he could
use that --- or use his vaice,
yell and scream"

i

"run beside the engine and yell"

"start'waving his hands or get
the engineer's attention some-
how" ' L

w

"try and find something else
to wave"

'yell ... scream ... do some-
thing to draw the person's
attention -.. grab a branth"

"shine a light if it was dark

- or make some kind of noise

and motions"

"take off your coat .. or

piece of clothing and wave
it or ... a stick or some-
thing ... anything that was

available that you could wave"
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conceptuaiization of the urgency of the situation and of what cpu]d
be done by the older groups than by the younger groups. The older
groups also gave more information with regard to their suggestions.
" The question in category four regarding what might have
happened if a man were boarding up the windoWHvaa house yielded a
fﬁumber of alternative inferred reasons for the man's activity from
most of the individual subjects. The‘tota]lnumber of a]ternative.
réaséms tended fo be highest in the older high language users group

and lTowest in the younger average language users .group. These are

the ranges of total number of suggested alternatives within each

group:
Group Y-A - 1 to 2 . ‘«/” 2
‘Group Y-H - 1 to 4 .
Group 0-A - 1 to 3
~ Group 0-H - 2 to 4

“

The stated a1ternat1%e feasdné,fof btoarding up the window 6f
the house by all of the subjects were paraphrased ﬁh note form and
appear jn a summary in Table 5.55. . In édditicn to éuggesting,a
greater ngmbe; of alternative reasons, the Group O-H responses re-

flected greater conceptya]izdtion of -thought and a greater reper-
. : P :
toire of word meanings than the other grodps’, particularly the

younger groups. - i

Peop]e,'objeéts, and an event in a given time and place. The

objective of the second and third query in question six, two men

e
&,

¢
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- Table 5.55

{

Summary of Reasons)for Boarding Up A Window of A House
by Subject and by Group

Groups
o Y-A - ‘ Y-H
subject #1 ‘ _ subject #5
burglars tried. to rob : scould be deserted
: , dangerous house with lots of
subject #2° o : holes
house couldn't be used any-. ' not a very good house
more ‘ . o
cracked -windows are dangerous
Ssomeone might have died or . for kids
somebody might have moved
Subject #6
subject #3 burglars boarding up window
: ) ‘ they broke
could have fallen off '
* Tadder and window might :
have smashed on him ‘ subject #7
o | glass broken and going away
subject #4 i ,
_ ; ¥#-something traggic happened
"might want to go away ' " in house
dégsn‘t have any glass- something inside -
subject #8
. keep the wind out in case of
a storm
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Table 5.55 (Continued)

Summary of Reasons for Boarding Up A Window of a House
by. Subject and by Group

L3

"Eubject #11

fire

- getting old and about to be @
|

“torn down

4
Cf
i

 subject #12
wihdow brokeh

house way not be very good

. anymore

il

" fire in the house

: Groups
0-A 0=H
subject #9 subject #13 o -
~ ball went through the window might be condemned @ ‘
rocks broke the windbw foundation very poor
house might be condemned infested with rats
, could have had a fike
Subject #10 _ . -
' _ . frame of house not secure enough
house might have burned down . ’ :
| e subject #14
'(3yr} .

house might be broken into -
could have had a fire
store's closing down - °

tearing it down

subject #15
fire in the house -

too £§1thy for anyone to 1ive in

subject #16

going to be vacant for a long

(time
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. surrounded by cars, was to tap the subJects facility in express1ng

ne1{ngs from the po1nt of view of others in a circumstance evoking
emotion and the expression of their own feelings regarding the same
circumstance. In Table 5.56 are shown jllustrations of the stated
feelings of‘the two men surrounded by cars by the fn&%vidua] sub-
jects. Table 5.57 provides‘111ustrafions-of'responses regarding the
subjects' own feelings about the'particu1ar circumstance.

As ‘shown in Table 5.56 and in Table 5.57 iﬁe ‘responses’ regard--
ing the feeling: of the two men were genera]]y much br1efer than the
express1ons of the subJects own feelings. Among the resppnses, in
Table 5.56, most of the subjects used the words “angry" 6r "mad" to
expkess the feelings of the’fwo men. In a number of responses, the

dilemna of the situation was 1mp11edbut only two subaects 1n Group

0-H spoke of tle men's bew11derment and confusion about the situa-
tion. "

There was a greater variation in the‘éamp]es of the subjects'
own feelings about the bewildering situation compared with tHe ideas
of how the men fe]t. The responses of subjects #1, #7, #14, and*#15

~ indicated that these subjects hadigqbtu;ed the predicament_of the

. situation. Subjects #5 and #}Shsgéméd to identify with the various .
peop]e.affected'by the predicament TQgre were 1nd1cat1ons of an
attempt to avoid. express1ng the1r own fee11ngs\1n the responses of

subjects #3 and #9. However, number nine’'s response also ref]ected

_ : o -
an attempt to express greater abstractness of thought.
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I11ustrafipns of the Expressed Fe8lings of the
Two -Men In a Picture Surrounded by Cars
by Various Groups

Group Y-A : ,
‘Subject #2 - _ ' >
_ "Sort of mad.”

Subject #4 ", o o

"Mad that everybody crowded them in."

| ) - " Group YfH
Subject #6°
"Badiﬁ ‘ ’
i Subjgﬂ¢ #8 .
“...-But if thgy'can't'(get their cars). they'd feeﬂ/wofse:'

o | Group 0-A":

Subject #10 ‘ '

| "They feel 11ke'theyfi1 néver come here\%gafn, And it's. too
_crowded all the time." : ; ?

o 'They probably feel mad because they can't get their car out
and they might have to be somewhere fast. And they're probably
really angry and they wish that everybody would move their cars
so they can go." " ; . . . .

v
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Table 5.56 (continued)

Group 0-H : T

Subject #14 L | :
"Well, I think they feel qu1te worr1ed - sort of beW11dered
because they probably thought that there wouldn't be very

many cars. And...it sort of seems funny that they woLidn '+
"be able to find the1r own car."

Subject '#16 _ *® f
: ™
"Well, I'd say they'd be pretty ‘angry and confused cause they -

wou1dn t know how they'd get to their can/and they may forget
where it is cause’ a]] the cars parked in there."
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Tab]eféis7

I]]ustrat1ons of Subjects' Expressed Fee11nqs
About Picture: Two Men Surroynced
by Cars’

Group Y-A

Subject #1
"It makes'me-fee] 1ike I'm in a terrible mood- .. not in a terrible

mood--1 mean they ~ust be cause it's so gigantic/and there's so-
many ca - and they're all facing in different directions.

Sugject,

“Tt could make-me feel lots of things. . ... Well, could sort or "

<7

‘make me fee] sort of sad ... in a way. It sort of makes me happy °
in a way. '
Group Y-H
SUbjept #5
Tusad ... cause I don't want anybody ) G- % hurt in that Jam . »Hand
.1 feel"sorry for the children.... Wwhe werz worried about the1r‘pa',\
" father and I feel sorry for a11 the pedple here who are waiting’ for
to get home to do something." v ' S
Subject #7 T ; ‘ . }‘;f‘i

"The picture makes me. feel 11ke I wouldn't want to be in 1t P
wouldn't want to be near the street or park1ng Tot that 1t happened !

v . . ] ,er Gk
i . " %?‘fh/
: el .

‘ Ghoup 0-A. o
Subject #9 e g T

"Oh, not too really good cause ... Yyou know you can see that your
~city and other parts of the world are being ... almost polluted.”

B
-’E;
S : : v
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" Table 5.57 (contéﬁhed)

I

subject #11 . | -
"Not very .good. It makés me feel sad. And ... I feel sorry
for the people who aredoing it."
(This subject's infexted idea about the picture was that robbers
were trying a get-away.) :

Group 0-H

Subject #13

“In describing this picture it makes me feel 1ike I just don't
know anytfiing ‘about it because it's kind of a hard picture to
answer g question like that. "I sort of feel sympathetic for
- that; pgrson trying.to get out because of you know there's so
, many-cafs around and there's no where to get out.”
- Lol ‘ .
Subject #14

"Well when you first showed me it, it sort of gave me a tempor-
ary shock. I didn't know what was going on ‘there because there
was so many cars there. If I was in their position I'd probably
feel just as worried." - ' oo ,
(This example was added to show the use of the vecabulary "“temp-
orary shock" and "if I was in their position.") .

{

-Subject #15

"Well, if that was me-in amongst all those cars, 1 think I'd go
bananas ... looking for my car. It'd drive me crazy almost.
Like I can't stand really like waiting around all i ti
Like IAm patient but I'm nqy that patient to waitjfor/
‘thouséﬁg cars to move out.’ : ST i
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A trend toward greater prof1c1ency in the use of vocabulary

[l
I

and the inclusion of more 1nformat1on about the inferred fee11ngs
_was again noted in the responses of the older groups, especially
| Group O-H, as compared W1th.those of tﬁé;}ounger groups in both
Tables 5.56 and 5.57. |

3. Summary

,The analysis of the responses.in the descriptiVe task -
"Inference" focused on the chi]dren's:USe of inference in the e*-
pression of relationships between various comBinations of objects,
peop]e, and events_in given., c1rcumstances 'ﬂ;here were six descrip-
tion requirements, one for each of the quest1ons in the task. The
nature of the questions necessitated two levels of ana1ys1s.

The first Tevel of analysis was conoerded'with performance
' regarding '"Reasonable Ioference$“ and‘“Exptioit Responses" in. the
various questions. ‘The frequency distribution in the groups pointed |
to the conclusion that the performance of “the average'1anguage users
and the h1gh languade users'1n the two’ age groups tended to be sim- -

ilar in making: reasonab]e 1nferencesaamwthe six quest1ons but the

| o]der'ﬁ:g;j%anguage users showedegreater facility in the explicit
express1oﬁ”€f the relationships. The results did not point to sig- '
nificant differences among the questions With regard to their level
of oomplexity. The older groups appeared to be'more advanced in the

expression of re]ationships cohtaining\51auses than the younger ones

as evidenced in the higher totals 1ntnuhbe<\of these expressions of

I8 v

relationships containing clauses and in the nature of these‘re;fonses.

o B o N
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The second level of.ana]ysis 1nvestigated the quality,:and to
some extent the quantity, of the performance in particular aspects of
the questions: the'stated‘c1ues for the inferred relationships in
huestions one and two; the identification of specific occupations in
quest1on two; the expre551on of feelings from the point of view of
ones own reactions and from the peint of view of others in s1tua—
tions evokiqg emotion in questions three and six; and. the expression'
of a]terhative re?ationsh1ps in questions four and five. The domin-
ant trend in the results in the second level ana1ys1s was, that the
older groups showed greater precision in the use of words and greater\
depth of word meaning, and provided more information ‘about the in-
ferred ideas than did the younger groups. With regard'to the above
factors, the performance of GRoup Y-A was almost consistently the\\\
Towest ahd that of Group 0-H was frequently the highest. Most of the\
subjects attehpted.the expression of feelings, their own and from the \
point of view df StherE “Greater conceptualization of thought by the
o]der subjects was ev1denced 1n the greater variety of clues used in

the identification of some re]ationsh1ps, the greater urgency con-
veyed in the responses re]ated to the train ahd the flooded tracks,
_and in the a1ternative reasons for boardfng Gﬁ the wfnaowiof a house. "
The identification of the teacher and the use of clues in this ques-

tion was the orly area in th1s analysis in which there was not a

s1gn1f1cant d]fference1§g§he/gr$ups
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. VII. .S,lgMMARY

v fIn;ihis chapter, an analysis was done of the language samples
- of average language usérg and high language users in two age groups
for the first five descriptive tasks of increasing complexity which-

represented the skills conceptualized to be involved in the descrip-

tion of objeéts and events: Criterial Prbperties, Selection. of

Essential E1ements;Comparispn and Contrast, Sequencing; and Infer-

ence.

The organization of the analysis and the discussion of'the
findings of the indiyidua]/taské varied according to the description -
requirements for each task which were éstab]ished Tn'theAconstruc~
tion of the research 1ﬁstruﬁent. The requirements'formeq the cétej
gories fqr analysis of_most tasks. These were the major cétégories-

in the analysis of the individual tasks:

5.';;‘ 2

Criterial Prdﬁé?ties

1. Categories of Meéning
2. Part-Whole Re1atioﬁs

i

3. Qua1jtat1ve Lfvels Within Categories of Meaning.

Selection of Esséntia] Elements

1. Description. Achieved _ ' f\gﬁ
- 2. Essential Elements

3. Qué]itativeuLeve]s Invaeech Behavior
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Comparison and Contrast

1. Organization for the Task «
2. Quantity and Quality of the Abstracted Features

- Quahtity of abstracted features
- Quality of abstracted features

3. Exprestion of the Relationships Among the Abstracted
Features.

Listed abstracted features

Reduced comparisons

Statements of comparison

Relational terms and comparative words

!
' \ .
-Sequencing A\

1. Arrangement of a Logical Sequence of Actions

2. Sequential Relationships in Preced1ng and Subsequent
Stages. |

1

Inference .
1. First Level Analysis
Use of 1nference,in_expression of re]ationshipsdbetwéen:

- objects in a given circumstance -

- an individual in a given circumstance

- two people in a given circumstance

- a character, setting, and event in a given c1rcumstance v
- people, obJects, and an event in a g1ven t1me and p]ace

2. Second Level Ana]ysis

N

- quantity and qua11ty of spec1f1c responses e11c1ted by
part1cu]ar questions. o

The criteria for analysis of the var1ous categor1es were de- ﬁ}df

termined by the task requ1rements of the 1nd1v1dua1 sk111s and by the

&

'_spec1f1c information in the responses., The analys1s focused ma1n1yp :

g

on trends <in frequency distribution, qualitative.patterns, énd'thé7”
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nature of the speech behavior. The data were examined mainly for
trends and patterns in the four groups,-  the two age groups, and in
the average language and high ianguage groups within an age group.
Paptérns were noted in the performance of 1ndividua1svwhenever théb
findings painted in that direction.

The Eategories and criteria established were validated with
reference to two‘experts. The validated categoriés and criteria

were then judged for all responses by a second judge and any dis-
agreements resolved. _ B |

~In the findihgs, the treﬁds and paftgrns in frequency dié—
tributibng poinied to growth in the concréteQabstract dimension;
the qualitative levels related to either the concrete-abstract or
the ihp]icit—éxp]iéit dimensions, or both; and the examinatioa‘of
the speech behavior identified growth patterns in the implicit-
explicit dimension. Each descriptive task yié]ded‘specific infdr—
matidn which was either obscure or absent in the others. Detai]ed
summaries Qf the findings in each descriptive task are provided at

~the end of each section, sections two to six.



- - CHAPTER VI
'ANALYSIS OF DESCRIPTION AND STORY TELLING

“In this chapter is presented the analysis of the'final two
desckiptive tasks of_the research instrhment,, "Descf1pt1on" and‘
‘:“Story Telling," the functional language situations. The chapter '

consists of four sectioas.~ The categories and criteria used in the
analysis of “Descriptioh“ and "Story Telling" are discussed in sec-
tion one. , Cdse studies of two subjects are presented in sections
iwouand'three. The discussion in section four is a synthesis and
summary of the two case studies.

A detailed analysis of the language samples of the sixteen
subjects wae not done for the final two descriptive tasks. The sam-
ples of two chi]dren's.1anguage‘behavior in ”Descripfidn” and “Story
Te]]ing“'were‘subjected to analysis 1n;the,f0rm of caséée?ddfes.. In
each of the two case studies, the findings of the ana]ye%e"of the
description and the story were related td the ehi]d'sﬁger%ofmancevin

the first five descriptive tasks with regard fd the 1hformation ree~f
v N ,

-

4

vea]ed.about the chi1d‘§ oral 1anguage power. :':
The cr1terLa for se]ect1on of the: two ch11dren for the case
stud1es were: one subject from-each of the two extreme groups, the ;
younger average 1anguage group and the older h1gh 1anguage group, -
and one subject .whose descr1pt1ons and storTes appeared to be f]uent
but lacking in contro], and the other show1ng cons1derab1e contro]

, N -
- Subject #1 and subJect #14" were se]ected fo? the ‘case stud1es The

".
\
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description and stories of squect #1, who represented the younger
averdge Tanguage group, were relatively f]uent but notably lacking
in control, whereas those of subject #14 showed the greatest control
'of the older high language users. For the purpose of the present

case studies, subject #1 was given the fictitious name Earl and

subject #14 was named Rod. &
I. DESCRIPTION AND STORY TELLING

Description is a language strategy which 1is important_in,ainost
"all situatiofis (McFetridoe, 1973a). The objective in including “Descrip-
tion® dnd "Story Telling" in the research instrument was to discover
the subject's strategy in description in the functional communication
situations of describing an event and te]iing a story. The subject
was instructed-to- choose and to describe one of three pictures evok-
ing emotion which incduded people, objects, and an-. event  in a given

2

time and place. The pﬂttures were of a fireman fighting a b]aze,

poiicemen forming a ba.ﬁ

jche for a crowd. of people; and a young girl,

surrounded by chi1dren3: ying an autoharp outdoors The same three

pictures were used for “%;4ry Telling." The directions were to choose

S

and tell a story about oné®f Kthe pictures. ) -

The description.req&, ments formed the categories for analy-

sis. The categories 1in “Descniption" were number of relevant ideas,
organization of the description, and expression of reiationships.
Snortum (1967) has said that to describe the thinker writer (speaker)

must want the Tistener to see something as he sees it and misuse of
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deta“i « have a cripp]ihg effect on a description. 1In the analysis'
witiin . categories the question to be asked was, Did the descrip-
tion rer :sent what was perceived by the observer? Any additional
infor = ion which did not serve the burpose of the image in the pic-
tur 5 rated as irrelevant ideas. |

Story Telling is essentially narrative, the recounting o%
events, actual or imaginary (Snortum, 1967, p7“145). According to
Snortum, dramatiiation of a theme distjnguishés fiction from.ﬁ&n—
fiction. Dramatization requires the te11éfﬁgf the story to enfér
imaginat19e1y into the subject of the narration.. In "Story Telling"
the categories for analysis were: tit13,5p1ot, organization of the
story, and expression.of re]ationships. \The basic criteria for the
categories in'thé stories.were as follows:

a. Did the'title reflect the mafn idea of the story?

b. Was there an 1maginafy element in the plot and was the

iplot clear? -
c. Did the”organization 0. the story consist of én introduc-
tofy sentence,vsequentia] arrangement of ideas, and a
concluding sentence?
d.  How many expressjons of relationships contained clauses?
These were the déécriptionS'and stories of the two subjects

selected for the case studies:

Earl

L]

Description:

A car pr@bably had an .accident.. Maybe a truck.
It must be a car or truck cause I can see the doors.
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b

‘ And t@e firemen are there cause ~the- ga5011ne tanks

are leaking and it got' smoky and it jugt blew up -
probably into flames. -And 20w the Tirgmen are

.xtrying to put it out calse it's prgbabiy near a

bu11d1ng You can see a window right yhere. And. .
there's just some’terrible flames . Ahg it could
even blow up again. That's why it'S 3p dangerous
to be a fireman. ’

THE 3LOWN up TRUCK

Once there was this drunkem man dr1V1ng and .he was
in...o.. And he Tike a1l Indians” in ... vere all
drunken. And, well not all but mgst Quuse they're *
always after booze and they're aly D0Qr. . And these
men was probably stole a truck ang Dprab]y smashed
into something or someone...not prodal1y something.:
And..... the thing must have gone tp pleces. The

gas tank started leaking. The map drgpably was very
badly injured. And the gas tank \sS leaking and

fire started the - I mean the ..sgn® {as started com~
ing out of the engine of the wnee}, And the wheels .
the person slammed.on his brakes and tne wheels
burnt. A1l of a sudden just as hg §0Y out it just
biew up into pieces. -And there werg tlames every-
where. And the firemen were there, ind ....I vas
across the street. And it was reglly fun just
watching it. And it was really excitying.

the part of the subject t¥t to reflect the yyung child's
ycentricism, his narrow perception of the v'idyr world.)

iption:

in this picture a...fireman with  blyck hat and

a black coat is holding a hose it Seéys and aiming-
it at the fire which is just in Fyont of him.  And
sparks are flying in front of his faCy. [ And.

the background it szems tp me-an jronm door behind
him and a window of a house.. And, ..-the fireman's
also sort of got his mouth Open And’it seems to
ne that it may be a little bit C01d O that day

“
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reference to Indians was cors1dered not £o '\e dwscr1w1natory :
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Story: - e _
JAN'S MUSIC PLAYING
Jan was grow1ng Up.  She was about 18. And she Toved
. to play.- inStryMenys. .And she loved....this instru-
L ment that it's ¢Ort of like a mandolin in a way. And
- its got Str1ngs and when you play different strings,
it makes different gounds - higher and lower. And she
wanted to play it for.all kinds af kids. And so one
~day she went oyt and sat on:a chaiy, and started play- .
ing different songs, And all the: ch11dren came around
and -....l{stened ty her. And they started laughing.

And One gar1 was SQ happy and excited she started pat-
t1ng‘her And the player seemed very happy too.

IT. CASE STUBY NUMBERAONE

Earl was a spOntaneouS hoy, age nine years two months 1n
grade three, of average abiljty accord1ng to group I Q scores.‘ he-
was rated by the c]asSroommtgéchgr‘to'be_an average language user.

" He wes'enthusiastic aboyt thé various qqestiohs which were presented
to him. However iﬁ was noted 1p both interviews that he had dif-
ficulty chusingIOn the'rquiremghts of some of the questions and
frequently 1h§tFQCtions had:to he repeated.
1. Ane1 sis pfiﬁer%ormance in
, Description and §tory;¢
Ny elling A

1LEar1's description apbeqfed not to heetlthe criteria of the
first two eategprieé Tn-the'des§ription of_the picture. - His ideas
were reTevaht in that he.identitied the central jdea‘of the piptufe
and the baeic detai1,\the firamyn and the flames. The attempt tb
" infer the obscurefdetai1s, thie Window and the car door,pseehed

reasonable. - However-, the~infer§nCes as to what might have happened,
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what could have- happened, end the»ctinching.statement; "That's why
it's so dangerous to be a fireman,! had a distracting effect with
vregard to what wasqg1ven in the p1cture and the 1Og1ca1 orgamzatmn~
of the description. For the most part, use of words and sentences
was,re1etive]y precise. There was’ a hint of 1mp11c1tness of shared
content assumed in the,sentence, "You‘can‘see a window right there."
His descrtption contained,four sentences expressino causal re]ations.
In one such sentence, he did not succeed in‘stating the re1ations
e1ear1y “And the f1remen are there cause the gasol1ne tanks are
Teaking and 1t got smoky and it just blew up, probably into flames.'
The title of Earl's story “The Blown Truck“ set the stage
- forthe main idea of the story.” The theme seemed to be based on
" actual fact but contained an element of imagination. :His introduc-
tion, "Once there was this drunken man driving and he was in e e
and the ending, "And it was rea]]y exc1t1nggQ were 1nd1cat:;e/0f an
understand1ng of these requ1rements in story telling. The p1ot
tended to be unstab1e due to the elaboration on people's oroblems
and failure to achieve a logical sequ:;ce throughout .The. folldwing
confusion 1n sequence and 1in use of words were espec1a11y d1ff1cu1t
to comprehend, ”Andnthe gas tank was Teaking, and fire started. 1 “
mean some gas started coming out of the engtne of the wheet.” Other;
wise the story did not revea1 any marked d1ff1cu1ty 'in use of words.
The,sentenges were ma1n1y simple orvc0mpound. The story conta1ned -

~

two state@énts expressing re1atfonsh1ps.
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What did these two, functional language tasks reveal regarding
Larl's language power? He had Timited success in the functional uS%§

.

of language. His strengths appeared to Be in conveying an elemenf
of interest, achieving f?uency to some degree, identifying the whole,
not1ng the ‘1imited deta11 1n the p1cture, and -an understand1ng of
some of the requ1rements in storyvte111ng but he had d1ff1cu]t1es in
focusing on the requirements of a description,’especia11y 1n‘the‘use i
df_inference,'and;in the Togical deveTonnent.of the plet ofihis sfdryf
Faciﬁity with words in sentences was unsgable at times; There were
few indications in these 1enguége samp]es regakdingfdeveiopment of
the:basie skd]]s~invo1ved ﬁngdescription, and'his scope in the dbser—
vatﬁon of attributes in cdnparison’qnd COntresf, and in seqnentia]
and inferential thinkingi‘~The {nformation in these/1anguage-samp1es
_was 1nsuff1c1ent to determ1ne the factors wh1ch 1nh1b1ted Earl's,
strategy in’ descr1pt1on and story te111pc, the funct1ona1 1anguage.
’situations. ‘It is noted that the demands of the oral response gave
o Tittle time to p]an’his strategy.

2. Performance in the First
‘F1ve D@scr[pt1ve Tasis

A rev1ew of Ear] S responses in the f1ve descrwpt1ve tasks

4

poxnted to strengths on which to bu11d in instruction, to specific

\
" inhibiting factors 1n ora] 1anguage productwon, and to qua11tat1ve

1eve1s of responsev,

LT

‘ Strengtns on which to buildi Earl's quantity,of language
| ¢ production appeared £0 be_j% 1%ne:w1tn his age groupgrand well. above

4
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"

it in several instances, in the 1dent1f1cat10n of categor1es of mean-
ing, spec1f1cat1on of the parts of the stimuli, abstraction of common
features for compar1son, 1dent1f1cat1on and sequencing of act1ons to
be taken.in the case of a friend with a broken leg. His ideas were . -
‘reasonable with regard to the requirements of the questions. In the
first. task, his 1dent1f1ed categories of ' mean1ng were similar to the
catzgor1e; bf meaning common to all four groups. Add1t1ona1 cate—

gor1es of mean1ng were texture, compos1t1on, and’ we1ght of ‘the but-

ton; compos1t1on of the dog, and actions of the dog and horse Q§

Inhibiting factors 1n 1anguage production Earl's difficul-

t1es in his 1anguage product1on pointed to an 1nstab111ty in operat-

ing with his jdeas in the following ways:

1. He did not meetithe criteria for selection of the significant

| eTementslfor“Notice: Gép Fodnd“ and "Ad: Dog Lost" because he
faiTed to fdeus on the language job; to organize for the job, to
select the sbetific from the qehera], and to infer that in order
for\the losers of the 1ost 1tems to regain possess1on of them
there wou]d have to be some 1nd1cat1on of where the item was —r

, found or where it was ]ost and whom to cdntact

2. His organ1zat1on¢ofnresponses 1n the compar1son tasks consisted,

_of predominantly D/S sequences (differences noted\fihst and thenﬁ

¢

similarities) which suggested Consideréb]e dependence on speci-
fication of d1fferences in h1s categorizing behav1or "

. . In. compar1son a]though he produced numerous comparat1Ve state-

ments for the common abstracted features, he mere]y 11sted some
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%
features in questions two to six. He tended to list isolated
“features almost exclusively inAthe multiple comparison question.

4. His comparison of a birthday and an anniversary was baséd on a

concrete example: ”A’birthday is when 1ike suppose I met a
Clittle boy who‘was ée&en and he was just turning eight today"
‘thgt would be a birthday..." *

5. Heqachieved the chfono1ogic$ﬂ'arrangement of sequential actions |
but was not successful in speaking of the sequential re]atibn— /
ships in preceding and subsequent stages ref]eéting‘deve1opméntal
problems with temporal relationships.

6. His_expressiohkof meaniﬁg was notably lacking 1n’focus:ahd ex-
p]ic{tness whenéver inference requirements were specific. For.

.example, the plumber was idéntified iﬁ this way: "He probably
earns a living by working. And he probably owns a farm.' He
probably helps construction workers and helps make buildings.
Might be an architect with é constructi&n bu%]dingz“ uHié'ident-

) . " ¥
ification of the model was reasonable but he ramb]ed on for

three ‘or four sentences %n what is required in becoming a.ba]]et
pancer. _His stated clues used in’identifyjng the ballet dapcer"
were, "Well she's using#slacks. And they have stretch slacks.
Agd'?11,--— every where én.her body is stretching.l You.cgn see.

Q

‘that éhe c§n moVe her wrist all the way down...:."

? ’Qhality of responée. In the analysis of qualitative Tevels

of words, Earl's speech behavior tended to rate in the implicit range.
- He was.stronger in using language structure. to, express relazionships

\



than in the use of words as 111usirated‘ipfthésg'sﬁaiémentSf
"It's got e]astic‘rim'around the Back,sé it'11}brobéb1y-fit;eVery—
" one." (Part-Whole relations) -

"And the front is made of cardboard." (Part-Whole relations)
"1'd say the jér would be heavier than. the bell because there's more

vthings}in it and they make it more heaVier." (Comparison)

—~ Y
\\%Proba'1y carries«]ots more things except this.wou1d carry cargo;

r

\Wj
/TTFB uld carry peop]e (Comparison)

“If my friend broke my leg, I'd probab]y see if it hurt anywhere.'

(Tentative)”

5 o~
i 4

“fnd then I'd quickly run to the nearest house to me and might ask
"if I can borrow their telephone:"  (Sequencing)

~ The observation regard#ng Earl's Tinmitations in use of words

" was supported in the anaTysis of the categories of meaning in the

Co

first descriptive task in"which his resporises were rated mainly im-

p]iéit - some were implicit-explicit.

3. Summary BT ' : . ' -
The five deScriptiVe tasks served to provide a much more
comprehensive evaluation of Earl's 1ahgﬁége power than did fDescrip—
tign" and "Story Telling." They poinfed to strengths in the cogni- -
tive processes and language product1on, and to specific 1nh1b1t1ng

factors. The ]atter were noted to be related to concreteness in

'funct1on1ng in several areas of the basic cognitive skills and a

tendency toward impplicitness in word mean1ng. It s pos1ted that

these inhibiting factérs in functional use 6f'1anguage are partly

-

7
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(p. 122) Smith et al (1970) suggest that along with neuro]og1caT”
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1

due to being nine years old. Jackson & McFetridge (1972) in refer-

ence to children's apparent weaknesses reflecting their age suggest

 that becéuse of their age children lack sufficient experience,-both-

rea]»e&perience and experﬁence éade signifieant through language, to
Wake exp]ici}~§he meaning they intend fo share (p.'2). In Piaget &
Inhelder's (1969) system of decentering, Eaf1zis more or.1ess midway
in the long transition period, from age two to twelve, from subjec-
tive centering in all’areas-to decentering eognitive1y and socja]]y
(p. 128). According to?Ausube] (1963);>Eak1fs 1ack-of'exp11c1tnessi

and precision is related to the unsystematic, nonanalytic apprdach

_ \
character1st1c of\the elementary school chﬂ!ﬁ s cognitive function-

ing, the pauc1ty of higher- order concepts ‘and transact1ona1 terms

deve1opment ch11dren will move from one stage of comp1ex1ty to the

%

© next depend1ng on richness of experwent1a1 background and qua11ty of

dijalogue with adu]ts (p. 116). It might then be postulated that

e . e . : = N
\{§§r1's instructional needs in the area of language would be the pre=

vision of experiences which allow for expansion.oﬁ his strengths and
a build-up of the areas of weakness in the bas1c cogn1t1ve skills
and word mean1ng

III. CASE STUDY NUMBER THO

.~

A
)

" Rod was age twelve ,-ars two months in grade 6, above average
intelligence according to gkoup I.Q. scores, and a high 1anguage user

as rated by the classroom teacher. He was:poised,‘Yeserved, and ‘;
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i

rather nonchalant in the interviews but aﬁways co-operative ‘appearing
to try his best in the tasks which were presented. vﬂhenever he was
not sure of the 1nstruct1ons, he made a point of estab1ishing what
was required before g1v1ng a responsegh His stated opinion regarding
the tasks was, “We11 I thought at first I didn't know, what to do
.>They were exciting and fun..... I1t- made me think all the time."

1 Analysis of Performance in
Description and Story

e111ng

_ Rod chose to descr1be the p1cture of the fire and met the

Criteria established for the task. Each sentence;ref1ected an-at-
'tempt to tell exactly what was g1ven‘:thé obvious and‘the ooscure?

the fireman, the black hat and black-coat, the hose, and the sparks,
and the posswb111ty of the 1ron door and the window in the background.
He attempted 0n1y one inference as compared to Earl's numerous infer— .
ences: "And it seems to me that it may be a Tittle b1t co]d on that .

~day." This inference, too, conveyed the possibi]ity of the observa—

t1on.of an apparent clue in the p1cture The descrwpt10n for the’

most part was 1og1cal1y deve]oped One statement seemed to be some- v
what out of sequence, ”And the f1reman S a1so‘sort of got his mouth
open " Two sentences express1ng re]at1onsh1ps conta1ned c1auses

The desc. 1pt10n of Nhat was perce1ved was exp11c1t through the use

of'§$ec3f1c labels and suff1c1ent 1nformat1on about an idea. nThe'

seem ner - an irorf door behind h1m and a andow~of a house

Wt : -
R

o N . R ¢ '



268 -

Rod'$ story also met the criteria in most instances for
"Story Tél]ing“:‘ the title which gave the main‘idea,‘a clear plot,
an introductory sentence, a sequehtia]_ordef of the.ideas, and a |
,conc]uding sentence. The introductory sentence ihbitse1f did not
give direction to the plot of the story, but Rod managed to synthe-
‘size the deve1opment of his ideas in.such a way that 1n the final
_'anaHys1s the sentence, "Jan was grouung up. " served to add to the
effecﬁ1veness of the story. On1y two sentences contained clauses.
The ¥a11ure to state oné of these sentences succ1nct1y was possibly
"lrelated to,Rod S d1ff1cu1ty in 1dent1fy{ng the 1nstrument Tﬁé\uée
of words 1n sentences was genera11y exp11c1t However, the 1mag1n-v
ary er‘ment of the. p]ot was weak in Rod s story possibly due in part
to the 11m1tat10ns\of an ora]ﬂpresentat1on of a story which did not
at1ow for pre-planning of a:strategy,apd to the limitations of the
st1mu1uS& | | |
/ﬂ e‘The econom1c -.use efw1anguage 1n Rod S descr1pt1on and stofy)
)pay haVe ref1ected the above factors to some degree However,_the
amalysis of his performance§1n these funct1ona1 tasks revea]ed them
. <0 be compact and to carry cons1derab1e jnformation, indicative -of a
fe]atiyéiy high deéree:of 1an§u§ge power (Smith et a1,41970, p.'172). :
In the final analysis, both samples of Tanguage‘provided,Wimited in- -
formation about theneeope;of Rod's abstractneés of thought andithe
. . R

scope of his language competence. . P ' e

i
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2. Performance‘in the\Eirst
Five Descriptive Tasks

SN o '
Rod's respOnSes”in the first five descriptive tasks were

characteristic of an . economicai use of 1anguage as noted in his des-

cription and storJ of the pictures His tota]s for a number of cate-

gories .of meaning in the first task and for number of abstracted
‘features in the comparison task tended to be below the mean scores -
of his group,' These depressed numbers were seen to be 1nf]uenced
1by the simple task-requrrements 51nce the abstraction of common fea-

tures 1n the more comp]ex comparison questions were apprec1ab1y

greater The notab]y greater number of ideas in" the more comp]ex

;‘questions suggested that questions requ1r1ng greater conceptuaiiza-'<

tion e11c1tedmore 1deas from Rod TR v » ":- .;xaj_ y

1.

In this case- study, the different approach to. the ana]ySis

of Rod S performance in the first fiVe descriptive tasks to that of

“Eari S was determined by the nature of Rod S responses Rod S per-d
‘formance 1n the first five descriptive tasks 1s rev1ewed in the 11ght

B of 1eve1s of abstractness and 1eve]s of exp11c1tness in ora1 ianguage_

Zproduction

.

Leve]s of abstractness Ev1dence of growth in abstra}tness‘

'”‘and continuing 1mmatur1t1es in Rod*s cognitive iunctioning were noted

‘3

in: these resuits

t;]. 'Immaturities‘were manifested‘in Rod's appargn} difficulties in

the descriptive task "Selection of Essential Elements" in which
/

‘he did not meet“the criteria of the task requirements in one

a

v
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quest1on and rated “a1most“ successfu] in the othef response

The inhibiting factors for Rod were fa1]ure to suéta1n organiza-
tion through the task, to 41scr1minate the specific frbm the |
genera]; and to 1nfer‘thelneed to state where the items were lost ‘
and whom to contaet<§n order to gain possession of them.

A growing ability in the use of simi]arities,as.opposed to com-

" plete reliance on discriminating differences in categorizing was

noted in the way Rod 1nterspersedgthe'identification of differ-

--ences and s1m11ar1t1es of the abstracted common features 1in the

/ .

- of a number of abstracted features rated conceptua1 in each ©=r

3

\\]early stated def1n1t1ons in the compar’son of a b1rthday and an

first four comparison .questions.

Rod demonstrated abstractness in thinkingfin‘the identiticatiop
i 0

the last three compar1son questions.
A re1attve1y abstract Tevel of'tunctioning was. revealed in his
successfu] comparison of three abstracted common features in one -

comparatnve statement

.y The presence of abstractness 1n th1nk1ng was also ev1dent in h1s

-

ann1versary : “And they re d1fferent because you ce]ebrate d1ffer-
ent th1ngs for a b1rthday is when you're born. and- an anniversary
s when you're marr1ed " ‘ | v

His successfu] expression of sequent1a] re]at1onsh1ps 1nvo]v1ng

preced1ng -and subsequent stages was 1nd1ca;§ve of approach1ng
\J

mastery of tempora] re]at1ons.
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7. In the descriptive task “Inference," Rod's number of “reasonab]e ‘
inference" 'were in line with those of his group but there were
indications of a notable instability in this area in a number of

. <
responses.

Levels of explicitness. Rod's responses for simple ideas

tended to cluster in the range of explicitness in the quaﬁitative an-
alysis of his speech behav1or Apparent d1ff1cu1t1es in 1anguage
structure occurred in express1ons of conceptua11zat1on of thought or
in attempts to emp]oy_comp]ex structures.

In the qualitative analysis of the categories.of meaning in
the f1rst géscr1pt1ve task, the ma30r1ty of Rod's responses were
'rated “exp13§1t . For example, for ‘the button he said "buttoning up
coats” and "%as a hook for the thread to go threugh and hook onto
the coat.” #he de.cr1pt1on of the cap included: "There's a rim that
3comes out té form shade." and "It has d1ffer%nt holes....to make air
come throaéh so you won't get all sweaty." Compactness in speech be-
hav1or was noted in this statement, "A horse can be ‘different shades
“of colors - bTack, brown, wh1te and spotted The above examp]es
a]so show his’ fac111ty in express1on of part- whole re1at1ons

The high 1nc1dence of use of comparat1ve»statements employing - |

[

either comparat1ve words or re]at]ona] terms in’ the compar1son tasks &

L R 6

was indicative of Rod's Tanguage growth “in exp11q1tness" However, .-

his structural difficulties ihter%eréduw?th precision in cOmmunjtatég

"ing his ideas. The following are some examples of the way Rod em-

p]oyed'comparative.WOrds and relational tefms; :

£
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"Flour and jelly beans are the same in the manner they both
can be used for cooking - jelly beans for decoration and

cooking.™" : /)

"And the refrigeratdr service truck has a box sort of carry- o

ing‘thing that'd be at the back attached and the bus in one
. Whole_sort of one whole object." | o . .

"They are both edible." |

"They are used for different purposes."”

"They (birthday and anniversary) celebrate a certain fhing.“

“They (ants) would probably see the diffenent shapes and °

probab1y notice that one would be more s]1ppery than the d??

vother ' - j ‘ v

Rod's sucCessfu]land unsuccessful attempts to express a rela-
tively high degree of abstrectness of thought were also prevalent in
‘both the éequencing and the inference tasks:

"If my friend had a bneken leg, I'd most Jfke1y go to the )

nearest te]ephone and'phdne the ambuiance or the'hospitéT andh

tell them to come to the r1ght place." |

"He went 1ook1ng around and then he saw 1t and gr1pped the

bu]b in his 1eft hand and went to reach the brown pot wnth

h1s right hand. |

: “And then he waited weeks end it finally grew up."
"Then he asked his mom if she had any fertilizer or anything
Then he s put 1t and Taid it on if she had any.

ne 1 got the clues from his lunch box, the way his pants
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re, and tools that he has beside him."
"And I got‘the clues by the way she's dressed the way she's
pqsing;” |
"we1T, I think they feel quite worried, sort of bewdeeréai
.becaﬁsé they probably thought that there wouldn't be very
many cars." ' |
“When you first showed me it, it sort of gave me sort of a,.
:femporary shock." |
Rod‘s-‘speech behavior, then, in.the fiVe descri five tasks
provided amp]é evidence of relative growjng stability inldepth of
word meaning and growing abiTity in use of comp]ex‘SF;ucfufes in ex-.
pressing his ijdeas, and also pointed strongly to continuing immatur-"

ities in those areas characteristic of the development of a twelve

year old (Piaget & Inhe]der,ﬁ1969fﬁvygotsky, 1962; Ausubel, 1963).

ons.. 3. Summary

The responses which ”Deééription”'and "Story Te11%n0“ é]icited
’ ’;J*frdw Rodldid not.reveal the strengths énd 1mmaturities evidenced in
“”Rod's:responses in the first five descriptive tasks. As to Rod's in-
‘strucéiona] needs, the notabie observations in tﬁe five descriptive
+ tasks were‘Rod's reiaﬁive]y high 1eVe13’of abstfacthg;s,.depth'of"
"~ word meaning, and use'of comp]ex structur@s ana‘the appareﬁt iﬁmatun—

|

ities in-specific aspects of these areas, particularly in the use of

complex structures.
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IV. SUMMARY

This chapter was concerned with tﬁé informatjoh the last two
deécriptivé tasks, "Description” ahH/“étory Telling," yielded in re-
lation to that of the first five descriétive tasks régarding chil-
drén‘s 1angque power. The language samples in “"Description” and
"Story Telling" of two of the sixteen subjects were analyzed in ghe__ﬁzz/*//
form of case studies. |
A subject was,se]ecféd from.Group Y—A whose description and
story showed re1étivevf]uency but lack of control. The other sub-
ject was selected from Group 0-H whose description énd story showed
the greatest control within his’group. The first squéct was givéh
the fictitious name Eé%??;the other subject was named Rod. ?
An analysis was done of thé bgys' descfiptions and storiesl

according to the description requirements for each task. These find-

t
\ .

ings were re]étéd_ﬁo the boyS'JbefformdnCe in the five descriptive
tasks relative to growth 1n‘1anguage power. In_the analyses of the
description and the stoky5 Ear1'§ performance tended not to meet the
description %equiremenfs,>gﬁt?éhére WaS»npt sufficient information

to pdint to specific ufiderlying jmmaturities. Rod's description and
story showed a relatively high 1evelvof language powér. Howevér, the

scope of his abstractness of thoUght and language competencies were.
% \ O

\ B
\ j

i | ’ \ .
The review of the beE' performance in the five descriptive

unknown.
3

tasks $erved to provide a much more comprehensive picture of their
oral language faci]ity. It po{nied to Earl's strengths and apparent

~
. i
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difficulties 1n operating with ideas related to coricreteness in func-

tioning in a number of areas of skill deve1opment and to a tendency

to border on implicitness in use of words 1nd1catrve in part of his

age. Rod's responses in the first five descr1pt1ve tasks showed con-

sidenab1e4qpstnactness of thohght, depth of wo;d meaning, and nsé of
“ comp]ex.structures on oné hénd; and on the other, immaturities in

specjific aspéEts of these areas characteristic of development at the -
v ‘\ . . .

twelve "year old level:

N It was thus conc1uded that the comb1nat1on of 1nformat1on
AN

y1e]ded by the ]ast two descr1pt1ve tasks and the f1rst five descr1p—

)
t1ve tasks, in-the cases of Ear] and Rod cou]d be effect1ve 1nform—

u]at1ng hypotheses for teaching, the former 1nstrumenta1 for screen-

ing purposes regarding the strategy or description in functiona] sit-.

uations and the latter for assessing scope of strengths- and immatur-
ities in concreteness-abstractness of thought and in implicitness-~
explicitness in language competence.' Both the five tasks involvinqy”«
the ski]]s embloyéa in déscription and the two functional task, then,
did indeed serve to point tongecificﬂéf§5§'bf growth in 1anguage/‘:
) : ) ; ’ ' o , ' //
power. : /-

/
/
B Bal .
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L SUMMARY CONCLUSIONS IMPLICATIONS,

4
;

I SUGGESTIGNS FOR FURTHER RESEARCH | ¢

SN ;SUMMARY
e A - . . " C ) : r
Language power is the 1ntegrat1on of two major areas of the

chw]d S deve]opment h1s th1nk1ng ‘power and h1s 1anguage competence
- \

A41n the commun1catjon of his thoughts and,fee11ngs to,others; _The

o

present study wes'desighed to explore the feasibility. of Tooking
k ~at~chi1dreh‘s oré]-language'behavior in description as a means of
lhga1n1ng a better understandwng .of the1r language power

o . The st1mu1us for the study was the need in e]ementary

educat1on for | comprehens1ve measure for assesswng 1nd1v1dua1

: 3_"ch1bdren s- 1nstrUCt1ona1 needs in 1anguage. It was postu]ated that

Ja research 1nstrument based on descr1pt1on cou1d prov1de such a
,‘ .4'L

: ,Vmeasure for these!redsons

~

: -ﬁ;f The strgtegy of descr1pt1on is funct1ona1 in a11

MLl

» N

1anguage S1tuat1ons ,
2§§\The strategy of descript1on 1nv01ves the two dimensions :
] _ L Vof growth in 1anguage power, the spectrum of the,bas1c.
) R cogn1t1ve funct1ons ahd 1enguage skills. . q‘j
: 3.f The strategy-of descr:pt1on can be subd1v1ded 1nt0 a
| ar1ety of tasks in order to obta1n samp]es of

ch1]dren s 1anguage behavior.in severa1 d1verse1§ituations,

276 .
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- (28
- A conceptual framework, "“A Model of the Strategy of Descr1pt1on",

represent1ng the sk11ls involved in descr1pt1on and their
.re1at1onsh1p to growth along the concrete abstract continuum in
Jcogn1t1on an? a1ong the 1mp11c1t1exp}1c1t cont1nuum_1n language
development, formed,the basis for thé”construction of the research
instrument.. fhe Todel was based on an anaiysjs of whétyis 1nvo]vaj%

Ain description and on a review of the 11terature‘re1ated to child

\
- )

deve]opmentigs it perta1ns to language power.

“The research instrument, Descr1pt1hn A Measure oﬁ

/.

' Chi]dren's Language Power was constructed toie1fctt ora}/1anguage

samp]es from 1nd1v1dua] ch1]dren in seven d1fferent 1anguageS -
.s1tuat1ons re1ated to descrip. . The f1rst f1ve descriptive

. tasks were the sk11]s conceptua11zed to be emp]oyed in the ., {&;

A descr1pt1on of objects and events and the final two tasks fb

measure ch11dren s strategy in functional 1anguage situations. &(hese
were the descriptive tasks arronged in order of complexity: \\f‘;’/

Criterial Propert1es, Selection. of Essential E1ements, Compar1son and

Contrast Sequenc1ng, Inference Descr1pt1om, and Story Te111ng
f A

The instrument was adm1n1stered to s1xteen boys and girls

in two age groups, ages eight years SiX. months to nine years f1ve

months and eleven years six months to- twe]ve years five months Each‘

. age group cons1sted of equa1 numbers of average 1anguage users and -

h1gh language users There were four groups in all.
Specific)catégories were estab]ished‘for'the anaiysjs of

eéch descriptive~tésk and criteria were‘set up for the_analysis.b'

of the various categories. In the first five descriptive tasks,
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”thehanalysis of the language samples focussed on trends and pa{%erns-
in frequency distributions, qoalitative 1e9e]s,/and thé nature of
the speech behav1or with regard to the fou"groups, the two age
groups, and the average 1anguage users and the high 1anguage osers
within an. age group. Two ch11dren 3 1anguage samples in “Descr1pt1on”
and "Story Te111ng“ were analyzed 1n the form of case studies in the
Vﬂ11ght of the1r performance in the /Jrst five descr1pt1ve tasks
re]at1ve to thejscope of .their language power

In the f1nd1ngs the trends and patterns~1n the frequency

. A
d1str1but1ons po1nted to growth in the concrete- abstract dimension;

>

the qua11tat1ve 1eve1s r“1ated to either the concrete- abstract
d1mens1on or the ipplicic- exp11c1t d1mens1on,“or both; and the ¢
exam1nat1on of the speech behavior 1dent1f1ed growth patterns in

. the implicit-explicit d1mensaon The rev1ew of two ch1]dren s
performance 1n the five descr1pt1ve ‘tasks in relat1on to an ana1ys1s
of their. strategy in funct1ona] 1anguage s1tuat§ons provwded a
re]atlve]y comprehensive picture,w( their oral 1anguage power.

' The reader is reminded that. the findings must be interpreted
in the 11ght of the exploratory nature of study The findings for,-
the four groups may have been 1nf1uenced By the small number and

the individual characteristics Ofﬁthe‘sampfeﬁ -

/

CII.. FINDINGS AND CONCLUSIONS -

Severa1 noteworthy f1nd1ngs and conclusions w1th1n the

11m1tat1ons of this exp]oratory study can be drawn from the resu]ts
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They are discussed from the point of view of the three research
questioné,;specif1Ea1]y é%e 1nformation yielded by the children's
responées to the.deéhriptjve'tdsk; of'ihcreasing Comp]exify'regafdiﬁg
‘growth along the=concfete—abstract cbntinuum;\growth é]ong the
impl{cifvexplicit cpﬁt}nuﬁm;.and the scope of children's language
power. N |
‘Each'of,théfseven desd?ipfive tasks revea]éd'somethjng.of '

1hportance;'wh1¢h was'efther obscure on‘ébsent'%n the otﬁérs, ’
abéut'Chi1dren's 1anguagé growth. »The features concetha}ized,to bé
_unique to the various degcriptive tasks,“as depictéd;{hbthe
'idescription requirementslinlfgb1e:5.1, were substéht%ated'byithei_';
findings. | | | |

‘ Thé‘descéiptivé task, "Comparigbn and C6ntrast“'pFoduced ’
the.mostfinformationbof ail the‘ﬁasks jbout chi]dfénié ]ahguage
growtﬁ. .Thevresu1ts po{ntéd‘to children's dgvg]opment in?the
'1dentff1cation of'fhe.quantity'and qua]ity;of criterié]'properties
and categories»of‘méﬁning in ohjects and evéﬁgs; fhersqquence

employed in the sspecification of differences and similarities in

~cohparingrstimu1i;5and the'repertoffe of wqrds‘and the use of
'wdrds'jn seﬁféﬁEé . It 1$ noted'thdt the complexity of the task
réquirements in the identﬁf*ﬁafioh of ;ritefia1 properties differed
 between the:fjrst task, “Critgria1 Propertfés";‘and‘thé'comparison-
.ta;k in that thg first: task invo]ved»idehtifying criterial ‘
,propertiés %n a single Stimulﬁs and the 13ttgf'required thék
absfragtion 6f'common bfbpgrtjes in two Sr mo;e stfmu]i. The *
-Glangﬁage'sampﬁes é]ici{gd by,éa@h quest{on in the,compaffson:taék.

T

7
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. tended to be greater in volume than those in the other tasks
thereby providing considerably more 1nformati9n abOut{the vords.

available to the children and their use of wo" 5 in sentences.

. ! Mo
However, samples of- language structure pertaining to the expression = %

R

AR

i

B2k

\ff relationships were 1im1teg to comparative statements.
The resu]ts}pé(#he ana]ysis of the chi]dren's responses in
the various categories pointed to the possibility thét significant“\&

information about! children's growth in the concrete-abstract dimension’

t

and the 1mpTﬁc1t—exp11cit dimension might'be*ihentified»by the
N , \ ; -
five descriptive tasks. SRR " o : ;
The Concrete—AbStract Dimension , \\\ }*? ‘ - , .

" Each of the five descriptive tasks revealed something of

Al

?mportance about children's growth “in language along the concrete-

abstract continuum. ‘

. In.tbe.first descriptive fask% "erféria] P}opérties", the
rgsé]f; focussed m;inly on‘the 1dentiﬁiéation'of criterial
broperties and,the'categories of meahiﬁg"répresentéd by'the |
‘ \\iifntifiéd prppérties. The resu1ts suggested that the numbeerf
tategonié? of meaning identjfiqd by chi]dreﬁ.is~a.fuhction qf age
u_'ahdffac%]ity Wﬂthllanghage.> fhat'ig}“the older groups” iduntified
a gfeaﬁﬁf'hUmbgr of/edtégokies of MEaning ﬁhan;did,the younger groups
kand,ﬁﬁe“ﬁigh {aﬁguagé‘gsef§~identifﬁed,a greater numbér'than the
’ avé}age 1aﬁguagé us??s_}n thé same age gﬁbup; 'The'@osfufrequently
iqéntifjeJ cé%egorfés of meanihg tended tojbe simiTar for all gvoupsL.'
: The:mbst‘freqqently idéntified égtegories we?e'éoiorg'size, use,
AT o : ' )
s} . |

.
LN A S .
L ) . R c iy
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part-who1e're1ations, and c]ass names. -Whenever stimuﬁi_contained .

-

'_“many_parts, there was a téndency by all groups tosfocus,on the

= parts and toVignore some other categories. 3Tﬁsiidentification
C& b4

&

of many component parts necessitated a separate ana]ys1s of the
: category of mean1ng part- who1e re]at1ons ;he younger average /
1anguage users did not attend to as many and to,as great a variety
zof the component parts of stimudi as did the other groups,
‘particu]ar]y in the dog'and the/hgbs"\"The abstractness of. the
‘trverbal st1mu1us, the horse, ap eared to st1mu1ate the 1dent1f1cat1on
| of a greater number of categor1es of mean1gg:§y the o]der groups
and younger h1gh 1anguage users. The tendency of young- ch11dren
to “gnore sthe centra] idea of-a p1cture, noted by Vernon (1962)
wa/ﬂapparent in some of the descr1pt1ons of the p1cture of the dog
by the younger groups and the o1der average ]anguage users in wh1ch
as much, or more, attention was g1ven to the background af:the
p1cture as- to the dog. - Factors 1nf1uenc1ng'1dent1f1cat1on of the
' categorles of mean1ng were found to be component parts of a stimu]us,
“the abstractness of .a st1muLu§? age, and 1anguage fac111ty
| A11 groups encountered d1ff1cu1t1es in capturing the essence
of the\task “Se]ect1on of Essential E]ements“, which 1nd1cated
the ability to select s1gn1f1cant elements of a stimulus ahd to
‘re1ate them to a functiona1 s1tuat1on is deve]op1ng at the elementary
'school level and remains unstab]e even- at the e]even and twelve year
o1d 1eve1 The o1der h1gh 1anguage users showed a little more ;
< contro] in the task than did the other groups. The major prob1ems
" for a11,the_groups were.susta1n1ng organ1zat1on throughout the

task;;discriminattngvthe specific from the general, and.inferential

t



the lost dog than the notfice - for the cap. found encounﬂ!red by a]]Ql*’ N

Y

: and yeorganize the1r 1deas o

3 W e

think\ng aGreater d1ff1cu1ty in composing the newspaper ad for .

~

A Y
" . -‘.

B2
Nt

N

7
Qﬁ‘.é’_: [N

)

groups was poss1b1y rela ed to experent1a1 factors The ch11dren's R

-

N LS

'G”,‘ B

1ack of opportun1ty 1n an ora1 1anguage s1tuat1on toucheck condeﬁ§@

. <

) A

The concegxn of the “Comparwson and Contrast“ task was to e
d1scover ch11dren S performance in compar1ng stimu11 w1th r%gard 'n»;
to the1r organ1zat1ona1 patterns, that is whether d1fferences or |
s1m11ar1t1es were 1dent1f1ed f1rst the quant1ty and qua11ty of the
abstracted cr1ter1a1 propert1es, and the. way they related the : ‘
abstracted propert1es The.ries in ch11d deve]opment 1nd1cate that’
ability to spec1fy d1fferences deve1ops before ab1]1ty to spec1fy
simitarities (Church 1961) In this study, the way 1n wh1ch the
ch11dren spec1f1ed d1fferences and s1m%1ar1t1es appeared to be

1nf1uenced by age, 1angUage fac111ty, and the comp]ex1ty of the

quest1ons.. In the‘retat1vely s1mp1e quest1ons, some children in

» %.’
‘§,1ncreased Progress1ve1y from the younger

;tp the ofﬁer high 1anguage users. As the

(1963) pos1t1on who believes

.bthat wher he1at1ona1'propo‘;t1ons»are complex, the e]ementaryaéthool

-
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child may have to fall back. on subverbai concrete or intuitive

-~ functioning.

! e

The number of abstracted common’ properties in compering
stﬁmu1iron1y appeéred to be a function of ége'nhen'the stimu1j
\//1nvo1ved a relatively high level of abstractness, soch as the abstract
concepts of b1rthday and ann1versary, or when the requ1rement was
to; compare stimuli from the: po1nt of v1ew of others The number .
of comparisons attempted by all 1nd1v1dua1s varied according to
the complexity of the qoestions. The comparisons were more =
) numerous‘for.stimuli with numerous component perts and minihai'for
stimpli involving'ahstraot concepts or in comparing stimuli fron
the point’ofi?iewrof others.

-

xNumerous oategories-of meaning represented the abstracted
properties However, on]y a few of the identified categor1es
o¥ meaning were common to all groups, similar to the ones identified
in the first descriptive task. Use and function were among_the most
fréquently identified categories reflecting the'functionaltsm of
‘the nine year old as suggested by Olver & Hornsby (1966) andr
x?€Sjndicating that functionatism is still prevalent at ages‘eTeven .
fﬁgian%'twe1ve' The conceptual responses seemed to be ihf]uenced by
‘///‘quest1ons 1nvo1v1ng verba] stimuli, abstract concepts; and point |
: of view of others. That is, the percentage of conceptual responses
E;f_1ncrea;Ed‘as\\he comp1ex1ty of the quest1ons increased. Some
ffrch1]dren in a]] groups produced some conceptua1 responses but the

3htgh ]anguage users showed greater conceptual behav1or thar the’

_ other groups in most of the questions.

. // s
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‘ : . / ‘ : - s
\ waly. 5 which attempted to discover how children Cone-
re i - =1 <o mon properties, the results suggested this
\ J . , ‘ o
to L2 r . .» 6 :ge and language facility. Thé older high

2 users .or .stent’ + showed the greatest proficiency of all

the 41 s, )
=0 7 all of the groups successfully handled the

Comparison o nuli in one statement; attempted to compare

the ab. .act ¢ o ¢s, b1rthday and ann1versary, by definition; and

successfu11y compared two stimuli from the point of v1ew of others
However, the older high language users showed greater contro] in the1r
responses than did the other groups.

The task involving a chronoTogicallsequenCe of‘actions tended
to y1e1d a pattern in wh1ch the younger groups were more successfu] -in
sequenc1ng than were the o]derlgroups It was concluded that the
poss1b1]1ty of greater abstractness of thought of the o]der groups
accounted for their apparent d1ff1cu1t1es In the sequential task
concerned w1th the expression of temporal re]at10ns of preceding and
subsequent stages, wh1ch was difficult for all of the groups, more
of the o1der h1gh 1anguage users were successful in meet1ng the
requ1rements of the task and showed greater control in the1r
responses_than did the children in the - ~r groups.

| The performance o% both age grou-s 1 theu"Inference" task
suggested that making genera1’inferences uas not any more difficult
~for the younger groups than for the o1der groups. Howe;er,‘the

older- groups tended to produce a greater number and var1ety of

clues for the stated inferences and a greater number of a]ternat1ve
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tnferences for specific-swtuat1ons than d1d the younger groups.

With regard to the latter, the older h1gh Janguage users seemed

to ‘be, tHE g most prof1c1ent and the- younger -average 1anguage users

the least proficient of the four groups in neet1ng the requ1rements

j;of the task.

¢

The ImpTicit—Exp1itit DimgRsion . - f', ' W%

The results in each of the f1ve descr1pt1ve tasks pointed
. to 1mportant deve\opmenta] factors related to ch11dren s growth in
1anguage along the 1mp11c1t exp11c1t cont1nuum | R

A dom1nant pattern in the f1ve descr1pt1ve taSki{revea]ed the
1anguage,production of the older groups, espec1a1}y the high 1afiguage.
’users, to show greater exp11c1tness of speech” than that of the o
younger groups due to the ava11ab111ty of & greater reperto1re of
f' words "and greater depth of word mean1ng the 1nc1us1on of more -
information about a thought in phrases_and 4n sentences; the coﬁpres—
" sion of tdeas 1nto‘sugc1nct forms, and a deve]op1ng contr01 and
vf]ex1b11hty 1n‘the use of words in sentences

In 1dent1fy1ng cr1ter1a1 propert1es in st1mu11,ﬂsome of

the responses of mosl of the ch11dren were/imp11c1t and some,uerei‘

-t

d to Kange between 1mp1|c1tness and
_exp11c1tness iif‘ ,Jﬁu—the'responses of'the younger groups- tended to
cluster in thee1mpl1cit range and the responses of the older- groups .
tended to c1uster 1n the exp11c1t range The 1eve1 of abstractness
‘of thought!at times was noted to 1nh1b1t exp11c1tness<in m an1ng

in the older chtldrénfs responses.' That 15,.they attempted to speak

-
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extensive. The.stated'inferred feeJings were hand1ed with grﬁ%t

286

about re]ative1y'comp1ex_properties at times andfhad ditficu]ty
)‘in expressing theirideas sdtf%nct]y.
Maturity and Tanguage facility were factors in effective
use of comparat1ve statements in compar1ng st1mu11 The 01der groups

produced a greater number of statements of compar1son than the

younger groups arid the high 1anguage users ! greater number than the

X

oo
average language users in the same age group. On the average there

v/

v were few Tisted 1so1ated properties and reduced comapr1sons The

-~
fewest listed 1so]ated features appeared in the older h1gh 1anguage

e

‘users' responses and the most -in the responses of the younger groups.

s

A greater number of comparat1vé words were emp]oyed than were
. -

re1at1ona1 terms in the comparat1ve statements The<o1der h1gh t)
language users were more-prof1c1ent 1n the use of re]ationa] terms
and comparat1ve words than werejany of the other -groups. §‘ {

The patterns wh1ch emerged ‘in the express1on of sequent1a1

‘ re]at1onsh1ps and 1nferent1a] re]at1onsh1ps varled from the younger

) -

to’the older gfoups. The greatest number of sequent1a] re]at1ona1

.

terms occurred in the expressions of témporal Gequences by the o]deri

]

high language ‘users and the arrangement of ‘logical sequences by
the younger avérage 1anguage users, The older h1gh 1anguage users
ach1eved a greater number of exp]1c1t responses of all groups in the

( / ,
expression of re]ationships using inferences. In the use of

A4

'inference in theieipression of relationships, the older groups

empioyed‘more,clauSes than.giﬁithe younger groups. The kinds of

T

..relationa]‘terms empToyed byrall o{ the-groups tended not to be

+

A
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competency by the o}der h1gh 1anguage users than any of the other

s

groups.- AT of the groups ev1denced'a greater number of
‘ 1ncons1stenc1es ‘in use of pronouns and verb tenses in cond1t1ona] K

sentences. than in sentences cons1st1ng of preSent and past tenses.

L . ‘; _ R y ' N

Language Powér as Revealed by : .
the Descriptive Tasks. ' _ S .

. . c /. . i o . s

The case studies in wh1ch two ch11dren S 1anguage sampﬂes

~ )

i '“Descr1pt1on" and "Story Te111ng“ were ana]yzed in the 11ght

, /

of the1r~performance in the first five descr1ptive tasks served to

#
revea] the Jpotential.of the seven descr1pt1ve tasks in fac111tat1ng

g Y

: A,
an understand1ng of the scope of ch1]dren S oral 1anguagq!power
/;>\

There was cons1derab1e evidence that ‘the ﬁ1rst’f1ve descr1pt1ve
tasks cou]d be 1nstrumenta1 in 1dent1fyqng prec1se1y ch11dren S 1eve1s
of growth{ their strengths and 1mmatur1t1es, along the;condrete—
abstract and tmp]1¢1t exp]1c1t cont1nuua. The‘1ast wo desdriptive’
htasks revea;Ed swgn1f1cant aspects of the strategies emp]oyed by\§\ —
children in functional 1anguage s1tuat1ens Thus it appears that a
.Acomb1nat1on of the 1nformat1on y1eﬁded by the seven. descr1pt1ve
e

tasks could be effective in assessing 1nd1v1dua1 ch11dren S ;

1nstruct1ona1 r 2eds. . . '4y/. o

Accordtng to this eAploratory study, then. in wh1&h the
. research 1nstrumc“t in descript1on 1nc]ude//a Var1ety of tasks the-
‘bas1c skills conceptua11zed to be employed in describing obJects and

events and tasks 1nvo]v1ng the functiona] use of descriptwon, 1t can

be. conc]uded that descr1pt1on is a feas1b]e measure for 1ook1ng at

"
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ch11dren s ora] 1anguage behav1or and ga1n>ng % better- understand1ng

“of the]r growth in 1anguage power B -.3{'§ N o
E L / e S . ! - R
T % - IIT. IMPLICATIONS . & ,
’ ‘ K - . ‘v( P ;o i r .
’ . ~ IS ..’ ‘ ‘&;’
\ N , . _ o
The flnd1ngs presentedw1n th1s study have certa1n 1mp11cat1ons
rs , o e,
for research educatwon, and 1nstruct1on , e F _f o,

3

Researgh An instrument based on descr1pt1on, suéh as - the

I,.
one &resented 1n th1s study, showed cons1derab]e potemt1a1 for oge way

<

of meet1ng the reseanch needs for a comprehensﬁve measure in 1ahguagé
: *'[; Edudat1on.u Smgth et a] (1970) state, " xgans1on is the. key o

word in the 1anguageﬁ$hdgnam (p. 167)’" This 1nc1ude5’the expansion

2 N ‘W
commun1cat1on needs and exper1ences, in conceptua1 ab1ﬂ1ty, oy

e
control over the structure of 1anguage, and vocabu]ary, and

confidence 1n the use, of 1anguage,‘ If expans1on i$ the Rey word
in the language curr1cu1umh th1s way of 1ook1ng at ch11€ren S 1anguage
deve]opment cou]d be effect1ve -in curr1cu1um p]ann1ng a »

’S Instruct1on An 1nstrument of this nature could prove usefu]

A

to the classroom teacher who is concerned W1éh d1scover1ng the

r

- 1nstruct1ona1 needs of 1nd1v1dua1 ch11dren in ordj; that appropr1ate
“curriculum exper1ences may be prov1ded to enhance

he1r language e
“Power It is suggested that in-a pract1ca1 app11cat1on of th1s JJ |

.1nstrument the f1ve descr1pt1ve tasks cou]d be adm1n1stered s1ng]y, 4;?
_the s1mp1e ones first and then the more comp]ex at d1fferent *’/ 'v .

intervals in the regu]ar classroom routlngkand frequent]y could be *

‘ 1nterspersed w1th the funct1ona] descr1pt1ve tasks wh1ch§wou1d chart

.2
e . N :

4
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g rowth in the strategy of descriptio-

, -
. é} : IV. SUGGESTIONS FOR FURTHER RESEARCH o J

"As a result of this study, fesearch in,the fo]1Qwing areas
would seem desirable. | /

1. The study has revealed the 1mportance ‘0f the strategy of
descr1pt1on in a child's 1anguage growth Each task m1ght be
exam1ned thorough]y for its diagnostic potential. ‘

2. A study might be des1gned to 1nvest1gate further, in a
'>~.more contro]]ed study, the deve]opmenta] factors in the concrete-

' abstract dimension and the implicit-explicit dimension suggested

by the present investigation. . N
3{/ A study wh1ch mwght attempt to discover the re]at1onsh1p
between ch11dren s performance 1n ‘the seven descriptive tasks and

“the1r performance in standard1zed 1anguage tests such as’ c]ass1f1cat1on,

vocabu]ary, and read1ng shou1d prove va]uab]e
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,Administration'of Tasks ~

- The tasks are to be adm1n1stered to the individual chf]dren;
It is 1mportant that the ch11dren understand this is not a
test - that their performance on the various tasks will not be qraded
and that there are no right or wrong answers. The ch11dren should be
cognizant of the purpose of the project which is to dwscover what
children do when asked to descr1be objects, pictures,and events in '
various ways. The only requirement is that they attempt to do_what

is asked and. that they try their best.
P ’ :

c

o

TIMING

It is 1mportant not to rush the children. Thew should be
encouraged to think about the given task before respond1ng Followin-.
structions for’the f1rst four tasks with, "Th1nk about 1t and tell me
Lwhen you are ready “ Repeat the latter whenever necessary. (Turn

off the tape recorder after the ch11d has comp]eted each task and

wait to turn 1t on until the ch11d g1ves the s1gna1 that he is, ready. )



The Tasks

I. Criterial Properties * ‘ St

" Introduction’

I amigoing;to?és&, Jto descr1be some obJects and’ some p1ctures of

objects. That 1s,I am going to show you an obgect like th1s (pre—_;
sent the button briefly) and ask you to tell me a11 you know. about
it. There are many. th1ngs you may think of about-an obJect : Perhaps

you will name it, g1ve the co]or and tell .the s1ze shape we1qht

P
{

sound, sme]] taste, and action. You may want to say what 1t 1s used
for, what 1f'fee]§ 1ike, where 1tv]1ves, and what you like and-don‘t
like about itf_‘You‘me;a;escribenthevbefts,0f the'object, And yoh_,
may remember that "t is part of something'else and Wj11‘§ay.$o.— The
" important thing is that.yOu éay everyfhing you knowlabout the objeet,;'

’ ’ ‘ : . 0 ‘ .
I am go1ng to begin with s1mp1e obJects ~They will get harder as we

go a]ong, Remember, the 1mportant th1ng is that you say everything

ydu know about the object.

" Present the following stimuTis

1. button . . e
- Directions: Describe this. Tell me all you know about it.

2. .Cha_R E . .
Directions: Describe this.

3. dog

Directions: Describe this.

4. verbdl stimulus
' Directions: Describe a horse..
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~ 2.

N
)

1. “Present the cap againf

Directions:

Directions:

II. Selection of Esseptial Elements

e

[

Let's 1isten to what you said when you ‘were asked to des-

vcr1be the cap (P]ay the child's recorded response for the

cap.) Let's %hppose you found th1s cap and you were wri't-

‘ ing a. not1ce to be posted on the bu11et1n board 1n the

-~

off1ce what would you say i~ the- not1ce 'so the owner

could tell it was h1s cap. when he read the n0t1ce?

s

’ 3 F ’ <

Present.the picture of the dg¢g again.

Let's 11ste9 to Qhat ybu‘said_when yquﬁWeredasked to. des-

cribe the dog (Play~the child’s recahdedfresﬁgnse for ‘the

/Fhog.)"Let's subpose'thie is'your dog and that he is Tost..

You have 1ooked for -him and you can't find him anywhere

50 you dec1de to put an ad, a not1ce, in the newspaper.

What will you say in the ad so if somebody has\ and- your

dég they w111 know from read1ng the ad that 1t is the dog. .

. you 1ost1 i N o

o



-

IT11. Compatison and Contrast

Present the following stimuli.

-
-

1. oe11/jaﬁ7of jelly beans

iirect{ons:_ Compare.these-objects. How are they the sam2 and how

are they different?

- 2. containef” with powder/jar of jelly beans.

\

Directions: éompare these. L
3. truck/bus- . N f : ' .At |
;Directions:, Let's suppose these are/not toys but actoa11y~the_rea1
thing. Compare them as though they were the real obJects

§3 4. p1ctures of shoe/boot/s]1pper T E///
"‘Direet1ons:‘ Compare these. : .
5. verbal stimulus o )
ﬂ; Dfrectiohs: Compare a sghggl_and a theatre.:’
';6} verbal stimuTh? o e ,
* Directions: Compare a birthday and an ann' er”;:x." : Ff~‘ ~"{
:\\7. Present the p1ctures of the boot ‘and ‘s 11pp : B

- r

D1rect1ons \ If an ant was 1ook1ng at the boot and s]1pper, how wou]d

it compare them7

- 8. Present the p1ctures of the boot and 11pp
Directions: Let's suppose your father is read1ng the newspaper He

may be wearing boots or sT1ppers How wou1d he fee]

- .wearing boots, ors]1ppers,.wh11e read1ng the~newspaper?
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Plate 2 Jelly Beahé and Bell; Jelly Beans and Powder; i
: : Truck and V. W. Van; Shoe, Boot and Slipper '

g
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1. Directions:

2

2. Present 2 pictures of planting a’bulb

Directions:

— . 305
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IV. Sequencing

Suppose you and a friend were playing ball.ih‘a park
2 blocks from your home, what would you do if your
“friend fell and broke a leg while you were playing

in the park?

-
v

If these 2 pictures.were 2:stages in a story-or

. N

event, -

a) whqt‘&oﬁ]d you say_happeﬁed befqre‘the‘first
‘ picture? _ .
b) what woﬁ1d'have happened betwee#the kirst and
" second picturé? '

c)’ what.happenéd after the second picture?



Platg.3v Boy Reaching_

.8

for Flower Pot and Boy Watering Plant
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V. . Inference ﬂ‘; SRR PR

1.\.Present.p1ctu[s of the car accident.

Directions:

a. What happened? P

b. What clues did you use to give this answer?

2. ﬁresent the picture of the teacher.

Directions:

< }
a. This person earns a 1iving by

b. What clues did you use to give this answer?

Pregent the picture of the Q]umbér.

Directions:

a. How does this person earn a living?

b. What clues did you'use?

Present. the picture of the model.

Directions:

a. How does this person earn a living?- |

b. What clues dig‘ybu.use?

.

3. Present the picture of the cdach and injured pTayer.f

Directions:

a. What happened? _— ’ N  /}/

b. How does the person feel?

4, _Read'the fo]]ow%ﬁg§stbry aloud.

-that the

 Fred whistled a merry tune to himself as he reached
the railroad and started home. Spring was in the air

and that was enough to make. anyone want to whistle.

_"Now the railroad ran along Fisher's creek for quite
some. distance, a creek now made into a river by the
spring flood. ‘To Fred's surprise he heard the "slop- -
slop" of water around his shoes. Looking down he sud- |
denly realized .that the creek was slowly flooding the
track bed. . This was most unusual. The creek had never
been this_high beforei : ‘ -

- At tﬁ;&fmoment a long-drawn whistle reminded.Fred

4}45 was on its way. He could not allow it to .
reach - the flooded stretch of railway. But how could he
stop it? o A ’ :
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Then Fred remembered his Grapdmother's Christmas

present--a brand new, bright red scarf now tucked
snugly around his neck K
_ (Barrett, 1948, p.’ 65)

Directions: a. What would you do if you were Fred? ’
“b. What else might be done (if yéu didn't have a red
scarf)? S . o -
5. Directions: You are wé]kihg-down the street and'noﬁice a mén is
boardfng_up the window of a hogse; 

What might have happened? <t

6. Present the p1cture of 2 people in a park1ng 1ot

Directions: What will they do now?

How do the people feel? Why do you think so?
How does the picture make you feel?
o :
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VI. Description

- Present pictures - the fireman, crowd and policemen, harpist and
c611dren.
‘Directions: I would like you to des?ribe one of these pictures.

o o Choose the one you would like to describe.

VII. Story Telling

Story Telling

Preseﬁt the 3'p1ctures‘pré§ented‘in aescriptive task #6.‘

Directions: I would 1ike‘you:to tell a story anut one of these

| pictures. Ydu may choose whfchever<one you wish. it]
may be the §a@e'oné you described -or one of the othérs.

‘ Think of a titfe-fqr'your‘stdry and besure to give it
whenuyoufaré starting the gtory. I §m géjng to ]éave;

" the fﬁom'while you recordvyour.story. =P1ea§e'éa11 me
whén yoﬁihave finished and we will p]ayﬁit.backvand

listen to it together.
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