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to use in rural communities were also investigated.

Standardisation of the ZERLA provided norms in the form of mean scores, standard
deviations, standard scores and percentile ranks. Resulis of standardi=ation Indicated
that the ZERLA [t normal distributions. The standardised version of the ZERLA also

demonstraied internal consistency, mark remark relability and validity.

The study concludes with the description of the features and uses of the assessment,
The manner in which the ZERLA should be administered in the future is discussed,

Theoretical, epldemiological and clinieal implications are provided.
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Raw scores were converted to means and standard deviations. The results indicated
that the majority of respondents had scquired thelr Zulu morphological, syntactic,
and morphosyntactic structures, particularly noun classes. These findings paralleled
studies of Zulu and Bantu language acquisition.  Receptive language abilities
predominated over expression. Respondents’ knowledge of adjectives and relatives
were Influenced by semantic and cognitive complexities as well as soclolinguistic
features. Qualltative analysis of observations and in-depth interviews indicated that

soclolinguistic factors influenced research assistants’ coding and analysis of data.

An 11% pravalence of disordered language was found in this sample. Possible
etiologles were "at risk” fuctors such as car infections, gastroenteritls and emotional

trauma.

The ZERLA demonstrated good internal consistency (0.79) and mark remark
reliability (0.73) but poor testeretest reliability (0.27), Thus an additional study,
utilising a cross over design was implemented. This study indicated that the ZERLA
was able to differentlate between nonanguage impaired and language impalred

respondents, significantly,

Final modifications and analysls of ZERLA test ltems were undertaken prior to
standardisation. Standardisation then took place utilising a sample of 303 Zulu
speakers aged between three years and nine months and four years and three
monthg, living in Soweto. Test administratiun was conducted by three dominant
Zulu language speakers, coordinaled by a speech-language theraplst. During this
phase the ZERLA was also translated into Tswana, Sotho, Venda and Shangaan and
pllot lested on 101 children, Adaptations that needed to be made to the ZERLA prior
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ABSTRACT

Early identification of a language disorder in a child’s life is essential to prevent
serious and long-term effects. One of the most effective methods currently avallable
to speech-language therapists for identification of language impairment is the use of
standardised language tests, However, at present no standardised language test
exists in Zuly, despite this being the dominant language of the majority of the South
African population.

Thus, the aims of this study were to develop, pilot test and standardise a
linguistically and culturally appropriate receptive and expressive Zulu language
assessment for prescheol children. The research was divided into two phases, a pre-
standardisation phase and a standardisation phase. Both phases of the research

utilised two groups of subjects, respondents and rescarch assistants.

The respondents in the pre-standardisation phase comprised 255 children aged
batv-aen two years and six months and five years and flve months, Twelve rescarch
assistants administered, coded and analysed the data. Al subjects vrore dominant

Zulu language speakers and resident in Soweto,

The Zulu Expressive Receptive Language Assessment (ZERLA) was developed using
Lahey's (1988) universal developmental model of language and studies of Zulu
language acquisition (Suzman, 1991). Zulw’s characteristic linguistic components vie,
noun classes, agreement and verb suffixes were assessed according to Soweto Zulu,
an urban based varlety, Parent and teacher reports were devised and administered
to obtain biographical and soclolinguistic information as well as data on language

acquisition.
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area to area, The arrival of Whites restricled thls movement and
the amount of land available to Blacks. This In turn further
impoverished the land, as larger numbers of people had to live
in smaller arcas. Laier, many people left rural areas for places
guch as the Witwatersrand, when gold was discovered in 1886
{Dubb, 1974). As Loe (1978, p. 17) describes it:

The young black man of the veld (field) Ieft his kraal (village of
huts enclosed by a fence), his grass hul, his wmfozi (wife)
weaving a bead letter of farewell and moved to the mining camp
of Johannesburg,

Most of these people settled in what became Soweto. A later
reason for urbanisation, is its association with the acquisition of
soclal prestige (Dubb, 1974). Soweto, in partieular, i3 seen as "a
sort of culiural Rome 1o which all rural paths lead” (Lec, 1978, p.
14).

Urbanisation is assoclated with many problems. In South Afries,
historically, condlitions velated to urbanisation were porticularly
harsh, In the apartheld era, officlal policy regarding black
people lving In urban arcas made them migrants or wmporary
residents who were expected to return lo thelr homes in rural
arcas (Carr, 1990), Housing was thus based on + » prineiple of
impermanence and townships were not officlally allowed 0
develop beyond the concept of dormitories, for example no
infrastructure such as shops were allowed to develop
(Motjuwadi and Bristow, 1990), Allhough this polisy has been
reversed, its effects are still felt.

n addition to political, soclal and economie problems that newly
urbanised people have to face, they alse have to deal with the
differences butween rural and urban arcas.  They are thus



Initially the Zulu people lived in a fertile area of Kwazulu/Natal,
which Is geographically located between the Indian ocean in the
east and the Drakensberg mountains in the west, Swaziland and
Mozamblque in the north, and the Uminmvuma River In the
south (Rowlstone, 1980; Wrinch-Schulz, 1975).  From the
seventeenth century the social structure of the Zulu was
organised into independent clang (Elliott, 1'.36). In 1816 Shaka
became king and united many of the different clang, At present
there are 286 Zulu tribes (Wrinch-8chulz, 1975), many of them
living In the rural areas of KwaZulu/Natal. More detailed
information about the history of the Zulu people can be seen in
Appendix B.

1.23  Urbanisation

o most Zulus still live in two worlds, They have
one foot in ‘heaven’ kwaZulu and one foot in the
white man’s complex soclety (Wrinch-Schule, 1975,
P 7

Urbanisation® reflecta a speclfic soclety’s culture, economy,
structure and history (Werld 1lealth Organisation, 1988), In
South Africa the maln reasons for urbanisation are in some way,
related (o economic factors, This trend ean be traced back (o
1652 with the arrivo! of officlals of the Duich Hast India
Company. Thelr arrival resulted in subsequent eolondsation
(Dubb, 1974). Prior to this White presence, Black people had a
subsistence economy which largely depended on moving from

#This seetion broadly deseribes the process of urbanisation but relates specifically
to the urbanisatfon of the Zulu people.
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{llusrrate how the concepts of language, culture and urbanisation
are related and inleract on one another. (Sve Flgure 1).

/ Culture

Urbanisation Language

‘Pmag
[
[ &4

FIGURE 1  Interaction of eullure, urbanisation and language

History ot Zulu Janguage and culture

The flrst archaevlogionl evidence of Bantu languages in South
Africa dates back o the 5th conwury ALY (Lanham, 197%;
Schuring, 1v80; van Warmelo, 1924}, A combination of Bantw
vral history, the necords of early travellers and additional
archacological indivatons  signiffex the presence of Ngund
languages on the cast coast of South Afriea from the 16th
century, Bryant (1929) postulates that the Bantu migrated from
Nyanzaland, which corresponds approximately to modern day
Upanda-Kenya.
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structural prerequisite for human interaction. Nelde (1990) states
that due to divergent cultural, historical, social, political and
economic development of language each language cceuples a
different positlon in the national and reglonal hierarchy of a
country. In South Afrien much emphasis was and continues to
be pleced on recognition of language as an indicator of ethnic
identity and often language is the only indleator of assighment
to ethnic groups (Herbert, 1992; Walker, 1984). In a recent study
conducted by the Institute for Democracy in South Africa 1t was
found that the majority of South Afrleans identifled strongly
with raclal and cthnic communities as well as thelr language and
culture (Breir, 1994). At present, there are 11 officlal languages
in South Afrlea. Untll May 1994, English and Afrikaans were
designated as the officlal languages with nine Bantw® languages
recelving some de facto recognition for particular purposes, such
as broadcasting,

The significance of the close relationship between language and
culiure is evident when considering the phenomenon of
urbanisation. Dubb (1974) insists that urbanisation is "one of the
most dramatic changes that have occurred In Africa” with "the
large-scale migratien of rural people to towns and the
establishment of large permanent urban Afrlican populations” (p.
441). The fact that both language a.. culture are "in a
conlinuous process of development” is nowhere more evident
than In the process of urbanisation (von Humbelt, 1836, ¢ited In
Thipa, 1992, p. 83). The purpose of the following model Is o

" For the purpose of this research ihe term Bantu will be restricted to linguistle
reference and {3 used, as Demuth (1992, p. 557) deserlbes "for lack of a viable
uuivemlly agreed upos aliernative”. The negative connotations associated with the
term being "an official policy designator for discriminatory policies and a racial
gpithet” (I Ierh:. T, 1992, p. 6) are ackrowledged.



1.2

Sociocultural background

South Africa;
Cne people, many races, many languages, many clashing
beliefs (Editorial, Sunday Times, April 24, 1994),

Today marks the end of a long nightmare for South Africa
and the beginning of a new future filled with hope and
promise (August, The Sowr @an, April 27, 1954).

In order to be comprehensive and representative, research must reflect
conditions that exist at the Ume of the study. The conditions that
existed in South Africa and thelr possible effects on the subjects of the
study will be described. Despite the fact that South Afriea is "frec at
last" (Nelson Mandela, 3 May, 1994), it 1s still a country In transition.
At the time that this research was conducted (1992 - 1994), Soulh Africa
was a politically divergent society fKowen, 1992} or as Barnard (1991}
describes, ‘a nation tearing itself apart’. This time of change, turmoil
and viclence formed the backdro; for this study and Influencod it
throughout.

1.2.1 Relationship of language, urbanisation and culture

Culture and language are interlinked and language exists in a
cultural context and is thus an integral part of culture (Flu Jter,
1934; Nkabinde, 1968; Taylor and Payne, 1994; Thip~ 19¥2). In
a similar vein, Herbert (1992, p. 1) daims that "language is one
of the indispensable and universal features of the culiural
gystoms of all socioties™. Further, the contrality of language in
culture is such chat it has come to be seen as an evolutionary and
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was a politically divergent society (Kowen, 1992} or as Barnard (1991)
deseribes, ‘a natlon tearing itself apart’. This time of change, turmoil
and violenca formed the backdrop for this study and influenced it
throughout.

121 Relationship of language, wbanisation and culture

Culture and language are interlinked and language exists in a
cultural context and {s thus an inlegral part of culture (Hunter,
1934; Nkabinde, 1968; Taylor and Payne, 1994; Thipa 1992). In
a similar vein, Herbert (1992, p. 1) claims that "language 1s one
of the indispensable and universal features of the cultural
systems of all socletles”. Further, the centrality of language in
cultire is such that it has come to be seen as an evolutionary and



The ideas and concepts adopted from these disciplines are In
themselves multifaceted and often controversial (Horbert, 1992;

(Y Malley and Tikofsky, 19724 Trudgill, 1984). Efforts will be made to
provide thorough explanations of these concepts when they pertain to
the present research. An example {8 language, which is a multifaricus
concept encompassing amongst other agpects, historical linguistics,
sociolinguistics as well as the structural properties of language
(Bernstein and Tlegerman, 1993; Marge, 1972; Trudgill, 1984).

The broad-based definition of language given by the ASHA Committee
on Language (1983, p. 44) will be adhered to in this tesvarch,

» Language i a complex and dynamic system of conventional
symbols that s used in varfous modes for thought and
communication.

* Language evolves within specific historical, social and eultural
contexts;

* Language, as rule governed behaviour, is described by at least
five parameters - phonelogic, morphologic, syntaetie, semantic
and pragmatic;

* Language learning and use are determined by the interaction of
biologic, cognitive, puychosocial, and environmental factors;

* Effective use of language for communication requires a broad
based understanding of human interaction including such
associated  factors as  nonverbal cues, motivaton, and
sociocultural roles,

Definitions of other terme used most frequently in this study are
provided in a glossary in Appendix A.

‘References used in this research are derived from contemporary lterature,
However less recont texts are used when these are the only sources of information
or if these present views which espoused the rescarcher’s. Basic texts are used to
provide definitional informnation.



As the roots of communication are embedded in culture, communication
cannot be studied without reference to "the cultural, historical or societal basis

of the language used by members of the culture" (Battle, 1993, p. xix).

Language as a reflection of culture and cultural characteristics of groups have
direct implications for assessment (Battie, 1993). Thus, the second aspect of
context to be consldered is the sociocultural background of the subjects. This

information is furnished in the form of a historical perspective and the current

situation, which ‘sots the scene’ for the study. Fuiure fmplicattons are also
deseribed,

11

Professional context

Al aough speech-language therapy is a disclpiine recognised In its own
right, the speech-launguage therapist is in the unique position of being
able {o interface with many dlsciplines and thelr respeetive theorfes,
Indeed ore of the doyens of the profession, Chatles van Riper,
advocated eclecticism (Van Riper and Emerick, 1990), As an examply,
he belleved that speech-language therapists noeded to use whalever
learning sirategy was most sultable for the cllent at a partlealar tinw,

The subdiseipline of language assessmont exemplifies ccleeticlsm,
Consequently, this research reflects an integratlon of lngudstics and
speech-language pathology with input from epidemivlogy and

psychaology.
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language assessment, effective diagnosis for a large section of the South African
population cannot be performed. The reason for this is due to the composition of the
different language groups of South Africa where Zulu is the most commonly spoken

language (see Chapter 3, Section 2).

Such an assessment has definite preventive and clinical® implications, It would
enable speccl-language therapists to identify children with language problems at an
opportune time. In 50 doing the repercussions of a more serious language delay
could be prevented by devising the most suitable method of treatment (ASHA
Cornmittee on Prevention of Speech, Language and Hearing Problems, 1987). This
would fulfil a secondary prevention functicn in an epidemiological framework. For
the first time South African speech-language therapists would have a tool to assist
them in identifying language problems among Zulu speakers and determining the
prevalence of these problems. The noed for the creation of such an assessment iy
especially urgent at present, due to the government’s recommendation of providing
free health care to children under six years of age (Zuma, cited in African National
Congress, 1994, p. 84).

The clinfeal uses of a formal Zulu language assessment are related to the
epidemiological functions, as clinically, such a test would be utilised to diagnose
language disorders. If language impairments were ascertained, children could then
receive the form of intervention required. Such an agsessment could also be used to
mensure the success of intervention.

1 CONTEXT OF STUDY

The first section of this chapter will deseribe the interrelationship of the
diseipline of speech-language pathology to other disciplines.

‘In this research, epidemiology will subsume clinical aspects of speech-
language pathology. The researcher conceptualises epidemiology as encompassing
the diagnosis and the referral for treatment of communication problems,



CHAPTER 1

INTRODUCTORY PERSPECTIVE

One of the major problems facing the speech therapist in South Africa today is the
absence or inadequacy of tests available for use with the black pooulation. Factors
such as educational, cultural, linguistic and environmental considerations mean that
the tests that are available, generally standardized in England or the United States,
are inappropriate. Tests cannot always be directly translated, and norms
standardized on western white middle class populations are found to be
inappropriate in the accurate evaluation of the black South African population,
Therefore, new tests must be created 50 as to overcome the limitations of translated
imported tests and to fill the need for assessment tools for the black population
(Ballantine, Ballantine and Morgan, 1974, p. 5).!

In the two decades since this plea, little significant progress has occurred in the area
of formal language testing in South Africa. The primary alm of this study, thereor.
is to address the creation and standardisation of a receptive and expressive langu.; .
assessment for Zulu speaking prevchool* children. The process involved in the
establishment of such an assessment commences with the development of the
requigite components. These components should be able to determine the and
expressive language abilities of the subjects. The assessrment must therefore be
standardisod on a representative sample, Normereferenced comparisons of a child's
score to the performance of her/his peers can then be made, The test should also
demonstrate reliobility and validity.

The researcher views the creation of such a test as fundamental to fulfilling her
obligations as a speech-language therapist as, ltke Cole, Mills and Kelley (1994, p. 25),
she views "diagnosis of communication disorders and determination of appropriate
intervention” as two key responstbilities of the profession. Without a formal Zulu

! Ballantine et al., (1976), derive part of this statement from Scheepers (1974).

2 Preschool refers to children aged from two years and six months to five years
and five months,
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FIGURE 4

1.3.1 Form

Components of language

Forin {3 comprised of the struclural aspects of language, via
phonology, maorphalogy and gyntax.

1311

Phonology

This is the subfivld of linguistics which studies the
structure and systematic patterning of sounds in
human language (Berntha' and Bankson, 1988;
Ingram, 1989, Bernstein ad Tiegerman (1993)
stale that each language bas specile sounds or
phonemaes that are characler’stic of that language
ancd these phonemes are combined In specific ways
1o Jorm Hngudstic undts or words, Thas elicks such
as /onge /[ oand /ool / oare considered o b
characteristle  of  Zulu (Raubenhelmer, 1983



FIGURE 3  Interactlon of form, content and use (Lahey, 1986; lilvom
and Lahey, 1978},

1.3  Components of language

B e T

The componunls of Janguage are sounds which are arranged in
ordered sequenee W form wuards, with rules for comblning these
wards into sequences or strings that express thoughts, ntentions,
experiences, and feelings (Maryge, 1972, . 81),

The manner in which linguistic components relate to Lahey (1988) and
Bloom and Lahey's (1978)* model of language can be seen in Figure 4,
Zalu examplus are provided where appropriate.

¥ For the sake of convenience, only the most recent reference will be listed.
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1 LANGUAGE

11

1.2

Function of language

Despite language being a concept that has been studied for centuries,
Hitle absolttte and clear-cut informatinn is available about its recoption,
production or acquisition (O’ Malley and Tikofsky, 1972; Van Riper and
Emerick, 1990). A fact that does emerge is that the most important
function of language Is communication and interaction wilh other
people (Callagher, 1991; Lahey, 1988). Language has a cognitive
function, stores and transmits culture, enables people {o attain their
needs In an efflcdent and expeditious manner and provides a
mechanism by which one enters and maintains membership In socloty,
1t also plays a significant role in the development of emotional maturity
and appropriate social behaviour (Marge, 1972; Rice, 1980).

Linguistic model

Lahey (1988) and Bloom and Labhey (1978) present a comprehensive
model of language which is based on linguistic theory. In this model,
language consists of three separate but interrelated components; form,
content and use.  These components operate together and need to be
regarded as such when assessing language (Bernsteln and Tiegerman,
1993; Bloom and Lalwey, 1978; Lahey, 1988). The way in which the
authors conceplualise their model may be scen in Figure 3.
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CHAPTER 2

LANGUAGE ASSESSMENT: DEFINITIONS, COMPONENTS AND

CONSIDERATIONS

et o s —s
s T,

Language about language..
Diversity, difference, dialects;
Disorders, disability, deviance.
Words, all words. To be trusted or
Distrusted? (Butler, 1983, p. vil).

This chapier will consider varlous fealures of language that are relevant when
establishing a formal language asscssment. Because language assessments are used
to identify language disorders it is necessary to provide a definition of disordeted
language. In order to understand language impairment, the speech-language
therapist has 10 understand and recognise what ‘normal’ language comprises. Honee,
this ehapter will begin with a deascription of language, it's componenis amd it’s
acquisition,

The chapter will then focus on the uses and other aspoets of formal language
assessment. The eurrent situation regarding standardised longuage lesting in South
Africa extends the rationale for the study, deseribed In the previous chapler,
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analysing dala more cffuctively,

Clipter 6 describes the methods utilised in the standardisation of the research,
Prior to Implementing standardisation procedures, suggestions for changes to
the ZERLA were effected. Specific detalls of standardisation, such ag sample
size, methods of test administration, deriving norms and measures of
reliability end validity are provided in this chapter. 't..e chapter concludes
with a deseription of pilot studies that were conducted to determine whether
the ZERLA could be [ranslated into other South-easlern Zone Baniu languages.

Chapter 7 reports on the results of the standardisation study. The norms are
dogeribed in terms of means, standard deviations, standard seores and
percentlie ranks, Results reflect that the ZERLA scores wure representative of
a normal distribution.  Internal consistency and mark remark rellability
indicated that the ZERLA was a rellable test. The ZERLA alse demuonstrated
face validity and content validity.

Chapter 8 provides the conclusions of the study, depicts the pertinent findings
and relates these to the inltlal alms. Recommendations for future research are
provided, followed by epldemiologieal and clinical implications.
R prelinninary investysatione (- b9
I're- t.l.tmi.:rdin.alicnn‘-\' < Parent i teacher reporl pilat sty {00 46
phave N .
s, P standusdation sady (v 385)

N Smppirtentay vross ovel deaitn ing 30

f‘ﬂialllsi-ll'\h!.dlitIH : Modificatioe af ZERLA priot shudy (n 4
Hgnae? - .
d © Rtadardiation shady {n 304

"\ Pt statdy ol eaemaend in Dol vadein
o Bantu Zoaie Languages (- 100)

* Prelimvinary Deld stady meiunalaeeas (ne 4

"o number ol subjecbonoea boaeweestygetion

FIGURE 2 Various Investigations undertaken during the research
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Chapter 3 describes the aspects of Zulu to be included in the proposed
assessment, from both a linguistic and a soclolinguistic perspective. The
classification of Zulu as well as typological features are provided, The
sociolinguistic data portray facets of change occurring in Zuluy, such as code-
swittching, An emphasis of this section is Soweto Zuly, the urban variety
spoken in Soweto, The acquisition of Zulu is described In terms of its
linguistic structure. The chapter concludes with a discussion on the use and
acquisition of colour terminelogy in Zulu.

This study was implemented in two consecutive phases, a pre-standardisation
phase and a standardisation phase. The language assessment was devised and
operationalised during the pre-standardisation phase. The methodology for
doing so is described in Chaplor 4, while the results of this phase are
porirayed in Chapter 5. Standardisation of the Zulu Expressive Language
Assessment (ZERLA) then took plare. Chapter 6 delineates the standardisation
procedure and Chapter 7, the outcome of standardisation. Both phases of the
study required that ditferent investigations be undertaken. These are
dlagrammatically {llustrated in Figure 2.

Chapter 4 describes the methodology of the pre-standardisation phase in
terms of s alms, the subjects used and the methods and procedures involved
in developing and pilot testing a formal language test in Zulw, The procedures
for administering and scoring the test are delineated. The chapter concludes
with a deseription of how results are analysed statistically and qualitatively,

Chapter 5 presents the results and discussion of the pre-standardisation phase.
Thy: indtial section of this chapter provides scores achleved on subtosts of the
devised language assessment and related inferences.  The prevalence of
language problems in this sample was derived from the composite score anct
this will be discussed In relation to parent and teacher reports.  This 1s
folluwed by issues pertaining to reliability 0~d validity and ways of improving
fhese aspects, The discussion suggests methods of dealing with seoring and
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NOTATIONS

Standard English and Zulu spelling is used throughout this research. Zulu
words will be represented in ifalics and glossed in English. A morpheme-by-
morpheme translation will be provided to illustrate the format of Zulu
utterances, when necessary according to recognised conventions.
Abbreviations used comply with conventional standards. Individualised
abbreviations are defined within the body of the text. The format for
references complies with the DPublications Manual of the American
Psychological Association (1994)

DESCRIPTION OF CHAPTERS

Chapters 1, 2 »d 3 serve as background to the study. This literature review
provides an orientation and perspective to the present research and forms the
foundation for the interpretation of the results and the discussion. In addition,
these three chapters contain facts that are pertinent to devising and
standardising the proposed language assessment.

Chapter 1 forms the basis for the rationale of the study. It depicts the context
of the study: Soweto, the largest urban township in South Africa. This chapter
explores the interrelationship between language, culture and urbanisation.

Chapter 2 defines and deseribes various aspects of typical language such as
language universals. Disordered language and implications thereof are
discussed. The chapter focuses on features of formal language testing,
including an historical perspective. The rationale for devising a formal
language test in South Africa Is also considered.
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population (Morris, 1980; Shueyane, et al., 1977).

Soweto originally became ethnically divided due to Government
policy regarding allocation of housing in the 1950s. This policy
stated that people had to live in ethnic areas (Guiombic and
Gibson, 1994). Areas set aside for Nguni speakers were in Deep
Soweto, Jabulari, Zola, Zond! and Dlamini, Appendix C shows
that in 1970, at least 90% of these areas were settled by people of
WNguni origin (Morris, 1980}, Zulu speakers continue to be the
largest ethnic group in Soweto, comprising 42,4% of the Soweto
population {Jogianna, 1994).

The major problems facing Soweto at present are unemployment,
increasing numbers of squatters and an education crisis, High
levels of violence are found due to rivalrles among potlitical
parties and house and hostel dwellers, as well as high incidences
of thuggery (Gulombic and Gibson, 1994; Ilustrated History of
South Africe, 1992),

In summary, Soweto shares the features of urbanised
environments in Africa, that is, high population density, ethnie,
linguistic and cultural diverstty and increasing economic and
social difierentiation, particularly in comparison with rural
communitles (Agheylsi, 1977; Cooper and IHorvath, 1973).
Specifically, children are growing up in a culiure of vielence,
against a backdrop of deprivation and poverty (Lab, 1987;
Shmukler, 1989; Simpson, 1991). Additlonal detalls about Soweto
may be seen in Appendix D.
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1.2.5 Soweto

Soweto - that is not even a name, It is an acronym for south
western townships’... Soweto happened almost by default, an
eyesore that had not been planned; it just grew In a higgledy-
piggledy fashion, with row upon monotonous row of so-called
‘matchbox’ houses crowding into unpaved dusty streets that
were badly lit. Hardly any of the amenities that are taken for
granted in the more affluent well-planned white suburbs - public
libraries and swimming pools, cinemas, parks and playgrounds -
may b .ound in Soweto, No, it was a typical depressed ghetto
with t'.2 usual squalor and deprivation (Archbishop Desmond
Tutu, ¢ited in Motjuwadi and Bristow, 1990, foreword).

Soweto typifies both the process of urbanisatlon and an
urbanised environment, previously discussed, Soweto is the
largest urban black community in South Africa situated south-
west of Johannesburg and is spread over 85 square kilomelres
(Lee, 1978; Morris, 1980; Motjuwad! and Bristow, 1990). Soweto
is referred (o as a dormitory (Lee, 1978) as 96% of its employed
population is forced to commute into Johannesburg daily.

It is difficult to gauge the current population of Sowelo but
Baragwanath Hospital estimates it to be 4.5 million people with
§5% of this population not having any income (Joglanna, 1994).
In contrast, the so catled "White arca’ of Johannesburg houses
approximately 1, 5 million people in an area five times bigger
than Soweto (Motjuwadi and Bristow, 1990} In 1977 the
childhood population of Soweto represented 43% of the total

7 The township that developed near Johannesburg from 1886 was not officlally
acknowledged and did not have a name for nearly 80 years, In 1959 the Non-
Juropean Affairs Department offered a 10 pound prize to anyone who could suggest
an appropriate name, No sultable suggestions were found, untl] in 1963 the Rand
Dally Mail colned the term South Western Townships (Lee, 1978, Motjuwad! and
Tirislow, 1941},
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impaired. Early research (Gerber and Hertel, 1969; Raph 1967)
which studied the language of ‘culturall disadvantaged’
children proclaimed that "conspicuous deflcits existed in the
lower-class group” (Raph, 1967, p. 203). In addition, Raph (1967)
found "poverty of vocabulary" In the language of children from
“low socioeconomic families” (p, 205). What was of concern was
that these impairments were found to be cumulative, so the older
the child the greater the deficit (Gerber and Hertel, 1969; Raph,
1967).

Certaln authors ascribed poor language performance in children
from ‘deprived backgrounds’ to mothers belng so occupied with
survival that they were "too exhausted to speak to their children”
(Baratz, 1968; p. 90). Aspersions were also cast on mothers’
abilities to stimulate their children’s language.

Later research has concurred that socio-economic status
Influences aspects of language development such as
comnprehension (Silva and Ferguson, 1979). Taylor and Payne
(1994) report on studies which have found that mothers from a
lower soclo-economic class talk less to thelr infanis and give
them more instructions. However, most of the research in
refation to parent-child communication and language
development has focused on middle class families (Adler, 1979;
Anderson and Battle 1993; Edwards 1989). It has resulted in the
‘difference theory of disadvantage’, This theory holds that
differences do exist between classes, but that the difference
should not be regarded as a deficit (Adler, 1979; Edwards, 1989).
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particularly prone to these diseases (World Health Organisation,
1988).

Urban environments are detrimental to preschool chiidren
espocially those with lower socio-economic backgrounds (World
Health Organisation, 1988). These children are affected by large-
scale rural-to-urban migration breaking down the importance
and cohesiveness of the family unit. Urbanisation results in
imbalanced age ratios and few older people living in cities. This
causes changes in child-care and child-rearing practices as in
rural areas, the extended family plays an important role (Dubb,
1974, Morris, 1980; World Health Organisation, 1988).

In addition to the above mentioned factors there is a lack of
space for children’s play and recreation (World Health
Organisation, 1988). Children in Lab’s (1987) study were found
to draw pictures illustrating the starkness and bareness of urban
areas.

South African urban children may be further exposed to a
culture of violence where extreme levels of brutality exist
(Gibson, 1991; Sideris, 1990; Simpson, 1991), A task in Lab’s
(1987) study was for children to pictorially represent their
environments. The majority of their pictures were found to
contain specific incidents of viclence.

Language of deprivation

Environment impeucts ar Jrguage (Bates, Bretherton and Snyder,
1948) and researchers have guestioned whether children who
come from deprived backgrounds are "at risk" for developing

tanguage imnairment, or aie Indeed language
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considered to be in a state of ‘cultural trans:tion’, as the culture
based on tribel custom is being transformed by the impact of
Westernisation and urbanisation (Dubb, 1974). As Masekela
{cited in Wilhelm, 1994, p. 17) describes "back in the 40s we were
a township family. We had deep rural roots but we were city
people”.

Currently more than half of all South Africans live in densely
populated urban environments (Birth to Ten Seminar, 1993;
Mandy, 1984). The rate of urbanisation is rapidly increasing so
that it is estimated in the year 2000 over 20 million black people
will be living in urban areas. This compares with 6.5 million in
1985 (Birth to Ten mission statement, Hlophe, 1993).

The rapid growth of cities is associated with poverty, amongst
other conditions. In large cities poverty is a constantly
worsening condition as incomes are often either inadequate or
unstable, Resul's of a study conducted by Lab {1987} on the
psychological effects of the unrest conditions on children
growing up in South African townships, showed that on
sentence completion tasks, wrban children’s main worry
pertained to financial matters. They indicated a wish for
material possessions .. to convert their poverty situation to
riches. Urban environments consist of increasing numbers of
people living in overcrowded accommodation with little, if any,
provision for sanitation and health care (World Health
Organisation, 1988).

Diseases are common {n underdeveloped urbanised populations.
These include infectious ond gastrointestinal diseases,
malnutrition, chronie and social diseases. Children are



o> ]
o3

dotail in Section 3.2 and 3.3 of this chapter.

I addition to the psychometric criteria described above, are
those which McCauley and Swisher {1984a) assert should be
mandatory for all standardised laneuage assessments.  Other
peychomettic criteria which MeCauley and Swisher (1984a) assert
should be incorporated into test manuals are;

item anzlysis. Hem analysis is a method used to {dentify the best
itoms within a pool of potential items (Hresko et al, 1991).
Estabiishing the best ftems is done by analysing each item in
terms of its difficulty and discriminating power (Anastasi, 1990;
Hresko et al., 1991; McCouley and Swisher, 1964a), Anastasi
(1990, p. 202) states that performing ltem analysis is an
alternative indication of validity and rdability and that "high
reliability and validity can be built into & test in advance through
ftem analysia”,

a descripton of tester gualifications,  The general background
and training required for the people who are to administer and
seore the test should be delineated.

Despite the fact that language tests showld be based on the
abovementioned psychometrie criteria, few test autho:  report on
this information. MeCauley and Swisher (1984a) conducted a
review of 30 language and articulation tests according to the 10
psychometric criteria shown in Appendin G Thoy found that
only 20% of tests mot at least half of the eriterd, while tost tests
met only two.  The Test of Language Developmoent [TOLD]
(Neweeiner and Han, -1, 1977; 1982) was the orly Lest to meet
olght eriteria. Plante and Vance {1994) repeated this review a
decade later, aftor many new tests had been published and old
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a specific set of standards for scoring and interpreting the
elicited behaviour (ASHA, 1989; Bernstein and Tiegerman, 1993),
Traditionally language tests such as the Reyner. Developmental
Language Scales-Revised [Reynell] (Reynell, 1977) and the Test
of EBarly Language Development-Second edition [TELD-2]
{(Hresko et al, 1981) score responses as correct or incorrect.
McCartney (1993, p. 41) reports that “ves-no’ or ‘right-wrong’
answers are not representative of "normally developing child
language”,

McCauley and Swisher (1984a) believe that it is necessary for test
administration be deseribed in sufficient detail to ensure
replication of the adminis'ration and seoring procedures upon
which the test norms are based,

means and standard  deviations  derlved from raw  scores
{(MeCauley and Swikher, 1984a).

a sample teat population, encompassing a general geographical
area and standardised for a broad range of social class,
intelligence and dfalect (Hmerdek and Hatten, 1979). Detalls
regarding samples andd how these relate to standardisation will
be provided in Chapter &,

a reliable and valld measure of language. Relinbility and validity
are dependent on cach other, in that making judgements on
whether an assessment 18 valid depends on whother the
assessment s reliable.  The opposite also holds trae (Beech,
Harding with Hilton-Jones, 1993; Ilante and Vance, 1994). In the
present study, reliability and validity will be determined both
statistically and qualitatively. These aspects will be doseribed in
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Language may be evaluated in different ways viz: fornal standardised
assessment and non standardised, naturalistic or Informal assessment (ASHA,
1989; Bernstein and Tiegerman, 1993: Leonard, 1994; Peterson and Marquardt,
1990), The advantages and disadvantages of formal and Informal assessments
are provided in Appendix F. Standardised language assessments are one of
the most effective methods currently available to the speech-language therapist
for identification of language problems. According to Wolfram (1983, p. 21):

the use of formal testing instruments in speech and languege pathology
derives from a simple concern within the profession - to provide an orderly,
systematic, and convenlent basis for tapping the language capabllities of a
population of speakers,

Formal language testing is based on the preraise that ehildren’s knowledge of
language I8 testable and quantifiable (Lund and Duchan, 1993).

3.1  Teatures and psychometric criteria of standardised language tests'

When using a formal teat the speech-language therapist should ensure
that it provides the following:

* a consideration of cultural factors ns:

there are varying communi atfon rules among different eultural
groups.. and diagnosis of a porson with a communicalion
disorder 18 more likely le be effective if one uses Instrumuents,
interpersonal interaction, testing and interpretation of findings
that are consistent with the communiestion rules of the group
from which the person comes (Taylor und Payne, 1994, p. 164).

* a specific set of Instructions and stimull to elicit the reguirad
behaviour (Bernstein and Tiegerman, 1984).

¥ These features are lo be Incorporated into the present rescarch.
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Some children may develop language more slowly than others, resulting in a
language delay. The term language delay is defined as “children whose
language acquisition is below levels attained by their age peers in their speech
community” (Marge, 1972, p. 86). A language delay implies an "even pattern
of language development” but Is characterised by some delay in expected
milestones aceording to Price (1989, p. 4). Results of research indicate that
children who have language delays and relatively high cognitive abilitles have
a better prognosis for remediation than children with deviant language (Cole
et al,, 1994).

Classifications of language impoairment ean be seen in Figure 5§

T Linguistic components Language
N impairment
IT."’:': : — . -
Phonolagy, Morphology
Syntax {Form) Receptive language || Delayed
Deviant
Content
Bxpressive language | Delayed
Une Deviant

FIGURE 5 Relationship between linguistic components and language
impairment (Adapted from Bishop and Rosenblum, 1987),

FORMAL LANGUAGE ASSESSMENT

Weiss, Gordon and Lillywhite (1987) state that the most important aspect of
clinical management Is assessment.  However, this 18 not an easy task as
"language 18 complicated and dows not lend itself to casy assessments”
(McCartney, 1993, p. 17),
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LANGUAGE IMPAIRMENT

Failure to acquire language, or a disruption of the language acquisition
process, is one of the most devastating and isolating events which can
oceur to a human being (O’ Malley and Tikofsky, 1972, p. 3).

Terms such as disordered, impaired, deficlent, deviant, handicapped or
delayed are often used synonymously in relation to language problems (Price,
1989; Wickstrom, Goldstein and Johnson, 1985). This study will use the terms
language impairment, language disorder and deviant language
interchangeably. These terms will, In turn, subsume language delay.

For the purposes of this rescarch, the Amerlcan Specch and Hearing
Assoclation’s (1980, p. 317) definitlon of disordered language will be utilised.
Thoey deflne a language disorder as the

abnormal acquisition, comprehension or expression of spoken or written
language. The disorder may involve all, one or some of the phonologle,
semanie, syniactic or pragmatic components of the language system,

In additden, a language disorder may be the inability or limited ability to
utilise lingudstic symbels for communication. Imptied in this definition i the
fact that language impalrment may present as either a specifie language
impalrment or as 2 developmental disability, such as autlsm (McCauley and
Demetras, 1990}, ASHA (1989) views langunge disorders as more complex
fhan simply an impairment of language. Language impalrments have the
potential to impinge on and extend to potendal perceptual, copgnliive and

social defielits,
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Muorphology tends to develop after syntax, even in languages
such as Zulu, which has "an extremely rich morphology”
(Suzman, 1991, abstract). MacWhinney (1976} contends that in
morphologically rich languages, children develop their
morphology earller than in languages where this is more limited.
Slobin (1992) attributes this early acquisition of morphology to
youny children’s ability to leam language-specific features.

From the time they have acquired their first one and two word
utterances, children’s utterances become longer and more
complex. From a syntactic perspective, children begin to
elaborate language specific word structure.  Semantically,
vocabulary increases and Ideas are expressed in sentences.
Among the first categories of words that children learn are their
body parts (Clark, 1981). This is a universal phenomenen as
"our bodies are so integrated with everything we do, the human
body is » emantic domain which every language necessarily
lexicnlises” (Flawkins, 1988, p. 221).

Three year old children recognise adjectives and understand and
produce plurals, They are able to repeat up to three digits
(Muma, 1978). Gesel! (1978) posits that the fundamentals of
communication are acquired by cluldren between three and four
years, By four years of age syntax is almost ‘adultlike’ ~nd
children then focus on leaming discourse skills (Bernstein and
Tlegerman, 1993).
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This section describes preschool language development
broadly', while Appendix E provides specific details of
children’s receptive and oxpressive language abilities.
Attempts have heen made to provide this acquision data
from a universal cross-linguistic perspective. However, much
of the information is based on Fnglish as "Englisi . language
has attracted more attention than virtually any ¢-hee” (de
Villiers and de Viiliers, 1985, p. 27). The use of this English
acquisitional data is recognised as a Hmitation of this study. Tt
is hoped, however that the present study will contribute
additional information on aspects of Zulu assessed in the
proposed test,

Corsaro (1981) and Ochs and Schieffelin (1979) coiwend that
language is acquired and used in soclal, cultaral and
Interpersonal contexts. Language acquisition is a natural
process which conudsts of both individual variability and
general trends (Lees, 1993; Miller, 1984; Slobin, 1985).

Development of language ocewrs as & gradual yet changing
process with children initlally learning about the
communicative aspects of interaction, viz pragmatics and
semantics, followed by syntax and morphology (Bernstein and
Tlegerman, 1993; Slohin, 1992),  Receptive linguage i
acquired initlally, a fact which Ingram (1978 propuoses as a
lingulstic universal. When beginning to wsie oxpressive
languigge, children doevelop short and stmple atierances which
lack some grammatical morphemes. Thereafter, complex
stevebures develop (Slobin, 199,

0 Zulu and South=gastern Zone Bantu acquisition 8 describid in detail in
Chapler 3.
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“influential claims" was that children hed innale knowledge of
linguistic universals. Therefore, at birth a child has the
possibility to acquire any language.

Desplte claims that the “Greenberglan approach” and the
"Chomskyan approach" are "diametrically opposed to each other”
(Croft, 1990, p. 3} both approaches presume the existence of the
linguistic universal. Thus according to Hawkins (1948), all
languages conforn to universal phonologic, syntaclic, sumantic
and pragmatic features.

In addition to the universals of thelr language, children have to
acquire the specific rules of their dominant language®, They
may rely on universal cognitive abilitles which give rise to
specific linguistic abilitles (Levelt, 1975). Slobin (1985) asserts
that children utilise the basic components of form, content and
use to consiruct a foundatlon for their specific language, More
detalls about acquisition of language universals will be provided
in the section that follows,

142 Process of language acquisition

The child s born Into the warld with no language at all.
Through exposure  a speech community the child begins
to sruak at some (ime during the second year, and in flve
or six vears can be said to hnow language quite well, if not
completely (Culicover, 1987, p. 1).

¥ Dominant language refers o the most influential language In an individual’s
environment (Nicolwi et al., 1989), In this study it subsumes other terms such as first
language, home language or mather tongue.
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-

while Bloom (1924, p. 308) asseried that the relationship between
reception and production "is probably never a static one, but
rather, shifts and varies according to the experience of the
individual chuld and his developing linguistic and cognitive
Caphaition.”

LI ]

4 Tanguage acgulsition

LA Tinguistic universals’

And innente diversity, ! Mmgsagies are, as il were, it
- tronti the sane pattern (teentaery, Ospood and Jonking,
) SN N

Vevatal (Deils eaplains that hinguistic universals refer to
propertios which are daimed o0 be common for all languages.
Twor o theoties pertaning to linguistic universals exist
Wotntie, Pl The it approdch s reterred Woas ‘absolute
e teals atd was proposed by Greenberyy (9n2), This
apptoedc i detities properties toond i all languages, such as that
Wil Langiaans e comprised of vowels. This approach s

velieefted with the typology of language.

The cevond thaeory, epoused by Chomeky (6™, §s coneerned
with tommal and sabstantive univetsals’,  Farial universals
detertiin prammativa! components and  rale types, while
subntantive compomnls relate ta the contenls of these rules,

Bowerman (1981, n. 94} reports that one of Chomshy’s must

R

It i not within the contest of this study to deal with language universals in
o fdlﬂ their intlaener amd eftect will, however, be borne in mind throughout the
by
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1989; Lahey, 1988; McTear and Conti-Ramsden, 1992). Bankson
(1990, p. 2) contends that “sentences derive thelr meaning from
the contexts in which they oceur."

The previous discussion has described the components of
Lahey’s (1988) framework for defining language. A further
dimension along which language may be assessed is that of
reception and expression.

Receptive and expressive language

Language is an interrelation of reception, integration and
express.on of information (Bernstein and Tlegerman, 1993).
Receptive language refers to the understanding of language
[iistener role] while expressive language refers to productive
aspects of language [speaker role} (Hresko, Reld and Hammill,
198°, Nicolosl et al, 1989). Both roles are based on
developmental sequences, with receptive language Involving the
awareness, discrimination and understanding of auditory stimuli.
Expression is observed througt: verbal responsive and initlating
behaviours which develop from early sounds through to
production of complex utterances and sentences (Ricke and
Thompson, 1978),

Tevelopment of reception precedes expression, with the child
understanding forms that they cannot necessarily procuce (Clark,
Hutcheson and van Buren, 1973: Ingram, 1974), Taylor and
Swinney (1972, p. 46} state that “comprehension is thought o
remain superior to production throughout life.” This theory that
reception is an antecedent to production was traditionally held,
but it has been questioned by various researchers. Chapman
(1974) theorised that production developed before expression,
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Semantics

Language without meaning is meaningless (Roman
Jacobson, cited in Fromkin and Rodman, 1993, p. 106).

Semantics involves both word meanings (lexicc:h) and sentence
meanings.  Lexical semantics pertaing to  specific word
knowledge, knowledge of conceptual categories  and
interpretation of meaning in Jdifferent contexts, The lexicon is
synonymous with vocabulary (Crystal, 1991; Stowell and Wehrli,
1992).  Lexical knowledge is derived from experiences in
cognitive development (Bernstein and Tiegerman, 1993} or, as
Hawkins (1988, p. 221) so aptly states, "the structure of semantic
domains acts as the link between our conceptual system and the
outside world". The development of vocabulary plays an
important role in a child’s cognitive, social, syntactic and
motalinguislic abilitles (Buitendach, 1991),

Semantic rules operate on syntactic structures, thus constituting
sentences, which are the basic units of semantics (Nicolosi et al,,
198%; O Malley and Tikofsky, 1972),

Pragmatics

Language use has been studied since the 19708 and as such
forms the newest domain of language rels ted-studies (Launer
and Lahey, 1981; Lund and Duchan, 1993). Pragmatics refers to
the purpose for which language is used as well as the rules

controlling its use in social contexts (Bernstein and Tiegerman,
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Urquhart, 1967; van Wyk, 1978).

Prom a phonological perspective, Zulu s
considered to be a tonal language, Tone serves a
grammatical function, a lexical function and,
suprasegmentally, maintains syllable prominence
{Khumalo, 1988). Zulu consists of two tones, high
and low (Ladefoged, 1975).

Morphology

Zulu is a morphologically-orientated language
(Suzman, 1991) with many bound prefixal or
suffixal morphemes (Akmajian, Demers and
Harnish, 1984; Anisfeld, 1984). Zulu relies on
inflectional morphology to modulate the
grammatical structure of the word, for example,
with indicators of tense as the suffix -2 in hamb-a
‘o’ or -ile In hambeile ‘went’. In these examples it
can be seen that the stemn remains constant while
the suffix changes (Akmajian et al., 1984).
Morphology provides a bridge between phonology
and syntax, as it generates the formations of words
{Nicolosi, Flarrv=.an and Kres. aeck, 1989).

Syntax

Syntax is the rule system that regulates the
structure of phrases and sentences (Akmajian et al.,
1984). Zulu has a SVO word order, which is
unlikely to change (A. van der Spuy, 1993; personal
communication September 26, 1994),
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3.51 Translation

pa |

One who wishes to translate from one language to anothar,
and tries to translate word by word, maintaining the order
of both e subject and the words, will find his work very
difficult and will ultimately end up with a translation that
is highly questionable and confusing. Rather, one who
translatos from one language to another must first
understand the concept (Maimonides, 1135 - 1234; Letier to
Sh'muel ibn Tibbon, cited In Kaplan, 1981).

Speech-language therapists have attempted to address the
absence of standardised tests by translating existing standardired
tosts Into one or more of the Bantu languages. Maslloany (1983)
performed a literal translation of the Reynell (Reynell, 1977) into
Zulu,

The problem with literal translation i that although it ensures
that the basic meaning Is retaired, it results in a structure which
differs in syntactic complexity, semantie form and pragmatic
implications from the origiaal (Faltlel, 1990}, Litera! translation
also ignores linguistic and cuitural differences (Hariley, 1980).
Tl results of Mostloane's (1983) study coneur with the previous
stemenis as she found Hteral translation to be unsultable.

Another reason assoclated with the difficulty in lterally
translaidng tests from English to Zuly, is that many concepts that
are syntactically expressed in English are morphologleally
represonted in Zulu (Hartley, 1986; Suzman, 1991), From the
above it can be seen that the use of standardised testy developed
i one language are not appropriate for use in another, unless
substantial modification takes place.  This should include
linguistic and cultural modification and restandardisation on
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Vocabulary Test {Builendach, 1991) and the Test for Oral Language
Production [TOLP] (Vorster, 1980).

No formal language assessment exists for African language speakers
(lowis and Penn, 1989). Therefore, speech-language therapists have to
rosort to using formal tests devised and sampled on other populations
when assessing South African children. Hartloy (1986) believes that the
use of tosts in such instances is almost totally inappropriate,  Thus

the current need {s for a standardized, nortned test for the Zulu
population which has been developed for and by clinfcians familiar
with the language (Stephen, 1988, p. 27).

Although no formal Zulu language test exists, some research Into the
acquisition of Zulu speaking children has been undertaken.  Suzman
(1991), in her doctoral thesis used longitudinal naturalistie data to study
language acquisitlon of ¢hildren betwaeen two and three years, Details
are tu be provided in the next chapter,

Based on her research, fourth year speech-language pathology students
at the Unlversity of the Witwatorsrand devised assessments for
evaluating aspects of the Zulu language, A list of these is provided in
Appendix H. The results of these studive conclude that there fs a
pressing need o devise formal language tests In Zulu, Oburslein (1987)
sugguesls that these be devised, not according to & model of English
grammar, but rather widlising a Zulu based framework. Simon’s (1988)
conclusion is a slight digression from the former, but equally as
important.  She calls for "investigation into emerging dinlectal
varjations™ and their "etfect on language acquisition” (p. 36),

QOther studies conducted on language abilities of Zulu speakers include
a checklist to determine 18 month »ld Zulu speakers’ communication
abilities (Bortz, 1992),
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1992).

In the 1980s “stondardized and normed tests based on generalive
multidimensional views of language become more available®
{Dale and Henderson, 1987, p. 179), However, McTear and Conti
Ramsden (1992) continue Lo express a need for the development
of multifaccled tests.

345 Muldlingual and multieultural assessment

Taylor (1986) asserts that people from culturally and
linguistically diverse backgrounds should undergo culturally
valid agsessment and diagnosis. Such assessment is necessary as
languages vary linguistically and culturally. Thus, language
assessment cannot effectively be translated cross-culturally.

In the United States prior to 1968, speech-language theraplsts did
1ot address the clinleal needs of communicatively impalred
individuals from culturally and linguistically diverse populations
(Taylor, 1986}, However, from the 1970s soclocultural and
soclolinguisiic agpects were considered, when devising language
tests.

In South Afrlca the situation is more dire. The majority of the
population s multilingual and multicultural, yet few formal
language test exists, The need to address this gap Is a major
reason for this research,

3.5  Issuces relevant to language testing in South Africa

Sumo language tests have been standardised for the South African
English and/or Afrtkaans population. Bxamples include The Afrikaans
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tuke cultural difference or varietles into cunsideration (Lund and

Duchan, 1988). This omission rasulted In the establishment of
inappropriate norms.

1970s

Linguistic theory remained the basis for assussment in this
decade, but there was a shift in emphasis from synlax to content
(Peterson and Marquardt, 1990). Cognitive psychology, used to
explain communicative breakdown, was another dircction of
research in this decade (Cole et al, 1994; Slobin, 1973; Wire,
1993). In this realm, speech-language therapists relied on
information about children’s cognitive development to make
diagnostic decisions about the presence of language delays
(Lahey, 1990).

In the late 19703 there was an increased interest in the use of
language. This was the beginning of the pragmatics revolution
(Lund and Duchan, 1993; Wirz, 1993}, The basic units of
assessment used {n this domain were derived from the “speech
act’ theory of Austin (1962).

19803

The pragmatics revelution continued in the 198G Initially,
pragmatic assessments were based on language samples.
However, these were oxtended to include the conlext of the
interaction, for example, the manner in which interactants
cooperated in conversatlon.  Although a number of pragmatle
profiles have been devised (Ponn, 1988, Pruting and Kirchoner,
1987), a need exists to develop additonal proflles and tests of
pragmaties skills (Gallagher, 1991; McTear and Conti Ramsden,
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assessrnent of language (Lund and Duchan, 1993), The first was
referred to as the normative approach and was originally
described by Johnson, Darley and Spriestersbach (1952), This
approach took the form of obtaining spontancous language
samples in order to determine measures such as mean sentence
length (Launer and Lahey, 1981).

The pathology approach, based on the medical model, was the
scoond approach, Here the goal of agsessment was to perform
differential diagnosis, that s the identification of the underlying
etiologios of disordered language (Launer and Lahey, 1981; Lund
and Duchan, 1993: Wirz, 1993).

Thus language assessment in the 1950s focused on assessment of
form and content. Formal tests of form in thig decade included
the Peabody Picture Test of Vocabulary (Dunn, 1959).

19608

Twa theorles of language predominated in this era. These were
learning theory based on  behaviourist psycholugy and
Chomsky’s (1965) transformational generative theory which Is a
linguistie theory, Formal language tests, such as the ITPA (Kitk
et al,, 1961) exemplified these theories, Behaviourist assessments
of language were based on the theory that language hehaviour
developed out of an interaction between the current behaviour
of the organism and the envirohmental antecedents. Language
response was viewed as under the control of both stimulus and
reinforcement (Lund and Duchan, 1988),

A problem assoclated with these tesls was that norms were
derived according to the standardisation samples which did not
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TABLE 1:  Historical development of language assessmenl {Launer
and Lahey, 1981; Lund and Duchan, 1988; Wirz, 1993).
Yoar | Theoryof | Method of testing and examples of tests
lanpuage ) e e _
Nermatlve | Spontaneous speech samples
1950s | approach
Pathology Differential diagnosis - identify etiologles
approach
Behaviourist | lllinois Test of Psycholinguistic Ability
1960s | approach [ITPA)] (Kirk, McCarthy and Kirk, 1961)
Linguistic
model Development Sentence Types [DS8] (Lee,
[grammar] | 1960)
{Chomsky)
No formal tests are dedicated to
Semantis semanties, semantics are assessed as
approach subtests of formal tests such as Test for
Auditory Comprehension of Language
[TACL] (Carrow, 1973)
Q Cognilive First standardised tost based on
19708 :
approach multidimensional views of language
[TOLD) (Newcomer and Hammill, 1977)
Speech act
approach
\L No tests available
Pragmatie
approach
19808 | Interactional
approach No tests avallable
Event focus
approach No tests avallable
3.4.1 19508

During the 19508

two maln approaches were used for the
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3.3.3.1 Convergent and discriminant validity

Two attributes of valldity relating to construct
validity are convergent and d'seriminant valldity.
When establishing construct validity, Anastasi
(1990) believes that a test should correspond highly
with other varlables with "which it should
theorctically correfate” (p. 156). This correlation is
referred to as convergent validity, Convergent
validity will not be examined In this research.
Discriminant validity, on the other hand, indicates
that the test "does not correlate significantly with
variables from which it should differ" (Anastasi,
1990, p. 156). It is thus equally as important to
attain measurements of discriminant validity, when
establishing construct validity, These measures of
validity are obtained empirically, as can be seen in
Chapter 4, Section 5.3.3(b).

History of formal language testing

Speechelanguage  therapists have been using formal language
assessments since the 1950s. Formal language testing has undergone a
number cf changes over the last decades. These changes have baen
concurrent with changes in thearetical perspectlves of language. Talle
1 I8 a deseription and classification of the manner of language
assessment, based on changing linguistic theory.
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Predictive validity

This subtype of criterion validity refers to the
correlation »f the new measure with future ability,
for example, a language assessment administered
to a child at age three, may attempt to predict
reading development when the child begins school
{Hresko et al, 1991; McCartney, 1993). Thus,
predictive validity refers to "prediction from the
test to any criterion situation™ (Anastasi, 1990, p.
146).

333 Construct validity

Construct valldity is the extent to which the test measures certain
psychological constructs, such as the developmental nature of
language abilities (Anastast, 1990); Hresko et al, 1981), In the
case of a standardised test, an important construct is that the
agsessinent should identify children with language problems,
additional congtructs are that the test should relate strongly to
other tesis of intelligence, reading and schoo! readiness as these
are constructs related to cognition and language (Hresko ot al,
1981). McCauley and Swisher (1984a, p. 35) claim that "the
evaluation of construct validity is difficult and somewhat

subjective”.
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interpretation of content validity is "highly subjective" (Fresko
et al., 1991, p. 50). Content validity is a theoretical phenomenon
which refers to the degree to which items of a test Investigate the
subject matter that the autho,s intended {t to measure (Hresko et
al,, 1991), Wiig, Secord and Semel (1992) explain that content
validity can be determined by judging whether or not a test
ac quately measures a child's o= "ity to understand language
and express her/himself in comparison to age-level peers. Item
selection, extent of sampling, clioice of format, item difficulty
and {tem discrimination are important criteria to consider in the

eslablishment of content validity.

3.3.2.1 Criterion-related validity

Criterlon validity is a subtype of content valldity
(Plante and Vance, 1994), It, In turn, consists of
concurrent validity and predictive validity.
Criterion validity is measured by the "correlation of
a test with other tests purporting to measure the
same variable” (Neale and Licbert, 1986, p. 46).
Concurrent validity is a corrclation of the new
measure with existing measures (dreske et al,
1991). This measure of validity will be difficult to
atlain in the current research, as the proposed test
cannot be compared to any other formal language
test, as the measure to be devised is the first

standardised assessment of Zulu.
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One of the most important characteristics of valid assessments is that

they be rellable (McCartney, 1993; McCauley and Swisher, [984a).

Several aspects of validity exist and these are described in the following

section. A disgrammatic representation of the different aspecls of

validity can be seen in Chapter 8, Figure 37.

33,1 Face validity

3.3,

Face validity relates to what a test plans to measure (Beech et al,,
1993), Anastasi (1990, p. 144) maintaing that "face validity is not
validity in the technical sense; it refers, not to what the test
actually measures, but what it appears to superficially measure”.
Thus, face validity "concerns rapport and public relations” as it
"pertains to whether the test looks valid" to the testees or to
people administering the test (Anastasi, 1990, p. 144). Further
Anastasi (1990, p. 144) believes that "face valldity is a desirable
attribute of tests". McCauley and Swisher (1948a, p. 35) concur
with this and state that face validity i5 an "Important atiribute of
¢ st McCariney (1993, p. 39) however, disputes this fact,
claiming that face validity "is the least important .spect o

validity".
Content validity
Content validity is often the major attribute of validity to be

examined on standardised tests (Plante and Vance, 1994),

Despite the importance of this characteristic of validity, the
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"the total test score itself" (p. 155).

Test-retest reliability

Reliability of a test over time is referred to as test-retest
reliability (Kline, 1986). This refers to tests administered to the
same population within a period of two weeks. Test-retest
reliability is determined by correlating the scores obtained by the
same people on the two administrations of the test (Anastasi,

1990; Kline, 1986).

Inter-ratex reliability

Inter-rater reliability is achieved by more than one examiner
administering a test (Lund and Duchan, 1988). McCartney (1993,
p. 39) believes that examiners achieving "the same conclusion
about the same set of responses” Is one of the most Important
features of a reliable test. In addition inter-rater reliability
requires that "any one scorer would agree with himself or herseif

over time" (McCartney, 1993, p. 39),

Validity

Validity refers to whether the test measures what it purports to measure

(Anastasi, 1990; Bell, 1993) "and does so accurately” (McCauley and

Swisher, 19844, p. 34). Snow and Lehrman (1989) contend that validity

Is a process for developing sounder interpretations of observations.
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tests had been revised., They found that 38% of tests met at least
half the criteria, while the modal number of criteria mey, rose to
four, Plante and Vance (1994) therefore conclude that "it does

not appear that substantial gains have been made in the basic
psychometric reporting for these tests" (p. 17). Both McCauley
and Swisher (1984a) and Plante and Vance (1994) suggest that in
order to improve reliability anc wvalidity scores, empir.cal

measuares, such ag discriminant validity should be performed.

Reliability

The functon of reliability in stundardised language assessments is to
determine whether these measures are replicable (McCartney, 1993) and
consistent (Anastasi, 1990}, Reliable tests should produce "similar
results under constant conditlons on all occasions" (Bell, 1987, pp 50 -
B1). The researcher belleves that Bell uses the term ‘similar results’
deliberately, as slight varfations do occur each time a test ls
readministered. When determining rellability it is important to know
the size of these variations, which are referred to as the standard error
of measurement (McCartney, 1993), Different measures of reliability

will now be dlscussed in detail,

3.21 Internal consistency

This type of reliability is concerned with the degree to which
different test items measure the same trait or dimension (Feldt
and Brennan, 1989; Sturner et al.. 1994). Anastasi (1990} slates

that the essential criterion in determining internal consistency 1s
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1988). Zulu is therefore spoken by ten to twelve million people in South
Africa. At least three dialectal forms of Zulu have been identified, these are
standard Zulu of KwaZulu/Natal, Transvaal Zuiun and Zimbabwean
Ndebele (Nkabinda, 1968; Reagan, 1992). Appendix } shows the arcos
where these dizlects are spoken. Appendix J1 roflects the change that has
taken place in the arcas where Zulu was spoken between the 1980 and 1991
consus (van der Merwe, 1994). It can be seen that one of the areas where
the greatest change touk place is the johannesburg « Soweto area, This
change supports the findings of the Birth to Ten misston statement {1994)

which deseribes the rapidly increasing urbanisation rates,
STRUCTURE /F ZULU

Zulu Is typified as being a partially agglutinating synthetic language whoere
words typically consist of more than one marpheme, for example, a-sgi-m-
bon-aign negative-I-him-see-negative past tense ‘T didn’t see him’, This
example shows that although various morphemes combine to form a
complex word, elements maintain a distingt and fixed meaning,
Typologically, Zulu and Bantu languages are characterised by noun class
systoms, extensive agreement and a suffixal system of verbal derivatives
(Doke, 1990} A description of these characteristic features as well as other
muorphosyntactle structures which have a high functional load in Zulu and
which are investigated in this study follows.  Although Zulu structare will
be deseribed, this may be applied o other South-castern Bantu Zone
lanpguages. This is because e South-eastern Bantu Zone languages permit

insights from one language struciare to be transferred onto othoers.
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LANGUAGﬁS (E)F SOUTH AFHICA

FIGURE 7 Dominant language groups in South Africa®®

Zatlu is the home language to 8 554 470 people living in Kwazulu/Natal and
the Bouth Eastern Transvaal (Central Statistical Serviees, 1992; Raubenheimer,
1083), It is alse the lingua amea of ¢itws, such as Sowelo in the Preloria-

B This figure 1 derived from the 199 vensus and post census data. Crawhall
{1990) comsicders this data o be the most accurate currently available. Horberd's (1992,
p. ) stalement tlat "the problems of interpreting census daia involving language are
natorious .oand Langnuage statisties: weladingg o home language are parlicularly
ptisleading within Sotth Africa..” muost be comsidered when examining this g,
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The Niger-Kordofanian languages are spoken by approximately 180 million
people, half of the total African population (Finegan and Besnier, 1989).
The Bantu subdivision consists of almost 40 languages which represent 60
million speakers, Most of the languages of Sub-Saharan Africa belong to
this family {(YGrady, Dobrovolsky and Arvonoff, 1989: Welmers, 1973), (See
Appendix I for a map showing the lovations of the language groups of
Africa).

The Bantu languages which are spoken in South Afrl=a befong to the Southe
eastern Bantu Zone (Doke, Malvolm, Sikakana and Vilakazd, 190). These
consist of the Nguni whivh Is the largest group, the Sotho, Venda and
Toonga groups. The different languages belonging to cach group can be
seen in Flgure 6. These Southecastern Bantu Zone languages are
structurally closely related. This relationship has implications for
tranglation of the Zulu language assessment into other Bantu languages, an
lasue to bo diseussed further in Chapter 6.

The Nguni languages are generally mutually intelligible. This i4 despite the
fact that they are divided into two sub-groups, the Zunda and the Tekela
Npsuni.  Zulu, Xhosa and Ndebele belong to the Zunda sub-group
(Schuring, 1990; Taljoord und Bosch, 1988}, The Tekela sub-group
comprises Swath and Northern Nedebele,  Approximately 20 million people
speak one of the Bantu languages in South Africa, Zubu s e most
commaonly spoken first mul second fanguage (Central Statistical Services
personal communication, December 1992; Crawhall, 1994) as can be seen in
Figure 7. It is spoken by 31,93% of the population (Crawhall, 1994},
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2 CLASSIFICATION OF ZULU

Zulu s a major Bantu language of South Afrlca (Schuring, 1990} It belongs
to the Bantu subdlvision of the Benue-Konge family which is a subgroup of
the Miger-Kordofanlan phylum (Greenbers, 1963; Gregersen, 1977). Figure
6, below depicts the classification of Zulu.

PHYLUM Niger-Kordofanian
EAMILY Betiue-Kongo
SUBDIVISION Bantu
(LANGUAGE) ZULu

e et v ey
i L

h

BANTU SUBDIVISION
Southscastern Bantn Zone

NGUNI SOTHO VENDA. TSONGA/

SHANGAAN
2l South Sotho
Xhosa North Sotho
Awati Tawana
Ndebole

(Greenberg, 1963; Gregersen 1977)

FIGURE 6  Classifieation of Zulu!

W yhon referring to Afrlcan languages in English, a debate exisls concerning
whether the noun class prefix of the African language should be included in the
English form, [ example isiZulu or Zulu, Standard usage, based on prineiples of
the International Institute of African Languages and Culture prescribes that "afl
names are uset in their uninflected form™ (Herbert, 1992, p. 6). This research will
follow thaese principles. Inflocted forms will be provided when specific authors
ulilise these, for example, when Demuth (1988, 1992) utilises the form Sesotho.



CHAPTER 3

ASPECTS OF ZULU STRUCTUR ¥, SOCIOLINGUISTICS
AND ACQUISITON

Thuy far, the literature review has considered the context of the study, as well ax
issuew perfaining to formal langaage assessment. Chapter 3 will complete the
review by providing Information about aspects of the Zulu language that will be
fncluded in the proposed language assessment. The focus will be on funclamental
features that are found varly in Zulu chikiren'’s language. These features will be
deseribed in terms of linguistic, sovivlingufstie and developmental perspoctives,

Zulu noun claxs, agreement, relatives and certaln verbal structures will be
described In the first section of the chapter. Lingulstic changes, such as code-
switching, which have atfected Zulu will then be depicted. Soweto Zulu, of
particular relevance to this resvarch, will also be elucidated upon. The final
seetion of the chapter reports tn the acquisition of Zolu and, to a lesser extent,
other languages belonging to the South-castern Bantu Zone, The semantic
categories of number and colour will alse be porttayed.

1 ETYMOLOGY

The word Zulu means ‘sky* or ‘heaven’ and was first noted in the 1620s, 1t
was the name given to the son of Malandela and Nozinja who were
members of a clan, Bving in what is today KwaZulu/Notal (Elliott, 1986).
The term Zulu and ils plural amaZulu'! are controversial as van Warmelo
(1974, p. 63) claims they have been "adopted for ethnographic convenience”,
Further, van Warmelo (197.4) explains that, in fact, Znlu people rofer to their

language as siNtt which means ‘human speech’.

" The plural formy, amaZidi means ‘people from heaven’,
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and disadvantages were highlighted. The urgent need for such assessments
for the mullllingual and multieultural population of South Africa was
described,  This chapter concluded by depicting how formal language
assessments may be used from an epidemiological perspective,
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population” (p. 90). Reasons attributed o difficulty in obtaining
prevalence figures include discrepancies in defining language
disabilitles and what constitutes these, for example, there is no
established criteria for what constitutes a language delay at
specific ages (Marge, 1972; Randall, Reyr.all and Curwen, 1974),
The use of differing methodologies and small population slzes
also make it difficult to determine prevalence. Population sizes
tend to be small due to the time involved in assessing cach child.
An additional reason is that few prevalence studies have been
conducted world wide.

Despite these problems, some prevalence flgures do exist. In the
United Kingdom the prevalence rate for language impairment is
3-15% of the population, with a median of 6 - 8% (Silva, 1987).
Van Riper and Bmerick (1990) report that 3 -~ 5% of the
population in the United States have language disorders.

To date, no prevalence studies have been conducted in South
Afrlca. In 1978 Penn estimated that the incldence of language
disorders to be 1 - 2%, based on world incidence fgures. Hor
definition of language disorders included developmental delays
such as mental retardation. At that time Penn (1978) commaented
that this figure appeared to be increasing,

CONCLUDING COMMENT

This chapier has demonstrated various features that need to be considered
when devising a language assessment. Thus the interrelated components of
both typical and disordered language wete deseribed. Attention was paid to
the universal nature of language components and their acquisition in preschoul
children,  In order to have a clear idea of the value and effectiveness of
language tests, features of formal language assessment and their advantages



have a high rate of immediate and jongee-lasting behaviowr

prablems.

In order to identify language problems and the above-mentioned
repercussions of these, formal language tests can be atilised in two
different ways. Firstly, they can be used as diagnostic tests which
will assist in defermining the language disorder. Formal language
assessments ave thus useful at a tertiary level of prevention (Marge,
1991), Their use in this context is to detect the nature of the
language disorder in order to devise appropriate therapy
programmes for the Janguage impaired child. The diagnostic test can
then be readministored at regular intevvals during therapy in order
to assess the progress of the child (Lahuy, 1988; Dale and Henderson,
1987),

The second way in which formal language tests can be used Lo
{dentify language problems is as a screening measure (Gerber, 1990},
Sereening or survey tests are designed to provide a sample of broad-
based language behaviour for the purpose of selecting children who
need further language assessment, or for Identifying areas of deficlt
in which furthor assessmend s indicated (Tund and Duchan, 1988;
McCauley and Demetras, 1990).  The purpose of a screening test s to
dotect children with a communication problem, rather than to
delineate the problem in detnil,  Therefore screening tests are
required w be swift, yet discerning, in order to "identily quickly
those who are performing at a level which is significantly below thelr
peers” (Dale and Huetderson, 1987, p. 180). Sereening tests could also

be utilised to determine prevalence of language problems,

Marge (1972) notes that "there are noliceably few studies of the

Incidence and prevalence of language disabilitios in the total
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can lead to communication disorders,
3.8.1 Secondary prevention

Jecondary prevention is the early detection and treatment of a
communication problem and aims at reducing the prevalence of
communication disorder (Butler, 1989; Gerber, 1990; M. Marge,
personal communication, April 20, 1992). Terdary prevention
relates to rehabilitation of disorders, the traditional focus of
attention for speech, language and hearing therapists (Gerber,
1990; Marge, 1991). A definition of rehabilitation is provided in
Appendix A

From both an cpidemiological and clinical perspective it is
imperative to {dentify language problems as early in a child’s life
as posgible so that the child will receive therapy opportunely,
and thereby obtain maximal benefit from therapy (Wetherby,
1985 in Wetherby, Yonclas and Bryan, 1989). 1f communication
problems are not treated during the critical language learning
period (Lenneberg, 1967) then “the deficiencies in communication
skills result in academic failure, social maladjustment, and the
need for special care programs, often at considerable cost to
society” (Ehrlich, Shapiro, Kimball and Hultner, 1973, p, 522).

In addition, early identification could prevent more serious and
long term repercussions of language delay such as problems with
education, social or vocational opportunities (Aram and Nation
1980; Bernstein and Tiegerman, 1993; O’ Malley and Tikofsky,
1972; Wetherby et al., 1989). Language problems can be a major
correlate of learning disabilities and may require specific
remedial techniques (Illerbrun, Haines and Greenough, 1985).
Silva (1987) reports that children with early language delay may
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In addition, critics state that formal tesis are often poorly standardised,
« itandardised on one population group. They are then used on
populations which are sociolinguistically and eccnomically different to
those used in the standardisation sample (Hailey and Harbin, 1980;
Irwin, Moore and Rampp, 1972; Terrell and Terrell, 1983), Test results
then provide false information which may be defrimental to children as
they may be compared to norms which are not accurate reflections of
themselves (Stokes and Duncan, 1989).

Despite these limitations, however, the formal language test remalns a
poweriul tool in the speech-language therapist’s repertoire for
identifying language problems.

Epidemiology of language problems

The field of epidemiology according to Sackett, Haines and Tugwell
(1988) has been concerned with prevention of disease and is used to
study relationships between peopls, their diseases and the agents that
cause, prevent or cure their disease in the environment. From a speech-
language therapist's perspective, prevention is defined as “the
elimination of factors which interfere with the normal acquisition and
development of communication skills" (ASHA, 1982, p. 425), Prevention
accurs at primary, secondary and tertary levels (Gerber, 1990).

Primary prevention is almed at the promotion of good health by
reducing the incidence of disease or where the occurrence of a
communicative disorder can be eliminated, for example, by mass public
education. The ASHA commiktee on Preventlon (1982), strongly
recommends that increased development and implementation of
primary prevention strategies should be undertaken, particularly for
low-income populations who are at the greatest risk for conditions that
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Bloom and Lahey, 1978; Dale and Henderson, 1987). The use of formal
language tests for this function is controversial as some researchers
contend that there are more effective methods for providing guidelines
for intervention (Lund and Duchan, 1993; McCartney, 1993; McCauley
and Swisher, 1984b).

Disadvantages of formal testing

Despite the fact that formal tests have many uses, they also have
limitations, as Appendix F indicates. These include the limited amount
of information they provide about the nature of the problem
(McCartney, 1993; Stokes and Duncan, 1989). "Formal tests present a
constrained context and thelr use of decontextualised language by their
vety nature and purpose present language removed from ordinary
intentionality" (Lund and Duchan, 1988, p. 24). The use of
decontextualised language may cause children to perform on a lower
leve! than they would in a naturalistic setting (Leonard, Prutting,
Penozzi and Berkeley, 1978; Lund and Duchan, 1993; Stokes and
Duncan, 1989). However, this limitation can be overcome by
developing tests which are presented in more natural and broacer
contexts (Launer and Lahey, 1981)., This is to be a basic principle
followed iu the proposed language test.

A further disadvantage of formal language tests is that they are often
psychometrically inadequate, particularly as regards reliability and
valldity (McCartney, 1993), McCauley and Swisher's (1984a) curvey
found that mest formal language tests used by speech-language
therapists lacked either predictive validity or adequate inter-rater
reliabllity. As an extension to this, Plante and Vance (1994, p. 21)
believe that even tests which have been devised according to strict
psychometric criterla often have "limited utility for the accurate
identification of developmental language impairments",



3.6

46

appropriate samples (College of Speech Therapists, 1990; Stokes
and Duncan, 1989).

A more effective solution to address the shortage of adequate
standard tests for the majority South African population seems
to be to develop new tests that can provide a more appropriate
assessment. The benefits of such tests are described in the next
section,

Uses of formal language assessment

Formal language assegsments are ot wie most affective methods
currently available for diagnosis of langu:ge disorders (Lund and
Duchan, 1993; McCartney 1993). They form part of the “descriptive
tapestry" that cliniclans assemble in order to understand a child’s
protlem (Slegel, 1974, p. 214). The funclion of formal language tests is
to provide a sampie of behaviour for analysis and compare this to a
norm in order to diagnose the presence or absence of a language
problem (Bernstein and Tiegerman, 1993; McCartney, 1993; Slegel, 1974).
Stokes and Duncan (1989, p. 121) concur, stating that a "standard test
separates the normal population from the disordered population and
provides information on the child’s strengths and weaknesses according
to her peers",

Utllising a formal language test to identify the presence of a language
pro 'em essists in preventing the permanent and long term effects of
these (Gerber, 1990), Thus formal language tests have epidemiological
functions, which wiil be elaborated on in a later section,

Additional functions of formal tests are {o design appropriate therapy
programmes for language impaired children and to assess the progress
of children recelving language therapy (Bernstein and Tiegerman, 1993;
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4.5.1 Standard variety

It is a trend in Africa that the people who sprak the
standard™ varfety and "protect and preserve the purity and
virility of the languages” tend to Hve i the rural areas
{Agheyisi, 1977, p. 1W), Standard Zulu is spoken in the rural
arvas of KwaZulu/Natal (Doke and Vilakazi, 1958). G. K
Schuring  (personal communication, April 1, 1993) states that
standard varieties tend to be based on a form of language that
was spoken approximately fifty years ago, as Zulu spoeakers in
rural arcas are slower in accepting innovations, [Towever,
even in these areas the standard variety is influenced by
Enygelish and Afslkaans.

A problem assocliuted with using standard varietics as the
moedium of teaching, is that pupils may not speak standard
varletlos, Thus, teachers in the PWV/Gauteng Provinee roport
that teaching Zulu in the classroom is often like "teaching a
forelgn language” (Herbert, 1992, p. 4),

The written form of Zulu is derlved from a standaed variety.
The first evidence of written Zulu occurred in the 18808, whon
Posselt (1850 published o Zulu language glossary for use by
Natal colonists’. J.W, Colenso, Bishop of Natad then translated
the New Testament in 1857, He akso published a grammatical
text for the benefit of missionarles, entitled "An clementary
grammar of the Zulu-Kafir languoge’ (Colenso, 1858).

“ Standard rofers to o stindard dialect, which childron are espored ta in
schools (C. Myers-Scotton, persenal communication Seplember, 23, 1993). No
"monolithis” <standard variety exists (Terbert, 1992, p. 3) rather, mare than one
standard variety van oeour.
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Muitilingualism

Monalingualism s a minority phenomenon in terms of the total
world’s population; bi- or multilingualism is found in most
countries in the world (Walker, 1984, p, 159).

The form that mullilingualism takes, virles in different parts of the
world, however, In the United States 25% of the population
consisted of lingudstic and cultural minorities’, according to the 1990
census (Battle, 1993; Taylor, 1993). Similarly, in Buropean contexts,
the majority of the population is monolingual (Gupta and Chandler,
18943; Walker, 1984).

The situation {s different in Africo as "bilaygualism is the norm”
(Nwaokab, 1988, p. 357) and in South Africa "monolingualism is rare”
(Herbert, 1992 p. 2). South Africa has a very complex and very
complicated sociolingulstic reality (Reagan, 1992), Bi- and multi-
linguallsm are not associated with being a member of a minority
growp, as in the abovementoned countrics, Instead, habitual use of
multiple languages and code-switching are all part of regular
Hnguistic behaviour for many in the population (Gupta and
Chandler, 1993),

Varietles of Zulu

Urbanisation, immigration and migration have all been cited as
causes of the smeygence of wrban varieties of Zulu, Bevause of these
processes, much contact betwoeen Zidu speakers and Engglish and
Afrikaans has occurted {(Calteaus, 1992; Mzamane; 1962; ¢ abouret-
Keller, 1971; Thipa, 1992). Stmilar provesses have oeearred with

other Nguni and Sotho Tanguages.
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Syntactie change

Syntactic change does not oceur frequently in Zalw, However,
examples of morphosyntactie change are nouns that originally
corresponded with noun class 5 prefixes, for example, ikanm

ot lide 'y comb i, long” now use prefixes front noun class 9

as In it i inde (von Staden, 1976).
Semantic change

Semantic changes In languages are mostly due to the adoption
of loan words, In Zulu this mostly oceurs In noun classes,
contributing to the loss of the original semantic homogeneity
of the classes, The reason for this loss is that loan words are
designated to classes on thie basis of phonologleal similarity.
Desplte this, the Jean word classes’ borrow new words such
as items of food as in class 1a, vbhanana anana’ and class 2a
oblimnana ‘bananas’, Class § and 6 are alvo classes which take
barrowed forms. Noun class 5 is often used for singular
horrowed forms, such as i=thibothi NCS-tea pot ‘tea pot’,

Plural formw belong to noun class 6, for example, ana-thibothi
NC6-tea pot ‘tea pots” (Beekman, 1987; Louw, 1983}, Noun
class 9 contains common ebjects, many of which are loan
words from English or Afrikaans, such as in+fini NCY-engine
‘engine’. Neun class L4 ntbn)- usually does not adopt any new
furms,

Zulu also ey to borrow many verbs, for example, bhrka
Pake” and Kanm ‘coml’, “The stems are then conjugated

deearding o Zuli grammar
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4.3.2

iy

Phonological change

Historically In Zulu, phonological changes can be seon with
the introduction of consonant sotnds which did not Initlally
exist in the language, for example, clicie adopted from
Kholsan. These clicks were probably absorbed into Zulu when
te Ngund peaple migrated to South Africa and came into
contact with the Khoisan people, who oviginaily eccupled this
country. The click sounds / ¢ /, / ¢ /, / x / are today
consldered an ldentifying aspect of Ngunl languages
(HMammond-Tooke, 1993; Raubenheimer, 1983; van Wyk, 1978).

Other examples of phonological changes which have taken
place in Zulu are either an /1/ or trilled r being used for the
/r/ phoneme, fur example, in loan words such as i-layisi ‘rice’
as /r/ doos not exist in Zulu, These alternates have been
adopted from Lnglish (Koopman, 1992; Mzamane, 1962),

Morphological change

Morphological changes in Zulu can be seen in the singular and
plural correspondence of Zulu nouns with both English and
Afrikaans words, In English and Afrikaans the singular form
of the noun s unmarked, while the plaral Is marked with a
suffix, while In Zulu both the singular and plural are marked
with a noun class prefix,. When a plural stem is barrowed
From English Into Zuly, sich as In the stom sokisi socks?’, the
linglish plural marker 74/ is retained in the sulfix 56, The
Zaulu plural marker in the form of the proflx ame is also used,
This results m the pluval form showing both a Zalu and an
Inglish plural, tor example ama=sokisi ‘socks’ (Koopman, 1992),
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In Zuly, code-switching occurs when the stem of a word s borrowed
from an embedded language such as English, for example koff
‘coffee’. This stem iy then prefixed to the matrix language, Zuly, for
example § ak in the loan word fkefl (Myers-Seatton, 1993a; G.K.
Schuring, personal communieation, April 1, 1993). 1listorically,
embedded languages which Zulu has borrowed from include the
Kholsan languages, English, Afrikaans, Portuguese and Greek
(Mzamane, 1962; Raubenheimor, [983; von Sta-"on 1976). igure 8
Mlustrates how embuedded and matrix languages operate with regard

to code-switching and loan words,
Loan words

Loan words are lexical items which have come to be used in a
language or dialect other than the one in which they originated
(Crystal, (1), They provide information regarding cultural history,
cultural change and change in social life and are an integral part of
sovial development and enrichment (Nkabinda, 1968).

Loan words and code-swite ' ing filled lUnguistie gape for concepts
and inatitutlons unknown in traditional society, An example is the
Zudu word isikole “school’ (Bpstein, 1959; Kamwangamalu 198Y;
Richardson, 1963; von Sladen, 1976},

Change to linguistic structure

Cotthmas (T985) asserts that the siructural and lexial make-up of a
language does not pravent changes from being made, The nature of
these changes are ustally due to the introduction of new sounds
[phonelogy], new grammatical features [morphology and syntax),
and lexival changes [semantivs] (Beekinan, [987; Kamwangamaly,
1989; vonn Sladen, 14970).
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commudicative functions” (Coulmas, 1985, abstract). Thus, in order to
remain viable, inguistic varieties must be dynamic and meet the newds of
their speakers, Languages are therefore constantly required to change and
should be functionally suitable for use in new or extended environments.
They should meet the educational, soclal, cconomic and tew Jical

development needs of societles (Coulmas, 1985; Kamwangamalu, 1989),

These changes and adaptations of language are usually gradual and
continuous processes, Changes oceur both diachronically and
synchronically and are reflected in linguistic processes such as code-
switching and loan words™ which occur in all bisor multilinguat
environments (Kamwangamalu, 1989), Speakers of a languuge are usualy
not aware that items in their language may have their origin in anather
language {(Ansre, 1971),

The ensuing discussion will describe the changes that take place in
languages with specific examples of changes in Zulu, provided. Historical
changes will be portrayed as well as contemporary changes. A deseription
of Soweto Zulu then follows,

41  Code-switching®

Code-switching s defined as the alternating use of linguistle units
from two or mote distinet languages (Lipski, 1978). Code-swilching
subsumes code-mixing (Myers-Scotton, 1992; 1993a and b), [See
Appendix A for additions' definitons}.

# 1t should be noted that there is a groat deal of l!\’t‘l‘li‘l{.’l hetween the
Jdefinitions of the terms code-switching and loan words, The rescarcher regards
the creation of loan words oceurring through the process of code-switching.

Myers-Scotton (1943) states that this term can eithor be written as one word
or hyphenated.
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and
«/ile in the past tense (Doke, 1990) as Table 4 indleates, In
addition to these markers, verbal constructions consist of the
subject preflx/pronoun, which functions with the radical
{Brokensha and Wood, 1989). Table 4 contains examples of

the construction of tenses,
3.2.3 Passives

Passivisation s a productive grammatical category in Banku
languages and Zulu favours the passive volee (Doke, 1990),
The verb is marked with a passive extension -w (Doke, 1990).
(See Table 4),

324 Adverbs

The pregent rescarch investigated children’s knowledge of
adverbs of manner, kmijani ‘how’; time, ninf ‘'when’ and place
kuphi ‘where’ (Doke, 199(0; Taljaard and Bosch, 1988). In Zuly,
most adverbs are derlved from nouns (Doke, 1990). The
nature of adverbs is still a controversial issue. Cope (1983)
regards the interrogatives kanjuni “how’ and kuplid ‘whore’ as
irregular adjectives,

4 SOCIOLINGUISTIC VARIABLES"
The proceding section has provided information about Zulu structure,

However, "at cerlain points In their histordeal development, languages are

not adequately equipped to seeve their socletios and do oot offer cettain

M Much controversy exists regarding the terminoalogy relating to aspects of
suciolinguistics.
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tense, aspect, concordial and dertvational affixes oceur with the basic
verh stem (See Table 4). The meaning of the verb is ¢arried in the
radical (Doke, 1990). Verbs can be distinguished from nouns, in that
thelr stems end in a consonant and that the final vowel is an
inflection, for example in skwefiambea ‘leave’, b is the final consonant
of the stem and gey-htamb-a SP1-tense-go-present tense ‘he travels” -
is the inflection, as Table 4 shows (Cope, 1983).

TABLE 4 Aspecis of Zulu verbal morphology
Example Verb
Marker
Present w=pri-hamb-n - SP1-tense-go-present -
tonsie tense ‘he travels’
Past ba-hamb-ile SP2-go-past tense ‘they | -¢/file
tense went!
Future tzo-fiamben SP1-future tonsesgos 0
lense wonse suffix ‘she will travel’
Negative | a-ka-sebenz-i negative-8P1-works fd= =i
(IPresent) | present tense negative ‘he doesn’t
work’

Dassive ku=pink=five SP-cook-passive -
verbal extension ‘it has been cooked’
extension

321 Negatives

The identifying features of present tense negative forms are
prefxal a- and suffixal -l An example is provided in Table 4.

3.2.2 Tenses

Tenses are marked with verbal affixes, which are prefixal -

ur so- in the future tense, and suffixal - in the present tense
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1988, p. 37). An example is ba-ya-wn-thad-¢ u-shukela SP3-
tense-OP3-like-present tense marker NCla-sugar ‘they like the

sugat’,
313 Adjectives and relatives

Adjectives are composed of stems and adjectival concordial
prefixes, and can only be used when there is agreement
between the stem and the concord.  The adjective foliows the
noun in the sentence, for example in-gubo en-khule NCY-
blanket APY-large ‘the big blanket’.  Adjectival stems deseribe
appearance such as -khnfi ‘blg” and -neane ‘small’; as well as
numbers, such as =bilf ‘two'. Table 3 provides a list of
adjectival concords,  Adjectives are not common in Zulu and
Bantu languages, theiv function being served by relative stems
as represented in colours (Doke, 199().

Relative stems are wsed "to fill the gap loft by the dearth of
adjectives” (Suzman, 1991, p. 21). Like adjectives, relatives
consist of stoms -Mope ‘white’ to which the relative prefix am-
is added, for example in ama-sokisi am<hlope NCé-sack RP6-
white ‘white socks’. A list of relative concordial prefixes is
included in Table 3. Relatives are productively formed on
relatives stems and on verh stems as In the example, tki-dl
oki-miandi NC15-food RP15-tasty ‘the food that s tasty’ and o-
blhienayy-o RIP1-smoking-tense marker ‘the one who is smoking’.
From the abavementioned descriptions, it can be seen that

relatives are o bructure that is used often in Zulu,
3.2  Verb morphology

Vurbs in Zulu may be of a very complex structure as a range of
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illustrates aspuects of the agreement system in Zulu relevant to

this study:.

TABLE 2:  Aspects of Zulu agreement
Noun | NC Subject [ Object | Adjective | Relative
Class | Prefix Prefix | Prefix Prefix Prefix
(NCQ) (SP) Or) (AD) (RP)
1 v T} " D o)
2 aln %) ba abn abn
ia i same as 1 and 2
2a o same as 1 and 2
3 wntlu) Il Wit o) otmn)
4 fni i i enif o
5 it I I eli eff
6 | ama a wn ama a
7 isf s si osf esf
8 izf 2 =i enf exf
9 in i i en ¢
10 | i=in al i exfit ezi
11 u I I ol oly
14 ubu bu bu obi obit
15 itk kit kn okt okn

31.2 Subject and object prefixes

Taljaard and Bosch (1988, p. 30) state that "the subject concord

always bears a close relationship to the class preflx of the

noun which is the subject of the clause”. xamples of the

noun class prefixes and subjoct prefixes are provided in Table

3 above. Object concord has a similar structure to subject

voncord, that is "the object concord beams a close resemblance

to thoe class prefix from which it derives” (Taliaard and Bosch,
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Semantic origin

Historically, Bantu noun classes were assumed to be
semantically based (Kunene, 1979; Taljaard and Bosch, 1988;
Welmers, 1973) although this is a moot point ( Terbert, '_1985).
The term, semantically based, refers to similar novns being

categorised into corresponding meaning classes.

Thus, contemporary noun classes 1 and 2 are the so called
‘human classes’, as in um<fang ‘boy’. In addition to these noun
clasgses, there are subclagses of nouns, noun ¢lss 1a and 2a,
which maintain the same grammatical connections as the main
classes 1 and 2, but whose prefixes differ (Cope, 1983). Class
1a and 2a primarily consist of personal names and kinship
terms such as #:~gogo NCla-grandmother ‘grandmother’ and
or=goge NC2a grandmother ‘grandmothers’. Noun Class 1a
w0 indicates some items of food, such as u-anyanist ‘onior’,
Originally Doke (1990, p. 52) considered noun class 9 to be the
"Animal Class", although this is now a semanticaily

heterogenous class.

Agreement®

The noun class system . ... mines variably alliterative
agreement and links the noun to other words in the sentence
(Taljaard and Bosch, 1988). The sentence aba<fann aba-khulu ba-
ya-gigim-n NC2-boy ADP2-big SP2-tense-run-present tense
marker ‘the big boys run” exemplifies alliterative agreement.
Pronouns, adjectives, relatives, possessives and verbs are
inflected to agree with the head noun (Doke, 1990),  Table 3

" The term agreement is used interchangeably with that of concord,
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Noun classes and agreement'®

Bantu languages are typically characterised by a setl of
singular/plural noun class prefixes, where the nominal stem is
invariant (Demuth, 1992; p. 560).

L ——" "

Nouns are composed of two fo.matives, a prefix and a stem, as 1n
umnlwana > win + ntwana ‘child’. Prefixes vary to expresz number and
the noun class (NC) to which the noun belongs, while the stem remains
congtant (Taljaard and Bosch, 1988), for example, um-niwana NC1-child
‘child’ and abe-niwans NC2-child ‘children’,
singular/plural noun classes, with two noun classes unmarked for

In Zulu, there are six

number (Cope, 1983). A list of these noun classes end their prefixes
may be seen in Table 2. Noun class prefixes determine the s.:nantie
content of noun clagses as well as conlrol extensive concordial
agreement (Cope, 1983; Taljaard, and Bosch, 1988).

TABLE 2:  Zulu noun class and agreement system"”
Noan Clams Moun Class Examples Gl
Candwr Preis Congand
iog e {al “ ubiibang okl
apl al i alunbivid Celhbiea’
Tasg Y u mihinln bl
dapl “ " ik g wnbndtatlicrs’
LR wae it “HG waldly’
il i . i o'
fing ' : whata Yt
npl ] L] it G
7o ] ot {adati atornnh
ol it a Lastinibia Hlda’
Y nl ! ety Wt
1l e & @l ot
sy [ {u infust adkt
1 i i tedialebaln it
15 [ I Whisifid “hound
. ek 1 47 e e e, AR Y TR S 7+ b e
.[ .

" The idea of elassifleation of noun clagses was devised by Bleck {elted in Cuilirie,

1948, p. 41),

7 The noun class system i5 categorised differently by different authorities. The
classification system used In this research Is conslstent with Cope (1983) and Taljaard
end Bosch (1988),
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524 Errors in acquisition

Suzman {1991) found that the subjects of hor study had
relatively errorless acquisition. Diffleultles that ocourred
included constructions that wore restricted to certain examples
of the form, rather thar representing a full range within the
construction type. This is illustrated in the instance of noun
class prefixes, where children younger than two years
primarily used singular forms of noun classes I, § and 9,
Suzmian (3991} atributes these restrivied constructions o
language being learned in highly contextualised situations.
Between the age of two years to two and a half years, the
number and range of profixes expanded to wider ranges of
concordial prefixes and singular and plural forms of noun

phrases.

Cenerally children acquired their language by a gradual
refining of speech that resembled adult input, as deseribed in
the previous sectlon,  Errors that were noted in the acquisition
of Zulu tended o be those of om ssion as opposed o
overgeneralisation of structures. [Towever, overgeneralisation
did accur, especlally with proneminal forms and noun classes
Land 8 Possible accidental gaps with syntax indicated that
passives and relatives used wore a subset of adults Foo s,
with passives being transitive and tending to be used a the
nogative form,

The lact thal few vrrors w e noted in children’s acquisition
cottld alse be attributed to restricted adult inpud, Suzman
(1991, p. 188) reported that this input defined aspects of
structure and "virtually primed) children for loarning

tnguistic sirtetires”, The children also displayed an ability [o
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understanding of the passive increased from age
three to age four. Children were also able to deal
more offeetively with non reversible sentences,
while transilive and adverse sentences had no

apparent eftect on performance.
523 Child-adult communication

[ Suzman’s (1991) naturalistic study, parents and older
siblings appeared to enjoy interacting with young chikiren.
Adults did not seem to sprak abovt subjects thal were of
unigue interest to the child, rather children were "participants
in mattersof-fact conversations about datly actlvitios” (Suzman,
1991, p. 31) Zalu adults ineouraged children to engage in

convoersation,

¢ with (1984 nbsorved similar interactions.  In addition, she
found that adults use question and prompting routines.
Tsonope (1987} alse found prompting routines whors children
were instructed ere ‘say’ and the child was to tepoat cither
parts of or the eptire adult’s utterance, Prompts were
prominent In object-labelling routines and to Lastruct children
in polileness,

Parents were found to wse restricted Input in the form of short
grammatical sentences when speaking o children but they
generally did not simplify complicated Zatht morphology
{Suzman, 1991), Adult’s speech did not contain baby-talk
feabures, possibly because they viewed chikdren as
vonversational partners, Motherese did occur on a disvourse
level, with adults using "short grommatical input sentences”

(Suzman, 1'Wi, p. 31) as observed generally in child Janguage.
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and the remoke past tense marker 8 as in iRt/
la=phiez-a y-bisi SPSremote past tense-drink-final
vowel-NC 1 -milk ‘the cat drank the milk’.
Results indicated that all the three and five year
old subjects were able to produce the past tense
infloctions -be, ilefe and a. However, the five year
olds wuore able ke do o more consistently than
the three yeiar olds.

5.2.2.2 Passive
Suzman {1Y85; 1987) found that adulls wore
using passive torms in who-subject questions
when speaking ko children of as young an age as
one year and ten months, This finding indicates
that passives develop earlier in Zulu than in
Tinglish, where these forms have been found to
emerge at three and a half years (Crystal,
etcher and Garman, 198Y), In addition, passive
forms appear to be used productively in Zulu (B
Rassman, personal communieation, Qetober, 31,
19491}

Stephen (1988) investigated developmental treneds
in the acquisition of the passive voice in three to
four year old Zulu speaking chi'drai. She
spocifleally assessed campreliension and
production of their abitity with transitive,
adverse” and reversible sentences. Results
indicated that subjoects’ recoption of the passive
was superior (o their production, Their

* semantic feature of a verl where the reciplent of an action s adversely
alfected by the action.
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In Zulu, plurals though not frequent, were first
fowned at betweon 2 = 2,6 years. Thix is at a
similar age to the subjects on Cazden’s
longitudinal study on three English speaking
stibjocts (Andsfold, 1984),

When Zulu errors did oceur, they took the form
of overgenetalisation of the mate productive
singular noun classes, such as noun class 9,
sther than omission of the plural (Oberstein,
1UE7).

5.2.2 Acquisition of verbal® morphology

By age three children used highly inflected verb forms,

employing tense, agreement and negatives (Suzman, 1991)

Thay alsa utilised extensions in the form of catsative and

passives. These are discussod below,

5221 Past tense
van Reenen (1989) investigated the use of the
morphological infloctions associated with past
tenwe furms in six Zulu children. The children
were aged between three years and five months
and flve yoars and three months. She examined
the profix «be when it was tsed in the past
cantinvous, such as w-bala w-be sebenzea NClie
SI=past continnous ‘father was working'; the
simple past -ifee marker which denotes
completion in a sentence such as in-fa i-khonkoth-
ie NCY-dog SPObark-past tense “the dog barked”

AU Verbal, in this context refors to verbs and not o oral production or
OXPression.



77

Adult-child conversations indicated that Zulu speaking
children used their noun class system selectively using a
majority of nouns In NC1a, 5 and 9. Suzman (1991) postulates
thal the uneven productivity of noun classes could have been
partly developmental and partly reflective of the adult-child
interaction,

By age three, Zulu speaking children were using agreement,
for example, with object concords ~m in structures such as -
zogptagezat SP1-future tense-OP T-wash-final vowel ‘she will
wash het’. They were also able to use agreement to relate to
the following structures: object phrases, relatives, adjectives,

positives and negatives.
5211 Acquisition of singular and plural

Qbersteln (1987) studied the acquisition of the
singular and plural noun elass prefix and subject-
varb agreement In two ta five year old Zulu
speakers, She found that singular class 1, plural
class 2, singular class 1la and singular class 9
wore the first to be acquired. This finding
concurs with Connelly {1984) and Suzman (1991)
who determined that singular forms of each noun
predominatid over plurals within the same noun
class, Thiv predominance i not unigque to Bantu
languagzes, but rather, is a widely ohserved
phenomenen in child linguage {Anisfeld, 1984;
Borman, 1486),
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three overlapping stages but were fully acquired by age three
{Demuth, 1992; Tsonope, 1987}, Kunene's (1979) findings, that
her subjects had not fully acquired their noun classes by age
six, contradict the other studies. Suzman {1993) found that
adult prefixes appearced carlier in Zulu than in other
languages. She attributes this to the fact that noun class
prefixes are more perceptually salient in Zuly than in the
Sotho languagus.

Zulu language acquisition

The seminal work describing Zulu language acquisition is that of
Stzman (1991).  Her research into noun class and concordial
morphology and complex syntax was based un indepth longitudinal
naturalistic data of three primary subjects’ language acquisition
between the ages of one vear and ten months and three and a half
years,

In addition, there are stadies which focus on development of

individual aspects of Zwwu structure, mendoned in the previous

chapter. These studies utilised experimental methodologios where

subiests were constricted to examine specific structures such as noun

classos. (See Appendix H).

5.2.1 Acquisition ef noun classes
Thoe st pota classes to develop were 1 and 2 (Oberstein,
1987, Zulu speaking children had acquired noun classes, 1,
la, 2, 8, 6.7, 8 4, [0 by three years (Oberstein, 1987; Suzman,
i) The abave implies the acquisition of both stoms and
their pre fixes,  Noun classes 1a, 5 and U were the most
enmmeonly used clesses Suzman (1991), while noun classes 3,
4, 11, 14 and 15 were pourly represented,  The final noun class
to develop was noun class 11 which was still not correctly

used at age four years and five months (Oberstein, 1987),
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acquiring the noun and its affixes” (p. iv), Connelly (1984)
also wished to determine the order of acquisition of noun
stems, prefixes and suffixes. He found that the acquisition of
noun classes and prefixes of the four children he studied
oceurred In stages. He also found this acquisition to be
generally ‘error free’,

Tswana

Tsonope's (1987) research investigated acquisition of Setswana
noun class and agreement morphology. He also found that
children developed their noun class morphology in stages. In
addition Tsonope (1987, p. 54) reported that children’s carly
Hnguistie strus fures did not always resemble that of the
adult’s modul.. Instead, he deseribes children's carly
acquisition as being based on a ‘dissyllabic template’, This
template "serves to constrain the structure of the forms the
child produces to two syllables" (Tsonope, 1987, abstract).

Trends

Demuth (19492, p. 588) swmnarises the findings of the
abovementioned studies by stating that "the acquisition
phenomena for these different languages have been
remarkubly similar®, This similarity exists desplte the Nguni
nown class systems difforing from Sesotho (Demuth, 1992),
Nguni noun class systems include presprefixes, for «xample -
mtepine NCT-person ‘person’ while Sotho languages do not, for

example mo-the NCl-person,

Roesearchors In these studies observed thai generally noun elass
prefixed did not cause problems in acquisition, despite theie

apparent complexity. Noun classes were found o develop in
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group, between four and a half years and six years. She
found that when learning nouns, her subjects acquited the
"nominal stem before the nominal prefix" (Kunere, 1979, p.
78). Kunene (1979) explaing these findings crosstinguistically,
by comparing them to English speaking children, who during
the ‘telegraphic speech’ stage, use content words and not
function words. Thus she hypothesises that Siswati speakers
aequire thelr noun stems before their prefixes because these
stems are content morphemes.

Although the subjects of Kunene's (1979) study had acquired
their agreement markers by age six, they had not fully
acyuired their noun classes, These children tended to
overgeneralise thelr nour: alasses, using morphologieal rather

than semantic overgeneralisation.
Sotho

Sotho consists of seven singular and plural noun classes with
carresponding prefixes (RDoke and Mofokeng, 1967). Both
Connelly (1984) and Demuth (1988) explored Sesotho
children’s acquisition of this noun morphology, Demuth
(1988) found that her subject’s developed thelr noun classes in
stages. The first stagoe resembled Kunene's (1979) findings,
that is, that subjucts acquired their noun stems before their
prefixes. This occurred at age two years. The eagllest forms
of prefixes occwred as vowels, but by age three Demuth’s
{1988} subjucts produes ' Wl their singular and plural prefixes,
Demuth (1992) also studied other aspects of Sesotho

acquisition, such as relative clauses and passives.

The specific aim of Connelly’s (1984) research wes to "establish

whether children used holistic or morphemic steategion in
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The previous two sections of this chapter have described the
typology of Zulu and linguistic changes that have ¢ - rred.
OF relevance to the current study, is haw these characteristic
features of Zulu are acquired. Thus, the following section
describes the development of Zulu. Sociolinguistic changes
that have been found to influence this acquisition are also

discussed.

5 BANTU LANGUAGE ACQUISITION

5.1

South-eastern Bantu Zone language acquisition

It is only fairly recently that a corpus of research into the South-
eastorn Bantu language acquisition has developed and o date no
studies have been conducted In Venda and Tsonga. Languages that
have been studied are from the Nguni and Sotho groups and include
Zuly, Swali, Sotho and Tewana.  The methods used in those studies
weore natutaliskic investigation of the subject’s language development
either longltudinally or quasilongtitudinally. Much of the research
has focused on the development of the morphological system,
specificady on the acquisition of noun classes and agreement
(Pemuth, 1992; Suzman, 1991), Swzman’s (1991) study on Zalu
acypsition will be discussed in the following section, while bricf
summatdes of the remainder of the studies are provided below.

5101 Swal

Kunene (1979) exeeuted a morphological study with specal
reforence to noun prefises, noun classes and some agreement
markers (possessives and demonsttatives) in five fivat
language Siswati children, She used two groups of subjects,

the first group aged between 2% - 42 manths and the secornd
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Standard Zulu, at the base of the pillar, is understood by the
majority of Zulu speakers, Colloquial Zulu is understood and
spoken by different groups of people and is not exclusive to
these people, for example other Zulu speakers in Soweto.
However, colloguial Zulu may be exclusive to people in
different areas. Thus, for example, Zulu speakers in
Pietermaritzburg may not understand the Zulu spoken in
Soweta, Tsofsitaal or isieamihe ave names given to faivly
restricted codes although their use for communication is
growing stoadily (Childs, 1992; Ngwenya, 1992; Slabbert, 1993).

The matrix language of colloquial Zulu is "the main language”
in code-switched utterances (Myer-Scotton, 19934, p. 3). The
embedded language refers to other languages, such as English
or Afrikaans which also fulfil a role in code-switched Zulu,
but in a lesser form,

The form of Sowelo Zulu spoken depends on factors such as
whether it is the person’s home language, the number of years
the person has lived in the city, the influence of other
languages and b rer-ethnic marriages. The children of inter-
ethnic marriages often "have weak mother-fongue
jdentification” {Gupta and Chandler, 1993, p. 312) and do not
use either of their parents’ dialects, but rather the dominant
koine of the township (Gupta and Chandler, 1993; Reagan,
1992; Schuring, 1988).

Zula and Lnglish are Soweto's lingua franca, Englich s
becoming more widely spoken due to changes in the
education system (CG.K. Schuring, personal communication,
Aprll 1, (993), It is also viewed as a prestige language. Thus

code-switching is prevalent in Soweto Zulw.
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Standard - Colloquial
Zulu Zulu

FIGURE 8 Conlinuum of varieties of Zulu spoken in Soweto
The second modal views Sowelo Zulu ag a pyramidal structure

as Figure 2 shows (Myers-Scotton, 1993a; G.K. Schuring, personal
communication, April 1, 1993).

—— urbanisation, education ——

L STANDARD ZULU | s | SOWETOZULY |
spokenin rural areas Zulu -based
(Kwazulu/Natal), urban variety
taught in schools

ErvyvTTTYm / sicamtho® )\
MATRIX Colloguial
LANGUAGH Zulu

Zulu T gandard Zul

[

loan woirds

. *restricied code
code switching

umm-:t')m-:n]
&Amgyﬁﬁﬁ
(Eoglish and
Afrikaans)

FIGURE Y Formation of Sowela Zulu
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According to Schuring (1990) there has been much change in
the orthography of Zulu. At present written Zulu is regulated
by the Zulu Language Board of KwaZulu (Schuring, 1990},

452 Soweto Zulu®

Different varieties of Zulu are spoken by Sowetans. The name
of the urk .0 based variety spoken in Soweto also varles. The
different names attributed to this variety include Zulu B,
soweto Zulu, Township Zutu or Colloquial-Zulu {Schuring,
1988; G, K. Schuring, personal communication, April 1, 1993).

Inconsistencies also oceur in the terminology referring to this
variety, Schuring (1988) considers Soweto Zuly to be a koine
{see defirition in Appendix A), au the form of this vartety
shows a great deal of variation. However, C. Myers-Scotton
{(personal communication, 22 Qctober 1993) regards the Zulu
spoken in Soweto as an wban-vased variety, Her reasons for
this categorisation s that Soweto Zulu has loans from other
languages and is characterised by code-switching to English,
with Zulu operating as the matrix language,

The varlations tn Soweto Zulu can « 2 conceptualised according
to the two different models, halow, The first model considers
the varieties as belonging to a continuum, as can be seen in

Figure 8,

*} Little research has been conducted into the Zulu spoken In Soweto,  Thus,
much of the information provided in this section is based on results of research
undertaken in townships similar to Soweta such as those surrounding Pretoria (G,
K. Schuring, personal communication, 1 April 1993),
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2} Respondents were to be living in Soweto, to ensure
homogeneity in environment. Soweto is characteristic of
urbanised environments in Atrica, as it is ethnically and
culturally diverse, suffers economic and sucial deprivation
and {s overcrowded (Agheyisi, 1977; Cooper and Horvath,
1973). (See Chapter 1),

B Respondents were to e attending dorrinant language
Zulu nursery schools in Soweto.  Randall, Reynell and
Curwen (1974, p. 15) claim that lunguage development "ix
better when children attend nwsery school™ (p. 16), In
addition, children who attend  preschool are better
achievers while those who do not attend experience more
problems with scheoling (African Self Help Association,
Director’s Report, 1992).

4)  The role of a constant and close caregiver™ in achieving
good languague development has been well documented
{Bernstein and Tiegerman, 1993; Van Riper and Emerick,
1990). Parent-child interavtions form the busis from which
children's early language develops (McTear and Conti
Ramsdoen, 1992), I addition, cultural norms are
transmitted from mother to child (Schlossman, 1982)
Respondents wewe  therefore to be living in an
environment where oither 4 mother or a constant

caregiver lived.

®The term caregiver refors to either of the parents or any person who is
responaible for Jooking after the chilkl, The term parent and earegiver will be used
interchangeably.
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SUBJECTS

Two groups of subjects were used In this phase of the study. The first group
were the children whose language was assessed. This group was reforred to
as the respondents. Other terms used for this group were the children or the

subjects.

The sceond group of subjucts were the research assistants, Their functions
consisted of administering, scoring, coding and analysing the language

assessment.

21  Respondents

1.1 Criteria for selection of respondents

The following eritoria for respondent subject selection were

applied:

D

Respondents were to have both patents, or in the case of
single parent familics, the parent, as dominant Zulu
speakers,  As deserlbed in Chapter 3, bucause of the
different varletios of Zulu that exlst and are spoken in
Soweto, the respondents may have been exposed to other
languages. They therefore may have been efther bilinguat
or multilingual.  Previous studies, for example Suzman
(1991), have found that it was not possible to climinate the
influence of other languages on the child who was
loarning Zulu.  The children may also have been
muttidialeetal (C. Myers<Seotlon, personat communication,
24 September, 1993}
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CHAPTER 4

METHOD FOR DEVISING AND PILOT TESTING OF ASSESSMENT

This chapter describes the methodology used in the pre-standardisation phase of this
study. A cross-sectional, descriptive-group design (Best, 1971)) was utilised, The
criteria for subject selection and deseription of subjocts are discussed, fallowsd by the
principles for devising the language assessment and the formulation of the
assessment based upon these principles. The chapter concludes with a description
of the administration of the assessment as well as data analysis procedures.

1 AIMS

The aim of this phase of the study was to devise and pilot test a receptive and
expressive Zulu langunage assessment for preschool children.

The subaims woere :

1)  to ostablish the necessary components ¢ o language assessment in
Zulu, )

2)  todetermine the receptive and expressive langage ability of preschoo]
Zulu children living in Soweto as measured on the language
assessment.

3} to determine the appropriatencss of the asseasment tool devised, using
guantitative and qualitative analysis,
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locale for the present study. The acquisition of Zulu amd to a lesser extent
the other South-eastern Banttt Zone languages Is extremely pertinent to the
methodology. It was alse hecessary to describe the concepts of number and

colour in Zulu as they are central to this study.
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acquisition of colowr lexicons has also been found
in other societios where colour has a low salience,
such as in the New Hebrides (Davies et al., 1992).
The Xhosa subjucts of Reynolds” (1%} study
were found o have limited colour lexicons.

6.2.1.3 Summary

Despite the fact that the above discussion has
shown Zulu and the Bantu languages to have
limited basic colour termy it is acknowledgoed that
they have a rich colour terminology, especally
for describing common items in the environment
such as cattle or trees (Maphumulo, 1993). With
respect 1o cattle, Davies ot al, (1992) describe
Setswana as having "a highly developed colour
vocabulary” {p. 1067) and Hunter (1934) recorded
57 terms used to name colours of cattle in Xhosa,
In conclugion, the concept of colour in Bantu
languages could be thought of as "rather different
from and less saliont" than in other languages
(Davies et al,, 1992, p. 1098},

CONCLUDING COMMENTS

As the purpose of this study is to devise a Zulu language assessment, it
was essential that the literature review include a discussion about Zulu.
Thus, information pertaining to the structure of Zulu was provided.
Because langtiages are constantly changing and different dialects exist, it
was Tecessary to portray the changes that have owurred in Zulu. The
urban basod variety of Soweto Zulu was alse deserilud, as Soweto was the
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The reason for this phenomenon is because a
wide range of colour terms did not previously
exist in Bantu languages. Thus "in a soclety
which iy undergolng rapid change a newly
imported colour term gains frequent usage as a
result of its high relevance to a new siluation”

(Louwrens, 1993, p. 44),

In wolour lexicons the form of the loan word
varies, for example, the colour ‘blue’ in
Chichewa, This has two forms, either the
standard form, obirfroim or a code-switched form,
from Bnglish, Dol This form i considered an
adjective and has an assoclative marker -1, which
will agree with the prefixes corresponding b the
preceding noun, for example duwa fe-buliy ‘Dlue
flower’ 'V, MacKenzie, personal communication,
Mare' ., 1994).

Acquisition of colour terms

Berdin and Kay (1969, p. [08) comment on a
dearth of literature concerning the development
of “colour nomenclature”, Recently, however,
Davies ot al,, (1992) found that flve year old
Setswana speaking children did not understand
colour concepts, whereas four year old American
children were able to understand and name the
H basic colours,  Hurlock (1978) reports that
Anwrivan children should know four primary
colours by age four. Towoever they would learn

others depending on exposure to them,  Later
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Stage

1 I 11t v A Vi
-nthlope «lihlaza =P
‘white’ ‘groen’ ‘grey’

= 1 -homous | tulthizn | wnsnndu
‘rod’ T’ hrown’
=HERYIN “phiiizi
‘black’ ‘yellow’
e ey e P b B el b Rl e e A bk erar—rlle—.

FIGURE 11 Zula basic colour terms and their equivalence

classes

Bantu languages such as Shona and Swah'® have been found

to be Stage 11 languages, according to Berlin and Kay {1964),

As regards the other Sowh-castern Bantu Zone languages,

Louwrens (1993) reparts that Northern Sotho has four basie

cdotr terms while Davies of al., (1992) state that Setswana has

sin, Louwrens (1993) disputes the finding of Davies et al,,

(1992) s he believes that it conbradicls the requiremoent that

colours are not permitted to be the names of objects (Berlin

and Kay, 4969), Thus although Davies o al. (1992) consider

sefouor ‘purple’ to be a bagie colour term, it {s the name of a

purple berry trew.

6,211

Loan words

Tt has been {ound tha loan words and code-

switched lerms commanly ocap o ben nasming

colours in the Bantu languages, for example -

pink<i ‘pink’ in Xhosa and -phéphnré ‘purple’ in

Northern Botho (Louwrens, [993; Reynolds (#84),
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Zulu possesses only three non referential colour terms;
~tinypama ‘black’, -midope “white’ and -bomou ‘red’™, All other
colours are derived from birds animals, plants and familiar
natutal objects.

MacLaurey (1991} Investigated the use of Zulu colour terms
using Berlin and Kay’s (1969} model. s informant was a 32
yuar old fomale. Data obtained from her led McLaurey (1991)
to surmise that Zulu was a Stage (Il language, although
moving to the direction of Stage V. Melaurey (1991) also
found the early acauisition of purple. Loan words were
prevalent in this data. A, Koopman (personal communication,
August 30, 1994) hypothesises thal Zalu belongs to the Stage 1
group of languagus, which have -nmyanm ‘black’ and -mfifope
‘white” as their basie colour terms, Howoever Koopman {1994)
sugpeests that addittonal basic colour kerms exist in Zulu, if the
rclatlve stems referring to colour have lost their noun stalus,
In such instances, the relative stem would not be the name of
an object, Therefore Zulu would have hasle colour torms for -
bomey "ved’; -phuzi ‘yellow’; <lihlazn "grae’; -maintdn ‘brown’
anud smipionngn ‘grey’, It would thus be a language with a fully
developed colour terminology as it has six equivalence classoes,

as car he seen in Figure L1,

“ Maphumulo’s inclusion of baen ‘red’ as a hasie colour term s controversial,
as Lhis is a lerm which refors to the name of an object, such as red achre (A.
Koopman, personal communication, August 30, 1994),
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HIGURE 10 Universal basic colour terms and their equivalence

classes

Further, Berlin and Kay (1969) stipulated certain requirements in
order that a colour be regarded as basie, Of relevance to this
diseussion, 18 that the colour term had to have a "stability of
reference across informants and across oceasions of use" (Berlin and
Kay, 1969, p. 6). In Zuly, desplte the geographic distribution of
speakers of the language (depicted in Appendix J), most basic
meanings of colours were thought to be "fairly consistent”
(Maphumulo, 1993, . 21). Berlin and Kay (1969) also stipulated that
colour terms should nol be the name of an object which
characteristically had that colour, for example <bomon “red’ which
refers to rod clay, Basic colour terms should not be a loan word as
“recent forelgnh Joan words may be suspect” (p. 6). Based on these
criteria Berlin and Kay (1969, p, 16) concluded that the basie colour
lexdeons of language spoken by pooples "possessing relatively simple
technologies tend to be smaller than those of highly complex
societios",

t.2.1  Basic Zulu colour terms

When applying Berlin and Kay's (1964) requirements toy Zuly,
Maphumulo (1993, 1. 21) states that
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Colour

The perception of colour by human beings is an intricate
subject (Louwrens, 1993, p. 121).

This subject is further complicated in Zulu because of the
controversy surrounding {t. Samuelson (1923) stated that "the Zulu
language is weak with regard to colours” (p. 574). His solution was
therefore to identify ".birds and other things which have colouss”
when a colour term that existed in English had no Zulu equivalent.
He hoped that in so doing he would lay "the foundation on which
those who follow the writer will bulld in the future.”

A more universal approach to the study of the psycholinguistic
aspects of colour  7as derived by Berlin and Kay (1969). Alter
gtudying 98 unrelated languages these authors concluded that 11
vasle colour terms, organised according to six QL]lliVﬂlt?l‘lC.l} classes or
stages, existed universally. These universal sot of colowrs included
white, black, red, green, yellow, blue, brown, purple, pink, orange
and grey ax Figure 10 shows,

Berlin and Kay (1969} believed there to be a fixed evolutionary stage
through which a language was required to pass if it were to increase
its colour vocabulary. This began with white and black which
belong to Stage 1 and culminated in Stage 6 which contained the

terms for purple, pink, orange and grey as Flgure 10 shows,
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SEMANTIC CONCEPTS
Zulu speaking children’s knowledge of number and colour will be among,
the semantic concepts to be assessed in the proposed language test.
Thetrefore, these will be discussed in some detail, below,

61 Number

The numeral system in Zulu™ comprises of stems for the numbers
up to nine. From ten, the Proto-Bantu reflex stem «shumi ‘ten’ is
used, for example yishumi nesikhombisa ‘it is ten with seven’. Louw
(1983, pp. 87 - 388) describes this as a "cumbersome” numeral
system and because of this reports that "most Zulu and Xhosa prefer
to count in English”,

English speaking children begin understanding and naming
adjoctives, such as numbers at age three, (Refer to Chapter 2, Scction
1.4.2). Thay have been found to count by rote by age three and with
one-to-one correspondence by four years (Ilingworth, 1983), By age
wix, chlldren are expected to count with meaning (Furlock, 1978),
However, this skill varies universally because counting is a culturally
learned skill (Reynolds, 1989). Reynolds (1989) performed an
ethnographic study with seven year old children in Crossroads
squatter settlement, which is a predominantly Xhosa culture, The
subjects of this study, after thelr firsk year of schooling woere still
unable to count or conserve number conststently (Reynolds, 1989),

*The same system applics to Nhosa,
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monitor and correct their own speech in terms of the adult

input (Suzmar, 1991},

Suzman (1991) reported thai the subjects were able to acquire
the complex morphology and syntax because they were
integral structures of Zulw.  As such, they were used by aduits

and therefore children acquired them early.
Dialectal variation

Certain of the studies in Zulu acquisition found dialectal
variations of standard dialects in urban Zulu. Oberstein
(1987), for example, found that children substituted abe (noun
class 2) for o (noun class 2a). Initially she judged this to be a
developmental error, However, after ‘a small field study’ in
the Alexandra Zulu speaking community she found the
speakers all used abn and not o as Doke (1990) observed o be
the correct form. She attributed this to linguistic change or
different Zulu speaking communities having their own

dlalects, in this case an urban variety {Oberstein, 1987),

Simon (1988) and Suzman (1991) found a colloguial form of
the possessive, rather than use of standard Zulu, Subjects
prefixed a vowel on o the possessor, for example guakhe
‘his/her, agreement with noun class 1% Simon (1988, p, 32)
reported that informal conversation with urban Zulu speakers
revealed this prefixing of vowelds to be a cormmon

phenomenon with adult speakers”,

[ swmmary, Zulu children appear o acgutire their noun
classes, voncordial morphology and passive and relatives by

age ihree. This acquisition wa s basically ertorless (Suaman,
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3)  Resecarch assistanis were to be university students cr
graduates, with a minimum of a two year post
matriculation qualification.  In addition, research
assistants required expert knowledge either in the
discipline of speech-language therapy or  African
languages, specialising in Zulu,

2.22 Description of research assistants

Twelve rescarch assistants participated in this study. Eight of
the twelve were dominant language Zulu speakers and the
remaining four rated their knowledge of Zulu as being good,
These four spoke Zulu at home, at work and in soclal situations.
All the reacarch nssistants lived or had lived in Sowete.

Three of the research assistante were qualified speech and
heardng therapists and four were communily speech and hearing
workers,  The remaining five research assistants were BA
graduates with a major In Zulu,

Reseatch agststants” tasks included admialstering, seoring, cuding
and analysing date  An additional research assiatant, who had

an honours in linguistics, assisted the researcher in devising the
Zulu Receplive Ixpressive Language Assessmoent [ZERLA]L

3 PROCLDURE

The section (hat follows deseribes the process that oceurred In devising and
pliat testing the ZURLAY, The most eruclal aspect of this pre-standardisation

e

" The term ZERLA will be used interchangeably with language assessment or
fost,
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Rescarch  assistants therefore asscssed  these
respondents. M. Greyling (personal
communication, 1 June 1993) advised that their
scores be Included, as these would strengthen the
results, The criterion for age was thus changed
from 3.6 - 46 ycars to include all preschool
children.

2.2 Iesearch assistants
2.2.1 Criteria for sclection of research asslstants

Tester blas is a strong influence on a child’s language ability™
(Labov, 1979 Taylor and Payne, 1983). Hence the rescarch
assistants were chosen according to the following criterfa :

1) Rosearch assistants were either to be dominant language
Zulu speakers or proficient in their knowledge of Zulu.
In order to determine thedr level of proficiency, research
asslstants were required to complete a ‘history of
billngualism  quoestionnaire’ (Paradis, 1987).  This
questionnalre can be seon in Appendix O,

2)  Research apsistants were to be lving In Sowete, to ensure
that their sociolingulstic environment was ¢onsiatent with
that of the respondents.

# As the researchur does not fit these eriteria and, due to a possible difference in
the results oblained when a persen from a different culture ig prosent, she did not
tke an adtive part in testing (Taylor and* Payne, 1983).
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exposed to the high levels of violence that exist in
Swweto, as according to Chikane (1986, cited in
Sideris, 1940, p. 2} "nursery schoal children are no
exception” to this phenomenon,

Age
The age of the respondents was between 2.6 and

5.5 years. Respondent subjects were divided into
three age groups as Table 6 shows,

TABLE 6 Age groups of respondents

e

Age | Number | Percent | Deseription
26-35 | n=130 15 Youngest

YOArs group
36-45 | n=122 [ Intermediate
years Broup

46-55 | n=36 19 Oldest group
years

Bath Table 6 above and Appendix N show the age
distribution of the sample, which was mostly
comprised of children in the age range 3.6 to 4.6
years, The reason for this unequal distribution is
that inftially the selection criterion for age was that
respondents be in the 3.6 - 4.6 age range. The
rescarcher and the research assistants requested
from both the princlpals and teachers at the
nursery schools that respondents be in this range.

Duspite  these  requests,  teachers  provided
respondents who did not match these age ranges,



~1.3.2

100

Schooling

"A happy healthy etivironment 15 the right of
every child" (Motto - Aftican Self Help
Association Annual Report, 1991 - 1992, p. 2},

All the respondents attended dominant language
Zulu speaking nursery schools belonging to the
Alrican Svlf Help Assoclation, J. Clowes (personal
communication, & October 1992} expiained that
dominant longuage in this instance refers fo
‘Bowetan’.  She deseribes this language as a
mixture of the language spoken at home with Zuly,
which was the language spoken at nursery chool,

The Afriean Self Help Association admindsters 40
full-day "educare” centres In Sowekn,  These
aursery schools aim to provide edueare through a
comprehensive programme of education to children
betwoeen ages two to six yoars,

Siderls (1990, p. 29) claims that children in Soweto
whose parents can afford to send them to day care
"constitute an elite group within township society™,
However, the majority of children whe attend the
African Self Help Association nurgery schools "are
of working class parents and the preschool services
a cross section of the Soweta population” (African
Self Help Association Annual Report 1991 - 19492, p,
2). In addition, the respondents may have been



Faflindy Purtugpuene Tawania Sothehnsg Iulu Both thatig

Figure 15 Ration of noet-dominant Lo



200

150"

100}

50

Sotho Zulu Sotho & Zulu Tawans Xhoaa

Figure 12: Ratios of dominant tanguage



vg

Information on the respondents’ dominant
language as well as other languages they spoke
was obtained from three sources, viz, parent report,
teacher report and demographic information
obtained on the Test Bookler of the ZERLA.

95% of the respondents were dominant language
Zulu speakers as can be seen in Figure 12, This
flgure also shows the breakdown of the languages
spoken by the remaining 5% of the sample. Three
respondents spoke Xhosa, a language closely
related to Zulu as it also belonge to the Nguni
group. The rentaining six respondents were either
Sotho or Tswana speakers which is an expected
result, as Sotho languages are the next most
common, after Zulu in Soweto (Morris, 1980).

Appendix M indicates that over 80% of either
parents’ first language was Zulu, Tigure 13
represents the ratlos of other langunges spoken in
the home.

Thirty-nine  (21%) of the respondents were
bilingual. Included in the second languoges they
spoke, were 26 respondents who spoke Sotho, 11
who spoke Xhosa, one who spoke English and one,
Portuguese. One subject was trilingual, speaking
Sotho and Xhosa in addition to Zulu,
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Table 5 is a summary of the deseription of respondents used.

TABLE 8 Description of respondents

Number of subjects | n = 188

Touminant language | 95% Zulu* (n = 179)

Residence Sowetn

Schoolin.g 15% African Selt Help Association

nursery schoals in Soweto - see map
in Appendix K

Parents/Caregiver | All respondents

present in home

Age mnge 2.6 - 5,8 years*

Gender Female 45% (n = 86)
Male RE% (n = 102)

Distribution of subfects according to
gender and age can be seen in
Appendices L and N respectively.

* Additional descriptions are provided below.

2131 Dominant language

=

(Excerpt from teacher report)

Question What language does the

child speak at creche?

Response @ Soweto language
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Ross, Lipper and Auld, 1985). Low-birthwelght was not
used as a criterfon in this study as it was not possible to
obtain comprehensive case histories or medical records of
children who may have been born with this condition,

Socio-economic status (SES). SES has been found to be a
significant contributor to children’s acquisition of
language (Silva and Fergu<on, 1979; Wells 1986). liis a
well established fact that children from disadvantaged
backgrounds and poor socio-economic conditlons iy
have increased prevalence for langt'age disorders. Studies
have found decreased receptive language abllitles and
poorer vocabularies to be directly correlated with low SES
(Adler, 1979; Edwards, 1989; Hurlock, 1978; Johnson, 1974;
Randall et al., 1974),

SES was not included as a formal criterion for subject
selection in this sludy because of difficulties assoclated
with obtaining accurate information, However the fact
that all subjects were resident in Soweto, 4 predominantly
low-income community should be remembered
(Shueyane, et al, 1977; Yach, Richter, Cameron von
Schirnding and de Wet, 1993).

The factors mentioned above impact on language
development, hence their omission is recognised as a
limitation of the study. However, the large number of
respondents tosted lessened the impact of these
oxclusions,
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study. However subjects were not excluded on the basis
of these "at risk" factors.

2.1.2 Criteria not included for respondent selection

1)

2)

3)

Normal language was not requived as a criterion for
subject selection. This was because the sample was to be
representative of a ‘typical’ preschool population which
may have had some prevalence of language disorders, as
discussed in Chapter 2, Section 3.8, McCauley and
Swisher (1984a) believe that it is important not to exclude
indlviduais on the bagls of "nonnormal language abllity"
(p. 36) as doing so makes it difficult to detect "the possible
presence of a language impeirment”. Thus language
impaired respondents may have been included in this pre-
standardisation pilot test sample.

Hearing, vislon, and intellectual abilities were not
considered as criteria for respondent subject selection.
The reason was due to the practical constraints of
assessing these, HMowever, in Instances where these
deficlts were obvious, such as blindness, respondents
were not assessed, Respondents with motur difficulties
were not excluded from testing if they ‘could use thelr
eyes as pointers’ (Reynell, 1977).

Low-birthweight. Advances in medical technology have
resulted in increased survival rates of low-birthweight
infanis. Although the data Is not definitive, several
studies have suggested a high incidence of language
problems in children with a mass of less than 1500g at
birth {(Kenworthy, Bess Stahlaman and Lindstrom 1987;
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However, results of research are equivocat and therefore
McCauley (1977} concluded that “there are NO [sic]
significant differences” (p. 361).

7) The following have been identified as "at risk" medical
factors for language impairment in the South African
population (Penn and Segal, 1982):

- Discharge lrom the 2ar and earache.”

- Gastroenteritis,*

- High temperature

- Measles

- Diagnosed or hypothesised as being brain damaged
- Emotiona trauma™

The direct relationship between these factors and
language Impairment has not yet been established.
However, it has been shown that the presence of these
factors, combinations of these or repeated occurrences of
these, does increase the risk of language impairment
(Penn and Segal, 1982), Therefore, these factors were
taken into account when selecting respondents for this

# Research has shown that children with middle ec. ;- <blems are likely to
have poorer verbal skills and educational problems (N. iMuikin, 1989, personal
communication, 22 March 1994).

* Although gastroenter:tis primarily affects children under two years, it may
affect a child’s development until five (Forfar and Arniel, 1984). Rossi-Espagnet
(no date, cited in World Health Organisation 1988, pp 24-25) has found a
particularly high prevalence of gastroenteritis In urban slums and squatter
environments. The South African Township Annual Report (1990) reports a high
incidence of death as a result of gastroenteritis in Soweto.

¥ Children living in Soweto are constantly exposed to violence (Lab, 1987;
Sideris 1990; Simpson, 1991). Hence this was a difficult variable to control for,
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Respondentis were to be in the praschool age ~ange, that
is from two years six months to five years and five
months. As described in Chapter 2, there are two phases
of language development in this age range. By ape three
"the typical child has gained entry into all do1 s of
language including vocabulary, phonology, syntax and
morphology” (Anisfeld, 1934, p. 247). For Zulu spcakers
this implies the developuneiit of noun class and concordial
morphology, passives and relatives (Suzman, 1991),

The second phase is that of four and five y »r old
children who have "fairly comyiete language” (Nicolost
and Collins, 1989, p. 301). They are fine-tuning their skills
at this stage,

Preschool children’s language abilities were targeted in
this research as their responses were sufficiently mature
and consistent to allow for adequate performance in a
formalised testing situation. From a prevention
perspective, it would have been preferable to target
younger children, in order to identify possible problems
as early as possible, However practical reasons such as
the limited attention span of young children, prectuded
this.

An equal number of males and females were tu be
aseessed, in order to contrel for the gender variable.
Cuviroversy exists regarding gender difference and
language abilitles (Klann-Delius, 1981; Tanz, 1987). It is
believed that ghls have superios language skills fo boys
{Carrow, 1973; Macoby and Jacklin, 1974; Hurlock, 1978),
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mouth’,

In this instanee, elicitation of the expressive subtest, preceded
the receptive, in order to change the mode of the response and
thus prevent boredom, Appendix 8 depicts which noun
classes were olicited in the ZFRLA,

Agreement

As doseribed in Chapter 3, in Zulu alliterative agroement
permeates the entire sentence (oljoard and Bosch, 1988),
Agreement is an example where componeins of lainguage are
inextricably intertwined (Bernstein and Tiegerman, 1993)
Agroement was therefore not mamined In an individuat
stbtust but rather as a part of a response in different subtests,
such as in the expressive language sample, subtest 13¢,
Respondents had to deseribe what they were wearing in
response to the research asslstant’ questlon, for example:

ibhuelukere clinfani ‘What do your pants look Lke?

A correct response would be ibhidikie Hegiven SPSpants RPS-
green ‘the pants are green” Thus the subject would e
domonstrating knowledge of rolative concords with the
agreement betwoeen the noun and agreeing constituent (Doke,
149p).

Syntax
Subtest 12 assessod respondents” syntacide knowladge of

applicd extensio s ona receplive level, The contest was

bathing o uali,
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Research assigstant: Ngibonisa omkhulu ‘show me grandfathers.
Respondents were then to point to the identified simulf from an
array of items,

Subiests 6 and 7 elicited noun classes in a similar fashion
expressively,

Research assistant Ngubani fo ‘who s this?’, while pointing to
umklniy ‘grandfather’ The child would be required  say
whom she/he saw.

In on attempt Lo assess noun classes in a pragmatic manner,
subtests § and o were elicited by having respondents efther name
or identfy body parts representing different noun classes.
Identifieation of body parts was used as these are amongg the first
vacabulary items that children acquire (Clark, 1981),

The receptive task (subtest 8) utilised the vignetie that the doll
provided, had hurt herself. The subject ‘conld make her bolter
by placing an elastoplast on the part of the body named by the
research assistant. For examyple:

Ngtbonisa thhala ‘show me the nose’ and the elastoplast would be
stuck on the doll’s nose.

In subtest 5, subjects were to name the body parts, belonging to
cifferent noun classes that the research assistant pointed tw on
the doll:

The research assistant would point to the mouth and ask yinile
‘what s {[?’ The desired response was wmlome NCl-mouth
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Flgure 15 s a graphic representation of the linguistic components of
Zuli that were Included for assessment on thie ZERLA. These
components were assessed through 22 subtests.  The subtests are
referred to as ‘packet’ on the ZERLA Test Booklet (see Appendix R).
Each subtest was labelled with a number.  Certain subtests were
divided into further subtests, which were represented by a leiter of the
alphabet, relating to their subtest number; for example the verb system
was examined In subtest 14, and adverbs wore assessed in subtest 14 £,
The following section provides information on how the subtests were

devised and stractured.

The Hrst section of the ZERLA Test Booklut required the rescarch
assistants to complete biographical and demographie information about
cach child. The subtests followed on from this section. Hach subtest
was preceded by Insttuctions to the researeh assistants.  These
Instructions explained how the stimull were to be sot out as well as tne
instrnctions the research assistant was to pive the child, The dosired
response was written in capltal letters for the rescarch assistant, where

appropriate,
332 Form: Morphology - Noun classes

As Zulu i a morphological language respondents” knowledge of
their noun classes was a major focus of the ZERLA. Subtesty 1 -
# assewsed the respondents’ knowledge of singular and plural
noun classes bath receptively and oxpressively, Subtests 1 « 4
cletted noun classes receptively by research assistants asking
respondents to show them objects deslgnated by their respective
noun class, An example was:
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33  Item development: Devising the components of the ZERLA

1

3.3.1 Practical Information

Receptive and Expressive Language

T—
Form <3 Content €3 Use

/\\L\A

Phonology Murp wingy Syntax Semantics Pragmatice
not assessed Noun class 1.8 Applied Extenslon 12 Vocabulary Slructures
: Spuntam-nusl p Rulaéwu ‘;luma lagtb  10arh 11[ 32 13¢ h:.-i{:iirtlt:dxt
Aanguage Sample antaieons Tdath ctinty
} g:luﬁmentl l.\.ulgun{n' Samyple 58910111314
1Y c L] L

Murphosyntactic Stridures
UlAm.l Prefives Y l;ll.uh

]‘L‘ Jivey
Relalives 1
Nuyives 1de numbers & subtusts
st lense 1l
Pansive e
Adverbs 14§

FIGURE 15 Components of the ZERLA
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Procedures for preliminary investigations

Aims

Resulks

Preliminacy
invostigation 1

To asgess noun
classes

« Noun classes could be
assessed using the context of
parts of the body as tr

investigation 3

spontaneous
language
sample

= To assesy
verhal
Hiructure

_ context
Preliminary To assess object | « Omit prefixes ie say Hhatla
investigation 2 | prefises, fzinkonnshi ‘take them, the
agreement, cups’ and not zithathe
applicd fzinkomishi
extensfons, ~ Combination of standard
adjectives and | Zulu and Soweto Zulu to be
relatives uilisedd for assesspent of
) adjectives and relatives
Preliminary - To elicit a « Bpontancous language

samples could not be tape
recorded due to high levels of
noise

= No changes to assessment of
vurbal structure were required

As Table 7 indieates, the preliminary investigations determined that

the test principles and constructs, described previously, could be

operationalised.  Thus, the following phase of the procedure, to

finatise the components to be tsed in the ZERLA, could be

implomented, This phase is deseribed in the following section,
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mentioned above, into a preliminary version of the ZERLA.  Three
preliminary Investigations were then undertaken in order to verify
whether this version of the ZERLA could be operationalised.

Each investigation examined a specific aspect of the ZERLA, such as
noun classes. In addition, general considerations for administering and
scoring the ZERLA, for example test location, were considercd, Table
7 provides a summary of the procedure followed fur the preliminary
investigations, while Appendix Q containg a dete deseription.

Twenty children who moet the same respondent subject selection eriteria
proviously described were used for cach pilot study. The research
assistants woere two  community speech and  hearing  workers.
Preliminary invostigation took place in KuhleKahle, Thabisong and
Itumeleng nursery schools in Soweto,

After conducting each preliminary investigation version of the ZERLA,
research asststants coded and analysed the results. In depth interviews
were then held, (A description of in depth interviews is provided in
Section 54.2), Darticipants included the researcher, the research
assistant who assisted in devising the preliminary investigations and the
research assistants who adminlstered these. Dwing the interviews,
descriptions and explanations of the findings of each investigation were
supplied and changes recommended.
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Components of language interact dynamically and content, form
and use are inextricably intertwined (Bernstein and Tlegerman,
1993; Dale and Henderson, 1987; Lahey, 1988). This is true of
Zulu where in fact the connectlon between morphology and
syntax is recognised formally as morphosyntactic structures, The
skills measured on subtests of the ZERLA may thus have
examined more then one aspect of language structure
simultaneously, for example relalves were assessed
morphosyntactically and semantically.

The ZERLA was devised using the urban based variety of
Soweto Zulu described in Chapter 3. Subject selection erlterla
would have ensured that both the children and the rescarch
assistants would have been famillar with this varfety. The
vocabulary for the stimuli was oblained from the lexicon that
Suzman (1991) found her subjects used.

The stimuli included in each subtest were derived empirlcally.
The process of their selection is to be described in detall in a
later section, Traditionally, the manner of eliciling responses in
formal languoge testing is to provide a stimulus to the child and
observe the response (Hedrick, Prather and Tobin, 1975, 1984;
Hresko et al., 1991), This method of elicltation was also used in
the ZERLA.

3.2  DPllot studies®

The rescarcher, together with the research assistant who had an
honours in linguistles, incorporated the principles and constructs

“The term pilol studies and preliminary investigations are used interchangeably.
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abilities {Suzman, 1991) to this model,

General principles and underlying constructs

Given the enormous complexity of language, it would be
unrealistic for a test to attempt to evaluate in detall every aspeact
of a speaker’s linguistic knowledge. An adequate test should
have a clearly defined focus - that Is, it should be spedfically
designed to assess the grammatical, semantic or pragmatle
systems or subcomponents within these systerns (Vaughn-Cooke,
1986, p. 43 - 44).

In keeping with the aims of this study and relating these to
Vaughn-Cooke's suggestion, the focus of the ZERLA was to
assess the three characteristic features of Zuly, that is, the noun
class system, extensive agreement and verbal structure. In
addition, vclatives and passives, which have a high functional
load in Zulu, were to be assessed.

The ZERLA was therefore, specifically designed to evaluate
children’s knowledge of the morphology, syntax,
morphosyntactic structures, semantics and to an extent the
pragmatics of Zuly, through the use of receptive and expressive
subtesis, The purpose of each sublest was to provide an
indication of a respondent’s knowledge of a specific compaonent
of her/his language.

This information was obtained primarily from information about
Zulu children’s acquisition of language (Oberstein, 1987; Stephen,
1988; Suzman, 1991). Basic texts of Zulu grammar such as Doke
(1990) and Taljaard and Bosch (1988) were also utilised. This
combination of sources would ensure that the variety of Zulu
used was reflective of a spoken varlety rather than a standard
form,
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its applications.

Similarly, Suzman (1991) found that she could not analyse tone
from the naturallstic data she had obtained, as this data was too
voluminous. In order to study tone she was forced to devise a
separate structured task and use this on an entirely different
group of subjects. Her experience thus indicated that tone could
be studied as a distinct entity. Therefore, upon the advice of
S.M. Suzman {personal communication, November 2, 1991) and
because of the complexities of Including tone in a formal
language assessment, the researcher decided not to include tone
as a definite aspect of assessment in the present study. The
implications of this omission are considered in the final chaptor,

Hresko ct al, (1991, p. 2) report that

language use was not used as a dimension of the TELD-2,
because operationalizing langiage use is extremely challenging
In that the concept does not lend itself easily to standardized test
formats...

The ZERLA docs not formally agsess pragmatics for similar
reasons, However, attempts were made to devise the ZERLA in
a pragmatica'ly sensitive manner (Lund and Duchan, 1993),
through assessing language in context. Examples include
adjectives and relatives belng assessed within the theme of
dressing a doll. The most convincing reason for using Lahey's
(1988) mode! of language as a linguistic frame of reference for
the ZERLA was that this model was devised according to
language universals, described in Chapter 2, Thus, its use could
be extended to Zulu, When devising the ZERLA {t was therefore
possible to relate detalls on the acquisition of Zulu language
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a batis for other formal language assessmants such as the Test of
Early Language Development [TELD and TELD-2] (Hresko, Reid
and Hammill, 1981, 1991) further justifies its use as a model for
the ZERLA. The TELD-2 examines preschool children’s form
and content along the dimen.-‘ons of receptive and expressive
language as can be seen in Appendix P. The components of
phonology, morphology, syntax and semantics provided the
frame of reference for constructing the subtests of the TELD-2,

The structure of the ZERLA would be analogous to the TELD-2,
s hoth tests were devised according to the same mode! of
language. The age range of the subjects of the twu tests were
also similar, with the age range of the TELD-2 being 2 years to
7.11 years,

One aspect in which the ZERLA would differ from both Lahey’s
(1988) mode! of language and the TELD-2 was that phonology
was not to be assessed. This was because many of the
respondents may not have acquired ell their sounds, as the
development of phonology continues until at least five years of
age (Bernthal and Bankson, 1989; Creaghead, Newman and
Secord, 1989). Therefore, if phonology were to have been tested
on the ZERLA, false positives may have oceurred as
developmental phonological processes might have been
identified as disordered phonology.

The non-assessment of phonology also meant that tone was not
to be evaluated. The rationale for excluding tone was that,
despite this belng an integral part of Zulu grammar, carly Bantu
grammarians did not study this phenomenon (Wilkes, 1978},
Wilkes (1978) postulates that tone was not studied due to the
lack of effective methods for analysing and describing tone in all
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* the test should be based on valid assumptions about
language.

* the test should provide an adequate description of some
aspect of the child’s knowledge of language.

* the assessment is required to reflect the latest
developments in linguistic theory.

* The results of the test should provide principled
guidelines for language intervention.

The ZERLA was based on an adaptation of Lahey (1988) and
Bloom and Lahey’s (1978) theoretical model of language,
discussed in Chapter 2. Establishing the ZERLA on Lahey's
(1988) model satisfles Vaughn-Cooke’s (1986) criteria, as this is
a valid model of language and it provides a description of form,
content and use. The fact that it includes pragmatics
demonstrates its contemporariness In linguistic theory™.
Finally, as regards the criterlon of providing guidelines for
therapy, Wickstrom et al, (1985) describe assessment bas: 1 on
Lahey's (1988) model of language as having direct implications
for Intervention.

The use of Lahey's (1988) theory of language also fulfils the
recommendation of Cronbach (1971, cited in Sner. and Lohman,
1989), who suggested that construction of a test begins with a
theory about behaviour which is derlved from prior research,
The fact that Lahey's (1988) model of language has been used as

M1t 13 acknowledged that there are later developments in lingulstic theory.
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phase was to define the principles on which the ZERLA was constructed.
Once these principles had been delineated, they were operationalised by
undertaking three preliminary pilot investigations. The components of the
ZERLA weie then determined, based on the results of these pilot
investigations. Additional measures in the form of parent and teacher reports
were also developed. After these measures had been formulated the ZERLA
was administered and the results were then scored and analyscd. Figure 14
is a schematic diagram of the procedure followed in devising the ZERLA.

Definition of principlej,undergirding ZERLA

Operationalising principles €3 preliminary investigations
Developing and devising components of ZERLA

Additional measures €2 Parent and teacher report

\J

Administration of ZERLA

Scoring and analysis of ZERLA

FIGURE 14 Stages for devising and administering the ZERLA

Y1 Principles on which the ZERLA was based

3.1.1 Linguistic theory

Vaughn-Cooke (1986) suggests criteria that should be used when
establishing new language tests. These Include the following:
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Parent and teacher guestionnaires were pilot tested on 20
parents, 20 teachers, two speech-language therapists and four
research assistants. Responses indicated that the questions were
understood and provided useful information. The rescarch
assistunts reported that it was unnecessary to translate the
questionnaires into Zulu, They considered that parents and
teachers had sufficent knowledge of English in order to
complete the questionnaire, This proficiency could be atiributed
to English belng a lingua fronca in Soweto (Schuring, 1988).
Furthermore, research assistants reported that the respondents
would be insulied if they wore asked to answer in Zulu (S.
Mseleku and B, Mtambo, personal communication, October 19,
1992),

Construction of parent and teacher reports

Farent and teacher reporis were devised in the form of self-
completion questionnaires (Cohen and Manion, 1991; de Vaus,
1991). Care was taken to wuord the questions as clearly as
possible and examples were provided to ensure understanding
of questions, for example, question 15 provided allernatives of
different treatments for gastroenteritis.

A combination of closed and open ended questions were asked
in order to gain detalled information. Closed ended guestions
were used as they supplied Information about whether the
respondent had thought about the matter and in order to "get at”
specific aspects of the issue (De Vaus, 1991, p. 75) I the
respondunt indicated the presence of a conditlon, for example a
language problem, open ended questions were then asked in
order to obtain comprehensive information.
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reporis also provide infermation on behaviours that may ' not readily
be observable to examiners” (Flresko, et al,, 1991). Thus, an additional
ftem format, parent and teacher repotts In the form of questionnaires
wore devised for the following reasons:

L]

3-‘1‘& 1

to obtain blographical information in order to detormine whether
respondents met the criteria for subject selection,

if re pondents did meet the criterla, then parent and teacher
reports were to provide demographic and case history
Information concerning each respondent.

Parent and teacher reports contribute important information
about the validity of language samples (Ifolland and Torbes,
1986). FHence, they would be used as a measure of construct
validity to verify the results the respondents obtained on the
ZERLA (Additional detalls are provided in the statlstical
analysis sectlon),

Pilot study of parent and teacher report

Pllot studies were conducted on the parent and {eacher reports
ag Dillman (1978) asserts that pretesting is especially important
for self-completion questionnafres. Rurther, he suggests that
pretests should be conducted on different eategorivs of people,
such as the population to be surveyed and colleagues as thoy
understand the purpose of the study. In order to accomplish
this, different versions of parent and teacher reports, which
Included a Zulu translation, were devised to determine which
was tho most clfective,
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instructed to deal with this incongruence by explaining what the
figures were meant to depict, that s, boys. Use of such stimul
is recognise 4 as a limitation of the study.

After acquiring all the stimull on the inventory, they were placed
in ‘String-Tie’ or ‘Zip Seal’ transparent plastic bags, according to
thetr designated subtest, The contents of each bag were listed on
an adhesive label which was stuck onto the plastic bag, ensuring
the easy identification of test items, All the plastie bags were
then placed in a durable pack with straps that made for easy
transportation. Test items were organised in this way 1o ensure
uniformity and systemisation. The Inveniory was also placed in
the bag for rescarch assistants to ensure tliey had all the
necessary objects.

Each object required In a sublest was provided and objects were
not moved from one subtest to another, Test ltems were thus
duplicated if necessary, The benefit of having replieas of test
iterns was to pravent the respondent being distracted while the
rosearch assistant searched for a needed ltem,

The previous section has described the linguistic components of
the ZERLA as well as the selection of the stimull  Additlonal
measures to determine the language abllities of the respondents
wore devised as a complement to the ZERLA. These will now
be diseussed.

Additional measures
arents and teachers were used as informants as they “can supply a

wealih of information” (Gallagher, 1983 p. 13). Parent and teacher
reporls have been found to be reliable and valld (Rosett], 1990). These
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object or the site, depending on which aspect of language was
being assessed. Specific examples are provided in the verbal
structure section (3.3.5.2), previously described.

An added advantage of the activity mat was that it afforded
subjects the apportunity of meripulating and moving the objocts.
Having respondents’ active participation could assist in
preventing boredom as this was a variation in mode of
presentation,

Certain of the test ltems such as dolls representing ogoge
‘grandmeothers’ were purchased at flea markets from crafispeople
engaged in producing traditional Zulu crafts. This ensured
cultural relovance and simultaneously supporied merchants. In
a sinilar veln, dolls clothes were cotnmissioned from self-help
organisations, The researcher specifically procured stimuli in
this way in an attempt to benefit communities as much as
possitie. Appendix V depicts the environments where stimuli
were obtained,

The researcher succeeded in obtaining appropriate stimull except
far figures representing alnfana ‘male children’. Despile requosts
to craftspeople to produce such objeets as well as visits to many
toy siores, it proved impossible to acquire these.

Thus flgures were chosen that depicted boys because they were
of the appropriate size, that 13 smaller than ebeba ‘fathers’ and
omkintu ‘grandfathers’. The disadvantage of these figures wore
that they were wearing uniforms.  Respondents thereforo
correctly identifled them as soldiers or police. Children living in
townships have been found to have negative mental assoclations
with soldiers (Shmukler, 1989). Research assistanis were
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This was achieved by performing an informal survey of Soweto
mothers, who had come to Baragwanath hospital for a routine
developmental follow-up on  their children,  They were
questioned about what their children played with at various
ages. Examples of iteme provided by the mothers included
household jtems and toys. In addition, stimuli that were
commonly seen in Soweto, such as fashi *horse’ (Dellatola, 1990),
were used, Ttems were also selected according to a list that
Reynolds (1989) found thet Black South Afmean children
commonly played with, such as combs and plastie bottles,
Appendix T provides the inverdory of stimull that were used in
the ZERLA.

In an effort to meet the criteria mentloned abave and to ensure
that ftems were reprosentative of life in Soweto stimuli were
specinlly devised, An example was the activity mat used in
subtest 14 to elicit semantic and morphosyntactie structures. The
need to devise this mat arose as a result of preliminary
investigation 3, which found that the commercially available
activity mat was not represeniative of the respondents’
soclaculttral environment, (See A; pendix U),

The activity mat used in the ZERLA was designed by an art
student resident In Soweto and studying in a local college. The
mat  depicted a  ‘typleal’ Soweto nelghbourhoed with
characteristic ammkiaye ‘houses * and grounding ‘field’, Items not
comumon In Soweto, such as flowers, were thus sadly excluded
(Dellatola, 1990).

The manner in which the activity mat was used was for the
rescarch assistants to place toys and common objects at different
sites. They would then ask the ehild questions either about the



124
receptive and expressive subtests of the ZERLA, for the most
part, followed the method used by the Test of Language
Development [TOLD] (Newcomer and Hammill, 1982). These
authors explained that they did not feel it necessary to design
“receptive and expressive linguistic componeats with identical
ftems" (p. 15). Their ratlonale was t+ * the score that a child
obtalned on the test could be compared with her/his peers and
this would give an indication of the child’s abilitles. On the
ZERLA, by chance, rather than design, out of the 22 subtests 11
were receptive and 11 expressive.

Selection of stimali

Scloction of appropriate test {tems for the ZERLA was based on
variables defined and utllised by McCarthy (1954) cited by
Weiner and Hoock (1973), These included age, sex, Intelligence
level, urban or rural habitation and ethnic background. Tost
ftems that were used In the ZERLA were o be reprosentative of
vocabulary items that Suzman (1991) found that Zulu speaking
children knew. These included lexical items representative of
noun classes such as fmoto NC5-car ‘car’,

Stimull had to be familiar to the children and compatible with
thelr level of symbolic representation (Reynell, 1977). Lund and
Duchan (1993) suggested that for preschool children toys should
be vied, as these are more interesting than books and games.
The majority of the stirwlf on the ZERLA were thus represenied
by toys.

The enivironment determines categories of thought and language,
according to Bates et al,, (1988), Hence an effurt was made o
ascertain what stimull were familiar to children living in Soweto,
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General agsessment of vocabulary

Busides these specific subtests, vocabulary was
apprajsed In conjunction with other subtests.
Lexical concepts were integrated into
morphological subtests, such as when noun classes
were clicited through body parts.

As was discussed in the chapter on Zulu language
avquisition (Chapter 3), the assessment of colour
and number is a complex issue, Because of the
possible impHeations of the results of this study it
way necessary fo verify when, in their nursery
school programmes, the respondents were taught
their colours and numbers. At the nursery schools
that the respondent: attended, learning of colour
terms was reported to occur informally during
daily programmes with the two-and-a-half and
threc-and-a-half year old children, The ‘senior’
class, four-and-a-half year olds’, leam “their
numbers and colours in a more structured way,
utilising the Clever Play School Readiness
Programme (J. Clowes, personal communieation, 6
Qctober. 1992),

337 Receptive and expressive language
As may be seen from the above explanations, the ZERLA

examined comprehension and production of morphological,
syntactic and morphosyntactic structures. The construction of
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Morris-Friche and Sanger, 1993), The ZERLA
utilised a semi-structured language sample which
assessed respondents’ expressive vocabulary
{subtest 13¢), Research assistants asked questions
which required responses from the respondents,
The conversations included description of concrete
‘here-and-now’ topics (Snow, 1981), where
respondents we:e fo describe what they were
wearing, for example, ugqokani namhilanfe ‘what are
you wearing today?. Respondents’ knowledge of
agreement, relative stems and causatives were also
elicited in this manner.

A more complex aspect of discourse was clicltation
of the past tense (Crystal, 1989). The research
assistant asked about routines, for example yini
oyidlile namhlanje ckuseni ‘what did yow eat this
morning for breakfast?”.

When cliciting language samples, the rapport
between the subject and the tester is important
(Holland and Forbes, 1986; Miller, 1987),
Therefore, the language sample was only eliefted
after the children and research assistants had
cstablished a velationship, by engaging in other
tasks on the ZERLA.

Research assistants transcribed  the subjecls’
responaes verbalim.  This wag because the third
preliminary investigation indleated that tape
recorders could not be used, due to the high levels
of amblent noise.
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mother?. The child would have to puint to the
correct position on the mat,

This subtast was useful as it served to orientate the
respondents for the subtests which followed,

Subtest 14b examined subjects’ knowledge of verbs,
on a similar task.

Respondents would have to move the dolls as
requested by the research assistants as in the
example:

beka umama ekhaya Put the mother at the house’
Utilising the activity mat ensured that semantics
was assessed in context. It also gave some sense of

understanding of semantic relatlons.

Expressive vocabulary

Spontaneous language sampling is the
centreplece of child language assessment
(Gallagher, 1983, p. 2).

Spontaneous language samples are collected for the
purpose of examining a person’s usual language
and can be elicited by engaging the child in brief
conversations (Holland and Forbes, 1986: Hux,
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A doll was modelled walking slowly. Rescarch
assistants would then ask: ubamia kanfani *how did
she walk?’

A reply such as kancane ‘slowly’ was required,
3,3.6 Semantics

Lund and Duchan (1993) claim that analysis of all aspects of
semantics Is not appropriate in the context of a formal language
test. A review of standardised language tesis indicates that
vocabulary and semantic relationships (Clinical Evaluation of
Language Functions [CELE-R], Sernel, Wilg and Secord, 1992} are
the areas of semantics assessed most often (Kersner, 1992). Tests
such as the British Picture Vocabulary Test (Dunn, Dunn,
Whetton and Pintile, 1982); Peabody Picture Vocabulary Test
(Dunn, 1959) and TELD-2 (Mresko et al,, 1991) have examined
vocabulary. Body parts, nouns and verbs are assessed in the
Bankson Language Test (Bankson, 1990). Using these tests as a
guide, the ZERLA was (o assess semantics primarily through
vocabulary.

33461 Receptive vocabulary

Specific vocabulary subtests included sublest 14a,
where the aclivity mat was used to assess receptive
vocabulary, as can be seen in the example provided
below.

Research assistanis placed dolls at various locations
on the mat and asked uphi umanta ‘where is
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Past tense

Subtest 14c atlempted to elicit respondents’ use
of the past tense marker e. Research assistants
were to perform certain actions and then agk
subjects to desctibe what had occurred,

The research assistants wvould make the horse
run and then ask:

ihashi lenzeni ‘what did the horse do?

Passives

Suzman (1985; 1987) points out that Zulu
employs the passive when asking who/what
subject questions. The ZERLA tested passives
receptively with locative questions by the child
having to point to a location on the activity mat
{to be described in Section 3.3.8.

The research assistant would ask kuthengrnplti
‘where do we buy it? The child’s expected
sponse would be esitolo ‘at the shop’.

Adverbs

Subtest 14f elicited respondents’” knowledge of
adverbs expressively, In this subtest research
assistants” demonstrated a dofl performing an
action and then asked the child to describe that

action, for example;
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taught in ‘Sowetar’. Thus numbers and colours
were learned in a ~zode-switched form by adding
a Zulu prefix to an English stem, for example a-
i AP6-two ‘two’ and a-red RP6 red ‘red’.
Adjectives and relatives we - .ssed in the
context of dressing a doli + -+ : + slothes

provided.

Standard | Soweto

2ty Zulu
Adjectives - general | -kl Not
‘big’ tested
numbers | -bili =fio ‘two’
_ ‘two’
Relalives - colours =bonroy -red ‘red’
l'redl

FIGURE 16 Manner of eliciting adjectives and
relatives

Verb structures

Negatives

¥ est 1de examined respondents’ use of
negative markers in the present tense with
subject prefixes (5P). These were elicited

expressively,

isithuthuthy cklaya ‘is the motorblke atb the house’

The desired response would be

asikiio vkfya ‘it is not at the house’
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first of its kind in Zuwt peecludes it from being able to determine
certain aspects of va® v, such as concurrent validity. However,
as deseribed below other aspects of validity could be established.
These attributes of validity will be discussed in the Following

section.
5301 Face validity

This construct was determined qualitatively (see
Section 54), during interviews with research
assistants, In order to establish if the ZIRLA was
assessing what it claimed to assoss, research
assistants were asked whether they thought that
the ZERLA was testing the respon " language
abilitios.

53.3.2 Content validity

Anastast {1990, p. 140} explains that content
validity is achieved by the "systematic examination
of the test content to determine whether it covers
a representative sample of the behaviowr domain to
be measmred”.  Determining content validity is
“the responsibility of the test user” (Lund and
Duchan, 1988, p, 289). Teat users should decide
whether the assessment 08 content validity by
considering the mode! of lenguage that the test was
based on. They can alse determine whether the
test content covers a representative sample of
language by analysing "specific subtest contont”
{Wiig et al,, 1992, p. 55). In the case of the present
sk sement test users should thus conside « the fact
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two weeks, The same research assistants that
performed the original tests retested the children.
A coefficient alpha of 0.8. was required to indlcate
goad test-retest reliability.

Mark remark reliability

Traditdonally, inter-rater reliability is determined by
o test being administered to the same person by
more than one examiner or when the test is score !
by more than one examiner (Lund and Duchan,
1988; McCauley and Swisher, 1984a).
Unfortunately practlealitios procluded this form of
relfabllity from being implemented. Not using
interrater reliability is soen as a Umitatlon of this
study.

However, an alternative form of thls reliability,
mark remark reliabllity was employed. To obtain
this form of reliability, two research assistants were
assigned to vocode 309 of the ZERLA Test
Booklets. This was done in order to determine the
accuracy of coding. The coefficlont alpha in this
instance would indicate the amount of agreement
between rescarch assistanis, A high coefficient
alpha was desired, as this would indicate that little
variation had oceurred between research assistants
when coding the tosts,

As discussed in Chapter 2, the fact that this assessment {s the
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total number of correct responses out of the total number of possible
responses on each subtest of the ZERLA were calculated as a
percentage. Frequency counts of all responses for subtests were added

in order to obtaln composite scores for each respondent.

53.1

532

Nortmis

The coded data from all the respondents were used to transform
the raw scores to means. Standard deviations were also
calculated.

Reliability

Varlous measures of reliabllity were implemented to determine
whether the ZERLA was comsistent in moasuring the
responidents’ language abilities. Because of the manner in which
the data were structured, correlations between test items and
obtained responses were used to determine reliabllity. In all
instances, a Cronbach’g coefficient alpha (Cronbach, 1951) of 0.8
wag required to dotermine a high lovel of reliability.

5321 Internal consistency
Iniernal consistency was achieved by compuiing
the cocfficlent alpha between correct and Incorrect
responses on eacl. ftem and the total test seore
{Anastasi, 1990; Hresko et al, 1991),

5322 Test-retest reliability

This measure was obtained on the ZERLA by
readminisiv.'ng 10% of the fests after a period of
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For each subtest research assistants were to perform frequency counts
of subtests, followed by calculating the composite scare for the ZERLA.
The maximum achievable score was 148. These coded results were then
analysed statistically and qualitatively.

o
&

Coding and analysing parent and teacher reports

The open ended responses obtained on parent and teacher reports were
coded according to a devised system of codes. De Vaus (1986) suggests
that o set of coding categories should be devised in order to deal with
open ended responses. These were only designed after the parent and
teachet’s roports were completed as “with open-ended questions coding
cannot be done unill aftor the questions have actually been answered”
(e Vaus, 1986, pp 188 = 189). Coding Information for closed ended
questions ia provided in Appendix CC while Appendix DI contains
[nstructions for research assistants on how to code the open ended
Information so that it eould be complled into a coding frame.

The procedure followed was to go throug's the first 80 responses™ and
thon make a list of "peoples answers and sce if they can be grouped
under various headings" (De Vaus, 1986, p. 188). The rescarcher then
developed a sct of coding categories on the basis of what the parents
and teachers had answered.

853  Statistical analysis

Deseriptiva statistics were applied to analyse resulls by chameterising
"phenomena in detall” (Bailey, 1987, p. 39). For each respondent, the

* Due {0 a poor response rate, sce Chapter 5, Section 3,1, there veere fower than
R0 parent reports,
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If a response was coded as incorrect, for both receptive and expressive
subtests, the research assistants had to provide the correct answer and
an explanation of the error, This procedure was followed in order to
obtain a clear understanding of errors that the respondents made, This
manner of coding is illustrated in the following example:

When respondents had to name body paris in subtest five, the
correct response was imf-nmwe NCé-finger ‘fingors’, Some subjects
gave the singular form wmu-moe NC3-finger finger’. The
research assistant would then code this as 0, indicating an
incorrect response. In addition she/he would write the correct
response, fminwe ‘fingers’ and the explanation of the error,
namely that the subject had used a singular form Instead of a
plural.

This form of coding assisted the researcher in determining common
{rends in the children’s incorrect responses. Because of the differonces
in the varietles of Zulu spoken in Soweto there may have been
variations in the manner that the research assistants were coding the
data. This method of coding allowed the researcher 1o ascertain if in
fact varlation did occur.

Research assistants were required to translate the responses for the
beneflt of the researcher, The researcher serutinlsed the coded rosults
andd whoere additional analyses were required, such as for the subjects’
responses to colour on the language sample (subtest 13¢), she devised
additional coding tasks for research asststants. In this ingtance, rosearch
asslstants wore to scrutinise subtest 13¢ and transeribe the response
verbatim and then classify it, as can be seen in Appendix DD,
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of the nursery schools, Attempis were made to keep test
conditions as constant as possible, as Is required in formal testing
(Hresko et al, 1991). However, this could not always be
controiled for, due to a lack of facilitfes or poor weather
conditions such as rain. Testing therefore either took place
outside or inslde, usually in the principal’s office, due to lack of
any other avallable space. Photographs of the testing procedure
can be seen in Appendix BB.

3 TREATMENT OF DATA: CODING AND ANALYSIS

o1

Coding and analysing the ZERLA

Codes were devised by the researcher according to the following
suggestions made by Longabaugh (1980, p. 105).

A code should be detalled enough to provide a characterization
sufficient 1o the noeds of the investigator... The simpler the code, the
easier it wi'l be to traln coders to use it and the more reliable the data
will be gatl.ered,

After tosting had begun, the research assistanis were instructed on how
to code daia, with particular attention being pald to the coding of
expressive dato. Rescarch assistants were also provided with written
instructions on how to code and analyse data. These instructions are
provided In Appendix CC,

U sha ZERLA, corract responses, designated with a tick W) or YOS,

vere given a score of 1, Incorrect respenses, indicated by an X or nu,
received a score of 00 Codes were also glven to blographical
informatfon, for instance, language spoken. A list of these cudas exa be
seen in Appendix CC.
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Teacher report

Teachers and principals completed these while the respondents
were being tested and returned them to the research assistants.

ZERLA

Research assistants operated in pairs, each taking turns to either
administer the ZERLA or record and score the respondents’
answers. The research assistant who performed the testing set
out the stimuli for cach subtest and read the instructions to the
child from the ZERLA Test Booklet.

The sevond research assistant in the palr, recorded and scored

the child’s responses. Receptive items were ticked ) if correct

and received a cross (X) for an Incorrect response. In the case of
an incorrect response, research assistants were required to1ecord
the exact nature of the response. This Information was used for
qualitative analysis, at a later stage.

Expressive items were transcribed verbatim, Because Zulu is a
morphologically complex language, the importance of
transcribing each morpheme of the child's utterance, such as the
prefix and the stem, was emphasised, The Instructions for
recording and scoring can be seen in Appendix Z (2).

Test conditions

Children were tested individually in the quictest available arcas
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It was estimated that each test would take 30 minutes to administer.
Research assistants were to assess a2 minimum of six respondents per
day. In addition, the children assessed at the first two nursery schools,
were to be re-examined affer an interval of two weeks, This was
necessary for the determination of test-retest reliability, Based on these
figures and taking the volaiile political situation in Soweio and
unforeseen circumstances into account, it was estimated that it would
take a month to test the required sample of 200 children. As reported
previously, the eventual sample size of this study was 188.

Workshop for nursery school teachers

A public education workshop was organised for all nursery school
teachers, prior to tesving, at the University Speech and Hearing Clinje
[USHC]. An aim of the workshop was to famillarise the teachors with
the research to be conducted in their nursery schools. A further aim
was .0 pravide information at a primary prevention level, by describing
communication problems occurring in preschool children and the
treatment of these. The programme for the workshop can be seen in
Appendix AA,

Test administzation
441 Parent report

Rosearch assistants took the informed consent and parent report
forms to the schools, Princlpals and teachers distributed the
forms with w..smpanying notes to the pareats, asking that they
be returned immediately. If the forms were not returned after
a few days, principals sent further wrilten reminders (o the
parents.
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Research assistants were required to role-play both administering and
scoring the ZERLA in order to ensure that they fully understood the
test procedure. One research assistant acted as the respondent, while
a pair of research assistants tested and scored the assessment.

These role-plays were video recorded on a National VHS M52 video
camera. The researcher and research assistants viewed the recordings
together in ord- ¢ to ensure that research assistants were administering
the tests corr atly. The score sheets were also checked to ascertain that
each research asststant was scoring responses accurately,

Scheduling of test administration

Principals of the daesignated Zulu speaking nursery schools were
contacted by telephone, both by the research assistants and the Director
of the Aftivan Sclf Help Assoclation. The purpose and procedure of the
ZERLA was explained to them, in order to determine whather they
wished to participate In the research. Out of the 16 nursery schools
contacted, 15 agreed to participate,

Upon obtaining the principals’ consent to take part, the subject selection
criteria were oxplalned to them. Princlpals indicoted how many
suitable children they had In thelr nursery schools. Dates for testing
were then scheduled, Research assistants also obtalned directions on
how to reach the nursery schools. The length of time that pairs of
rescarch assistanis were to spend at each nursery school would depend
on the number of respondents who conformed to the age criteria as
well as the avallability of research assistants, Not all the research
asslstants were always avallable.
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ADMINISTRATION

The section that follows describes how the ZERLA was administered. Figure

17 summarises this information in a flow chart.

Pretest administration = Training research assistants

!

Scheduliniof testing
Workshop for nurjiry school teachers

Administering parent and teacher reports, ZERLA and scoring

FIGURE 17 Procedure for administration of the ZERLA

41  Pretest administration
A day seminar was held in order to train sesearch assistants in standard
ways of administering and scoring the ZERLA.,  The detailed
programme can be scen in Appendix Z (1), The seminar aimed at the
following :

* training resenrchers to schedule appointmenis

* providing background information regarding the purpose of the
research

* familiarising research assistants with test stimull

* demonstrating testing and scoring p.ucedures
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* Parents were asked questions about the specific “at risk”
maedical factors of ear infection and gastroenteritis as these
are varlables that Penn and Segal (1982) found to
influence language development. These conditions are
also prevalent in urban environments (South African
Township Annual Report, 1990). As far as possible,
detalls of treatment were also obtained in order to
determine the severity of the problem (items 10 -15,
Section B).

3.4.4 Teacher report (See Appendix X)

3!4I5

Teacher obsetvation predicts with up to 80% accuracy, children
who will experience academic failure (Haring and Ridgeway,
1967, and Ferindne, Jacobson and Linden, 1970, clted in Illerbrun
et al,, 1985).

As with the parent report, teachers were asked to provide
blographical information regarding the children (items 1 - 4),
Languages spokent by the respondent were assessed in items 5
and 6. Ttems 7 and 8 questioned teachers’ opinions of
respondents’ language ability, Lahey (1988, p. 151) reports that
"if the child’s communicative interactions are different from those
expected of peers, these will usually evoke some comment in ...
reports",

Informed consent (Appendix Y}
The rescarcher Jovised an informed consent form which

explaineet the purpose of the ZERLA, Parents were to sign this,
if they agveed to allow their child to be tested.
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3.43 Parent report (See Appendix W)

Case history information was to be obtained In the following
areas

® Biographical data. Details such as age, gender and
relationship of the caregiver to the child ware sought.
Items 1~ 7 were for the purpose of obtaining biographical
information.

* Linguistic data. The College of Speech Theraplsts Specific
Interest Croup in Billngualism (1990) suggests that
speech-language therapists should obtain accurate
linguistic information regarding the languages spoken by
the client and her/his family. Such information would
also dein~mstrate exposure to different languages and
their varieties. Such data was critical for this Investigation
because of the varieties in Sowveto Zulu and the influences
of multillnguallsm.,  Questions 8 - 14 dealt wiih this
section,

* Parents ware asked to give their opinion of their child’s
receptive and exprassive language (questions 1 - 6, Section
B} as parent report can provide valuable Information on
early child language development (Dale and Henderson,
1987).

* Questions 7 - 9, Section B, were asked to determine if
there was a family history of language and assoclated
problems,
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A suggestion for future research™ is to evaluaie the prefix of noun
class 2a 0 on a rura-standard Zulu speaking populailon to determine
which form of this noun class they use.

111 Singular and plural

Acquisition of singular forms of nouns oceurs prior to plurals
generally in child langusge (Anisfeld, 1984). This finding Is also
true of African languages (Demuth, 1992; Suzman, 1991), The
probable reason for this pattern of acquisition 1s that ehildren
tend to acquire marked forms of words later than unmarked
forms. The process of acguisition of marked forms tends to be
characterised by overgeneralisation inftially. However, children
understand and use plural forms by age three (Nivolost and
Colling, 1989), These findings are true of languages such as
English and Hebrew (Anisfeld, 1984; Berman, 1986; Brown, 1973),

Results on the ZERLA are consistent with these flndings os
responses indleated that subjects were more proficlent at singufar
noun classes than plural forms. They abtalned a mean of 16.387
for singular noun classes, while for plurals the mean was 13,605
as can be seen in Table 8. Better scores wore also oblained [or
singular noun classes, within each noun class, than for plurals,
as Table 8 shows.

A compleating factor in scoring singular and plural noun
classes, was that on occasions respondents omitted the plural
marker, for example saying inyawao for fuin-yitwo NC10-foat ‘foel’.

" Gpecific implications for future research are provided as they arfse. General
implications will be discussed in Chapter 8,
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IHowever, another reason for the difficulty that the respondenis
experienced with these noun classes could have been assoclated wilh
the semantic-cognitive nature of the test {teras. These results will be
discussed in more detall in the section dealing with semantics. (Sve
Sectlon 1.4.4).

Figure 20 shows that subjects performed mast pootly on sublest 7, the
expressive test examining noun classes 2 and 2a, where 68% of subjects
said abo-baba Instead of o-baba NC2a-father ‘fathers’. 72% of subjects
produced the form abomkiuly for omkhuly NC2a-grandfather
‘grandfathers’. The mean for the plural form of these noun ¢lasses wag
1.117, compared to a mean of 2.765 for subtest 6, which examined noun
classes 1 and 1, the singular form. One of the reasons for this poor
score could be becnuse NC2 and Za are not very productive in Zulu.
They refer to proper names and kinship terms and so are not commaonly
used.

Obersteln (1987) found the subjects In her study were also utllising o
prefix abo- whick was a combination of noun ¢lass 2 aba- and noun class
2a o~ Instead of o, the prefix of noun elass 2. As mentioned in Chapier
3, she concluded that the alteration of the prefix was a dialeetal
varlation ulllised in Aloxandra. Thus, the fact that the respondents of
the ZERLA, tested in Soweto, also used this form indicates that {t Is
representative of an urban varlety, This indicates o shift from the
standard Zulu form (£azman, personal communication, 21 Seplembwr,
1943),
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1.1 Morphology ¢ Noun ¢lasses

The mean percentage scores that subjects obtained for noun classes ¢an
be seen in Figure 20,

Subjects obtained mean percentage scores of 100% for six out of the
elght subtests, examining the noun class system. There are two possible
explanations for these high percentages. The initlal explanation is
arithmetical and relates to the fact that six of the subtests consisted of
two or three stimull only. This resulted in similar mean gcores and
small standlard devialions being obtained.

The second explanation is atiributed to the carly acquizition of noun
classes in Zulu and other Bantu languages, usually by age three
(Demuth, 1992; Kunene, 1979; Oberstein, 1987; Suzman, 1991; Tsonope,
1987). As described in the introduction, both Suzman's (1991) and
Oburstein’s (1987) rescarch showed that Zulu speaking children lhad
speclfically acquired classes 1, 1a, 2, 5, 6, 7, 9, 10 by age three,

Frequency counts” revealed that respondents did experience some
diffleulty in noun class 4 fmfmwe ‘fingers’ and noun class 11, wzzane
‘toes’ In subtest 8. This finding is In keeping with the lterature as both
Suzman (1991) and Oberstein (1987) reported that these noun classes
developed later. The fact that there is an unequal distribution in the
use of noun classes (Suzman, 1991} could explain this result, Noun
classes 3, 4 and 11 do not occur with the same frequency as noun
classes 5, 6 and 9. However, commonly learnt termng like iminue
'fingers’, fall outside this generalisation,

¥ The sevres are glven in the semanties seetion.
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Results of subtests

General trends

J

Composite scores

Parent and teacher reports

\J

Reliability and validity

\J

Supplementary investigation

!

Recommendations for modifications to the ZERLA

—aris —

FIGURE 18 Order of presentation of results
1 RESULTS OF SUBTESTS OF THE ZERLA

This section porirays the results obtained for subtests on the ZERLA, as
pereentage scores, means and standard deviations. T tests of significance were
employed and the results are provided when a statistically significant rosult
was obtained. Varlations were found In the scores of the subtests, A focus of
this suction is to explain the reasons for the differences. Fipure 19 represents
the results of the subtests, graphically.
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CHAPTER 5

RESULTS AND DISCUSSION OF PRE-STANDARDISATION PHASE

The aim of this chapter is to provide the results of the pre-standardisation phase of
the ZERLA. The chapter begins with a presentation of the results obtained on the
subteats which assessed characteristic linguisiic components of Zuly, such as noun
classes. The results of the subtests are presented indlvidually, as well as in relation
to one another and to age and gender variables. The effects of sociolinguistic
variables on the subtests are also deseribed. Composite scores obtained by individual
subjects resulting in the prevalence swore for this sample are then provided. These
are followed by findings of parent and teacher reports and the relationship of these
to individual scores obtained on the ZERLA.

The restilis of reliability measures of the ZERLA are d. ..cribed and the sociolingulstic
factors which impinged on these results are elaborated upon. As a result of the
reliability scores obtained, an additlonal experiment had to be devised.  The
procedure and the results of this investigation are deseribed.

This chapler concludes with a discussion pertaining to modificatlons necessary to the
ZERLA, prior to standardisation of the test. The contents of this chapter will follow
the order presented in the flow dlagram.



SUMMARY

This chapler aimed to previde a detailed description of the methods used in
the pre-standardisation phase of the research. The first two sections delineated
the alms of the study and the criteria for selection of both groups of subjects,
followed by a description of the respondents and the research assistants.

The third section dealt with the procedure for devising the ZERLA and related
item development. Principles and theories on which the ZERLA was based
were described. One of the most important principles was incorporating the
saciolinguistic and soclocultural aspects of Zulu and the Soweto environment
into the design of the ZERLA. The preliminary investigations assisted in
determining the lnguistic components that constituted the ZERLA, These
components and a description of how they were to be elicited In the
morphological, syntactic, morphosyntactic and semantic sublests wore
deseribed, Parent and teacher reports were also devised to complement the
information obtained on the ZERLA.

The fourth section of this chapter described the process of administering the
ZERLA. Additional administrative procedures included contacting nursery
schools of the African Self Help Association in Soweto and seiting up
appointments for testing, Tralning research assistanis in administration,
seoring and coding the ZERLA was an important aspect of administration as
this was cruelal In achieving a reliable measure of language.

The final sectlon of this chapter described the treatment of the data.
Deseripiive statistics and qualitative analysis were employed In order to
analyse the data,
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they thought the subtests were assessing their dJdesignated
component of language. Research assistants were also asked to
explain the reasc .; for coding and analysing responses as they
had.

Focus group interview

This kind of interview aims at providing information and
insights into the attitudes, perceptions and opinions about a
prearranged topic (Katzenellenbogen et al,, 1991). The procedure
followed in a focus group interview is for participants in the
research to meet under the guidance of a facilitator. Focus group
interviews were held after the administration of the ZERLA, with
one of the r.ms being to determine face validity. A schedule of
the pre-established list of points used by the facilitator, the
researcher, in the focus group interviews iIs provided in
Appendix EE.

Analysis of data

Katzenellenbogen et al,, (1991) explai:: that although methods for
performing qualitative analysis are well developed, procedures
for aralysing them are limited, This data was analysed bearing
these limitations in mind. Both groups of interviews were tape
recorded and were then transcribed by a research assistant. The
inirrviews were evaluated in accordance with de Vaus's (1991)
procedure for analysing interview data which recommends the
Identification of common themes, The researcher therefore
Identifled common themes In research assistants’ responsoes.
These responses were summarised and structured in a manner
that could be used to explaln issues or questions (Silverman,
1988).
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it is cssential to use this method of analysis. Qualitative analysis

provides a comprehensive description and rationale for the results,
particularly reliability (Marshall and Rossman, 1989; Patton, 1988), It
also complements statistical data. The methods of qualitative research
undertaken are described below.

5.4.1

Particlpant observation

As mentioned in the section which described the research
assistants, the researcher did not actively administer tests, in
order to avert tester bias. However, in order to obtain "a
firsthand involvement of the social world chosen" (Marshall and
Rogsman, 1989, p. 79) she engaged in participant observation,
Thus she monltored testing by observing the proceedings,
particularly through the use of field notes and videotaping as
suggested by Katzenellenbogen, Joubert and Yach, (1991) and
Van der Burgh (1988).

In depth interview

Cohen and Manion (1991) state thai the interview is a two-
person conversation initiated by the interviewer for the specific
purpose of obtaining research-relevant information.  The
qualitative Interview aims to provide a framework for reseaich
assistants to “speak freely and In his or her own terms about a
set of concerns which the researcher brings to the interaction and
whatever else the subjects may bring" (Ferrelra, 1988, p. 120), An
additional alm of the Interview is to "obtain valid and reliable
{nformation" (Marshall and Rossmar, 1985, p. 82). In this study,
the researcher held one-to-one interviews with each rescarch
assistant in ordar to assist in achieving this aim, She asked
them about thelr perceptions of the ZERLA, for example whether
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that the ZERLA was based on an adaptation of
Lahey’s (1988) model of language as well as the
theory relating to Zulu (Doke 1990) and Zulu
langua_2 acquisition (Suzman, 1991), as described
in Section 3 of this chapter. They should also
consider the components of language examined, as
depicted in Figure 15 and peruse the ZERLA Test
Booklet to determine content validi*, -

Construct validity

This study attempted to ascertain consiruct validity
by correlating parent and teacher reports of the
children’s receptive and expressive language
abilities with the scores of the ZERLA. This was in
an effort to determine if the ZERLA was
sufficiently sensitive to Identify children with
language problems (Anastasi, 1990).

Discriminant validity

Discriminant validity is an empirical attribute of
va: dity (Plante and Vance, 1994), Measures of
discriminant validity were obtalned through
calculating analysls of variunce [A ova]l and
determining whether the language assessment was
able to discriminate between ‘normal language’ and
language impairment.

Qualitative analysis

As many of the measures of reliability and validity are not empirical,
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When comparing these reaults to those describing the acquisition
of nurber in the literature, the 4.6 - 5.5 year old Zulu subjects
were performing at the level of three to four year olds (Hurlock,
1978; Nleolosi and Collins, 1989). The respondoenis of the present
study were however, more proficlent at counting than subjecus
living in Crossroads, whose number concept was not fully
developed at seven years (Reynoids, 1989). These results also
applied to colour which Reynolds’ subjects had diffieulty naming
at age seven {(Roynolds, 1989). The respondents on the ZERLA
were also more proficient at identifying colour than the Setswana
speakers fn the study of Davies et al., (1992). Davies ot al's
(1992} subjects did not understand colour concepts at five yoars.

As montioned 1 Chapter 3, Davies et al., (1992) contend that
naming of colours occurs later in societles where colour has low
salience. This could be the reason that the respondents i this
study achleved relatively low scores for colour. However, the
fact that when the respondents named colours, they dld so from
all the equivalence clagses, ns shown in Figure 24, ralses the
guestion of whether In faet colour has low salience in
contemporary Zulu. As deseribed in Chapter 3, A, Koopman
(1994, personal communication, August 30, 1994} also sugpests
that Zulu may be a fully developed Stage VI language with
regard to its colour terminology.

Based on the {indings of this study, the researcher hypothesises
that colovr may well have a low sallence In Zulu and henee
children do not develop thi. conecept at an early stage. Towever,
once children loarn colour they learn all the equivalence classes,
as these all exist in Zulu.
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FIGURE 24 Respondents use of baaic colour terms and their
equivalence classes on the ZERLA

Adjectives and refatives

There was a large improvement in the oldest age group
compared to the younger age groups in the respondents’ ability
to ideniify relatives (colour) and adjectives (number) on subloest
11, The 2.6 - 3.5 year subjects achieved a mean seore of 10.21,
which increased o 10.92 for the 3.6 - 4.5 year old subjects. This
mean score then increased to 13.26 for the 4.6 - 5.5 vear old
gubjects, This improvement showed that oldi aubjects were
more proficient at identifying colour and number than the
younger subjects, This result is congruent with the fact that
numbers and colours are formally taught to the subjects in their
nursery schools from age 46 (. Clowes, personal
communication, § October, 1992). Prior to this, they are exposced
to colour and number on an informal basls,
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were able to speak about less concrete topics, and events that
had occurred in the past, such as what they had eaten or had
drunk that morning. This is an advanced skill ss Flurlock (1978)
deseribes children being orientated for time by the age of six or
seven. Zulu speaking children do appear to develop past tense
earller than the English speaking children that Hurlock (1978)
describes,  One of the subjects In Suzman’s (1991) study had
acquired the immediate and remote past tense by age 2.6 years,
Males achieved higher means (13.2) than females {12.3) for the
spontancous language sample.

The spontaneous language sample indicated that respondents
ware using one of two alternative forms when deserlbing the
colours of thelr clothing, Responses indicated subject profixes,
for example, describing a shirt as li-brown SP5-brown ‘the one
which is brown’. The alternative form was the use of rolative
prefixes as In elisbrovwn RPS+brown ‘the one that is brown’. The
usc of relative prefixes provided valuable information concarning
children’s knowledge and use of colour terms, as relaied to
Berlin and Kay's (1969) model. Ti:e respondents used colours
that roprosented all Berlin arned Koy’s (1969) equivalonce classes,
that Is from Slage I to Stage VI, as Figure 24 shows. The
significance of the use of all the equivalence classes will be
discussed In the Following section.
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General trends obtained for verb subtests

On all the verb subtests, older subjects
demonstrated better knowledge w verbs than
younger subjects (See Figure 22 which lHustrales
the age effect). Males scored higher than females
on subtests of verb ability, as can be seen in Figure
23, When comparing respondents’ performances
on tests of verbal abilities to those of noun classes
(Figure 19), it can be seen that subjects performed
better on tests of noun classes. This is consistent
with the general obsercation in  language
a~quisition studies that nouns tend to be acguired
before verbs (Hurlock, 1978).

141 Summary of semantic results

Improvement in scores with increase in age occurred in all
semantle subtests, Indicating a development and progress in the
subjeets’ vocabulariees as they grew older. This phenomoenon is
common in children's language during the preschool years
(Bernstein and Tlegerman, 1993).

1.42 Spontaneous language sample

Respondents scored 90% on this subtest. They achieved a mean
of 12.840 and a standard deviation of 3.206, This showed that
they could answer general questions about here-and-now toples

such as whal was happening at nursery school. n addition, they
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Figure 22 shows that there was an age effect for the
learning of the passive structure. The youngest
subjects oblained a mean of 246, t1.e intermediate
group achieved a mean of 255 and the oldest
group 2.69. This is not a statistically significant
result. This improvement in scores corresponds to
the resul” of the study conducted by Stephen
(1988}, Stephen’s subjects’ comprehension of the
passive incrensed between ages three to four years
(She did not test five year oldu).

1.3.3.5 Adverbs

Respondents experlenced some difficully with
adverbs, with 84% achieving correct responses.
This score could have been attributed to ambiguity
in the manner that the subtest was designed as will
be explained in Section 4.1.2.3.

This score could also have been due ko puoor
agreement on what was consldered as a carrect
response by research agsistants, Certaln research
assistants accepted a response of kakfruly ‘walking
a lot' instend of masinya ‘walking fast, On
occasions, respondents provided pragmatically
appropriate responses, such as giffma ‘run’. Again,
not all rescarch assistants accepled this as an
appropriate response.

* The colloquial form of Kakinedu s fast.
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example, uyabadialisa ‘you make them play’ to the
stimulus ngenzani ngabaniwana ‘what am I doing
with the children? However, respondents were
not utilising the e marker, denoting past tense and
therefore thelr responses were coded as ncorrect.

The respondents scored the lowest for this verls
subtest, This score could be attributed to the fact
that the stimull were Incorrectly devised, and
assessing the present tense instead of past tense.

The youngest group of subjects experlenced most
difficulty with this subtest. The improved
proficiency as age increased, with past tense
replicates the findings of van Reenen’s (1989) study
where [ive year old subjects were more capable of
producing past tense Inflections, such as ¢, than
younger subjects.

Passives

Passives have been found to be a struelure that is
acquired late in languages such as English, Hebrew
and Japonese. However, other studies show that
this is not true for Bantu languages (Demuth, 1992;
Suzman, 1987) or Turkish (Aksu-Koc and Slobin,
1985; Slobin, 1992). As with the abovementioned
studies of Baniu languages, respondents on the
ZERLA demonstrated good knowledge of passives,
obtalning a score of 90%. In faet, this Is the verl
structure on which respondents scored the highest
{cf Appendix Fi9).
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understood and were familiar with the stimuli and
vocabulary represented on the activity mat. This
score improved to 95% for subtest 14b, which
required respondents to perform actions. It can be
conjectured that the respondents’ actlve
participation in this subtest led to the achlevement
of the higher scores.

It was important that respondents demonstrated
the semantic knowledge assessed on these subtesty,
as this was required for the remaining verbal
subtests.

Negatives

Subtest 14c measured the use of negative present
tense forms. Respondents achieved scores of 90%
correct, but research assistants indicated that the
respondents weze not using the negalive marker a,
In response to a question such as f-lushi H-s-gsitolo?
15 the horse at the shop? respondents were
providing pragmatically appropriate answers, such
as ok eh or ulilising the click fcha/, indicating the
negative.  Flowever, they were nhot using the
required response aliklio ‘it 1s not',

Past tense

Problems similar to those that occurted on the
negative subtest arose on subtest 14d, which was to
ellelt past tonse markers, In 70% of cusos, children
provided pragmatically appropriate responses, for
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FIGURE 21 Mean percertage scores for subtests asaessing verbs
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Figure 19 indicates that respondents obtained relatively lower
scores for object prefixes than they did for noun classes. These
results could be due to the object preflx being a later developing
structure, They could @mwso be attributed to object prefixes
occurring in a less perceptually salient position in words. Object
prefixes are found in medial position, as can be seen in the
examples above (Kunene, 1979: Suzman 1991), These scores
could also be as a result of disagreement among research
assistants as to what was cousidered a correct response in this
subtest. Some of the research agsistants ) ad difficulty Identifying
object prefixes.

Adjectives [general and number] and relatives [colour]

The result obtained for this subtest was 76%, indicating that
respondents experfenced some difficulty with Identifying
relatives and adjectlves. These difficulties were associated with
semantic concepts and will be discussed in further detall in the
semantle section,

Verb structures

Verb structures wete elicited through the use of the specially
designed aclivity mat.  Figure 21 ijllusirales these results
graphically and the mean scores and standird deviations are
provided in Appendix FF,

1.3.3.1 Vocabulary (Subtest 14a and 14b)

Elghly two percent correct responses were obtained
for subtests 14a. This showed that respondents



1.3  Morphosyntactic Subtests
1.3.1 Object prefixes: agreement and present tense®
TABLE 1¢: Mean scores and stanidard deviations for object

prefixes
Subtest Topic Mean | Variance® | Standard
Deviation
g Present object 3.462 4014 2003
prefix (expressivel
10a Present object 13.345 1,104 1.080
prefix (receptive)
10k Present object 11,239 15.808 3.976
prefix (expressive)

In sublests 9, 10a and 10b, subjects were required to describe
actlons that the research assistant was performing, with the
alm of eliciting object prefixes, thereby indicaling knowledge
of agreement. for example w-ya-wa-ntiya second person
singular pronoun -pregsent {ense marker-OP6-suck ‘you suck
them’. Receptively, subjects scored 96% for subtest 10a.
When tested on the same items expressively, their scores
decreased to 76%. On suetest 9, which also assessed object
prefixes expressively subjects scored 74%., Thus low scores
were consistently obtained for expressive items. Examples of
errors were the omission of the object prefix Ju, for example,
respondents said w-ya-plinzea NClstense-drink-pres nt tense
marker ‘she is drinking’, instead of r-ya-hi-plhuze NCi-tense-
QOP11-drink-present tense marker. This was also a finding of
Suzman’s (1991) research.

# It should be noted that difficulties were encountered when devising these
subtests and they will have to be reconstrucied in a revised version of the ZERLA.

“All scores have a scemingly large variance due to the fact that the data is not
symmeirical.



122

152

contributing much useful knowledge about subjects’ knowledge
of their syntax. Therefore this subtest will be omitied in a final
version of the ZERLA,

Relative stems

Respondents did not experience any difficulty with this structure
on a receptive level. However, the lowest score of all subtests
was obtained for subtest 13b, examining expressive knowledge
of relative stems. The subjects scored 30% for this test, Research
assistants rported that respondents experienced difficulty
conceptualising the desired responses which was to contrast
elinobisi ‘who has milk’ to elingenbisi ‘who is without milk’.

It is difficult to ascribe a reason for this puor response as
Suzman (1991) found that relatives are generally acquired by age
three. The context may have been a contributing factor, as
relative stems were produced in a naturalistic context in
Suzman's (1991) study.
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Thus it appears as if the respondents were using the singular
form in-yawo NC9-foot ‘foot’. Research assistants 1 2ported that
in fact respondens were using a contracted form for the plural
which Is an accepted colloquial way of speaking. They were also
reported to vary their tones resulting in these responses,

1.1.1.1 Receptive and expressive differences

The respondeni demonstrated superior receplive
abilities on subtests of noun classes, as the means
and standard deviations in Table 9 indicate. This
will be discussed in further defall in th sectlon
dealing with recer ‘{ve and expressive performance.

TABLE 9:  Receptive and expressive scores for
noun classes

Reception - | Hxpression

Mean | 69739 53.398
standard 0| 7114 12,207
deviation -

12  Syntax
1.2.1 Applied extension

Subtest 12 examined verbs together with agreement of noun
classes 5 and 6. Subjects scored 96% on this subtest, with
female .nd males performing equally well Older respondents
scored slightly better than the younger children. A mean of
2936 was obtained for this receptive subtest with a standard
deviation of 0.381. This subtest does not appear to be
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(1988, p. 44) believas that loan words should be "regarded as part
of the stock of basic colour terms" as this is necessary in socleties
which are undergoing rapid change, as Zulu is. e states that
it is necessary to regard a loan word as a basic colour term as
this colour term is often used and “..a newly impnried colour
term gains frequent usage as a result of its high relevance to the
new situation" (Tsonope, 1988, p. 44).

As regards th - results obtained on the ZERLA, the researcher
believes that the loan words should be regarded as basic colour
terms. These loan words were obviously adopted into Zulu
prior to these subjects, aged between 2.6 - 5.5, learning them.
Thus for the ZERLA respondents, these words are not recent.
There Is also no evidence to suggest that the respondents on the
ZERLA learned the loan words in any different way to the
manner in which they learned thelr basic colour terms. Indeed,
in some instances they used loan words for basic terms, for
example eli-black RPS-black black’,

1.8.1.1 Methodological limitations

The respondents’ use of standard and varied code-
switched forms of the relative struclures affected
rescarch  assistants’ scoring and  coding  of
responses.  Inconsistencies were found in what
research assistants congidered to be correct or
incorrect forms, for example one researcher would
consider the form ezfwhite RP10-white ‘white’ as
correct, while another would not This
ine onsistency on how research assistants rated
colour terminolugy lends credence to Myers-
Scotton's (1993) remark that ‘people are entremely
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rolative prefin being maintained, although on oceasions it
appeared in what may bave been a contracted form, for example
fisbrocen RIS, contracted-brown ‘brown’. It is difficult to
determine this, as it is not certain when the respondents were
wsing the colour term as a relative stem or a subject prefix
marker. Based on the fact that little use of contracted forms
occurred on other subtests besides noun classes, the researcher
hypothesises that the subjects were mostly using subject prefixes.

The luan words occurring s responses on the ZERLA, took the
same structure as Joan words found in Northern Sotho for
example "-prfphiuré purple” (Louwrens 1993, p. 125) and -buluu
‘blue’ in Chichewa (M. MacKenzie, personal communication,
March 1, 1994). The use of thexe Ioan words once again relates
to Berlin and Kay's (19649} basic colour terms and bringy inte
question how many equivalence classes actually exist in Zulu,
As deseribed in Chapter 3, Berlin and Kay (1969) da not consider
a colour as basle if 1L is a loan word, as "recent foreign loan
words may be suspoct" (Berlin and Kay, 1969, p. 6). The
impleation of this is, If loan words are not aceopted as basic
colour terms in Zuly, then Zulu eannot be considered a Stage VI
language.,

[However, researchers have gueried this coneept.  Louwrens
(1993, p. 128) contends that

due to Northern Sotho’s close contact with Afrikaans and
English, the language vcould easily revert to
adaptives/borrowings, as has already happened with the t
most commaonly adopted colour tertas namely pinki ‘pink’ and
-phiphurd "purple’.

Figure 24 previously presented indicates that respondents on the
ZERLA used only loan words for equivalence class 6, Tsonope
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look?. The results indicated that subjects provided a wide
varlety of responses in this task as is shown in Figure 25,

B
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FIGURE 25 Continuum of responsges for colour

These responses formed a continuum from standard Zulu ferms
suce. $ czi-nyams RP8-black ‘black’, moving to loan words such
as ezi-black RP8-black black’. The code-switching resulted in the
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Sociolinguistic factors

The influences of variation and language shift occurring in Zuly,
discussed in Chaptor 3, were taken Into account when devising subtests
of the ZERLA for example, subtest 11 where adjectives and relatives
were assessed utilising standard Zulu (amabill ‘two’) and code-switched
forms (amatwo two').

The subjects’ responses exhibited the Influences of language shift and
variation. This is not an unexpected result as all the respondenis were
speakers of Soweto Zulu  Examples of language shift Included subjects’
responses indieating the use of loan words or code-switched terms, such
as {-chatn NC5~chain ‘chain’ for ubu-hilaly NCl4-bead ‘bead” in subtest
1. In this Instance, the respondents were using English as the
cmbedded language by using the English stem ‘chain’, They were
adding a Zulu prefix i, representative of noun class § to the word. This
rwoponse also illustrates the formal changes that occur o noun classes,
which were deseribed in Chapter 3. The Zulu word uluddaly belongs
to noun class 14 which usually does not adopt new forms (Beckman,
1987; Louw, 1983). Therefore, code-switching resulted in the word
changing to noun ¢lass §, a common class for borrowings, The
increased productlvity of certain classes at the expense of others
appuars 1o be a feature of urban based varfetios (8.M, Suzman, personal
communication, November 10, 1994).

141 Spontancous language sample

Ruspondents demonstrated strong evidenee of code-switching in
their use of colour terms on the expressive language sample,
where they were asked to deseribe the colour of their clothing,
for example frokef/ibinduke elitjani how does your dress/panls
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were, however, not statistically sighificant.  The subtests on which
males peromed better were primarily those assessing verb structures,

the exeeption being the subtest assessing negative constructions.

This is an interesting find'ag as Lynch (1983, . 353) asserts that
“popular belief and scholark, opinion generally maintain that girls are
more advanced in language than boys", Hurlock (1978) embodies this
by stating that "boys, as a group, lag behind girls In learning to talk,
At every age boys’ sentences are shorter and less grammatically
correct..” (p. 172), These statements concur with the findings that
fomales scored higher than males on nine subtests of the ZERLA.

Although no definite findings regarding language abilities and gender
exist (Wells, 1986), some research has shown boys having better
language abilities than girls,.  For example a literature review
undertaken by Winitz (1959) found boys’ language to be superior to
that of girls in a 21 ratio. The trend that males performed better on
more subkests than females on the ZERLA concurs with this research,
These differences may have been as a result of the faet that girls are
socialised ko be mare reserved than boys. Rogolf (1982) believes that
through everyday activities and soctal interactions, culturally shared
meanings pertaining to gender are constructed and internalised, Results
of u study conducted on caregivers’ interaction with their children in a
rural village, in the Eastern Transvaal strongly support Rogoff's (1982)
statement and the fact that soctalisalion betwoeen genders is different
(Se- ff and Bortz, 1994),

In summary, similar te findings of other researchers (Wells, 1981),
results obtalned on the ZERLA did not show any real evidence for
differences between genders,
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This table demonstrates how the means increased for the vlder children,
signifying that older children have better language abililies than
younger children. Informal comparison with other formal language
tests, such as the SICD (Hedrick et al,, 1984) shows similar increases.

Increased proficlency on the ZERLA could be attributed to the fact that
Zulu children have been found to incorporate additional morphological
elements into more complex linguistic structures, between ages 2.5 and
3 years (Suzman, 1991). Examples include many morphemoes occurring
in complex verbal constructions such as a-ngi-m-bor-ungs Negativel-
hir-see-negative past tense ‘T didn't see him’. Children’s language
acquisition should be fairly complete in form and structure by between
age four and five with the child having mastered the syntax of her/his
native language by about age five (Chomsky, 1969; Marge, 1972;
Nicolosi et al., 1989). The older respondents on the ZERLA did appear
to have scquired most of the language structures assessed.

The previous section dealt with the older subjects obfaining hetter
gcores on subtests of the ZERLA than younger subjects.  However, in
four of the subtests there was some decrease in scores as Figure 22
shows, A possible explanation for the decrease could be the increase
In errors "when the range of grammatical options increases. This
typically occurs in the fourth year of life" (Slobin, 1992, p. 8).

Scores for each sublest according to gender

Figure 23 displays the scores obtained according to gender on the
ZIRLA.

Results show that males scored higher than fomales on 13 sublests
while females scored higher than males on nine,  These differences
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Scores for each subtest according to age

Figure 22 indicates the scores that the respondents obtained according
to their age groups.

It can be seen that on the ZERLA, scores increased from the younguest
to oldest groups in 54% of instances. Subtests which had significant
increases in scores are listed:-

- Subtest 5 : naming of body parts;

- Subtest 9 ! present object prefixes;

- Sublest 11 ) adjectives and relatives;

- Subtest 13¢ : spontaneous language sample;
» Sublest 14d ! past tense

- Subtest 14f ] adverbs

Appendix GG contains a table which depicts the means obtained for
three month age groupings within the three major age groups. Table
13 Is o summary of the increased means obtalned by the three ague
groups according to age.

TABLE 13: Maean scores obtalned for each age group on the ZERLA

Age Number | - Mean - Standard

: o ' deviation
2.6 - 3.5 years 29 116.29 20.71
3.6 - 4.5 years 123 123.04 15.45
4.6 - 5.5 years 36 128.63 1528
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oceurred for all age groups, This table also shows that both the
abilities appeared to increase with age, as the older subjects’ scorved

better than the younger.

TABLE 12:  Mea:: siceptive and expressive age scores and

gtandard deviations

Age Receptive | Standard | Ixpressive Standird
mean | deviation mean deviation
2,6 - 3.0 years 67.392 8,685 48.892 15,492
3.0 « 4.5 yoars 69,121 7480 RA918 10,591
4.6 - 5.5 years | 72,555 4.299 5R.083 13,695

1.8.1. Comparison with other formal language tests

(n the Reynell Developmental Language Scales (Reynell, 1977}

Reyneil performed Pearson correlation coefficionts on

expressive language and verbal comprehension scales, for

three different age groups of subjects, The results indicated

that receptive scores were better than expressive, although the

correlation coefficient decreased from 0,67 in the youngest
children (1 ~ 2.6 years) to 0.32 in the oldest children (6 - 7
years), Thus the ZERLA rosults are similar to those of the

Reynell, However, superior receptive language, at all ages, did

not correspong to the findings of other formal language tests

such as the Sequenced Inventory of Communication
Development [SICD], (TTedrick ot al,, 1984). On the SICT), 1.

younger respondents’ recoptive scores were superior (o

exprossive abjlities. By age four the gap between the receptive

atd expressive language abilitios had closed and no difference

was found in these abilitios.
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than their English speaking counterparts. English speaking children have

been found to name body parts such as hair, hands and feet by age 'wo

(Nicolosi and Collins, 1989), A possible reason for this Jater acquisition

cottld be attributed to conceptual eategorivs being derived from different

ways of interacting cognitively (Bernstein and Tlegermar, 1989), Hence

respondents in this study may not have been oxposed to this semantic

category at a younyg age.

1‘5

Receptive and expressive language

TABLE 11: Receptive and expressive scores

Mean Standard T Test of Prob > T
deviatlon | Significance | (05 Jevel)

Reception 69,542 7.114 134,411 (.0001
Expression | 53.50% 12,207 59.979 0.0001

The phenomenon of receptive language skills being superior to
expressive language is well documented (Bernstein and Tlegerman,
1993; Illingworth 1983; Ingram, 1974; Taylor and Swinney, 1972).
This phenomenon also prevailed in the study performed on Zulu
speaking toddlers previously mentioned (Bortz, 992). Bortz (1992)
found that 18 month old Zulu speakers’ expressive language abilities
were more limited than those of their English speaking peers. They
were producing fewer words at this age and had restricted mean

length of utterance,

The results obtained on the ZERLA confirmed that receptive abilities
were superior to expressive abilities. Table 11 shows that the
differences between these abilities were statistically significant, Table

12 shows that the receplive scores predominating over expressive
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1.44 Body paris

Universally, one of the first categories of words children acquire are
body parts (Clark, 1981: Hawkins, 1988}, The youngest group of
respondents on the ZERLA named body parts correctly in 66% of
instances, as subtest 5 in Figure 20 indicates,

A feature of language that is used by children when they do not
have a vocabulary item in their repertolres, is to "overextend
productively on account of a simple scarcity of items in his/her
productive vocabulary" (Clark, 1981, p. 1{). On the ZERLA,
overextension wag observed in this youngest group of subjects, For

example, subjects said izandla ‘hands’ for fninve ‘Hngers’.
Other examples of overextension were amaziphto ‘nails’ for both
imimpe ‘fingers’ and uzwani ‘toes’. Errors in naming body parts were
also evidenced a8 a singular/plural confusion, where 47% of the
youngest subjects responded with the singular form un-ynwe NC11-

foot “foot’ for izin-yawe NC10-foot ‘feet’.

The 3.6 - 4.5 age group showed an increased ability to name body
parts and did so correctly in 80% of instances, as Figure 22 Indicates.
The oldest group of subjects showed a slight decrease in ability for
this task, with 78% cortectly naming body parts.

When these results are compared to other studies, it can be seen that
naming body parts Is a semantic category which Zulu speaking
children acquire as they grow older. This is evidenced by the fact
that Zulu speaking toddlers could identify body parts, but could not
name them at 18 months (Bortz, 1992),

If the ability to name body parts is examined crosslinguistically,
it appears that Zulu speakers acquirve this lexical category later



182

The state of flux of languages being spoken in Sowelo
homes is shown in responses such as "the whole family
speaks Sotho, He is the only one who speaks Zulu" and
“She is still young to understand all languages. What she
is doing is she mixes all languages [sic]" Penn and Segal
(1982) found the presence of more than one language in
the home & signlficant factor for language impairment,
What s also evident in these responses {5 that parents are
also commenting on their children’s speech, fc - example
stuttering. As parents often confused speech disorders
with those of language, this question should be rephrased
in future questionnaires.

3.24 Family history of communication problems

Eighty five percent of parents (n = 78) reported no family history
of speech, language and hearing problems. The problems of the
12% of parents (n = 11) who related that a communication
diffieulty existed, Included hearing impairment in four instances
and one child’s grandfather stuttered. Three of the brothers of
the children tested appeared to have auditory processing
problems, for example ‘short-term memory’.

329 ™At risk"” medical factors

iar infections and gastroenteritis often affect language
acquisition  (Friel-Patti and Finitzo, 1990; IHasentab, 1987),
Karnovaby (1991) found that gastroenteritls subjocts on her study
had poorer receptive and expressive syntactic abilities than none
gastroenteritis subjects.
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3.2,3.1 Expressive language disorders

Twenty three pereent (n = 21) of parenis replied that thelr
children were not speaking like adults. The explanations
they provided for their responses are contained in Table
16.

TABLE 16: Parents descriptions of expressive language

difficulty
Nature of N1 Verbatim doscriptim{ af
TeSPONSeS problem
Developmental 2 | ‘He uses baby languagy’
Uninteliigible 2 | "You don't understond
what he is frying to say’
Phenology 5 [ ‘He doosn’t pronounce
words properly’
Stuttering 2 | ‘When he speaks he is
stuttering’
Multilingual 7 | ‘Beeause he i using (wo
languages’ |
Other 3 | ‘Worried whether my ¢hild
Is in 2 good manner with
| Qther children’

Considering the age of the respondents, it was nut
surprising that some  children  were  expericneing
phunological problems. The literature reports on
acquisition of adult phonology by age five (Creaghead ot
al, 1989). The fact that parents reported phonolugy as a
problem attests (o the aceuracy of the parents’ responscs,
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FIGURE 20 La your child spraking nearly like an adoliY



179

Oaly three parents responded that their children could not
understand, Clearly, therefore, the majority of parents were

not worried about their children’s receptive language.

These two questions serve as a cross cheek for each other (the
first asked the information in a negative form while the
apposite was true for the second). The resuits indicate that
the latter question, "Can yow child understand everything that
you say to her/him?" was a question which yielded more
information.

A specific question inguirlng about children’s receptive
abilities was whether they understood when they were asked
ke bring the parents an item or when the parents gave
instructions, The responses were very definite, 99% (n = 91)
of parents indicated that their children could do this, Asking
such specific questions would therefore seem to be the bost

way of devising tost ftems in future lests.
Expressive language

The majority of parents were not concerned about their
children’s expressive language abilities as 84% (n = 77) of
parents answered that they were not wortied about how their
children spoke (See Figure 29), Ja addition, Figure 30
ilustrates thal 77 of parents reportod that their children’s

speech resembled that of adulis.,
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FIGURE 27 ‘Are you worried about how your child
understands things?’

FIGURE 28 “Can your child understand everything...?
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be discussed in Section 4.2.2 of this chapter.

Parent Report

The results described in this section are parents’ responses to open and
closed ended questions, asking them to report on their ctuldren's

receptive and expressive language abiliies. Their responses are

indicated by means which vary, according to the number of responses
to each question.

3.2.1

322

Linguistic data

The responses to the initlal questions relating to languages
spoken in the home are described In Chapter 4, Section 3.4.3 of
Chapter 4, Attempts were also made to determine the variety of
Soweto Zulu spoken, for example by questioning parents about
the length of time they had lived in Soweto, Seventy eight (1 =
76) of parents had always lived in Soweto. Of the 22% who had
not, 10% had lived in Kwazulu/Natal prior to coming to Soweto.
The other 12% had lived in other townships such as Alexandra
or 3ebokeng and one respondent had lived in Angola, She was
married to a Portuguese speaker and had only lived in Soweto
for one year.

Receptive language

Figure 27 deonstrates that 77% of parents (n = 71) were not
worried about thelr children’s receptive language. These rosulls
may be compared with Figure 28 where 97% (n = 89) of parents
responded that their children were able to understand,
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made every effort to have these returned. However, not all reporis
were returned as Table 15 indicates.

TABLE 15: Response rates

e

mm*m TR fes e finr

ZERLAonly - R .
Parent report and:?.ERLA e g
“Feacher veport and ZERLA - R I
ZHRLA, Parant report and Teacher report R
Total number -~ . . . R T

Attempts were made to improve this response rate by two research
assistants returning to the nursery schools, a monih after testing had
been completed and handing out additlonal forms and Ietters. (These
are displayed as Appendix HIH), These letters included public
education information on the language abilities of three to four year old
preschool children, the original age of the subjects of this study., This
information was Included as a primary prevention strategy (Serber,
1990). The response rate of parent and teacher reports returned did not
improve, Reasons were that Soweto was experfencing a taxi strike at
the time, making it impossible for rescarch assistants to travel to the
nursery schools to collect the forms due to intimidation. The researcher
then telephoned the nursery schools to ask them o return completed
reporis In the mail, but only one nursery school did so.

This low peorcentage of completed parent and teacher report is
recognised as a limitation of the research. However, it is not certain
how his response rate could have been improved, since, as can be seen
from the above description, all possible avenues were explored. This
low response rate did not have a direct outcome on the resulls of the
study as, although parent and teacher reports were found Lo be reliable,
they were not found (0 be valid sources of information. This issue will
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other prevalence studies, such as 3 - 5% of the American population
(Van Riper and Emerick, 1990} or 4,7% of the total English population
(Wirz, 1993). As no prevalence studies have been conducted in South
Africa, no comparisons can be made o the local population. However,
the high prevalence of language problems found on the ZERLA bears
sad testimony to Penn’s (1978) prediction that the "incidence of
language disorders seems to be increasing” (p. 235)

2.2 Possible etiologles of language problems on ZERLA

The "at rigk" factors of earache, gastroenteritis and emotional trauma
(Boola, 1992; Penn and Segal, 1982; Simpson, 1991) could have
contributed to this high percentage of language problems. In addition,
the facr that the respondents came from a deprived soclocultural
environment may have had an effect on their language abilities
(Shueyane et al,, 1977; Yach et al,, 1993).

Correlaions were attempted among the variables of age and gender
and the respondents who scored pootly on the ZERLA., However, no
clear correlations was achieved. Seventy one percent (r = 15) of the
respondents who scored poorly were in the 3.6 - 4.5 age group, due o
the unequal distribution of this sample. The youngest and oldust
groups cach eontained three subjects who scored pomly. No gender
difference was exhibited amongst these language impaired subjects as
11 of them were male and 10 female.

3 PARENT AND TEACHER REPORT
3.1 Responsc rate

Research assistants handed out parent and teacher reports when they
administered the ZERLA at the nursery schools, 'rinelpals and teachors
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COMPOSITE SCORES

As mentioned previously, Zulu speaking children have acquired most of their
language structures by three years (Oberstein, 1987; Suzman, 1991), This being
the case, it would be expected that the majority of respondents on the ZERLA
would achieve high scores. Thus any respondent who did not achieve a high
score would be suspected as having a language problem.

The criteria for respondent subject selection stipulated that ‘typical’ preschool
subjects’ language should be assessed.  Children with language impaitment
could therefore have been included in the test sample.

The maximum score that was possibie to obtain on the ZERLA was 148, The
geatter graph in Figure 26 indicates that the majority of respondents’ scores
were clustered in the range 120 to 148, This figure also indicates that some
respondents, ‘the outliers’, did not score within this cluster, They achieved
scores of 110 or lower. A score of 110 was therefore considered to be
indicative of language delay. According to this criterion, 11% (n = 21) of the
sample, were found to have language problems.

1t is important to note that there were nine subjects who scored below the cut
off score of 110, who were either bilingual or second language speakers of
Zulu, Had these nine subjects’ scores been included in the overall prevalence
rate, prevalence would have increased to 16%, These subjects’ poor scores
reflect the influence of a multilingual environment on a child’s language
abilities. Additional details related to etiology are provided in the following
secon,

2.!  Prevalence of language problems on the ZERLA

Thi prevalence rate obtained on the ZERLA is high when eompared to
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COMPONENTS OF | RECEPTIVE EXPRESSIVE
LANGUAGE LANGUAGE LANGUAGE

Negative subject Not tested Inconsistent

prefixes

(Subtest 14c)

Past tense Not tested Inconsistent

{Subtest 14d)

Passive Appropriate | Not tested

(Subtest 14e)

Adverbs Not tested Inconsistent

{Subtest 14f)

Semantics

Body parts Could not Responser for ~iminte
identify 'fingers’ include :
ininue amazipho ‘nails’; isandia
'fingers’; hand’; izandla hands’,
confuses -uzwane ‘toes’ include :

tnymwa ‘foot’
with [zinyatwo
‘feet’

wnyawo ‘foot’; izinyawo
"feet’; iminwe 'fingers’;
amazipho ‘nails’

Adjectios <khulu Corvect Not tested

Ibigl

Number -1e ‘four’ Inconsistent

Relatives Inconsistent | Not tested

Colours -mutyan

‘black’

-purple ‘purple’

Spontanegous

language sample

Relatives Correcy Use of loan words and

(Colours) code-switched forms
Pragmatics Subjects would answoer

chr 'no’ or angnzi ‘T don't
know’ when they did not
know an answer

Relative stems

Not tested

Appropriate

Spontanegous
language sample

Not tested

App optiate
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poor at judging what code-switching is”. She
reported that informants would provide a definite
response to a form that is acceptable and then
negate this later (C Myers-Scotton, personal
communication, September 16, 1993).

Summary of results obtained on subtests or the ZERLA
The general trends of results obtained on specific subtests of the ZERLA

can be seen in Table 14 below.
TABLE 14: Trends obtained on subtests of the ZERLA

EXPRESSIVE

COMPONENTS OF | RECEPTIVE | -~ :
_ LANGUAGE - .

- LANGUAGE | LANGUAGE |
Morphology

Noun classes Correct NC2a abobabafobaba

(Subtests 1-8) ‘fathers’
singular/plural
umu-nwe NC3-finger
‘finger’ /imi-nwe NC4~
finger ‘fingers’

Syntax

Applied extenslons Appropriate | Not tested
(Subtest 12)

Relative stems Appropriate | Inappropriate
(Subtesis 13a-13b)

Morphosyntax
Object prefixes Appropriate | Appropric.e. Kesearch
(Subtests 9, 10a-10b) assistant inconsistencics
Adjectives

(Subtest 11)
General <ncane ‘small’ | Appropriate | Not lested
Numbers -ine ‘four’ | Inappropriate | Numbers not tested

Relatives Inappropriate | Not tested
{Subtest 11)
Colours -bomvu ‘red’
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Research assistant:

Make the mother walk fast and ask whamba kanjoni
‘how does she walk?’

The desired response is:

masinya ‘fast’

Most subjects responded hamba kakhulu, which is a
colloquial form implying ‘fast’,

Such a response indicates a pragmatically
appropriate response, although it is not eliciting the
desired morphosyntactic structure. An implication
for the standardisation version of the ZERLA
would be to devise a coding system that wouid
credit the child with the appropriate response.
However, the coding system should indicate that
the required structure was not eliclted,

In order to elicit the target, alternative methods of
elicitation such as delayed imiation (Creaghead ot
al,, 1989) could be used. In such instances research
assistants could say the required response, mas sy
‘fast/, then utilise a carrfer phrase such as ymile
‘what is it’ and then the child would have {o
produce the target.

Newcomer and Hammill (1982), anthors of the TOLD, report thal

"unfortunately it is far easier to define validity than it is to demonstrate
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specitiod set of instructions, which is one of the
criteria for formal language testing (Bernstein and
Tiegerman, 1993; McCauley and Swisher, 1984a),
This has important implications for future use of
the ZERLA.,

Another trend emerging from interviews reflected
the influence of code-switching and loan words on
Sowoeto Zulu. Research assistants also felt that test
administration time was too long, resulting in
respondents losing concentration which affected
their performance. One research assistant reporwd
that neither the past tense nor the negative were
being elicited because of the way that the test had
Leen devised, as diseussed previously.  Another
research assistant found the test items to be
particularly suitable and culturally appropriate.

Ambiguous test items

The researcher and research assistants noted that
certain of the subtests, particularly verb subtests,
were ambiguous,  This ambiguity affected the
children’s responses and resvarch assistants coding
and analysing of data. Negatlve, past tense and
adverbial subtests (1de, d and f) were devised in
such a way that respondents did not neecessarily
have to use the required structure, ax can be seen
in the fellowing example:
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is aceurred more for receptive than expressive subtests,
This inddicates that the ZERLA had a measure of face
validity (McCartney, 1993),

Observation of resvarch assistants’ coded responses and
explanations on ZERLA Test Booklets reveals
disagreement among resvarch assistants as to what was
regarded as a correct response, for example a resvarch
assistant would code an item on subtest 14c, which
assessed negatives as vorrect. On re-marking, a
different resec=ch assistant would code this as incoreect
and indicate the omission of negative markers, When
these discrepancies were diseussed in the focus-group
interviews, consensus could not be obtained from
research assistants as to what constituted a correct
response, Part of e reason for this disagroement is
that, despite the fact that resvarch assistants were either
duminant Zulu speakers or had a good knowledge of
Zulu. they had varying knowledge of Zulu linguistic
structures, Not all research assistants were familiar
with all aspects of the agreoment system, for example

abject prefixes.

A problem that research assistants reported on in
refation to test admindstration was the faet that
responses depended on how the stimuli were being
presented. The researely assistants stated that they
could determine when stimuli were being changed, in
order to assist respondents in obilaining the corvect
answer, Thus f did not appear that research assistants

were consistently using the
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order to attempt to elicit a response {rom the child.

An additional problem, which impacted on the
accuracy of testing was the manner in which
research assistants translated both test stimwuli and
test responses. Interviews and consultations with
other experts in Zulu indicated that rescarch
assistants were not translating literally. Rather,
they were making use of liberal translations. A
reason for such translation may have been the fact
that the speech-language personnel were utilising
methods of testing that they were famillar with
from other formal language assessments. An
example is the Reynell (1977) whore a typical
stimulus is "give me the longest red peneil”. On
the ZERLA in subtest 10a, which assessed object
prefixes, research assisiants were to tell the child to
thatha omama ‘take the mothers’. They translated
this response as ‘give me the mothers’. The
translation of glve is pha or nika and not thatha
‘take’, Although not literal, it can be scen that this
translation does produce the same effect in tosting,

In-depth and focus group Interviews

Common themes emwerging from the intervivws
held with research assistonts, after they had
administered and coded and analysed the resulis of
the ZERLA, indicated that they belleved that the
ZERLA was achieving its goal of assessing the
language of preschool Zulu speaking children,
One research assistant reported that he felt this
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order to attempt to elicit a response from the child.

An additional problem, which impacted on the
accuracy of testing was the manner {n which
research assistants translated both test stimuli and
test responses. Interviews and consultatior with
other experts in Zulu indicated that research
assistants were not translating literally. Rather,
they were making use of liberal translations. A
reason for such translation may have been the fact
that the speech-language personnel were utilising
methods of testing that they were famillar with
from other formal language assessments. An
example s the Reynell (1977) where a typical
stimulus is "give me the longest red pencil”. On
the ZERLA in subtest 10a, which asscssed object
prefixes, research assistants were to tell the child to
thatha omama ‘take the mothers’. They translated
this response as ‘give me the mothers’. The
translation of give is pha or nika and nct thatha
‘take’. Although not literal, it can be seen that this
translation does produce the same effect In testiag,

In~depth and focus group Interviews

Commeon themes emerging from the Interviews
held with research assistants, after they had
administered and coded and analveod the results of
the ZERLA, indicated that they belicved that the
ZERLA was achieving its goal of assessing the
language of preschool Zulu speaking children.
One research assistant reported that he felt this
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that he wore izicathulo ezinyama ‘black shoes’ and
on the retest izicathulo ligreen ‘green shovs.’

Leonard et al., (1978) and Lund and Duchan (1988)
assert that one of the disadvantages of using format
language tests is that they assess language in a
decontextualised setting. Poor rcliability on the
spontaneous language sample may have been
associated with contextual factors such as that
language was removed from lts "ordinary
intentionality” {(L.und and Duchan, 1988, p. 283).
However, besides for expressive relative stems
{subtest 13b), context did not appear to alfect the
respondentts, as elthough reliability was low on this
subtest, respondents generally did not score poorly.
Rather, there were discrepancies in research
assistants 8.0ing of the dat1. A possible method
for improving reliability on a spontancous
language sample would be to elict a more
representalive sample In modifled versions of the
ZERLA.

4,12 Qualitative analysis

1?1.2.1

Ferticlpant observation

Results of participant observation revealed that, for
the niost part, research assistants administered and
scored the ZERLA according to the recommended
format. TProblems were noted however, when
subjects exhiblied difficulty when responding.
Research assistants then altered the stimuli, in
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Mark remark reliability

This result was achieved by two research assistants
recoding 30% of the ZERLA Test Booklets. A high
correlation of (.76 was obtained. However, low
mark remark reliability was obtained in the
following subtests:

Subtest 9

(object prefixes, expressive) - 0.51

Subtest 10b

(object }.vefixes, expressive) - 0.72

Subtest 13¢

(language sample) - 0.68

It can be seen that poor test-refcst and mark

remark reliability was obtained mostly for
expressive subtests and for the spontancous
language sample on both measures, The low
rellability obtained on this subtest was a clear
example of the effect of code-switching and loan
words. Children produced a range of responses,
for example when naming colours, and research
assistants were not consistent in their raling of
these. The inconsistency when marking code-
switched items was exacerbaled by the subjects use
of different colour terms on the two lest occastons.
An examiple on the original test a subject reporled
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A reliabilily coefficlent of 0.27 was obtained,
indicating a poor correlation.

Despite overall test-retest reliability being poor,
individual subtests demonstrated slightly betier
test-retest reliahility. These were:

Subtest 8

(noun classes 3-11, receptive) - 0.318

Subtest 9

(object prefixes, expressive) - 0.423

Subtest 11

(adjectives and relatives,

receptive) - 0.481

Subtests which indicated poor test-retest reliability
included :

Subtest 5

(noun classes, 3-11 expressive) - 0.002

Subtest 6

(noun class 1, 1a expressive) - 0.085

Subtest 13

(spontaneous language sample) - 0.022

Subtest 14

(verbs, expressive) - 0.013
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4 TREATMENT QF DATA
41  Reliability

The previous two sections have described the results of scores obtained
on the ZERLA and parent and teacher report. The next issue to be
addressed is whether in fact these results were valid and reliable, that
is, wheth . the test produced sim’ «r results under constant conditions
on all oceasions (Bell, 1993; McCartney, 1993).

Reliability was also ascertained, to see if the ZERLA could be used to
fulfil the third sub-alm of this study, which was to determine the
appropriateness of the assessment tool devised, using both quantitative
and quulitative analysis.

4.1.1 Statistical analysis
4,1.1.1 Internal consistency

Internal conslstency was calculated to determine
whether test {tems closely resembled rach othor.
Cronbach’s coefficient alpha (1951) was used to
compute Internal rellability (Feldt and Brennan,
1989; Kline, 1986; Sturner, et al,, 1994). A score of
0.79 was obtained, indicating good internal
reliability.

4.1.1.2 Test-retest reliability

Ten percent of the respondents were refested on
the ZERLA, after a lwo woek interval (Kline, 1986).
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Comparison of ZERLA, parent and teacher report

As mentioned previously, 21 iespondents or 11% of the sample
exliibited a language problem. For 27% of these subjects there were no
parent or teacher reports available. For the remaining 70%, 20% had no
other associated problem. Of the last 50%, there was at least one
corroborating factor among the ZERLA test score and the parents’ and
teachers’ reports. Thus, parent and teacher reports were reliable in
providing information, as the literature has described them (Rosetti,
1990).

In 23% of instances the corroborating factor was related to
multilingualism. A family history of communication problems was
found in 7% of the language impaired respondents. The remaining 23%
of cases either had ear infections or gastroenteritis. In 3% of instances
there was more than one exacerbating factor, for example
multilingualism and ear infections.

Two sets of twins were among the language Impaired subjects, Many
studies have been performed m twin language and have found an
overall immaturity of verbal skills, errors in syntax, phonology and
cognition (Lets Talk, June 1993).

When considering the abovementioned "at risk” etiological factors in
combination with the subjects’ soclocultural environment it is no
waonder that a high prevalence of language problems was found on the
ZERLA. Multllingualism was a variable that constantly impineed on
children’s language abilities. An additional "at risk" factor was the
amount of violence (Penn and Segal, 1982) occurring in Sowelo.
Although this factor was not investigated in detail its effects may have
influenced respondents’ performance.
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Teacher report
331 Receptive language

Three percent of teachers indicated that the respondents of the
ZERLA had receptive language problems. They described these
problems as the child being ‘slow in mind’ or ‘very slow in
understanding’.

3.3.2 Expressive language

Only one teacher reported that a child was not speaking like
other children In her/his clags. A few of the open ended
responses indicated that the children were shy. It is difficult to
interpret the significance of such information.

Comparison of parent and teachers reports

As both parent and teacher reports were only completed for 34% of the
sample it was difficult to compare these reports. Flowever, parents and
teachers appeared to agree on the absence of language problems in 90%
of instances.

Agreement also occurred when a probiem was reported, for example
both the parent and teacher of ZB described him as ‘a shy boy’
Multllingualism had an effect where there was disapreement between
parent and toacher report, such as when a parent veported that the child
was using a language thi: - was not being used at home  However, the
teacher did not find any problem with this child,



3|2l512

Hearing

Ninety five percent of parents reported that their
children could hear. Subjects had hot suffered
from ear infecticns in 86% of cases. Fourteen
rarcent of subjects were described as having
suffered from ear infections and treatment obtained
was in the form of antibiotics and ear drops. One
parent had obtained this from a pharmacist. One
child had undergone a tonsillectomy.

Gastroenteritis

As occurs commonly in children from urban
environments (South African Township Annual
Report, 1990), 15% of subjects participating in the
study were reported to have had gastroenteritis.
Parents indicated that this was treated by
medication.

These instances of ear i .1fections and gastroenteritis
can be compared to South African studies
conducted on language impairment in relation to
these two factors (Boola, 1992; Karnovsky, 1991;
Penn and Segal, 1982), 14% of the subjects of
Boola's (1992) study had ear infections and 17% of
Karnovsky's suffered from gastroenteritis,. The
subjects who had these "at risk" factors were
among those who obtained poor compaosite scores
on the ZERLA, This fact will be discussed in more
detail in Section 3.5, which follows,
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which duplicale each other,
Expressive language

Both quantitative and qualitative analysis indicated that problems
existed with expressive subtests and alterations had to be made to
these, for example the subtest examining the past tense.

6.2.1 Sponlaneous language sample

As poor test-retest and mark remark reliabllity were chtained for
the spontaneous language sample, efforts needed to be made to
elicit a more representaiive language sample. An enriched
language sample could be achfeved through the use of narratives
and picture aescriptions. A specifically devised taxonomy vould
be used to score these productions,

The narratives and picture descriptions would provide a sample
that could be atilised lo determine mean length of utterance
(MLU). MLU provides an index of the complexity of children’s
speech until at least five years (Brown, 1973; Miller, 1981,
Peterson and Marquardt, 1990). It has been successfully uxed on
Zulu speaking toddlers (Bortz, 1992).

Singing a song or saying a thyme

The inclusion of singing a song or saying a thyme would allow
for expressive language (o be assessed in an additional context
(McCartney, 1993}, Such a task would be a cullurally
appropriate form of elieiting expressiv: language and would also
assess a skill that preschool children with Lypical language
abilities should exhibit (Reynolds, 1989).
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information will be utilised to prevest inconsistencies from oceurring

m Hw standardisation of the ZERLA,

The supplementary investigation did provide valuable information
regarding discriminant validity. This data indicates that the ZERLA is
a tool that is able to successfully diagnose language impairment in
children,

RECOMMEMDATIONS FOR CHANGES TO THE ZERLA

One of the aims of the pre-standardisation phase was tu administer the

ZERLA, to defermine any changes and refinements that had to be made so

that standardisation could proceed. Partivipant observation and responses

derived from interviews, were particularly usef1l in  determining

recommendations for changes.

6.1

Decrease test administration time

Research assistants felt that, in some instances, respondents tended to
get bored as the duration of the test was too long, Duration is an
important factor as tests that are too long can "reduce validity”
(McCauley and Swisher, 1984, p, 35). Research assistants felt that this
situiskion could be rectified without affecting the information that the
ZERLA provided. They recommended, that where receptive and
expressive subtests elicited the same information, for example subtests
5 and 8 (noun classes), the receptive subtest be omitted. They found
that in most instances, the receptive subtest was redundant, as the
respondents were achieving high scores on the oxpressive subtest.
Children would not have been able to do so if they had had a receptive
language problem.  Assessing o subtest  either receptively or
expressively provides credence to Newcomer and Tammill’s (1982)

argument that it is unnecessary to design receptive and expressive items
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b)  Receptive and expressive language scores

Receplive and expressive scores also differed
significantly between the two groups. The
language impaired group achieved a mean of 58.1
on receptive sublests and a mean of 41.083 on
expressive subtests, These results were both
stgmificant at the .05 level. The non language
impaired group achieved a mean of 69.263 for
receptive subtests and 53476 for expressive
subtests,

¢) Composite scores

The differences between the composite scores of
the non-language impaired and the language
impaired groups were statistically significant, The
non-lunguage impaired group achieved a mwan
score of 122, out of the maximumn composite score
of 148, The language impaired respondents
obtained a mean maximum score of 72, This score
Is very low when considering that the cut-off score
indicative of a language impa.ment was 110. Thus
this score sarves as a definite demonstration of
language disobility in this group.

Conclusions
Although the supplementary investigation did not achieve Its alm of

increasing reliability, this investigation yielded wseful information
regarding the inconsistencies of research asslstants’ evaluations. This
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TABLE 18: Significant differences between non.
language impaired and language impaired
subjects

ﬁSubtes'rm%?;sﬁf i wDagrm;;hf ProbsT
| Signifieance | Freedom | {05 lovel)
1 2.1350 16 0.0486"
2 3.2585 17.7 0.0045
3 2.9476 16.8 0.0091
4 3.0453 16.8 0.0074
5 3.0687 19.3 0.0062
6 1.8912 30.0 0.0683*
7 32132 27.0 0.0034
8 2.4549 16.0 0.0259*
9 2.9973 20.1 0.0071
10a 1.5762 18.3 0.1321*
10b 4.4378 17.7 u.umlrﬁ
11 3.4995 27.4 0.0016
12 3.3466 16.0 0.0041
13a 3.5431 16.7 0.0020
13b 3.4357 22.3 0.0023
T3¢ 4.5270 19.6 0.0002
14a 4.3932 17.1 0.0004
14b 31773 199 | ooz
l4¢ 4.7977 24.2 0.0001
14d 3.4051 32.8 0.0018
140 22480 34.0 00314
14f 4.7196 4.0 00001

* = borderline significance.
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5.4.2 Discriminant validity

Different measures of discriminant validity provided data on
whether this investigation demonstrated whether the ZERLA was
able to discriminate between language impaired and non-
language impalred subjects.

a)  Analysis of varlance

Analysis of varfance {(Anova) was performed on the Initial
tests of the Janguage impaired (n = 17) and non-language
Impaired subjects (n = 19). Anova indicated that the
ZERLA was successful in ideniifying respondents who
were language Impaired.  There were statistically
significant differences obtained in all the mean scores for
each subtest for the non-language impaired and language
impaired subjects, as can be scen in Table 18,
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TADLE 17:  Rater disagreement

po

“Subtest | - - Tople 0 { Research | Research
oo b i e e | nesistants | assistants
testers:” | - coders:

R T (Ne2) | (C) (N2
5 Noun class (expressive) | T1©

Noun class (expressive) | T1 and

T2
8 Notn class (receptive)
Present object prefixes | TT; T1 Cland C2
(expressive) and T2
10b | Present object prefixes | T1: T1 Cl and C2
(expressive) and T2
14¢ | Negative (expressive) | T1 and
T2
14d | Past tense (expressive) | T2
1de | Passive (receptive) T1 C1land C2
14f | Adverbs (expre~ re) T1 and C1 and C2
T2

Disagreement oceurred in more than double the amount of
expressive subtests (seven) then receptive subtests (three)., The
disagreement between rescarch assisiants in subtests 9, 10b anud
subtests 14 are congruent with the findings of the principal
study. Part of the reasons for these disagreements were
attributed to stimuli belng ambiguous as deseribed in Section
4.1.2.3.

# The mention of one research ass'stant, for example T1 indicates ‘intra-rater’
disagreement. The mention of two research assistants, for example T1 and T2 implies
inter-rator disagrreement.
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language-impaired subjects returned for their retests, Despite
the fact that the implementation of the design could not be
completed in lts entirety, certain trends regarding reliability
emerged, The first finding was that research assistants were as
inconsistent in the scoring and coding of responses as they had
been in the principal investigation. Sociolinguistic variables and
ambiguitles In the test instructions continued to influence thelr
decisions. This investigation also highlighted the perturbing fact
that research assistants were not consistent in what they
considered as an appropriate response. They were thus
exhibiting ‘intra-rater disagreement’ and violating one of the
principles of inter-rater reliabllity (McCartney, 1993), On one
administration of a test they would code a response as correct
and yet code the same response as incorrect, either for another
respondent, or of the origina! respondent, L the design
necessitated them to code the rotest. Such Inconsistency has
significant implications for devising an alternative manner of
scoring and coding the ZERLA.

Table 17 illustrates the lack of agreement between research
assistants, and internal inconsistency within thelr own coding on
ench sublest. This table is based on the relationship of testers
and coders in the cross-over design (see Figure 31). Table 17
represents the manifestation of the disacreoment among and
within research assistants for each subtest.
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Description of subjects

53.1 Respondents

5.3,

The non-language impaired group was to fit the general
respondent selection criteria of the ZERLA. The second group,
the language impaired respondents, had to meet most of the
same selection criterla. They did not have to meet the "at-risk”
factors for language Impairment. They also had to have
previously been diagnosed as language impalred. Subjects for
the language impaired group were obtained from the speech
therapy and paediatric departments at Baragwanath hospital. The
non-language impaired group consisted of 19 subjects for the
initial testing and the retest, 17 language impaired subjects were
assessed in the initial testing, However, only five subjects
returned for the retest.

Research assistants

The eriteria for selection of research assistants was the same as
for the Initial ir - estigation. The four research assistants woere
divided Into two groups of two, according to the requirements
of the design.

Reosults

54.1 Reliability

As mentioned above, one of the reasouns that this investigation
was designed, was for the purpose of achieving more reliable
scores. This aim could not be fully achieved as only a few of the
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The non-language impaired subjects were assessed at a nursery school
belonging to the African Self Help Association in Soweto, The language

impaired subjects were assessed at the USHC, as they all atfended

different nursery schools, Parents were reimbursed for travel expenses.

Language

Ability
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Language

Inipaired
Language
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provided above indicate that reliability, especially test-retest reliability
oblained on the ZERLA, was not good.

Hence a supplementary study was devised, whose aim was to improve
these measures. Instituting the supplementary investigation also
provided the opportunity to determine inter-rater reliability in its
conventional form, and not as mark remark reliability as had previously
nccurred.  An additional aim of this investigation was to determine
discriminant validity, that is whether the test was able to discriminate
between language impaired and non-language impaired subjects.

52  DProcedure

A cross-over designh was specifically formulated to achieve these aims
(See Figure 31). This design required two groups of respondents, a
non-language impaired and a language impaired group. Each group
was to consist of 20 subjects®. Two groups of research assistants were
also required. The task of one group, consisting of two research
assistanis was to administer and score the test on the predetermined
number of respondents, The second group, also cuataining two
research assistants, was to code and analyse the responses after testing.

The implementation of this design involved assigning respondents and
research assistants to different groups in a structured manner, Figure
31 deplets the allocations. As one of the aims of this investigation was
to determine test-retest rellability, each group of respondents were
tested and then retested a fortnight later.

! Planle and Vance (1994) performed a similar study, whose aim was to
determine whether standatdised language tests could ascertain developmental
language impairments, They also utilised 20 subjects in thelr study.
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4.2.2 Construct validity

The researcher did attempt to ascertain construct validity. In the
case of the ZERLA the construct that was measured was whether
the assessment should identify children with language problems.
Atlempts were made to correlate parent and teacher reports of
their children’s language ability with results obtained on the
ZERLA, Informal as these reports were, they were the only
measures which could show whether the ZERLA was measuring
the construct of language impairment {Anastasi, 1990; Hresko et
al., 1992).

Attempts to determine consbruct validity, utilising parent and
teacher reports did not succeed however. One reason was due
to the poor response rates of parent and teacher reports. A
further reason was that those parent and teacher reports that
were cor: leted did not prove to be useful in determining
construct validity, as thelr results were inconclusive (See Figures
27,28, 29 and 30). Construct validity was also determined using
discriminant validity, This will be described in Section 5.4.2 of
this chapter.

5 SUPPLEMENTARY INVESTIGATION

5.1

Rationale and alms

As reported in the methodology, for an assessment to be a ruiable
representation of language skills, respondents should obtain the same
resuli on the test on two occasions [test-relest reliability] and the person
scoring the test should make the same scoring decisions on each
occasion [inter-rater reliability] (Beech et al, 1993). The results
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conclusively” (p 24). This difficulty exdsts as validity is a relative rather
than an absolute construct, McCauley and Swisher (1984a) and Plante
and Vance (1994) found that many standardised tesws do not report
sufficiently on the validity of their tests.

Attempis to determine the validity of the ZERLA were exacerbated by
the fact that the ZERLA is the first language assessment to be
standardised in Zulu. Hence it could not be correlated with other
standard measures (Kline, 1986; Neale and Liebert, 1986) and thus
criterfon-related validity could not formally be determined. When
comparing results of the ZERLA to those found on the SICD (Hedrick
et al, 1984), on an informal basis, mean scores of age for both tests
were found to increase at comparable rates.

42,1 Face validity

As discussed above, the ZERLA appeared to have face validity,
and measured what it claimed to measure (McCariney, 1993) as
in their interviews research assistants reported, that "the ZERLA
was achieving its aim of establishing a test that would assess
Zulu speaking children’s receptive and expressive language
abilities" (M. Tshule, personal communication, October 4, 1993).
M. Mangena (personal communication, Oclober 21, 1993)
believed that "the ZERLA succeeds in some ways as a formal
language assessment for Zulu speaking preschoolers". He felt
that the ZERLA was "more effective in assessing receptive
language than expressive language, probably because of the
methods used to elicit the language or the way the questions are
being asked." Anastasi (1990) would regard this comment as a
criterion for Indicanng that the ZERLA had 1ace valldity.
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final alfix «. As no olher alternatives for assossing past ense
on the ZERLA could be found it was decided to eliminate this

subtest.

Fliciting nateatives, songs and nursery thymes alse did not
prove to be benetivial as respondents were shy and did not
spontancously produce these. Instead they imitated resvarch
assistants’ productions, It was therefore decided to abandon
ghese jtoms, Picture deseriptions wore to be continued as they
provided a sample tfor linguistic analysis. They alse acted as a
wsoviopolition] commaentary” as o number of the children
deseribed acts of violence amd Kiling in their descriptions,
Thie three pletures and the fasonomy for e analysis s
provided in Appendix 1

163 Range of responses

Utilisation of the range of responses was
offective, although certain additional
modifications did have to be made. The finst
madifivation concerned the fact that some
appropriate responses had not been included in
tar original pool of aceeptable items. Research
assistants suyggested that theee respemses be

added 1o the peol. These additions wete made.

The nerd o add items highlighted an impaortant
principle for this seoring system, that s, that the
appropriate poul of responses can never be [nite.
Languagies, espovially Zulu are constantly
changing in order (o meet the needs of Htr
vommunities (Coulmas, T985; Kamwangamaly,

F989). o acddition, one of the consegquences of
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Procedare

The modifications described above were compiled into a revised
version of the ZERLA, This version was pilot tested on a sample
of 30 respondents, who met the respondent subject selection
criteria of the ZERLA, described in Chapter 4. Two resvarch
assistants, a non Zulu speaking speech-language therapist, and
a dominant Zulu speaker, administered this pilot tesl. Detalls
concerning the utliisation of research asststants in this manner iy
provided in Section 222 of this chapter. The childrn’s
respenses were to be seored and coded according to the newly
devised method.

Resulls

The revised version of the Z"RLA consisted of ninety items.,
These ltoms, in subtests 1 to 15, constltuted the revised
compuosite score. Spontancous language samples, subtests 16 and
17 (picture description) were to be analysed separately. The
duration of the test remained thirty minutes. There were an
equal amount of recoptive and expressive sublosts that I8 seven,
These subtests were not reciprocal, rather thuy  were
supplementary.  This was in accordance with Newecomer and
Hammill's (1982) suggestior that it is nol necessary o design a
test for identical receplive and expressive componenls.,

The majority of the changes to the subtests of the revised version
of the ZIRLA were found to be sultable. A change that was not
successful, was the addition of the word izofo “yesterday’ for the
subtest oliclting the past tonge.  Respondents continued Lo
provide answers using prosent tense markers, sueh as e and the



215

whether a response could be considered as appropriate,
pragmatically appropriate or inappropriate.

* Rescarch assistanis were then required to code and analyse Test
Booklets of respondents who participated in the ‘modification of
the ZERLA' pilot study., Unbeknown to the research assistants,
inclucded in these Test Booklets were their own and those of their
colleagues. The researcher includea these Test Booklets in order
to determine agreement among research assistants and whether
research assistants were consistent In thelr own responses.

* Once the Test Booklets had been coded and analysed, a focus
group interview was held. The purpose was to discuss the
classification of the responses according to the continuum of
responses, as well as to decide on items to be included in the
pool of appropriate responses.

* Aftor all this information had been obtained, the researcher
arranged and categorised the responses on the continuum and
constructed a list of responses belonging to the pool of
appropriate responses.

1.6 ‘Modification of the ZERLA' pilot study
161 Aim
The purpose of the pilot study was to ascerwin the
appropriateness of the modifications made to the ZERLA. In

addition the offectiveness of the newly devised scoring system
was o be verifled.
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inappropriate responses, scared as X. The pragmatically appropriate
responses would be scored ina separate section,

viz. qualitative responses, The second dimension for the range of
responses wonld be concerned with the preeise responses that shotld
be included in vach of the three categories on the continuum,  The
category of appropriate responses would consist of a pool of correct
responses, in order ta lake inte account the varlables deseribed
above, The manner of describing this poal of responses is provided

below. The category of inappropriate responses would include any

response that was unaceeptable,

The second category, of pragmatically secoptable responses, would
consist of different kinds of responses, for example, o general
responses such as mrgazi ‘T don’t know’. Responses could also be
maore spocific to subtests, Thus, in the subtest oxamining negatives
the child could indicate the negative by saying ¢ ‘ne’. The child
would not have to provide the targeted negative structure, aliklio ‘it is
not’, In such instanees, the examiner might use alternative methods,
such as delayed imitation (Creaghead et al, 1989) in order to
determine whothor the child knew the target structure or not. The
examiner would them make a note concerning the child’s ability Lo
provide the desired response, These would et be added to the
composite score rather they woutld be scored in the quaditative

response seetion,

The following method for formulating the continuum of responses

and pool o appropriate responses was implemented:

¥ Rescarch assistants were given the newly formulated ZHRLA
Test Bookt tand asked to fill in the respanses they would

expeet from each stimalus, They were instructed o considoer
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FIGURE 32 Range of responsey

The proposed range of responses would be formulatled accarding to tvo
dimensions, as Mlustrated in Figure 32, The flrst dimension would be
¢ continuum conlalning categorles of responses. The continunn would
begin with responses that were appropriate. On (he opposlie end of Lhe
continuum would be Inappropriste responses.  Responses thal were
pragmatically appropriate, but which did not yleld the desired answer
would be situated In the centre of the continuum.  In a separale
cilogory, pragmalivally vesponses would be scored in o manner which
was acceplable for each eategory. Thus a child would be credited for an

appropriate response, by recelving a tek ) and this cresdit would be

added o the composite score. No credils would be given fur
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utterances.

14.2 Singing a song and saying a nursery rhyme

Rescarch assistants asked children to sing a song and say a
nursery rhyme, If the respondents indicated uncertainty of what
was expected from them or were reluctant to engage in this
activity, research assistants provided an example.

Coding and scoring of responses

As described in the previous chapter, one of the major factors affecting
reliabllity of the ZERLA scores was the manner in which the test had
been scored and coded.  Many vardables influenced scoring,  These
included soclolinguistic variables and different levels of knowledge of
Zulu linguistic structures amongst research assistants. Thus an
alturnative method of dealing with responses had to be devised. The
asearcher felt that a suitable method would be to devise a range of
responses, as such a method could take all the abovementioned
varfables inlo account. This kind of method 1s also more representative
of how children develop and use their language (McCartney, 1993),
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1.4  Inclusion of additional subtests
14.1 Spontancous language sample

Because poor reliabllity was obtalned on the spontancous
language sample in the pre-standardisation phase, additional
language sampling tasks were included. These consisted of
narratives, where the respondents were to tell a story and picture
deseriptions. KRespondents were to describe three pictures.
These were then transcribed verbatim by the research assistants
and analysed according to a morphological, syntactic and
semantic taxonomy.

1.4.1.1 MLU

One of the aims of having respondents describe a
picture was in order to determine MLU. The MLU
was assessed using morphemes, as Zulu is a
language with an "extremely rich morphology”
(Suzman, 1991, abstract). A high count of
morphemnes obtained is not an indicator of complex
language, as the structure of Zulu demands this,
for example each noun contains two morphemes,
the prefix and the stem. The method of computing
the MLU was derived from Chapman (1981)
Research assistants segmented the transcribed
utterances into morphemes. They then counted the
total number of morphemes, and the total number
of utterances. The MLU produced for the narrative
and each description was compuied by dividing
the number of morphemes by the total number of
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subject stems in the following matner:

The research assistant asked the respondents to show them the

stimuli they asked for

Ngi-bonise exin-vhukile isin-dishi Pronoun-show RIP10-broken
NP10-clish ‘show me broken dishes’

In order not to overwhelm the respondents, these stimuli were
divided into two semarate subtests,

Verb subtests

Changes were made to the instructions of subtest 14d, the
subtest examining past tense, in an attempt to elicit past tense
structures, The research assistant indicated that the action had
occurred in the past tense by using the word izolo ‘yesterday.’

No changes were made to the structure of the subtests eliciting
negatives ur adverbs. However, responses to these subtests were
to be scored and coded using a range of responses, as will be
discussed later, in Section 1.5,

I* was also deaided to Include the verb subtests earlier in the
administration of the ZERLA. The reason was that the verb
subtests reguired the respondents to concentrate on the activity
mat for a considerable perlod of time. Therefore in order to
engure that the respondents were not fatigued, the order of
testing was altered,
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1.2  Elimination of subtests

The first inodification to the ZERLA, was the elimination of subtests
ihat were not found to be useful in the pre-standardisation phase. A
list of these subtests and the reason for their elimination is contained In
Table 19,

TABLE 19: List of sub sts eliminated

e

4

“Subtest |- Deseription of | - - Reason .
o Bulbtest o f o LT
6 and 8 | Receplive noun | Research assistants felt that these
classes subtnsts were redundant, as they
duplicated expressive subtests
12 Applied Subtest did not contribute
extensions worthwhile information
13b Expressive The stimuli were conceptually too
relative stems | complex _
14b Semantic Redundant. Similar information was
knowledge of | obtained in subtest 14a.?
verbs

1.3 Adaptations to existing subtests
1,3.1 Relative stems

As relative stems are an important structure in Zulu (Suzman,
1991) and because the expressive sublest assessing these had to
be eliminated, It was decided to extend the receplive subtest.
Thus this version of the ZERLA evaluated knowledge of relative

1 This subtest was abandoned with some reluctance as it was useful in changing
the mode of response, as it required respondents’ active participation.
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CHAPTER 6

METHOD FOR STANDARDISATION

The purpose of this chapter is to describe the procedure followed in the
standardisation of the ZERLA. Prior to this occurring, the changes to the test that
resulicd from the pre-standardisation phase were implemented. These changes will
be duseribed initlally, followed by an account of the standardisation procedure. At
the same time as standardisation of the ZERLA occurred, this test was translated into
other Bantu languages and pilot tested. The last section of this chapter will report
on the procedure for devising these pilot tests.

1 ITEM DEVELOPMENT: MODIFICATIONS TO THE ZERLA
1.1 Item format

Despite the fact that parent and teacher report provided rellable
information during the pre-standardisation phase, it was decided to
exclude this format of assessment during standardisation. The reasons
for this were that it had proved difficult to obtain completed parent
reporis. Also, it would not be possible to obtain teacher repott as
respondents attendance at nursery school was not a criterion for
selection in thly phase of the research, Thus only one iiem format, the
actual language assessment would be used during standardisation. The
changes made *o the ZERLA will now be discussed.
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exhibited low ZERLA scores were found to have some associated "at risk”
factors such as otitis media and gastroenteritis, factors typical of an urbanised

township,

Statistical analysis showed that the ZERLA had good internal consistency and
mark remark reliability, Test-retes: reliability was poor. Interviews with
research assistants helped to account for the inconsistencles found in coding
and analysing responses. Varlations in the Zulu spoken by the research
assistants could be a cause of some of the inconsistencies.

Qualitative investigation indicated that the ZERLA had face validity. Parent
and teacher reports were not useful in determining construct validity.

An additlonal investigation, utilising a cross-over design, was devised to
determine if reliability scores could be improved and to determine if the
ZERLA could identify language impalrment. Reliability was not improved as
rescarch assistants’ inconsistencies in testing and coding of data were found
to be the same as for the principal study. Statistically significant means and
standard deviations were obtained when comparing non-language impaired
and language impaired subjects. This indicated that the ZEKLA had a
measure of diseriminant validity.

The chapter concludes by providing alternatives and suggestions to the
problems found. These should be implemented prior to standardisat’on of the
ZERLA.
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6.3  Scorlng and coding of responses

One of the greatest difficulties experienced when scoring the ZERLA
was to know when a response was acceptable or not. This was due, in
part to the variation of the Soweto Zulu spoken by research assistants
who pilot tested, administered and scored the ZERLA. Poor mark
remark reliability as well as information provided during the interviews
indicated a lack of agreement and great variability in what research
assistants percelved as a correct response.

Hence an alternative method for scoring responses needs to be
designed. A range of responses is envisaged, where respondents would
be credited for any appropriate alternative to a correct response, for
example, colour terminology. An added advantage of ulilising a range
of responses is that they are more representalive of child language,
whera individual variability exists (McCartney, 1993).

SUMMARY

Results of the ZERLA indicated that respondents were proficient in thelr
knowladge of Zulu lingulstic forms, particularly as regards noun classes,
Subjucts’ receptive abilities were superior to their expression. Statistically
significant Increases were noted in sublest scores of older subjects, Varlety,
typical of Soweto Zulu, was found in subjects’ responses. An 11% prevalence
of language problems was found when calculating a composite ZERLA score,

Case history information Indicated tha. *he majority of parents and teachers
were not wotried about the respondents’ receptive and expressive language
abilities, In instances where concern was expressed, this related to
mullilingualism and developmental articulation problems. Respondents who
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means, standard deviations, standard scores and percentile ranks.
Reliability

Cronbacl’s (1951) coefficlent alpha was used to detormine
measures of Internal consistency and mark remark reliability.
40% of the tests were recoded in order to determine the amount
of agreement between rescarch assistants. As degeribed in
Chaptef 2 varlations oc ar when standardised tests are
readministered and no test exhibits perfert rellability, Thus,
whenever a child Is assessed on a test, some deqree of error is
reflected in the child’s test score (Wilg et al,, 1992). The “lrue”
seore, were it to exist, would be expected within a range of
scores Jetermined by the standard error measurement [SEM]
(Wiig et al, 1992, p, 30), The SEM is the amount of error that
should be considered when Interpreting test scores, Reliable
tests should have relatively small SEMs (Hresko et al., 1991).

Validity

The pre-standardisation phase of testing had already determined
aspects of valldity for the ZERLA, such as diseriminant validity.
Thercfore ltte specific appraisal of validity took place during
standardisation. Rather, this phase served to reinforce and
confirm those aspects of validity, already established for example
focus group intervie. . were held with the rescarch assistants to
determine whether the standardised version of the ZERLA
utilised during the standardisation phase had face validity. Item
development and modifications to the ZERLA were deseribed so
that test users would be able tc decide whether the ZERLA had
content validity. The stendardisetion of the ZE. LA was devised
s0 that results obtained could be correlated with otler measures,
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After test administration, the speech-language therapist and the
research assistant, who had admindstered the test, reviewed the
scoring. For each child inappropriate respornses, pragmatically
appropriate responses and the expressive items were verlfied
utilising the range of responses. Together the speech-language
therapist and research assistant would check the pool of
responses to decide if a response was appropriate or not.  After
all the responses were che.ked, frequency counts of the subtests
were performed and all the appropriate responses were added
to oblain the composite or total score for individual subjeets,

a) Picture description taxonomy

Although analysis of the picture descriptions was
performed according to the children’s Zulu productions,
the research asslstant was to translate the responses into
English for the speech-language therapist’s bonefit. Then,
the speech-language therapist and the research assfstant
together coded and analysed the deseriptions according to
the devised taxonomy. Rescarch assistants also calculated
MLU from each deseription.

24 Treatment of data
2.4.1 Norms

Results obtained from all the subjects were analysed statistically
in order to develop norms. Raw scores were converted (o
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with test administration or scoring of a response, she would
immediately correct this. She also advised testers when to test
an item uslng delayed imitation, when a pragmatically
appiepriate response was given,

A possible limitation in this method of testing was that testing
took place In one room, Thus up to three children could have
been in the process of being assessed at the same time.
Respondents could have been distracted by the other children or
the gpecch-language therapist moving around among testers.
However, none of the rescarch assistants reported this to be a
problem,

Scoring of responses

The research assistant recorded the child’s responses as they
occurred. Receplive items were ticked (V) if appropriate and
received a cross (X) for an inappropriate response, In the case
of an inappropriate response, research assistants were required
to record the exact nature of the response. Pragmatically
acceptable responses were also to be recorded verbatim, for later
coding. The child’s response to a delayed imitatlon task was
aly rocorded verbatim. If a research assistant was uncertain
whether a response was corvect or not she was also to transcribe
this response verbatim. These responses could later be checked
against the range of responses.

Expreassive items were transcribed verbatim. The importance of
transeribing each morpheme of the child’s utterance, such as the
prefix and the stem, was emphasised to the research assistants.
Research assistants also had to record verbatim the children's
responses to the picture deseriptions,
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232 Scheduling of test administration

r2

£s2

Names and addresses of respondents who fit the selection
criteria were obtained from a database. Research assistants then
either telephoned the parents or visited them in their homes in
Sowelo to schedule appnintments.

As it was not a criterion for subjects to be attending nursery
schools, an alterative venue had to be found for test
administration. An unused room at Baragwanath Huspital in
Soweto become the site of testing. Parents were relmbursed for
the cost of transport to and from the hospital.

As mentioned proviously the duration of the {est romained 30
minutes, The ZERLA was to be standardised on 300
respondents. The three testers were to assess the minimum of
nine resprndents, each, per day. Taking unforseen clreumstances
such as violenee and strikes which continued to plague Soweto
during the period of standardisation into account, it was
estimated that it would take four months to compluete the testing.

Test dministration

Children were tested individually by a tester, who set out the
stimull for cach sublest and read the instructions o the c¢hild
from the ZERLA Test Booklet.

The speech-language theraplst was present during the ime that
the lests were administered. She coordinated and facilitated the
proceedings,  She followed the admindstration of the ZERLA
utilising the Test Bookiet. In this way, if she detected a problem
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Procedure
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Drescription of research assistants

One research assistant who was a graduate speech-
language therapist coordinated the test
administration und scoring, She acted as a
facilitator in test proceedings. Testing and scoring
were performed by three dominant language Zulu
speakers, who had no qualifications in speech-
language therapy. They will be referred to as
examiners or testers,

Limifations abound in this method of testing for
example, the possibllity of tester bias (Taylor and
Payne, 1983), However, the rescarcher felt it
important to simulate conditions under which the
ZERLA would be practically administered in order
to determine any modfications that needed to be
made in the method of testing.

Pretest administration

Prior to testing, the researcher met with all research assistants,

individually and together, to explain the purpese of testing, the

method of test administration and scoring, Parlicular attention

was paid to explaining how Lo score responses according to the

range of responses.
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hearing workers in South Africa (South African
Medical and Dental Council [SAMIX], personal
comununication, 27 June, 1994), Thus untrained
people, such as parents are often required to assist
ir assessment, with the facilitation of a speech-
language therapist.

The following were the criterla for selection of
research assistants:

Two categories of research assistant wer.  julred.
The first category stipulated thai research agsistants
be qualified specch-language therapists who were
English or Afrikaans speaking,

The criteria for selection of the second category
included the following:

a) Research assistants were to be dominant
Zulu language speakers.

b} No qualification In speech-language therapy
was necessary.

¢)  Research assistants were to be living in
Sowetw, to ensure that their soclolingulstic
environment was consistent with that of the
regpondents.

d) Research assistants were to be literate, In
order to score the responses.
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It is suggested that socio-economic status and
intelligence levels of respondents should be
considered when determining representative
samples (Lund and Duchan, 1988). However,
practical constraints precluded these from being
considered as criteria for respondent subject
selection on the ZERLA. It is suggested that they
be considered in a future study.

2.2.2 Research assistants

2221

Criteria for selection of research assistants

Alterations were made to the criteria for selection
of research assistants, for the current phase of the
study. Low mark remark relinbility and intra-rater
reliability obtained during the pre-standardisation
phase were reasons for these changes.

Practical issues were also a contributing factor,
Ideally, the ZERLA should only be administered by
Zulu speaking speech-language personnel.
Mowever, a desperate shortage of such personnel
exisls (Aron, 1984; Tuomi, 1994; Bortz, Jardine and
Tshule, in press). At present there are only 10
gpeech-language theraplsts who are dominant
speakers of one of the South-eastern Zone Bantu
languages (Bortz, et al,, in press). The remainder
of speech-langttage therapists tend to be flrst
language English or Afrikaans speakers (Alant,
1989). There are only 48 community speech and



222

TABLE 20: Standardisation sample

Nutaber of subjects | N = 303

‘Dominant language | 98% Zulu (n=298")
Residence “ ] Soweto

Schooling = | Although this was not a
NS -] criterlon 32% (n=96) of

/| the sample attended
| nursery school

‘Parents/Caregiver, | All respondents

present in the
home . -
- Age rangé' o 139~ 4.3 years
Gender - Female 54%
. R (n=165)
Male 46%
{n=138)

e T b

The table shows certain limitations In this
standardlisation sample, for example, the sample is
representative of a single geographic region,
Soweto, an urbanised arca. Thus the different
dialects, which are prevalent in Zuly, described in
Chapler 2, are also not represented (Nkabinda,
1968; Reagan, 1992), An additional limitation {s the
fact that a narrow age range was sampled, This
limitation Is offset by the large number of
respondents within the selected age range.

TThree subjects were dominant Xhosa speakers and two were Sotho speakers,
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minaority of children living in Soweto attend
nursery schoot (Morris, 1980; Sideris, 1990; South
African Township Annual Report, 1990}, Thus the
use of nursery school as a criterion for subject
selection makes the sample less representative of
the population, Nevertheless, 32% of the sample
did attend nursery school,

The second criterlon that differed wes the age of
the respondents. In order to achieve a
representative sample that provides an adequate
range of abilities a 100 or more subjects are
required (McCauley and Swisher, 1984a; Weiner
and Hoock, 1973).  In order to have sufficient
respondents to obtain a representative sample, the
age range of the respondents was limited from 3.9
years to 4.3 years,

Description of the standardisation sample

Table 20  illustrates  the features of the
standardisation sample.
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language testing borrows from educatlonal achievement and
psychological tests, when regarding variables to be considered in
selecting a normative group. Age, ethnic groups and inteiligence
are some of these variables (Welner and Foock, 1973).

Coniroversy exists within language pathology literature as to
what comprises extensive samples. Launer and Lahey (1981)
state that most norms on language tests refer to a limited
population in comparison to tests from other disciplines, such as
educational achievement and intelligence tests. Some tests are
publizhed with norms based on fewer than 30 subjects at any age
level and rarely are more than 150 children used per age group.
An example is the ITPA (Kirk et al, 1961) which was
standardised on 700 children for age ranges spanning eight
years. This implies that less than a 100 children In each age-
band were taken to represent the total population,

Other criticisms that Launer and Lahey (1981} have concerning
sampling are that the sample population often fails to reprosont
a variety of geographlc arcas, soclal strata and intelligence levels.
These criterla and criticisms were borne in mind when selecting
the standardisation sample of the ZERLA,

22.1.1 Criteria for selection of respondents

The criterla for the selection of the respondents in
this phase of the study were similar to the criteria
of the pre-standardisation phase. One criterion that
did differ was attendance at nursery school. It was
not a prerequisite for respondents In  the
standardisation sample to attend nursery school,
Due to a shortage in preschool facililies only a
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norm-referenced comparisons of an individual child’s score to the
performance of her/his peers, in order to determine the presence of a
language disorder.

Subjects

As in the pre-standardisation phase, two groups of sul;jects were used
to standardise the ZERLA. The first group was the respondents and the
second group, the research assistants. The respondents in this phase of
the study were to constitute the standardisation sample of the ZERLA.

2.2.1 Standardisation samples

As the standardisation population s used to derive norms, a
discussion of the importance of standardisation samples follows.
Kline (1986, p. 159) states that the sample is "the crucial aspect
of standardisation: all depends on the sample". The size of the
sample and the representativeness of the sample are two critical
varigbles which are interlinked. The sample should be large
enough so that it is representative of the test population and
demonstrates variation within this sample (Kline, 1986; Well:
1956), However, because it is not always practical or possible to
survey the entire population due to such factors as time and
expense, the researcher must collect information from a subset of
the population in such a way that the knowledge gained is
representative of the entire population (Cohen and Manion, 1991,
Neale and Liebert, 1986). The size of the sample dictates what
the statistical sampling error will be. The aim is to have this
sampling error as low as possible.

Extensive standardisation over a number of populations is
imperative to establish usable norms, Sampling in formal
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multilingualism is that the number of permutations
of appropriate responses is infinite. Thus every
time that a test administrator assesses a child on
the ZERLA, they should consider each response

provided, on its own nierit.

The effects of multilingualism also indicated that it
was necessary to create an ‘other’ category for the
appropriate range of responses. This category was
to accommodate responses that occurred because
the children were speaking languages other than
Zulu, for exan +glish or Sotho. This category
should include the rme of the language spoken
and the response provided in that language.
Respondents should be credited for such responses
and the appropriate response added to the
composite score.  The pool of approprinte
responses is provided in Appendix JJ.

The changes that had to be made were effected and
the version of the ZERLA to be used on the
standardisation sample can be seen in Apperdix
KK, Appendix KK is thus a schematic diagram of
all components of the modified version of the
ZERLA.

STANDARDISATION OF THE ZERLA

21

Aim

The primary aim of this stage of the study was to standardise the
ZERLA. This airn implies that the ZERLA would be used to make
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FIGURE 33a Mean percentage scores of standardised ZERLA sublests
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Verb subtests (Subtests 8 - 11 [items 29 - 54])

Analysis of the items on subtests 8 - 11, showed that these items
had Detter discriminating power and more sultable item
difficulty than subtests of noun classes. 54% (n = 14) of the 26
iterns had appropriate diseriminating coefficients,

Seven of the 12 items assessing respundents  expressive
knowledge of verbs [items 29 - 4] exhibited appropriate item
difficulty. All the items assessing negatives, passives and
adverbs were of appropriate difficulty on the ZERLA.

Relative stems (Subtests 12 and 13 [items 55 - 02])

Five of the cight tems assessing relative stems had appropriate
diseriminating coufficients, 8ix of the items examining relative
stems were of sultable difficulty,

Adjectives and relative stems (Subtest 15 [items 77 - 90])

The discriminating correlations of 57% of {tems (n = 8) of this
subtest was appropriate. This subtest also showed appropriate
ttem difficulty for 93% (n = 13) of items.

It can be seen that the majority of iterns for subtests examining
verb subtests, relative stems and adjectives were of appropriate
difficulty. Discriminating power for the majority of {tems was
also good. The positive results of Jtem analysls in theso subtests
is a manifestation of reliability and validity on the ZERLA
{Anastasi, 1990).
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Seventeen iteras conntituting the subtests examining noun classes
dematstrated appropriate item difficulty as can be seen in
Appendix NN.

Item 12 (imi-neee NC4-finger fingers’) and ftem 19 (r-zmane NC11-
toes ‘toes”) were shown to b o difficult, with 9% and 10% of
respondents getting these correct respectively. It appeared that
subjects did not know these lexical items. This is a similar
finding to the pre-standardisation phase.  Responses to these
iteme. on  the pre-standardisation phase  indicated  that
respondents could not name these particular body parts. Instead
they wuere using labels from the general category such as isandia
‘hand” for finger.

Subtest 6 (items 21 - 23) which examined the plurals of noun
class 2 and 2a were appropriate itemy, with ltem 22 (aba=-ntwang
NC2-child ‘children’) exhibiting both good diseriminating power
and itom difficulty.

Object prefixes (Subtests 7 [items 24 - 28] and 14 [items 63 « 76)

Neithor sttbtest 7 nor subtest 14 exhibited good discriminating
power, Three items on subtest 14 exhibited good diseriminating

pawer,

These subtests also proved to be too easy. On subtest 7 medious
for the items ranged from 0.87 to (092, On subtest 14, two of the
14 jtoms were of appropriate diffieulty.
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TABLE 22:  Results of item analysis

) ZERLA
Discriminating power (Correlations)
Number (N} 31790
Percent of items with acceptable 3%
discriminating powers
Ranges ~0.035 « (1,648
Iteva Difficulty (Percentages)
Number (N) B9/490
Percent of items with appropriate 66%
difficulty
Ranges 8 « Yu.3%
S = e )

The following section provides detailed results of item analysis for the
different sublests. A summary of item validity and item difficulty s
provided in Appendix NN.

121 Noun classes (Subtests 1 « 6 fitems 1 « 23])
The results of item analysls indicated that the only one tem,

ftem 22 on subtests 1 to 6 (tems 1 - 23)7 examining noun
classes, had sufficlent discriminating power.

PThe ftems seferred to by number can be seen in the revised ZERLA Test
Booklet, Appendix KK, The term packet number refors to subtest in this
Appendix.
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However, meeting the criterfa for item analysis is not always a good
criterion for tests which measure a combination of components, as the
ZERLA does (Anastasi, 1990), Anastast (1990) explains that only having
items with good discrimination can lower the validity of a test in such
instances. The reason for this i that when a test measures a complex
criterion such as language, which s consliluted of a number of traits,
"purlfying the test ... may reduce its eritorion coverage ' (Anastasi, 1990,
p. 211)

In addition, as much ag it 1s desirable that {temy analysis yields poritive
scores, there are other facots related to test ftems which may outweigh
ftom validity or ftem diffleulty. An example of these facels on the
ZERLA relates o subtests of noun clags (sublests 1 - 6). 1t was expected
that these subtosts would not necessarily meet the criteria for ilem
analysls (see Secllon 1.2.1), as noun classes have been found to be
acyuired by age three In languages such as Sotho and Zulu (Nemuth,
1992; Suzman, 1991). However, these subdtests were include 1 as they
asseased lngulstie structures which were intrinsie to Zulu (Doke, 1990),

Another facet of the ZERLA which outweighed {tem dillicully in
particular, was the retentlon of ‘casy {tems’ that ts, items that maore than
854 sample got correcl. These ilems were retained as they would be
wicful in detecling language impairment.
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Discriminating power

The diseriminating power of each item was determined by using the
point biserial correlation technique (Howell, 1989), This technique
indicates whether a test item discriminates between subjects who do
well and those who do poorly, on the test as a whole. Polnt biserial
correlations ensure the internal consistency of a test (Hresko et al,, 1991;
Newecomer and Hamunill, 1977). These correlations are performed by
correlating each item with the total raw score. Items should have
median coefficients of 0.31 to 0,74 in order to be diserininating, The
results of the point biserial correlation analysis can be seen in /£ ppendix
NN.

Item difficulty

Iiem difficulty is defined as "the proportion of examinees who get that
{tem correct” (Hresko et al,, 1991, p. 40). Good test items should range
In difficulty from between 15 to 85%. Although this is a falrly wide
dispersion, Anastast (1990) contends that Items should have an average
percentage of difficulty, that is, approxmaie 50%. The mean
percentages for {tam difficulty can be seen In Appendix NN.

Item analysis revealed that more items exhibiled appropriate jtem
difficulty than discriminating power. for all the assessments, On the
ZERLA 37% of items met the criterfa of diseriminating power. Fifty one
percent of the ZERL A items had appropriate {item difficulty. Thus not
all {tems Included in the ZERLA met the criteria for appropriate
discrimination power or item difficulty. The fact that the criteria for
discriminating power and ltem diffleulty were not always met Is a
limitation of this study, to a certain extent.
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CHAPTER 7

RESULTS OF STANDARDISATION

The culmination of this research is embodied in the contents of this chapter, that is
the results of the standardisation of the ZERLA. The standardisation process
determined norms, so that children tested on the ZERLA can be compared o their
peers,

The chapter begins by delineating the results of jftem analysis. This process
provides reliability and validity information. Moan scores of all the subtests of the
ZERLA are provided and noteworthy results discussed, The final section of the
chaptor portrays the results of standardisation, including refiability.

The resulis of the pilot studies performed in the other South-eastern Bantu Zone
languages were similar to those found during standardisation. Details of these results
are provided in Appendix MM. Some comparison is made between the results of the
ZERLA and these tests in the body of this chapter,

1 ITEM ANALYSIS

Item analysis wos performed on the ZERLA responses of all the subjects in the
standardisation sample. Items were analysed according to two aspects,
discriminating power' and item difficulty. The overall results of these two
measures determining item analysis are provided in Table 22,

" Discriminating power is also referred t as item validity. These (wo terms
will be used interchangeably.
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" cortain stimuli had to be changed for the relative and
adjoctive subtests. anmsokisi sock “socks” were not a
Familiar concept to the children, The children were also

not familiar with colour terms,

As mentioned above, the data presented here was based on
proliminary field testing. Tt is recommended that additional
field testing be implemented prior & devising the rural
version of the ZERLA. This testing should focus on the
influence of the standard dialects spoken in these areas (G.K
Schuring, personal communteation, April 1, 1993} and the
relationship of this dialect to code-switching, The stimull that
i wensed code-switched colour and number terms (subtest 15)

may have to be adapted or eliminated.

SUMMARY

This chapter deseribed the procedure followed in the standardisation phase
af the ZERLA. Prior ko standardisation, item analysis and modification of
the ZERLA took place. The standardisation sample consisted of 303
dominant Zulu speakers. A speech-language therapist coordinated three
dominant language Zulu speakers’ administration of the test. Responses on
the ZERLA were scormd acconding o a range of responses. Norms,
consdsting of means and standard deviations, were to be derived from
currect responses, Measurements of relfability and validity were also to be
obkined, The last section of this chapter deseribed pilot tests thal were
devised to assess whether the ZERLA could be translated into other South-
gastern Zone Bantu languages. Changes that necded to be imade for the usoe

of e ainguage assessments in rural environments woere also portrayed,
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Frocedure

A preliminary field study was undertaken to determine the exact
changes that needed to made to the language assessments for use
in rural areas. Four children living in Acornhoek and
Hluvukani, two rural communities situated in the Eastern
Region, were assessed on the SHERLA in the manner previously
described. Research assistants made note of any stlmuli that
were unfamiliar to the children.

In addition, a dominant language Shangaan speech-language
therapist engaged in particlpant observation in these
communities. She also interviewed mothers and nurscry school
teachers in order to gain an understanding of what children
played with,

Results

Findings of test adminisiration, observation and the interviews
indicated that the following changes were required for the
language assessments to be used in rural environments!

* the activity mat needed to be redesigned. Streets should
not be demarcated as they do not exist in these areas.

" stimuli such as xithuthuthuy ‘motorbike’ should be
eliminated, as they are not found in these villages.
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Description of respondents of Sotho, Tswana,

Venda and Shangaan language assessments

‘Domdrant. | = - [ Gender - | ‘Schooling | Age | Locale
Language Ay | e el Range |
Sotho 30 | Female 50% | 40% 3.9 « 43 | Soweto
(n=15) (n=12) yenrs
Male 50%
(n=15)
Tswana 27 | Female 33% | 26% 3% -4.3 | Sowceto
(n=9) (n=7) years
Male 67%
(n=27)
Venda 26 | Female 50% | 42% 3.9-43 | Sowelo
(n=13) (n=11) years
Male 50%
(n=13)
Shangaan | 18 | Female 28% | 17% 3.9 - 4.3 | Sowelo
{n=H) (n=3) years
Male 72%
(n=13)

Rural envitonment

The ZERLA was specifically developed for an urbanised environment.
IHowever, despite the fact that there is a rapid increase in urbanlsation

(IMlape, 1993), a substantial proportion of the South African population

still live in rural areas, The rural areas have been particularly deprived

of speech-language therapy services. An urgent need therefore exisls

for the ZERLA and its translations in rural areas. In order for these

assessments to be used in these areas, alterations and adjustments must

be made to test stimuli.,
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3.1.1 Procedure

“ Speech-language therapists who were dominant Janguage
speakers of each of these languages translated the ZERLA
and devised a preliminary schedule of the rai e of
responses, for each assessment, These assessments can be
seen in Appendix LL.

* The language assessments were pilot tested on samples of
30 subjects each, Respondents met the same selection
criteria as the respondents fo- the standardisation phase
of the ZERLA. A description of the respondents is
provided in Table 21.

* The tests were administered by research assistants who
were dominant language speakers of Sotho, Tswana,
Venda or Shangaan,

¥ The procedure ollowed wa adcal to the procedure
described above for the ZERLA.
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such as reading, when the children in the standardisation sample
are older. This was necessary in order to ascertain whether the
ZERLA has predictive validity.

3 ADDITIONAL MEASURES

3.1  'Translation of the ZERLA

The major focus of this research has been concerned with devising and
standardising a Zulu language assessment, due to the lack of such
assessments, Unfortunately, this dearth of assessments is not unigue to
Zuly, but extends to the other eight South-eastern Bantu Zone
languages also spoken in South Africa. It has been mentioned that,
because the Bantu languages are structurally similar, few preblems
would be experienced in translation from one language to another,
Therefore a feasible solution to this shortage of tests could be the
translation of the ZERLA into the other South-eastern Bantu Zone
languages.

Thus, as an adjunct to the standardisation phase, it was decided to
translate the ZERLA into languages which represented each of the
language groups in South Africa and pilot test these assessments. The
Zulu assessment was therefore translated into Sotho [SERLA], Tswana
[TSWERLA], Venda [VERLA] and Shangaan SHERLA]®,

¥ The Zulu assessment was also translated Into Swatl. However rosearch
asslstants felt that this assessment was not valuable, as there was too close a
similarity belween Zulu and Swati spoken by Soweto respondents.
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saw in the bucket picture, This increased to 90% ‘o= 274) for
the traffic picture. Seventy percent of resporde (n = 213) of
respondents listed items in the soccer picture,  daming is the
same as what Lahey (1988) refers to as a listing of what the
respondents see in a picture. An example is ngilona izimoto

namiabhesi ‘1 see cars and busses.’

A more complex level of picture description took place when the
respondents made an inference from their picture descriptions,
by describing something that could have occurred as a result of
the picture but was not visible in the picture, for example
amnbhakede baya koloba ‘they scrub with buckets’. Inference
oceurred most often in the bucket story where 88% of
respondents (n = 266) described pictures in this manner, This
amount decreased to 50% (n = 151) for the traffic picture and
13% (n = 40) for the soccer story™, A possible reason for the
decrease could have been the nature of the picture, that is that
the traffic story did not encourage many inferences. Only one
percent of respondents (n = 4) made any errors in the semantic
antions referring to pictures, for example, incorrectly naming an
itemy fudishi ‘dish’ for ~bhakede ‘Ducket’

Thus it can ve seen that the majority of the sample had acquired
the structure and form of thelr language and were using this
appropriately (Marge, 1972; Nicolosi and Collins, 1989). The
respondents were also able to describe pictures using different
levels of semantie complexity,

™ Few subjects provided responses to this story, This could have been due to
the fact that this was the last test item to be administered and subjects had lost

concentration.
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TABLL 25: Morphogyntactic structures used in picture
description

Mor;hosynta;;i;tmctutes Number of correct 1esponses
Agreemoent 95% (n=288)"
Number:  Singular 67% (n=263)

Mural 79%: {n=240)
Tense Present 9% (n=273)

Yast R1% (n=244)
Negatives 69% (n=209)
Passives 48% (n=146)
Adjectives and relatives 58% (n=177)
QOther : Complements 20% (n=60)
Errors o 11% (nfﬁ‘i) |

The negatives used by the respondents correlated with the forms
of the negatives delincated on the range of respenses.  Thus
respondents wore using negatives such as abakhi ananzi ‘they are
not fotching water’.  They were also using pragmatically
appropriate forms of the negative sueh as angazi ‘T don't know’,
Examples of adjectives and relatives that they used included
standard Zulu and code-switched relatives such as selimitdophic
‘and whitd’ and eliblue ‘blue’, Respondents also used standand
Zulu adjectives such as encane ‘small’ and exhikhnln ‘blg',

225 Semantie complexity/creativity

Eirhty porcont (n = 243) of the respondents named jtems they

® Figures do not add up to 4 100 due to the vartations in subjects’ responses,
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224 Measures of correciness

Analysis of morphological and syntactic structures, such as
respondents’ use of plurals, was performed undor this category.
The morphosyntactic analysis indicated that despite the fact that
the sample size of cach picture was small, respondents were
correctly using a wide range of morphosyntactic structures in
thelr picture deseriptions, for example, use of both past and
present tense. Table 25 is a summary of the morphosyntactic
structures used by the respondents.

The fact that the respondents produced such a comprehensive
range of structures in these limited samples gives credenee
childrenn  having  acquired the  fundamentals  of  their
communication by age three to four (Gesell, 1978),  Their
language Is fairly complete In structure and form at this stage
(Illingwarth, 1983). The subjects on the standardigation sample
were expeeted o be using thedr morphology, as Zulu speaking
children have been found to have acquired their noun classes,
agreement, relative stoms and passives by wge three (Suzman,
1991}, Respondents do appear to have agquired these structures
and they used the majority of them correctly, Isolated exanples
of errors occurred, for example with agreement u<maing ba-blwke
NC1-mather-812-put ‘the mother put’.
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The number of morphemes which subjects produced for each
story ranged from 2 to 63. The majority of respondents
produced between 15 and 26 morphemes. Thirty six percent of
respondents produced 21 and 23 morphemes respectively.

In order to compute MLU, Chapman (1981) recommends a
sample size of at least 50 utterances. The sample size for pleture
description on the ZERLA fell short of this amount of required
utterances. The small sample size must be taken into account
when analysing MLU. Lahey (1988, p. 294) points out that "too
few utterances., make it impossible to say mueh about the
child’s language in terms of content, form and use”. Howoaver,
in the context of the assessment it would not have been practical
to obtain samples of this length due to time constraints, The
picture description subtest was used as an adjunct to obtaining
spontancous language samples.

83.8% of respondenis (n = 254) rroduced MLU’s which varled
between 20 » 22 morphemes, Brown (1973) reperted that English
gpeaking children were producing an MLU ranging from 3.75 -
5.5 morphemes by age 3 years and 10 months, The fact that the
Zulu speaking children were producing nearly flve times the
amount of morphemes at this stage, than the English ehildren,
was expected.  This fact Is due to Zulu being a morphologieal
language and not due to the respondents producing more
comnlex utlerances, as described in the provious chapter.
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about the children’s independence.

Tt i interesting that in response to the last two questions (14 and
18} nenzmd esiskoleni ‘'what do you do at school?’ and wenzani
ecreche ‘what do you do at the creche?’ 16% of respondents (n =
49) reported that they went to nursery school in order to eat,
stuadla ‘we eat’. The fact that a function of nursery schools is
perceived ag being the provision of food, is common in South
Africa. Bortz, Schoub and MacKenzie (1992, p. 64) reported that
"parents tend te percelve feeding and day-care rather than
preschool education, to be the primary functions of creche”,
Sideris (1990, p. 7) reports that children attencling nursery school
aften suffer from "Inadequate nutrition both at home and at the
child care centre.”  Other responses relating to what children did
at nursery school included siyadlale ngama ‘we play with toys’
and sicularee ' we sing’

222 DPleture description (subtest 16) : Morphosyntactic analysie

This analysis was divided into measures of productivity and
measures of correctnoss,

223 Measures of productivity

The majortty of subjects produced between two to three
sentences per pleture description. Ninety four percent of subjects
(n = 284) produced a mean of two sentences when describing all
the pietures, while 88% (n = 268) produced three sentences.™

T These figures were possible as respondents produced different amounts of
utterances, for example 115 who deseribed the traffic picture in two sentences and
78 who used three sentences.
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The maodifications made to the standardisation version of the ZERLA

wottld account for this result, in particular the addition of subtests 12

and 13 assessing relative stems (See Appendix KK). Item analysis

indicated that these items had good validity and appropriate difficulty.

Thus these subtests would appear to be assessing receptive abilities in

a more accurate manner than the pre-standardisation version of the
ZERLA did. Appendix QQ indicates that these results fit normal
distributions, This will be discussed in more detail in Section 4.1.1,

22  Spontaneous language analysis™

221 Spontaneous language sample (Subtest 16)

In addition to providing information about the respondents’
expressive language abilities the sponfaneous language sample
yielded interesting sacloculturil information. A wide range of
responses to question 1 asking yini oyidlile nemhlonje ekuseni
‘what did you cat this mornin3?” were provided. Thirty five
percent (106) of subjects responded ipapa ‘porridge’,  Other
responses included iswide “sweet’ and amashokelethe “‘chocolate’,
12 respondents replied akadlanga ‘T did not eat’ or litho ‘nothing’,

Questions 3 - B of this subtest required that regpondents describe
details such as who look-d after them, for example, uggokisie
ubani ‘who dressed you?' Responses to this question could be
divided into two categories, that subjects’ mothers had dressed
thern, that Is wmama ‘mother’ or they had dressed themselves,
yimi ‘myself’. Thus these questions were providing information

The gpontanceous languasgre samples were analysed separately from the other
P guag P

ZERLA gubtests,
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TABLE 23: Percentages obtained for adjectives and relatives

- e

Description of subtest Percentage |
Standard Zulu adjectives [numbers - 15a] 66%
Code-switched Zulu relatives {colours - 15b] 46%
Standard Zulu adjectives [15¢] 78%
Code-switched Zulu adjectives [15d] 17%

L?tandard Zulu relatives [colours - 15¢] e 30% |

214 Receptive and expressive subtests

TABLE 24: Receptive, expressive and composite scores for the
standardisation sampie™

= s, T —
Mean | Standard N Percentage
deviation
Reception | 3045 7.19 269 58.98%
Expression | 30.54 4.46 269 71.02%
| Total mean | 60199 10.37 269 64 65%

These rosults are significant at 0.001% Level

Table 24 demonstrates that respondents performed alightly better
on expressive than receptive gubtests, These results contradict
the fact that receptive language dominates over expression
(Ingram, 1974). They also differ from the results from the pre-
standardisation phase of the ZERLA, where subjects performed
better on receptive subtosts,

"The terms composite score ard total score will be used interchangeably.
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acquisition of plurals oceurred slightly later for the respondents
on the ZERLA. The atatistically significant difference between
the subtests indicates that the subjects on the standardisation
sample had better knowledge of their singular than their plurals

at age 3.9 - 4.3 years.

213 Adjectives [Numbers and general] and Relative stems [colours]
(subtest 15)"

The results obtained for the items assessing standard Zulu and
code-switched Zulu adjectives and relatives are provided in
Table 23, T tests of significance showed significant cdifferences
for all subtests except for subtest 152 and 15, Both these subtests
examined standard Zulu adjectives, (subtests 15a in the form of
numbers and subtest 15¢ general adjectives, These results do not
reveal any particular patterns or trends. Respondents achieved
the highest score for the assessment of regular adjectives, for
example ngilethele ingubo encane ‘show me the small blanket’,
They performed poorest for the subtest assessing their
knowledge of codeswitched numbers, such as ngilethele
iziklneam ezithree 'show me three bags’. Subjects were more
proficient at identifying thejr numbers when this was presented
in standard Zulu.  The opposite was true for identi{fication of
colours. Respondents were more proficient in the identification
of the item when it was presentad in a code-switched form as
compared to the standard Zulu form.

“Subtest 15 is divided into different categorios, see Appendix J].



243

that items In the verb subtests were of appropriate difficulty.
Thus it is hypothesised that these low scores support the
universally held concept that nouns are acquired before verbs
(Hurlock, 1978).

2.1.2 Relative stems (Subtests 12 and 13)

It was explained, in Chapter 6, Section 1.3.1, that the assessment
¢ relative subject stems was carried 1t in two separate sublests
(Subtests 12 and 13) to avoid overwlwlming the respondent with
too many stimuli. It was therefore hypothesised that the resuits
of these two subtests would be similar and act as a cross-check
for each other. However Pearson correlation coefficients
(Howell, 1989) Indicated statislicaily significant differences
between the two subtests, with subjects scoring better on subtest
13 than subtest 12, The mean for subtest 12 were 2,62 and for
subtest 13, 2.83. This was significant at a 0.0001 level of
significance,

The researcher hypothesises that this difference is due to the fact
that three of the four items on subtest 12 assessed plurals and
one assessed singuiar (See Appendix KK*®), This pattern was
reversed for subtest 13, As described previously children tond
to acquire thelr singulars before their plurals and acquisition of
singular and plurals usually occurs by age three (Anisfeld, 1984,
Berman, 1986; Brown, 1973). These facts are true of children
spaaking Bantu languages (Demuth, 1992; Suzman, 1991). The
resulls obtained on these sublests confirm that singular forms are
acquired before plurals. However the results suggest that the

* Please note that the packet number on the Revised ZERLA Teat Booklet refers
[0 subtest,
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Strict comparisons cannot be made between the results of the
standardisation sample and the results of the pre-standardisation
samples due to the changes made to the ZERLA. However a general
comparison between the mean percentage scores of the standardisation
sample (Figure 33a) to the mean perventage scores obtained on the pre-
standardisation sample (Figure 19) reveals similar results being
achieved, that {s subjects scored well on subtests of noun classes and
object prefixes. They performed less well on verb subtests. Subjects on
the standardisation sample performed better on subtest 6 examining
plural noun classes 2 and 2a than the pre-standardisation sample did
(subtest 7). 1t is hypothesised that the range of responses contributes
to this change of scores, as subjects on the standardisation sample were
credited for providing the form of the noun class which is used
collogquially, This was not done during the pre-standardisation phase.

Figure 33b illustrates the mean scores subjects’ achleved for each subtest
as compared to the possible total score for eacht subtest, This figure
illustrates that mean scores were lowest for negatives (subtest 9) and
adjectives and relatives (subtest 15), Further detalls are provided in the
section which follows.

131 Verb subtests (Subtest 8 - 11°

Respondents had good knowiledge of the semantic concepts
assessed on the verb subiests (74% on sublest 8). They scored
poorly on subtest 9 examining negatives, 45%. As with the pre-
standardisalion phase subjects achleved the highest scores for
passives, 82%. Scores of 48% were achieved for adverbs.

It Is intoresting to note that these scores remained low despite
the fact that responses were from a wider range in this version
of the ZERLA. As discussed previously item analvais indicated
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FIGURE 33D Mean subtest scores compared to total subtest seores
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Screening test

The version of the ZERLA that has been reported on up until now, in
both phases of the study has been the diagnostic form of the
assessment. However, as described in Chapter 2 screening versions of
standardised tests are also necessary and useful, Screening tests
identify children with language problems rather than diagnose the
problem in detall (McCe...ley and Demetras, 1990},

Item analysis provided valuable Information as to which test items
could be included on a screening version of the ZERLA. As the
purpose of screening tests is to be discerning (Dale and Henderson,
1987; Emerick and Hatten, 1979), all the items thet demonstrated both
good discriminating power and appropriate item difficulty would be
suitable for inclusion in such a test. A screening version of the ZERLA,
which contains these items has been devised. This version ean be seer
In Appendix QO. A recommendation for fubire research is that the
screening version of the ZERLA be pilot tested and standardised.

RESULTS OF SUBTESTS

This sectlon wiil describe the 12sults achieved by the stand. »disation sample

on the subtests of the ZERLA. A general summary of che subteost results will

be provided Initally. Results of specific subtests will be described when

relevant,

2.1

Means and percentage scores of ZERLA subtests

Figure 33a illustrates the mean percentage scores obtained by the
respondents of the standardisation sample,
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Most disagreement between the original marker and the
remarker (9%) was noted In item 71 which asked ngenzani
ngesikwhama ‘what do I do with the bag? When the responses
was uyahamba ‘you go with it’ the original marker marked this
as incorrect, even though this response does oceur in the range
of correct responses.

There was a 4% disagreement in item 18 yinile fzinwele ‘tell me
hair’ This disagreement could have heen due to the fact thal
one of the markers did not accept the volloquial and tonal
response fnwele,

Validity

As an aspeet of content valldity is the consideration of components of
ianguage asscssed, content valldity of the ZERLA was confirmed by the
fact that the subtests In the standardised version of the ZERLA are
described in detail (See Chapter 6, Section I). The discussion pertaining
to item analysis, earlier in this chapter demonstrated ltem validity
(discriminating power) and appropriate ltem difficulty on the ZERLA,
The demonstradon of discriminating power and item  difffeulty
enhances the vutidity of the ZERLA.

During interviews held with research assistants, they confirmed the fact
that they thought that the ZERLA was measuriry the respondents
language abilities. They also reported that they felt that the manner in
which they were administering the test was effective and valuable, One
of the examiners reported that she was surprised by how similar all the
tesling was,  The speech-language therapist monliorin: the test
administration confirmed this. These comments reflect that the Lests
were administered in "a prederermined and consistent manner"
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TABLE ¥9: Cronbach’s coefficient alpha and standard error of

measurement

| Mean | SEM Cronbacis 3
Total A 61.0 1.349 0.87
Noun classes 16.8 0.728 0.79
Object prefixes 17.0 1,000 0.59
Verbs 159 1,073 0,75
Relative stems 5.4 0.747 0.57
Adjectives 5.6 1,006 0,55

LT R e ST T e L

I¥

Mark remark reliability

Two research assistants recoded 40% (n = 122) of the hevised
ZERLA Test Booklets. A Cronbach’s coefficient alpha correlation
of 0.56% was achieved. This was a Jower correlation than was
achieved during ihe pre-standardication phase. Most of the
mistakes occurred as a result of errors in addition, for example
subtest 15, where eight arithmetical ervors occurred. This high
number of errors could be caused by the fact that this subiest
was furlher divided into five subtests as can be seen in
Appendix JJ. The scores for mark remark reliability are of some
concern for this phase of the research. Howover, it 15 unlikely
thai such errors wil! affect test users in the future as they will
score tests individually. Therefore the addition errors thal
occurred as a result of a number of tesls belng scored
simultaneously, should not arise.
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TABLE 28: Results of Chisquare goodness-of-fit tests

IF } . ::_._ . .‘ . .

T‘  Chisquare | Degrees of | Significance
e o .| Freedom ~ Level
Receptive 19.676 23 0.661
scores

Expressive 48.681 15 Not

seores slgnificant
Composite 11.940 8 0.153
scores ! .

42  Reliability

4.2,1 Internal consistency

Cronbach’s coefficient alpha (1951) ylelded a score of 0.85. This
incicoted that the test items on the ZERLA were hotnogeneous,

that is, internal consistency was established.

SEM = SD Y T - r (Anastasl, 1990).

Cronbachy’s coefficlent alpha and SEM illustrate that the ZERLA
has good internal consisioncy as can be seen in Table 29,
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4,1.1 Normal distributions

Figure 34 represents the normal distribution of scores obtained
on the ZERLA. Figure 35 depicts the distribution for receptive
scores while Figure 36 portrays those for expressive scores.
These latter two figures show that the receptive scores are spread
over a wider distribution than the expressive. Generally these
figures illustrate that the ZERLA scores were representative of a
normal distribution.  This is a positive result which has
impaortant implications for subjects who are assessed on the
ZERLA in the future,

These normal distributions are additional indicators of the
validity of the ZERLA. Anovas, T Tests of significance and
Bonferoni T Tests have a weakness in indicating normal
distributions,  Thus Chisquare guoodness-of-fit tests were
administered to these data in order to determine If they fit a
normal distribution. The results of the Chisquare goodness-of-fit
tests can be scen in Table 28, These results indicated that the
scores for receptive language and the composite score of the
ZERLA showed good fits with the normal distribution. These
results were not statistically significant, A poor fit was obtained
for expressive scores, as a significant difference from the normal
curve was obtained. The good receptive and composite scores
adds to the validity of the ZERLA.
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Z gcore Purceﬁiilo
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TABLE 27: Standard scores and percentile ranks achleved on the ZERLA

4,62 00 | a8 221 13

-4,52 00 |- 89 2,12 1.7

-4.42 00 | 40 2.0 2.2

-4.33 0.0 | 4t -1.92 2.7

-4.23 0.0 S48 -1.83 3.4

413 0.0 ;43 173 4.1

4,04 0.0 7 1,63 5.1

-3.94 0.0 45 -1.54 6.2

=21 -3.85 0.0 46 144 7.4
e -3.75 0.0 |- 47 -1.35 8.9
[ET L +3.65 00 | 48 -1.25 10.5
TS 3,56 00|l e -1.15 12.4

i it o A — A8 oo el M
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Standard scores, or Z scores express the indlvic al's distance from the
mean in terms of the standard distribution. Anastasi (1990, p. 84) states
that standard scores are "the most satisfactory type of derived score”,

A percentile is indicative of an individual's relative position in the
standardisation sample (Anastasi, 1990). A disadvantage of percentiles
is "the marked Inequality of thelr units, especially at the extremes of the
distribution” (Anastasi, 1990, p. 82). If the distributions of the raw
scores approximate the normal curve, as the ZERLA does (see .ugure
34} then the raw scores at the centre of the d'stribution are exaggerated
by the percentile transformation. Raw sce e differences at the ends of
the distribulion are shrunk for normal distributions (Anastasi, 1990).
Thus the fact that the ZERLA provided two types of norms
(developmental and within-group norme! prevented the weaknesses of
a particular kind of norm influencing the results.

Table 27 is cssential for potential testers who wish to use the ZERLA to
assess a child’s language abilities and compare the child’s performance
to her/his peers, In order to determine a child’s performance on the
ZERLA the tester would compare a child’s raw score, for example 64,
She/he would then compare that score with the Z score provided (0,29}
and the percentlle rank 614, The raw score of 64 therefore indicates
that the child is performing in the average range.
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TABLE 26: Analysis of variance and tests of significance amongst
language assessments
Bonferoni _ '
_ T T T Bonferoni
- confidence | confidence Test of Test of
interval level significance | significance
ZERLA 56.55 56.22 57.63 57.63
SERLA 52.00 5098 55.20 55.20
TSWERLA 49.81 48,74 53.19 53.19*
VERLA 52.08 50.97 55.50 55.50
SHERLA 43.97 42.66 48.11% 48.11*

* indicates a significant difference.

RESULTS OF STANDARDISATION

4.1 Norms

Norms for the ZERLA are provided in the form of means, standard

deviations, standard scores and percentile ranks. The means and

standard deviations contribute developmental norms for the ZERLA

while percentile ranks provide within-group norms. Standard scores
and percentile ranks of the ZERLA. are provided in Table 27. Tables
of receptive and expressive standard scorcs and percentile ranks are

provided in Appendix PP
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Seven percent {n = 22) of respondents described an incident of
violence in one of the picture descriptions. Although this is not
a high percentage, no specific incidents f violence were
portrayed in the pictures. In the succer picture many children
mentioned that a soccer player had fallen, bayakele omunye uwile
‘the other one has fallen’ However some subjects inferred more
violence from this picture, for example, omunye ufite - bulaweyilo
‘one is dead - killed by one holding this thing'.

3 COMPARISON OF THE ZERLA TO ASSESSMENTS IN OTHER SOUTH-
EASTERN BANTU ZONE LANGUAGES™

Analysis of variance was performed on T and Bonferoni confidence intervals
as well as T Tests and Bonferoni T tests of the five different language
assessments, The purpose was to determine if statistically significant results
existed amongst the assessments. A summary of these results is provided in
Table 26, Results of these analyses indicate that the best total score was
acheived on the ZERLA. The poorest scores were obtained for the Shangnan

assessment.

¥The buik of the results pertaining to the assessments of the other South-
eastern Zone Bantu languages are contalned in Appendix MM, Asd these studies
are not directly related to the main aim of the ZERLA, and occurred as a
gupplement to it, the results are not included in e main body of this chapter,



