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I i SYNTACTIC LANGUAGE. DEVELOPMENT
DURING THEIR FIRST YEAR AT SCHODI

,  fn F Vi,

sANCHHi ), Maganlal Mithal. M.Ed.Umvers ity > tnc witwa 2 ai

This research report deals with the effect different ora .anguage
teachin . styles have on the growth of syntax of two groups of

Indian boys who are just over six years old.The description of teaching
styles is based on the analysis of transcriptions of actual lessons
and on follow-up interviews.The February and December samples of

oral language are analysed in terms of Crystal, Fletcher and

aman's (1976) LARSP Profile. The qua' itative a lysis is supported
by frequencies of selected syntactic features reflected as percentages
for comparative purposes. The trends observed strongly suggest that
Teacher B's teaching style might be more effective than that of
Teacher A. The study also reveals that certain constraints in lesson
tructure prevent the development of complex types of syntax and
erat both groups use several patterns of non-standard English,

ne implications of these findings and modifications to the LARSP

Profile are discussed.
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PREFACE

» the formal.zed school situation language is not only an

instrument

or conveying and ordering knowledge, but also . tool for social,z nc
> ' 7

. Cl...... o o A4 eee> g ' e s "t
Mdren from poorer homes . coming to school for the first time, are

>ound to be at a linguistic disadvantage and generally do not fare

,ell at school.In such circumstances schools are expected to provide
support for these children and help to remedy the imbalance or

disadvantage.All strategies chosen by the teachers or the school .o

which can categorically indicate that certain teaching strategies are

benef.c-al in specific ways.

This w, .— it"' o

=ffeCt different te5Ch’n9 "tyl*“
hve . = Te

- - r

” L Pdorsocio-economicareas during

their first year at school.
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CHAPTER ONE
IN TRODUCTION

1.1 Oral Language Teaching in Indian Schools - Junior Primary Phase_

The syllabus(1980) issued most recently by the Department of Indian
Affairs - Education Division?’ emphasizes the important role oral
language plays in extending and enriching individual experiences.In
support of this view the following passage is quoted from 'A Language

for Life' (Bullock, 1975) -

lair f< play IV tu’1r I as . eant ' learning ve

° , L] " Ll Ll LI ill
a wide range of uses ( Department of Indian Affairs -Education
Division, 1980, PI ).

The following issues taken from 'A Language for Life' are also highlighted:

ia) The need for the child to share his personal interest and learning
discoveries with other children.

ID) The need for the teacher to enter into conversation with the
children in the class without depriving them of verbal initiative.

(c) The need for pupils to solve the daily practical problems by means
of discussion.

(d) The need for children to talk about the information presented by
the teacher and to make sense of t

fl) fhe importance of motivating children by introducing them to new
and stimulating experiences' across the curriculum so that they

will want to use language creatively.

The syllabus then highlights the following two aspects of spoken language

md suggests possible activities which can be used to develop them

-h,, [iepart.nent offYndTan Affairs - Education Division later became
i of a larger department and was known as the Department of
m=i Affairs - Indian Education.



express ides clear,y and accurately
through

Nanningv presenting, reporting, expressing opinions

pl?v _ng , dramatization , up try.

“n*; tn logical s”*uence

U,) ua% fm fln d graciousn?ss in social situations such as:
Introductions, greetings, invitations, request:, responses to

Situations*fH regret'/apology, appreciation

*

therefore empnasftes the need to facilitate oral *-ess.oh

w two different settings transfomed the said progra»e. so that

t became in effect two different programmes.



teacher from realizing many of the objectives laid down in the syllabus.

For example, the way in which the oral language lesson has been

structured allows for teacher-centred discussions,and pupil - teacher

conversation , but allows for very little pupil- pupil conversation.

Similar lesson formats characterize the 'Main Language' period when

reading is taught using the 'Breakthrough to Literacy’

programme,
which is a language

- experience approach to the teaching of reading.

Briefly,the reading lesson is structured as follows:

(0 Pupils are grouped according to reading ability and are called

out for reading instruction in groups consisting of five to ten pupils.

(ii) Core words from the scheme are

introduced, their meanings are
explained,

and the children are then trained to recognize the words

through flash-card drill. These words are then used in sentences by

the pupils.

(iii) Once the pupils know a sufficient number of words children are

trained to construct sentences using the word cards available to them.

If necessary, the sentence is corrected by the teacher

aloud by the pupil , and then recorded

, read

in the pupil's story book.

») While one group is getting reading instruction from the teacher,

the rest of the class is assigned non-verbal tasks such as

recording the sentences constructed by them (if and when this
possible ), drawing

is
, completing puzzles,etc.Very little pupil-pupil

discussion Is permitted during this pe iod.

The structure of the oral language lesson therefore seems to have

inherent constraints which prevent pupil-pupil conversation from

-eveloping spontaneously during most lessons. he result is that

the sharing of all language experience during teaching time takes

place under the orchestration of the teacher in the form of class

r,r nrnun diSCUSSionsS.
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The syllabus of 1980 emphasizes that the development of
oral communication skills is one of the most important objectives
for the Junior Primary Phase.This view is supported by the 1983
orientation notes (Lecture 4 and 5) which were prepared by the
subject-advisers of the education department and presented at
an orientation course to all Junior Primary teachers employed
by the Department of Internal Affairs - Indian Education. One would
therefore expect that in the day to day implementation of oral
language programmes teachers would be encouraged to develop strategies
which facilitate oral communication.However,the guidance given
to teachers by principals .subject advisers and heads of departments
constantly remind teachers of the need to correct enors which
occur in the spoken language of their pupils.Often tno imp ass
gained is that correct syntactic expression and pronunciation is
as important as the communication of meaning ( if not more important)

That this view is encouraged by the officials of

,» education
department, 's evident from the following c¢ ict U en from the
notes of the 1983 orientation course whic’ diCdtes how 1 5 ma King
of the register can be used to develop vt*?'- language:

T Tony Naidoo.

p Tony isn't ‘ere.

T Tony is not here,ma'amiSay it-

P Tony is not 'ere ma'am.

T h h hhere.

P Here.

T Tony 1snot here.ma'am.

P Tony is not here,ma'am.

T Good.Does anyone know whyTony is awayi

P Ma'am!ma'am!Tony ma'am:Tony fellma'am yesterday ma
and he cut his foot ma am.

T Oh dear ! | am sorry to hear that.Now let s get you

right.Can anyone help? and so on.



The frequency with which the above-mentioned approach
could have adverse

is implemented

implications for children who ‘can’'t speak properly’

as it would inhibit their spontaneous speech. The syllabus (1980, P5)

mentions that corrections should be done judiciously so as not -o

inhibit the pupil

According to Crystal, Fletcher and Carman (197*) an important feature

of conversation is the correct use of ellipses e.g.

T; who cut off Rapunzel's hair ?

P: The witch

Elliptic utterances make oral expression economical and help hignlight

che important and relevant information sought. The information omitted

b, the pupil IS contained in the stimulus question and can be recovered,

needed. The orientation course notes (1983) emphasize that after each

reading lesson the children should be asked questions on what they have

reud, and 'Every answer should be given in a full sentence' (Department

, 1983,P1.,.While it Is natural
questions to be answered ,n full

of Internal Afffairs to expect

sentences in written form, this should

not be required when answering questions orally as it robs the lesson

of its spontaneity, as the child by answering orally in a full

sentence, is repeating what is after all obvious to the listenerwho

nfli, heard the stimulus question.

The precedir ) discussion can be summarized in the ollowmqgway:

, Department of Internal Affairs-Indian Education through its

syllabus highlights the importance of fostering oral language

development amongst Indian children.

(b) In implementing the major suggestions made in the syllabus the

oral language teaching programme seems to have undergone changes

hi rn  1rarelv trivial’ (Parlett and Hamilton , 1972 ),
irh
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reading lesson the children should be asked questions on what they have

read, and ’Every answer should be given in a full sentence (Department

of internal Afffairs . 1983/ 16).While it is natural to expect

questions to be answered in full sentences in written form, this should

not be required when answering questions orally as it robs the lesson

of its spontaneity, as the child , by answering orally in a full
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(b) In implementing the major suggestions made in the syllabus the

oral language teaching programme seems to have undergone changes

which are ‘'rarely trivial’ (Parlett and Hamilton , 1972 ),



and these changes may be preventing teachers from accomplishing some
of the major tasks outlined in the syllabus under the heading "oral

communication”.

There therefore seems to be a need to describe the oral language
teaching styles of different teachers and to examine the different effects

such teaching style variation*- have on different pupils.
1, he In nan Oim’umtj oj U-m -m

The Indian population of the Rep' Mil of South Africa is about 850 000
(Department of Internal Affairs -1982 to 1983, Annual Report). According
to the Official Year Book of the Department of Foreign Affairs (1982)
this is about three percent of the total population of the country.The
Transvaal has 111 135 Asians of whom 53 135 reside in Johannesburg with

the majority living in Lenasia (a suburb of Johannesburg).

Indians first started moving to Lenasia in 1956 because of the acute
ho.sing shortage for Indians in central Johannesburg and because state
legislation such as the Group Areas Act prevented them from living in

other suburbs of the city.

The firs' Indian school , the Lenasia High School was established in

195% , ,h le the first primary school opened a year later.Since then the
numb* - n' schools has increased rapidly .In 1984 there were six secondary
schools , fifteen primary schools, one school for the deaf , and one
training centre for the mentally retarded.lhe total school population
for the area is 14 000 of which 9 555 pupils are in the primary schools

(Department of Internal Affairs - Indian Education , 1984 ).

Van Rensburg (1981, P194), who used the father's occupation as an indicator
of socio-economic status , found that 61 percent of the children in
primary schools in Lenasia came from high socio-economic status
homes,while only 39 came from low socio-economic status homes.

However,he also observed that there were distinct socio-economic



living areas within Lenasia,and tne school where the present

study was conductcd(referred to as school E in Van Rensburg's

study)had 7U of its pupils coming from low socio-economic status

homes.

Bugwan(1970) found that the majority of Indians used English

as their mother tongue and used various Indian vernaculars for formal

religious occasions and for speaking to elders in the community.In Lenasia

Van Renshjrg(1981) found that English was the adopted
the population,but that 7E

language of 84 of
of the homes also had a second language. Some

of the languages Indians used as second languages in their nomes were:

(a) Telegu 0,1
(b) Tamil 10,1
(c) English 13
(d)  Hindi 4,71
(e) Moslem-Gujerati 23,8
(f) Urdu 5,8
() Afrikaans 17,8
TOTAL 75 1 (Van Rensburg 1981 ,r196).
As regards item (c) it would seem that Van Rensburg included all the

Moslem dialects such as 'Memon'.'Cockney',etc. together with Gujerat. and

classified them as Moslem-Gujerati.The above figures reveal that in terns

of language background the Indian community is extremely heterogeneous

and the majority (75 ) of them speak a second language in thelt’

The quality of spoken English in the homes of most Indians is

nv.lv to be influenced by the second language used.

1.3 _The_Dr'ol =

Oral language teaching is a highly complex activity and no two teachers

teach the same topic in exactly the same way.Factors which might affoct

the structure of the lesson,the organization of the material,the selection

of the content,the order of presentation,and the emphasis on specific

aspects are the following:-



(a) Different theoretical orientations of teachers

The acquisition of the linguistic skill necessary for educational
success is a complex and intricate process which is not only dependent
on the genetically based language acquisition ddvire (Lenneberg 1967,
Chomsky 1964),but also on sociol inguistic experience derived from ones
culture.This linguistic .experience helps one to focus on particular
aspects of experience and to organize that experience into a world view.
The result is that although children might have the same biological
potential to acquire sophisticated and elaborate linquisJc skills the
paucity of skill in translating the experience into language or organizing
the linguistic experience could have a restrictive effect,or alternately
could lead to the development of different linguistic structures

or dialects.

The view that children's language is deficient in some way , or is
so different from the received language at school that it is as if it
were deficient and acting as a barrier to successful learning and
teaching,is a con on one and Bernsteins work (1971,1973) has often
been quoted in support of both the language different and the language

deficit /iewpo nts .

i) The language deficit version of the theory implies that the child
faTls it chool because he does not have enough language - the areas
>f d fic ency being sounds,words,constructions and meanings.Hal 1iday( 1973)
states that it is unlikely that the deficiency is related to the a»ea
f ound.and there is no convincing evidence that failure at school

v the result of children having a smaller vocabulary or less rich
grammatical system.He states that it may well be that ‘one individual
extends Hs potential more by enlarging s grammatical resources
whiie another...does so by building up a larger vocabulary.. .and
different varieties of language tend to exploit these resources
differently '(M.A.K.Hall1day,1973,p xiij.In addition to the above there

are so many problems in counting and deciding what has been said , or
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whether the two things said are the same or different , that it becomes

difficult to assess linguistic resources in qualitative terms.In

addition such information says very little about one', linguistic potential

and there is no way of saying that one child has a smaller linguistic
inventory than another. Finally such information can never help to

answer questions such as the following : If there is a deficit , is it

that the child does not have enough language or is it that he does not

know how to use what he has? , and is the presumed deficit individual or

sub-cultural ? Work by Labov (1970 ) exposed the fallacy of this view

when he demonstrated that the non-standard English of Negroes was

as complex ai> that of any Standard English speaker.

When oral language teaching styles reject the dialect of a chi d , lessons

are presented so as to compensate for deficits, and such teaching

experiences could have extremely harmful effects on language developn nt.

Lessons based on deficit theory will contain varying degrees of

corrections of pronunciation errors , numerous corrections of syntactic

e. ors , and the repetition of pattern sentences,so that the message

content of a child's utterance is often ignored or relegated to a level

of virtual insignificance.Such experiences are likely to harm the child's

self-esteem and he might withdraw from active participation in the oral

language lesson as he will be afraid of making grammatical mistakes,

and fear the subtle humiliation which goes parallel with being constantly

corrected for not speaking ‘'oroperly like the otheis.
., ,10." '.re Artnroufl *0 (I tm Mtji.o*

The difference version of the theory states that there are some children
..hose language is different from that of others.According to Halliday
,h -his instance, the child speaking a dialect may be at a disadvantage
because in certain instances the standard version is demanded. Wch

children are penalized because of the soc al prejudice of the dominant

group. Frederick Williams (1972) , who examined f>e stereotyping

hypothesis based on language divergence, found that a teacher's expectation

of a pupil's performance decreased as the child's dialect increased in



| of h iuggesceci that children acted
mc"geru u
,ui tnelv stereotypes .Many assumptions M '-ne difference theory

nerefore .uslLified because o' the hidden application of the self -

If;11ino oruphecy whirl hatl )iay-‘f nicam. role in educational

murf

deal o- jvidence 'u .ho* tn»t children can learn several

mialects wit hour any Hi effects e.g. Fishman and Luerder-Salmon's
,uay rf Swaaben children (1972) and the observation by Jill Richards

81,nal only urba, dialect speakers fare badly at school.while

coeake' ..who show even greater linguistic divergen-e do not.

art,,. ., these studies seems to be that both Swaaben
M.dren and ur,i children are not made to feel infer,or because they

a different dialect,in fact,their d,elects are give equal status

h, . andaro Malecf of the country.

-.ul'ei“r* l,e safe to hypothesize that whenever oral language
tvic siw acceptance of the dialects of different children
communicai .ve competence,such children wf sho, greater
» U,sf.. growth.They wil- be inclined to speak more freec1y,for,their
he hreatened although they are speaking a different
iec india, children generally do speak a dialect of English «h,c, is
ome ipects different from standard English.Acceptance of their
,,aiect -ould encourage them to speak freely and confidently and
gradual y come to use the various syntactic structures of the
inguage they search for ways to express tnelr ideas.Therefore the
anc of dialer' cal differences could prevent the alienation.
| alet speaker, and these children could develop a more pos.tiv,
I, ;t,ne r interaction ,n the classroom.Not only would these children
on, ibul. thei. fan share to the development of the losson.but they
ow'd -lew learn,ng and the school culture ,n a more favourable light.
would still have to become aware of how their dialect differs from
standard dialect and the dialect used in books.and of the need to
the standard dialect under certain circumstances.but they would be

pared the trauma that goes with the realisation that their home

muudci mar.r-.pi.ablF



(b)Teachers with the same theoretical orientations may »V = navi:

variations in their teaching style.This is so because approaches to teac

are based on what has been found successful by the teacher in the past,

his 'world view' of the teaching situation, and the nature of aids an

material available and approved by the school.

Therefore one teache-

who believes her pupils have language deficits might do a great den

of drilling of pattern sentences . while another might emphasize th,

correction of the pupil's own errors. However the psychological effec

would be the sane because of the inherent crit?ci

approach to the teaching of language.
1.4 The Scooe of this Study

The preceding discussion suggests that while the Junior

.ylUOu
1980) highlights the

importance of developing the ora' common,cat,o,

skills of children from the time they come to school for the first t.me,

into conflict with the need to develop correct
trammat cal structures . and the formal

this Objective comes

sentence structure characteristic
of w-itten language.Developing communicative competence entails accept,nc

the view that many Indian children in Lenasia speak a dialect of Eng is

use of grammatical structures and vocabulary items involves spotting

faulty usage and encouraging children to develop the correct iorms by

means of regular corrections and drill-type exercises. Sometimes n .uc

lessons , the message of the utterance is relegated to a eve

Virtual insignificance while the teacher tries to encourage the d,.’

to use the correct grammatical structure.

in terms of the guidance given to teachers , andthe manner i- which rn,

eorrection of errors highlighted, many teachers would strive to correu

a many errors as possible, or even prevent themfrom occurring.The exten'

to which teachers use strategies to remedy or prevent grammatical e. o

relation to the strategies used to facilitate communication, w 11

reflect the particular oral language teaching styles of such teachers.
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1,1 eMnv ituu
The following terms are defined for the purpose of this study:

(a) Language is defined as the system relating sound and meaning

(Flekser, 1979 , P I).The symbols of this system must be systematically

related to one another and must be capable of portraying novel

utterances.

(bt Syntax , an aspec. of language structure,has be. 'mned as 'tne
network of organizational principles underlying linguis - expression,
without which language would become an incoherent jumble of vocabulary

and sound’'( Crystal , Fletcher and Garman ,1976 ,P5).

*jfii _ = nt, < LLI _L! Mill r
(called the LARSP Profile ) is an instrument which was prepared by

Crystal , Fletcher and Garman (1976) , and is used extensively to gauge
the level of language disability of people suffering from speech impediments
, £ . P . ,order- such as aphasia,mental retardation,dea ness,
ie prcm provides a description of an individual's syntactic development
f ".p . "lety of sentenci types,clauses,phrases and words usel,
tha* is

, it provides a complete description of all aspects of syntax.
Furthermore , these different aspects are organized into stages which
are hierarchically structured and related to age norms so that one can

readily gauge whether a child's syntax is delayed or not.

(4) Class One_ is the first year of the Junior Primary Phase.Grade One

is the equivalent class in the Transvaal Education Department.

(1] Teaching Style is an aspect of the teaching strategies used in a
lesson.Turner distinguishes between lesson structure and teaching style

in the following way:

To Msert that certain operations must be performed in order for
teaching to occur, and to assert that the performance of certain
operations increases the probability that teaching will eventuate



in learnina, is to make assertions about the structure of
teaching, but to make assertions about how variation
of operations bears on the learning outcomes ,is
statement about teaching style
(lurner,1971,P11-12).

in performance
to mane a

One therefore notes that all lesson structures comprise an organized

sequence of teaching strategies ( called operations by Turner ).The
extent to which these teaching strategies differ from one teacher to the

next is a reflection of the teaching style of that teacher.
1.6 The Purpose of the Study

The objectives of this study are as follows:

(a) To analyse he oral language lessons of two Ciass One teachers who

have been selected for the study and to describe the structures of their

oral language lessons and their individual teaching styles.

(b) To describe the changes in syntactic language development of Indian

boys after they have been taught for 10 months by the two teachers selected

for the project.This will be done as follows:

(i i By describing the levels of syntactic development of these

boys on admission to school for the first time.

(n i By d scribing the levels of syntactic development or these

boys at the end of their first year at school.

(nl) By comparing the syntactic development of the boys after
they have been taught for ayear by two teachers who have

different oral language teaching styles.

) To determine the extent to which the LARSP Profile '"hart of Crystal,

Fletcher and German (1976) can be used to gauge the growth in syntactic

development of Indian boys in their first year at school.
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CHAPTER TWO

REVIEW OF RELATED LITERATURE

The following headings will be used when discussing the

related literature:

(a) Theories of language development
(b) Syntactic development

(c) Research on education

2 1 Theories of *anjuaae_Develgf£menl

he field of language development is extremely wide.No single theory

has been able to explain all the facets of growth and development

a, a person at#ulr«. .nd stmn.fnht h.s
........... tnmggn W sdulthnnd.mib" I""."'

hr. the last 20 years work

language
nt,serve, that

in the subject has grown explosively

This interest in language development is the result of tne

increasing
awareness of educationists

and others, of the importance of

anguage
to the growth of human potential.

De ViUiers (1979 P2 ) states that

is a reflection of what the child knows.... It
or at least refines that knowledge.

language ' increases

il

Language provides a window on e
sui i.v ¢ mental abilities"’.

2.1.1 The work of Piaget

work on tli. cognitive dev.lopm.nl of children .V .0 reflected

tdU dndSprinttian +1977)

.elieved that cognitive development preceded language development and

hat larguage was the label for the mental image the person had in is

1ind.According to Vygotsky (1962,PZO ) the sequence of development

parted VIth non-verbal autistic thought then went to egocentric
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thought and speech,and finally developed into socialized speech and
logical thinking.In terms of Piaget's views , the higher the level of
the person's cognitive development , the greater would be the person's

potential to acquire the higher order language processes , but language

development would always be limited by a person's cognitive development.

In terms of Piaget's theory of cognitive development , children in the

concrete operators stage would have language concepts related to

their level r tal development and would not be able to comprehend

the abstraction-, characteristic of the adolescent in the formal
operations stage. Piaget however accepted that all language concepts
related to the appropriate stage of development could only be acquired

through suitable environmental stimulation anH interaction.

According to Elliot (1981),for Piaget speech reflected the child's own

point of view, and the young child at the pre-operations stage displayed
egocentric speech , that is,speech directed at anyone within hearing
distance with no effort being made to take into account the knowledge

or specific interest of the listener, as he was often not aware of

another person's point of view.

Two important features of language development were highlighted by
Piaget's work.Firstly,he emphasized that language reflected thought and

did not shape it.In terms of his theory the child demonstrated

cognitive insight by demonstrating a practical skill such as conservation

of quantity when he showed that five apples on a saucer were equal
in quantity to five apples placed on five desks ( i.e. five desks with
one aonle on each desk).Demonstrating cognitive understanding made the

child an ‘'intuitive conscrver'. The child became a conserver proper’

i,fter he could explain the phenomena and justify his answers. In

iagetian terms this was the process of conscious understanding.

Piaget's second contribution was to emphasize that a child gradually

developed into a mature social being from a stage of being imperfectly

socialized , and his language had to keep pace with this development

Accordinn to Elliot (1981) Piaget has been criticized because his

interest was restricted to the universals of language and he had little
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to say about the development of specific features of language.

.1.2 Vygotsky

According to Pflaum ( 1974 ) Vygotsky's view is diametrically opposite

to that of Piaget.Vygotsky (1962) believed that dialogue between an

adult and a child was the major factor in stimulating language

development and cognitive growth.Such linguistic stimulation continued

to facilitate growth in language and cognitive structures . and

progressively development took place which eventually resulted in the

acquisition of mature concepts which were expressed in qualitative terns

and organized independently. For Vygotsky language was first social

it then became egocentric . and finally it was internalized to reflect

the inner speech of thought.

For Wgqotsky, therefore , the environment , which included the

linguistic cul'ure of a community, was a major facilitating factor

for language ana cognitive growth.

2.1.3 Biolqqgical factors in the Acquisition of Language”

Brown (1973) and lenneberg (1967) believe that tne ability to

a langiage is unique to human beings.

learn
Lenneberg (1967) after numerous

regular and fixed developmental patterns
of language acquisition in all nomal!

surveys, found consistent,

children occurring at the same

time and in the same sequence irrespective of language or cultural

environment.He reported that the unfolding of language milestones

paralleled milestones in motor development and concluded therefore that

language was genetically based and maturations,

emphasized that the critical period for

in nature.He also

language acquisition was

between 18 months and puberty.He believed that if a person did not

develop language by puberty, the left hemisphere,

language acquisition took on other

which controlled

functions . and language acquisition

fter that became difficult, if not impossible. Lenneberg based this

claim on the observation that brain damage to the left hemisphere of

adults led to aphasia in 701 of the cases, while in children below

thn camp ptfocts were observed irrespect
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hemisphere which was damaged.Lennebe-g believed that children made sense

of language according to their level of maturity, that is,they formed rules

to account for their language input.Increasing maturity led to the

processing of increasingly more complex inputs and this led to the rule

system being modified accordingly. The child's speech then reflected

the new rules and the increased understanding of the new syntactical

fnrms.

2.1.4 Jerome S. Bruner.

Through his studies oncogntive development and thought Bruner (1930
1983) conduced that before

language could play a role in cognitive

development the child had to have a sufficient number of developmental

activities and experiences. He stated ( 1983 , P 163-164 ) that babies

did not talk sooner , not only because of lack of performance

capabilities, but also because they did not know enough of the world-

its people and themselves - to appreciate how the rules of language were

to be used.

Although he accepted the existence of an innate mechanism for the

acquisition of language , ( Chomsky's Language Acquisition Device -

later abbreviated as LAD ), he felt that the Chomskyan account had

failed because it did not explain how the LAD was activated by a

knowledge of the world into a need to communicate.He therefore stated

that for the LAD to work it needed a LASS - A Language Acginsition_.

import System which organized encounters with the outside world and the

culture as depicted in language , so that an infant L/ could A

recognize it. Bruner stated 'You don't acquire a language abstractly.

You learn how to use it.You use it to communicate, to put order into

events , to construct real 1ty’(Bruner 1983, P164 1.Language acquisition

started off in the young child with an awareness of the need to

communicate meaning as depicted <n an action which portrayed 'who' did

mwhat' to ' whom'. The child had to choose a suitable linguistic

means to attract and direct attention to crucial information in the

world so that the listener could grasp the intention of the child.

Language developed because the child and the adult focussed visually



on a common refevent.They then achieved joint n erence by linking a

sound or a gesture to theobject they werejointly attending to.This
ability to achieve commonvisual reference , which occurred as early

as at the age of four months, and which was well developed at the age

of one year , was proof of the child's consciousness of other people

in the world around him.He also stated that a

child could use the change in the pitch of a parent's voice to gauge
that the mother's attention had shifted, and he would then look back at
the mother , determine where she was looking, and then re-Focus on the
new common referent. This suggested that tne child was cued to a need
to establish common references which were essential to acquiring

common experiences about which he could then communicate by means of
language. Once joint reference was achieved,the experience was labelled
by means of a subtle,almost unconscious form of tutoring from the mother

Th's.according to Bruner,involved the establishment of formates.

mA format is a little microcosm, a task, in wh.ch the mother and
t-e child share anintention to get something done with words.At
the start, what the child cannot doin the format, his mother

r ps for him.Once he can , she requires him to do it the si ter.

Bruner . 1983 , Pl 1!)e

As the child mastered certain linguistic skills,these competencies were

incorporated into the competencies already developed.The mother then

raised the criterion she expected in the child's language response.in

th.s way minimum expected responses progressed from 'babbling' to non-

standard ‘labels' to "shorter names' and then finally to the standard

label.

According to Bruner (1983, P172) 'formats’ were little pieces of

culture which enabled the child to enter his language and culture

simultaneously, and he concluded that 'the need to use language fully

as an instrument for participating in a complex culture’' , in the same

way that an infant used it to enter thi simple culture of his

environment, was what provided ‘the engine for language acquisition’

(Bruner , 19ti3, PI 73).



Bruner's views an therefore similar to those of Vygotsky in that both

emphasize that culture (:s represented by language) stimulates

cognitive development and that once language is systematically organized

children can solve problems by translating them into language. Language

therefore becomes a tool through which a child achieves ever increasing

onsciousness of the wor.d as he takes advantage of the assistance others

render to help organize his thought processes until such time that he

can do so on his own.

One therefore notes that Bruner did not accept Piaget's view that

cognitive de elopment governed the level of
Instead

language acquisition.

, he believed that the child's linguistic culture stimulated

the Language Acquisition Device into acquiring the language of his

culture.

2.1.5 The Behaviourist Theory of Language Acquisition

Skinner believed that crucial to all verbal behaviour was the interaction

which occurred between a speaker and a listener.He felt that ‘'we can

account for the dynamic characteristics of verbal behaviour within a

framework appropriate to human behaviour as a whole (Skinner,19S7,P10).

An important aspect of all verbal behaviour was the behaviour of the

listener, as both speakers and listeners were responsible for influencing

and mod'fying one another's verbal behaviour.He therefore defined

verbal behaviour as 'behaviour reinforceu tirough the mediation of

other o, rsons' (Skinner,1957 ,P14>. His theiry of learning had the

following two basic concepts:

(a) The ope mt. To Skinner all activities which operated on the

environment Were classified ‘'operant behaviour' and any unit of such

behaviour wa called 'an operant'.The term 'operant was therefore

concerned with the prediction and control of a kind of behaviour and

it specified the effects it might have on the environment if it was

used by the speaker.A repertoire, as a collection of verbal operants,

described the potential of the speaker.



(b) Reinforcement . Reinforcement was caused by the stimulus which
followed the occurrence of a verbal operant.This stimulus could be
pleasant enough to provide positive reinforcement which increased the
chances of an operant recurring , or unpleasant to provide negative
reinforcement which decreased the chances of an operant recurring.
Initially when the child was learning to talk, the formal conditions
upon which reinforcement were contingent were greatly relaxed.Reponses
which vaguely resembled the required behaviour were reinforced.When
these occurred regularly only closer approximations were reinforced.In
this way the approximations were progressively refined until the
acceptable verbal behaviour of a particular community was ach’ived.
This method of 'progressive approximation' was often refe:red to as
'shaping’' in learning theory.Selective reinforcement of sound
therefore eventually enabled the child to acquire the sound system of
his culture and these could be used to form words with which he coulo
convey meaning.ln his book Skinner (1957) referred to specific meaning
conveying devices such as the 'autoclitic frame’'. 'The term autoclrtir
is -ntended to suggest behaviour which is based upon or depends upon
other verbal behaviour ' ( Skinner , 1957, P315) . In the sentence

11 see that it is going to rain' , the phrase ' see that is an
autoclitic description which informed the listener of the type of
operant that was to follow.Sprinthal1 and Sprinthal1(1977 , P158)
referred to an autoclitic frame as 'a partial sentence ... which
permits children to expand their ability to talk by a process of

generalization'. Examples of such autoclitic frames are 'l deny

that ..." , 11 am happy to say In my opinion...

Skinner (1957) explained in great detail how a child grew up to

acquire all or most of the verbal behaviour which was part of the culture
in which he was born.According to Sprinthal1 and Sprirthall (1977)

what he failed to explain was how a child acquired the skill to use a
language creatively to generate novel utterances.Skinner (1978) did not
,ccept this criticism as being valid and maintained that his work had
not been fully understood.He felt that speakers manipulated their
verbal behaviour in order to qualify and control the responses of their

listeners so that 'a technology of verbal self managemeni ermrges
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(b) Reinforcement. Reinforcement was caused by the stimulus which
followed the occurrence of a verbal operant.This stimulus could be
pleasant enough to provide positive reinforcement which increased th:
chances of an operant recurring , or unpleasant to provide negative
reinforcement .. .» decreased the chances of an operant recurring.
Initially when the child was learning to talk, the formal conditions
upon which reinforcement were contingent were greatly relaxed.Reponses
w ch vaguely resembled the required behaviour were reinforced.When

ti ese occurred regularly only closer approximations were reinforced.In
this way the approximations were progressively refined until the
acceptable verbal behaviour of a particular community was achieved.
This method of 'progressive approximation' was often referred to as
'shaping’' in learning theory.Selective reinforcement of sound
therefore eventually enabled the child to acquire the sound system of
his culture and these could be used to form words with which he could
convey moaning.In his book Skinner (1957) referred to specific meaning
conveying devices such as the 'autoclitic frame’'. ' .he term autocmic
is intended to suggest behaviour which is based upon or depends upo
other verbal behaviour ' ( Skinner , 1957, P315) . In the sentence
' see that it is going to rain' , the phrase 'l see that' is an
autoclitir description which informed the listener of the type of
operant that was to follow.Sprinthal1 and Sprinthall(1977 , P158)
referred to an autoclit ¢ frame as 'a partial sentence ... whi
permits children to expand their ability to talk by a process of

generalization'. Examples of such autocli1tic frames are 'l deny

that ..." , 'l am happy to say ... In my opinion...

Skinner (1957) explained in great detail how a child grew up to

acquire all or most of the verbal behaviour which was part of the culture
in which he was born.According to Sprinthall and Sprinthall (1977)

what he failed to explain was how a child acquired the skill to use a
languagi creatively to generate novel utterances.Skinner (1978) did not
,Ccept this criticism as being valid and maintained that his work had
not bean fully understood.He felt that speakers manipulated their
verbal behaviour in order to qualify and control the responses of their

listeners so that 'a technology of verbal self management emerges



A user'ii uti utoveriny what one has

10 say and in
trie ing the range o1 controlling variables emphasizing foi
mpie the kind® of variables i characteristic of logic

ience mosT likely to

lead to effective practice a-iiun
.ne 1inds IoUEi tc bp more oroductive of poetry or fiction.'

rni>1 197. . J1°

!; ue i.iu, en-. gi' anguage

oi i no uabbiiitg oi o young infant gradually developed

into
identified three stages

in this process.These were

-()" . mnnd io )

hiio ouiU up a repertoire of early vocalizations which
semeo

,0 resemble the sounds of adult speech,
he

h Id built uo phonemic control

over the sounds of his
anguage.

*he child displayed knowledge of the phonological rules of
the language and used

it to differentiate between acceptable
.nr unacceptable utterances in the language.

,h| ¢ .(i nau mastered the. sound system of his language he was
ad> tan using the syntax of the language to express meaning.
w ri emphasized that in the beginning , language acquisition
»e ./> he unfolding according to the grammatically accepted
n accordina to the semantic relations the child
ni< environment. He identified five aspects of sentence
whicl corresponded to the five stages described in his work.
esyefti i.( -entence structure were
iennntir roles such as agent,patient,instrument,locative,
;te., in simple sentences expressed by linear order, syntactic
eliz)ations, prepositions or postpositions.

Semantic modulations such as number, specificity, tense
ispect.mood, etc., expressed by inflections or free forms
oelonqing to small closed classes,

i i) Modalities of sentences: Yes-no interrogation , request
or specification of a constituent, negation, imperative,

iv) Embedding of one simple sentence as a grammatical
onstituent or in a sematic role in another including al1 the

'oles of (i), all the constituents which one may a« to be
necified <n Hii1.



in meaning to relations of prepositional loaic.

Brown differentiated his stages on the basis of the Mean Length of

Utter nee (MLU) which was calculated on the basis of morpheme count.

A morpheme could consist of a root word such as 'walk', though man,

words had more than one morpheme. For example the word walks

had two morphemes (walk ¢ s 1 The utterance 'l walk' had a morpheme

count O' iwO while 'l walked' had a morpheme count of three (i * walk+e

The five stages identified by Brown (1973) had the following Mem

Length of Utterance (MLU)

Mean Lencth oi Utterance

i .75 morphemes

JJ 2,25 morphemes
JJJ 2,75 morphemes
lv 3 50 morphemes
\' 4,00 morphemes

Brown emphasized that his stages were arbitrary.The stage prior to
Stage | consisted of single morpheme utterances su.h as content wor s

where meaning was contextually based.Stage 1 commenced as soon as the

morpheme count rose above one.
2.2.1 Syntactic Development

Whethe, language is the result of cognitive development, the result o,
a biological unfolding of a language acquisition device , an instrument

tor cognitive development , or , the result of operant conditin-ng.

,$ debatable.What we do know is that societies have developed languages
p(, r iii.'
of their own which arc vehicles for expressing meaning a



communication.The linguistic vehicle which conveys this meaning is
the syntax of a particular 1anguage.According to Atxinson , Kilby

and Roca (1982 , P145 ) syntax has the following features:

(a) It organized the meaningful elements of a sentence.
(b) Morphemes , which were the basic units of meaning

and which comprised root words , prefixes and suffixes

, were
part of syntax , although they preferred using words
as the minimum units for syntactic analysis.
(c) The upper limit of syntax was the sentence.
Atkinson and his associates emphasized that syntax was the means

whereby the abstract deep structure meaning was systematically given

expression through the linguistic sound .ystem in order to facilitate

communication between members of that group .The ind.spensab,11ty of

syntax to linguistic theory was highlighted by the fact that it was
central to any cescription of language. Diagrammatically this was

represented as follows

Language Structure

Phonetics Phonology Grammar Se antics
Vocabulary Other
M hol t
Segmental orphology Syntax Acpaets
FIGURE 1 : LEVELS | NGUAGE STRUj fUR

(From f'cnn , 19R3 » 9 )

As can be seen from the above diagram , the following were the three

most commonly recognized levels of linguistic organization

in a language



(a) Phonology
(b) Grammar - the structure of which included syntax

(c) Semantics - the lexical or meaning level

In using the term ‘grammar’ Penn ( 1983 ,P10) distinguished between the

following two levels of meaning:

(a) Theoretical grammar which went ' beyond the study of
individual languages . using the language data as a means of
developing theoretical insights into the nature of linguistic
enquiry in general1.

(b) Descriptive grammar which was a systematic description of

a specific language such as English.

2, rf,pry .it tilve b" (J1TL

Penn (1983 )stated that the Theory of Generative Grammar by Chorniy

was the best example of theoretical grammar.

In nis writing , Chomsky (1964 ,1968, 1975) constantly referred to the
innate mental faculties which made language acquisition possible.This
Language Acquisition Device (LAD ) he maintained was unique to people
and he stated (1975 , P12 - 13) that it provided a sensory system used
to analyse preliminary linguistic data through a 'schematism' that
embodied the 'Universal Grammar’' - a grammar that had the basic
conditions necessary to satisfy the grammars of all possible languages.
According to Chomsky,a child was not grammatically disposed to
acquire any particular language, but because of the culture he was
born in, the LAD accepted the linguistic data aval lab ; in h s
environment and produced as output the generative grammar of his
community (Chomsky , .968 ,P113)Jhis learning of thelanguage

of his community occurred intuitively without conscious effort oi

motivation (Chomsky ,1975 ,P70-71).

1homsky (1964 ,P9) referred to grammar as a device which specified

thi infinite set of well formed sentences of a language.This grammar



Zb

assigned to each sentence one or more structural descriptions.In order

to distinguish this device from descriptive statements of grammar,
which comprised an inventory of elements,

Chomsky called it a 'generative

grammar’'. He stated that the generative grammar embodied a central

syntactic component to which a phonological component and semantic

component was attached.The generative grammar was tht device which

paired the phonological signals with semantic interpretations by means

of abstract structures generated by the syntactic component , and the

syntactic component provided for each sentence o semantically

interpret-
able 'deep structure’

the meaning or abstract idea underlying a
sentence - and a phonically interpretable
the verbal

'surface structure’,
syntactic form which was the transformation of the deep

structure.

Chomsky, through his theory , explained how linguistic competence was

acquired, thus , how knowledge about the structure of a language was
acquired by a native speaker so that he could speak and understand
Tne theory suggested that

50t of finite

it
if one knew a language one could use its small
rules to create a limitless number of meaningful

sentences,
and this was referred to as the concept of

infinite generativ.ty.Having
acquired this concept,a person was not only
nove’

able to understand all
sentences.but he was also able to distinguish between grammatica

«.i;ntences and ungrammatical ones.

I'enn(ig83)stated that the underlying set of rules o the language was

mlied 'language competence’, and language competence was what made

language performance possible. 'Language performance' referredto how

» person a.tuai’y used his language in a social setting and U swas

only possiui" because the inherent competence embodied in the LAD had

been actualized .

The system of rules underlying the Theory of Generative Grammar

had three components.These were.

(a) fhe syntactic component which was the ‘central device in the

the grammar (and which) generated the sentences of the language’

(Penn, 1983, PH).
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(b) This in turn gave rise to an 'abstract phrase roarj*r*
which represented the deep structure of the language.
(c) A 'derived phrase marker1 which represented the surface

structure and was the realm of the spoken word.

It was the syntactic structure which enabled the surface structure

to express deep structure meanings through the selection of appropriate

verbal phrase markers.

Recently several concepts contained in Chomsky's model have been
criticized on the basis of theoretical as well as language experiments
fpenn, 1983, Pl *.According to her there were few aspects of the theory
which were not controversial and the concept of competence was too
restrictive.Many performance features which Chomsky found ‘grammatical vy
irrelevant, such as attention, memory , prior beliefs , communicative
intentions etc. have been shown in ensuing research to be rule governed

and based on universal principles *enn, 983,

1if". 11981) felt that the concept of competence should also have
included communicative competence as the rules governing the latter
were different from the rules which indicated that sentences were
grammatically correct.She felt that competence should include ‘'at
least the control of basic features such as deictic reference, pronouns
of address and speech acts' ( Elliot,1981, P14).The deictic aspects of

a language were those aspects which themselves depended on the situation

of an utterance for their interpretation, that is , they were context
dependent.For example, the meaning of words such as 'it' , 'there ,
'they', 'bring' etc.only become apparent in the context in which they

occur.

A, cording to Crystal, Fletcher and Garman (1976 ), although many
researchers had used the theory of generative grammar, the most important
studio- revealed that its salient differentiating features were
precisely those which cou'u not be easily described in terms of Chomsky'
concepts.They state that a renewed interest in basic inguistic features

mioht be more valuable for the assessment of language development in
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children.They feel that while Chomsky's theory might be relevant when
studying linguistic features in adults , they believe that the notion,
'its formalization in transformational terms, and the more powerful
notion of innate structure, which is usually associated with *, is
extremely difficult to work with in young children' (Crystal .Fletcher

and Garman, 1976 , P35).

Because of all these criticisms of the Theory of Generative Grammar

il

language development models which a-e based on actual behaviour, are

becoming increasingly popular.

2.4 Syntactic Description = Q m*mmar of Contemporary English(GCE)
(inirk1s‘ Grammar of Contemporary English'was compiled after surveying
actual spoken and written educated English, and it takes the form of a
basic descriptive register of English grammar.*?*ersi®*ramm?*of

English is an abridged version of Quirk's GCE.

Intended as a reference grammar, GCE contains facts on the usage of
language. It describes the regular patterns which make up grammatical
structure as well as the exceptions to grammatical rules and problem
cases.Being eclectic in origin, it does not present any theory of
grammatical structure, but uses information from various models to
explain specific linguistic features. To Crystal and his associates
this grammar's significance lies in its 'comprehensiveness of
features and the clarity of its terminology' as well as in 'its
emphasis at clause level on the functional relationships between the
various elements of clause structure' (Crystal .Fletcher and Garman,
1976 , P 33-39 ).

Penn (1983,P19) states that GCE 'is undeniably the most systematic and
definitive account to date of the grammar of English.Ilts application
has been very broad in all spheres of language endeavour' and it has
been used to describe the spoken utterances (normal and disordered )

of children and adults. Table 1(a) on page 28 highlights significant

aspects of Quirk's Grammar.



TABU 1 (a)

Asper' of the Grammar Abbreviations

Clause Structure

Elements

Subject

Verb v
Object 0
Direct Ohjeci Od
Indirect Objt'ct 01
Complement c
Adverbial A

irase Structure

El wr s

Noun Phrase NP
Determiner Noun ON
»Jjcctlve Noun AdjN
Initiator 1
Postmodification r
Prepositional Phrase ProN
Dependent clause
Verb Phrase P
Copul Cop
Auxiliary Aux
Particle VPart
Negative egV
Word Structures
Noun rhrase
Plural Pl
Genitive Gen
Comparative er
Superlative est
Verb Phrase
3rd person singular 3s
present particip’e Ing
Past participle en
Past tense ed
Contracted auxiliary ‘aux
Contracted copula top
Contracted negative n't
Adverbial marker -ly
Sentence Connectivity
Coordination SVACSVA
-ubordinatlion SVAsSVC
Sentence tljie
Statement
Questions
Yes Nu Vs
Wh- Qvs
Coiiinands :Lct Tlet XV
Do Do XV

Exclamations
What

How

ASPECTS OF QUIRK'S GRAMMAR OF CONTEMPORARY

o
-

X2

Examp’e

the boy ran away.

le ate his pudding

John passed the ball =
He gave the girl ai. apple.
She gave the boy « pear.
She seems luch happier

They were In the kll'hen.

lhi girt 1 saw yesterday is her*
'he room

Blue box

Some of them are present

the man In the j ‘'dun.

The bovs walking down the road.
He i it have to be asked.

He is happy

He "s running.

He looked over the room.

He won't ci t on Tuesday

The dogs bark.

The dog’s bone

Bigger
Biggest

He walks home
eating

have bee .
lurked , ran

hm's coming
he's clever
can't walk

beaut Ifully

John came at three and we tame later.

Mary ran home beraus she was late

( from Penn

Did he come 7
When did he come f
let Jane do this,
Do come In.

What a lovely day it Is 1

How tiring it Is 1

ENGLISH



29

Crystal, Fletcher and Garman (1976) basing their work on Quirk's GCE,

identified the following tasks:

(a) Toidentify the sentences in the data

(b) To analyse their structure and function

(c) To analyse the way they combined in connected speech.
o o) I if1;a"io f tC'Ten.

A special problem encountered was that the clear-cut guidelines of
written language did not exist.They felt that falling intonation, tones

and pauses helped to decide when a sentence ended,but in 5% of normal

adult data this was not always true.
Atuj. = f Sentence SiruCture

The syntax of a sentence had different levels each with its own kind
of pattern.The analysis therefore commenced with the most general/
abstract aspects of sentence structure and i described the more
precise details. The three main levels of sentence structure were the
following:

(a) Patterns of sentence and clause structure

(b) Patterns of phrase structure

(c) Patterns of word structure

(d) Patterns of sentence connection
j ! f.ifernf, M rnV'in * md rrU ' rr

The following two types of sentences were identified:
(a) Minor sentences e.g. 'Oh!" and 'Yes.'

(b) Major sentences which have a subject -predicate structure

e.g. Vimal kicked the ball.

Major sentences can be simple sentences (is in (b) 1 or multiple

sentences e.g. | amcareful when | work with a lawnmower.



The structure of different types of clauses are described in terms of

elements such as Subject (S) , Verb(V) , Object (0) .Complement (0

and Adverbial (A).

The Verb (V) is central to the sentence as it governs the patterns

of the other elements which are allowed to appear in the sentence.

The simplest sentence consists of the SV pattern e.g.

Exceptions to this occur

Vimal came.
in commands such as 'Go!' or 'Look!'

which consist of one verb only. In addition to having subjects,
verbs govern the following elements
(a) An Object e.g. | talked to him.
S Vv —0
(b) Two Objects - a direct and an indirect object
e.g. | wrote a letter to him
S Vv 0"cT ITT

(c) Complements - that is,words or phrases which tell us something

further about a subject
e.g. He is honest
S V Cc
.)  An Adverbial - a word or phrase which indicates time,place
manner etc.

e g. He arrived on time at the station

» addition to the above the Vocative (Voc) is an optional element

in clause structure. Crystal. Fletcher and Garment 1976,P47 1 summarize

jasic clause structure as follows:

(Voc)M '+ SV 4 A + (A)

FIGURE 2 : ELEMEN : OF "USE STRUCTURE

(1) Brackets indicate optional elements
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Multiple sentences have more than one clause with each clause having

the same element structure as the one outlined in Figure 2.There are

two types of multiple sentences:
(a, Clauses joined by coordinating devices such as 'and', 'but'
and 'or' , and represented by a small 'c’.

e.g. Vimal ian home and Jasvina walked.

S \' A ¢ S \Y
(b) Clauses joined to the main clause by subordinating devices
such as 'because' , 'how' etc and represented by a small 's’,
e.g. Maya ran k< e she was in a hur
S \'% A
s S \' A

The sentence in (b) also illustrates that multiple sentences with

subordinating devices nave two levels of analysis,namely the analysis

of the main clause which includes the subordinating word and the

subordinate clause element , and then,an analysis of the subordinate

clause.

In addition to coordinate and subordinate clauses , the following types

of clauses are also mentioned:

(i) A non-finite clause
e.g. | saw Vimal running down the road.
S V 0

non-finite c ause
(ii) A verbless clause
e.g. Although tired he continued working
T S \' 0
Verbless clause
(iii) A Comparative clause
e.g. Jasvina ir bigger than Vimal is.

S V r n n
comparative clause

(iV) A Comment clause

e.g. | like this , you know
S V 0 S \'
i nnmipnt C1lause



(v)Clauses commencing with empty items 'it' end there

e.g. t is diffi U There are several solutions
It Vv A There \")
2.5.4 entence Connection

There are four ways of connecting sentences. They are
¥l By linking them with intonation.
e.g. Jayshree said she'd cébme . Maya said she'd stay.
(b) By replacing a word in one sentence with a related word or
phrase in another sentence.
e.g. George is abroad. The clever crook wants to remain free.

(cl Using semantic connection.

e.aM the end of win er he ploughed his land.He st .ed
. tun xi thy - i if !
(d) Using grammatical links.
(i) Aiverbials of time , piace .consequence.

e.g. Jsvina worked out the sum.Then she copied it
.eatly into her book.
(ii) Cross-reference using articles , pronouns etc.
e.g. John ran away. He was afraia.
| tripped over a stone. The stone was hidden in
the grass.
(Hi) Using ellipses.
This enables one to omit elements o. clause structure
when these are present in the previous sentence.
e.g. T : Who is this in the picture?
P : John.

mhe phr, J structure of jentencas and nf F— ases
is tabulated most succinctly in Table I(a)(See Page 28 ).The various

sentence typos and their functions al,o appear in the above-mentioned

1.Mh,



tyi. J VI lupmeiH lia different perspectives
irientction . , .leu ighf on different aspects of language,

owever non1 mDrehenf ivi-- enough 'o explain all the facets of

nciuag<

le ,hgu, V. the idbei iot 'he cognitive image: the person has
» mind.As these images become more complex , language is modified

accommodate such -hange . bin language on Its own does not stimulate

mniliv' developmen: .

jns. . .amt,-. . Vygotsk> . ano Lenneberg accept that language
..uisition i genetically based, but they believe that the environment
,mla-,, :he acquisition of language and cognitive development.

.r)ner believes .hat the environment plays the dominant role in the
quisition of language, and verbal operants are modified and reinforced

m!' complex inguistic structures develop which can be used to describe

experiences in the environment.

,0116 ol -nese neories have bee i able to explain all aspects of
Listi, acquisition from birth to adulthood, many linguists have
anted adopting eclectic descriptions of language.The three areas o'
anguage nmmonly identified are phonology , grammar , and semantics,
he Len grammar1 can refer to theoreuc grammar or descriptive
irammar. While theoretic grammar has universal application aero s all cultures
» vert abstract and extremely controversial as regards specific detail,
.inscriptive grammar, being eclectic |, attempts to order and explain
the linguistic features observed by drawing on the entire spectrum
mguage theories.They are thus very comprehensive and extremely

Tactical cloy to day situations.

j, sent tucly is about syntactic Development, a k_y aspect of grammar.
.u syntax of children is different from that of adults , but through

m.inuous modification and expansion of structures it gradually resembles

W -He. arm nf /It VCarS



..W Research whtui co”.

Teaching

Rosenshine and Furst (1971) maintained that we knew very little about the

relationship between classroom behaviour and student gains.Smith(1971j

observed that in spite of numerous studies no acceptable conceptual syste

had been formulated which could be used to identify effective teaching

skills and most research was fragmented and difficult to compare with

other studies. Bennett (1976) , Smith (1971) and Good Biddle and Brouphy

.1975) foun very little research which supported unequivocally, a

particular teaching strategy as being more effective than anothe,

2.1.1 Flanders's in:crac:tion anal?*isjattgories (FjAC)

Handc (1970 ) developed his system of interaction to analyse a

classroom behaviour.Called FIAC , it embodies notions of teacher

, rectness and indirectness. Flanders's F1AC categories- numbered

are shown below in summary form.

TA Lr. 1 Ib). 'l A DERS’S INTERAC ION ANALYSI!_CATEGp"IE

1 s z .T '2 Z

....... opinion. .60, , o.nt.n. O, p.0oC.0o0..
fhdljficel question™

0i,., , C,i... a.,«,.on. Oi'.e.ion.. =omm,.,d.. o.d.m -.m . »

influence u hi

T

edtrerri* lei' reference _

. Nn...pon*. WIr.cPo' .o e e

Mv*fenl 9 Slurient Ze'q:d:Ue,h,c.thr
te'k WU ITO7 "w™ — - _ A

"iASWnce orconfusion: reuses?*shortper*s end per,. on In which co >ce

lion cannot be understood by the o bserver

(From Wragq, Oats and Gump ,1976, P39’
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As teacher talk,which has an indirect influence,has a bearing on this

study,this section , which contains the first four of Flanders's

categories will be expanded on further.

Teacher talk which has indirect influence

The 'indirect influence ' categories have an affective component

(accepts feelings , praises , encourages ), as well

component (uses ideas of students
(1970 P270 )

to know whatwent on

as a cognitive
, asks questions ) and Flanders

felt that both must be considered if one wanted

in the classroom.The four categories of indirect

influence are discussed below

(a) cee Acceptance of student feeling. The teacher's statements

are so phrased that they indicate acceptance or clarify a pupil's

tuude or feeling i" a non-threatening manner.

e.g. You seem very happy with your results, ‘'ell

me , what

will your parents say?

r..onnrv 2 : Praise 0* These statements reflect the

t,a<lwr'M»prév«l. Tr, le.. smile d, , " " e ch',d “h0

is doing the work correctly is as effective as remarks such as 'Good

for you , you remembered to do your homework

(O rategory 3 : Use of stud: ,t ideas.Flanders (1970 ) identi led five

tub- catvqorte- of behaviour for this section.They are:

Acknowledging a student's idea by repeating the nouns

and logical connectives he has used.

(ii) Modifying the ideas expressed by the student by rephrasing

them in the teachers own words.

(iu) Applying the idea, that is, using it to make an inference

or developing the next step through logical relationships

(tv) Comparing the ideas expressed by relating them to others
expressed ea "lier.

summarizing what was said by the student or the class.
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(d) Category 4 : Taacher que tions. These questions are asked by the

teacher in a non-threatening manner to move the lesson to the next

section.It is a prerequisite for the teacher to think that these

are important

ideas
, and he must act as if he expected an answ’r.

e.g. Who has another idea he would like to add? John will

you try ?

Teacher indirectness has been associated with positive student gains

by Rosenshine and Furst (1971).
2.6.2 A den's Modelling Technique

According to Hopper and Naremore (1978)this technique was found to be

most effective in improving language performance.They state that in

using the 'modelling technique' teachers attempted never to repeat,

correct or expand on a child's utterance.lnstead they attempted to comment

on what the child had said, to answer questions, and to offer contributions

on related topics.In this way the child was offered a model of mature

speech which he could emulate without imitation. It would seem that the

child in trying to emulate the model of mature language , sets the

syntax'acquisition process ( called induction of

Brown and Bellugi ,1971 ) into motion.

latent structure by

This enables the child to

.nerali; nplicit syntactic rules after hearing a number of sentences
fcich have the same syntactic form. Brown (1973) feels that this

induction occurs

rule
in the early years on the basis of extremely limited

ev ience when the child is developmentally ready to acquire the new form,

and this accounts for the fact that language structures are acquired

rapidly. Cazden (1972 ,P11) states that teachers who try to correct the

the gramatical errors of their pupils might be interfering with their

learning process, as they are asking for responses which superficially

sound correct ,but which the child has not learnt to use meaningfully.

He believes that rule governed errors will automatically be discarded

when the child is ready to move on. He also quotes a study

by Ammon and Ammon involving sentence training (sentence drill) with

Negro preschool children in which sentence performance did not improve

on a test, containing the target constructions when this group was

compared to a control group.
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2.6.3 The effect of Complex Roles

Hawkins (1973) found role effects op. rating in the

language development
of working class girls.In his study

seven year old working class
girls were found to be linguistically more articulate than middle class

girls and boys, and the quality o their linguistic output was i , no

way inferior ( a study which com dieted Bernstein's view that the

children of working class parent- ha.'" rest icted language >.Hawk,ns

explained his findings by stating that this was so because working

class girls had more complex roles in the family.They had to centre

and mother younger siblings and often mediate between them and the.,

narents , and were thus forced to acquire the language structures

.hich went with their complex family roles.Consequently their language

was equivalent to that of middle class boys ano girls.

similarly one can postulate that as the roles of children at school become

language 'm . "o ‘“heir new experience.Simultaneously

the reinforcement provided by teaching strategies with indirect ini uence

eussed on pages 35-36 ) and the fac.litative environment that
..cerates. will result

it
in teache s who use these methods being perceived

hign status persons and many pupils will try to
b, rymg to imitate their speech style (Giles

1977 P322). This would facilitate

identify with them

Bnurhis and Taylor

’
language acquisition without numerous

corrections or boring choral drill.

jMCdttonll Rm»rch

Bennett (1976) discusses the variabU. studied in educational research

fal*Presaqe?variables. These refer to the characteristics of teachers,

the m e

(b)

the t“ Cher ”
adjust.

For example the characteristics of the school, the classrom,

end the pupils.



(c) Process variablesJhese refer to the actual activities of classroom
teaching , teacher and pupil behaviour and interaction, and the type of
classroom climate created.

(d) Product variables. These refer to the results of the teaching
strategy, that is , the changes which occur in the pupils as a result

of their involvement in the classroom activity.

Bennett (1976) believes that process-product studies which attempt to
relate observed teacher behaviours to student outcome measures have
started showing most encouraging results.Rosenshina and Furst (1971 )
call suchstudies correlational studies and state that the findings

from suchstudies must be treated with great caution as the results of the
study could have been influenced by unknown variables.l hey , after
comparing 50 process-product studies , isolated 11 variables in teacher
behaviour which influenced student achievement and found that the first fi <
had the strongest relationship. The variables isolated by 1hem are

disc jssed in the section which follows.

a) Clan ty.This refers to the cognitive clarity of the teacher's lessons
and includes clarity of presentation in respect of clear conceptual
explanaV'-is , whether or not children understand them , the ability of
the teacner to inswer the pupils questions , clarify misunderstandings,
and make lessons wust ight for the pupils' most of the time.This variable

i Ur-i i sitivly with favourable student gains.

(t . ,jri jility m fer. to the teacher's uce of variety during the course
of tne le -son.Student achievement is positively related to classrooms
m/hich had i variety of instructional material and pro< edures and a varied

cognitive level of discourse and student tasks.

(c) Enthusiasm refers to the vigour and power of presentation, as well
as the teachers involvement in his lessons and his interest, and excitement
regarding his subject matter. Enthusiasm was positively related to student

achievement.



behaviour. This scale revealed
the extent to which the teacher was task orientated , achievement
orientated and/ or business-like in his lesson presentation. Again a

positive correlation was obtained with student gains.

(e' Student opportunity to learn criterion material. Here the question
asked was whether the criterion instrument was relevant to the instruction,
that is , the relation between the opportunity to learn and what the

student was tested on.Relations between measures of opportunity to learn

and .tudent achievement were positive , significant and consistent.
, * .*,int_Ulrv. and g 'Y Hd'r&ctnrt
(i) Use of student ideas. This is one of the four aspects of Flanders s

1970) description of teacher indirectness (seepage 35 , category 3 ).
While Roset,shine and Furst admit that the term inc ectness
remains a liguous, they found positive correlation between the teacher's

use of student ideas and student achievement.

(ii General indirectness. This term refers toaspects o< teacher talk
.o 1 ' .nnc« i " *1 p.ijes 35- 36 ).
A positive correlation was found between indirectness of teacher

strategies and student achievement.

(g) Criticism. There was a significant negative relationship between

teacher r iticism and student achievement.

0 Di ( TH,. "uriwj , outwent ,, fhcte ronwitents AmMI designed to provide
V mw.or cognitive scaffc Ming,for what is to happen,or,for what
has already happened.The following are examples of such comments:
(0 Now get this.
(ii) Notice how cruel the father is.

(j ;) ,0 you see, some good has emeroed from his suffering.

(,) Type, of questions. Two different types of classificat ms were

used.The first , a dichotomous classification , used the headings

slower c¢( oitive level' and'higher cognitive level'. Lowe - cognitive



level questions referred to content type questions which focussed on

'what', 'where' and 'when'.Higher cognitive level questions focussed

on ‘'why' and 1how'.Studies related to these types of questions yielded
inconsistent results.

(ii) Multiple classificatior of di cc e on the basis of more than

vgnv.iv* levels, «<uonMtutM md furvt round iwu ##uh
significant resjlts but found that the results could not be compared

because the design and coding procedure differed.

() Probing refers to the teacher's response to the students answer which

encourages chat student ( or another student ) to expand on his answer.
Significant results were obtained but the variety of methods used to

record such behaviour prevented a synthesis of resul s.

(k) Level of difficulty of ins ruction. The student's perception of

difficulty was positively related to achievement in two studies out of

four. No oiscernable trend was observed in the other two.

2.6.5 Summary

While very little is known about the ac ,a! relationsh , between classroom

practice and pupil gains , process-product research in the last 20 years

has started coming up with some promising findings.

Methods based on strategies which enhance the ch.lcfs self-concept,such as

teacher strategies with indirect influence seem to be related to positive pup

gains as are approaches which introduce clarity and provide good language

models which the child can .. ...:.. Hawkuis'suidy (1973) suggests that if

children are placed in situations where they have to assume di ei ;nt

roles, the changing contexts and perspectives in which they are placed

will stimulate them into acquiring r re advanced forms o' Imqu jic

structure tc meet the challenges of their new roles.

Criticism and teacner strategies with direct influence which assijn

passive roles to pupils seem to be associated negatively with nupil

nains , or , lower pupil gains,
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.Ml the variables associated with positive student gains, identified

by Rosenshine and Furst (1971) , Cazden (1972) , Flanders (1970),

Bennett(1976) and others, mark a significant step forward in the task
to develop effective teaching strategies which are soundly anchored in
research.However'a great deal of research is still left to be done

and in order to use the ones which have been identified purposefully ,
their effectiveness will have to be established in terms of

(a) Thedifferent ages of pupils at school

(b) Thedifferent ability levels of the pupils

(c) Therelevance of these strategies to differenttypes of lessons

across the curriculum _
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CHAPTER THREE
THE LARSP PROFILE

3.1 Introduct on

Crystal, Fletcher and Carman (1976)in reviewing the literature on the

the development of syntax emphasize that although our knowledge is still
incomplete enough is known to warrant investigations such as their own.

They and Brown (1973) indicate that studies based on the English language

suggest that the acquisition patterns of syntax are 'approximately invariant'

(Brown ,1973,P58\and although the rate of acquisition may vary from child

child.'all normal hildr.m, regardless of how quickly or how slowly

they are travelling, are following a single developmental path' (Crystal.

Fletcher and Carman,1976, P59 ).They go on to emphasize that while only

the first five years have been stud od in sufficient detail to warrant

the above-mentioned assertion there 'is every suggestion that subsequent

syntactic development until puberty is also governed by some underlying

set of conditions but evidence for this is not yet forthcoming' (Crystal,

Fletcher and Carman ,1976 .P59-60 ).
The following important aspects are mentioned when discussing the LA

Profile

(a) The approach is a synthesis of what is known about the rate of
syntactic development in children.

The descriptions have been compiled without bias to any particular

theory of syntactic development.

(c) The approach provides hypothetical stages through which a child's

language passes as it gm/.-s towards the norms of adult
helps to

language, and it
‘classify the structures and categories which operate at each

stage’ (Crystal .Fletcher and Carman,1976 ,P6i).lhe authors do add a

word of warning when they emphasize that the stages are not discrete



41

entities, that syntactic development is a continuous process, and that

the stages are divisions of convenience, based on theoretical

justification made by Brown (1973
(1976 ,

, P59 ).Crystal .Fletcher and Carman

P61) do clarify further how they went about naming stages.

remediation1.

(d) The LARSP Profile is characterized by chronological age limits for

the various stages.

(e) Earlier stage patterns continue to be used in later stages out

their frequency is reduced and the authors emphasize that the later the

pattern s acquired the closer it will be to adult langu-.ge and therefore
will be subjected to minimal change later on.
(f) From the samples they have analysed the authors state that 60.

u, the structural processes found in a sample will belong to the main

stage. Ratios for the occurrence of the processes from other stages.in

relation to the main stage,have rot been calculated,

q) The authors recognize seven stages and describe them in terms

of their descriptive framework which is based on Quirk's GCE.The profile

chart with a key to abbreviations appears in the appendix.

i nr t>« ipnt

A great deal of controversy surrounds the effort to resolve whether

or not single element utterances should be considered full sentences.

M 1iot (1981),in referring to the work of Dore, states that single word

utterances are capaule of conveying as much meaning as full sentences
a their intonational patterns possess meanings which enable adults

to view them as assertions, questions, or command ei e

various contextual clues such as situation previous knowledge,etc.

However, they admit that the one element sentence of a child does

not have a grammatical structure.
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Because of the controversy, rystai and h,s associates( 1976) place the

wnd ‘'sentences’' in inverted commas in order to emphasize that the debate

is far from complete.Examples of utterances in this sta< ? are.

(i) Questions (Q ) Where ? meaning ‘'Where is my cap?'
(ii) Commands (V) Go. meaning 'Go away /

(in) Verbs (V) live meaning 'Give me the car.1

(iv) Nouns (N) Ball meaning ' My ball’'.

T. s section also includes minor sentences, thatis sentences which do not

have a syntactic structure .This includes social greetings and responses

(e.g. Hello ) , vocatives ( e.g. John . the manwith the hat ...) =
stereotypes suchas play formulae (e.g. peep-bo ), etc.
1 - li'-Tii?t w=nt.encc

Ti is stage is distinguished by the following features.

(a) All syntactic patterns of this stage consist of two elements oi

sentence structure.

(55 During this stage it is possible to identify an hierarchy in the

levels of sentence structure.

e. (i) 'Shoes there'.This sentence has a Subject-Adverb ( \

pattern of clause structure.

(ii)'Big shoes'.The phrase structure (Adj N ) has the function

of a complement .
Cc

ti o,

The child has acquired some notion of grammatical rules by the

he reaches the middle of this stage(Crystal,Fletcher and Garman 1976).

(d) Tne notion of two elements is not confined to the physical length

of a sentence only , but is also tied to the notion of cognitive

linguistic complexity. For example ,'Me come shop' (Stage I[Ill, three

syllables) is shorter than ‘Mummv cooking' (Stage 11,
but the Stage 111

four syllables),
sentence has words which function as a subject,

and object , while the Stage |l utterance

verb

only hasa subject and a verb.

The sentences of this stage consist of two-elementstatements, Questions

and commands
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hi uhrast structure consists of two elements as weii

Munmmy baa
N N

itiagc iii lh element Sentences

nm iletneni er.uences are formed through two distinct processes which

% lov.'f

»ces: clause and phrase structures arc blended.

M.cCje ’ . Alay bal! red bal |
|
Adj N

'.:ne above structures are combined to form

olay red ball]

Ul(l- olly element cf clause structure can now be represented

Dhra !structure as “he sentence element s expanded at phrase level,

he oroiM" 'Appendix ! ) the above structure is recorded as X ¢ 0: NP
‘v fll, be any element of sentence structure ( i.e. 0,V,S,C,A)
he objec the main phrase consisting of two elements.Other

cure at olr1>se level are

Nt B M Jog fast

5 C
Adj N

tin-* very naughty

Cc

Adj N

[ Man 1 -.gming
Vv

10
mV on v'V -"fMi

#



the following new structures appear during
(i i Three elements of clause structure,
e.g. Daddy kick ball
S Vv 0
(ii)Three element structure atphrase level
e.g. Vimal’sbig car In thr-
N Adj N PrD

N

(iii) At word level new structuresbegin to appear and conit nut

to do so up to the end of Stage IV.The order

Brown (1973) is used and is as follows:

I. -ing.e.g. he oe running ( -ing on the chart

I. plural.e.g. we saw the girls (pi 1

3. past tense, e.g. the car crashed (-ed

4 pa participlee.g. it's broken (-en '

5. 3rd person singulat. e.g. he wants his dinner .

6. possessive.e.g. that teddy's penc? i (gen..

7. contracted negative, e.g. he isn't coming i

8. contracted form of the copula, e.g. he's happy (cop
9. contracted form of the auxiliary, e.g. hes coming (
10. superlative forms, e.g.that's the biggest.one -est

. comparative forms.e.g it's bjjjSLI (-er

12. adverbial suffix, e.g. go quickly (-1

y >

(Crystal .Fletcher and Carman. '9/b, 1,71

3,5 Stage IV - Sentences of four Elements or More

As with Stage

either

byblending two patterns of the previous stage

patterns of clause and phrase structure which have fo

.11 the extra element of sentence structure

or developing

ur or morfl

independent elements. The new features occur as follows:

la)

In the blending process ., one element of the :n

sentence is expanded.

e.g. ’'He lost game' is blended with 'the game'

He lost the game

ree element

to become

is obtamec

identified b\

au>

|v.



In the example on the previous page the object was expanded

.This can
be represented in the form xy + 0

: NP at phrase level.In the same way

the following patterns are possible:

XY +A: AP You are walking on the road.
XY +v: VP He wA”ll be coming tomorrow.
XY +s. NP The tired old man drove the car.
Y »i 1 sr lohn U ’>¢ Ar-
John kicked the red ball.
(b) The following new structures appear during this stage.
(i) At clause level sentences which have four elements appear,
e.g. My son walked five mller today.

v A A

He gave mv gen tc the boy”
s \% Od Oi

Phrases with four or more elements begin to appear (e.g.
a red car 1, as well

m

as the double auxiliary (e.g. She has_been_

crying), the negative verb (e.g.He does not agree.)The negative

uscd with an element of

phrase structure other than a verb! Neg

e.g. not my ball ).Phrases such as 'and the man' and 'small and

ugly' also occur.

By the end of this stage the child is able to use all «yP.s of sentence

structures discussed in section 2.5 (P29) to section 2.5.4 (P 32 )

3.6 Stage V - Recursion
A feature of this stage

B: ::.

is the use of clause sequence- to produce the

more complex.

(a, The first process to appear is heralded by the use of coordinating

conjunctions ‘'and' and so



(b) This is followed by the use of subordinating conjunctions.

e.g. He can come because he has been a good boy.

her clauses which appear are the following:

(cl (i) Noun clauses which are functions of a complement, object

or a subject.
(ii) Comparative clauses begin to be used.

e.g. He is as fast as John.

(Hi) Witt,in noun phrases relative clauses and non-fintte type

clauses begin to appear,

e.g. This night , which is the shortest of the year,will

be long remembered .

(d) During this stage sequences of prepositional phrases are observed.

f Hm with the red coat *>n_-----

Post modal clause

(e) Tag questions (e.g. This is right , isn't UJ ) and ‘'ho»' and
e

'what' exclamations appear.

i j stage VI - System Completion

tt this stage the ch,ld is dotng so much right that it ,s mo.re economical

describe what he cannot do.According to Crystal

and his > eagu
[1976) research in this area

is fragmented and incomplete and the gu,de-

ne. set must be considered at the most tentative.ForWven.tnce

error,
have been listed under three headings according totheir effe, on
Noun Phrase , Verb Phrase or Clause Structure.
¢he errors may be summarized as follows
0 Noun Phrase: Errors in pronouns
(ii) u rors in determiners
(iii) Errors in irregular nouns
(iv) Errors in adjective seguence patterns.
(») verb Phrase 0) Errors in the use of auxiliary verbs

(ii) Errors in the use of tense forms
(iii) Errors in the use °f irregular verb

inflections



(c) Clause Structure (i) Mistakes in concord
(ii) Mistakes in adverb position

(iii) Word order errors

The positive features are recorded as follows:
(d) Noun Phrase (i) Initiators
(ii) Coordination patterns within the noun phrase
( recorded if not Stage IV )
e.g. John , the old man was healthy.

Coordination

(e) Verb Phrase - Complex Verbs
e.g. He will want to go to town.
(f) Clause Structure - Passive Voice,

e.g. She was bitten by the dog.

lg, clause Structure - Complementation - These are mere complex
patterns of post verb construction.
e.g. This is ready to eat.

. Syntactic. Corprohctinn and Style

By the age of 41 years the spontaneous speech of children is noted for
its fluency and grammatical accuracy of surface structure, yet 'a large
range of grammatical processes remain to be implemented' (Crystal,

Fletcher and Carman , 1976 , P81 ). These processes are little researched

and operate in the following areas:
(a) D si c irse Structure

While five year olds have an enormous amount of information on sentenie

structure and function . they are still in the process of acquiring
information on how sentences can be linked to produce a structural
discourse.The processes to be mastered between five and puberty are

the following

(i) Sentence connecting devices, e.g. however , frankly , actually.

Adverbial such as these , which connect sentences , do not appear



until the age of seven years. Patterns of cross reference and ellipses

also occur at this stage, e.g. the other also took one.

(ii)Word order patterns used to emphasize specific
This

information.

includes clause sequences commencing with 'it' and 'there' and tne

complex embedding listed in GCE , Chapter Fourteen. While the LARSP

Profile allows for the 'it' and 'there’' structures separately, all

other clauses in this section are listed under emphatic order.

(iii) During this stage children begin to

learn how to use intonation
to control

the relationship between the various elements of a sentence
e.g. John gave the book to Jim and he gave one tc him also (i.e Jim

gave one to John ai1s0).Acquisition of this process is stiV going on
at nine years but knowledge of the gereral developmental oattern is

not yet clear.

iv) Thu stage concludes the learning of irregular verbs . nouns,etc.

although some seven and eight year olds may still

ror ,o00k".

sometimes say 'tooken

The rules governing the two types of comparisons ( prettier

Vs more interesting ) take some time to master properly.

(,) Errors in the sequencing of tenses and relations between main clauses

and subordinate clauses begin to be sorted out during thu stage.
(b) Syntactic Zomprehensic

Crystal .Fletcher and Carman (1976) maintain that one cannot assume that

a child who produces a particular syntactic pattern understands what he

w,s said.!ho kind ol syntactic awareness that needs to be developed

., lustrated by -hr following sentence, both of which have the same

surface structure of SVC :
(a) John is eager to please.

(b) John is easy to please.
In (a)'John' is the subject and

is doing the pleasing . ,n (b) Johrt ,s
the object and

is being pleased. Sentences like (b) being the exception,

,ause comprehension problems and have to be mastered during this stage,

and it takes children some time to sort out all

confusions. Complex



conjunctions such as ‘'since’', 'although', and ‘'unless' continue to be

confused with 'and' even at the age of nine years.

During this stage the child becomes aware of the

need to analyse
sentences in depth to get their full

semantic meaning and his ability
to detect ambiguity increases.

(c) Style

Entry into school brings the child for the first time into contact with

5Deech norms and he becomes aware of notions of correctness in reading/

Fletcher and Carman (19761
emphasize that syntactic development comes to an end with the onset o.
puberty.While the stages of

writing and speaking/listening.Crystal,

language development have been summa -ized

by tnem on the LARSP Profile, they emphasize that most research on

linguage development has been done with children of families from

thi upper socio-economic levels, so that the chronological norms nigh

indicate that a spread of another

guile acceptable within the notion of

be too high.They :ix months might be

'nomal age range’.
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CHAPTER FOUR
METHOD OF INVEST | GAT ION
A i S ;Diect -Selection

4.1.1 The Pupils

The school assigned pupils to the two classes alternately according to

the order in which parents applied for their children's admission to

school.For example, the first boy went to Class A,the second boy went

to Class B. The same procedure was adopted for the girls.For the purposes
of this investigation a sample of five boys each was selected at random

from each class.

TABLE 2 : AftFS OF PUPILS USED IN THE STUDY
Sample from Clas A Anc in Feb 82

Years Months

Pupi1l: A 1 6 0
A 2 6 10
A3 6 5
A 4 5 11
A5 6

Average Age 6 4

e from Class B Age in Feb 82

Years Months

Pupi1: B 1 6 1
B 2 6 2
B 3 6 6
B 4 5 9
B 5 6 1
Average Age 6 1
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(a) in this report the sample from each of the two classes will be

referred to as Cl< s A and Class Brespectively.

(b) All the pupils in the sample had come to the school for the first
time in 1982.

(c) It was decided to confine the study to boys for the following

reasons

(i) The major part of syntactic development is competed

by the age of * years.

(ii) Between the ages of 5years and 6 years 11 months language

is reported to mature “ater in boys than in girls (Lee 1974.P264-8)

and the LARSP Profile would be more sensitive to the language of the

later maturing boys.

(iii) As the school from which the pupils came is situated in one

of the poorer areas of Lenasia, the majority of subjects could be
considered as coming from lower socio-economic
Rensburg, 1981, P194).Because of tnis

Fletcher and Garman(1976, P84) the

backgrounds! Van

, according to Crystal

language development of this

group can be expected to occur about six months later than the

normal age ranges reflected on the LARSP Chart.

(iv) A further allowance could be made as the subjects ate
culturally different from English peaking subjects living in

England.

Therefore by making allowances for the fact that boys are
culturally different

late maturers,
, and come from a low socio-economic background
it wts ¢ timated that the

language of the subjects would be wit in the

jpppr limits of the syntactic features reflected or, the LARSP Profile

at Stage VI and VII.



(d) The sample was not matched for intelligence as |.Q. scores were

not available.

4.1.2 The kers

The two Junior Primary teachers were selected because , to the writer

3

their approaches to the teaching of oral language appeared to be different.
This conclusion had been reached after the writer had visited the teachers
several times over a period of two years in order to evaluate their
lessons.It was felt that f differences were large enough it would affect

the language development of -he pupils in different ways.

Both teachers had the Junior Primary Teachers' Diploma, were considered
equally effective by the principal , and the subject adviser had given
them the same teaching assessment.In terms of tea.hing experience they

were not matched. Teacher A had taught for two years , while Teacher B

had taught for seven yea s.
4.2 The Aims < tht S
The study had a three-fold purpose:

(a) To malyse the oral language lessons of the two class one teachers
selected for this study and to describe their lesson structures and

teaming styles.

(b) To describe the syntactic language development of the
two samples of Indian boys after they have been taught for approximately

a year by the two teachers selected for the project.This would be done

as follows:

(i) By describing the levels of syntactic development of these

boys on admission to school for the first time.

(i1) By describing the levels of syntactic deve ipment of these

boys at the end of their first year at school.



(iii) By comparing the syntactic uevelopment of the two samples
at the beginning of the year and again at tie end of the year

to isolate the influence of different teaching styles.

Class A (Feb) Class B (Feb)
A %
Clast A (Dec) Class B (Dec)

IGURE 2 : DIAGRAM SHOWING HOW THE SAMPLES WILL BE COMPARED

(c) To determine the extent to which the LARSP Profile Chart of
Crystal.Fletcher and Carman (1976) can be used to gauge the growth in

syntactic development of Indian boys in their first year at school.
4.3 Research Design

Factors considered when planning the study:

(a) The teachers

The teachers were considered equally effective by the principal.

(b) The pupils

The pupils were comparable because they had the same socio-economic
background , lived in the same geographic area , and therefore were
expectea to have the same socio-cultural experiences before they came

to school.

Linguistic development is dependent on maturation and the stimulation
provided by ones cultural environment . As the pupils came from a

homogeneous geographic area it was expected that their levels of



linguistic development would be similar and the pre-test would

confirm this.

At school . as the pupils interacted with one another informally in

the classroom , or outside , it was expected that their influence on
one another would be similar as they came from the same cultural

environment.

(c) The Lessons

The discussion lessons.These were analysed in detail on the
basis of transcripts made from audio-taped lessons. Interviews were used
to confirm that the lesson structures identified by means of the analysis

were representative of the teaching styles of the two teachers.

(i,) The lain language Ilesson. The importance of this lesson

to the'o.tcome of tne study was only realized after all the other data
nad been collected.As it was no longer possible to observe actual lessons
at that time . > description of the lessons was obtained by interviewing
three cliss one teachers to identify a basic approach.These findings were
thendiscussed with Teacher A and Teacher B to obtain adescription of

their approach and teaching style for chis section.

In terms of this study the independent variable/s is/are embodied in
the teaching styles of the two teachers.The dependent variable is the

i/ntactic development of the pupils.
4.4 The Equipment Used

(a) A cassette taperecorder

(b) A series of pictures arranged in sequence, illustrating the
the story of 'The ihree Pigs"’.

(c) The pictures in the following story books:

KINCAID L.. (1979) Rapunzel , Brimax Bocks , Cambridge , England.

<INCAID I..: (1980) rumpeistiltskin,Brimax Books .Cambridge, England.



Select two class one teachers who seem to have developed
different approaches to the teaching of oral |anguage

Define the Leaching styles of the two teachers by analysing
2 recording of their oral language lessons

interview teachers to confirm that the variables isolated are
representative of their general approach to the teaching of
oral language.

interview teachers to obtain a description of the Main
i.anguage lesson.

Interview teachers to confirm that their approach has
in- hanged during the course of the year

TEACHER A TEACHER B
- J Determining that +Class B
. groups are Pre-Test

comparable.
Dependent variable

IhDEPENDI NT VAM JLJ

| ACHER A18 teaching | leacher Ub.
i - Style | Teaching Style
iClass A f Comparison of \Y Class B
[Post lest’ dependent variable Post Test

Explanation of Differences )

, if.VRt i DIAGRAM OF RESEARCH I»



Recording Procedure and Language Samp

(*) Each child's language *as recorded i dividualt

the writer who was the only other person present.

(b) The writer and the child sat at a table at , ight; ang %

to each other.

(c) The tape recorder was placed in front of the '

and its function was explained to each child.
(d) The language sample was elicited in the following manne,

(i) In February and December pupils were asked to tali
about their experiences in the classroom,on the
playground and at home.Although questions were no*
predetermined,an effort was made to ask as many
open-ended questions as possible e.g. What did you

after school? This made up the first part of the

anguage sample.

m ) February the second part of the language sample
consisted of pupils relating the story of 'The Three

Pigs' wh'le looking at a series of pictures arranged

4n sequence.

In December the second part of the language sample
was obtai .-d by asking the pupils to relate the story

'‘Bumnils..Itskin1 or 'Rapunzel’as they looked at the

pictures in the books.

(e) The sam,.es of oral language which had been recorded on
the audio-tape were tten transcribed verbatim and the
transcriptions checked for accuracy by the sec id person.

(f) Six-minute samples of the subject's oral language were then analysed

in terms of the LARSP Profile chart.The analysis was checked

for accuracy by a speech therapist,and where differences



occurred, these were discussed and re-analysed.

Composite LARSP Profiles were prepared for each class group

by adding frequencies of syntactic features for each class

sample.There were,therefore, two profiles for each class

group,one as at February and one as at December.

The LARSP Profile Chart served as a basis for the qualitative

analysis and interpretation of the data as the sample of five

subjects per group was too small to be analysed statistically

However,wherever possible,frequencies were reduced to

percentages to facilitate comparison and identify trends.
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CHAPTER FIVE
ANALYSIS OF LhSSON DATA
5.1 Introduction

The two teachers were teaching Class One when the lessons were recorded

on audio-tape, transcribed and analysed.By trying to isolate verbal

interaction patterns based on actual recordings of lessons, it was

hoped to get a more accurate description of the lesson structure

than was possible by means of surveys and questionnaires. A large

portion of communication is however non-verbal, and this aspect was

lost in the process of recording the lessons and transcribing them.

After the lesson structures had been analysed, the various features

were discussed with the respective teachers to confirm that
characteristics

isolated were representative of their teaching styles.

The audio-taped lesson of Teacher A lasted 15 minutes, while Teacher

B's lesson lasted 17 minutes.In order to facilitate a more accurate

comparison, lesson B was reduced proportionately by multiplying the

frequency of features by .

A special feature of speech lessons is the fact that verbal interaction
takes place with the entire class and it is difficult, to obtain a
completely audible recording of the entire lesson.Therefore portions

of the lesson were lost because they were inaudible.

The act of recording the lessons appeared to make the pupils and
teachers somewhat uneasy and they must havu made more errors than they

normally do.

When one considers the vast range of possible approaches to oral

language lessons, and the variety of ways in which different aspects
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but

that the subsequent interview «Uh the teachers m,9ht

highlight aspects which were not captured in this analysi

g 2 Features identified in tjgjiscussion.Us ms

»as analysed in terms of pupil

and teacher utterances.

- 2.1 PupiJ _ut ranees

These . ... categorized under the following headings:

(a) Single word utterances

(b) Utterances of phrase length

(c) Utterances of sentence
d)

length
Utterances consisting of two or more Spences
(») utterances which involved the repetition of

grammatical patterns at the request of the teacher.

ESSSS.

different across lessons.
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TABLE 3 : PUPIL UTTERANCES IN RESPONSE TO TEACHER
STIMULI

Frequency of Utterances With Percentage
occurrence relative to total utterances

Single word utterances Class A Class B CI?Asdsjuthe-d
Single word Utterances 32 (29%) 45 41 (30%)
Utterances of phrase

length 9 (8% ) 26 23 (17%)
Utterances of sentence

length 30 (27%) 6. 58 (42%)
Utterances longer than

one sentence 10 (9 ) 15 13 (9%)
Sub-Total 81 (r - . 3 135 (98%)

Utterances which were
repeated at the

request of the teacher

(i) words 1 (1%) 2 2 (1%)
(1i) Phrases 6 (5%) 1 1 (1%)
(Hi) Sentences 22 (20%) 0 0(0)
Sub-Total 29 (26 ) 3 3(2)

Total 110 156 138
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TABLE 4 . GRAMMATICAI ERRORS MADE BY PUPILS D'IRING
THE RECORDED LESSONS

FREQUENCY
TYPES Or ERRORS FREQUENCY
Class A Class B

10.
11.
12,

1]

14,
15.

16.

Use of 1gonnal1 for 1going to'

Omission of third person singular verb
ending (3's)

Incorrect positioning of ‘even e.g.
Sometimes even it bites.

Incorrect use of prepositions

Use of 'was' for 'were’'.

Use of 'did' to form the past tense
e.g.'He did come' for 'He came.’

Use of present tense when past tense
is required.

Redundancy -Verbs and prepositions
Omission of article or pronoun

Dialect : Use of Afrikaans terms
Omis'ion of auxiliary verbs

Use of 'a' for 'an’

Incorrect plural formation e.g. ge®e.
Use of 'got' (as verb) for ‘has’
Incorrect form of auxiliary plus negative
e.g. It don't bite

Non categorized errors

Total number of errors

)

—

o o o © N

20

34



.1.1 Teacher Utterances

These were analysed as follows

(a) Questions
(i) Questions

(i)

requiring single word answers e.g. Yes / No
Questions requiring phrases or sentences as answers.The
phrases were elliptic and the pupils could have chosen to
answer in full sentences if they wished.

e.g. T***: Where oo giraffes live ?

in the veld, or

Giraffes live in the veld.

(iH)

Questions which could he answered with a single word or

a full sentence.The single word answers were also elliptic

in nature.
e.g. T : What else do giraffes eat ?
p : Leaves or

Giraffes eat leaves.

All open-ended questions were included in categories (ii) or (Hi)

Ov) This category was a record of questions which wer. repea

by teachers to probe for further information or to get

pupils to clarify earlier statements.The questions which

were repeated were not included in the first three

categories.According to Rosenshine and Furst (1971)

probing for further information correlated positively wit

greater student gains.

ah types of questions. Including probing question... fall
.,ry 4 ol the TriAC (flanders

teacher

under
,1-V0 )and are part oi the indirect
Influenceldentified by Rosenshine and furstlion

associated with positive student gams.

(1) 1T1 refers to 'teacher
(2) 1P1 refers to 1pupiil1



[bKilFeedback .This ei.tailed indicating that the answer fron, the

pupil had been accepted by the teacher. Acceptance was indicated

by using terms such as 'O.K.' , 'right', 'good' etc., or by repeating

the answer. While the first three examples would not be considered

category 1 in terms of Flanders's HAC if

it was not accompanied by
expansion

it was felt that acknowledging that an answer was correct,
no matter how brief. encouraged children to participate
Feedback through

in the lesson.

repeating an answer was part of category

MAC, although the fourth example was not pure category 3 because

the repetition to show acceptance was almost verbatim. This
before

item was

included with other foms of feedback.In the lessees feed-

back provided reinforcement through nurtunn, the affective components

y n,. ami served te maintain interest as it Vwwed acceptance

ateg
indirect influence which was associated with positive student gains.
(ii) r.p n xndnlahoratioh plus feedback. Here the pupil's answer

and me teacher added new Information where necessary
L]

-n,s was similar to Flanders's!1970) category 3 responselsee

ndicated acceptance of the pupil ideas and was associated with

positive pupil gains (Rosenshine and Furst, 1971). The fol

owing
exampl' Teacher B's le.-son : .
(c) Drill- pattern elicitations
» r It iv a Minny 'layi '‘Ay eytrynnn ..a
P's :It is a sunny day.
T : Again.
v fi < * "linnv dav.

Here the teacher asked the pupils to repeat selected sentences which

she said she wanted them to ‘remember’.
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(d) Turn -taking elicitations

In this instance the pupils were called by name to mate a contribution

to the lesson, e.g. "res Fatima' or 'Yea Anisa . Stand .

(e) Corret tion of errors

These occurred when the teacher interrupted a pupil to correct an

er. or.

e.g. P :My brother we was playing with tha'

T :Wewere
p =we were playing with that .. that. ..er.. thing,
rA. . ;  FREQUENCY OF TEALHER ITHKASJXS.
erequency of features and
Type of teacher utterance qu y Y

percentage occurrence

Teacher A ieacher o jeacner 8

adjusted
Questions requiring 0 22
0
(1) Single word answers 24 (18 ) 45 v
(ii) Sentences/Phrases as answers 24 (18 ) 3% o
(iii) .ords,sentences or phrases
0,
as answers 5 (4) 6 5 (3%)
Sub - Total 53 (40 ) 86 76 (42%)
18 16 (9%)
(iv) Probing questions 0 (0. ) )
(v)  Feedback 22 (17 ) 4 36 (20%)
50 (23%)
i (vi) Feedback plus expansion 18 (14 ) 56 o
| Sub - Total 40 (30 ) 115 102(56 )
3 (3%)
(vii) Drill pattern elicitation 29 (22.) 3 o
0 0 (0%)
(viii) Correction of errors 2 (2%) o oo
(ix) Turn-taking elicitation 8 (6%) 0 o
Sub- Total 39(30 ) 3 3 (270
Final Total 132 j 204 181



3.3 Description of the Main Language Lesson

the importance of this, lesson for the development of language only

emerged after the teachers had been interviewed to discuss the data

derived from the transcripts of the discussion lessons.Because of

this the writer was unable to describe the actual interactions from

direct observation as by that time the teachers were no

longer teaching
the same classes.The

information has therefore been obtained by inter-

viewing three Class One teachers to get the meral format and then

interviewing Teacher A and Teacher B to get a description of their
approach to the teaching of ‘Main Language’.

(a) During the first part of the Main Language
-augl.

lesson, children were

to read using a language-experience approach called 'Breakthroug

to Literacy'. The Lessons followed the following pattern:

i) Topics such as 'The Home' were discussed and as the occasion arose

aords such as 'mum’', ‘'dad’, 'television', 'home', etc. were introduce

(H> w ere necessary , words were explained and children were asked

to construct sentences with them. Getting children to construct fu

sentences ini' wily posed quite a problem, and children nad to

constantly reminded to do so.

e

By the end of the year most -hildren

w re able to do so with ease. In the process of constructing senten. as

the pupils made numerous grammatical errors and the teacher corrects

these whenever they occurred.

fill) The pupils then constructed sentences with the'word cards’

provided, read the sentences to t teacher, had them corrected if

necessary, and then recorded the sentences in their 'story books

(iv. errors in complex sentences were often corrected by showing

Wi. iron now these could be broken up into shorter simple sentences.
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(V) When teachers noti ed that sentence structures were becoming

stereotyped, they encouraged pupils to vary them, though they did not

use a check-1ist to ensure that a variety of sentence patterns were

used.

(b) The second part of the Main Language lesson was used to correct

some or all of the syntactic errors which occurred during the

discussion lesson.This took the form of oral remedial work. This

exercise implied that all sentences used by pupils had to be gramma-

tically correct , if not , the teacher was obliged to correct them.

When children used sentences which were grammatically correct, or

corrected incorrect structures, their behaviour was reinforced by

means of appropriate praise.

n nf features Jbservcd in the Di?cus_lon Ilesson

When one considers how speech acts

Coulthard (1975),are

, as defined by Sinclair and
linked together to form a unique discourse

reflecting features of individual members as well as the social

dynamics of the group, one realizes that it might be virtually

impossible to isolate all the features of such groups.At the same

time the process of analysis and categorization is responsible for

distorting a great deal of information, and oral language data are

no exception. In spite of such limitations, it is > essary to look

at oral language lessons in minute detail if one is ever to determine

how different teaching styles have lilar or different effects on

the performance of pupils.

The comparison of these two lessons is in a small way an effort to

isolate the features of two approaches to the teaching of oral

language which appear to be different.



single word utteraices. These were mainly Yes / No1 type

silnses and vocabulary items.

-.q.T-.What did you see at the zoo?

0 Lions

Can you keep lions at home?
No.

made

2 (29 ) such utterances while Class B made 41 (30 ).
i rcc *a therefore very

little difference between the two asses as

=gardi cms type of risponse.lt would seem that these questions were

d m ocus attention or. the lesson content and/or to get pupils to
ery,-i some of the information available during the course of the
esson i

could also be used to give some of the less articulate
chance to participate in the lesson, though this aspect was
»s essed during the course of the lesson or afterwards.

> terances of phrase length As stated earlier,

-sponses to teacher questions.In Class A 8
phrase length while

these were elliptic

of the pupil responses were

in Class B 17- of the responses were of phrase

ngth.By answering in phrases which were completely comprehensible
sson. retained their spontaneity, and time and energy was conserved,

oriskness of verbal interaction , which

is a consequence of the use
iiiptic utterances,helped to retain the attention and interest of
, pumiv. and ensured tnat maximum information was exchanged in the
,orte.i jossible time.As this occurred more frequently

in lesson B,
Id consider

it to be more effective

in terms of the amount of
mformation exchanged and

'n terms of focussing the pupil's attention
h( lesson.

........ V. n simlvm' )suqth,6r ulllp1"” e

I,I
ieast Llaust length.
,,ad 58 (43 ) such utterances

in comparison to Class A's
Pupil

utterances of sentence

length occurred almost twice
rlass B a'

in Class A,and this suggested that Class B

pportuni tv to use sentence generating syntactic structures



spontaneously than ‘las A

d) Utterances which were longer than sentence _

w, * . f .tw .

ble in this instance was misleading as Class A had a larger numbe,

,f words per utterance than Class B. Class A used 380 words altogethe

in this category in comparison to the 221 of Class B.This was the only

area in which the pupils of Class A contributed more to the lesson

than the pupils of Class B.This could have been due to the nature o
the lesson.,or ..ample In the *d-ly news'section of Teecher A 5

" "oh " .n T
and pupils gave lengthy reports

on topics of their choice. Teacher B did not have a

without prompting from the teacher,

‘daily news

S a S e e I

b |
se tences.The longest utterance in Lesson A was *
comoarison to Lesson B's 28 words.
, wh,., lass B -ad 13b. Teacher if. lessc seemec

A's lessons.This would allow a larger number of pupils rom .a.

to contribute to the lesson.

.4.2 Pattern sentences and the Correction of Grammatics 0.-

A feature which contributed to the difference in teaching style

was the repetition of pattern sentences in lesson A.These repeii.oi.



in a special book and these were corrected in the 'Main Language’

section in the form of remedial exercises.

Class A made 20 errors while Class B made 34.The difference in the
frequency of errors CJuld be due to the nature of the topics discussed.
Class A spoke on 'daily news' and other related matters and was quite
familiar with the vocabulary and sentence structures of this topic

as it occurred three to four times per week.Class B spoke on ‘'wild
animals' , a theme which would only be discussed for one or two
weeks.The puoils therefoie had to search for new vAr*bulary items

and syntactic str jctures with which to express i deas and were
therefore likely to make more grammatical errors, furthermore,as

Class B had more pupil utterances greater than sentence length, they

were likely to make more grammatical errors than Class A.

.4.3 Teacher Utterances

while analysing teacher utterances under the headings 'questions’,
‘elaboration’ and ‘'feedback’ it became apparent that Teacher A was
also using a set drill pattern to reinforce certain language structures
and a special category was created for this feature (See Table 5 ).
Altogetner 12 structures were repeated - the repetitions ranging in

sequence from two to four.There were also four single word repetitions.

In comparing the number of questions asked one again found the
difference was quite large. Teacher A asked 56 questions while .eacher
B asked 76 questions. In addition Teacher 9 repeated 18 questions to

probe for further information. For example

: What else do you know about the cheetah?

He eats meat.
: What else?

: He's wild.

- v 4 v -

: What else ?

If these 18 questions were added to the original 76 the difference
became even greater . The general impression was,therefore , that

Teacher B probed for further information and tried to exhaust the



knowledge of the pupils. In doing so she forced her pupils to search

for appropriate structures with which they could convey all
ideas and this forced

their
them to become more articulate, in the same way

that Hawkins (1973) found that working class girls hadbecome more

articulate because of the complex roles they had in their homes and

community.
S 5 Summary of Results

The analysis of lesson data may be summarized as follows:

(a) Teacher A used a large amount of pattern sentence repetition to

reinforce selected grammatical structures and consequently restricted

the natural flow of her lessons or at least interrupted ,t. while

eacner B allowed her pupils to express themselves freely as long as
they adhered to the conventions of turn-tahing.Because of these

repetitions,lesson A sometimes became monotonous and lost its vitality,

. Me lesson B seemed to hold the pupils' interest andthey often had

to be restrained from <calling out answers. Drill typesentence

repetitions were found to have no effc't on the

of preschool black children

, 1972).

language development

in a study by Ammon and Ammon (reported

by Cazden These repetitions must therefore have diluted the

effectiveness of "eacher A1s lessons.

(b) Teacher B often repeated questions to probe for further answers

and to extend the pupils' contributions, while in the transcribed

lesson Teacher A did not do so.This might have been due to the

limitations of the structure and content of Teacher A's lesson topic.

In the interview, Teacher A emphasized that she also repeated questions

to get further information from the pupils. However , the frequency

with which teachers used *probing' type of questions

in different types
of lessons was not

assessed.Teacher B said that she used 'probing '

type questions in all her lessons . while the recorded lesson of

Teacher A did not have this feature. Probing of this sort was
a sociated with positive student gains by Rosenshine and Furst (1971)

and this could contribute to the greater effectiveness of Teacher B's



lesson.

(c) Grammatical errors which occurred were corrected independently

as remedial work lesson by both teachers.

in the Main Language

v .-ibing (by means of questions ) does

h for more complex

in fact force

and appropriate syntactic forms
flw

to t . their ideas effectively this would be reflected in the

spontaneous speech of the pupils.

(e) Features such as ‘'feedback’' , 'quest,oninc,” . 'feedback P’ 1?

expansion' and ‘'probing' are aspects of Flanders's teacher

indirect influence which Rosenshine and Furst(1971) found were

that . theoretically, her lessons might have a more effective

Structure and be associated with greater pupil gains.



CHAPTER SIX

ANALYSIS O' PROFILES

In analyst ; data for this project , several issues such as the

following need to e kept in mind:

(a) The sample sizes were too small for statistical evaluation and

as such all conclusions are at best tentative.

(b) No age norms are available for the frequency of specific features

on the LARSP Profile.

(c) Because of the numerous variables reflected on the profile, it is
al.st impossible to say that two pupils . or two groups . are exactly
equal in terms of linguistic development after comparing each of the
specific features within the different developmental stages.the Stage

VIl features on tne profile have therefore been used to determine

whether or not the groups are equivalent.
6.1 The LARSP Profiles
the following LARSP Profiles were compiled (See pages 75 to 78)

(a) Class A- Composite Profile as at 15 February 1982
(b) Class A- Composite Profile as at 8 December 198c
(c) Class B- Composite Profile as at 15 February 1982
(d) Class B- Composite Profile as at 3 December 1982

6.2 The Mean Aoes of the Sample

lhe mean ages of the sample .rounded off to the nearest month.were

as follows ( See page 79 ):
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COMPOSITE LARSP PROFILE - CLASS A DECEMBER 1982
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COMPOSITE |.ARSP PROFILE - CLASS A , DECEMBER 1982
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Class A - February 1982 : 6 years 4 months
Class B - February 1982 : 6 years 1 month

he difference in average age cetween the two gro ips is three months.As

was expected that they would not be
n respect of chronological age.The actual

he samples were small it identical

range of the two samples in
bruary was as follows:

Class A : Byears 11 months to 6 years 10 months

Class B : 5 years 9 months to 6 years 6 months

According to Crystal. Fletcher and German (1976) the basic syntactic

= » % = = % %
and they recommend that for children from

lower socio-economic cultures
about six months should be added.If a further six months were added

DC a ise these .ere Indian children fro,, lower sociO-ecc— h mes the

the pupils were 5i years old.In the present study one notes that the

, 10,. When evaluating the

syntax Of children who theoretically should have mastered the

syntactic structures of English more than a year ago,

.sic
need not have a
major influence on the results of this study.

,t .n ten., of tw A tA '™

on tne LAR } Profile

nr,0-1inguist.c and cultur background . which stimulated language



,»lu rvflucwd wwelww't. "s< »1 though
.h,,»,,I dx-'volopmonl. up to iu * V.:, the dliff.red

terns of il,dividual Stage VI features. For example , at stage
lass A. the positive features were complex verbs and passives , while

lass B the positive features were complex verbs and an initiator,

were also differences in terms of frequencies of different features.

h = .ampler' after a period oi 10 months at schoo

iui MI

)n the LARSP Pro e

.hi .Mt »yu«r

D f

< "V HIf

. ra.vnlo, intal bCTtelit; AmlyiU rw. v.wv.IH 11*1* Cnmilete
V L]
L] ontetUUveTihfelllgible. nnitethnlalfc sitiitpnres. obi .med from
“i*n
, with .o .dult.ls tuff.tl.nt to provu.v a
h i



1S each profile has more than 200 complete sentences..nerefor' , one

say that the large number of statements, together with the few command:

and questions, are more than adequate for the purposes of tins study,

and these have been analysed in terns of clause elements, phrase elemen

word elements and connectives.
6.4.2 Description of the LARSP Profile Stages

This sect.on will be presented under the following headings.
xa) Description up to Scape IV
(b) Description of Stage V
(c) Description of Stage VI
(d) Description of Stage VII

6 4.2.1 Description Cuntartic Development UP ly 16.."

,, any.mem «»«e«exe» t*e -r m* "

............ . athough V ..still r««ov.r,bl. fr«an W MimlL. '

e.g. T :What work does your mummy do

P : Washes the dishes

w m m m
explained as follows.
. nr SC/» Clause (Stage 11). Although the freouencii ‘'« A"

n these have already been expanded "
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TABLE 6 : FREQUENCY OF CLAUSE ITEMS DISCUSSED IN 6.4.

Class A Class B

Feb 82 Dec 82 Feo 82 Dec 82

0 0 0 0
1. SC/O clauses ( Stage 11) 0 0
0 0
2. Neg. X clauses (Stage ID 0 0
0 0
3. Neg. XV Clauc s (Stage I11)
4 1 1 3
A. VC/OA Clauses (Stage 111 ) 0
2
5. VOd Oi Clauses (Stage 11l ) 7

The Neg X, e.g. Not car , and Neg XY, e.g. No ma, come.
These have already been expanded to the more advanced forms

of Stage IV using the phrase forms of Neg V and Neg X.

> The low frequency of clauses with VC/OA and VOdOi.
The low frequency is the result of many of these clauses having

been expanded to SVC/OA and SVOdOi patterns of Stage IV.

, (i) Clauses having two adverb elements ... two other elements

AAXY .Stage IV) have a low frequency.This suggests that the syntax

requiring the use of double adverbs is poorly established.
ABL' :DOUBLE ADVERB ELEME TSJN_CLAUSES

Feb 82 Dec 82 Feh 82 Dec 82

1. Frequency of double adverb elements

in clauses
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1
Class A Class B
i

Feb 82 Dec 82 Feb 82 Dec 82

84
Frequency of Adverb Elements in Clauses 102 57 "

18% ijicrease
Percentage change from Feb. to Dec. 144% decrease o

,H) The frequency of Adverb (A) elements used in clauses is shown

in Table S.While there is a 44 percent decrease in the use of Adverb

,i.m,nts in Class A. there is an 18 percent increase in Class B.

Phrase Structure

TA 9 phRASE STRUCTURES IITH LOW FREQUENCIEIj)RJ!HTCH_SHOW_THE

EI»'£C"S Qj TEACHING.

Clats Class B

Feb 82 Dec 82 Feb 82 Dec 82

1. NN Phrase (Stage I1) 3
2. Adj. Adj N (Stage III) 0
3. N Adj N (Stage 111) 0
4. N Pr NP (Stage IV ) 1
5.Neg V (Stage IV ) ”
6. Neg X (Stage IV ) 3
7. 2Aux (Stage IV ) 3

8. Pr D Adj N (Stage IV )



er defines a phrase as ' a small group of words expressing a

e notion' (ficxs.. .1979, P24).The four profiles show that phrases

well distributed with the exception of the following(See Table 9):

fa) The NN phrase was used rather infrequently and did not

occur in Class A during December.

(b) The use of the double adjective (Adj Adj N )did not occur in

enher of the February profiles and occurred
lecember profiles.

4 times .n the
This suggests that the use of double adjectives

or descriptions was poorly established.

It) The N Adj N pattern .( e.g. Johnny's big train ) did not

,ccur in the February profiles of either class group,and occurre

;jnce only in each of the December profiles.This could be due to

*he nature of the sample and because this type of phrase
used too frequently. In fact Crystal

,8 hot

(1982) omits this pattern ,n

his revised profile.This pattern , if it occurred,would then be

included under the heading 'Other’' (Stage ill).

(d)The Stage IV phrase level frequencies were well developed for

N Pr NP and Neg V (Table 9).The N Pr NPincreased in usage in

ClassA while it decreased in Class B.

(e) Th« Neg Vdecreased in usage in both class groups.

(f) The Meg Xoccurred seven times in the fourprofiles altogether

I this stage it is interesting to note that the double

auxiliary (2Au, ) occurred only three times

in one February samp e
and not at all

in the other three samples.The cognitive comp ex

captured by double auxiliaries such as 1 wyj_he coming nvo ve

m very subtle and complex time distinctions ( Lee , 1974 .PI7).
similar to those involving the use of the auxiliary 'have'.That

.niinrnn were not using this type of elaboration might be due to



HS
the nature of the sample , or , because the pupils' linguistic

environment did not stimulate these pupils into acquiring this

type of syntactic structure. Lee (1974, P144), gives this type

of sentence her highest score of complexity and expects

develop at Stage VI with passives.In a subsequent test with six boys

who had been at school for nine months it was establisheo that a

of them could use ‘'can be' and 'will be' in sentences -hen ashed

,0 do so. One boy could .Ho use 'should have' and eoutd

whtl, cbUdf-n

r z "

theh ao’ " ty
, and there might be a hierarchy ,n the

acquisition of the double auxiliary patterns.

*

to use all of them

(h) Although the frequency for P 0 Adj N (e.g.

in the blue car )
was low

. one noticed that the frequency decreased in class

Q Nt inrrpased hio} I’ .

JJo d Structure
la were well develdped were the present

ipHl em i..
LmU P'H ..V tense torn (-,d..

the contracted negative ,n t).

the contracted auxiliary.

(c) The genitive occurred in three of the four samples,

stand what was required.
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(e) The adverb ending in -ly occurred only once.lt does seem that th,s

developed and might be used
the child's culture.ln « '

type of word is not well infrequently ,n

eee™ -*» study with six boys ,t -«» fou"? tIWt
retell a word ending in -ly lone mu

sentences such as 'Mummy does not want you to run fast because s

noose the corred word from pairs such ,s

'slow and Slowly . h.s
0,0.,,.

.,. that the adverbs ending in -ly were nu. sufficiently developed

for them to be used spontaneously in oral language,

and the particular expressive styles of the subjects.

11. 1"

s s | Intin.l ¢j «tum 1M

4 4 Z . r z= 4 4 4 u 4 'z r zz 4 4

Coordinating Connectives and Subordinating Connectives.

(i) Coordinating Connectives

Table 10 shows that there was a decrease in the use of coordinating

mnnectives in both classes. At the same time one notices that



frequency with which they were used to coordinate clauses dropped from

<1 to 13 in Class A , a decrease in percentage usage from 69% toa9 , wi e

at the same time in Class B its

use to coordinate clausesincreased -rom
M1 to 45 Thrs was an

increase from 59% to 85%.These figures also

indicated
that while there was an increase

in the use of coordinating connectives

to maintain narrative flow in Class A, in Class B the-e was anincrease

in the use of these connectives to link clauses.

Tfimr in ; FREQUENCY OF COORDINANNI CONNECTIVEA.DJHEIR
DPI AT IVF PERCENTAGE USAGE.

Class P Class B

1Feb 82 Dec 82 Feb 82 Dec 82

1. Frequency of 'end' and other

59 16 69 S3
connectives
41 13 41 45
2. No. of times used to 'ink clauses
. 69 LU 69 86?
3. Percentage usa”“e to link clauses
4. No.. of.tlmes us.lld as a cevice to 16 27 28 a
maintain narrative flow
S. Percentage usage to maintain 63 4v. 15
narrative flow 1 31

(ii) Subordinating Connectives_

TA3LE n :FREQUENCY OF UBORDINATINACON"rrTiur

» —1
Class A Class B

Feb 82 Dec 82 Feb 82 Dec 82

5 10 12 22
1. Frequency of usage



Table 11 shows that the use of subordinating connectives was rather

limited for all the samples. While there was a decrease in frequency

in Class A , there was an increase in Class B.

TABLE 12 : rP”Qi,rNr.Y OF THE DIFFERENT TYJESJ _CLAU

Feb 82 Dec 82 Feb 82 Dec 82

. 228 210 209 197
ml. No.of main clauses (80%) (90%) (80%) (75%)
M 13 4 45

2.No. of coordinate clauses (14%) (6% ) (16%) (17%)

3. No. of subordinate clauses(including

12 22
elliptic subordinate clauses) 15 10

(5 ) (4%) (5%)  (6%)

233 262 264
Tolai No. of clauses 284

, Ihl,, ") in their study was M' for pupils in 1r«dr .. - H

as the first element in the second clau
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»n extremes high frequency..n the current study,

the figure is below
15 for all four profiles.It would ... ..(...

appear the O'Donnel s
.peech sample was significantly different from that of the present study
and comparisons might not he valid under such circumstances.

Tempiir (1957 , P144) found that there was a general

increase in the
use of subordinate clauses with an

increase in the age of the pupils.

Tnv resent study again presented conflicting picture.M .-ass 6

S, n * %
B if increased from 5% to St.The sample used ,n the present study was
too small

for these to be regarded as real differences.

(b) Other Fpatures at Stage V —

(i, Subordinate Clauses (V) did not occur in any of the four profiles.

g T
1% z'duz e I e

rr:,::r,:::>:=%™=

ni ' months.

hdno ot th. Mu, P M "I" had an e.ample of a

cl.use.Tni,
uunustr.j that the PUP,It had not y.1

1..rnt t» "rj.et 1" 'lles

into clauses.

was rather primitive in Its structure, for example

1. we got things like mountains? and_aTj_.

2: When he was small like me”?

(iv, The incidence of postmodal clauses (type 1) decreased in Class A

from 11 to 3 and increased In Class B from 3 to 7.

(v, Post modal clauses (type H> were poorly represented

in all four
rofile They occurred twice

in Cass A In February and once in flats
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» December.It seemed that this pattern was not in regular use when
these pupils came to school for the first time and the classroom

experience had not facilitated the development.

(vi) Post modal phrases were also being used infrequently as can be

seen from the table below.

TAB| 13 : FRMM" A~ ™CT

Class n Clas s B

Feb 82 Dec 82 Feb 82 Dec 82

1 1 A 2

Post modal phrase usage

j_ Stage A - PotltF e a ture?
stage are discussed under the following headings.

(a) Noun Phrases : Initiators and coordination

(b) Complex Verbs

(c) Clauses
(a) Noun Phrases

NOUN PMRASFS
Feb 82 Feb 82 Dec 62

2. Coordination



N

.Mtutoy M 'MI tw P«P'e' occurred sever vimrs tor Lecher

to two.The increase for Class A was larger than for Class B.

for Class A was smaller than for Class B.

(b) Verb Phrases

e.g. He didn' , see no way to go out.

Class A Class B

fa @2 Dec 82 Feh 82 Dec 82

1 7
Frequency of complex verbs 25 n

type



w * . . .ol W.S represented i, reasonabU numbers,

he more advanced fomts which involved higher ve , 6 "
R| the use of the auxiliary hove' had not yet developed adequately,

fact m the four language samples, the following was the only

havf beino used as a complex verb.

MJV. you yet lots of friends here ?

nven1l .

s s , ,y-14 . iv) most investigators agreed that the

u»‘l ary nave developed rather late uecause of the vary complex

rime distinctions which were required when it was useo.

...natio, u- ‘'able 16 revealed that the frequency of complex verbs

- rhey matured.

Hbtt 16 InFc Of romp, f* VERBS AND THE1B_lIF.I»J!IVE MCQUCMIEDb

Class B

Dec 82 Feb 82 Dec 82

176 ) 7(3%) 7(3%)  3(2%)

4(2%) 4(2%)
ill-h i

7 ‘<<irbv



(c) Clause Structures

Two advanced forms of clause structures are listen ' %

are passives and complementation.

% %

identified two types of passives , namely

He got burnt.1
TABLE 17 : FREQ ICY OF_PASSIVES

— . —_ r
Class A Clas s 6

Feb 82 Dec 82 Feb 82 Dec 82

No.oi Passives 0

,in Advanced forms of complementation were not present in the sample.

6,4.2.4 Stage VI . Negative Features

chart was revised by Crystal in 1982 (See Appendix 11). The ,98a Chart-
race VIl was used in this study as it was found that it could describe th

syntactic errors of six to seven year old hoys better than the 1976 char’



Crystal and his colleagues emphasized that the errors

a particular syntactic

indicated that

rule was in the process of being acquired, and as

the errors decreased in frequency, it indicated that a greater mastery

of the rule was being achieved. The Stage VI negative features will

he Hiissed urder the following headings.

(a) Connective errors
(b) Clause element errors -General
(c) Clause element errors - Omissions
(d) Clause element errors - Concord
(e) Noun phrase errors - Determiners
(f) Noun phrase errors - Prepositions
(9) Noun phrase errors -Pronouns
(h) Verb phrase errors - Auxiliaries
(i) Verb copula errors
(i) Word level errors

(a) Cannective errors

7A3LE 18 : CONNECTIVE ERRORS

Class A Clas$ B

Feb 82 Dec 82 Feb 82 Dec 82

Type of connective:

Q 0 1
1. And 0
2. Other coordinating connectives L 1
' . . 5 4 5 7
.ubordinate connectives
1 12 17
No. of subordinate connectives 15 0

Percentage subordinate connective 33% 40% 42% 1%
errors
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*He ran there
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error was an error of omission

, for

» opened the pot for the wolf to fall

example

3

in

The coordinating connective errors were related to the faulty use

of 'sc’'.

e.g. I'll

U this stage it was
connectives had

sample. Mastery
far from complete,

from 33. to 44

connective errors.

of subordinate connectives

make this gold for you.So then what will

by all

and the percentage error was quite high

in all

you give me.

interesting to note that the use of coordinating

been mastered quite well

the pupils in the
four profiles was

, ranging

. Table 19 shows the breakdown of subordinate

TABLE 19 :ANALYSIS OF SUBORDINATE CONNECTIVE ERRORS

1. 'Cause' is used for

2. 'Because'

mThat' is used for

4 1That' is redundant
."That'

'Where'

is omitted

is used for

5

6

7. 'When' is omitted
8 'What' is used for
9

'When' is redundant
10.'When'

is used for
11.' 1 ' is omitted
12 'How' is used for '
13,'Till" is used for
14.'Such' is omitted

15.1 such as'

16.'As’' is omitted

'because

is redundant

'because’

'when'

'which'

'where'

as'

‘until

is omitted

Class A Class

+— n
eb 82 Dec 82 Feb 82 Dec 82

B

3 0 0
0 0 0
0 0 1 0
0 1 0 0
0 1 0 0
1 0 0 0
0 1 0 1
0 0 0 L
0 0 1 0
0 0 0 1
1 0 0 0
0 1 0 0
0 0 0 1
0 0 0 2
0 0 0 1
0 0 1 0
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Table 19 reveals that there was no particular pattern of wborttn.te

connective errors, ano that the errors which occurred in the February

in keeping wUh Crystal.
, P78-79'. statement that the various

profiles did not recur in December.This was

Fletcher and Carman's (1976

types of errors decrea d and were eliminated as the chi’dren grew

older 1 is possible -

at the sample size was too small to identi y

error patterns.The pre t sample of pupils seemed to experience

problems with wh-conjur tiun;, aid with the use i and a

(b) riAute element errors - General—

A- stage VI the clause elerunt errors were those of element mionC *!

Itior *=1i),.n d concord.The profiles r« .l.d
that the most frequent errors were those of ocmission

and concord

these are discussed in greater detail in sections (c) and (d).

frynause element errors *Omissions_

Examples of this type of error were the following

house . (subject omi:ted)
must make your own

2. Cause they A too big ( verb omitted )

TABLE 20 FREQUENCY OF CLAUSE ELEMENTS OM;JTED
Class A Clas s B
Feb 82 Dec 82 Feb 82 Dec 82
17 9 1 17
No. of clause elements omitted

The above table revealed that in Class A the omission errors had

errors in Class B , these were analysed further.
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It was found that four pupils in Class B had a totalofonly S"
errors, while ohe pupil had made 11 omission errors .when in February
he had only one error.This pupil seemed to be having pioblems with the

use of ellipses. For example , when asked 'Do you play with friends,

he replied 1 *. play alone '.

Ellipses within a sentence, when sentences are conjoined, also gave

difficulty.The following are examples of this difficulty:

1 My small cousin threw » A and broke U.

They were giving out prizes and ,, the puppet showand all.
Tno vc.foanitrV. ui.usitn (example Il accounted for two omission
.......................... omission (..ample > occurr,.., .n tPnee
oe omitted and under what circumstances this could be done, when
. Ittn weie freouency Of errors ,n C

P xendme because one OUPil had made 10 omission

when in the February sample he had made one error only.

(d) riA v » _“wnt errors - Concor

(i) Third person sinnular -present indefinite tense

(ii) Other types of subject concord.

Table 2, reveals that the main types of concord errors related to the

Third person singular - present indefinite tense and tense sequence

concord.
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TABU 21 'KfciiLICNCV * TYPf) or  3NCOHD

Class A Class B

Feb 82 Dec 82 Feb 82 Dec 82

oncord Errors:

1. Subject -Verb Agreement

16

(i) Third person singular (3's) 35 21 29
3 2 2
(ii) Other 1 12 7
2. Tense Sequence Concord 10 8 1

0 3 1

3. Other types
(i) <,h,.r,-u,rb concord -

omts!,1on of third person singular verb;

endings (3's )

According to Table 22 this type of error was common to all

samples
and incorrect usage was more frequent than correct usage.
TABLE 22 : FRCO'ICNCY . rumn PERSON SINGULAR L
Class A Class 8

Feb 82 Dec 82 Fpb 82 Dec 82

1. Correct u,age of third-person

v ) 3(10 ) 7(19 ) 4(25%)
singular (3's) T(1 ) 3 )

2, Ir?correct usage of third-person 35(83%: 27(903) 29(81 )16(75 )
singular ( 's)

An example of a third person singular (3's) error is the following

Then ny father come, from work ( correct form - comes 1

in Class A the percentage error rate increased from bus to 90% while



in Class B it dropped slightly to 75: .In soUe of the changes,the

error rate was extremely high.Parshotam (1979 ,P29)

of M for a normal

had an error rate

group of three and a half year old Indian children.

The high error rate in the present study, bearing in mind that in

December the children were about seven years old
might be a stylistic

, suggests that this
language feature which was being reinforced

by the linguistic community in which the child was growing up, and

as such the child was not perceiving it as an error in usage which

needed to be corrected.However this does not explain why there were

some instances of correct usage. It is possible that these instances of

correct usage were features

of stereotyped sentences, that is , the

were learnt

sentences with their correct third person singular verb

as a unit and used whenever the need arose, but the chi i was not

consciously aware of the syntactic rule that the sentence embodied.

According to Rhemtula (1983), Roberts (1981) omission of the third

person singular verb ending (3's) was a feature of non-standard English

and Coloured English.

The present study differs from Rhemtula's (1983)

study i.i that it did
not find deletions in copulas (e.g. the man”.here. for ihe
man', here.'), or possessive morpheme omission e.g. JohnA car '

mJohn's car' ). Klatzko(1975) believes that th rd person singular tense

(3'S) errors decreased with age.Roberts (1981)did not find support for

this view.He concluded by stating that because touth African school

populations were homogeneous they reinforced non-standard Eng ish
patterns.The present study provides conflicting data on this aspect.
In Class A percentage errors increased slightly,

slightly in Class S.One

while they decreased

is however inclined to agree with Roberts that

homogeneous school populations were likely to re "force non-standard

English patterns so that the rate of decrease in third person singular

errors f31s) would be small.
s t*vf'to :ofuor™ Mr"1

Tense sequence errors refer to the lack of agreement between the tenses
of verbs in a series of sentences or conjoined sentences." lis type of

error can therefore only occur in utterances which are at least two
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sentences in length, or , i the utterance consisted of a single

sentence, it consisted of two or more clauses Young (1978 ) called

this tense shifting.

In Table 23 the distribution of errors in each sample was expressed as

a percentage in relation to the total number of coordinated and comp,ex

sentences reflected on the LARSP Profiles, and secondly ,as a percentage

in relation to the number of turns which were longer than one simple

sentence, that is , pupil utterances which consisted of more than

one sentence , or one or more multiple sentences.

TABLE 23 : FREQUENCY 0f_ ENSE SEQUENCE ERRO'S

Class A Class B

Feb 82 Dec 82 Feb 82 Dec 82

10 8 12 7

1. No. of tense sequence errors

2. No. of complex and coordinated 45 16 27 39
sentences

3 Percentage errors in relation to 22 50 44 181
complex/coordinated sentences

4 No. F turns which consist of two or
more sentences, v" one or more 68 4 47 57
multiple sentences

r. Percentage errors in relation 154 20% 26% 12
to 4 above

Is can be seen from Table 23, both comparisons revealed that .he

,ercent.ge of tense sequence errors increased jr Class A, while it
Lr tin - that the linguistic ..perienc, of

u,, |» urum.Y mlight have been different, and hnnc, the different

outcomes in percentage terms.

(e) Noun phrase errors - Determiners

According to Sarun (1975. 821) the child who uses determiners correctly
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1as demonstrated that he can recognize the difference between proper,
nass and common nouns as each takes only certain determine-s.For example,

proper nouns occur without articles, while common nouns take articles

'Mass nouns are quantified by 'same' and 'more’, and count nouns

require articles, or 'other' .or 'another' (Narun ,1975 ,P2l).

Menyuk (19/1 . P137) states that determiner errors occur in the

ZmyTZubsuZte% d u% ZLnZlyIll% 3 ." 55, says that

children learn to control the specific , non-specific distinctions

of articles between 32 and 41 months.

TABLE 24 :FREQUENCY OF DETERMINER USAGE

Class A Class B

Feb 82 Oec A2 Feb 82 Dec i

218 147 179 92
1. No. of determiners used 1
. 1 17 16
2. No. of determiner errors o
| 2% 12% 9% 1%
3. Percentage errors
E H H E E E r H B r H

two groups as regards determiners.

,,b,e 75 gives a further breakdown of determiner errors.It indicates

that in Class A determiner omissions increased from 8 to

i pPi, had learn to use 'the ' correctly in al, stances ex, =pt one.

The use of redundant determiners was confined to Class | 01

,,,bSt ution errors were confined to using 'this' for that

ethese',and ''lai' for 'these'.No trends could be established for

] ] riass R determiner substitutions had
fmfami er sS.U5ti tutions. il



decreased to zero whereas in Class ft they had increased to five.

Class A Clas; B

Feb 82 Dec 82 Feb 82 Dec 82

1
L)etenninei omissions: the 8 7 9
our 0 1 0 0
a 0 2 2 0
8 10 v 1
. 1 1 0 0
Redundant determiners: a
the 1 0 0 0
those 0 1 0 0
""""""""""" 2 2 0 0
Determiner substitut ons.
1 0 0 0
'‘a' for 1some’
o 1 0 0
'This' for'that’
0 3 4 0
'that' for 'those’
0 1 0 0
ethis' for 'those' 1 0
fehsE f,,r thPSe1 0 0
1, 5 5 0
P

Noun phra £ errors J)refpfi 's,,

»V C11W 'h«t “« “twired first . followed I 'on and A

, , r.un.t t V. <1,741 »wrd the order to he
I finally ‘'under’.

In" . then on

Lee (1974.P 8) believes that preposition

,.m,ntic relationship of the 'object to the verb



TABLE 26 : APFnuFNTY OF PREPOSITION USAjjWjDJRRORS

Class Class B

Feb 82 Dec 82 Feb 82 Dec 82

H4 B
1. No. of prepositions used
5(74) 2(31)
2. Preposition omissions 45 4050
3. Ordinary preposition substitutions 10(12 8(9il () (
4. Stylistic preposition substitutions 6(6 ) 5(8:) 1) 4
5. Total o ..of preposition 15(18  13(15%) 5(7.) 811+ )
substitution errors
- 22(26  18(21%) 10(13%) 10(13-)
Total preposition errors

» tiIm A.MH « rw-".d

.position omission errors decreased

n «°...« -

in class A from d
d in Class B from 7- to 3%

r,n.r, orenosu.on soOStitotion error, de«rei.s,dm CMS, A
w S m m t
; itV AO o. th"...repo,-...... 'by "™ v.t contr.t of ts
R | tWW **

bv the house' and 'by morning school'.



silm. mi <l vi >U'louM

i hai. Pronouns semantically perfomnejor roles such as

,jt and patient .and s, .tactically control relations such as subject,

.jeci- anc "ier, and in doing so form a closed grammatical class.

,un Ayt

; refers to the following two ruleswhich are

iporian1 ¢ tH< development of a pronominal system:

.earning that r.he subject form of the pronoun differsfrom

nat found in other sentence positions, e.g. |- me,he - him

;he- her . we - us .they - them.

, iossessive pronouns must be learntas =subset Of ckse marked

arcnouns e.g. ry - mine . your - yours , her- hers . our - ours,

heir theirs

urthe. development is the

, b. an extension of possessive pronouns.According to Quirk anu
-menbau 11973

learning of reflexive pronoun- which appear

»103) reflexive pronouns replace co-referential noun

,hrasei hImain within the same finite verb clause eg.John hurt

imsel-. he, ellexive pronouns are itself . ne.self , ourse ,es
,hurse'” > I* 'bemselves
..Iti , unoun nave been divided into pronoun omissions

pronoun sub | tutions.Pronoun omission errors refer to situations

, 1= s hetl without, doubt that only a pronoun can

th entonrf.

nen wa Ainky.?’sav "Gimme som? sticks.(l'l want

- e i house.

ne omission a, a, would not be counted as a pronoun omission as

Uinky and 'he fu * At (b) only 'V fits .snereMre it would be

iint'--" i* i ronoun omission error.

I'lii,., u, th incorrect use of pronouns e.g. He



-ABLE 27

hREQUENC;jj)r £RONOUN

No. of pronouns used

2. No. of pronoun omissions

3. Percentage pronoun omissions

No of proioun substitutions

Class

A Class B

Feb 82 Dec 82 Feb 82 Dec 82

5. Percentage pronoun substitutions

Total

no. of pronoun errors

Percentage pronoun errors

.re made up as follows.

(1)

lif)

Reflexive

There were four

i $

pronouns.In two

i i.iac rpnuired.

instances

285

1%

1,4

instances of person confusion

267 235
2 8
0,/X 3,4
4
i,5% 2,1
_J
Id 6 13
2,2% 5,61
'they '
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(Mi) There were eight instance-, of gender confusion.These
errors occurred when children related the stories of

and 'Rumpelstiltskin

'Rapunzel’
.This might be because the pupils had r.ot?

fully assimilated the fact that 'Rumpelstiltskin'was a 'wizard

and a 'man’', while in the story called 'Rapunzel’ many pupils

did not know that the 'witch' and 'Rapunzel’ were females and

thelprince' was a 'male

(iv) There was one instance of subject-object pronoun confusion.
For example . '!" was used when 'me' was required.
s , ' pronoun errors in this sample was , to°

vy s y trends in 'aulty usage. A larger sample might shed

,ore light on the pattern of pronoun eirors.
n) Noun phrase errors - Auxiliaries

Zlekser (1979.P26) states that the elaboration of the verb

,§ one of
llcoUd asp.f» M tnelW « °
tzi lit v-p..rm,...ed on the mMmn-, f ea " '» <«

i | MttH « emu it capable o

very subtle and complex time distinctions will the semantic », ue

f the auxiliary 'have' become apparent' and until

this happened tH.
o

hild would be quite at home using simple past tense markers suth as

Il did' -id 'he went'. According to Narun the importance of e

auxiliary verb lies in 'its necessity as a structural component

Without which fully grammatical

il

sentences are not possible

(i) Modal auxiliary errors

..rr, ware hnwpver ouitc limited ( see page K6 ).
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This category included the verb 1to be1 (such as 'is

107

Other auxiliaries

, am and are )

and the auxiliary 'have'. Table 28 shows that in Class A errors

increased from 8 to 10 , while in Class B they increased from , k
to 4

(iii)

TABLE 28_AFREQUENCY 01 OTHER AUXILIARIES AND AUXILIARY OMISSIONS

Class A Clas;» B

Feb 82 Dec 82 Feb 82 Dec 82

a of other auxiliaries 72 4 42 50
2. No. of other auxiliary errors 6 4 1 2
3. Percentage errors 8% 10% 2% 4%
4.No. of auxiliaries used 87 64 75 55
5.No of auxiliary omissions 6 7 6 i4
6. Percentage errors 7% 1% 8 6]

Auxiliary omissions

According to able 28 the percentage auxiliary omission errors

increased from 7 to 1 in Class A, while

it decreased slightly from

8 to 7 in Class B.

(1)

Verb copula errors

The verb copula is defined as the 'verb to be' used as 'sole verb’'.

For example , in the sentence 'He is early’

and

, 'is' is the only verb
is not used as an auxiliary verb (Crystal .Fletcher and Carman,1976,

P 45 ).According to Flekser (1979 ,P 27) the contracted form occurred



in the early stages of language development, so that the appearance
of the uncontracted form was an indication of more advanced syntactic

performance. In the sentence 1 He's here1 the *s is a contracted

copula .

TABLE 29 : FREQUENCY OF COPULA USAGE

Class A Clas"5 B

Feb 82 Dec 82 Feb 82 Dec 82

12
1. No. of Copulas used 12 4 16
4 1 1 1
2. o. of copula errors
3. Percentage errors per sample 33% 25 6% 8
1

The table reveals that in Class A copula errors decreased from 33

to .'5 , while |n Class B they increased from 6 to . he frequency

of errors was however too low for meaningful conclusions to be derived
from it.It was noted that in Class B there was only one copula error in
the February profile and one error in the December profile.In ordei to

establish trends a larger sample would have to be used.
(i) ..ord level errors

The profile classifies errors into Noun errors and Verb errors-Each of
the February profiles had five irregular verb errors while there were
no word errors in both December profiles.The decrease was in keeping
with Crystal, Fletcher and Garman's(1976) assertion that the errors
would decrease as the children differentiated specific rules

relevant to irregular verb forms.
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6.4.2.6 Stage Vil
This stage is divided into the following three sections :
(a) Discourse features
(b) Style

(c) Syntactic Comprehension

This stage is characterized by sentence connecting ability and style
each of which <s related to

advanced syntactic structures that highlight
the 'conscious awareness of features of language' (Crystal.Fletcher and

Carman ,1976 ,P85). Crystal and his associates admit that these features

have not been fully identified and might oe impossible to record.
(a) Discourse f Uures

The LARSP Profile lists six discourse features. 7he profiles revealed

the following:

CiaSs A ”* In the February profile five of the six features were

represented with a total frequency of 44.In the December profile only

two of the six discou e features were represented and the
dropped to 32.All

requency ad
items except Adverb-connectivity were poorly developed.

At the same time Adverb-connectivity consisted of 'then'only.

Class 3. In February five of the six discourse features were represented,

with a tota. frequency of 45.In December again five of the six features

were represented and the total frequency was 76.This increase was due

to Adverb connectivity ( primarily ‘then' ) being used 63 times.The

ecomment clause' , 'emphatic order’' ano ‘'there- clause' were poorly

developed.

As both February Profiles reflected five of the six discourse
features, this showed that both groups had reached Stage VII in

syntactic development.That Adverb-connectivity lacked variety, might

be due to the development of these features being incomplete, features



which occurred once or twice in the oral language of one or two

pupils were items such as 'emphatic order' and 'other connectivity

This suggested that many pupils were not using these features m

their expressive language.

The decrease in the variety of discourse features in Class A might

it suggested that the 10 months of classroom
experience had failed to reinforce all

be a cause for concern as

the syntactic features which the
child had brought to the classroom at the beginning ut the yerr.

In Class B the February and December profiles had five discourse

features each.There was only one instance of 'emphatic order' in the

December profile, and one ‘comment clause’' while the 'there clause’' was

absent.This again seems to suggest that even in Class B discourse

features were not properly reinforced and consolidated.

(b)  Style

Style refers to the way in which syntax is affected as new structures

apoear and the children develop likes and dislikes in their ways of

speaking (and listening ). that is they develop stylistic

idiosyncrasies of speaking (Crystal . Fletcher and Garman, 1976 ,P83)

Sometimes these idiosyncrasies become embedded in the sociulinguiStic

culture of a community and the children . through their speech,

reflect the culture from which they come.While this study did not

explore the sociolinguiStic nature of these stylistic -eatures

the features which seemed to oe stylistically based were noted.

The following appeared to be the most important stylistic features.

o

t, . aumTury I - f " JhiLJI" 7 *011

the emphatic fo n was not required.

e.g. The wolf did come . ( Correct form : The wolf came.)
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Class A Class B

Feb 82 Dec 82 Feb 82 Dec 82

1. No. of times 'did'was used to form

7 17
the past tense 5 S
2. No. of ti tt b
o. of times past tense verb was 81 69 87 119
used
3. Percentage usage of did1 to form
oast tense verb relative to no.
6% 7% 8 % 14

of past tense verbs

Table 30 shows that 'did" was being used more often to form the past
tense, the increase being greater in Class B than in tlass A.Roberts
1981 , P35) stated the the use oc 'did' as a past tense marker, and
the omission of the morpheme ad , wasa dir ‘ transferof the past
tenve form from Afrikaans where 'het'was usee beforethe verb to
form the past tense.A further analysis of the use of did' to form the
past tense revealed that in 15 instances the 'did' past tense form

was used spontaneously and independent of the stimulus question.An

example of this is the following.

T : *hat happened in the film?
P . The animals did help the friends.

In the other 19 instances,the 'did’ past tense marker was used after

'did" had been used in a stimulus question, for example .

T : What work did you do?
P : We did story sums.

T : And what did the girl do?
P : Did call the police.

In the above instances it seemed that the | pils had not differentiated
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the specific rule required when answering questions which contain the
auxiliary 'did1.They thus used a generalized rule, and used the auxiliary

as partof the verb, as they did in answers such as the following:

T : And who is kicking the ball?
p : The little boy is_kicking the ball.

IT )The use of the preposition 'by’

The over-use of the preposition 'by' in ins ances such as by the house

and 'by morning school' seemed to reflect the influence of the Afrikaans

idiom as in examples such as 'by die huis' and by die skool

The incidence of this feature was net , however, as large as the

previous one.

TABLE 31 : FREQUENCY - THE INCORRECT USE OF THE PREPOSITION 'BY'

Class A Clas s 3

Feb 82 Dec 82 Feb 82 Dec 62

1 No. of times 'by' was used
. 5 5 1 4
incorrectly

(iii) )ther features which might be stylistic in orun_n

TABLE OTHER STYLISTIC F#ATU t5 Class A Clas; B

Feb 62 Dec 82 Feh 82 Dec 82

1. The use of 'ca' for 'yes' 0 3 18 8
2. The use of 'gonna' for 'going’ 7 0 12 1
3. Huh (meaning ‘'what?’ 2 0 4 1
4. bimme (meaning 'give me?') 1 0 1 0
5. OK (meaning'l agree' , 'all right'

or 'fine' ) b 0 1 0
6. The primitive tag 'tie 3 0 1 2
7. Uhuhh | (meaning'no' ) 0 0 3 3
8. iuh? (meaning 'why' ) 0 1 0 0



(v) A final feature which might be stylistic in nature and culturally

based was the third person verb ending m the present indefinite tense.
Crystal .Fletcher and Garman ( 1976 ) state that children normally
acquire this feature at the age of two and a half years.In the present
st'.dy , at 7 years 1 month . Class A omitted this feature 90 of the
time and Class B 7(1 nf the time.This seemed to suggest that the form
without the '-s' ending had become firmly entrenched.It is
to note that

interesting
in Afrikaans the third person singular verb ending (3's)

does not occu":

e.g. English : He wa'ks to school.

Afrikaans : Hy loop skool toe
6.4.2.7 AddUio al Features
These features were not listed on the profile.

Direct Speech.There were a large number of examples of direct
speech in each of the language ‘mamples and these were listed as positive
features in Stage VI. There were also several errors related to the use
of this type of structure and often there was a mixture of direct and

reported speech as reflected in the following example.

P . He asked the man. 'Can he give me the grass. | wanna bund

me a house . ( 'he' is used when the conect word is 'you'.)

(b) Pronominal Appositions : According to Parshotam (1979, P35)
pronominal appositions refer to redundancies in the noun [hrase.

Examples of this fjrm are the followino-

1. The small baby . he come with sand from outside.
( 1hiT is redundant .)

2. Then the pigs , they saw a man with straw.
( 'they’ is redundant. )

Parshotam (1979 ) found pronominal appositions in the expressive

language of Down's Syndrone subjects but not in her sample of three



and a half year old children.In the present study pronominal

appositions were found to be a feature of normal six to seven year

old Indian children in their first year at school.Young (1978, P 30 )
also found pronominal appositions in the speech of normal children

who were almost eight years old.It would seem tnat these pupils were not

.Rt aware of the redundancy rule relevant to eliminating such i o s.

6.4.2.8 Quantitative Pat

This is the final section of the LARSP profile and is divided into

the following three sections

(a) Total number of sentences used
(b) Mean number of sentences per turn

(c) Mean sentence length.

TABLE 33 : SUMMARY OF QUALITATIVE DATA ON LARSP PROFILE

Class A Class B

Feb 82 Dec 82 Feb 82 Dec 62

1. No. of sentences used 350 236 308 303
1.2

2. Mean no. of sentences per turn 1,3 u 1,2

3. Mean sentence length 5,3 4,6 5,3 5,4

rfhite there are no norms ivailable mr notes that after being in Class A
for ID months , the pupils showed a decrease in the number of sentences
used, the mean number of sentences per turn, and toe mean sentence
length, while in Class B the total number of sentences used and the

mean number of sentences per turn remained more or less constant
.ie the mean sentence length increased slightly.,he mean number of

sentences per turn for both groups was,however, low compared to the
study by Young (1978, PZI) who had 12,3 sentences per turn, and

Flehser (1979 , Appendix IV ) who had 2,59. The mean sentence length

was also low compared to the figures of 8,6 obtained by Young ( 1978,P2l)



and 7,45 obtained by Flekser (1979 .Appendix IV ).The differences may,

however, be due to differences in the methods of obtaining the samples.

In the present study children were encouraged to talk about school and

home experiences and 1 relate stories they had heard by referring to

sets of pictures in sequence. Young (1978) and Ilekser(1979) used
single pictures as well as sets of pictures in sequence as stimulus
material. Young , in evaluating her stimulus material found that single

pictures elicited longer sentences , as well as a 'arger number of

sentences, than pictures presented in sequence.

The possibility that Indian subjects are less verbal
one and Rhemtula (1983

is also a real
, P29 ) in assessing the language of Indian
children between years and 7,6 years 'ound support or this when

she compared her sample with statistics prepared for white children,

lecause of differences in the method of obtaining the sample the

present study cannot be used to establish whether Indian subjects were

less verbal or not.
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.ndL *ere une simijarTLies and differences in the two sample

Tfter the pupils had been it school for 10 months?

., uJ|uve heatures - Stage 1 to VII

.eneraliy the use of adverbs (with word-ending -ly was low
.ihei ne oupils came to school and remained *w for both samples
u the end of the year.Th-s indicates that the linguistic culture from
vnich the chil iren came had not facilitated the acquisition of this
intactu feature, nor was the school able to stimulate the develop-
er- curing the first 10 months.This suggests 'hat the teaching styles
-hf eachers did not embody strategies which could have heiped develop

i* dverbs ending in -ly.

m MJ M v of sentences with double adverb elements (AA) at
ev, I0Ow n both samples in February, and remained low in
again indicated that although the children had the

rhhi feature,the school was not able to acilitate it’
IS ir tendency to restrict ti.e length of sentences in the

,0, ould have had an inhibitory effect on the development

i h - e.rhure

m trend-: m positive syntactic development identified for the
groups oi Indian boys in the previous chapter, are listed in
able i* md 4 summary appears in Table 35. These two tables reveal
-at fo. Class Bthere was an increase in usage in 13 of the 17 features
amined, while in Class A this only occurred in four of the features.
m 0f the features in Class A usage decreased as opposed to the three

, -h. again suggests that the classroom experience for the
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J4: TRI IDS OBSERVED FOR P jSniIVIAvAJ

Class A Trend Class B Trend

Feb sample compared :;eb samplle compared
ec sample
Type of syntactic feature Dec sample

Frequency increased
Pr D adj N-Phrase Structure Frequency decreased % . d
% usage increase
Adverb elements in clauses usage decreased
. of times 'and' was used to
join sentences in relation to . .
usage decreased usage increasec:
frequency of 'and1
.frequency of Subordinating u )
. Usage decreased sage Increasec
Connectives

i.Coordinating clauses relativ

usage decreased usage increased
6.Subordinate clauses relative .
. usage decreased usage increased
to no. of clauses in sample . .
frequency decreased reqi'tncy increased|
7 .Post modal clauses
8.Stage VII-Discourse Features .
. frequency decreased requency increases
tot-1 frequency of items .
decreased increased
g.Mean no. of sentences per turn d
decreased ncrease
10.Mean sentence length
MU ; frequency increased reque. cy increased
.Use of initiators ;
12.U ; dinati frequency increased frequency increased
.Use of coordination :
frequency increased frequency increased
13.Passives
frequency decreasec frequency decreased
14.No. f te : d
o of sente :es use usage decreased usage decreased
15.Use of complex verbs
. ks . fir'twency dAcmsed
16- % Pr Phrase Structure n suttni / dncrn i

17. Stage VII- Discourse

decreased vy rnnstanl
Features.No. of features used



TABLE 35 : SUMMARY OF TRENDS OBSERVED

Trend observed

1. No. of items 'n which

there was an

FOR POSn”*E “EATURES

Class A Class B

. . 4 (24 ) 13(76 )
increase in frequency
2. No. of items in which there was a
. 13 (76 ) 3(186)
decrease in frequency
3. No of items in which frequency or
; 0 (0% 1 (6%)
usage remained constant
, >, M< repet Itlon tasks. V) L 1
strategy ',d not give advantage to her pupils , tM
d.lute the effectiveness of
-, o <8 froem' g Uex ..« 'W W . ™

I,t,d g..n".r s/n.act. d,,.loW n.

.or ¢



1)

her lessons consisted of drill-type sentence repetition tasks.

(ill) r - .C dhark'. 'Feedback plus F.pansion' and <Questions’.

These strategies «ere related to the ‘'teacher insircctness- strategies

of the FIAC (Flanders. 1970). Both teachers used these su-ateg,e

on the positive features.

acquired some or all of these advanced syntactic features.



elliptic utterances had to L modified and made context independent

and formal so that they could be recorded in written form in unambiguous

terms( Crystal, 1981, P31). At this school
Language'

this was done in ‘ne 'Main
lesson when the children were trained to construct complete

sentences for use in the reading lesson. Where necessary ,the nupils

sentences were subjected to extensive alterations in order to make them

grammatically acceptable. In the process of training pup Is to do this,

there was the possibility that many pupils mighc have refrained from

using certain structures as they were uncertain about their correctness.

At the same time,the process of changing faulty complex sentences to

a series of simple sentences in order to eliminate syntactic errors,

also prevented children from getting the experience to use these forms

crrtct'*, Th. mult midldren mUted « v.leeble oped'turnt,

,wu,re tf» correct use of edv.need end complex syntect.c

the reading lesson children seemed to overuse stereotyped syntactic

constructions such as the following
that the<

possibly because they knew
would be accepted as being grammatically correct:

e.g. | love my mum .
I love ny dad.
I love ny dog.

I saw a man.

| saw 'Benson’.

The above discussion suggests that the structure of the reading lesson

had certain constraints which discouraged children from using their wide
range of linguistic skills and extending them into areas of greater

complexity as they were afraid of being constantly corrected. They there-

fore resorted to using structures which they knew would be accepted

even though they might be mundane and stereotyped.

7.12. Negative features

According to Crystal , Fletcher and German (1976) these errors decreased
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in frequency as the children grew older because they differentiated

the specific syntactic rules necessary to cater for exceptions and

special cases. The cumulative frequency of errors (table 36; revealed

that the errors decreased in Class A by 14% and by 16 in Class B.

in terms of specific negative features,
37) Class B showed a reduction of errors

When the errors were analysed

(Table in 7 of the 13 features

while Class A had a reduction in 5 features.This showed that Teacher

B was slightly more effective in reducing errors than Teacher A.

TABLE 36 niMIILATIVE FREQUENCY OF ERROPa (STAGE V1J

Class A Class B

Feb 82 Dec 82 Feb 82 Dec 82
Type of errors

6 5 6 7
1.Connective errors
1 17
2.Clause element omissions 1 3 ) i 9
0
3. Incorrect clause elemen* ition# 2 1 0
46 M 44 26
4 .Clause element concord
) T 17 16 1
5.Determiner errors 10
1
6.Preposition errors 22 18 0
7 10 6 13
7 .Pronoun errors
8.Modal auxiliary errors 9
4 |
9 .0Other auxiliary errors 6 4
6
I0.Auxiliary omission (0) 6 !
4 1 1 1
1.Copula errors
5 0 5 0
12.Word errors
113 97 81
Total no. of errors 132
Percentage i Percentage

dcirease 14 decrease m16

When these Figures are added to the growth of positive synut

features one firds that while Class A had favourable growth

,n 10
features, Class B had favourable growth

in 20 features.Teat,er Os
teaching style therefore seemed to be more effective than that o

Teacher A. At the same time there were areas in which both teaching



styles were

and expansion1 ,
develop their

7.

so that other

ineffective

lessons ,

used at a higher frequency.

TABLE 37

.Subordinating connective
errors

.Third person singular verb

(3's) errors
.Tense sequence errors
.Determiner errors

.Ordinary preposition
substitutions

.Stylistic preposition
substitutions

Total preposition errors

R.Other auxiliary errors

9
1
1
1
1

.Auxi 1iary omissiu-.s
0.Clause element omission
1.Copula errors

2.Verb errors

3.Preposition omissions

Am i
No. of features in which
errors increased
No. of features in which
errors decreased
No. of features in which
errors remained constant

'‘probing questions’

in Class B there were 8.As both teachers used 1feedback*

Class A Trend

Feb sample compared
to Dec sample

increased

5 increased
increased

6 increased

. decreased

remained constant
decreased
- increased
increased
frequency decreased
decreased
K decreased

% decreased

(la- A

6 (46%)

6 (46%)

1 (8%)

and 'questions'

.In Class A there were 19 such features while

, 'feedback

to

it would seem that the difference lay in
Teacher B not using the drill type sentence repetitions of Teacher A

lesson features which were more effective could be

TRENDS OBSERVED FOR NEGATIVE SYNTACTIC FEATURES

Class B Trend

Feb sample compared
to Dec sample

% decreased

decreased
decreased

decreased

remained constant

increased

increased

increased

% decreased

frequency increased
increased
decre sed

decreased

WMMABY m tunns Of NEGATIVE FEATURI >

Class B

5 (38%)

7 (54 )

1 (8.)



7.2 Suggestions and Recommendations

While the present study has highlighted some of the consequences of
oral language teaching styles has not exhausted the list of variables
that could affect the growth of specific linguistic features.At the
it must be remembered that the trends observed were not

evaluated statistically as the sample was too small.

same time

The following

suggestions are made bearing in mind the limitations of this study:

(a) That all teachers be trained to use the teaching strategies with

indirect influence identified by Flanders (1970) and which Rosenshine

and Furst(1971) found were associated with positive student gains.

(b) That by means of ongoing research these strategies be evaluated

tc determine which are the most successful combinations for different

types of lessons, for oifferent class groups and for pupils with

different ability levels. It should also be established which other

strategies could be used with the teaching strategies which have

indirect influence to make the teaching of oral language more effective.

The present study seems to suggest that lesson structures containing

equestions’, 'probing questions’, ‘'feedback’, ‘'feedback plus expansion

and the 'correction of syntactic errors' are more effective than

lesson structures consisting of all tne above-mentioned features

together with sentence repetition exercises.

(c) That the use of drill-type sentence repetitions be discouraged

as they do not appear to be effective in stimulating the growth of

syntactic features.

(d) That the use of criticism as a strategy to improve pupil performance

be discouraged. Criticism can be overt or implied. Overt criticism occurs

when a child is told explicitly that his work or manner of expression

is unacceptable. Implied criticism is embodied in the teachers’

efforts to help pupils to construct grammatically correct sentences
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or to remedy common syntactic errors. If such corrective strategies

are not used sparingly they could become counter-productive because
the fear of making a mistake and having to be corrected might

discourage many pupils ft om attempting to use as yet unt'ied

forms of syntactic structures.This could have adverse effects on the

pupils as syntactic development can only be stimulated if the pupils

attempt to use the various syntactic structures to describe their

actual experience. Initially , when a syntactic structure is used

for the first time,there will be many errors especially amongst

the linguistically less proficient,and pupils need to be made to feel

secure enough to continue using the structure until they have worked

out the rules related to when it is correct to use it and when

it is incorrect. This can only occur if they are not subjected

to a continuous series of requests to speak properly or to construct

their sentences properly. The stereotyped sentences which were a

feature of the pupils' written work suggested that they were adhering

to well-tried syntactically correct sentence forms and were avo ’ng

variations or different syntactic forms as these might be inco rect.

If thi‘ s true the syntactii development of these pupils coild have

,een stifled o-- arrested. This might possibly explain why Stage VII

discourse features were not strengthened by the school experience,

or why advanced forms of complementation and sentence embedding did

not deve op iurther.

Avoiding grammatical errors by reducing complex sentences to a series

of simple sentences also has adverse implications for syntactic

development.Besides implying that the original sentence was not

acceptable

bad

ic also tacitly suggests that using complex sentences is
practice and should be avoided. This strategy therefore deprives
the child of the experience in using more complex linguistic structures
The result

but

is that not only are these structures poorly developed ,

their use can actually decrease as happened with Class A

At the same time if language experience does actually

stimulate cognitive development (Vygotsky 1962 , Bruner 1980,1983 )
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then these pupils were being deprived of a valuable opportunity to
acquire the more complex cognitive structures which were embodied
such advanced syntactic forms.

in
The writer therefore feels that tne use

of complex syntactic structures should not be discouraged nor should

children be trained to simplify them when these structures are used

incorrectly. Instead pupils should be encouraged to use such forms.

In addition ways should be devised to stimulaue pupils into acquiring

and using structures which are not part of their syntactic repertoi ?

without resorting to drill-type repetition.

there also appears to be a need to reduce the frequency of exercises

designed to correct syntactic errors as there is the danger that this

practice might make the weaker pupils feel linguistically incompetent

and the present study suggests that these exercises might not always

be effective in reducing the incidence of errors.For example,the third

person singular verb error (3's) was actually strengthened in Class A,

while its incidence decreased only slightly in Class d although both

teachers indicated that they had tried to correct this error throughout

the year. From the point of view of stimulating ccv-unication it might

be more fruitful to try Garden's (1972) 'modelling' technique where

children were offered a model of mature speech which they could emulate

without imitation. If teachers were also perceived as high status

persons with whom pupils would like to identify (Giles, Bourhis, Taylor,

and Taylor, 1977), they would try to speak like the teacher and the

correct forms could be acquired without the use of sentence repetitions

or corrective 'remedial' exercises which should only be used as a last

resort when all other strategies have failed.

(d) The practice of insisting that pupils reply to all questions

in complete sentences during the discussion and Main Language lessons

needs to be re-assessed.Conversations are characterized by elliptic

utterances which are concise and economical , and help to stimulate

and maintain an interest in the discussions.Full sentences are a

feature of the context-independent nature of written language and this

is what makes written language different from conversation.While it

is
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appri iriate when training children for written exercises to emphasize

that they give all answers in full sentences, this should be restricted

to specific instances where there is a written follow-up. In conversations

and discussions elliptic answers to question should be accepted as

being correct because they are correct

i-<tant can the LAKSP Profile b, used to describe the..

............ of normal 1«)U.. toy, their first y».r

at school ?

The LARSP Profile was found most appropriate for analysing the oral

syntactic language of Indian boys in their first year at school.Up

to Stage V all the sentence types, clauses, phrases, and word structures

east.To make the profile more relevant for the
assessment of the language of six and

were recorded with

seven year old normal children
the following sections need to be expanded:

7.3.1 Stage VI - Pos iv Features

11 Complex verbs. This section should be expanded to d.fferentiate

t e simplest type vwnicn consists of the ‘contracted negative .auxiliary,

mam verb' from the more advanced forms found in complementation

and in the use of the auxiliary 'have' as in 'l will have to buy

a new car.'The section on complex verbs can therefore have the
following two categories:

(i) Contracted negative + auxiliary + main verb

(11) other complex verbs.

(b) The writer agrees with Penn!1983) that the category

'‘direct speech’
be added under positive fe

ures as there were many instances of this

feature in all the profile,.
LU-r M - "f f'alure)

This stage was found to be inadequate and the data were re-analysed

in terms of Crystal's 11982) revised profile.Sections of this profile
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were also found to oe inadequate and these were expanded as follows:

(a) Clause errors - concord : This section needs to be expanded to
include the following sub-divisions.

(i) Swubject-verb concord e.g. The men are busy

(ii) Concord of tenses e.g.He w£nf to town.He wanted to buy a car.

(lii)Concord of other elements e.g. John was lite.So he ran.

(b) Phrase® errors
i) Determiner errors can be expanded by introducing a
category for redundant determiners.e.g. There was the Pinky
(ii) Pronoun error categories should be expanded to include
the following
,N ,MM e LI E10TI ic.j. H m jming today.
Pronoun errors-Other positions e.g The man built “ours house.
Reflexive pronoun errors e.g. He built him a house (correct
fom - himself )

Pronominal phrase errors e.g. The prince , he came m.

7.3.3 Stage VIl - Discourse Feature

In this section the section on ‘ Adverb connectivity ' needs to be
expanded as it does seem that 'then' is overused.This would be done
as follows

(i) Then

11) Other A- Connectivity. This would then include instances of

‘however' , 'flctu ly' , 'rankly', etc.
7.3.4 i inclusion
(a) This study reveals that the syntactic development of

Class A and Class B appeared to take different directions during the
10 months the children were at school, and although the findings

ould not be evaluated statistically, the results suggest that the



upi is 11 nguisi. jhpet .es in the classroom must effectively
lave been different.A mov ,* part of this influence may be ascribed to
"he teaching style of the class teacher who interacted with the pupils
n varying degrees for about four hours per day for approximately
>00 days.However the effect of the pupils mutually interacting

nth one another in the classroom cannot be gauged or ruled out.

o fne view chat specific aspects of the teacher: 1 teaching styles
i' e.ponsible for the differences in syntacti ievelopment must
itrepted w th caution. for in a longitudinal study of this nature
"culi o isolate and control all the variables which could
iucnc- the syntactic development of ttiese pupils. Language
eoduci of society and language development is

MM -ocial contexts

eii. o be a need for all teachers to become aware of
ssen *i features of oral language and to promote communication
veiy and creative 'wey without confusing them with the

oi i emer' wi 1t.tei 1anguage

tuo U = ghiighted che need to study teaching strategies in

-i ieul a' v are not always aware of all the hidden implications

»ha -ado n isk others to do in the classroom.This is especially
in. -ea'n oral anguage . because of its extreme complexity

i cause we no' nave instruments sensitive enough to measure
,per.f' anguage .There is an urgent need to define and desfMbe

h i .ig.lagqi caching strategies and to investigate their
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APPENDIX IH

GLOSSARY OF SYMB .S

LARSP Profile-1976

A adverbia 1 'N'

A pos adverbial position N Irreg
Adj adjectival

Adi seq adjectival sequence Neg
Aux auxiliary n't

'aqux  contracted auxiliary form 0

c coordinator °d
Cc complement
Comm command sentence type part
conn connectivity marker pi
cop copula postmod"V
‘cop contracted copula form clause
D determiner postmodA
Det determiner system phrase”?

(errors) Pr
-ed past tense Pron
-en past participle Q
-er comparative 'O’
-est superlative Quest
Excl exclamatory sentence S

type
gen genitive
| initiator
- ing present participle v
Int i ntensi fier 'V
let first person command Vimp
-ly adverb marker virreg
Mod modal verb (errors)
N noun Voc

WO

noun-1ike element
irregular noun inflections
(errors)

negative

contracted negative form
object

direct object

indirect object

particle

plural

postmodifying clause

postmodifying phrase

preposition

pronoun

question-word

Stage | question-word
question sentence type
subordinator

subject

main verb (at phrase
structure level)

verb

verb like element at Stage
imperative verb

irregular verb inflections
(errors)

vocative

word order errors
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GLOSSARY OF SYMBOLS (CONTINUED )

Cover symbols for elements of structure

Third person singular - present indefinite tense

ARSP Profile - 1982 : Stage
(Additional symbols )

0 Element omissionat clause phrase or word level

- Incorrect position of elementor phrase
%

AuxM Modal auxiliary

o

Aux Other auxiliary
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