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DISSERTATION ABSTRACT
SELECTED LINGUISTIC

SKILLS IN YOUNG DEAF CHILDREN
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E4.D. in Special Education

The University of British Columbia

July 1972

This investigation examined the performances of forty deaf children
on tasks involving singular and plural simple-active-declarative and
corresponding yes/no statements. The task items used be as Aux in both past
and non-past tenses. The forty subjects were grouped, according to age,
into four groups of ten representing six, seven, eight, and nine year olds.

A model, based on transformational-generative grammar theories, was
developed to enable qualitative analysis of the responses. Analysis of the
linguistic performance demonstrated that the young deaf children were rule
governed in responses tc the tasks. Many of the linguistic performances
examined~wefe found to parallel development of linguistic performances of
very young hearing children.

Analysis of the data demonstrated that 9 year old deaf children perform-
ed significantly better than 6 year old deaf children on the task items.
The task battery included comprehension and production task items. The
preduction-generation items were significantly more difficult than the

production-completion items. Young deaf children performed significantly
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better on singular statement items than they did on plural statement items.
The implications of the study were explored and a resulting delineation

of language teaching techniques was recommended for future research.
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CHAPTER I

INTRODUCTION

The problems of developing communication in the deaf have been
recognized and recorded as far back as the pre-Christian era when Aristotle
noted a relationship between congenital deafness and dumbness.

Aristotle ... placed strong emphasis on sound as the primary
vehicle for conveying thought and therefore as the chief medium
for education. Aristotle presumably believed, therefore, that
since the deaf could neither give utterance to speech nor
comprehend it from others, they were relatively incapable of
instruction (Davis and Silverman, 1970, p. 375).

Here then was an early record of the recognition of the problem of
communication. From that time to the present day, educators, philosophers,
physicians, engineers, parents, and laymen have struggled to cope with the
deaf child's problems of communication.

Dr. Richard Silverman very aptly pointed out that "man's struggle toward
enlightenment is slow, faltering, and, in many instances haphazard" (Ibid.,
P. 375). This has been borne out by developments in the education of deaf
children for it was not until the middle of the sixteenth century that the
deaf were considered educable. At this time Girolamo Cardano stated that the
deaf could be taught to comprehend written symbols or combinations of symbols
by associating them with the object or picture of the object they were intended
to represent (Ibid., p. 376). This is still one of the standard introduc-
tory techniques for language instruction.

It was not until the latter part of the eighteenth century that public
schooling for the deaf became a reality. In the 1770's Abbé de l‘ﬁpée

and Samuel Heinicke founded the first French and German public schools

(Ivid., p. 377). These men differed in their methodological approach



to education of the deaf. De l'ﬁpée was a proponent of a "manual
communication system while Heinicke was firmly convinced that an "oral"
communication system was best suited to educating deaf children. Over
a period of years a growing concern regarding methodology became evident.
Considerable research effort has been expended in examining the
performances of children educated through differing communication systems
(Quigley and Frisina, 1961; Birch and Stuckless, 1965; Montgomery, 1966;
Quigley, 1969). It has been demonstrated that the results of the differing
instructional methodologies, discussed above, were within one month of
each other on a grade-score rating (Birch and Stuckless, 1966). Comparison
of results of reading performance level studies (Annual Survey of Hearing
Impaired Children and Youth, 1969; Furth, 1966; Quigley, 1969) revealed
that, whether educated orally or through a simultaneous method of instruction
deaf children do rnot develop reading skills commensurate with their hearing
peers. It is probable, then, that concern over instructional methodology
may be less important than other considerations in educating deaf children.
A reading study (Furth, 1966) revealed that eighty-eight per cent
of the deaf sixteen year olds studied were functioning below a grade five
performance level. These results made it apparent that education of the
deaf, irrespective of methodology, has encountered difficulties in the
area of reading.
One must bear in mind that the test batteries used were designed
for hearing children and purported to measure reading skills. The tests
presupposed language competency. However, deaf children approach a reading
test with a very restricted competency in language, and therefore results
are not necessarily a reflection of reading skills per se; rather, they

reflect some combination of reading skills and language competencies.



Hence, Furth's report of deaf children's depressed performance on reading
test batteries was a reflection of both reading skill and language compe-
tence deficiencies.

It would seem that a great deal of time and energy has been expended
either supporting, decrying, or investigating fhe efficacy of a particular
instructional methodology. Further, deaf children appear to be deficient
in language competency yet little study has been directed toward examination
of this vériable. The present investigation, although restricted to some
aspects of the language, attempted to provide.some information related
to language competency in deaf children.

To imply that the input methodology was the only concern of educators
of the deaf would be inaccurate., While the manual-oral discussions contin-
ued, meny teachers of the deaf have realized the importance of language.
Consideration of comparisons between deaf and hearing children led teachers
and researchers to the conelusions that the deaf child had a resultant
deficiency in his "experiential background". Several research studies
have dealt with the topic of the vocabulary of the deaf child (Fitzgerald,
1949; Foy, 1966; Kennedy, 1959; Richardson, 1957). There also have been
several papers and programs prepared to assist the teacher with the guidance
of the language acquisition process. Such programs as the "Barry Five
Slate System", and "Wing Symbols", and the "Fitzgerald Key" were the resultis
of these studies. However, these systems have not served as a complete
model for the English language. Although simple statements were generally
handled adequately, many complex structures were nci readily described by
the médels.

The approach to developing language in the deaf child has been one

of presenting the material to the child and expecting him to "learn"
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correct usage through reference to a classification system. Eric Lenneberg
(1967) makes reference to this approach to language and the point he makes
is worthy of consideration:

In contrast to the hearing child, who is simply surrounded by
a sea of sentences, well-formed and poorly formed and who builds
up his sentence-making skills without knowing how, the deaf
child is usually immediately introduced to theoretical grammar.
In the course of the first year of language instruction, he is
told that he must speak in "sentences" and that a proper sentence
is made up of "nouns" and "verbs", that nouns must have
"articles", and so on. These theoretical terms are written on
the blackboard and also appear in some of the books that are
used in the lower grades. Thus we have a situation in which the
children are on the one hand quantitatively deprived of a
large body of examples, and on the other hand are immediately
given a meta-language, a language about the language which they
do not yet have. Their own spontaneity of putting out the
type of primitive sentences ... apparently the necessary devel-
opmental stage that must precede the complete unfolding of
grammar in hearing children, is restricted by teachers who do
not tolerate answers in "incomplete sentences". The child's
flow of communication is constantly stopped by the teacher's
instructions "to complete the sentence', which is accompanied
by a theoretical discussion of how to do this ("verb is missing",
"the article is not correct", ete.).

This mode of instruction raises an important question.
Is it possible to instruct somebody how language works by
giving him rules - particularly when he has little language as
yet? (pp. 322-3).

Hearing children do not learn English through such a meta-language.
They receive information about the structure of the language by listening
to others speaking English. Once they have some ideas, or rules, describing
language, they attempt to use them and they make mistakes. For the most
part, they are not immediately stopped; generally the rules are reinforced
or corrected by parental repetition and expansion of the child's sentence
(e.g. child says "Daddy home" and mother says "Yes, Daddy is home").
In other words, the hearing child has his parents’ productions as a model
of the language and he has their repefitions or expansions of his productions

to correct his ideas of the rules of English structure.
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Tre cdeaf child, on the other hand, dces not receive a sircilar language
input and hence dces rnot develop lirguistic ccrretency cormensurate with
his hearing peers. In fact, he often arrives at schcol, aged five, with
little, if any, vocabulary and an extremely limited understanding of English:
It would seen reascnable for the teachers to take cn the role of rarents
and provide zdegquate models for the child through vwhatever redium seems
most appropriate. This approach to language development is fairly cormmon
in schools for the deaf but it is not sufficiently develcped. All too
soon the meta-language and corrections mentioned by Lenneberg do appear
and the child is lost in his attempts to sort out the structures of English.

In order to improve the approach to language development it is
imperative that the language acquisition processes of deaf children be
rore clearly understood. The information gained from such study is certain
to assist the development of more comprehensive language programs for
deaf children.

Recently, language competency has been reconsidered in the light of
new models of language acquisition for hearing children (Katz and Postal,
1964; Chomsky, 1965). Development of new theories of language acquisition
has led to a reconsideration of the linguistic ccrmretency of deaf children
(Lowenbraun, 1969; Schmitt, 1969; Quigley, 1971).

Consideration of the works of these and other authors explains, to
a degree, why there has been difficulty in developing effective materials
and prograns adapted to the deaf child; for until the recent cdevelopment
of Generative theory and Transformaticnal grarmer mcdels (T-G grarmar
theory ), there has been no sound ccerprehensive thecry dealing with the
language acquisition prccess,

In corder to clarify some of the concepts of these theories and



their applicebility to the language of deaf children, a brief summary is
presented below.

_ The Writings of Noam Chomsky, Theorist, describe the basic thinking
of generative grammar theorists. W. C. Ritchie (1967) gives a brief
description of Chomsky's works:

In recent years ... Chomsky and his colleagues have ... concen-
trated on the construction of formal accounts of the linguistic
"knowledge" that a native speaker possesses. ... Chomsky is
attempting ... to account for the native speaker's ability to
interpret any one of an infinite number of "possible"
utterances in ... a language. ... Chomsky has proposed that
the study of those influences on behavior which come under
the heading of "knowledge'" possessed by the organism is
logically primary and therefore must be carried to a fairly
advanced stage before behavior can be studied fruitfully.
Chomsky's position seems to be that we cannot expect success
in the study of "how" an organism "uses" stored information
(or knowledge) in "behaving" until we have succeeded reason-
ably well in understanding "what" information it is that the
organism has stored. (i.e., what "knowledge" the organism
"possesses") ... From these considerations it follows that
knowledge formation or acquisition (the process of storing
information, e.g., about utterances) must take place before
'knowlidge "use" (use of information already stored) (pp.
45-47).

Chomsky stated that we should not be attempting to explain a child's
language through analysis of his productions before we examine his 'know-
ledge' of the language. This, one would logically expect, means that
the receptive level of the language is a more informative avenue of
study, at least initially. However, Chcomsky developed the theory beyond
this point. He noted that children cén often cope, both receptively and
expressively, with language that they had not previously encountered in
their environment. Of particular import was the fact that the child
produced utterances that he had never heard; that is, he generated sentences
that he had not préviously encountered. A summary of ChomsXy's thought

on this phenomenon follows:



A consideration of the character of the grammar that is acquired,
the degenerate gquality and narrowly limited extent of the
available data, the striking uniformity of the resulting grammar,
and, ,.the independence of intelligence, motivation, and emotional
state, over wide ranges of variation, leave little hope that much
of the structure of the language can be learned by an organism
initially uninformed as to its general character (Chomsky, 1965,
p. 98).

Chomsky postulated that children have an innate cépacity for language
acquisition in general and that they must learn the rules of their native
language. It is through a combination of the imnate capacity and the ac-
quired knowledge about utterances of the native language (resulting from
reception and judgements regarding grammaticality) that a child eventually
reaches a point where he produces utterances of the native language.

While this theory is derived from considerations of hearing children,
it is assumed, by the researcher, to be equally applicable to deaf children.
If one can assume that a hearing child is born with an innate capacity for
language acquisition, it does not seem unreasonable to assume the same of a
deaf child. Further, the hearing child combines the capacity for language
acquisition with a wealth of auditory input (that is, models of English)
to develop a theory about utterances of English and it appears logical to
assume that the deaf child combines his immate capacity for language aéquis-
ition with a severely limited and distorted input to develop what well may
be a theory grossly different from that of a hearing child-for whether the
information received be oral, manual, written, or any combination thereof,
it is not equal to the amount received by a hearing child, nor is the input
encountered in as many different situations as is normal for a hearing
child. If the assumptions are true it would then follow logically that the
deaf child's use of his theory about English would result in the difficulties

he experiences in trying to interpret our models. This problem is compounded



by hearing impairment as the child does not receive the full utterance
clearly and therefore cannot make the appropriate corrections to his theory.

There is a need for information describing deaf children's linguistic
competence. Studies attempting to describe children's linguistic competence
are limited to the study of linguistic performance; that is, competence
must be inferred from performance. It follows that statements about linguis-
tic competence reflect a theory about what a child knows of language.

In order to examine language performances, there must be a grammar -

a set of rules - for the language being studied. The rules are designed
primarily, to demonstrate the relationships within a language. Hence these
rules are primarily for the.teacher and researcher and not for the child.
That is, the child does not consciously learn the rules in order to learn
the language.

As previously mentioned, it was not until recent.times that a good
grammar for English was written. The T-G grammar theories presented by
researchers such as Chomsky (op. cit.), Katz and Postal (1964), and others
have contributed toward the construction of the most comprehensive models
of the rules governing the English language. The T-G grammar theory is
not yet a complete explanation of all possible utterances in English but it is
better than anything available in the past and is still developing.

On a very simplistic level, the basics of the transformation aspects
of the theory were explained by Roberts (1968):

Grammar is essentially about sentences...at the beginning we
must confine our attention to the sentence and in particular to
the very simple sentences that form the foundation of the more
complicated sentences we generally use.

These simple sentences we call "kernel" sentences. ...A
sentence that is not a kernel sentence is called a "transform".

Transforms are made by making changes on the structure of kernel
sentences, reworking them, or combining them (pp. 9,10,57.).



The interpretation of this complex theory is simplified and slightly
dated in its references to kernel sentences; however, one or two brief
examples may serve to clarify the role of transformational grammar in the
study of children's language.

Questions that can be answered yes or no are called 'yes/mo questions'.
The transformation that changes a simple-active-declarative (SAD) statement
into a yes/no question is called a 'yes/no question transformation', or,
more simple, T-yes/no (TQ). Given the SAD sentence, "She is his mother.",
the question form is "Is she his mother?". According to Roberts, the rules

of the transformation are as follows:

NP + tense-be + X o+ 2=3-1=
she + is + his mother + 2-3-1=3
tense-be + NP + X + 2-3-3
is + ghe + his mother + 2-3-3
The double arrows are markers indicating "transformation"™. The numerals

represent the changing pitch patterns of the voice, 'l' indicates a low
piteh while '3' is a relatively high pitch.

Given the statement "John waited.", the question form is, "Did John
.wait?". However, the rules governing this transformation are more complex.

The rules are:

NP + tense + verbal + 2-3-1=
John + past + wait + 2-3-1=

tense + NP + verbal + 2-3-3
past + John + wait + 2-3-3
Note that there is a floating tense. In English, whenever this happens

a special transformation (T-do) becomes obligatory the word 'do' must be
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added to 'carry' the tense. Hence:

past + John + wait + 2-3-3=3
do + past + John + wait + 2-3-3
As 'do + past' in English becomes 'did', the statement is "Did John wait?"
In the latter example, the rules of the grammar involved a combination

of transformations (T, and T-do) to explain the correct statement. These

Q
examples present only the briefest glimpse of the complex way in which
utterances of the English language are organized and related to each other
through transformational grammar.
Summary

While there has been considerable research dealing with the development
of communication skills in the deaf, most of the emphasis has been on
the efficacy of particular methodologies of instruction. As a result of
developments in the field of linguistics, recent research has been directed
toward assessment of the linguistic skills of deaf children.

(The traditional methods of language instruction in schools for the
deaf have involved the use of a meta-language and the teaching of rules
governing correct English language productions. In the light of T-G grammar
theories,‘it appeared that educators of the deaf child may have been present-
ing a2 set of governing rules that the child was unable to cope with.
This approach to language development did not account for the deaf child's
grammar - or set of rules - which may have been grossly deviant from the
grammar of a hearing person.

The use of the T-G grammar theories may provide a means of describing
the deaf child's competency with English through an organizational system

for examining the set of rules or grammar he is using. These descriptions



of competency are, necessarily, theoretical because the descriptions

are inferred from linguistic performance,

11.



CHAPTER II
PROBLEM

I. Statement of the Problem

There is some information on language performances of deaf children
but these early studies are generally directed toward normative (Stuckless
and Marks, 1966) or descriptive (Heider and Heider, 1940; Goda, 1964)
information. In these types of studies the researchers were hampered by
an inadequate theory of the grammar of the English language.

The T-G grammar theories provide a more complete and unifying model
from which to work. Since 1967 there have been a few T-G grammar studies
of deaf children's language skills. These studies have provided some much
needed information concerning linguistic competence as reflected through
performance in written and oral situations. There is, however, a continuing
need for more information describing linguistic competencies of young
deaf children. In particular there is a need for more detailed analysis
of the comprehension and production of a limited number of structures.

In order to imﬁrove the language teaching techniques there must be more
information delineating the operationzl rules of a deaf child's grammar.
One such study (Schmitt, 1969) deals with the generative rules of Kernel,
Negative, Passive, and Passive-Negative structures in 8-17 year old deaf
children. There are no studies dealing with the generative rules governing
SAD structures and yes/no transforms of younger deaf children aged 6-9
years. It is during these early years at school that deaf children develop
many language skills and patterns that they will continue to use throughout

their lives. In view of their limited language input and the seemingly
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deviant patterns of functiocning developed, this investigation attempted
to delineate some of the deveiopmental and operational patterns of 6-9
year old deaf children working with SAD structures and yes/no transforms.
A11 items were restricted to the use oflgg'as Aux in each structure.

It should be noted that the present study dealt with written responses
to a structured situation. The information samplgd did not represent all
of the English language competencies a deaf child possess. In fact, a
very restricted reflection of linguistic competency resulted from experi-
mental conditions. Subjects were taught response patterns for particular
structures and then asked to transfer their learning to other structures
given some data. The scope of the present study was restricted to examina-
tion of comprehension and production of singular and plural SAD structures

and yes/no transforms using be as Aux in the present and past tenses.

II. Related Research

There have been many studies of deaf children's language skills.
The investigations of deaf children's language skills have generally been
normative or descriptive; if analytic, they were bound by inadequate theories
of English grammar. Several recent studies have utilized T-G grammar
theories in examining the linguistic performances of deaf children. One
study (Stuckless eand Marks, 1966) attempted to develop normative data
while others endeavored to describe the developmental patterns of language
growth (Quigley, 1971; Marshall and Quigley, 1970; Taylor, 1969). These
studies gathered impcrtant data on developmeﬁtal processes. However,
studies such as those mentioned above must be complemented by analytic

studies. Description of the developmental patterns alone is insufficient;
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there is also & need for inforration detailing the process whereby the

child arrives at a particuler point. The eerliest stiudy atterpting to
describe the generztive rules used by a deaf child was dcne by Cocrer (1965).
Fe conducted a study of rmorphological habits in en attempt to discover

rules governing deaf children's greammar usage,'and he thereby established
that tests could be conducted with seven year olds through nonaural proce-
dures, and that receptive control preceded productive control for most
rorphological patterns. However, the study did not deal with syntax and
therefore no information was available as to the development of rules
governing structural aspects of the English languzage.

In 1967, another study (Moores, 1967) involving deaf children and
their linguistic abilities was reported. The study was designed to inves-
tigate the ability of "cloze" procedures to identify and isolate morpholo-
gical, syntactiec, and semantic differences between deaf and hearing groups.
This study demonsirated that the hearing children performed significantly
better than the deaf on items studied and stressed the fact that standard
reasurenent devices do. not tap the linguistic abilities of deaf children.
Once again, however, there was no attempt to describe the rules governing
the linguistic performancg of the deaf child.

Another cloze prccedure study (Marshall, 1970) examined the effect
of context on deaf children's performances. larshall found that relative
redundancy of linguistic cues substantially affected cloze performance.
Trhese findings were not in accord with postulaticns fer heerirng children
and served, as in the locres' study, to emphasize that deaf children's
perforcance is not predictable on the basis of kncwledge of hearing chilcéren's
performance. Narshall did not describe rules governing tre functioning

of the grarmar of the deaf child,
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In 1969 lowenbraun attempted to deal with the cuestion of how a deaf

child uses English. She examired the develorrment of syntactic rules in

(2"

the oral langusge of cdeaf children, Cf partieculer import to this thesis
was the first section of Lowenbrazun's investigation. Oral responses to
picture stimuli were recorded anéd analysed using & T-G grarcrar theory.
Quantitative and qualitative productions irproved with a2ge ard did not
closely parallel the sequence of skills taught in the language cvrogran
of the school,

In general, studies reported asbove have not dealt with specific
constructs of English but have dealt with more globzl concerns such as
how the cdeaf child uses Fnglish given some restricting conditions.
Schmitt (1969) examined the competence of deaf children in a much more
restrictive experiment. A T-G grammar theory guided the exploration of
the abilities of 8, 11, 14, and 17 year old deaf children to comprehend
and produce simple sentences varying on the dimensicns of transformation
(Kernel, Negative, Passive, Passive-Negative) and time (past, present
progressive, future). Qualitative analysis of results focused on patterns
of incorrect respoﬁses in an effort to detect incorrect underlying rules
vhich deaf children might have been using to prcocess sentences. Three
rules were discovered which could account for most of the errors rade,

Trese were designated:

(a) the NP,-NP, Rule, which permits reversel of Noun Phrase 1
ard Noin Phirase 2 in transitive verb, reversible sentences;

(b) the Passive-Active Rule, which specifies ihe ignoring of
rassive transforration rerkers and rermits the tvrocessing

2
of passive seniences as actives; and
(c) the No lNegative Rule, which specifies the ignoring of
rregative markers end vermits the processing of negative
sentences as positives.

Scrmitt stated that extersicns and elaboraticns of his techniques should
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have implications for languege diagnosis and for future study of the
language dynamics of deaf children. Extensions and elaborations of
Schmitt's techniques were employed in this study.

Schmitt also concluded that the discovery of incorrect underlying
rules of syntactic competence had implications for language remediation
and instruction.

Power (in progress) is studying deaf children's acquisition of the
Passive Voice in an attempt to gain more information about the Passive-
Active Rule described by Schmitt. Research techniques being employed
are similar to Schmitt's techniques. The study deals with 10 to 18 year

0ld deaf children.

IIT. Definition of Terms

The definitions used in this study are:

Pre-lingually deaf - a mean hearing loss greater than 65dB ISO in
the better ear for the frequencies of 500, 1000, and 2000 Hz. with onset
of deafness prior to two years of age.

ISOC - International Organization for Standardization reference zero
level for pure-tone audiometers.

linguistic competence - "the speaker-hearer's knowledge of his
language" (Chomsky, 1965).

linguistic performance - the speaker-hearer's "actual use of language
in concrete situations" (Chomsky, 1965).

knowledge of language - an innate capacity for language acquisition.

knowledge about utterances - a combination of the knowledge of
language and linguistic input from the surrounding environment creating

a primitive grammar,
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comprehension - a subject attends to a stimulus sentence and selects
a plcture which represents the sentence.
production - a subject attends to a picture and selects or writes

a sentence which represents the picture.

IV. Raticnale

Analyses of the results of this study were directed toward examining
the linguistic competencies of young deaf children. The model for this
examination is based on T-G grammar theory (Chomsky, 1965) which is assumed
to underlie linguistic competence.

Previous discussion indicated that competence cannot be directly
observed but that observation on tasks involving comprehension end produc-
tion of language seemed to be an effective method of inferring the
competence. The investigator designed four tasks (see Appendix A) for the
purposes of collecting information regarding deaf children's comprehension
and production of language.

The tasks used for these purposes in this study were designed to
minimize extraneous experimental variables through the following procedures:
(a) the tasks were paper and pencil, thereby eliminating oral-aural
communication variables, (b) the tasks were constructed on four different
levels. This enabled the experimenter to examine performances involving
different skills, thereby gaining information as to competence and rules
of operation on different structural tasks. It must be noted that the
divisions made in the study were arbitrary and these divisions were not
intended to reflect developmental stages; but, some structure was incorpor-

ated enabling data analysis., The results were not treated in a lock-step
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stage theory fashion; rather attempts were made to demcnstrate how parti-
cular deviant generative rules affected performance ithroughout the tasks

of the study, (c) the measurements were completed in four sittings

thereby avoiding historical variable contamination, (d) the tasks restricted
the investigation to singular-plural SAD structures and yes/no transforma-
tions over the two tense forms and using be as Aux.

The SAD and yes/no transform structures were selected for study as
they are two of the most basic grammatical competences (Menyuk, 1969;
Schmitt, 1969). Further, there was no developmental and analytic information
describing the young deaf child's competence with these structures.

The past and non-past tense variables were included to determine the
effect of tense upon the student's performances,

The tasks were further restricted to tense-be considerations as that
verb form has been commonly taught and used in schools for the deaf,
and be has a high frequency of occurrence in many differing English
structures. The tasks have been constructed to facilitate the measurement
of competence in young deaf children.

The decision to investigate both comprehension and production skills
was supported by the previously discussed theories presented by Chomsky
and others.

Of the four tasks discussed belo&, justification for the first three

tasks was supported by the research of Schmitt (1969).

V. Instrumentation

The demonstration items were designed to teach the child how to

respond to the tasks. The vocabulary and sentence structures used differed
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from those used in the task items. (Vocabulary differences may be found
in Appendix C). It mey be noted that the demonstration items (Appendix

B) were constructed in the present indefinite (to use traditional grammati-
cal terminology) while the task items (Appéndix A) were in the present
progressive. - Subjects were taught task response behaviors (Appendix D)

for each of the task levels. That is, a subject was taughit to read a
statement and select the corresponding representative picfure for task

one. JSimilarly, the subject was taught to select a sentence for task

two, complete a sentence for task three, and generate a sentence for

task four. The subject was taught to respond to tense markers below pictures
and in statements and to statement-question markers; however, he was not
taugﬁt singular-plural agreement differentiation of the verb as all demon-
stration items were singular. Details of the administration procedures

are included in Apperndix D.

The first task was designated "Comprehension". Comprehension was
defined, for purposes of this study, as: (1) Subject (S) attended to the
stimulus sentence. (2) S selected one of four pictures which corresponded
to the sentence. .It was assumed, if the correct response was made, that
the subject was able to extract the intended meaning of the structure
and associate this meaning with the appropriate picturé (in the case of
SAD structures) or extract the meaning and associate it with the picture
which would have resulted with the appropriate "yes" response (in the case
of yes/no transforms). Results of studies indicated that this was the
least difficult task (Ccoper, 1965; Schmitt, 1969).

The second task was the first of three production tasks. Production,
for purposes of this study, was defined in three ways, dependent upon the

task. In the "Production-Selection" task - production was: (1) S attended
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to a pictured situation plus tense marker (2) S selected one of four
sentences printed telow the picture. Only one of the four sentences was

the appropriate descriptor while the remaining three sentences served as
diagnostic distractors. It was assumed that the child extracted some meaning
from attending to the pictures and that this meaning was encoded. Further,
it was assumed that this encoded meaning was matched with the meaning of

one of the four sentences presented below the picture. It was difficult

to assume fixed order of associations in this task but it was logical

that the procedure followed the sequeﬁce outlined gbove as it appeared

to be the path of least resistance, that is - it appeared simplest, methodo-
logically.

The third task - "Production-Completion" - involved another definition
of production: (1) S attended to a picture, tense marker, incomplete
sentence frame and a punctuation marker (2) S completed the sentence
by selecting and arranging words provided in the task material.

This task then demended a higher level of proficiency than the previous
tasks (Schmitt, 1969). The subject must have encoded the pictured situation
and then completed the structure to match his previously encoded structure.

The fourth task - "Production-Construction" - was more complex than
the third and this necessitated another definition of production: (1) S
ettended to a picture, tense marker, and a blank line with a period or
question mark at the end of the line, (2) S constructed a sentence.

This last task appeared to be the most difficult as the subject was
given only a picture and a punctuation marker for direction. It was assumed
that the child, again, encoded the pictured situation and then constructed

an appropriate sentence using his own generative rules.
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.The latter task was expected to be the most difficult experimentally
as well as conceptually as past efforts hed failed to elicit acceptable
responses from subjects up to 14 years of age. It was expected that this
barrier would be overcome through the sequencing of the tasks and the
demonstration items (Appendices A and B).

The task items were not presented according to structural or tense
category but rather by task category, all other variables beiﬁg randomly
distributed across the tasks. That is, the sequence of task presentation
was: (item 1) Comprehension, (item 2) Production-Selection, (item 3)
Production-Completion, (item 4) Production-Construction, (item 5) Compre-
hension, ... , with the tense and transformation variables being randomly
distributed throughout all items. This approach was selected to assist
the elicitation of Production-Construction responses and to avoid practice
effect and/or incorrect pattern reproduction throughout one particular
task. The organization of the tasks required the presentation of sixty
four items., They were administered in four sittings in order to avoid
subject fatigue. A review of the demonstration items preceded each sitting

of the tasks.



CHAPTER III
METHOD

I. Sampling and Subjects

The data for the study were drawvn from students at the Jericho Hill
School for the Deaf in Vancouver. The data were collected from all of the
Jericho Hill School students satisfying selection criteria. The 10 subjects
per age level were selected according to the following criteria: within
six months of the age designation at the time of task administration;
prelingually deaf; hearing levels greater than 65 dB (ISO) in the better
ear (average loss at 500, 1000, and 2000 Hz.); no apparent major handicaps
othef than deafness e.g. mentally retarded or emotionally disturbed. This
was confirmed through medical records, teacher and supervisor corroboration.
As discussed in Statement of the Problem, age levels selected were 6.0,

7.0, 8.0, and 9.0 years.

II. Instruments

The four tasks were designed to reflect some of the subjects!
operational rules for the English language. The diagnostic distractors
for the first three tasks (Appendix A) represented linguistic errors
typically made by deaf students.

Prior to the task administrations, each subject was shown the wvocabu-
lary charts (Appendix C). Each subject also completed the demonstration
items (Appendix B) prior to administration of the tasks. Details of the

procedure for administration follows in Procedure.
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III. Scoring

For purposes of a quantitative analysis, all responses were scored
as correct (1) or incorrect (0). Partially correct answers were considered

in the content analysis of the data.
IV. Examiners

Eight trained teachers of the deaf collected the data. All examiners
were trained together in the same institution and were all able to
communicate with deaf children through several media. The examiners received
identical training in task, demonstration, and vocabulary administration.
Each examiner was observed correctly administering the tasks prior to the
experimental situation. ZFach examiner noted student responses on check
lists (Appendix E) and followed the specifically stated Standard Administra-
tion Procedures (Appendix D). Each examiner administered the task items
to five children from one age level. Examiners were randomly assigned
to age levels, but because of transportation and timetabling restrictions,

the students were not randomly assigned to examiners.
V. Research Questions

1) Was there a significant increase in performance associated
with increasing age? (6 yr. <7 yr. < 8 yr. < 9 yr.)

2) Was there a significant increase in task difficulty associated
with levels 1 -~ 42 (1 >2 > 3 > 4)

3) Was there a significant difference between task performances on

singular and plural Aux items?
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4) Was there a significant difference between task performances on
past and non-past items?

5) Was there a significant difference between task performances on
simple-active-declarative statements and yes/no transforms?

6) Were deaf children using particular operational language rules

which explained some of their deviant language productions?

VI. Design

Each subject was administered four sittings of the tasks. The
sittings involved replications of task, singular/plural, tense, transforma-
tion, and sentence items. The design of the study is shown in Figures
1 and 2.

Analysis of the results was effected through a five factor with repeated
measures analysis of variance design. The levels of the five factors
were: A (6 yrs.), A, (7 yrs.), A3 (8 yrs.), A.4 (9 yrs.); By (Task 1),

B, (Task 2), B, (Task 3), B, (Task 4); ¢ (Singular), C, (Plural);

Dy (non-past), D2'(past); and E; (saD), E, (TO)' Factors B, C, D, and E
were crossed with another, and each was repeated over the four levels of
A, The resulting .sources of variation, along with their respective error

terms and degrees of freedcm, are given in Table 1.

VII. Experimental Hypotheses

Hypothesis 1

The average nurber of correct responses will increase with age.
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Sources of Variation, Error Terms, and Degrees of Freedom for ANOVA

Sourcea Error Term af Source Error Term af
Mean R(A) 1 ACE CER(A) 3
A R(A4) 3 BCE BCER(A) 3
B BR(A) 3 ADE DER(A) 3
C CR(A) 1 BDE BDER(A) 3
D DR(A) 1 CDE CDER(A) 1
E ER(A) 1 BCR(A) 108
R(A) 36 BDR(A) 108
AB BR(A) 9 CDR(A) 36
AC CR(A) 3 BER(A) 108
BC BCR(A) 3 CER(4) 36
AD DR(A) 3 DER(A) 36
BD BDR(A) 3 ABCD BCDR(A) 9
CD CDR(A) 1 ABCE BCER(A) 9
AE ER(A) 3 ABDE BDER(A) 9
BE BER(A) 3 ACDE CDER(A) 3
CE CER(A) 1 BCDE BCDER(A) 3
DE DER(A) 1 S(BCDE) SR(ABCDE ) 32
BR(A) 108 BCDR(A) 108
CR(A) 36 BCER(A) 108
DR(A) 36 BDER(A) 108
ER(A) 36 CDER(A) 36
ABC BCR(A) 9 ABCDE BCDER(A) 9
ABD BDR(A) 9 AS(BCDE)  SR(ABCDE) 96
ACD CDR(A) 3 BCDER(A) 108
BCD BCDR(A) 3 SR(ABCDE) 1152
ABE BER(A) 9

Total: 2560

aMean = grand mean

A=

=v B 02 B > I w N @ B o
{

age

task
singulér/plural
tense
transformation
sentences

replicates
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Hypothesis 2

The average number of correct responses will decrease with task.
(Task 1 > Task 2 > Task 3 > Task 4).
Hypothesis 3

There will be a larger average number of cbrrect responses for singular
statements than for plural statements.
Hypothesis 4

There will be a larger average number of correct responses for past
tense statements than there will be for present tense statements.
Hypothesis 5

There will be a larger average number of correct responses for

simple-active-declarative statements than for yes/no transforms.

VIII. Procedure

Subjects were selected according to the criteria noted above (Sampling
and Subjects). Each subject completed the vocabulary, demonstration,
and first sitting of the task items as per Standard Administration
Procedures (Appendix D). The following day the same examiner administered
the second sitting of the task items, again following instructions in
Appendix D, The third and fourth sittings of the tasks were administered
by the same examiner as per instructions (Appendix D), on the third and
fourth days respectively. In a few instances, a subject completed the
third and fourth sittings in one day, however, in each case, the subject

was given an appropriaste rest between sittings.



CHAPTER IV
RESULTS

I. MNodels for Analyzing the Data

The data were analysed under two separate models. The first model
was used to consider the quantitative resuits and the second model was
used to consider the cualitative results. ZEach model will be discussed
below. .

Quantitative Analysis

Responses were scored as correct or incorrect ... L or O ... and it
was therefore necessary to consider the effect of limitations of the
number of criterion score values on the validity of using analysis of
variance techniques. Hsu and Feldt (1969) investigated some specific
problems that are pertinent to this study:

1. ... is the distribution of mean square ratios largely
independent of the number of score units?

2. Do analysis of variance techniques, the short scale
notwithstanding, have an advantage over the x?-test of

independence in detecting differences in central tendency?
(p. 516).

Their conclusions were as follows:

1. ... With samples of 11 cases or more, no adjustment
appears necessary in the tabled values of F needed for signi-
ficance at the 10 per cent, five per cent and one per cent
levels,

2. Vhen considering data with a limited number of score values,
analysis of variance techniques have an advantage over the
x?-test of independence when the sample size is very small,
vhen the study involves more than one factor, or when the
primary interest is in the differences among means rather
than the variances of the populations (p. 526).

The ANOVA's performed in this study indicated that there were

significant differences among levels of factors. In order to determine
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how profiles differeq, - statistical contrasts were performed. Earlier
discussion (Chapter III - Experimental Hypotheses) implied that some
contrasts were a priori (prediction of direction of differences) while
others were a posteiori (unspecified inter-acticn effects). Some of these
contrasts were orthogonal while others were non-orthogonal. Games (1971)
discussed several techniques for performing rultiple comparisons of meeans.
His article demonstrated that Bonferroni's t test was the most suiteble
statistic for the present study. Bonferroni's t test permits orthogonal
or non-orthogonal a priori or a posteiori contrasts. Results of the test
are conservative.
Qualitative Analysis

A model, based on T-G grammar theories, was developed for purposes
of analysis of the content of task responses. The model was task specific
as considerations were mede for the unique prcperties of the be-ing
verb in singuler and plurasl statements (rules 13-18). The model allowed
for a complete description of a subject's performance on task items.

The model is presented in Figure 3.

IT1. Results of the Quantitative Analysis

Means and standard defiaticns for.age levels. In order to demonstrate
that the results were reflective of the age levels designated in the selec-
tion criteria, means and standard deviafions for the four age levels were
corputed. Results zre presented in Teble 2.

Means and standard deviations for hearing levels. In order to
demonstrate that the results were reflective of children with hearing

levels designated in the selection criterie, reans and standard devieaticns
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TABLE 2

Means and Standard Deviations for Age Levels

Level Mean (in months) Standard Deviation
(in months)

Nt

=g
W

4\3>

6 yrs. 74.5 | 3.9
7 yrs. 84.9 3.7
8 yrs. 97.7 3.3
9 yrs. 107.3 3.7




33.

for the four age levels were computed. Results are presented in Table 3.

A surmary of the analysis of variance is tresented in Table 4.

The main effects for age (A), task (B)l, and singular/plural (C)
were significant, and are examined in greater detail below.

Age contrasts (A). To determine the sources of variation among levels
of the Age factor, Bonferroni it tests were performed. A summary of these
contrasts is presented in Table 5.

The significant differences were between 7 yr. and 9 yr. levels.

The mean for the 7 yr. olds was less than that of the 6 yr. olds, hence
the 7 yr. olds and 9 yr. olds were also significantly different.

The first experimental hypothesis (Chapter III) indicated an expecta-
tion that the 6 year old Ss would have a mean significantly smaller than
that for 7 year olds, which, in turn, should be significantly smaller
than that for 8 year olds. HKowever, & preliminary examination of the
results (Appendix F) indicated that the 6 yr. olds' and the 7 yr. olds'
means were similar and to contrast them would seem to be pointless.
Schmitt's (1969) sampling procedure provided three year mean differences
between age groups in order to demonstrate significant changes in perfor-
mance. On the basis of Schmitt's evidence and the mean differences
(Table 5), the investigator selected 6 yr. olds and 9 yr. olds for the

third contrast.

1. As essurpticns of equal covariances in the pcoled variance-covariance
ratrix were not rmet, a Greenhouse & Geisser ccnservative F test was
perforrmed for factors B and C (éf(1,36) for hoth tests) with the
results indicating significant differences 2t the ,01 level.
Greenhcuse and Geisser F tests for AB end AC interactions (df(3,36)
for both tests) indicated significance at the .05 level.
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TABLE 3

Means and Standard Deviations for Hearing levels

Age Level Mean (in dB) Standard Deviations
(in dB)

A1 - 6 yrs. 98.0 10.1

A2 - 7 yrs. 100.5 13.8

A3 - 8 yrs. 98.0 12.3

A, - 9 yrs. 95.5 16.9

PN




Summary of Analysis of Variance

TABLE 4
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Source af Mean Square F

MEAN® 1 181.6891 163. 8406

AP 3 7.4838 6.7487 **
B° 3 15.1046 96.7340 **
cd 1 36,5765 45.0421 %
D¢ 1 .3062 1.7579
gf 1 .1562E-02 0.0084
R(A)E 36 ©1.1089

AB 9 5841 3.7413 ¥
AC 3 4.0213 4.9521 "
BC 3 4463 2.4136
AD 3 .3072 1.7639
BD 3 .1593 1.1640
cD 1 .9179E-05 0.0001
AE 3 .2588 1.3864
BE 3 .2963 1.8198
CE 1 . 7656E-01 0.3297

DE 1 1.4062 14.3253
BR(A) 108 1561

CR(A) 36 .8120

DR(A) 36 1742

ER(A) 36 .1867

ABC 9 .1453 0.7858
ABD 9 .2201 1.6078
ACD 3 .2218 1.6739
BCD 3 .5728E-01 0.5574
ABE 9 . 8559E-01 0.5256
ACE 3 .4219E-01 0.1817
BCE 3 .1713 1.1850
ADE 3 .2072 2.1116
BDE 3 5635 4.2421
CDE 1 . 5624E-01 0.5424
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TABLE 4 (cont.)

Source af Mean Squere F
BCR(A) 108 1849

BDR(A) 108 .1369

CDR(A) 36 .1325

BER(A) 108 .1628

CER(A) 36 .2321

DER(A) 36 .9816E-01

ABCD 9 .1694 1.6481
ABCE 9 .1161 0.8029
ABDE 9 .1548 1.1656
ACDE 3 .6978E-01 0.6730
BCDE 3 .1302 1.0509
S(BCDE )P 32 ,1640 1.6294
BCDR(A) 108 .1027

BCER(A) 108 1446

BDER(A) 108 .1328

CDER(A) 36 .1036

ABCDE 9 .2979 2.4050
AS(BCDE) 96 .1005 0.9982
BCDER(A) 108 .1238

SR(ABCDE) 1152 .1006

>
!

probability < .05

¥¥ - probability < .01

a - grand mean

b - age

¢ - task

d - singular/plural
e - tense

f - transform

g

- subjects nested within age h - sentences nested within BCDE



TABLE 5

Summary of Age (A) Contrasts

37.

Estimated Contrast

.01 Confidence Interval for Wj

Wl =7 yr. vs, 8 yr. = .1141 - 0749 ¢« ¥ £ .3031
¥, = 8 yr. vs. 9 yr. = .1188 - .0702 < ¥ < .3078
¥5=6yr. vs. 9 yr. = .2203 L0313 < ¥ € 4003
Means
6 yr. = .1890 8 yr. = .2906
7 yr. = .1765 9 yr. = .4093

*¥* -~ equivalent to significance at .0l level
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Task contrasts (B). To determine the source of variation among
levels of the Task factor, Bonferroni i_teets were performed. A summary of
these contrasts is presented in Table 6.

The contrasts performed were determined by the second experimental
hypothesis (Chapter III). Tasks two, three, and four were demonstrated
to be significantly different while tasks one and two were not significantly
different. However, it was concluded that taeks one, three and four were
significantly different as the mean for task one was larger than the mean
for task two. |

Singular/plural contrasts (C). It was apparent that the subjects
had less difficulty with singulars than they had with plurals (504
correct singulars vs. 188 correct plurals).

Age x Task contrasts (AB). The age-by-task (AB) interaction was
statistically significant (Table 4). Selected contrasts were performed
to determine which tasks differentiated between age levels., A summary
of the Bonferroni contrasts for AB interactions is presented in Table 7.

Task one differentiated between 7, 8, and 9 year age levels. As
the cell means for AlBl was smaller than that of A2B1, it was apparent
that task one also differentiated between 6 and 8 year levels.

Task three differentiated between 7 and 8 year olds, however, task
four differentiated between 8 and 9 year old subjects.

The age-by-task interactions are graphed in Figure 4.

Age x Singular/plural contrasts (AC). The interaction between age
and singular/plural was significant (Table 4). In view of the significant
difference in favor of the singular factor, age levels were contrasted
within the 'singular' level of the singular/plural factor. A summary of the

Bonfeerroni contrasts for these selected AC interactions is presented in Table 8.



TABLE 6

Summary of Task (B) Contrasts

39.

Estimated Contrast

.01l Confidence Interval for Wj

e
]

4 Task 1 vs. Task 2 = .0578 - 0022 ¢ ¥ ¢ .1178
¥, = Task 2 vs. Task 3 = .2000 1400 € ¥ € .2600 °F
¥, = Task 3 vs. Task 4 = .0609 0009 < ¥ < .1209 **
Means
Task 1 = .4250 Task 3 = .1671
Task 2 = .3671 Task 4 = ,1062

*¥%¥ — equivalent to significance at .0l level
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TABLE 7

Summary of Age x Task (AB) Interaction Contrasts

Estimated Contrast .01 Confidence Interval for WJ
Y. = AB. vs. AB, = .1313 0017 < ¥ < .2609 **
A7 23 . 33 o e, . -~ A )
W8 = A3B3 vs. A4B3 = ,1125 - 0171 € ¥ € .2421
Wg = A2B4 vs. A3B4 = ,0813 - 0483 ¢ ¥ ¢ .2109
~ X%
WlO = A3B4 vs. A4B4 = ,1313 0017 ¢ ¥ € .2609
~ *¥
W11 = A2B1 vs. A3B1 = 1875 0579 ¢ ¥ < 3171
~ *¥
le = A3Bl vs. A4B1 = ,1813 0517 <« ¥ £ .3109
Cell Means
Bl B2 B3 B4

A1 .2812 . 3687 .0687 .0375

A2 2875 L3125 ."7500 .0312

A3 4750 . 3687 .2062 .1125

A4 L6562 4187 : .3187 2437

¥%¥ - equivalent to significance at .0l level
where: A1 = 6 yrs; A, = 7 yrs; A3 = 8 yrs; A4 = 9 yrs

B, = Task 1; B, = Task 2; B

1 = Task 3; B4 = Task 4

2 3
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6 yr. (&)
7 yr. (4,)
8 yr. (A3)
9 yr. (A4)

TASK (B)

FIGURE 4

AB Interactions

41,
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TABLE 8

Summary of Age x Singular/Plural (AC) Contrasts

Estimated Contrast .01 Confidence Interval for WJ
W13 = Azcl vs. ABCl = .1500 - 0593 € ¥ g .3593
A *¥%
Wl4 = ABCl vs. A.40l = ,2438 L0345 € ¥ € 4531
Cell Means
Alcl = ,2500 A3Cl = 4000
AZCl = 2500 A4cl = ,6437

*¥*%* - equivalent to significance at .01 level

i}

where: A1 6 yrs; A2 = 7 yrs; A3 = 8 yrs; AA = 9 yrs

C

1 Singular
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It was clear that 9-year-olds performed significantly better on
singular noun and verb task items than did 8-year-olds. Six and 9 year
age levels were significantly different as were 7 and 9 year age levels.

In each case the better performance was associated with the nine year ege
level,

Tense x Transform contrast (DE). This contrast was of particular
interest as experimental hypotheses three and four (Chapter III) were not
supported and selected contrasts of the interaction may explain the lack
of significant main effects. Examination of cell means (Table 9) indicated
that response patterns for levels of factor D were different (e.g.

D1E2 >D1El and D2E2 < DlEl)' This pattern may account for non-significance
of the hypothesis. A similar pattern was noted for the factor E cell means.
However, there was a difference between cell means for D1E2 and DZEZ'

The Bonferronl contrasts is presented in Table 9.

Task x Tense X transform contrasts (BDE). The differences between
Tasks was highly significant (see Table 4). Because the task factor was
so significant, selected contrasts were performed to investigate the
contribution of within task variance to the three factor interaction.

A summary of the contrasts is presented in Table 10,

The contrasts demonstrated that the task factor was responsible for
considerable variation within the three factor interaction.

Age x Task x Singular/plural x Tense x Transform contrasts (ABCDE).

The ABCDE interaction was of little consequence as all significance
levels reported above were at the .0l level while this interaction was at
the .05 level. However the first three factors were previously demonstrated

to be significant, as were several interactions noted above. These results

may have been responsible for part of the five factor interaction. In



TABLE 9

Summary of Tense x Transform (DE) Contrasts

bb.

Estimated Contrast

.01 Confidence Interval for Wj

~ ¥%
Wl5 = D1E2 vs. D2E2 = ,0688 .0090 < ¥ ¢ .1286
Cell Means
DlEl = ,2531 D2E1 = ,2781
DlEZ = .3015 D2E2 = ,2328
¥%¥ - Equivalent to significance at .01 level
where: Dl = Non-past; D2 = Past
E1 = question

Simple-active-declarative; E2 = Yes/no



TABLE 10

Summary of Task x Tense x Transform (BDE) Contrasts

45,

Estimated Contrast

.01 Confidence Int

erval for ?J

@16 = B,D,E, vs. B;D/E, = .2938 | 1698 < ¥ < 4178 T
¥, = B,D.E, vs. B,D,E, = .1563 0323 < ¥ < .2803
¥1g = B,DJE, vs. B,DE = .1063 - 0177 < ¥ < .2303
¥, = B,DE, vs. BDJE, = .2438 1198 < ¥ < L3678
Cell Means
D Ey DiE, DoEy DoE,
By <4375 4812 4437 . 3375
B, .2875 4562 .3875 .3375
B3 .1812 1625 <1437 .1812
B4 .1062 .1062 L1375 .0750
¥* - equivalent to significance at .0l level
where: B1 = Task 1; B2 = Task 2; B3 = Task 3; B4 = Task 4
Dl = Non-past; D2 = Past
El = Simple-active-declarative; E2 = Yes/no question
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order to investigate this possibility, five contrasts were performed to
examine the interaction of age with differing levels of the remaining
four factors. A summary of the contrasts is presented in Table 11.

The selected contrasts performed did not examine all possible pair-vise
contrasts of the five factor interaction and the results, therefore,
were not assumed to have isolated the total source of variance within
the interaction. Rather, the intent was to demonstrate that the particular
significances discussed earlier were, at least partially, responsible for
the five factor interaction.

Examiner differences. Each examiner administered the tasks to five
children from one age 1evel; Hence, examiners were nested under age
(X(A)). Use of more than one examiner may have resulted in differences in
administration procedures. In order to investigate this possibility, the
data were re-analyzed with a sixth factor (examiner) included in the ANOVA.
The results of that analysis are presented in Appendix I.

Examiner contrasts. There was a clear differentiation of results
collected by different examiners. In order to determine the source of
variation in this factor, Bonferroni contrastis were performed. As a result
of population (Chapter V, p. 65) and cell mean differences (Table 12),
contrasts were made between examiners at the A3 (8 yrs.) and A.4 (9 yrs.)
age levels. A summary of the contrasts is presented in Table 12.

Examiner x Singular/plural contrasts (CX(A)). The CX(A) interaction
was significant at the .0l level (Appendix I). Bonferroni contrasts were
utilized to locate the sources of variation. Age levels three and four
were selected for the same reasons discussed in the previous subsection

(Examiner contrasts). A summary of the contrasts is presented in Table 13.



TABLE 11
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Summary of Age x Task x Singular/Plural x Tense x Transform (ABCDE)

Estimated Contrast .05 Confidence Interval for WJ
~ ] %
W2O = A1B4CID1E2 vs. A4B101D1E2 = ,4000 1107 € ¥ < .6893
~ ¥
W21 = A2B101D2E2 vs. A4B101D1E2.— . 5000 .2107 < ¥ < .7893
A : *
¥oo = A.2B301D2E2 vs. A.4B401D1E2 = ,3500 0607 < ¥ < .6393
A *
W23 = AQBBClDlEZ vSs. AABBClDZEZ = ,6500 .3607 < ¥ € .9393
~ *
W24 = AlBlchlEZ vS. AAB101D2E2 = ,4500 1707 ¢ ¥ < 7393

Cell Means
A1B1C1D1E2 = 4000 A,2B301D1E2 = ,1000
A4B101D1E2 = .7000' A4B301D1E2 = ,4500
AZBlClDZE2 = ,2000 AQBBCIDZEZ = .2000
A4B101D2E2 = ,8500 A.4B3C1D2E2 = ,7500
A1B401D1E2 = ,0500 A.4B4ClD1E2 = .5500
*¥ - equivalent to significance at .05 level

Where: A1 = 6 yrs; A2 = 7 yrs; A.4 = 9 yrs

B1 = Task 1; B3 = Task 3; B4 = Task 4

Cl = singular

D1 = Non-past; D2 = Past

El = Simple-active-declarative; E2 = Yes/no question
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TABLE 12

Summary of Examiner (X) Contrasts

Estimated Contrast .01 Confidence Interval for Wj
W25 = X1A3 vs. X2A3 = ,1938 - 0176 € ¥ € .4052
~ X%
W26 = XlA4 vSs. XEA4 = ,2188 0074 s ¥ € 4302
Cell Means

X1A1 = 1562 X1A3 = ,1937

XA = 2218 XAy = 3875

X1A2 = ,2125 X1A4 = ,3000

}(2A.2 = 1406 X2A4 = ,5187

*¥%X — equivalent to significance at .0l level
where: Xi = Examiner 1; X.2 = Examiner 2

| A1 = 6 yrs; A2 = 7 yrs; A3 = 8 yrs; A4 = 9 yrs
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TABLE 13

Summary of Examiner x Singular/Plural (CX(A)) Contrasts

Estimated Contrast .01 Confidence Interval for Wj
Y. = X = 412 07 6843
~ *%
T28 = X1A402 vs. X2A4Cl = ,6875 4157 £ ¥ € .9593
Cell Means
XlABCZ = 1750 X1A4C2 = ,1437
X2ABCl = ,5875 X’2A4Cl = ,8312

¥¥ - equivalent to significance at .01 level

where: X1 Examiner 1; X2 = Examiner 2

A3 = 8 yrs; A4 = 9 yrs

C, = Singular; C, = Plural
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Examiner x Tense contrasts (DX(A)). The examiner by tense interaction
‘'was of lesser significance (.05 alpha level; Appendix I). An attempt was
made to locate the source of variance for the interaction througﬁ applica-
tion of Bonferroni's t test. Again, age levels A3 (8 yrs.) and A, (9 yrs.)

were investigated. A summary of the contrasts is presented in Table 14.

ITI. Results of the Qualitative Analysis

Detailed analysis of the content of responses for all subjects was
considered too large a task for this investigation as the intent was not
to describe a complete grammar but to describe some of the operational rules
of these children. Consequently, two subjects per age level were selected
from the population studied. An aftempt was made to select those subjects
whose performance was average. That is, their results were neither the
best nor the worst of the data céllected. Subjects selected were numbers,
5, 6, 16, 19, 24, 30, 33, and 40. A summary of their responses on tasks
three and four is presented in Appendix H, while task one and two responses
are presented in Appendix G.

Each subject's responses will be analysed and reported separately
to assure clarity of analysis and reporting. The results of the analyses
will be discussed in Chapter V.

Subject #5 (Age: 6 yrs. 5 mos.). Task one. One error was noted on
singular responses. Subject 5 selected a.picture representiﬁg a plural
noun and past tense markers when the correct response for this particular
yes/no transform (#301 - Appendix G) was a picture representing singular
noun and past tense markers. All other responses involving singular

markers were correct, regardless of tense or transform.



Summary

TABLE 14

of Examiner x Tense (DX(A)) Co

ntrasts
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Estimated Contrast .05 Confidence Interval for ?j
~ *
W29 = XiA3D2 vSs. X2A3Dl = ,2500 1484 < ¥ ¢ 3516
~ *
WBO = X’1A4Dl vS. X2A4D2 = ,2500 1484 < ¥ g L3516
~ *
wBl = X1A4D2 vs. X2A4Dl = ,1875 .0859 ¢ ¥ ¢ .2891
Cell Means

X‘1A3D2 = 1312 X2A4Dl = .5187

}(2A3D1 = ,3812 X1A4D2 = ,3312

XiAADl = ,2687 X2A4D2 = ,5187

¥ - equivalent to significance at .05 level

g

Dy

where: Xl = Examiner 1; X.2 = Examiner 2

6 yrs; A3 = 8 yrs; A4 = 9 yrs

Non-past; D2 = Past
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Every pluresl present response was incorrect. In each instance subject
5 selected the picture represeniing plural ncun and past tense markers.

211 »lurel past iteskx items were comrleted correctly.

Task two. A similar pattern to the task orne singuler respenses
was ncted. A1l singular staterments were selected correctly with the
exception of cre yes/no trensform. In this instznce the correct singular
past staterent wes not selected, rather a plurel non-past Aux with a
singular noun (N) was selected (#114). Vhen dealing with olurals, subject
5 agein experienced difficulties. Of the eight plurel items, one was
completed correctly (#106). Vhen presented with a plural non-past SAD
iterm, subject 5 selected a statement containing a plural noun and singuler
past Aux (#110). The remzining six errors were consistent in that a state-
ment in the correct tense was selected, but the Aux was always singular
when it should have been plural. In other words, the student operated
with the tense rule but not the agreerment rule (concord).

Task three. The first task three item presented (#103) was
completed incorrectly. Subject 5 used a past tense Aux for a non-past
tense item.

Item 411 was correct structurally. A substitution error ('dog' for
'boy') was noted but it was not considered o be of any consequence in
this study as the error did not occur rore than once. The item vas,
therefore, ccnsidered correct.

Singular past SAD itens were cormpleted correctly while plurel SAD
iters were corpleted incorrectly. In every insteance a singular Lux was
selected for plural steterments and two of the four rncuns selected were
singuler,

Subject 5 was uneble to ccrplete yes/no transforms (Appendix H).
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Singular yes/no transform items elicited a double SAD statement correspond-
ing to the pictured situation. Plural yes/no transform items resulted
in plurai nouns being selected one half of the time with singular Aux
selected throughout. Two of the four plural yes/no transforms were left
incomplete (No respcnse recorded in one of the ‘spaces provided). With
the exception of #103, tenses were used correctly throughout fhe task,
Task four. Singular SAD items were generated correctly and plural

SAD items were generated incorrectly. Two of the four incorrect plural
items contained singular nouns and a singular Aux was used in every instance.

As in task three, subject 5 was unable to deal with yes/no transforms.
A1l yes/no generations were incorrect. In the case of singular items,
a correct corresponding SAD was produced, while plural yes/no items
elicited corresponding plural SAD structures with a singular Aux.

Tenses were used correctly throughout task four.

Summary. Subject 5 demonstrated mastery of tense markers and

a beginning of number concepts. She did not attach an inflectional ending
to singular nouns and did use the 's' morpheme on all but one plural noun
in task four. Subject 5 did not demonstrate knowledge of subject-verb
concord in plural situtations as a singluar Aux was consistently selected.
The subject was unable to generate or complete a yes/no transform but was
able to perform correctly on 3 of 4 singular yes/no questicns in both
tasks one and two. A summary of Subject 5's cperational rules, relative
to this study, are as follows:

Structural Description (SD) for both SAD and TQ statements

is 7N
=>The + N + no + Ewgé; + V + ing

Reference to the model of task specific rules (Figure 3) demonstrated

that Subject 5 used rules 7 and 9 inconsistently, did not use rules 14,
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17, 18, and 20 but used all other rules of the model correctly.

Subject #6 (Age: 6 yrs. 3 mos.). Task one. Two singular items were
completed correctly (one SAD and one TO). A1l of the six remaining
singulars were treated as plurals. Tense usage was inconsistent in SAD
structures and consistently past throughout TQ responses. Two plural
items were also completed correctly (again, a SAD and a TQ) but the
reraining responses were inconsistent in tense and number.

Task two. Singular past SAD statements were selected for all
singular SAD statements, regardless of tense, while the three errors in

singular T. statements were number errors of concord (i.e. were girl).

Q
One plural non-past SAD and two plural past TQ statements were correctly.
selected but the remaining five selections indicated many concord inconsis-
tencies (both tense and number).

Task three. None of the completions were correct. Subject 6
generally supplied a noun with a plural inflection inconsistently attached.
This response pattern was noted throughout SAD and T, items. It was of

Q
interest that T, items had iwo blanks in each completion item and the student

Q
generally supplied the same noun twice with inconsistencies in plural
inflection. Item 415 elicited a gf:—zgé response,

Task four. Subject six continued the pattern discussed above,
that is supplying N + s for all items. However, it was of interest that
in 211 instances but one a V + ing was supplied whenever the stimulus pic-
ture included boys.

Surmary. Subject 6 generally appeared to function at a one word
level on production tasks. Inconsistencies were noted throughout tasks

on tense and nurber {both concord and plural inflections). A general

operational rule for subject 6 on tasks 1-4 is noted below::
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SD for SAD and T, structures

Q

=N + (s)

/\. .

=V + ing if N = boy(s)

Reference to the model confirmed that rules 6-9 were used inconsistently
and there was no evidence of the other rules of the model being used.

Subject #16 (Age: 7 yrs. 2 mos.). Task one. Subject 16 selected
singular pictures for all singular SAD statements. Three of the four
singular pictures selected were marked as non-past tense, hence 3 of 4
responses were correct (2 non-past and 1 past). Singular TQ statements
elicited selection of three singular non-past pictures. None of the plural
items resulted in correct responses. Three of four plural SAD item responses

were singular non-past and three of four plural T. item responses were

Q
plural. Subject 16 selected singular non-past more frequently than plural
or past responses.

Task two. Two SAD items were correctly selected (1 singular
and 1 plﬁral) otherwise the selections reflected what appeared to be a
random choice of Aux. The TQ items resulted in one correct response
(singular non-past) with singular Aux selected in all but one instance.
Tense of the Aux was used inconsistently.

Task three. Subject 16 4id not complete any of the items correctly.
In every instence a correct noun was selected; however the plural inflection
was used only twice in plural items. A pattern of combining what appeared
to be an undefined inflection (was) with the noun was apparent throughout

the task. This pattern led to two correct responses in T, items (singular

Q
past) as the 'was' inflection filled the first blank and the noun filled
the second thereby completing a TQ statement.

Task four, A similar pattern of inflectional 'was' plus noun
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was noted throughout SAD singular and plural and singular T, items.

Q

There were two unexplained responses (#116 and #104) where it appeared

7 N

that V + ding was used. The plural T, items seemed to confuse the subject

Q

as his pattern was broken. A non-past tense inflection appeared once
(#108); the order was reversed once (#308); and the inflection was omitted
once (#112); another response did not fit any pattern (#304).

Summary. Subject 16 generally appeared to be funciioning with
the rule that:

S— vwas + N + (s)lwith was as an undefined inflection and 's'
selected inconsistently. According to the model the subject was using
rules 6-9 inconsistently and demonstrated a partial understanding of rule
3 but there was no evidence of use of other rules.

Subject #19 (Age: 7 yrs. 3 mos.). Task one. Four singular SAD
items resulted in selection of plural pictures. Tense marker selections
were inconsistent. TQ items caused subject 19 to select non-past singular
pictures three times resulting in two correct choices. Plural SAD items
resulted in selection of three plural pictures but again tense marker
selection was inconsistent. Two of the four responses were correct.
Plural TQ items elicited three singular and three non-past responses. Tense
and number responses were inconsistent throughout the task.

Task two. Singular Aux statements were selected for singular
SAD items three of four times. Plural Aux statemenis were selected for
plural SAD items. However, tense errors resulted in only 50% accuracy on
CAD items. TQ items resulted in inconsistent selection of singular-
plural, past-non-past Aux statements. Only 12 1/2% accuracy was noted for
TQ items,

Tesk three. Throughout the task subject 19 supplied either



57.

V + ing or N + (s). There did not appear to be any consistency of
choice. In T, transforms, the first blank was used and the second was

Q

not. In one plural T, item the student used is and are in the two blanks.

Q

Task four. Subject 19 generally supplied gf’ZQ\Eig for all items.
Exceptions to this rule were: a plural noun generation for a plural SAD
item; no response when the student could not find the desired verb on the
chart; and cne N + V + ing for a singular TQ item.

Summary. Subject 19 was inconsistent in tense and number differ-
entiations. He generally supplied a noun if the verb was given, otherwise,
he generated a verb. He appeared to use the foilowing two rules:

SD for SAD and TY/N structures
1. ===$ G/—:~\E3g, and
2. If given mg=>N + (s) + \f/;\ing
The first rule did not correspoend to the model of task specific.
rules; however the second rule appeared to be a crude application of rule
2 of the model.
Subject #24 (Age: 7 yrs. 11 mos.). Task one. Responses for singular

SAD and TO items were in the correct tense in seven of the eight instances

and correct number was used for five of the eight items. Plural SAD and TQ
items resulted in five correct tenses and one correct number for the eight
items.

Task two. Responses to singular SAD and TQ items were correct
for seven of the eight items with the eighth item incorrect in both tense
and number, - Plural SAD and TQ statements selected were in the correct
tense seven times but the number of the Aux was ccrrect only twice in

eight responses.

Task three. It appeared that subject 24 experienced some task
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T . statermenis were correctly corpleied., Plurel SAD items again
had the fux in the wreng vositicn and there wes continued difficulty with
the nuzber of the fux., Plural T, staterents were correctly ccrpleted with
the excepticn of the number of the Aux.

Tesk four. Singular SAD items esgain resulted in e TQ response;
hovever 1t vas noted that the verb was oﬁitted in three of the four genera-

tions. Singuler iters resulted in generaticn of one correct response
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and three correspcnding SAD staterments and the verd was omitted once.

Plurel items dexmcnstirated a continued cenfusion of SAD and TQ responses

(one-half were correctly generated) as well es continued difficulty with

the nurber of the Aux. The verb was omitted in five of the eight generations.
Surmary. Subject 24 generally eppeared to ccmprehend singular

stetements but did no*t zppear to corprehend cor use a plural Aux in SAD .

or TQ items. There was a confusion of rules for cocpleting or generating

SiD and TQ statemenis. In some instances, task four items (generation)

resulted in omissicn of the verb. OSubject 24 zpreared to ccmplete the
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Subject #30 (Age: 8 yrs. 6 mos.). Task one. All singular items
were completed correctly and five of the eight plural items were also com-
pleted correctly. The three plural errors were the result of selection of
pictures marked as non-past tense when the statements were past tense.

Task two. Seven of the eight singular items were correctly
selected. One plurel Aux was selected for a singular item. Seven of the
eight plural items were incorrect as the result of selection of singular
Aux statements,

Task three. All singular items were completed correctly and all
plural items were incorrect. The errors were the result of singular Aux
consistently being used for plural items.

Task four. All singular SAD statements were correctly generated

and all singular T, statements were correct with the exception of the

Q
determiner. As in previous tasks, the singular Aux was used for plural
items., Generation of plural TQ transforms also resulted in omission of
the determiner in every question.

Summary. Subject 30 generally demonstrated comprehension and
production skills in all areas examined with the exceptions of plural

Aux, and generation of TQ statements. The student's rules of operation

were summarized as follows:

is < N
SAD=——The + N + no + {?ﬁé}_:\\? + ing
is .

TY/N::;{wa;g + N + no + V + ing

SD

The subject did not use model rules 14, 17 and 18 and he reduced
rule 20,

Subject #33 (Age: 8 yrs. 8 mos.). Task one. A tense error was
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made on one singular response and the other seven responses were correct.
Plurel past pictures were selected for seven of the eight plural items.
This pattern resulted in only three correct responses.

Task two. All singular statements were selected correctly.

A1 plural items were incorrect as a result of selection of singular Aux
statements.,

Task three. With one exception, responses had exactly the same
pattern as in task two. That is, singular statements were correct and
singular Aux was used for plural statements. The only exception was the
omission of one plural inflection of a noun for a plural TQ statement,

Task four. The generation items followed the same pattern as
task three responses, with one exception. The noted difference in perfor-
mance was that subject 33 generated SAD statements for T, transforms.

Q

Surmary. Subject 33 did not generate TO transforms but did

appear to comprehend them. She could also complete a partially provided
TQ structure (Task 3). Cenerally, the student was unable to deal with
plural Aux regardless of tense. The operational rule summarizing task
performance is as follows:

SD for both SAD and TQ structures

. /\
=>The + N + no + {%gég + vV i

+ 1ing

It was noted that the student appeared to be using all of the model
with the exception of rules 14, 17, 18, and 20.
Subject #40 (Age: 8 yrs. 9 mos.). Task one. All singular items
were completed correctly and six of the eight plural items were also completed
correcily. The two errors were confusions of tense and number,
Task two. Seven of the eight singular statements were correctly

selected while only two plural items were correct. The singular error was
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the result of a selection of a plural instead of singular Aux statement.
The six plural item errors were the result of selection of singular Aux
statements,

Task three. All singular items were completed correctly.

Three of four plural SAD statements were completed incorrectly as a result
of selection of a singular Aux. It was noted that a plural inflection of

a noun was omitted in one item. Plural TQ items also utilized a singular
Aux in three instances; however the fourth item was completed with a plural
Aux in the wrong tense.

Task four. There was an apparent confusion of SAD and TQ
structures. All singular items were correctly generated except that one
TQ statement was generated for a SAD item and vice versa. Seven of eight
plural generations used a singular Aux. The eighth item used a plural
Aux correctly but the determiner and plural inflection of the noun were
omitted.

Summary. Subject 40 generally was able to comprehend and produce
singular statements but experienced some difficulty with plural Aux items.
It was noted that the plural inflection of the noun was scometimes omitted
when the number of the noun and Aux were in conflict. There was a confusion
of structural pattern for SAD and TQ statements. There were five items
where plural Aux was used correctly. One of the five items also included
a reduction of the structure through the omissions of the determiner and

plural inflection of the noun. Subject 40 appeared to coperate on the tasks

according to the following rules:
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SD
/-\
SAD =3 The + N + (no)2 + (be + C)1 + V + ing

TY/N==>(be+C)l + the + N + no + V + ing

It was also noted that rules 19 and 20 were confused at times.
This was probably a confusion of task response and not necessarily a

reflection of the subject's normal performance.

1. It was noted that (be + C) was used inconsistently. Subject 40
generally used the singular Aux (rules 13, 15, and 16 of the model)
but occasionally he used a plural Aux (rules 14, 17, and 18).

2. Number was used inconsistently - occasionally the plural inflection
of noun was omitted if it was in conflict with the number of the Aux.



CHAPTER V
DISCUSSION

I. Interpretation of Results

Quantitative Results

The purpose of this study was to investigate the six research questions
previously stated (p. 23). The results pertaining to the first five
questions were considered in this section.

Age. The first research question queried the effect of age on perform-
ance. The maln effect for the age factor was significant at the .01 level.
Further statistical investigation led to the conclusion that the source
of variation was between six and nine year levels (A1 and AA) and seven
and nine year levels (A2 and AA)' The first of these findings appeared to
be in agreement with the Schmitt (1969) results where a three year age
difference was used to demonstrate significant differences. However, progress
with older children (14 yrs. +) such as those in the Schmitt study is so
much slower than that of young childreﬁ (Annual Survey of Hearing Impaired
Children and Youth, 1969) that smaller age ranges were expected to be
significantly different.

The multiple contrasts of age-by-task interactions revealed that task
three (production-completion) differentiated between seven and eight year
olds (A2 and A3) while the more difficult task four (production-construction)
differentiated between eight and nine year olds (A3 and A4). The decrease
in mean performance levels between six and seven year olds (A1 and A2)

was considered to be a reflection of the previously discussed lack of

language skills common to most young deaf children. Both groups generally



were functioning on a one or two word sentence level and were unable to
deal with tense, nucber, and stfuctural ccnsicderations. The two groups
were, therefore, approxirmately equal in performence on the tésks.

Task. The second research question (p. 23) dealt with the levels
of difficulty of the four levels of tasks. Statistical evidence confirmed
that the levels of task were significantly different. Bonferroni contrasts
indicated that the sources of variation were significant differences between
task levels two and three, and levels three and four with the differences
in the predicted direction. There was no significant difference between
tasks one and two. This result led the investigat&r to reconsider the
nature of the tasks. 1In retrospect it seemed that the second task was
not a production item in that a stimulus picture and tense marker were
observed and the subject then read four sentences and selected the correct
one. The requirements of the task were similar to those of the first
task-comprehension. In other words, the second task level was inaccurately
named and should have been designated a comprehension task.

The difference between means for tasks one and two (Table 6) was in
the predicted direction but the difference was not statistically significant
at the .0l level of significance. As both tasks one and two required attention
to picture and sentence items, they were probably reflecting similar compre-
hension skills. Task two may have been slightly more difficult (Table 6)
as particular attention was required of several differing Aux constructions.

An increase in skill associated with age was reflected in parts of
the tasks.

Singular/plural. Results of the ANOVA indicated that the subjects
experienced significantly more difficulty with plural than with singular

parkers. The result was not surprising and would have been of interest
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only if the opposite results were found. It wes interesting to note that
the tasks were sensitive to age-associated skill increases (Teble 8). These
differences were most apparent at the production level (Appendix F - taské
3 and 4).

Tense and transform. The predictions of significant main effects for
tense and transform factors were not supported. The significant interaction
of these two factors was investigated. Results of the contrasts indicated
that the source of variation was between non-past and past tenses of TQ
statements, with non-past tense results being significantly larger. This
finding is of interest in light of the lenguage methodology in use in
schools for the deaf. The language Instructional techniques for young deaf
children concentrate on past tense simple-active-declarative structures.

It was expected that the language teaching at school would generalize to
performance on the tasks. However, the demonstration items concentrate

on singular, past-non-past, and SADbTQ differentiations. It appeared that
this emphasis was generelized to the task performances. The relative success
with TQ items indicated that the children could comprehend and produce

such structures. The three factor interactions involving task, tense, and
transform were demonstrated to be, in part, the result of strong task
differentiation (Table 10).

The five factor interaction was significant of the .05 level and
this result was demcnstrated (Table 11) to be, in part, the result of a
combination of previously discussed significant main effects and interactions.

Examiner. The examiner variable was dermonstrated to be significant
at the .01 level. Previous discussion (pp. 23-24) indicated that two

examriners were randerly assigned to each age level but that students

were not randomly assigned to examiner. This procedure resulted in a
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confounding of factors. Four of the five A3 (8 yr.) students assigned to
one examiner and 21l of the 4, (9 yr.) students assigned to another examiner
were above average in their academic and social performances and viere placed
in off-campus classes. That is, their school program was under the juris-
diction of the school for the deaf but their classrooms were situated in
regular public schools. These children were generally superior to their
deaf peers in linguistic skills and were placed in off-campus classes to
enable further development of social and academic skills and integration
with their hearing peers.

The teachers, supervising teacher, principal, and superintendent were
interested in comparing the results of these "advanced" children with the
results of their peers. Their interest and terminology supports the premise
that an exceptional group of children was assigned to these particular
examiners.

The results of Bonferroni contrasts (Table 12) indicated that significant
differences were located within the A.4 (9 yr.) level. The significantly
better group was composed of children who were in the off-campus classes.
The examiner-by-singular/plural and examiner-by-tense tests for interactions
indicated both A3 and A.4 levels as having examiner differences. While the
results of the examiner factor investigation were not easily interpretable
due to confounding, it appeared that the population differences associated
with examiner were of considerable importance.

Qualitative Results

Qualitative analyses of the responses attempted to provide an
answer to the sixth research question (p. 24). An interpretation of the
resultstof each subject analysis follows:

Subject #5. Subject 5 demonstrated a knowledge of the structure of



SAD statementis bui was urable to core with T, statements at ihe prciduciicn
level (rule 20 cf ihe rcdel). This difficuliy was nct esprerent ai the
ccrprehension level (tzsks ore and two). Tre siudent was unzble io deal
with plurzl Aux staziemerts. That is, the student did not undersiznd thet
an 're' morgheme rust be selected in the presernce of a plural roun (rule

14) and that *he 're' rorvheme corbined wiith tense to produce eithrer were

or are (rules 17 and 18). Subject 5 apreared to be using 21l other rules
in the model.

Subject #6. Festonses to all tasks dermonsirated inccnsistencies in
performance deeling with number and tense. lucber incensistency was ncted
in both plural inflection of nouns end Aux agreerent, It was apparent
that subject 6 was functicning at a one word level, There was scre indica-
tion of an awareness cf rules of nurber for ncuns; however, the rules
wvere not consistently utilized and probably not fully understood,

If the child porirayed in the stimulus victure was a boy, subject
six supplied a V + izg response. However, the ing inflecticn can not
be credited es it was provided on the vocebulary chari (4ppendix C).
Hence, the subject generally provided a verb if the subject was a2 boy.

Consideration of the nature of the input of the vccabulary charts

led to an interesting explanaticn of the subject's resovonse patiern.

g a verb has a boy toriraying the acticn. It aprezred

= o

Fach picture describin
that the subject used tret informaticn to develcp a rule. The oversight
(using all boys for verd piciures) served ito derensiraie irhat the fornm

of the linguis?t

o

rrut Is cruciel to language learning.

[WN

c
Tne production of a ncun for a sentence is iypical of ezarly vroductions

f young rearing children. This phenomencn wzs extlzined by Meleill (1970):
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. the child combined no words until 17 menths. It is of
considerable interest that most of the words noted above
are 'nouns'; those that are not nouns are 'adjectives’,
i.e. attributes of nouns. !'Verbs' are completely missing

, the syntactic category of nouns is unique in that it
alone appears in every grammatical relation. The richness
of nouns in holophrastic speech (production), therefore,
possesses an advantage for communication. Because all
grammatical relations are implicit, nouns can be used in
every available relation without endangering the compre-
hension of adults. Verbs do not have this property (pp.
24 - 25).

Subject #16. A consistent response pattern was noted in tasks one and
two. Task one responses utilized non-past tense and task two responses
emoloyed a singular Aux for most of the items. The production tasks
(3 and 4) also reflected a consistency in response pattern. Subject
16 appeered to function according to the rule that a sentence consisted
of an undefined inflection (was) plus a noun. The response patterns
throughout the four tasks indicated that the student was aware of the exis-
tence of rules in the language but had not yet been able to successfully
define the rules. The one word sentence (noun) pattern was similar to that
of the previous subject (#6); however the appearance of the inflection
indicated that the subject had progressed beyond that level and was attempt-
ing to define another operational rule. The use of was was probably a
direct reflection on the demonstration items but it served to demonstrate
that the subject was aware of further operationzl rules and willing to
attempt to use an ill-defined concept of a rule. MeNeill (1970) stated:
"children form relationships with ease, but require time to learn the
restrictions on relationships” (p. 104). He also pointed out that it is
the role of experience to slcwly develop these restrictions. Subject

16 was, then, attempting to use a relationship that was probably perceived

during the demonstration items.
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Subject #19, This student was also performing at a basic level in
lenguage skills. Tense and number inconsistencies were evident throughout
tasks one and two and performance on tasks three and four was generally
et the one word level with indications of two word structures emerging.
Subject 19 generally produced a verb for task four items. This response
was probably task specific, in that it was possible to accurately describe
a situation with a verb from the vocabulary chart. In this particular
study, the verb did designate the central communication of the situation
and the student could replace the one word noun sentence with a verb with a
resultant increase in communication of content of the item.

However, in task three performances the verb was given and the student\
then generally provided a noun to complete the statement. This response
pattern indicated a partial understanding of sentence structure (i.e.

NP + VP). There was also one instance of N + V + ing generation
for the task four items.

Subject #24. The student was generally able to cope with sentence
structures. There were definite indications that structural differentiations
were mede between SAD and TQ stafements. However, the inconsistency of
performance indicated that the rules were not completely established in
the student's grammar. Subject 24 did not appear to be using the number
rule which requires that an 're' morpheme be used with be in the presence
of a plural noun. Hence, all performances resulted in production of
singular, or 's' rorpheme, Aux constructions. This particular rule is
specific to the verb to be and it was, therefore, not surprising that the
rule was not yet learned as '"the contribution of experience will.,.. be
largest in those regions of grammar where general rules apply least."

(MeNeill, 1970, p. 104) and these young deaf children have had a very
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limited linguistic experience., It was also of interest that subject 24
cnitted the verb and progreséive inflection when required to generate
complete structures. This operation was similar to findings reported
by Bloom (1970) where " ... the operation of negation within a sentence
increased its complexity, and thereby necessitated reduction in the surface
structure" and " ... it appeared that reduction wes the result of something
more than a production limitation on sentence length" (pp. 156 and 165).

Task four responses required the use of many operational rules
in order to generate correct statements. This increase in task complexity
relative to tasks one, two, and three could have been responsible for the
reduction of the structure.

Subject #30. The results of subject 30's task performances were
very similar to those of subject 24. The student did not use the 're!
morpheme rule previously discussed (subject #24) and also had a consistent
reduction of structure for TQ statements., There were no omissions in SAD
generations but the additional operation of one transformation (TQ)
eppeared to be re;ated to the omission of the determiner. Hence, a
reduction transformation, as proposed by Bloom, appeared to be operative
in this student's performances.

Subject #33. Subject 33 appeared to be using a2ll but two rules of
the model of task specific rules. This student was not using the 're!
morpheme rule and was not differentiating between SAD and TQ structures
on task four performances. However, it appeared that the subject did have
some skill with TQ structures as they were correctly completed (structurally)
in tasks one, two and three.

Subject #40. This subject demonstrated more skills than any of the

others discussed in this section. The student appeared to understand and
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use the structural differences of SAD and T. statements as well and

Q

there was some correct usage of plural Aux statements. The student did
not demonstrate mastery over the 're' morpheme rule b&t did demonstrate
an awareness of the role of that rule. Considerations of concord also

appeared to be responsible for the omission of plural inflection on some

nouns. This subject appeared to understand all of the rules presented

in the model but did not demonstrate performance mastery of those rules.

IT7. Implications

Bloom (1970) states that:

It is now a basic assumption that the specification of 'what!
the child learns ... and 'how' this learning takes place -
knowledge of the substance and process of language development -
can be a preeminent source of insight into the development

of thought and the learning process (p. 1).

The tasks developed for this study were a means to an end. They were
not intended as 'measures’ of linguisiic competence or performance in the
sense of describing complete grammars for the children studied. Rather,

" the tasks provided an opportunity for collection of some data which would
reflect some of the linguisties skills of young deaf children. This was
a first attempt to describe the skills demonsirated through structured,
paper and pencil tasks. This result was not surprising as McNeill (1970)
states that:

There is a strong tendency among children to include nothing in
the surface structures of sentences that cannot be related

to deep structures - i.e., nothing for which there is no
transformational derivation known (p. 106).

The results of this study demonstrated that the techniques used

were useful for collection of data related to Bloom's 'what' and 'how!

of languege learning. It was apparent that there were developmental
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differences associated with age and that these changes followed a consistent
pattern. It was also demonstrated that some of the children could compre-
hend statements before they could produce similar structures.

Of particular import were the findings that the patterns of performance
-of the six to nine year old deaf children were not dissimilar to performances
of much younger hearing children (Interpretation of Results). Very early
developmental patterns of one-word sentences, development of plural
inflections on nouns, emergence of undefined two word sentences, and one
instance of the emergence of the use of plural Aux rules and reduction
operation are also found in very young hearing children (Bellugi, 1967;
Klima and Bellugi, 1964; Bellugi and Brown, 1964; Brown and Fraser, 1964).

The results of the study demonstrated that the children performed
consistently throughout the tasks. They, therefore, were rule governed
in their performances. The description of a complete model for the tasks
enabled the investigator to locate the rules with which particular children
were encountering difficulty. In this respect, the tasks combined with the
model provided diagnostie information which would be of assistance to
teachers. For example, it was apparent that the linguistically more advanced
children were experiencing difficulty with the 're' morpheme rule. They
did however demonstrate mastery of the plural inflection for nouns.
The 're' morpheme rule is unique to the verb to be and this rule is likely
to create difficulties. McNeill (1970) pointed out that a great deal of
experience would be required to develop mastery over such a specialized
rule. The te-ing verb is used frequently in English and yet results of
this study indicated that operational rules for its use emerged much later,
chronologically, than for hearing children. This slower develcpment has

been attributed to a. lack of experience (Furth, 1971).
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The "lack of experience" explanation is insufficient for educators
of the deaf in that the experiential deficit may never be overcome.
A highly restricted rule such as the 're' morpheme rule would require an
extremely large body of experiences to establish mastery of the rule.
An alternative approach to development of mastery over such a restrictive
rule has been suggested as an outgrowth.of the delineation of the model
of rules for the tasks. The procedure will be presented in a following

section (IV. Future Research, No. 4).

III. Limitations

1) The study examined only a small part of young deaf children’s
linguistic skills. The results are, therefore, not necessarily representa-
tive of their complete grammars.

2) Several examiners were used in the study and an examiner difference
was demonstrated to be significant. While the reasons for the differences
were discussed, the fact remained that results were confounded. Hence
generalizability is restricted by constraints of the examiner factor.

3) The population studied was selected from one school for the deaf.
Instructional methodologies and language programs differ from school to
school. The results, therefore, are possibly not general among other
schools for the deaf in populations of the ages studied.

4) All subjects in the study were pre-lingually deaf but there was
no control over the type of language input they received prior to the study.
McNeill (1970) pointed out the importance of experience in developmént of
rule governed language performance. The amount of stimulation and input
necessarily varied from child to child. Some children were residential

students while others lived at home. However, examination of this variable
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alone is insufficient as there is no standard level of language stimulation
or input associated with either situation. Generalizsbility of results
is, therefore, restricted by constiraints of the historical factor of linguis-

tie input.

IV. Future Research

1) The task battery should be used with a very large group of 6-9
year old deaf children in order to determine the generalizability of findings.

2) More task batteries are needed to isolate other linguistic skill
performances. The results of such studies Would provide more information
for describing deaf children's grammar and language acquisition processes.

3) More studies to complement the structured - paper and pencil
results are needed. Collection of data in unstructured situations utilizing
other expressive media (speech or sign) would provide information necessary
for description of a deaf child's grammar.

4) Some very specific clinical research is required to develop more
detailed and efficient teaching techniques for language instruction.

One such technique suggested from the delineation of rules for the
model of task specific rules is outlined below.

It was apparent that the agreement or concord rules become complex
when dealing with the verb to be. It appeared that the students were
developing plural inflection of the noun to plursl agreement of the Aux.

If this Aux agreement rule could be broken dovn into steps involving only
one operation at a time, the student may gein more insight into the opera-

tional restrictions of the rules involved.

A logical beginning (Stage I) for subject-verb agreement would be use
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of "The girl plays" and "The girls play". It is noted that the s inflec-
tion of the verb in the singular statement is moved to the noun in the
plural statement.
(The + girl + @ + play + s-——The + girl + s + play + a).
Stage II of the process would involve the use of the be-ing verb as
a copulative. In this instance the s morpheme transformation could again
be used for the agreement rule,
(The + ball + is + green — The + balls + are + green). _
It could very easily be pointed out that the s marker is present in the
verb phrase for singulars and in the noun phrase for plurals.
The third stage would involve a similar procedure with the distinctions
being made in the past tense.
(The + boy + was + happy — The + boys + were + happy).
Stage four would involve introduction of be as Aux and the same pattern
would be repeated. (non-past = The + boy + is + laughing —The +
boys + are + laughing. past == The + boy + was + vlaughing——é
The + boys + were + laughing.)
This suggestion for study would provide a wealth of information
about the amount and kind of experience necessary to develop maestery over
a particular rule. This research would begin to answer some of the questions
posed by MeNeill (1970):
Since the role played by experience is greater with rules that
carry more restrictions, we should focus attention on these
most restricted cases ... (until this is done) nothing much
can be said about even the basic questions. What amount of

exposure, for instance, and what kind of material, is necessary
to learn restrictions on general rules? (p. 105).
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Note: All responses requiring a pointing behaviour will be recorded on a
check list (Appendix D).
Any reference to the examiner "expressing" anything is defined as

speech and signing or fingerspelling.

Vocabulary for Demonstration Items

Each vocabulary item shall be exposed to the subject - one frame at
at time. The examiner will point to the picture and then to the printed
word below the picture. The examiner will then express the word. The
subject will then be asked to say and/or sign or fingerspell the word. This

procedure is to be repeated for each of the vocabulary items on the chart.

Demonstration Items

Item 1 The first of the demonstration items shall be exposed to the
subject. The examiner will point to the sentence, "The ball is red.",
and ask the subject to "Pick the picture that is the same.". The examiner
will than give the subject an unsharpened pencil with an intact eraser for
pointing. The subject will be reinforced, "Good Boy!" or other appropriate
remark for a correct response. The examiner will then point to and express
the word "ball" and the word "red" and to the picture selected saying
"same-Good boy". If the response is incorrect, the examiner will point to
and express the word "ball" and the word "red" and again ask the subject
to "Pick the picture that is the same.". It is expected that the error will
be corrected and the examiner will reinforce the reponse appropriately.
Once a correct response is made and the words "ball" and "red" have been
pointed out, the examiner points to and expresses the word "is" and then
expressed "now" - pointing to the word '"now" below the picture. The

association of "is" and "now" will be repeated once using the same procedure
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described above.

Ttem 2 The second item will be exposed to the subject. The examiner
will point to the picture and the word "now" and ask the subjeat to "Pick
the sentence that is the same.". The subject will be eppropriately reinforced
for a correct response. The examiner will point to the picture and express
the words "ball" and "red" and associate them with the same words in the
sentence selected, expressing - "same". If an incorrect choice is made the
examiner will point to the picture and express the words "ball" and "red" and
then ask the subject to "Pick the sentence that is the same.”. The correct
response should be made at that time or the examiner may repeat the same
procedure. Once the correct response is made, the subject is appropriately
reinforced and the words "ball" and '"red" are associated with the same
words in the sentence, expressing - "same". The examiner then points to
and expresses the word 'now" (below the picture) and then points to and
expresses the word "is" (in the sentence). This association will be repeated
once using the same procedure.

Item 3 The third item will be exposed to the subject. The examiner
will point to the picture and word "now" and then present the subject with
a sharpened pencil. The examiner will express "Pick words from here (point-
ing to the list of words to the right of the sentence) and finish the
sentence.". If a correct response is made, the examiner will reinforce
the subject appropriately and then re-expose the previous (second) item. The
examiner will then point to the picture and tense marker of the second item
and associate these with the correct response of the second item, expressing-
"The sentence is finished.". The examiner will then return to the third
item, point to the picture and the tense marker and associate these with the

correct completion, expressing - "The sentence is finished.". If an
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incorrect response is made on item three, the examiner_will re-expose item
two and point to the picture énd tense marker and asscciate these with the
correct sentence, expressing - "The sentence is finished.". The exeminer will
then return to item three, leaving item two exposed, and point to the picture
and tense marker and express - "Pick words from here (pointing to the list

of words to the right of the sentence) and finish the sentence.". The
subject may, if necessary, refer to item two to complete the sentence.

This procecdure may be repeated, if necessary, to enable completion of the
task item. Once the correct response is made, the examiner will reinforce
the subject appropriately and refer back to item two pointing to the picture,
tense marker, and correct sentence, expressing - "The sentence is finished.”
and repeating this procedure for item three.

Item 4 The fourth item will be exposed to the subject. The examiner
will point to the picture and the tense marker and express - "Write the
sentence.", If a correct response is made, the examiner will reinforce
the subject appropriately and refer to the previous item (item three)
and follow procedures identical to those outlined above (Item three).

If an incorrect response is made, the examiner will re-expose the previous
item (Item three and follow identical procedures to those outlined for
incorrect responses in Item three. The examiner will remove the sharpened
pencil,

Items 5-8 Similar procedures will be followed as for items 1-4
respectively, with two exceptiocns: 1) the tense marker referred to will
be "before". 2) After the tense marker is referred to, the picture
will be temporarily covered to avoid concept confusion. The examiner will
place a plain white square of tag board 6ver the picture to effect this

change.
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Item 9 Item nine will be exposed to the subject. The examiner will
point to the picture stimulus and the tense marker and then to the yes/no
transform. The examiner will give the subject the unsharpened pencil with
an intact eraser and express - "Pick the right one." referring to the
"yes" and "no" selection choices. Responses will be recorded on the check
list. The examiner will point to the sentence and the question mark at
the end of the statement and express '"question”. |

Items 10-12 TIdentical procedures to those outlined for items 2-4
will be followed with one addition. The review of picture, tense marker,
and sentence will be expanded to include the pointing to the question
merk at the end of the structure, At that time the examiner will express
"question'".

Items 13-16 Identical procedures to those outlined for items 9-12
will be followed. It is to be noted that the tense marker will be different.

Ttems 17-20 Identical procedures to those outlined for items 1-8
will be used dependent upon tense marker. The only exception to this
procedure will be that past tense markers will not require that the picture
be covered as it is assumed at this point that the concept of the difference
between "now'" and "before" is established.

Items 21-24 TIdentical procedures to those outlined for items 9-16
will be followed, dependent upon tense marker. As in items 17-20, the past

tense marker will not regquire that the picture be covered.

Vecabulary for Task Items

Each vocabulary item shall be exposed to the subject - one frame at
a time. The examiner will point to the picture and then to the printed

word below the picture. The examiner will then express the word and the
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subject will be asked to say, sign, or fingerspell, and where possible perform
the action indicated by the word. This procedure is to be repeated for

each of the vocabulary items on the chart.

Tesk Items

Sixteen items will be exposed to the child in each sitting. For the
first sitting the child will proceed through the Vocabulary for Demonstration
Items, Demonstration Items, Vocabulary for Task Items, and the first
sixteen task items. Each of the sixteen task items will be presented as a
separate unit. That is, the subject will have only one item before him
at a time. On the second day the demonstration items will be reviewed
with a five second exposure for each of the 24 items. At that time the
examiner will point to the picture, tense marker, sentence, and punctuation
marker for each item. The subject will then proceed through the second
sitting of sixteen task items. An identical procedure will be followed for
the third and fourth sittings. The examiner will have no interaction
with the subject during task administrations. The examiner will record
all responses on the check lists provided and also note any behaviour

considered relevant to the study.
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Check List
Name:
Admin. D, 1, 2, 3, 4
Ttem Response
1 3 4
2 3 4
3 3 4 5 6
4
5 3 4
6 3 4
7 3 4 5 6
8
9 1 3 4
10 1 3 4
11 1 3 4 5 6
12
13 3 4
14 3 4
15 1 3 4 5 6
16
17 2 3 4
18 2 3 4
19 3 4 5 6
20
21 3 4
22 3 4
23 2 3 4 5 6
24

O = 1st; [] - 2n4; A= 3rd; XX = 4tn
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SUMMARY OF RESPONSE BY TASK LEVEL
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DOV B NN

—

12
13
14
15
16
17
18
19
20

TASK 3 - PART 1
#103 #411
TASK 3 TASK 3
Singular Singular
Present Present
SAD SAD

was are

-1is is
The clapping. were The jumping. was

girls boys

are were

girl boy
The girls clapping. (boys)
The was is clapping. The mos jumping.
The wha girl clapping. (The is jumping.)
The 3 clapping. (boy is)
The girl was clapping. The dog is jumping
The girl clapping. The boys jumping.
The girl are was clapping. The boy jumping.
The girl is clapping. The boys is jumping.
The girl clapping. The running jumping.
The is girl chair clapping. The is boy Jumping jumping.
The girl is clapping. The is boy jumping.
The girl was clapping. The si boy jumping.
The girl is clapping. The boy is jumping.
The was clapping. clapping. The was boy jumping. jumping.
The is was clapping clapping. The was junping jumping.

The
The
The
The
The

girl clapping

the girl is clapping.
girl clapping clapping.
girl clapping.

gir is clapping

The
The
The
The
The

was boy jumping.
is boy jumping.
is boys jumping.
boy jumping.

Jumping jumping.

() - pointed to particular words in list.
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21
22
23
24
25
20
27
28

29

30

32
33
34
35
36
37

38

39

40

TASK 3 - PART 1
103 hall
TASK 3 TASK 3
Singular Singular
’resent Present
SAD SAD
was arc
is is
The clapping. wcre The jumping. was
girls boys
are were
girl boy
The clapping clapping. The Jumping jumping,
The is girl clapping. The boy jumping.
The girl is clapping. The the doy jumping.
The is girl clapping. The is boy jumping.
The girl is clapping. The boy werce jumping.
The was clapping. The is Boy jumped jumping.
The girl is clapping. The boy is jumping.
The hna is girls clapping. The a bog jumping.
The gil clapping. The is boys jumping.
The girl is clapping. The boy is jumping.
The girl is clapping. The is boy jumping.
The was girl clapping. The was boy jumping,
The girl is clapping, The boy is. jumping.
The girl 1s clapping. The boy arc jumping,
The is girl clapping. The boy jumping.
The girl was clapping. The boy is jumping.
The is clapping clapping. The boy is jumping.
The girl is clapping. The boy is jumping.
The pirl is clapping. "The boy is jumping.
The pril is clapping. The boy is jumping.
() - pointcd to particular words in list,.
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11
12
13
14
15
16
17
18
19
20

TASK 3 - PART 1
#1307 Ha07
TASK 3 TASK 3
Singular Singular
Present Present
Y/N Y/N
boy girl
were girls
the running? was the jumping? was
are were
is arc
boys is
(is) (were)
boy the running? momom the jumping?
( the is running?) wha the Jumping jumping?
(boy 1is) (girls 1is)

The boy is running thc boy is running?
boys the boy running?

Running the is boys running?

was running the running?

Running the running?

is the doy running?

is jumping?

The girl is jumping the girl

girls the girl jumping?
is arc w the were jumping?

girl was is the jumping? jumping?

aawtt the jumping?
is the girl jumping?

boy the is running?

boys the boy running?

is the boy running?

was boys the running? running?
the is dog running?

was the boy running?

the is boy running?

the 1s boys running?
Running the running?
boy the running?

girl the is jumping?
was the girl jumping?
is the girl jumping?

was girl the jumping? jumping?

the is jumping?
was the girl jumping?

the is girl jumping?

the is girls jumping?
girl the jumping?
girls the jumping?

() - pointed to particular words in list
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TASK 3 - PART 1
#307 #407
TASK 3 TASK 3
Singular Singular
Present Present
Y/N Y/N
boy girl
were girls
the running? was the jumping? was
are were
is are
boys is
21} Running the running? Jumping the jumping?
22} Are the boy running? is the gril jumping?

23
24
25
26
27
28
29
30

Is the doy running?

is the boy running?

Is the boy running?

I the run running?

Are the boy running?

the the run dog running?
is the boys running?

Is the boy running

Is the girl jumping?
is the girl jumping?
was the girl jumping?
Is the girl jumping?
Is the girl jumping?
Is the a girg jumping?
is the girls jumping?
Is the girl jumping?

31
32
33
34
35
36
37
38
39
40,

The the is running?
was the boy running?
Is the boy running?
Are the boy running?
was the boy running?
Is the boy running?
was the boy running?
Is the boy running?
Is the boys running?
Is the boy running?

The the w is girl jumping?
Is the girl jumping?

Is the girl jumping?

Are the girl jumping?

was the girl jumping?

Is the girl jumping?

gril the is jumping?

Is the girl jumping?

Are the girl jumping?

Is the gril jumping?

() - pointed to particular

words in list
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12
13
14
15
16
17
18
19
20

TASK 3 PART 2
1315 B11s
TASK 3 TASK 3
Singular Singular
Past Past
SAD SAD
was dog
are is
The slceping. were The running. arec
boys was
boy dogs
is were
(is) (dog)
The gom slceping. The dog is running.
(was) The wha dog running.
(was) The d running.
The boy was slceping. The dog was running.
The boy slceping. The dogs running.
The is boy si slceping. The dogs running.

The
The
The

boy slceping slceping.

slceping slceping.

was doy were slceping.

The
The
The

dog was r rTunning.
dog running.
was dog running.

The
The
The
The
The
The
The
The
The
The

is boy slceping
is boy slceping.
boy was slceping.

was boys sleceping.

is boy slceping.
was boy slceping.
is boy slceping.
i1s girl slceping.

slceping slecping.

was slceping.

sleeping.

The
The
The
The
The
The
The
The
The
The

is dogs running.
Dog running.
dog was running.

was running. running.
is was running running.

Dog running.

bog is running.
dogs was running.
dogs running.

dog running.
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TASK 3 - PART 2
315 1115
TASK 3 TASK 3
Singular Singular
Past Past
SAD SAD
was dog
are is
The sleeping. were The running? arc
boys was
boy dogs
is were
The slceping sleeping. The walking running.
The boy slceping. The arc dog running.
The the doy is slceping. The dog is running.
The was boy slceping. The was bog running.
The boy wq?kslceping. The dog was running.
The Boy milK cry slceping. The was running running.
The boy was slceeping. The was dog running.
The a bog slceping. The was bog running.
The 1s were slceceping. The is running.
The boy was slceping. The dog was running.
The was boy sleceping. The dog was running.
The is boy slceping. The is dog running.
The boy was slceeping. The dog was running.
The boy were slecping. The dog was running.
The boy sleeping. The dog running.
The boy was slceping. The dog was rTunning.
The is boy slceping. The was dog running.
The boy was slceping. The dog was running.
The boy was sleceping. The dog is running.
The boy was sleeping. The dog was running.
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TASK 3 - PART 2
ha1s a3
TASK 3 TASK 3
Singular Singular
Past Past
Y/N Y/N
girls are
were is
the swimming? girl the falling? was
was were
arc boy
is boys
(girl) (was)
moa the swimming? Bobobo the falling?
(is) (was)
(girl) (is)

The girl was swimming the girl was

The boy was falling the boy was

swimming?
Swimming the swimming?
Bo the folc swimming?
girl was in the swimming swimming?
swimm the swimming?
was the girl swimming?

boy the boys falling?

is Falling the is is falling?
is was thec boy falling?

Brda the falling?

was the doy fcll falling?

falling?

girl the is
girl the was swimming?
was the girl swimming?
was girl the swimming?
the 1s swimming
was the girl swimming?
the 1s girl swimming?
the is girls swimming?
girls the swimming?
girls the swimming?

swimming?

swimming?
swimming?

Falling the

boy the is falling?

is the boy falling?

was the boy falling?

was boy the falling? falling?
the was falling?

was the boy falling?

the is boy falling?
the is boys falling?
falling?

Falling the falling?
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TASK 3 - PART 2
a1s 403
TASK 3 TASK 3
Singular Singular
Past Pust
Y/N Y/N
girls arc
were is
the swimming? girl the falling? was
was were
are boy
is boys
swimming the swimming? Falling the falling?

was the girl swimming?

Is the girl swimming?

was the girl swimming?
was the girl swimming?

Is the the girl swimming?
was the girl swimming?
was the a girl swimming?
is the wirl swimming?

was the girl swimming?

were the boy falling?
Is the doy falling?
was the boy falling?
are the boy falling?
Is the boy falling?
was the boy falling?
was the a bog falling?
is the arc falling?
was the boy falling?

The the girls swimming?

Is the girl swimming?

was the girl swimming?
were the girl swimming?
was the girl swimming?
was the girl swimming?
wis the girl swimming?
was the pirl swimming?
wias the girl swimming?
was the gril swimming?

The the boy was falling?
s the boy falling?

was the boy falling?

was the boy falling?

was the boy falling?

was the boy falling?

was the boy falling?

was the boy falling?

was the boy falling?

was the boy falling?
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TASK 3 - PART 3
rzo3 T307%
TASK 3 ~TASX 3
Plural Plural
Present Prescent
Y/N Y/N
are was
were were
the running? was the crying? girl
dogs is
is girls
dog are
(dogs) (is)
0d>r thec mc running? was the crying?
wha the dog running? (18)
bogs the dog running? (was)
The dop is running the running? The girl is crying the girl is crying?

dog the dogs running?

dog is arc the dogs were running?
was dog the “Tunning?

the the " running?
is the dog running?

girls the girl crying?

arc girls were the is girl crying?
was girl the crying?

crying the crying?

is the girl crying?

dog the is running?
the dogs running?
is the dogs running?
was dogs the running running?
the is dogs running?
was the dog running?
is the dog running?
the is dogs running?
doy the running?
dog the _"_—i running?

girl the is crying?

girl the is crying?

is the girls crying?

was girl the cryings crying?
the is girl crying?

war the girl crying?

the is girl crying?
the is girls crying?

crying the crying?
wert the crying? :
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TASK 3 - PART 3

203 1303
TASK 3 TASK 3
Plural Plural
Present Present
Y/N Y/N
are was
were were
the running? was the crying? girl
dogs is
is girls
dog are
Was the arc running? Boys the crying?

was the bogs running?

Is the was running?

is the dog running?

was the dogs running?

I's the was dogs running?
I's the dog running?

Wra the was dog running?
is the dog running?

I's the dogs running?

Is the giril crying?
Is the gril crying?
is the girl crying?
was the girl crying?
Is the cry crying?

ARE the GIRL crying?
was the girl crying?
is the were crying?

Is the girls crying?

dogs the is running?
was the bog running?
I's the dog running?
I's the dogs running?
was the dog running?
was the dog running?
is the dog running?
is thc dog running?
is the dog running?
Is the dog running.

The is the girls crying?
Is the girl crying?

Is the girls crying?

Is the girls crying?

was the girls crying?
were the girls crying?
is the girls crying?

Is the girls crying?

Is the girls crying?

Is the grils crying?
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TASK 3 - PART 3
[ 207 1311
TASK 3 TASK 3
Plural Plural
Present Present
SAD SAD
is were
girls was
The swimming. werce The falling. arc
arc boy
was boys
girl is
(girl) (is)
The Door swimming. The Falll falling.
The girl swimming. (is)
The w re girle swimming. (is)
The girls is swimming. The boy is falling.
The girl swimming. The boy falling.
The swimming swimming, The is boys boy falling.
The girl swimming swimming. The [ boy falling falling.
The swimming swimming, The tBBrna falling.
“The is girl swimming swimming. The is doy fell falling.
The is girl swimming. The is boy falling,
The is was girl swimming. The was boy falling.
The pirls is swimming, The boys is falling.
The was girls swimming, The was boys falling. falling,
The 1s was swimming. - The is was falling.
The was golrl swimming, The was boy falling.
The is girl swimming. The is boy falling.
The girls is swimming. The is bays falling.
The Swimming swimming, The Falling falling.
The pirls swimming. The boys falling.
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TASK 3 - PART 3
207 311
TASK 3 TASK 3
Plural Plural
Present Prcsent
SAD SAD
is were
girls was
The swimming. wcre The falling. are
’ arc boy
was boys
girl is
The swimming swimming. The Falling falling.
The girl swimming. The boy falling.
The girls is swimming. The doys is falling.
The is girl swimming. The is boy falling.
The grils were swimming. The boys is falling.
The was arec swimming. The Is Boy falling.
The 1s girl swimming. The Are boy falling.
The was girl swimming. The ar a dog falling.
The is swimming. The is boy falling.
The pirls is swimming, The boys is falling.
The girl was swimming. The is Falling falling.
The is pgirl swimming. The was boy falling.
The girls is swimming. The boys is falling.
The girls are swimming. The boy are falling.
The girls swimming. The boys falling.,
The girls arc swimming, The boys is falling.
The is girls swimming. The is boys falling.
The girls was swimming. The boys is falling.
The girls arc swimming. The boys is falling.
The gril is swimming. The boys is falling.
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TASK 3 - PART 4
107 1211
TASK 3 TASK 3
"lural Plural
Past Past
Y/N Y/N
boys girls
is was
the sleeping? are the laughing?arc
were is
boy were
was girl

slceping the nonon siteceping?
DDBR the MTB slceping?
was the boy arc slceping?
the s slceping?
The boys was slceping the boy was sleeping?
hoys the sleceping?
was boy the were is boys sleeping?
boy girt the was slceping?

hoys
_ the gyo% %lccping?
was the doy slceping?

(girl were)
ol the ol laughing?
wha the girl laughing?
ars the is laughing?
the girls was laughing?
girl the girls laughing?
girl were the is arc was laughing?
girl was the laughing?

girls the laughing?
was the girl laughing?

was the boy sleceping?
Is the slceping sleceping?
was the boys sleceping?
was the sleeping sleceping?
the is slceping sleeping?
was the boys sleeping?
I the boy slceping?
was the boys slceping?
is the are sleeping?
were the sleceping?

girl the is laughing?

was the sitting laughing?

was the girls laughing?

was girl the laughing?
the was laughing?

was the girl laughing?

is the . girl laughing?

was the is girls laughing?

Laughing the laughing?

girls the laughing?
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TASK 3 - PART 4
o7 1271
TASK 3 TASK 3
Plural Plural
Past Past
Y/N Y/N
boys girls
is was
the sleceping? are the laughing? arc
were is
boy were
was girl

sleceping the slceping?

A the was boys sleceping?
[s the sleeping sleeping?
was the boy slceping?
were the boys slceping?
ts the sleeping?
was the boys slceping?
was the bod slceceping?

is the sleeping?
was the boys slecping?

is the arc laughing?

(arc) . .
ara the girls laughing?

Is the girl laughing?
was the girl laughing?
was the grils laughing?
Is the girl laughing?
was the girl laughing?
lonah the girl laughing?
is the laughing?
was the girls laughing?

hoy was the slceping?
Is the boy sTceeping?

was the boys sleeping?

was the boys sleeping?

wias the boy sleeping?

were the boy wes slceping?
boys the is slceping?

arc the boys slceping?

I's the boys slceeping?

Arc the boys sleceping?

The the girl is laughing?
was the pgirl laughing?
was the girls laughing?
was the girls laughing?
was the girls laughing?
was the girls laughing?
was the boy laughing?

was the girl laughing?
was the girls laughing?
Was the grils laughing?
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TASK 3 - PART 4
T215 1111l
TASK 3 TASK 3
Plural Plural
Past Past
SAD SAD
dogs boy
is is
The sleeping. were The crying. arc
are was
dog were
was boys
(doyg) The nonnono crying.,
The ODR slceping. The O010B crying.
The wha dog sleeping. The wha crying.
the were was sleeping. The 3 crying.
The dog was sleeping. The boys was crying.
The dog dog slceping. The boys crying.
The dogs is slceping. The Boys crying.
The dopg is slceping. The was boys crying.
The Dog slceping. The crying crying.
The was bog were sleeping. The was doy crying crying.
The is dog sleeping. The is boy crying.
The was dog slceceping. The crying crying.
The dog was sleeping. The boys was crying.,
The was sleeping sleeping. The was boys crying crying.
The is dogs sleeping. The is boy crying crying.
The was dogs slceping. The was boy crying.
The is dog slceping. The crying.
The dog was slceping. The boys was crying.
The dog slceping. The crying crying.
The dog sleeping. The boy crying.
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TASK 3 - PART 4
215 N1l
TASK 3 TASK 3
Pluratl Plural
Past Past
L SAD SAD
dogs boy
is is
The slceping. were The crying. arc
T are was
dog were
was boys
o . (dog) . o .
I'he is bol sleceping. ke boys crying.
The bog arce sleceping. The is boys crying.
The dogs is slceping. The boy is crying crying.
The was dog sleceping. The was boy crying,
The dog are sleceping. The boys were crying.
The is arce dog slceping. The is Boy crying.
The was dog slceping. The was boys crying.
The was bogs slceping. The is han boy crying.
The is slceping. The is crying.
The dogs was slceceping. The boys was crying.
The was dogs slceping. The boys was crying.
The was dop slceping. The is boy crying.
The dogs was slceping. The boys was crying.
The dogs was slceping. The boys was crying.,
The dogs slceping. The is boys crying.
The dogs was sleceping. The boys was crying.
The is dogs slceping. The was boys crying.
The dogs was slceceping. The boys was crying.
The dogs was sleceping. The boys was crying.
The dopgs were slceceping. The boy was crying.
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TASK 4 - PART 1
316 1416
TASK 4 TASK 4
Singular Singular
Present Present
Y/N Y/N

Is the boy drinking?

Is the boy walking?

(drinking)
arg 7
Wha Drinking?
(drinking)
The boy is Drinking?
Drimking?
is Drinking?
Drinking Is?
Drinking?

is the doy Drinking?

(boy walking)
MOD ?

Wha walking?
walking?

The boy is walked?
walking?
NOW

walking is was?
walking?

is the boy walk?

The is boy?
The was Drinking?
is boy Drinking?
was Drinking?
the is brinking?
was bhoy?
the Drinking is boy?
The 1s Dririnkgl?
Drinking?
Drinking?

The is boy?
The is boy walking?
is boy walking?
was boy walKking?
The is walking?
was bhoy?
The walking is boy?
The is walking?
walking?
Walking?
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TASK 4 TASK 4
Singular Singular
Iresent Present
Y/N Y/N

Is the boy drinking?

Is the boy walking?

Drinking?
the boy Drinking?
[s the doy Drinking?
is the boy Drinking?
Is the boy Drinking?
Is Boy Mike Milk?
The boy is Drinking?
The a bog?

is were
Is boy Drinking?

walking?

the boy walking?

Is the doy walking?
the boy is Walking?
Is the boy walking?
Is Malk Boy? (walk)
The boy is walking?
The a bog? ? »

is wory (work) (walk)

Is boy walking?

The is Drinking?

was the boy Drinking?
The doy is Drinking?

Arc the boy Drinking?
The boy Drinking?

the boy is clapping?

The is boy Drinking?

is the boy Drinking?
Is The boy Drinking?
Is the boy drinking?

The walking boy is?

was the boy walking?
The boy is walking?

Is the boy walking?

The boy is walking?

the boy walking?

is the boy walking?

is the boy walking?

Is The boy walking?

Is the boy walking?
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TASK 4 - PART 1
204 208
TASK 4 TASK 4
Singular Singular
Present Prescnt
SAD SAD

The girl is cating

The girl is falling.

(cating)
MOrro
Wha Eating.
Now

The gir! is BEating.

Girls
Eating.

[s is Eating.
BEating.

is the girl cating.

(falling)
oop
Wha Talling.
Falling.

The girl is Falling.
Girls
Falling is.
Falling.
Ciri

is the girl fell.

The is girl.
Tha

The apple 1s Eating.

Was Eating.

The is Eating.

wias qoy (girl)
the Eating 1is
Is The gir Eating.
Eating.
lLating.

The is girl.

The wsa Falling.,

The girl is Falling.
was Falling.

The is Falling.
was gourl,

the Falling is girl.

the girl Falling.
Falling.
Girl
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TASK 4 - PART 1
204 1208
TASK 4 TASK 4
Si}igulzrr Singular
Present Present
SAD SAD
The gir The girl is falling.

Lating.
the Eating
The Lating

is The gi

girls.,
girl.
ril.

Falling.
the girl Falling.
The girl Falling.
is The girl,

The girl

| The pril

is cating.
is cating.

Is the gril Eating. Is the gril Falling.
Was The atece. The jump.

I's the girl Eating, Is the girl Falling.
The wes lLating. The bnu girl.

is Lating. is

The girl is LCating. The girl! is Falling.

(%1r1 was. Falling was.
was the girl cating. The is girl falling.
The girl is cating, The girl is falling.
The girl is cating. The girl is tfalling.
The girl LEating. The girl TFalling.
The girl cating. the girl is falling.
is the girl cating. The 1s girl Falling.
the girl is foot. the girl was fecll.

The girl is falling.
The gril is falling.
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TASK 4 TASK 4
Singular Singular
Past Past
SAD SAD

The boy was clapping.

The girl was skipping.

wis

(clapping)
nolol

(¢lapping)

(clapping)

The boy was Clapping.

clapping.

clapping.
clapping was.

clapping.

the doy clapping.

(skipping)
oBdo
wha skipping.,
skpping.
The girl was skipping.
skipping.
skipping.
skipping.
skipping.
was the girl skipping.

The
The
The

The

The
The

is boy.

is clapping.
boys sitting.
was clapping.

is clapping,

was boy.
clapping is boy.
is clapping.
Clapping.,
clopping.

The is girl.

The is skipping.

The girl was skipping.
was skipping.

The is skipping.
was girl.

the gril skipping.

The is girl was skipping.

SKipping.
skipping.
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TASK 4 - PART 2
312 M212
TASK 4 TASK 4
Singular Singular
Past Past
SAD SAD

The boy was clapping.

The girl was skipping.

clapping.
the boy clapping.
The the doy is clapping.
was the boy clapping.
The boy was clapping.

alk
s Malk Uk Boy

The boy was clapping.
“The a bog.

is boy

The boy was clapping.

skipping.
the girl skipping.
Is girl skipping.
was The girl
The gril was skipping.

Is was skipping.

was the girl skipping.
Is olnuri girl.

is

The girl was skipping.

The was clapping.

I's The boy Falling.
The boy was clapping.
The boy was clapping.
The boy clapping.

the boy was clapping.
The was boy clpping.
The boy was capping.
The boy was clapping.
The boy was clapping.

The is girl swimming.
The is girl skipping.
The girl was skipping.
The girl was skipping.
The girl SKipping.

the girl was skipping.
was the girl skipping.
The girl was skipping.
The girl was SKkipping.
Was the gril skipping.
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TASK 4 - PART 2
404 104
TASK 4 TASK 4
Sinpular Singular
Past Past
Y/N Y/N
Was the girl sitting? Was the girl crying?
(skipping) crying?
Boyd? doyoB
Wha Drinking? Wha Girl?
° 7

(clapping)
the girl was sitting?
Girls?
is Before?

The girl was crying?
Girls?
me crying?

pirl was 1is? girl was crying?
Burda? Before?

was the girl sitting? the was girl crying?
The is pirl? The girl i1s crying?
The is sitting? The crying?

was pirl sitting? was the girl crying?
wias sitting? was crying?

The is Girl? The crying?

was goll (girl)? crying?

The skillpping is girl? The girl is crying?
The 1s girl? was crying?

NR girl crying?

Giri? Girl?
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TASK 4 - PART 2
1404 F1oa
TASK 4 TASK 4
Singular Singular
Past Past
Y/N Y/N
Was the girl sitting? Was the girl crying?
sitting? crying?
the gril sitting? the is girl crying?

I[s the girl sitting?

the girl was sitting?

were the girl sitting?
is Boy?

Was the girl sitting?

the a girl?

is arce

was pirl sitting?

Is crying girl?

the
The
The
Was
The

was girl?

girl was crying?
o

the girl crying?
is girl?

Before

was

girl crying?

The sitting was?

[s the girl sitting?
The girl was sitting?
were the girl sitting?
The girl is sitting?
The girl was sitting?
was the gril sitting?
was the girl sitting?
was the girl sitting?
was the girl sitting?

was
was
The
The
was
The
The
The
Was
The

crying?

the crying?

girl was crying?
girl was crying?
the girl crying?
girl was crying?
was crying?

girl was crying?
the girl crying?
gril was crying?
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TASK 4 - PART 3
304 1108
TASK 4 TASK 4
Plural Plural
i Present Present
: Y/N Y/N
Arc the girls clapping? Arc the boys running?
{(clapping) no nnoun
Bro BMOOM
wha clapping? wha Jumping?
(clapping) A7

The girls
Girls?
DrinkiAg is?
Claing 1s was?
Cla4%ing

is Clapping?

is the girl clapping?

The bays is running?
Running?
108

was 1s boy Running?
Walking?

is the doy Running?

The is girl?

The was clapping?

is girls sitting?

wias clapping?

The is clapping?

tho god

The clapping is girl?

The is girls clapping?
Clapping.
Boy?

The is boy?

The Running?

is The boys running?
was Running?

The is Jumping?

Is boy?

the boy Running?
Running?

Running?

Boy?
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TASK 4 - PART 3
1304 rrog
TASK 4 TASK 4
Plural Plural
Present Prcsent
Y/N Y/N

Arc the girls clapping?

Arc the boys running?

Clapping?
the gril clapping?
Is the girl clapping?
the is girl Ctlapping?
Is the pirls clapping?
I's was Girl?
ARE tHL GIRL CLAPPING?
The lauvaul girl?

is were?
Is girls Clapping?

Running?
the is boys running?
was boy running?
the is boy?
were the boys running?
The is Running?
Is the boys Running?
Is The ran?

is?
Is boys running?

The is Girls sitting?
was the girl clapping?
The girls is clapping?
Is the girls clapping?
The girls Clapping?

the pirls is clapping?
is the girls clapping?
Is the girls clapping?
I's the girls clapping?
Is the grils clapping?

boy Running?

was the boy running?

The boys is Running?

was The boys running?
Was The doy?

The Boys is running?
boys the is Running?

the boy was the Running?
Is the boys running?

Arc boy running?
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TASK 4 - PART 3
216 412
TASK 4 TASK 4
Plural Plural
Present Prescent
SAD SAD

The boys arc drinking.

The girls are falling.

(drinking)
dolo
wha Drinking.
Drinkig Boys.
The boy is Drinking.
brinking.
Drinking is Lorrainc.
boy Is Drinking.
Drinking.
is the doy Drinking.

(clapping)
TOVO

wha TFalling.
(falling)

The girl is Falling,
Girls.,

NOW

girl is was Falling.
BBrraa

is the girl fell.

The is boy.

The is Drinking.

The boys 1s sitting.
was Drinking.

The is Prinking.

was boy.
The boy Drinking.
The is Drinking
Drinking.
Drinking.

The is girl.

The girl Falling.

The girl is falling.
was lalling,

The is Falling.

irl
was éoﬁl)boy.

The is girl,

The is grils.
Falling.
Girls.
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TASK 4 - PART 3
12106 412 |
TASK 4 TASK 4
Plural Plural
Prescnt Present
SAD SAD

Thc-boys arc drinking.

The girls arc falling.

Drinking.
the boy Arc Drinking.
The doys is Drinking.
is the boy.
were the boys drinking.
Is is Milk Boy.
Is the boy Drinking.
Is was boy.
is
The boys is Drinking.

Falling.
the gril Falling.
The the girls Falling,
The girl is Falling.
The girls is Falling.
Is the Boy Girl.
The girl is Falling.
Is girls.

is byoic
The girls is Falling.

The is Drinking Boys.

The is boy Drinking.
The boys is brinking.

The boys is Drinking.
The boys Prinking.

The boys drinking.

The is boy Drinking.
the boy was Drinking.

The boys is drinking.
The boy was Drinking.

The Falling is.

The was filling.

The girls is falling.
The girl is falling.
The girls Falling.
the girls is falling.
The girls is falling.
The girls is falling.
The girl is falling.

The grils is falling.
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TASK 4 - PART 4
1o 1408
TASK 4 TASK 4
Plural Plural
Past Past
SAD SAD

The girls were running.,

The dogs were sitting.

bonononono
ADbLDLB
wha running.
A ,

The girls was running.
Girls

Boys
girl was running.

Girl
Was girl Running.

(dogs)
Ojoodlm
wha Dog.
(dogs)
The dogs was.
Dogs
Before
dog is was sittin
DOAS
was the bogs.

The is girl

The Running.

The girts was running,
The was Girl Running.
The is Jumping.
skpllng.

The girl Running.

was Running.

Running .

Girls.

The is dag.

The dogs sitting.
The dogs was thrce.
was Dogs.

The was boys.

was Dogs.

The Dogs is threce.
The is Dogs.

Dogs.

Dogs.
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TASK 4 - PART 4
#1106 1408
TASK 4 TASK 4
Plural Plural
Past Past
SAD SAD

The girls werc running.

Thec dogs were sitting.

Running.

the

ars girls running,

I's girl is Running.

Was
The
The
was
The

the girl.

girls were running,
was girl.,

the girl Running.
is girl.

Before

The

girls was running.

Dogs.

the bog Dogs.

The the dog.

the dog was.

The dogs was sitting.
Is the dogs.

The dog was sitting.
was bogs.

is grils.

The dogs was sitting.

Running girls,

The
The
The
The
The
The
the
The
Was

was girl Running.
girls was Running.
girl was running.
girls is Jumping,
pgirls was running.
was Girls Running.
girl Jumping.

girl was running.
the grils running.

The Dogs was.

The is Dogs sitting.
The dogs was sitting.
The dog-was sitting,
The dogs is sitting.
The dogs sitting.

Was the dog sitting,
the dog was sitting.
The dogs was sitting.
The dog was sitting.
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TASK 4 - PART 4

3508 | 112
TASK 4 : ' TASK 4
Plural Plural
Past Past
Y/N ‘ Y/N
Were the boys walking? Were the girls jumping?
1 (walking) Bononono?
2 crying? oblo
3 (walking) wha running?
4 (walking) Jumping?
51 The boys was walking? The girls was jumping?
6 | Boy? Girls?
7 | Boys is? Jumping?
8 | walking is was? was girl is?
9 walking? Girls?
10 | was the doy walking? was the girl Jumping?
11 § The is boy? The is girl?
12 1 The is walking? The Jumping?
13 | was boys walking? was the girls Jumping?
14 [ was walking? The was Girl?
15 | The is walking? The is Girl?
16 | boy was? goe ?
17 | The walking is boy? : the Running?
18 | The 1s walking? was Jumping?
19 [ Walking? Jumping?
20 | Boys? Girls?
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TASK 4 - PART 4
1308 112
MSK 4 TASK 4
Plural Plural
Past Past
Y/N Y/N

Were the boys walking?

Were the girls jumping?

Walking?

the boy walking?

Is the doys walking?

was the boy walking?

was the boys walking?
I's Malk (walk)?

The boy was walking?

the wake Dog?

“is boyy?

was boys walking?

Falling?

the is girls jumping?
Is girl Jumping?

was the girl?

Arc the girls jumping?
The is girl?

Was the girl Jumping?
Is girl?

Before

was girls Jumping?

the was walking?

was the boy walking?
The doys was walking?
were the boys walking?
the boys walking?

the boys was walking?
was the boys walking?
was the boys walking?
Was the. . boys walking?
The boy was walking?

Girl Jumping?

was the girl Jumping?
The girl was Jumping?
was the girls jumping?
The girls?

The girls was jumping?
The was Girls jumping?
the girl was Jumping?
Was the girl jumping?
Was the grils jumping?




APPENDIX H
SUMMARY OF TASK 3 AND 4 RESPONSES

FOR SELECTED SUBJECTS

( ) - indicates subject pointed
to that particular word



Correct Model

222,

103
411
307
407
315
115
415
403
207
311
203
303
215
111
107
211

33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48

The
The

girl is clapping.

boy is jumping.

Is the boy running?

Is the girl jumping?

The
The
Was
Was
The
The
Are
Are
The

The

boy was sleeping.
dog was running.
the girl swimming?
the boy falling?
girls are swimming.
boys are falling.
the dogs running?
the girls crying?
dogs were sleeping.

boys were crying.

Were the boys sleeping?

Were the girls laughing?

204
208
316
416
312
212
404
104
216
412
304
108
116
408
308
112

49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64

The
The

girl is eating.

girl is falling.

Is the boy drinking?

Is the boy walking?

The
The
Was
Was
The
The
Are
Are
The
The

boy was clapping.
girl was skipping.
the girl sitting?
the girl crying?
boys are drinking.
girls are falling.
the girls clapping?
the boys running?
girls were running.

dogs were sitting.

Were the boys walking?

Were the girls jumping?
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#5 #6
10333} The girl was clapping. Thé girl clapping.
411134|The dog is jumping. The boys jumping.
307135} the boy is running the boys the boy running?
boy is running?
407 36| The girl is jumping the girls the girl jumping?
girl is jumping?
31537 The boy was sleeping. The boy sleeping.
115|38| The dog was running. The dogs running.
415139 The girl was swimming swimming the swimming?
the girl was swimming?
403 |40} The boy was falling boys the boy falling?
the boy was falling?
207141 |The girls is swimming. The girl swimming.
311142|The boy is falling. The boy falling.
203 [43|The dog is running the dog the dogs running?
running?
303144 |The girl is crying the girls the girl crying?
girl is crying?
215 45 The dog was sleeping. The dog dog sleeping.
111146} The boys was crying. The boys crying.
107 {47 |The boys was sleeping boys the sleeping?
the boy was sleeping?
21148  the girls was girl the girls laughing?
" laughing?
204} 49} The girl is Eating. Girls.
"1208| 50| The girl is Falling, Girls.
3161 51| The boy is Drinking? Drimking?
416! 52} The boy is walked? Walking?
312| 53| The boy was Clapping. clapping.
212{ 54| The girl was skipping. skipping.
404(55| the girl was sitting? Girls?
104156|The girl was crying? Girls?
216|57]{ The boy is Drinking. Drinking.
412[58| The girl is Falling. Girls,
304159 The girls is clapping? Girls?
108160 The bays is ruﬁning? Running?
116 ({61|The girls was running. Girls.
08 62| The dogs was Dogs.
30863 The boys was walking? Boy?
11264 ]The girls was jumping? Girls?




#19

224,

#16
103{ 33| The girl clapping. The girl clapping.
411 34 The was boy jumping. The boy jumping.
307} 35} Was the boy running? Running the running?
407i 36| Was the girl jumping? girl the jumping.
315} 37 The was boy sleeping. The sleeping sleeping.
115; 38/ The Dog running. The dogs running.
415| 39| Was the girl swimming? girls the swimming?
403} 40] Was the boy falling? Falling the falling?
207| 41 The was goirl swimming. The Swimming swimming.
311142 The was boy falling. The Falling falling.
203 43| Was the dog running? doy the running?
303{ 44 War the girl crying? crying the crying? |
215|455} The was dogs sleeping. The dog sleeping.
111} 46| The was boy crying. The crying crying.
107|147 Was the boys sleeping? is the are sleeping?
211148| Was the girl laughing? Laughing the laughing?
204149 Was goul (girl) Eating.
20850 Was gourl, Falling.
316{51| Was boy? Drinking?
416|52| Was boy? Walking?
312|153 Was boy. Clapping.
21254} Was girl. Skipping.
404 155{ Was goll? (girl) NR. (couldn't find vb.)
104}56f{ crying? girl crying?
216|57| Was boy. Drinking.
412158 Was goul boy. Falling.
304 59| tho god. Clapping?
108{60| Is boy? Running?
116161| skpllng Running.
408 162 Was Dogs Dogs.
308 63| boy was? Walking?
112 |64 goxr? Jumping?




#24 #30
103|133|{The is girl clapping. The girl is clapping.
411{34{The is boy jumping. The boy is jumping.
307135{is the boy running? Is the boy running?
407 (36|is the girl jumping? Is the girl jumping?
315]37i{The was boy sleeping. The boy was sleeping.
115}38{The was bog running. The dog was running.
415]139|Was the girl swimming? Was the girl swimming?
403|140|Was the boy falling? was the boy falling?
207|141 {The is girl swimming. The girls is swimming.
311142 {The is boy falling. The boys is falling.
203|43}is the dog running? Is the dogs running?
303{44|is the girl crying? Is the girls crying?
215(45{The was dog sleeping. The dogs was sleeping.
111|146 |The was boy crying. The boys was crying.
107 |47 |Was the boy sleeping? was the boys sleeping?
21148 |Was the girl laughing? was the girls laughing?
204 {491is The girl. The girl is Eating.
208 |50}is The girl The girl is Falling.
316 {51 |is the boy Drinking? Is boy Drinking?
416 {52 |the boy is Walking? Is boy Walking?
312 |53 {was the boy clapping. The boy was clapping.
212 |54 |lwas The girl. The girl was skipping.
404 |55 |the girl was sitting? was girl sitting?
104 |56 {the was girl? was girl crying?
216 |57 |is the boy. the boys is Drinking.
412 |58 [the girl is Falling. The girls is Falling.
304 |59 [the is girl Clapping? Is girls Clapping?
108 |60 |the is boy? Is boys running?
116 |61 jlwas the girl, The girls was running.
408 |62 |{the dog was The dogs was sitting.
308 |63 lwas the boy walking? was boys walking?
112 164 |was the girl? was girls Jumping?

225,
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226,

#33 #40
103({33] The girl is clapping. The gril is clapping.
411134 The boy is jumping. The boy is jumping.
307135/ Is the boy running? Is the boy running?
407336/ Is the girl jumping? Is the gril jumping?
315137, The boy was sleeping. The boy was sleeping.
115|38| The dog was running. The dog was running.
415|39] Was the girl swimming? Was the gril swimming?
403140 Was the boy falling? Was the boy falling?
207 141} The girls is swimming. The gril is swimming.
311142{ The boys is falling. The boys is falling.
203143 Is the dog running? Is the dog running?
303144/ 1Is the girls crying? Is the grils crying?
215]45( The dogs was sleeping. The dogs were sleeping,.
111146{ The boys was crying. The boy was crying.
107 |47 Was the boys sleeping? Are the boys sleeping?
211 |48|Was the girls laughing? was the grils laughing?
204 |49| The girl is eating. The gril is eating.
208 ;50jThe girl is falling. The gril is falling.
316 {51 The doy is Drinking? Is the boy Drinking?
416 |52| The boy is walking? Is the boy walking?
312 |53| The boy was clapping. The boy was clapping.
212 {54 The girl was skiping. Was the gril skipping.
404 |55 The girl was sitting? Was the girl sitting?
104 (56} The girl was crying? The gril was crying?
216 57| The boys is Drinking. The boy was drinking.
412 58| The girls is falling. The grils is falling,
304 |59| The girls is clapping? Is the grils clapping?
108 60| The boys is Running? Are boy running?
116 {61|The girls was Running. Was the grils running.
408 {62|The dogs was sitting. The dog was sitting.
308 |63 The doys was walking? The boy was walking?
112 164|The girl was Jumping? ,Was the grils jumping?




APPENDIX I

SUMMARY ANOVA INCLUDING EXAMINER AS A FACTOR
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Summary of Analysis of Variance

Mean Square

Source afr Error Term F
MEAN® 1 181.6891 R(AX) 234.9711
AP 3 7.4838 R(AX) 9.6786 X
B¢ 3 15.1046- BR( AX) 08,1129 ¥
cd 1 36.5765 CR(AX) 60.8242
D¢ 1 . 3062 DR( AX) 2.0992
B 1 .1562E-02 ER( AX) 0.0081

g *%*
X(A) 4 3.7945 R(AX) 4.9073 Ly
AB 9 5841 BR( AX) 3.7947 oy
AC 3 4,0213 CR( AX) 6.6872
BC 3 L4463 BCR(AX) 2.5315
AD 3 . 3072 DR( AX) 2.1063
BD 3 .1593 BDR( AX) 1.2436
CD 1 .9179E-05 CDR(AX) 0.0001
AE 3 .2588 ER(AX) 1.3347
BE 3 .2963 BER( AX) 1.7988
CE 1 .7956E-01 CER( AX) 0.3051 .4
DE 1 1.406 DER( AX) 16,1822
R(AX )P 32 7732
BX(A) 12 1736 BR( AX) l.1282 .,
CX(A) 4 2.4976 CR(AX) 4.1534
DX(A) 4 . 4007 DR(AX) 2.7471
EX(A) 4 .1289 ER( AX) 0.6647
ABC 9 1453 BCR( AX) 0.8242
ABD 9 .2201 BDR( AX) 1.7178
ACD 3 .2218 CDR( AX) 1.5290
BCD 3 .5728E-01 BCDR({ AX) 0.5518
ABE 9 .8559E-01 BER( AX) 0.5196
ACE 3 .4219E-01 CER(AX) 0.1681
BCE 3 .1713 BCER({ AX) 1.2621
ADE 3 .2072 DER(AX) 2.3854 4
BDE 3 .5635 BDER( AX) 4., 0714
CDE 1 .5624E-01 CDER( AX) 0.5028
BR( AX) 96 .1539 _
CR(AX) 32 L6013
DR( AX) 32 .1458
ER(AX) 32 .1939
BCX(A) 12 .2538 BCR( AX) 1.4399
BDX(A) 12 .2070 BDR( AX) 1.6154
cDx(4) 4 . 3203E-01 CDR{ AX) 0.2207
BEX(A) 12 L1476 BER( AX) - 0.8963
CEX(A) 4 .8203E-01 CER(AX) 0.3269
DEX(A) 4 .1882 DER( AX) 2.1667



Summary of Analysis of Variance (cont.)

229.

Source af Mean Square Error Term F
ABCD 9 L1694 BCDR( AX) 1.6317
ABCE 9 L1161 BCER( AX) 0.8552
ABDE 9 .1548 BDER( AX) 1.1187
ACDE 3 .6978E-01 CDER( AX) 0.6239
BCDE 3 .1302 BCDER( AX) 1.0873
S(BCDE)* 32 .1640 SR( AXBCDE ) 1.6044
BCR( AX) 96 L1763

BDR( AX) 96 .1281

CDR(AX) 32 L1451

BER( AX) 96 L1647

CER( AX) 32 .2509

DER( AX) 32 . 8690E-01

BCDX(A) 12 .9455E-01 BCDR( AX) 0.9108
BCEX(A) 12 .2153 BCER( AX) 1.5865
BDEX(A) 12 .8826E-01 BDER( AX) 0.6377
CDEX(A) 4 . 3824E-01 CDER( AX) 0.3419
ABCDE 9 .2979 BCDER( AX) 2.4881
AS(BCDE) 96 .1005 SR( AXBCDE ) 0.9829
BCDR( AX) 96 .1038

BCER( AX) 96 L1357

BDER( AX) 96 .1384

CDER( AX) 32 .1118

BCDEX(A) 12 .1569 BCDER( AX) 1.3102
SX( ABCDE) 128 .8824E-01 SR(AXBCIDE) 0.8630
BCDER( AX) 96 .1197

SP( AXBCDE ) 1024 .1022

x
"

x
3
"

probability < .05

probability < .01

a = grand mean

b = age

¢ = task

d = singular/plural
e = tense

f = transform

g

h

i

= examiner nested under age
= subjects nested under examiner and age

= sentences nested under BCDE



