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SOME ISSUES CONCERNING LANCUAGE, FEDUCATION
AND THE MACRI CHILD

The role of language as the principal medium of instruction
within the New Zealand (N.Z.) educational system has recently
received increasing attention both from researchers and those
responsible for -the formulation of our national educational
policy. In particular, much attention has been directed toward
the Msori pupil and the use of the English language as the
medium for his instruction. The range of literature on this
question includes controlled research studies on English uéage
by Maori children, educational policy statements concerning the
medium of instructiqn to be employed in New Zealand schools and
- writings of a more speculative, and potentially political
nature, quéstioning educational policy and the role of language
in "Maori education".

At: this point it must be made clear that the present author
- does not subscribe to the view that there is a '"Maori education
problem" as distinct from the "education problems" of any
other ethnic group within New Zealand's educationsl system.
Rather, it seems prefersable to take the more general view that
some groups in New Zealand dwell under conditions such that
their overall environment is not conducive to the adequate
development of certain behaviours crucial for educational

achievement. Behaviours such as adequate language development
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are commonly considered prerequisites and taken as '"givens"
already possessed, in some degree, by every child entering our
"middle-class oriented" educationsl system. Children from
experientially limited environments have been variously described
as "culturally deprived, culturally different, culturally
disadvantaged, psychosocially deprived, socially deprived,
economically disadvantaged and working class". (Mitchell, 1968,
P 3)s

Following Mitchell's (1968) lead it is useful to note
that "which ever of these terms is used to describe these
children, they usually come from homes which do not transmit
the cultural patterns, experiences, skills and values necessary
for the types of learning characteristic of middle-class schools
and the larger society". (p. 3) .

Recognising that such category labels as '"culturally
deprived" or '"culturally disadvantaged" are both relative, and
value loaded, hence judgemental with pejorative connotations,
they still represent attempts to depict characteristics of a
~ group located in a larger yet equally heterogeneous society.
Such charscteristics - values, beliefs, the behavioural repertoire -
language included, may prove to be detrimental, if not inimical,
to the individual in both institutional and wider socisl settings
beyond the bounds of his immediate family, subculture, and/or

class milieu.
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At gresent a considerable proportion of the Maori school
population of New Zeeland is being handicapped by such
disadvanteges relative to the requirements of the educational
system. TFor this group the importence of language lies in its
function as the primary mediator of the educationsl process.
This process 1is seen as the most suitable sociel palliative
available for the amelioration of most, if not all, of the
"disadvantages" associated with cultural and/or ethaic
marginality.

Historically, the dialogue on "language and Maori education"
has centred around two main issues.

firstly, in which language should the Maori pupil receive
instruction - his ethnic “tongue, Maori, or the language of. the
Pakeha, English? Given the resolution of this first issue,
which has favoured instruction in English, & second question

. arises: what particular problems does the Maori pupil face in
learning and utilizing the English langusge in a way congruent
with the expectations and dictates of the educatidnal system
and society at large? TFor the Maori pupil this involves both
the acquisition of the correct grammaticsl, lexical and
syntactical components of English and also a congruence between
his verbeal behaviour, both oral and written, and that advocated,

taught and accepted by the educational system1

In reference to the first issue Barrington (1966) notes the
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grovth of insistence that the instruction of the Maori pupil
be undertaxen solely through the use of the English languege.
Under the Native Schools Depsrtment of Education Act of 1867
a nationsl system of village day schools was esteblished. These
were controlled and administered by the Department of MNative
Affairs. The medium of instruction wes English and the curriculum
was that of the English primary school.
"Mastery of English by the children was emphasized as the
most important part of the Maori school teachers' work by most
of the inspecting officers, but it was also by far the most
difficult subject the teacher had to deal with". (Barrington, 1966,
p.3).
The administrative changes of July 1879 transfering the
control of Maori schools from the Department of Native Affairs
to the Department of Education did not involve policy changes
regerding the medium of instruction for the laori pupil. The Neative
School Code of 1880 provided for the instruction of the Msaori
child in reading, writing and the spesking of the English
language, and also in arithmetic, geogrephy and "such culture
as would fit them to become good citizens". (Barrington, 196§,p.u).
James Pope, the then organizing-insgector of Maori schools,
emphesized the teaching of the English langusge as being the
most importent subject of instruction. This, however, does not

mean that everything Maori, including the Maori langusge was
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forbidden in the school environment?

Despite various attempts tq find a satisfactory English
teaching method for use with Maori pupils,'their overall
improvement in the mastery of English proved difficult to achieve,
resulting in a hardening of attitudes against the use of the
Maori language in schools. Pope's successor, William W. Bird,
was particularly adamant on this issue, his desired objective
being " the instruction of the natives in the English language
only". (Bird, 1928, 1).62)3.

Concern over the command of the English language was not
a consideration unique to those involved in the formulation of
educational policy. Barrington (1966) reports Ngeta (194D)
advocating the placement of an even greater emphasis on the
teaching of English to the Masori pupil despite the stress thsat
was alreedy placed on instruction in oral and written English
by the teachers of Maori children. To guote Ngata, mastery
of the English langusge was the "key with which to open the door
to the sciences, the mechanized world and meny other callings".
(Barrington, 1966, p.8).

The reality of English &s the language of formal education in
New Zesland, and of linguistic commerce in the wider society,
for both Maori and Pakeha is now beyond question.” The sares of
concern is the second issue in the "Lsnguage and Macri Bducation"

equation; the difficulties experienced by the Maori pupil in
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his acquisition and use of English as his linguistic code
relative to his Pakeha counterparts.

The depth of this concern is reflected not only in the
establishment of such organisations as the Maori Education
Foundation but also in the increased quality and quantity of
research generatéd. This research has not only focused on the
analysis of Maori-Pakeha discrepencies in educational attainment,
(Lovegrove, 1966) but is now clearly aimed at the specification,
analysis and remediation of particular educational difficulties
experienced by the Maori pupil. It is encouraging to observe
the attention being given to the field of language.

Parsonage (1956) discussing "Maori Education" remarks that
"there is a need to study further the special problems éncountered
in the initial / infant room_/ stages of English language
teaching". (p. 10-11) The Currie Report (1962) called attention
to the English language difficulties of the Maori pupil but
found on the basis of the then available research that it was
impossible to separate langusasge from other factors in school
performance. This difficulty is emphasized by the following
quotation from the report: "How far difficulties with the use
of English as the language of instruction contributes to weaker
performance of Maori pupils later in their school careers is a
vexed gquestion. It is rendered difficult by the fact that so

many factors combine to influence Maori pupils that to assess the
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importance of any one of them accurately by simple observation
is impossible and research results are meagre". (p. L24)

Ritchie (1963) expressed the view that language was important
both educationally and attitudinally for the Maori child. '"The
initial language problem Maori children have to face in the
first year of school places them in an invidious light if they
compare their performance with that of their Pskeha class-mates
with an English-speaking home background". (Ritchie, 41963, p. 116)

RECENT RESEARCH ON_ THE FKENGLISH LANGUAGE
OF THE MAORI CHILD

It is in Maxwell's (1962) report, Resesrch Needed in the

Education of Msori Children, that the first systematic attempt

is made to specify immediate research needs. To quote Maxwell,
..+ "much concern is still expressed that Maori school children
are not taking full advantage of the educational opportunities
that are available and it has often been stated that research
needs to be carried out into specific problems of the schooling
of Maori children". (p. 5) One of the specific areas of concern
was language; "It is important to provide general language
experience, but we need not only to expose children to language
experience, but also to help them learn to use language effectively
cee [—foq;7... without language there can be no adeqguate
communication and without adequate communication there can be

little learning". (p. 15)
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Maxwell (1962) first calls attention to the '"need for
clarification and analysis of the structure and range of the
language and mixtures of languages spoken by Msori children in
N.Z." (p. 15). This is seen as the initial step before any sound
evaluation of the adeqguacy of these languages can be made%

Maxwell (1962) contends "that studies of the phonology end
structure of the English language spoken by the Msoris together
with the production of a lexicon-would be invsalusable". (p. 15).
Given this, Maxwell hopes for an increased awareness and
understanding on the part of teachers of the linguistic situation
of their children, particularly an awareness and understanding
of differences between the teacher and the children beyond
considerations of complexity of construction and vocabulary.

Cognizance is given to the role of the environment of the
Maori pupil beyond the school. Maxwell points out that while
it remains impossible to negate all detrimental home and community
influences on language development it is important to explore
fully the ebility of the school to generate adequate language
skills.

The importance of language in concept formation, particularly
at an ebstract level, is given recognition by Maxwell. If the
environment restricts the development and appreciation of
linguistic abstractness and elaboration, instead demanding the

use of & "restricted and concrete code" then the work of
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Bernstein (1959, 1960, 1961, 1964) will become increasingly
relevant.

Despite recurrent emnphasis on the vitality of the Maori
languagé end its signifidance in terms of "Maoritanga'", Maxwell
thinks it is certain '"that English will increasingly be the
functional language of the Maori people (p. 17). Following.on
from this prognostication, she outlines five 'needed" research
projects relating to langusge use and instruction.

(a) The Structure of Language: that a structural enalysis

of the language, both Maori and English, as used by the Maori

should be undertasken.

(b) Deficiencies of Language Structure: that in the light

of the above structural analysis comparisons could be made of
the structure of Msori children's English and the English
considered desirable and acceptable. Presumagbly differences
between actual and desired usage would provide the teécher with
a specific focus for his instruction of English to Maori pupils.

(c) Vocsbulary: in that the semasntic variations in the

English language as used by Maori children warrants investigation.

Coupled is the need to inquire into the knowledge of word use
possessed by the Maori pupil in relation to actual range employed.

(8) Methods of Teaching: that in view of the inadequate

comnand of English by Meori pupils, there is a need for

experimentation with teaching methods.
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(e) Tests of Attainment: that a series of tests should

be developed to trace the Msaori pupil's attainment in English

at all levels.

To dete these needs have been only partially fulfilled.
Benton (1965) presents an analysis of the Znglish language
‘difficulties of Msgori children. He specifically gives detailed
attention to structural and vocebulary weaknesses, to vocgbulary
development in comparison to European children and to the phonetic
difficulties experienced by the Msori child in using English.

The influence of use and/or knowledge of the Maori language5

upon the acquisition and utilization of English is considered

in terms of the influence of Msori grammar and syntax upon speech.
Data on tescher opinions of difficulties experienced by Msori
pupils in using the English langusge is also presented§

Two of Benton's (1965) conclusions are imnediately relevant,
firstly that "Maori children tsken as a group had more difficulty
" in heandling English than the European children with whom they

were compared". (p. 94).

Secondly, Benton stresses the significant role of language

in education; "one of the major prereguisites for success in the

educational field is adequate linguistic development, and the

efforts of teachers must be directed towards providing Maori

children with the means to attain this end". (p. 94).

I

Barham (1965) describes his study, The Bnglish Vocsbulsary
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end Sentence Structure of Maori Children, as a limited and

exploratory examination of "the vocsgbulary and sentence patterns
of some young Maori and Paskeha children who have been carefully
matched on certain factors that could affect their language
development". (p. 1) A sample of six and eight year old
children was employed on the basis that if Maori children have
restricted experience with words early identification and
remediation would be desirsble. In considering Barham's (1965)
study it is important to note the difficulties experienced in
trying to match Maori and Pekeha éhildren. Barham (1965) reports
that despite care given to matching the groups on factors
considered relevant, the groups finally chosen were not perfectly
compatable. As Barham (1965) remarks "... the experience gained
in trying to cope with this requirement in designing the study
has raised serious doubts about the practicability of locating
groups of Meori children who would be strictly comparable in
all the factors that might affect their language development'.
(p. 10)7

Granting limitations in sample matching, Barham's (1965)
study was concernea with both Maori and Pakeha children from
a working-class background. In discussing backgrcund effects
on language development of children, Barham calls attention to
the insights offered by Bernstein (1959, 1960, 1961, 196L).

Barham's (1965) sanalysis of data on vocabulary development showed
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that on estimates of both word recognition and word use Maori
children had smaller vocabularies than the Pakehsa children?
However, his examination of the meaning quality of those words
known to Maori children on two different word lists did not, in
his estimation, reveal any great differences from those of the
Pgkeha respondents.

Barham's (1965) conclusion, "that the capacity to give more
subtle definitions of words was more a function of age and size
of vocsbulary than of being Madéri or Pakeha" (p. 38) is not
supported by his earlier comment that the Maori groups studied
had smaller vocabularies than the Pakeha groups. If the Maori
has a smaller vocabulary then, relative to the Pakeha, his
capacity to give more subtle vocabulary definitions, as analyged
by Barham (1965) may be seriously handicapped. Furthermore
Barham gives no indication of the difficulty-level of words
defined more "abstractly" by a segment of his Meori sample in
comparison with the Pakeha.

An analysis of sentence patterns from transcriptions of
tape-recordings of the spoken language of the Maori and Pakeha
children was ppesented and Barham (1965) reports that comperisons
"failed to reveal any large, firm and consistént, or pedagogically
meaningful differences among them". (p. 56) The conditional
statements added by Barham to this remark substantially reduce

its validity.
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It is unfortunate that Barham (1965) in his conclusion after
acknowledging the limitations in the scope, design, and
methodology of his study should posit a single cause of Maori
difficulties with English language use, namely vocsgbulary.
Similarly his advocacy of teachers giving attention to programmes
to extend the vocabulary of Maori pupils is of dubious value.

The mere teaching of words and definitions 1is no guaraﬁtee of the
expansion of their usage in language behaviour. It would seem
more important that the Msori pupil be taught to use the
vocabulary he already possesses more adequately. This would
provide a basis for vocabulary expansion rather than Jjust
teaching him new words without consideration of the linguistic
framework within which his language behaviour takes place.

Finally, Barham's (1965) study is marred by a lack of
sophisicated statistical analysis which reduces the impact of
many conclusions. What can only be inference or suggestion
may well have been firm statement if founded on adequate
quantitative analysis.

McCreary (1966) has examined some of the difficulties Maori
children experience in reading and understanding English.

While avoiding & single factor as the cause of Maori
educational retardation he considers linguistic problems to be
important and states that "language difficulties should not be

ignored". (p. 4O) McCreary's study was conducted in an isolated,
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rursl Meori community "Ngahere", a fact which places severe
restrictions on any attempt to geﬁeralize from the results
obtained. It was found that "Ngahere" children could recognise
written English words to an extent congruent with.their place
in schcol but were failing to achieve the same standeard in their
understanding of written English. For McCreary (1566) the
rrobable factors uvon which the understanding of words 6f a
particular language depend are: "direct instruction in the
meaning of words, hearing the langusge spoken, reading in the
language, and writing and speaking the langusge oneself". (p. 49).

This view is wider than that of Barham (1965) for, whereas
Barham was prepared to view vocabulary instruction as the meens
to improve the English langusge performance of Maori school
children, lcCreary (1966) emphasises the necessity of understanding
the words being used and the conditions under which such
understanding is generated. For McCresry (1966) understanding
is only to be achieved through the "opportunity to recognise

the words in a wide variety of contexts". (p. h9)}

Clay's (1967) article, The Reading Behaviour of Five Year

0ld Children: A Reseerch Report, while not specifically e

comparative analysis of the emergent reading behaviour of laori
and Pakeha children, does provide a comurehensive founddtion for
such a study. The subseguent development of linguistic

competence is not unrelated to the initiation of children into
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efficient and productive reading behaviours and to this end
Clay's work is important for the identification of specific
inefficient reading behaviours in any group of children. It
is only through such identification that effective steps can be
undertaken to aid the child in improving his reading skills.

McEldowney'é (1965) study on the range and frequency of
syntactical‘ratterns in.the written English of N.Z. school
children also raises the gquestion of comparative studies. Since
the reported research was based on rakeha children, a comparative
study of similar Meori children would be valuable.

McEldowney did not break down her data in terms of the five

categories, as defined by paternal occupation, of the children

'
v
W

in her sample. With a clearer specification of group
characteristics beyond paternal occupation ranking and increased

sample size, data analysis could well revegl significant grou;

L}

differences in the syntacticel patterns employed by the children.
Returning to the issue in qguestion, "Language and lMaori

Education", the N.Z. Institute of Education Report and

Recomnendations on Maori RBducation (1967) provides the most

recent reappraisal. In one chepter, Language and the Child,

this report states, "lenguage obviously provides a most serious
education problem for the Maori child", (p. 26) and is quick to
reproach the educational system for its failure to eliminste

the English language deficit of the Maori school child even after
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four or five generations of commerce amidst the Maori people.
In considering the present position, the report recognises both
the impact bf the child's environment upon his language- behaviour
end the reel sense of identity a child geains through and from
his language. Yet, despite these considerations, if & child's
lengusge is conspicuously incapeble of serving as a medium for
his continued education he must learn to change it. Equally, we
must learn to help him develop this adequate language behaviour
in a way that neither demeans nor hurts him, personally or
socially?

It is in the N.Z.E.I. report.that attention 1is,specifically
Grawn to language as a learned behaviour and the fact that
changes in langusge behaviour involve the child in re-learning.
The studies of Benton (1965), Barham (1965), McCreary (1966),
Claey (1968) and McEldowney (41968) which all have implications
for the question of languasge, the Maori child, and education,
explicitly or implicitly acknowledge that learning is involved
in langusge acqguisition. However the research, methodology, the
data collected, and the methods of analysis have not been
‘concerned so much with the actual processes involved in language
learning as with the product of such learning experiences which
may, or may not, have been available to certain groups of
children. The position represented by the N.Z. studies reviewed

can best be summarized as being a "product orientation" rather
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than a "process orientation" towards the study of language
behaviour. It is, therefore, importasnt that attention be directed
towards the analysis of the learning proceéses involved in
langtuage behaviour and its developmént in order to plan for

both meaningful and releveant instruction in langusge once the
parameters of difficulties and differences have been outlined

for various groups of chiidren.

A  LEARNING NMODEL OF TLANGUAGE BEHAVIOUR

The analysis of language as a learned behaviour, with

pecific and defined proceéses contributing to the end product

of adequate language use, has remained dependent upon the
formulation of a logically derived and parsimonious theory of

the learning processes and the interrelationships involved.

Osgood (1957a, 1957b) has produced such & model of the communication
processes on the basis of Hullian learning theory. From Osgood's
(1957a, 1957b) originsl model, in conjunction with the theoretical
formulations of Wepmean, et al. (1960) on asphasia, McCarthy sand
Kirk (41961) have attempted to list and define essentisl processes
in the leerning and the use of language - the necessary

psycholinguistic ebilities. From this specification the generation

of & method of assessing psycholinguistic gbilities became
feesible. The Illinois Test of Psycholinguistic Abilities

(Experimental Bdition) by McCarthy and Kirk (41961) hes resulted




from such considerations.

THE ILLINCIS Ti&ST OF PSYCHOLINGUISTIC
ABILITING (Lxperimental maition, 1961)

10

The ITPA, developed &t the University of Illinois, has been
designed to identify psycholinguistic abilities and disabilitiés
in children from two and one-half to nine years. The details
of construction, standardization and the statistical
characteristics of the ITFA are presented by ﬁcCarth& and Kirk
(1963) and further velidity studies are ré;orted by McCarthy
and Olson (196L4). However, a fuller consideration of the model
of psycholinguistic abilities underlying the ITFA is warranted
at this juncture.

McCarthy and Kirk (1961, 1963) end Kirk (41966) provide the
moét comprehensive outline of the model of psycholinguistic
abilities (Figure 1, pp.22-23) upon which the ITPA is based. It
is from their presentation that the following overview of the
constituent elements has been abstracted.

Three major dimensions are postulated to specify given
psycholinguistic ebilities : (a) channels of communication,

(b) levels of organization and, (c) psycholinguistic processes.

(a) Chesnuels of Communication; this dimension refers to

various combinations of stimulus input and response output. The

three major mcdes of input are auditory, visual and tactual. The

major modes of output are vocal and motor. In sum the dimension
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represents the spectrum of sensory-motor modalities by means of
which liﬂguistic symbols are received and responded to. The
individual channels within this dimension'include auditory-vocal,
auditory-motor, visual-vocal, visual-motor, tactual-vocal and
tactual-motor combinations. The final ITPA battery:.tests only
the auditcry-vocal snd visual-motor channels, these being deemed
the most intimately related to the acguisition and use of the
English language by children.

(b) Levels of Orgsnization; this dimension describes the

functionsl complexity of the organism. Some psycholinguistic
égbilities exhibited by humans'appear to demand much higher

levels of orgenization than others. Osgood (1957s, 1957b) has

postulated three distinguishable levels, two of which shsll be

. 11
discussead.

i) The recresentationsl level, which is sufficiently organised

to mediate activities requiring the meaning or significance of
linguistic symbols.

ii) The sutomatic sequential level, which mediates activities

of & more automatic or habituel nsture including the acguisition

of linguistic symbol sequences and response chesins, closure and
perceptusl speed, and the ebility to predict future outcomes
from past events.

The normal aCQuiéition and use of language is dependent upon

both of these levels.
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(c) Bsycholinguistic processes ; this dimension encompasses '

the acquisition and use of the habits involved in normel language
use. The explanation of their complete acquisition and-use is
dependent upon learning theory. Subsumed under Psycholinguistic
brocesses are three main sets of hsbits:

i) Decoding, or the sum total of those hebits required to
ultimetely obtain meaning from either visual or auditory
linguistic stimuli.

ii) Encoding, or the sum total of those hebits required to

ultimately express oneself in words or gestures.

iii) Association, or the sum total of those hebits reguired
b -

to manipulate linguistic symbols internally.

A particular psycholinguistic ability is defined as & given
process operating at a given level via a given channel. The
construction of tests from the theoretical model was convenient
in that the model Gefined the type of test actually reguired to
assess various psycholinguistic gbilities.

McCarthy and Kirk (1963) give a detailed description of the
construction of the present test battery of nine subtests,
outlining the process and rationsle behind the reduction to the
bresent nine subtests from g theoretically possible eighteen.
Our purpose is sufficiently well served here by first considering
the ITFA battery as currently imglemented snd the relation of

the nine subtests to the model behind the ITPA. (Figure 1, pp. 22-23)
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. PR, 1
The Psycholinguistic Abilities

The nine psycholinguistic abilities are defined below, esach
definition being‘accompanied by a brief explenation of the method
by which the gbility is assessed. The numbers assigned refer to
those in Figure 1 (pp.22-23 ).

i) Tests at the Representationsl Level

The tests at this level assess some aspect of the subject's
gbility to deal with meaningful linguistic symbols - to understand
the meaning of symbols (decoding), to express measningful ideas
in symbols {encoding) or to relaste to symbols on a meaningful
basis (association).

A. The Decoding Tests; decoding is the ability to comprehend

-

auditory and visuel symbols, that is, the ability to comprehend
spoken words, written words and pictures.

t

Subtest 1: Auditory Decoding is the

ebility to comprehend the spoken word. This is assessed by a
controlled vocabulary test in which the subject is asked to
respond by a simple "yes" or "no", or by gesture either in the
affirmative or negative, througn a series of graded questions
(e.g. Do females slumber?). Since the answer depends upon the
subject'S'Knowledge of the words involved more then upon content
it is assumned therefore that failure is due to an insbility to
decode.

Subtest 2: Visual Decoding is s
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FIGURE 1

THE CLINICAL MODEL FOR THE

ILLINOIS TEST OF PSYCHOLINGUISTIC ABILITIES

Representational Level

Encoding

Association
1 3
Decoding o o —
2 L
T
8
9

S

Visual and Auditory
Stimuli

Automatic-Sequential
Level

R

Vocal and Motor
Responses

Representational Level

Auditory Decoding

.

. Visual Decoding
. Auditory-Vocal Association
Visual-Motor Association

Vocal Encoding

(2NN B " VR
.

Motor Encoding

From: McCarthy and Kirk (1963) p.5.

Automatic-Sequential Level

T. Auditory-Vocal Automatic
8. Auditory-Vocal Sequential

9. Visual-Motor Séquential
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€ numbers in this figure (1,2,.....,9) correspond to the

J

C

respective subtests of the ITFA battery and are placed within
the model to indicate the channel, level and organization. For
example, Test number 1 (Auditory Decoding) measures decoding

through the auditory channel

I

t the representational level,
while Test number 2 (Visual Decoding) refers to decoding through
the visual channel at the representational level.

(Kirk snd McCarthy, 1961, p.402)



comperable test in a different channel. It is an effort to
s gbility to gein meaning from visually
presented material. Visual decoding is the ability to comprehend
pictures and written words. Clearly, written words could not
be used if the test was to be appropriate for pre-school children;
conseguently a Qicture test was employed. Assessment is by a
picture identification technique in which the subject selects
from zmong a set of comparison pictures the one which is most
nearly identical, on a meaningful basis, to a previously exposed
stimulus picture. In the test situation the subject is shown
a stimulus picture which is then removed. Next, he is shown a
set of four comparison pictures (one of which is perceptually,
rather than physically similsr, to the stimulus picture). Item
difficulty is increased by using pictures of increasingly less
familiar stimulus objects and also by makihg the selection of the
correct comparison object more difficult by introducing irrelevant
similarities into the "incorrect" comparison pictures, Selectidn
by means of simultaneous stimuli-compearison matching is avoided
by the sequential arrangement of the pictures in the Picture
Test Book (McCarthy and Kirk, 19641). The photographs used are
devoid of bacxkground, thus eliminating distraction. The subject
is simply required to point to the correct comparison picture,
thus encoding is meaintained at a simple level and feilure is

assumed to be the result of decoding defects. A typical subtest
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item would be a photograph of an office table, presented as the
stimulus object, whilst a photograph of a coffee table, as the
correct comparison object, is included amongst photographs of
three other incorreét objects subsequently presented on the
comparison card.

B. The Association Tests

Association is the &bility to relate visual or auditory
symbols (which stand for ideas) in a meaningful way.

Subtest 3: Auditory-Vocel Association

is the ability to relate spoken words in a meaningful way. In
this subtest the auditory perception and vocal expression reguire
minimal ability while the central process of making the
association is tested by items of increasing difficulty.
Assessment of the association ability is by means of & version

of the familiar "analogies" test in which the subject must complete
the test statement by supplying an analogious word (e.g. SOUP IS
HOT; 1ICE CREAM I? .) In other words, the analogies test
employed is a "controlled" association test utilizing a sentence
completion technigue. McCarthy and Kirk (1963) attempted to
construct each item in the test so that decoding and encoding
requirements were at least two years below the level for which

a given ansalogy was designed. Failure, then, would probably be
due to a defect in association ability - rather than either

decoding or encoding. The degree to which this end has beén
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accomplished by this procedure has yet to be fully determined
by deta analysis but McCarthy and Kirk (1963) are optimistic on
the basis of the then current data.

Subtest L4: Visuasl-Motor Associstion

is the ability to relate visual symbols in a meaningful way. In
this test, the sdbject.is required to relate pictures of common
objects, either on a transitionsl basis (sock goes with shoe), or
on a substitutional basis (boys end girls are pecple). The
subject selects, from among four pictures, the one which "goes
with" a given stimulus piéture.

Decoding in this test is kept simple by using photogfayhs of
familiar objects, with no distrecting background. To encode, the
sub ject simply indicates his answer by pointing. Failure,
presumnably, results from faulty association.

The "correct" answer to each item is the one which most
children in the standardizaetion sample selected. It was considefed
that adult judgement about which alternative would be selected
could often be at variance with children's performance. Objects,
instead of pictures, are used for the first four test items as a
concession to very young subjects.

~

C. The Bncoding Tests

ZEncoding is the gbility to put ideas into words or gestures.

Subtest 5:. Vocal Encoding is the

ability to express ideas iu spoken words. In this test, the
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subject is asked to describe a simple object such as a block or
a ball. IHis score depends on the number of unique end meaningful
weys in which he charscterises a given test object i.e. the

nunber of discrete concepts enumerated.

o]

The basic strategy is to present the subject with an object
which he cannot fail to recognise. Thus, if he fails the tsask

it would not be due to a lacx of recognition (decoding) out to

an ilnebility to encode. Objects selected were more or less
regular in shape; of solid colour, without pattern and homogeneous
in composition; this selection gllows for & wide veriety of
characteristics and a minimum of minor detsails. Being an open
ended test scoring problems arise, since each oné of & possible
infinity of childhood responses must be evaluated. Improvement

/ lincr

@

in test characteristics has been accomplished chiefly b asing

iy

the objectivity of the scoring system - in the sense that eac
response can be unambiguously evsaluated for sll subjects and not
overly influenced by the examiner's interpretstion.

.

Subtest 6: Motor Encoding is the

ability to express one's idess in meaningful gestures as assessed

5

by a gesture manipulation test. In thi

w

-

test, the subject is
showvn a picture of an object and asked to "SHOW MR WHAT YCU
SHOULD DG WITH THIS". The first two items consist of actual

objects (a toy gun and a toy pitcher) for the benefit of younger

subjects. Difficulty is achieved through grading the
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gppropriateness of the responses, these being listed in the

scoring standards of the test manual.

ii) Tests at the Automatic Sequentisl Level

This level mediates less complex, more automatic processes
then the representational level. Tests at this level deal with
the non-meaningful use of symbols, principally their long term
retention and the short term memory of symbol sequences. Defects
at this level interfere with sequential imitation and the ability
to retain sequences of visual and/or asuditory stimuli.

Unlike the representational level tests no attempt has been
made to subdivide the automatic-sequential level tests into their
decoding, association and encoding aspects because of the lack of
theoretical clarity at this level.

A.The Automatic Test: Our frequent use of language with its

abundant redundancies, leads to highly over-learned or automatic
habits for handling its syntactical and inflectional aspects without
conscious effort. ©So familiar are we with linguistic structure

that we come to expect or predict, among other things, the
grammatical structure of what will be said, or read, from what has
already been heard or seen. In spesking or writing, these automatic
hebits permit orile to give conscious attention to the content of the
message, while the words with which to express that message seem

to come automatically.

Subtest 7: Auditory Vocal Automatic
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This ability permits one to predict future linguistic events
from past experience. It is called ”automatic” because it is
usually done without conscious effort. It is assessed by requiring

the subject to complete a statement with a inflected word, for

example, "HERE IS AN APPLE, HERE ARE TWO ". This
statement is supplied by the examiner in conjunctioh with the
appropriate picture of "meaningful" and familiar objects, in this
case, a page displaying a single apple and two apples separated by
a line dividing the page.

The nature of the inflected response will indicate the
ability of the subject to predict what will be said.

Linguistically normal children learn these inflections in a
rather systematic way and a certain number of errors are expected
right up to the end of the test. Only when excessive errors are
made, is disability- inferred.

Although this is an auditory-vocal test, pictures are employed.
These are viewed as providing support for the test task rather
than information.

No suitable visual-motor counterpart for this test could'be
designed for the.present battery.

B. The Seguencing Tests: Sequencing, as used here, is the

ability to correctly reproduce a sequence of symbols and is largely
dependent upon visual and/or auditory memory.

Subtest 8: Auditory-Vocal Seguencing
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This is the ability to correctly repeat a sequence of previously
heard symbols. It is a test of immediate auditory recall sas
assessed by a series of digit-span repetition items.

Subtest 9: Visual-Motor Seguencing

is the ability to correctly reproduce a séquence of visual stimuli
previously seen. It is measured by reguiring the subject to
duplicate the order of a sequence of pictures (for younger subjects)
or geometrical designs displayed for five seconds and then randomly
displaced for reconstruction into the original sequence by the

sub ject.

Ensminger and Smith (1965, pp. 97-98) provide the following
summary of the nine assessment tests of the ITPA.

(1) Auditory Decoding; understanding what is heard.

(2) Visual Decoding; understanding what is seen.

(3) Auditory-Vocal Association; drawing meaningful
relationships from what is heard.

(4) Visual-Motor Association; drawing meaningful
relationships from what is seen.

(5) Vocal Encoding; expressing ideas verbally.

(6) Motor Encoding; expressing ideas through gestures.

(7) Auditory-Vocal Automatic; using the grammatical structure
of language automatically.

(8) Auditory-Vocal Sequential; recalling a series of digits

presented auditorily.
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(9) Visual-Motor Sequentisl; recalling a series of (pictures
or) geometrical forms presented visually.

The assessment of'psycholinguistic gbilities is achieved by the
individual testing of subtests with the ITPA. The administration
of the ITPA requires the examiner to be thoroughly familisr with
the instrument and with administrative procedures for each of the
nine subtests. McCarthy and Kirk (1961, pp. 27-28) describe the
general examiner requirements and test conventions. The specific

instructions for the administration recording and scoring of each

subtest are outlined in the Exeminers' Manual (1961, pp. 29-60),
.along.with a brief description of the purpose of the subtest.

It is important to note that seven of the subtests have both
basal and ceiling levels. The two remeining subtests, Vocal
Encoding (subtest 5) and Motor Encoding (subtest 6) must be
administered in their entirety. With reference to basal and
ceiling levels, McCarthy and Kirk (1961) make the following notes:

"a. On tests in which both ceiling and basal levels are
used begin testing with the appropriate item and continue until
eilther the ceiling level or end of Z-sub_7test occurs, which ever
is first. At this point, if it has not already been automatically
esteblished in the course of: testing [— the examiner musq;7 go
back and establish the basal level. As a general principle the

ceiling level is established first and the basal level last.

b. Ceiling [_levels_7-allow the examiner to stop giving the

-
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[—sub_7 test, even though he has not administered sll the items.
Ceiling levels are stested in a criterion number of consecutively
feiled items; no credit is given for items sbove the ceiling
level on the assumption that the subject would feil them.
C. Basal levels are required when the easier test items sare
eliminated on the assumption that the subject would pass them
anyway. Fassing a specific number of items or reaching a basal
level verifies this assumption. When a subject fails to pass the
specified number of items, progressively ecsier items are
administered until the basal level is resached, credit being
allowed for all items below that point". (p. 22)

The specific criteria for ceiling end basal levels are noted

in the relevant subtest instructions within the Bxaminers' Manual.

(McCarthy and Kirk, 1961).

McCarthy and Kirk (1961) make an effort to reduce the length
of the test by introducing the sutomatic crediting of a number of
‘the first items of some subtests if the particular subject has
an esteblished “mental age" of a specified level. However,
certain circumstances may require the examiner to administer at
least some of these credited items to establish z more accurate
besal level after the ceiling level has been schieved. Details

-

on these menoeuvers are also to be found in the Bxaminers' Manual,

(McCarthy and Kirk (1961)).

_For scoring purposes typgical credit end no-credit responses

.
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are listed in the manual as well as the amount Z-points_7 of
credit for particular item responses. Specificity of item scoring
is aimed for, in the scoring standards provided, in an effort to
reduce subjectivity end bias in response evaluation.

The Raw Score totals of each subtest may be transformed into
language sage and/or standard score form. Normative conversion
tables, derived from the standardization sample for the ITPA, are

provided for this purpose. (Examiners' Manual, McCarthy and Kirk,

1961, pp. 109-128). '

Summated subtest raw scores can be converted into a Total
Language Age score and /or a Total Score Standsrd score.

The Language Age norms for the ITPA are derived solely by
reference to the raw scores for the particular subtests and Total
Raw Score whereas the Standard Score norms are derived by cross-—
referencing both the obtained raw scores and the sppropriate
age category of the particular subject.

.In selecting the type of norms for analysis of test data
McCarthy and Kirk (1961) comment, "Language-age norms have been
provided in order that the results of the ITPA-may be comparesd
with the many other psychological and physical measures of
chiidren_that are expressed in terms of age score.

Standard score norms provide a more versatile means of
comparing S Z-the subjecq;7 with his own standardization group

then do language age norms. For instance, the level of S's
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Z—the sUbject'g;7 performance indicates his position in relation
to others in the norm group. In addition, when standard scores
are used the results of any [—sub_7 test of the battery can be
compared directly with the results of any other [_sub_7 test in
the battery". (p. 96)

McCarthy and Kirk (1961) conclude; "It is recommended:

(i) that the language age norms be used for comparing the results
of the ITPA with other instruments whose scores are expressed in
terms of age; (ii) that standard score norms be used for
comparing Z_sub;7tests within the battery with each other; and
(iii) that raw scores be used for comparing test and retest
results for the same S. (p. 96)

Points (ii) and (iii) ebove: comparison of / sub_/ tests
in the battery, and the comparison of test-retest results, are
given extended consideration by McCarthy and Kirk (1961, pp. 96-
105) in relation to subtest reliability coefficients and the
standard error of measurement for the respective subtests.

Kirk (1966) reports more fully on the diagnostic and remedial
prospects of language programmes based on the ITPA for individual
sub jects.

The record form provides for the drawing up of a psycho-
diegnostic profile from the derived standard scores from each of
the sdbtests. With the ultimate goal of the ITPA being differential

diagnosis, the psychodiagnostic profile is an attempt to depict
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the gbilities and disabilities of & particular child. It is
hoped by McCarthy and Kirk (1961) that this method of diagnosis
will "lead to a program of remediation or treatment which will
utilize the child's assets to develop his areas of deficiency".
(p.8) In 1961 it was further noted that, "At présent research
is in progress to determine the effects of'remedial programs on
the specific deficits in children". (McCarthy and Kirk, 1961,p.8).

t

RECENT RESEARCH WITH THE ITPA

Research into psycholinguistic agbilities and disabilities
using the ITPA has been extensive in terms of both the programmes
initiated for the remediation of psycholinguistic disabilities
and in the groups of children with whom the test has been used as
a basis for assessment.

The publication Selected Studies on the Illinois Test of

Psycholinguistic Abilities, Sievers et al., (1963) brings

together some of the initial work undertaken during the construction
of the ITPA at the Institute for Research on Exceptional Children,

University of Illinois. Sievers' peper, Development and Standard-

ization of a Test of Psycholinguistic Growth in Pre-School Children,

concerns the predeccesor of the ITPA, the Differential Language

Facilities Test (DLFT). The second paper,Qualitative and Quantitive

Differences in the Language Abilities of Young Cerebrsl Palsied

Children, by McCarthy makes use of the DLFT in comparing
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spastic, athetoid and normal children. Olson reports on the
use of the ITPA in a comparison of receptive aphasic, expressive
aphasic ahd deaf children. The fourth paper, a report by Bateman
utilizes the ITPA in assessing the reading and psycholinguistic
processes of partially sighted children. The final paper reports
Kass' study on some psychological correlates of severe reading
disability (Dyslexia). The ITPA was used as the basis for
assessment, and in addition five other short tests were adapted
to provide further information at the automatic-sequential level
(to Kass, the integrational level). An attempt was made to locate
the additions in the model of the ITPA to provide for Kass "a
clinical model of reading processes". (p. 90).

Mueller and Smith (1964) report on the analysis of the data
of Smith (1962) for the stesbility of gains observed in the language
abilities of educable mental retardates in an experimental langusge
development programme over gains made by an educable mental
retardate control group. This follow-up study failed to find
significant differences between the experimental and control group.
From this Mueller and Smith (1964) conclude that the gains initially
exhibited by the experimental group were not stable and that the
three month period of language stimulation given was not sufficient
to make a lasting difference in the linguistic difficulties of
educabie mental retardate children. Longer stimulation programmes

are suggested. Further work with the ITPA to assess the
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psycholinguistic abilities of mental retardates is reportedAby
Mueller and Weaver (4196L).

Bateman (1965) provides summaries of some twenty-four studies
undertaken with the ITPA. In this volume her presentation is
divided into three broad areas; statistical studies, remediation
studies and language disorderlstudies. The langusge disorders
are the result of definable conditions including the mentally
retarded, the gifted children with reading disorders, the
visually handicapped, the aphasic, the auditorily impaired and
the "“culturally deprived".

Further consideration is given to the question of the
psycholinguistic aspects of mental retardation by Bateman and
Wetherall (1965). Quereshi (1964, 1967) has reworked the data
from the standardization sample of the ITPA. Firstly, in 1964,
to investigate the effects of performance on individual ability
tests as a function of'various scoring cutoffs, the ITPA providing
the data for the analysis. Secqndly, in 1967, Quereshi investigated
the same data by factor analysis for patterns of psycholinguistic

development during early and middle childhood"‘l3

Ensminger and Smith (1965) provide a short summary of
some research with the ITPA. For Ensminger and Smith "one resson
for the lack of language research was the absence of such an
instrument as the ITPA. Prior to the advent of the ITPA such

classical and non-theoretical measurements as mean sentence length,




=% Geo
number of words spoken per unit of time and vocegbulary level
were used to qualify language development. Although these
instruments were useful it appears that they were assessing
primaerily one language ability, vocal encoding" (p. 17).
Ensminger and Smith (1965) raise a number of specific gquestions
related to then current research as well as raising questions in
need of further research. ©Specifically they inquire, what are
the effects of longer treatment periods on language ability than
those previously initiated? What is the relationship between
language gain and intellectual functioning? What are the effects
of a language development programme on academic achievement?

In reply, Ensminger and Smith (1965) note "that short term
language programs can be effective in increasing the rate of
language development" but "“that such gains may or may not appear
stable since little is known about the consequent rates of
language change after discontinuing a treatment program" (p. 106).
An important point raised by Ensminger and Smith (1965) was that,
on the basis of assessment by the ITPA, specific areas of
language instruction with appropriate reinforcement contingencies
must be investigated. Smith and May (1967) report on the
influence of examiners of different ethnicity on the ITPA
performance of Negro children. Significant examiner differences
were found in the overall language score and on five subtests.

t

The above authors question the usefulness of the normative value
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of scores obtained under such conditions as different examiner
and subject ethnicity.

More recently the ITPA has been put to use as one of a
nunber of evaluative instruments in projects involving children
with specific learning disabilities and with the "“culturally
disadvantaged" (Haring and Ridgway, 1967; Karnes, Hodgins and
Teska, 1968; Gray and Klaus, 1965; Klaus and Gray, 1968;
McConnell, Horten and Smith, 1969).

In these studies the primary interest has been in gross
changes in psycholinguistic functioning as '‘evidenced by either:

(a) changes in the standard score profile.

(b) changes in the total standard Language Score.

(e¢) changes in the Language Age of subtest performance.
and/or(d) chenges in the total Language Age.

The ITPA has been but one of the assessment‘techniques
utilized and amidst a wide variety of remedial activities under-
taken specific test results could not, confidently, be related to
particular aspects of the remedisl programmes. Parallel to these
broad studies, aimed primarily at "helping" the "disadvantaged
child" either at school or at the pre-school to acquire certain
educationally relevant behaviours, there are a number of studiés
concerning the psycholinguistic abilities and disabilities of
specific groups of "disadvantaged'" children.

Bateman (1965, pp. 36-37) reports Weaver from the Early
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Trajning Project1u on the psycholinguistic abilities of "culturally

deprived" children. Weaver's purpose was to explore the
psycholinguistic patterns of “culturally deprived" children and to
evaluate the efficiency of a pre-school training project in
increasing the language ebility of the "culturally deprived"
child. Two experimental "enrichment" groups and one control
group were employed. Bateman (1965, p. 37) reports Weaver's
findings briefly as:

(1) The profiles of the two
experimental groups were generally higher than the control group,
but retained basically the same shape.

(2) That the visual-motor-seguencing
subtest continued its erratic behaviour noted in previous
investigations and defied analysis. Presumably, since Bateman
gives no further deteils, this subtest has displayed marked
varigbility, evidencing little stability and/or erratic increments
over the age group of the test.

(3) All three groups demonstrated the
expected weakness in auditory-vocal-automatic (grammar), pointing
to the necessity for careful clinical interpretation of the sub-
test when the subject comes from a background other than white,
middle-class.

(4) Thne strength shown by all three

groups in auditory-vocal sequencing has been observed by this
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reviewenZ-BatemaQ_7 infrequently, and then only with Negro groups.

Weaver and Weaver (1967) report further on the
psycholinguistic gbilities of '"culturally deprived" Negro children
from work undertaken with the Early Training Project (see Klaus
- and Gray, 1965, 1968). Weaver and Weaver summerize this study
thus; "ITPA profiles of three groups of culturally deprived
Negro children were examined for (a) similarity to profiles
from groups of educateeble and trainable children,z_mental
retardates_/previously studied and (b) differences between the
experimental and control groups. As predicted, a distinctive
profile similar to that found with educables and trainables
Z_retardates;7 was found. This profile showed these children
to have significantly greater difficulties in the utilization
of suditory and vocal channels of communication as compared to
their use of visual and motor channels. Also, the experimental
groups were significantly higher than the control group in
total ITPA Language Score". (p. 190)

Schwartz, Deutsch, and Weissmann (1967) report on the
testing of the hypothesis that "superior performance on a test
of psycholinguistic ebilities (the ITPA) will be achieved by a
group of "enriched but soéially disasdvantaged young children
when ... compared with a group of non-enriched controls of
similar background". (p. 169) The subject pool consisted of

lower socio-economic status Negro children who were randomly
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assigned to the experimental or control group. The enrichment
programme for the experimental group stressed the development
of language, cognitioh, perception and a positive self-image.
Testing on the ITPA was initiated early in the first year, after
the exprerimental group children had received two years of
enrichment experience while the controls had only a regular
kindergarten experience. DBoth groups were retested on the ITPA

15

early in the second grade.

Statistical analysis of the test-retest data led Schwartz,
et al., (1967) to three broad conclusions:

i) that a significant performsnce difference existed
between the experimental and control subjects over the two years.
ii) that all significant subtest differences over the two
years favour the experimental group, with the differences

primarily a function of control group decrement.
iii) that both groups showed similar patterns of
psycholinguistic performance.

An inspection of the data of Schwartz, et al., (1967)
indicates specifié and consistent psycholinguistic difficulties,
relative to the‘remaining subtests, with the Auditory Decoding,
Auditory-Vocal-Automatic, Motor Encoding, and Auditory-Vocal
Automatic subtests.

For Schwartz, et al., (1967) the findings overall, "support

the hypothesis that early enrichment helps to offset language
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disability related to the socislly disadvantaged condition".
(p. 169)

Following on from the study of Weaver and Weaver (1967),
who described the lower social class or '"culturally deprived"
child as having significantly greater difficulties in the
adequate utilization of auditory and vocal channels of
communication as compared with their use of visual and motor
channels, and also from McCarthy and Kirk's (1963) earlier state-
ment to the effect that children of higher social class perform
significantly better on the ITPA is the study reported by
Teasdale and Katz (1968).

Teasdale and Katz (1968) compared first grade children of
different socio=-economic status and different ethnnic background
on two tests of language development, the Peagbody Picturé
Vocabulary Test(P.P.V.T.) and the ITPA. Lower socio-economic
status children and part Aboriginal children performed at a
.significantly lower level than upper socio-economic status children,
on the tests. ‘

Teasdale and Katz (1968) found that by “utilizing ITPA
subtest scores, it was evident that this significant difference
was the result of lqw achievement on subtests measuring the
auditory and/or vocal components of psycholinguistic ability.

On subtests measuring the visual and/or motor components |

differences between groups were minimal". (p. 155) These results
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were seen as further support for the now widely held and validated
view that familial experiences differentially affect the acquisition
of adequaie language skills, among others, as demanded by currenf

16

educational systems both in theory and in practice.

THE PRESENT STUDY

A synthesis of the extensive introductory remarks results
in four main considerations crucial to the purpose of the
present study. These are:

(&) that some groups of children have a background of
learning experience that are at variance to the expectations and
pn-going practices of current educational systems.

(b) that in New Zealand many Maori pupils fall within this
group, as children who must also rapidly master English as their
functional language at school and in the wider society.

(¢) that previous research in New Zealand on the use of
English by groups of Maori children has not considered language
beheviour in terms of possible ‘processes' involved in its
acquisition and use, and

(d) that a test instrument, the ITPA; has been devised as a
first attempt to assess some of the relevant processes in the
acquisition and use of the English language. This instrument
has ihcreasingly been applied to groups of "disadvantaged

children" to gather data for the analysis, and possible remediation,
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of psycholinguistic abilities.
STUDY AINMS

In the light of the gbove four considerations the present
study attempts to: i) make an initial investigation into the
psycholinguistic abilities and disgbilities of a group of young
Maori children using the ITPA.

ii) assess, with the ITPA, any changeé brought
about by a broad programme of "Language Enrichment" when comparing
an experiméntal and a control group of young Masori children. The
language enrichment programme being based upon daeta obteined from
a previously tested group of comparsble young Maori children,

and iii) to make a tentative comparison of the

psycholinguistic patterns of young Maori and Pskeha children when
an attempt had been made to control for socio-economic status
(S.E.S.) varisbles.
THE TEST

The assessment of the psycholinguistic gbilities and
disgbilities of all the children in the respective groups was
with the ITPA (Expt. Edition 1961) as described above (refer
pp. 19-32).

A number of items in the subtests were obviously unsuitable
for use on the present samples because ofscultural idiosyncrasies.

However, rather than exclude items entirely, substitutes were




devised. The specific item changes were as follows:
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Auditory-Vocal Association Test (Subtest 3) (p. 41)

Item 6: A SCISSORS CUTS; A PENCIL ,

changed to: A PAIR OF SCISSORS CUT; A PENCIL .

Item 1l4: COTTON IS SOFT; STONES ARE .

changed to: COTTONWOOL IS SOFT; STONES ARE L

Item 18: A PICKLE IS PAT; A PENCIL IS i

changed to: AN ONION IS FAT; A PENCIL IS )

Item 19: COFFEE IS BITTER; SUGAR IS ' ; }

changed to: LEMON IS BITTER; SUGAR IS ;
Auditory Decoding Test (Subtest 1) (p. 55)
Item 1: Do you smoke?

changed to: Do you puff out smoke?

The qualification "like a chimney" was added if the subject
remained unsure or hesitant in responding. Credit was still
given for the item if answered correctly.

Item 20: DO FRANKFURTERS FROWN?

changed to: DO SAUSACES SCOWL?
Two acceptable item responses were also specifically added
to the scoring. standard sample provided in the Manual, namely,
i) to the Auditory-Vocal Automatic Test (subtest 7), Item
6, the response "crashed" was credited. (p. 73)
ii) to the Auditory-Vocal Association Test (subtest 3), Item

2, the response "mug" was credited. (p. 73)
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Apart from these specific item and response modifications
no other changes were introduced in items, item presentations,
administration procedure or the scoring standards as set out in
the ITPA Examining Manual (McCarthy and Kirk, 1961). |
SUBJECTS

All subjects were drawn from three primary schools located
in two rursal centres in the Waikato. School 1 (S1) which
provided the Experimental Maori sample (EM) and Schopl 2 (S2)
which provided the Control Maori sample (CM) were predominantly
Maori in pupil population (approximately 60-70 per-cent Maori)
and situated near to the local maraes, both of which continue to
play an active part in the respective Maori communities.

School 3 (S3) provided a Pakeha sample (PS). S3 was located
in the same town as S1 But at some distance from the marae and
 drew upon a different “catchment area" for its pupils. In S3
the Maori/Pakeha proportion was eapproximately one to one.

Schools S1 and 82 contributed to a sample of Maori children
(MS) tested at the end of one year's schooling in the year prior
to the present study.

In view of the sample population sought and the need for the
children to have experienced a similar environment both beyond
the school and within it, several selection criteria were imposed.
The EM and CM samples contained children of known Maori parentage,

part-Maori children being excluded. Fathers' occupational status



e B
ranking, as based on the Congalton and Havighurst Scale (195L),
was used to classify the children into broad SES groupings. Only
children whose fathers' occupations were given point rating of
6 - semi-skilled workers, or 7 - unskilled repetitive workers,
on this scale were included. Children of migrant or short-term
residency families (less than one year) in the community were
excluded, as were children who had experienced more than two
classes and/or teacher changes within a one year period. This
last conditioh did not effect the EM or CM groups during the year
of the study. These same criteria applied to the PS group of
children except that both parents were of New Zealand European
descent.

The application of the gbove criteria to the small numbers
in the initial population pool reduced the final sample sizes,
precluding subject matching between the EM and CM groups, or a
random selection of the samples from the final population pool.
The final samples employed comprised all children who remsained
in the population pools after the application of the selection
: criteria. &

Four specific samples were employed in the study:

1) A sample of 34 Maori children (MS) tested during
December 1967 (Dec 67) at the end of one year of schooling. The

sample was drawn from schools S41 and S2.

2) The EM sample of 11 Maori children from S1, all new




=) G
entrants, were pre-tested during February 1968 (Feb 68) and post-
tested after one year's schooling during November-December 1968
(N-D 68).

3) The CM sample of 11 Maori children from S2, all new
entrants, were pre-tested during Feb 68 and post-tested after one
year's schooling during N-D 68.

i) The PS sample of 1L Pakeha children from S3 had completed
one year's schooling when tested during December 1968 (Dec 68).

The age and sex chearacteristics of the samples are reported
in Teble 1 (p. 50).

PROCEDURE

The ITPA was administered individusally to each child in the
respective samples. All testing was conducted by the present
author. The subjects were withdrawn from the classroom to the
test room, which in the case of school S1 was the medical room
and for schools S2 and S3, small library rooms. The classes
from which the samples were drawn were familiarized with these
rooms prior to any testing.

The testing situation, desk and chair heights for subjects,
seating arrangements, lighting and so on conformed to the general
requirements of McCarthy and Kirk (1961). Every attempt was made
to reduce distractions within,and external to,the testing situation.
No testing was conducted during routine school intervals or outside

school hours. Individual testing commenced after a ten-fifteen
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TABLE 1

Sample Group Size, Age and Sex
Characteristics

MS EM EM CM CM PS
(Dec 67) (Feb 68) (N-D 68) (Feb 68) (N-D 68) (Dec 68)

Total Sample

Sizes
n 34 11 11 11 i 14
Chronological
Age (yeazs) :
X 5.89 5.25 5.97 5.11 5.98 6.31
SD .55 0.28 0.25 0.10 0.12 0.39
Sample
Composition by
Sex
Male 23 7 7 6 6 7

Female 14! L 4 . 5 5 7
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minute (approximately) "repport" establishment period. Testing
typically renged from 45 to 60 minutes. Neither time nor resources
allowed for the accurate establishment of "mental ages'" for "base
line" purposes,consequently all subjects commenced each.subtest
with item 1,proceding through until the ceiling level was reached.

Guide lines for examiner behaviour were drawn from the
Examiner's Manual (McCarthy and Kirk, 1961) and from Deutsch,
Fishman, Kogen, North, aﬁd Whiteman (196L4). As noted previously
the study involved three phases of testing:

a) the testing of the MS sample during Dec 67.

b) the testing of the EM end CM samples during Feb 68.
end, ¢c) the retesting of the EM and CM samples during N-D 68, plus

the testing of the PS sample during Dec 68.

On the basis of the psycholinguistic difficulties evidenced
by the MS sample (Dec 67) after one year's schooling a "language
enrichment" programme was outlined for use with the EM sample
throughout 1968.

Languasge Enrichment Programme

Over and above the normal programme and orgaenizetion of
activities generally undertaken with first-year new entrant
children, four special conditions were introduced to the EM
situation throughout 1968 as an attempted "language enrichment"
experience. Changes in the pattern of psycholinguistic abilities

of the EM sample were sought as a result of this intervention.
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Particular emphasis was placed on increasing the capacity of the
BEM children to draw meaningful relationships from their auditory,
visual and tactile worlds and to express these relations and
experiences via language. The opportunity to learn and the ability
to use grammatically correct English was likewise emphasized.

These two priorities in modification of psycholinguistic
abilities were based on the marked psycholinguistic dissgbilities
evidenced by the ITPA profile of the MS (Dec 67) sample (Figure 2,
p. 62) at the completion of one year's schooling. In particular,
ITPA subtest 3 and 7, which assess the gbility to draw meaningful
relationships from auditory stimuli (subtest 3 - Auditory-Vocal-
Association) and the ability to use the gremmatical structure of
language automatically (subtest 7 - Auditory-Vocal-Automatic),
were severely depressed with regards the MS mean performance.

The four major "language enrichment" interﬁention activities
as applied to the EM sample are outlined below:

a) The Two Tescher Varisble:

The EM class had two teachers throughout the year 1968
/ one male, (Pakehs), one female, (Maori)/ giving an overall
teacher/pupil ratio of 1:1L4 (remembering that non-sample new
entrants were also in the class). The possibility of greater
opportunities for teacher-pupil interaction was facilitated by
this ratio, particularly in the case of one to one, or small group,

language interaction.
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The teachers were instructed and guided in demanding language
interaction with the children in the class, even if, initiaslly a
child's language behaviour was poor. This interaction was
encouraged in order to esteblish a language basis which the teacher
could then attempt to modify and extend through a "successive
approximaetions" process. Whereas the EM class teacher/pupil ratio
reached 1:14, the CM class ratio reached 1:32 by the end of 1968.

b) _The Ready-to-Read Series Variables:

The introductory reading series in use in both EM and CM

classes were the 412 Little Books of the Resdy—-to-Read Series

(1963). An analysis of the 12 Little Books was undertsken for
concepts and settings alien to the EM sample childreni8 This
reading series was used in conjunction with acting-out and role
playing of the stories by the children. This often involved the
setting up of a scene, similar to that of the book, in the class
for the children to act out, and served as a way of introducing them
to new concepts and sets of relationships through concrete objects
or a seguence of events in which they wére involved.

Language expression was encouraged through the verbalization
of actions, thpough recounting past events, present actions and
relating possible future events and the relationship between them.
Where appropriate written accounts were made by the children and
art was also employed as another medium enabling the children to

express their view of the events of, or ideas genersted by a story
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and its related agctivities.

Emphasis was placed on the teacher's prompting the children
to recount the story; to draw relationships from the acted-out
events and other similar events in their own experiences, and to
relate these by language to the teacher, to a group, or the class
depending on circumstances operating in the class at that time.

c¢) Experiential Varisbles:

Where gppropriaste, every attempt was made to engage the EM
class children in their local environment and its events in an
effort to provide a basis of experience which could be directed
into language-behaviour. Besides directing the children's attention
to events near the school (drain—diggers, houses being built, the
eel factory, etc.) three,more extensive,excursions were undertaken
beyond the immediate environment of the school and community. The
major demand upon the children was that they expressed their
experiences, ideas and feelings through language. Later .they were
asked to recall events and often to record them, either in writing
or by drawing. In these 'field experiences',linguistic correctness
was not the initial or primary aim regarding the child's use of
language. Initially, emphasis was laid upon freedom for the
children to say what they wanted about what they were
experiencing or had experienced. Progressively, for each child,
on the basis of teacher judgements as to the child's confidence to

use language, notions of grammatical correctness were introduced
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and positively reinforced when employed.

Intensive questioning about the 'field experiences' and the
relationships between events in these experiences was emphasized
to facilitate the drawing of meaningful relationships through an
auditory channel and the expression of these events and

relationships vocally.

d) Language Master Varigble:

Individual tuition was given to the EM children on a Language
Master Machine (Bell and Howell, Model No. 711 BX), through which

related visual and auditory stimuli could be presented to the
individual. The child was required to then make a vocal response
which was recorded and presented again following the initial
auditory stimuli so the child could compare his performance.
Both teaschers reported that the machine was particularly useful
in the development of grammatical correctness and in the
production of inflectional endings to words.

Initially only single words and object pictures were used on
the machine. By the end of the year the children were using the
machine to present short sentences describing a pictured object

or scene.

The above four activities were incorporated into the on-going
organization of the classroom to avoid sharp discontinuities. It

was not feasible to impose & particular or strict regime for each
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child to work through. The author's role was in the delineation
and definition of the above activities and the maintainence of
direction and guidance for the teachers of the class throughout
the year. |

The nature of the intervention was such that aspects of
each of the four major areas of Ylanguage enrichment" overlapped
into the on-going activities of the class. This precludes any
attempt to posit one-to-one causal relationships between
particular "“language enrichment" events and experimental results.

Quantitative data was not collected on the use of particular
intervention techniques and practices with any particular child
during the year. Within the EM class, the teachers did, however,
construct schedules on the use of, and attainments on, the
Language Master. Data was also collected on pronunciation
difficulties and on grammaticeal errors. Conceptual difficulties

19

were also recorded.

No attempt was made to intervene in the CM class - the
teacher was not told that she could possibly use different
approaches to facilitate language behaviour and development in
her class, nor was she informed of the nature of the EM class
programme. A brief outline of the general routine of the EM and
CM classes is presented in Appendix 1.

Within the EM class the work conducted with the 'Ready to

Read Series' and the ‘'experience variables' were designed to
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enable the drawing of meaningful relationships from a variety of
materials and encourage the child to relate these experiences and
relationships through language. The instruction undertaken with
the Language Master Machine was designed to teach and expand the
correct use of the grammatical structure of English. The
contribution of the two teachers to the EM class situation was
more encompassing. They produced greater opportunities for
language interaction with the children. Their roles in prompting
and reinforcing particular forms of language interaction and in
providing more accessible models in the class than is normally
the case cannot be overlooked.
ANALYSIS OF DATA

All data analysis was undertaken with the ITPA subtest
results and ITPA total scores in raw score form. Analysis was
by separate t-tests, betweenlindependent or correlated means as
appropriate, using a two-tailed test With»ép {0.01 (Garrett,196o;
McNemar,1962; Hays,1963). ~Analysis has been conducted on total
samples only. Sex was a sample variable but not an analysis
variable. Mean performance for the various sample groups aré
presented in psycholinguistic profile form in standard scores
derived from the ITPA Examiner's Manual (McCarthy and Kirk, 1961)
by converting the mean raw score into a standard score for each
of the nine subtesté énd ITPA total in terms of the mean age of

each sample.
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All calculations and t-test analysis were conducted on an
Olivetti Programma P 101 desk-top computer as outlined in the

"Programme Manual.
RESULTS

The means and standard deviations in raw score form for the
respective sample groups on the nine subtests of the ITPA and
for the ITPA total are presented in Taeble-2 (p. 59).

The t-ratios are given in Table 3 (p. 60), listing the .
comparisons undertaken and the direction of t reaching &:

(p (O;Q1) for mean sample age, the mean raw scores for the nine
subtests of the ITFA and the mean raw score for the ITPA total.

On the basis of chance alone one of the results could be
significant at tne 0.01 level. The number actually significant
at the 0.01 level was 26 which is far ebove that expected by
chance, therefore the validity of considering the 26 significant
t-test results individually is assured.

Figures 2 to 5 (pp. 62-65) present the psycholinguistic
profiles,'plotted in standard scores, for the mean performance of:

i) the MS (Dec 67) sample,

ii) the EM sample at Feb 68 and N-D 68,
iii) the CM sample at Feb 68 and at N-D 68, and
iv) for the PS (Dec 68), EM (N-D 68) and CM (N-D 68) samples

respectively.
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TABLE 2
Raw Score Means and Standard Deviations for the respective

samples on the nine ITPA subtests and the
ITPA Total Score

MS EM EM CM cM PS
(Dec 67) (Feb 68) (N-D 68) (Feb 68) (N-D 68) (Dec 68)

Auditory Decoding

(1) X 15.53 7.64 12.91 12,73 16.91 20.71
SD 7:22 7.50 277 7.39 6.06 3.45

Visual Decoding

(2) X 10,50 8.09 12,91 12,09 12,64 11,14
SD 3.24 2,21 2.66 2,02 2.87 3.63

Aud-Voc Association

(3) X 8.85 2.81 9.82 6.18 12.36 15.14
SD 4,20 1.25 3.92 3.25 2.87 3.80

Vis-Mot Association

(&) X 10,41 5.00 13.00 6.09 11.55 12.79
SD 5.82 5.88 4,49 4.39 4,57 3.95

Vocal Encoding

(5) X 13.03 7.55 10.18 9.43 12,64 14,86
SD 3.92 3.30 3.60 2.21 3.20 4.05

Motor Encoding

(6) X 10,47 8.91 10.55 8.91 12,00 10.93
SD 3,40 2,70 3.05 1.30 2.86 3.02

Aud-Voc Automatic

(7) X 4,68 2,18 4,09 4.36 7.09 10,64
SD 2,71 . 1.89 2.39 0.81 3.42 3,43

Aud-Voc Sequencing

(8) X 20.41 16.00 16.55 21,09 21,73 20.71
SD 5.90 3.7k L, 48 5.20 4,29 6.31

Vis-Mot Sequencing

(9) X 10.82 6.27 12,09 7.18 12,27 13.29
SD 2.81 2.97 3.02 2.93 2,83 2,09

ITPA Total _
X 104,71 64.45 102,09 88.09 118.27 130.21
SD 19.50 17.82 - 6.11 13,04 19.12 21,23
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TABLE 3

Age, ITPA subtests and ITPA Total 't' ratios for the ten

total sample comparisons undertaken

o o £
(o] (o] O . .
[0} 0] -+ o ) o'
. . 0 (1) . . L= o (0] i
g g . - 8 E . : . 5
t test Comparisons %) 9 19 +© 3 3] 3} 13 +© o)
[ [0 O O = = O (] O B+
5 & v 5 = : 0 0 g »
o T 0] Lo w0 [&] 4> fe] Lo 10} Ay
(slg) pon | ol [ § o O (@] = = ] o] E+
< <. [ < . = = = < < = H
EM v CM(Feb 68) 1.53 = : 60 -l 43 =%.20*% -0.50 =1 560 0.00 =%, 5% =2 63 -0.72 -3.26%
n=22 CM - CcM ~ CM CM
EM v CM(N-D 68) ~0.11 -1.99 0.23 -1.74 0.75 -1.69 s 15 -2.39 2 & 77 -0.15 =2 ,67
n;22 )
EM(Feb 68) v (N-D 68) 2.09 L, 96%* 6.12* L ,03* 3.21* 1.71 3.60% 0.63 L, 9o% 7.26*
a n=22 N-D 68 N-D 68 N-D 68 N-D 68 N-D 68 N-D 68 N-D 68
CM(Feb 68) v (N-D 68) 1.29 0.58 5.57*% %.01* 2.59 L, o2 3.12% 0.41 6.83* 5.29*%
a n=22 ' N-D 68 N-D 68 N-D 68 N-D 68 N-D 68 N-D 68
EM v CM Gains from
Feb 68 to N-D 68 0.27 Z.15* 0.51 1.02 0.h2 -1.19 -0.80 -0.05 0.94 0.97
n=22 ' EM '
MS(Dec 67) v EM(N-D 68) ~0.b47 117 =198 -0.67 =1.35. . 2:13 -0.06 . 0.63 1.99 4 428 0.43
n=45
MS(Dec 67) v CM(N-D 68) ~-0.54 ~0.57 ~1.95 ~2.57 -0.59 0.30 -1.34 ~2 .57 -0.68 -1.48 =2 02
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* p<0.01

a t tests between correlated means
(cM, EM, PS, N-D 68) in the table indicate the favoured significant

Subscripts
sample or test condition.
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It is noted that Weener, Barritt, and Semmel (1967) suggest
that total scores should be obtained "“from a combination of
subscale Zfsubtest_7 standard scores rather than raw scores" to
ensure "the assignment of equal weights to each subtest in the
overeall test score". (p. 373) This technique was not applied
as the utility of their suggestion has not,as yet,been established
and comparability with previous studies would have been impaired,

Significant differences (p {0.01) were found in favour of
the CM sample over the EM sample at pre-testing (Feb 68) on the
Visual Decoding, Auditory-Vocal Association, Auditory-Vocal
Automatic subtests and on the ITPA Total. No significant
differcences were found between the EM and CM samples on the post-
test data (N-D 68).

Analysis within EM and CM samples by t-test for correlated
meens revealed, for EM, significant differences favouring the
post-test (N-D 68) over the pre-test‘(Feb 68) on the subtests:
Visual Decoding, Auditory-Vocal Association, Visual-Motor
Association, Vocal Encoding, Auditory-Vocal Automatic, Visual-
Motor Sequencing and on the ITPA Total. For the CM sample
significant differences favouring the post-test (N-D 68) over the
pre-test (Feb 68) were found on the subtests: Auditory-Vocal
Association, Visual-Motor Association, Motor Encoding, Auditory-
Vocal Automatic, Visual-Motor Sequencing and on the ITPA Total.

However, when pre-test and post-test results were analyzed
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in terms of gains scores for the EM and CM samples on each
subtest and on ITPA Total, only one statistically significant
gain was achieved, this by the EM sample on the Auditory-Decoding
subtest.

Anslysis between the performance of the MS (Dec 67) sample
and the EM and CM samples (N-D 68) showed no statistically
significant differences in psycholinguistic abilities.

The PS (Dec 68) was compared with the MS (Dec 67) sample
with significant differences in performance favouring the FS
(Dec 68) sample on the Auditory-Vocal Association and Auditory-
Vocal Automatic subtests and on ITPA Total.

A comparison between EM (N-D 68) and PS (Dec 68) samples
showed significant differences bn the Auditory Decoding, Auditory-
Vocal Association, Vocal Encoding, and Auditory-Vocal Automatic
subtest plus the ITPA Total favouring the PS (Dec 68) sample.

A comparison between CM (N-D 68) and PS (Dec 68) revealed
no statistically significant differences in psycholinguistic
performance.

In the comparisons outlined above there were no significant

differences between the mean ages of the samples concerned.

DISCUSSION OF RESULTS

The comparison between the EM and CM samples at Fep 68, on

entry to school, showed marked superiority in the performance of




the CM sample on the Visual Decoding, Auditory-Vocal Association
and Auditory-Vocal Automstic subtests and on the ITFA Total. In
bterms of fhe subtest descriptions the CM sample were better able'
to:

i) understand what was seen,

ii) relate verbal symbols on a meaningful basis, providing
the appropriate vocal response, and,

iii) to use the elementary grammatical and syntactical
construction of language automatically.

That rthese differences were evident upon entry to school
points to marked differences in the experiential background of
the two sample groups, favouring the CM sample where langusge
behaviour and development is concerned. As play centre/kinder-
garten records were incomplete for both communities an investi-
gation of any relationship between superior psycholinguistic
abilities and these forms of pre-school experience was precluded.
The differences do, however, caution against wide generalizations
as to the psycholinguistic gbilities and disabilities of new
entrant Maori children.

The comparison made between the EM and CM samples at N-D 68
failed to reveal any significant differences on the ITPA subtests
or ITPA Total. Clearly the EM sample had made substantisl gains
a0l thé psycholinguistic gbilities as measured by the ITPA in that

deficits initislly displayed, in comparison to the CM sample, were
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no longer apparent. It is to be remembered that the magnitude of
these gains will be compounded with the degree to which the CM
sample's psycholinguistic ebilities failed to develop or were
retarded during one year's schooling.
When comparisons were made, using t-ratio for correlated
means, for differences in performance from Feb 68 to N-D 68 the
EM sample evidenced significant gains by N-D 68 on the Visual-
Decoding, Auditory-Vocal Association, Visual-Motor Association,
Vocal Encoding, Auditory-Vocal Automatic and Visual-Motor
Sequencing subtests and on the ITPA Total.  These results indicate
that by N-D 68 the EM sample were better able to:
i) understand what was seen,
ii) relate verbal symbols on a meaningful basis, providing
the appropriate vocal response,
iii) relate visual symbols on a meaningful basis, providing
| an appropriate motor response,
iv) express ideas verbally characterizing an object,
v) use the elementary grammatical and syntactical construction
of language automatically,
and vi) use visual-sequential memory.
For the CM sample, over the same time period significant
gains, by N-D 68, were evidenced on the Auditory-Vocal Association,
Visual-Motor Association, Motor Encoding, AuditoryQVocal Automatic

and Visual-Motor Seguencing subtests plus the ITPA Total.
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For the CM sample these results signify improvements in the

ability to:
i) relate verbal symbols on a meaningful basis, providing
the appropriate vocal response, .
ii) relate visual symbols on a meaningful basis, providing
an appropriéte motor response,
iii) express meaningful ideas through gesture,
iv) use the elementary grammatical and syntactical construction
of language automatically,
and v) to use visual-sequential memory.
When the EM and CM sample data was sub ject to analysis in
terms of gain scores only one significant gain was evidenced
between samples, this being oh the Visual-Decoding subtest,
favouring the EM sample in the gbility to gain meaning from visually
presented stimuli.
As mentioned previously the nature of the "language enrichment"
intervention with the EM sample brevented the positing of one-to-
one correspondences between particular aspects of the programme
and particular subtest results. Some general remarks are, however,
warranted.
Support of the utility of the language enrichment intervention
can be derived from the cancellation of significant differences
between the EM and CM samp;es by the end of the yeaf. That the

EM sample were able to overcome their initial psycholinguistic
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eficits, which are interpreted as being experiential linguistic
1an

dicaps from the pre-school environment, to develop the
psycholinguistic abilities during the school year to match the

CM sample by N-D 68 lends support to the ef fficacy of the programue.
he greater magnitude of gains made by the EM sample enabling

them to perform comparsbly with the CM sample gives weight to

this conclusion.

Over the year, within sample groups, significant improvements
were shown on a number of subtests. Both groups improved
significantly on the Auditory-Vocal Association, Visual-Motor
Association, Auditory-Vocal Automatic and Visusl-Motor Sequencing
subtests. Improvement was . also evidenced on the ITPA Total. That
the Ell sample showed significant improvements on the Visugl-

Decoding and Vocal Encoding subtest not evidenced by the CM sample,
and that the CM sample showed significant improvements on the

Motor Encoding subtest not evidenced with the EM sample is worthy
+of note.

From the nature of the subtests it would gppear that the EM
sample gained significantly in its ability to obtain meaning from
visually presented stimuli and to express ldeas characterizing an
object (or event) verbally, whereas the Cu sample gained
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Cantly in its ebility to express idess through meanlngiu gesture,

Since the "language enrichment! programme sought to direct

the EM sample children toward gaining meaning from the

18 world of
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visual stimuli which they inhabit, both in the school and beyond,
and to express this sense data and its relastionships verbsally,
that is through language, rather than through gesture, then the
gbove results support the programme as a determinant in the
outcomes. |

In the comparison of gain-scores over the year between the
EM snd CM samples the only significant gain - made on the Visual
Decoding subtest in favour of the EM sample - is an outcome of
some importance in view of the role of "visual perception" in the
emergent reading behaviour of young children as outlined by Clay
(1967)%0 Th;s appeears to be an imﬁortant skill for children to
meke & successful transfer in associating verbal language and its
written form - letters, words and sentences.

Whnen the EM and CM samples (N-D 68) were compared with the
performaence of the MS (Dec 67) no significant differences were
obtained. Neither sample was therefore performing differently
in psycholinguistic abilities from their counterparts of one yeear
earlier.

Three comparisons were undertaken with the PS sample (Dec 68).

Firstly, between MS (Dec 67) and PS (Dec 68) significant

differences favoured the PS sample on the Auditory-Vocal Association

and Auditory-Vocal Automatic subtests and on the ITFA Total.
The subtest results indicate that after one year at school the

PS group were better able to relate verbal symbols on a meaningful
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basis by providing the appropriate vocal response and to use
the elementary grammatical and syntactical construction of language
automatically.

The second comparison was between EM (N-D 68) and PS (Dec 68).
Significant differences favoured the PS sample on the Auditory
Decoding, Auditory-Vocal Association, Vocal Encoding and Auditory-
Vocal.Automatic subtest and on the ITPA Total. In terms of the
- subtest descriptions these results are indicative of the PS sample's
superiority in:

i) understanding what is heard,

ii) relating verbal symbols on a meaningful basis, providing
the appropriate vocal response,
iii) expressing ideas characterizing an object verbally,
andiv) in using the elementary grammatical and syntactical
construction of language automatically.

The third comparison was between CM (N-D 68) and PS (Dec 68),
no significant differences were obtained.
| That similar socio-economic background Pakeha children
prerformed significantly better on a number of subtests in two of
the comparisons raises a number of questions in giving a clear
interpretation to the data.

Both schools S1 and S2 contributed to the MS (Dec 67) sample.
While there were no significant differences between the groups

from each school, two subtest results approached significance in
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favour of the S2 group. This was the school that contained the

M sample during the following year and this ssmple CM (N-D 68)

o

showed no significant differences in psycholinguistic abilities
from the PS (Dec 68) sample at the end of the year. The EM (N-D 68)
sample from school S1 d4id, however, display marked psycholinguistic
deficits in comparison to the PS (Dec 68) sample and the contri-
bution of S1 to the MS (Dec 67) tended towards such deficits.
These results suppoft the view that there existed real and marked
differences in the language development and gbilities of the two
groups of children from the two -schools. For these children, from
outwerdly similar communities and socio-economic circumstances, it
would appear the nature of the processes relevant for satisfactory
language development, the ianguage patterns, employed in the home,
the availability of suitable models, the demands made for certain
styles of expression and grammatical correctness, the availability
and use of pre-school facilities and other such factors deemed
important in language development'are in need of more intensive
consideration in view of the marked psycholinguistic differences.
In the comparisons made with the PS (Dec 68) group the
sensitivity of the occupational status-ranking scale employed as
an index of S.E.S. needs to be considered. It is possible that
despite socio-economic background similarities, on the basis of
the scale applied, that there are real and meaningful differences

favouring the language development of the Pakeha children, during

|
|
|
|
|
|
|
|
|
|
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their pre-school years, differences to which broad S.E.S.
categories are insensitive.

It is also possible, despite difficulties the PS (Dec 68)
children may have experienced with language upon entry to school,
in comparison with the "middle-class child" upon which the ITPA
as a language assessment instrument was developed, that they, by
virtue of their culture and previous experiences were "tuned or
cued" both cognitively and culturally to gain more in language
development from the school and its relatively congruent culture
than were culturally different Maori counterparts from a seemingly
similar socio-economic background.

In all probability both the gbove factors were operating.
Their importance in such cross-cultural studies remains to be
established.

It will be noted that ITPA total scores were not discussed,
this is in view of the uncerteinty as to what exactly an ITPA
‘total means. Karnes, Studley, Wright, and Hodgins (1968) note
that a total score may represent an overall assessment -of a child's
level of psycholinguistic functioning but that at no time canbit
be construed to mean or represent his proficiency in each of the
nine subtests. Since the ITPA aims to ﬁe an instrument for
differential diagnosis of language sbilities the contribution and
meaning of a global score remains uncertain.

In relation-to the study aims the results indicate:
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i) that there.is a distinctive pattern of psycholinguistic
abilities and disabilitiés, as assessed on the ITPA, for
young Maori children from a “deprived" or "disadvantaged"
background. Disability was associated primarily, but
not wholly, with the auditory and/or vocal channels of
communication relative to the visual and/or motor
channels on the ITPA.

ii) that changes reducing the extent of psycholinguistic
deficits evidenced by Maori children on the ITPA could
be made through a programme of '"language enrichment"
with an experimental group in comparison to changes made
by a control group.

iii) that there were marked differences in the psycholinguistic
gbilities of Maori children and similar socio-economic
backgrouid Pakeha children, favouring the Pakeha children.
This challenges'the generality of the view that there is
a characteristic pattern of psycholinguistic disgbilities
for all children from low socio-economic.backgrqunds.
Possible factors influencing this outcome were discussed
above.

The two other outcomes of this investigation worthy of further
mention at this point were:

i) that the differences evidenced between the psycholinguistic

ebilities of Meori children from two schools cautions against



The pilot study nature of this investigation dictates against
the drawing of a host of
the possibility»of dramatically modifying the language behaviour
of new entrant Maori children. On the basis of the assessments
undertasen with the ITPA it has been demonstirated that a brogramme

of "language enrichment" was effective in reducing the

pPsycholinguistic deficits of a group of

)

generalizatio the language difficulties of Maori
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hildren.
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hat while not specifically hypothesized the "language

ct

enrichment" programme was designed to facilitate
improvement in the auditory and/or vocsl channels of
communication of the EM sample. While gains were made

in these aspects of Psycholinguistic abilities for the EM
sample, the most marked gain was on the Visual-Decoding
subtest. This result is interpreted as a programme effect
and its commonality with the visual perception ability
outlined by Clay (1967) points to a hitherto overlooked
factor in the development of language skills as the chila
moves from oral to written comprehension and expression -.
an experience in which visual symbols as well as sounds
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take on meanin

broad conclusions and generalizstion on

Maori children, during their
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first year at school. While a number of interventions were employed

in the language enrichment activities and the esteblishment of one-
to-one causal relationships between events and subsequent test
results is not possible, it is instructive to consider the role

of the emphasis placed on the use of language in the class by the
teachers during the programme. That the EM sample gained in the
gbility to express ideas verbally, whereas the CM sample improved
in gestural expression does support the view that the emphasis

may be a éignificant determinant of the nature of the child's
response. While research is needed to support this contention
with regards language behaviour, the work conducted on expectancy
effects on other aspects of teacher-pupil behaviour and interaction
‘(Rosenthal and Jacobson, 1968) points towards the possibilities

for substantially modifying behaviour by manipulating the
expectancies upon which much behaviour is initiated. I the
teacher will not accept one form of communication (gesture) as
sufficient and is'an active ggent in providing and expecting a
suitable alternative from the child, then there is the possibility

of change towards a pattern of language behaviour more congruent

with that of the school and that necessary for successful educational

exXperiences.

It is important that in evaluating the quantitative results
on language behaviour generated with the ITPA, to keep in mind

that it is described as the "experimental edition". As such,

!
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results obtained are indicative, rather then definitive, of

&

psycholinguistic abilities

B

d disabilities. Weener, Barritt,

and Semmel (1967) have mede & cogent critical evaluation of the
statistical characteristics of the ITPA. The potency of their
criticisms is such, that a response by McCarthy (41967) fails to
detract from the importance of Weener et al's (1967) analysis.

This analysis cautions the researcher against the drawing of hard
and fast conclusions on the basis of evealuations of psycholinguistic
gbilities on the ITPA. That a number of theoretical issues in
deriving the ITPA subtests from the proposed clinical model are
uncleer has been raised by the present author (St. Qeorge, 1969) .

While the force of these critical reviews may have been
mitigated somewhat by the publication of the Revised ITPA (1968),
they both raise important questions for the user of the Experimental
Edition ITPA and in laying guidelines for evaluating the Revised
Edition.

The long term effectiveness of a one year "language enrichment"
programme with the children included in the present study is in-
need of further consideration, remembering that Mueller and Smith
(1964) found no stability in gains made by 'an experimental
educable mental retardate group over a control group after a three
month language enrichment programme.

The propriety of the time of intervention with "language

enrichment" programmes is an issue of current concern (Bereiter

| ' i
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and Englemann, 1966; Brottman, 1968) and early intervention
during the pre-school years is heid to be the most successful
point in assisting and substantially modifying the rate and
direction of language development. With the children considered
in this investigation, greater gains in psycholinguistic abilities
would no doubt have been evidenced had effective langusge enrichment

3

been made available earlier. The school, however, remains for
many of these children, the first major confrontation with a
language environment involving a quality evaluation dimension in
which the inadequacies in .their own languasge behaviour and
development become obvious. In that change in this language
pattern is a necessary prerequisite for continued successful
education, it is important that methods of analysis and techniques
of language modification, within the scope of teachers facing
these children, be made available. Likewise, teachers may need
to be made aware of their role as both as a model and as a person
to whom children react to in terms of certain expectancies. These
_ pervasive aspects of being a teacher can be made.to operate in
favour of language development once the teacher has established
and supports a particular style of interaction in the classroom.
As previously mentioned, the study results point towards
marked differences in the psycholinguistic abilities of'groups of
Maori children drawn from what 'appeared' to be two similar

communities. These results are interpreted- as being an effect of




the differential role which femilial experiences play in language
development. That cne group of children should be so markedly
favcured in psycholinguistic ebilities over a group of ‘'similar’
children from another community questions the usefulness of such
phrases as the "Maori child's langusge problem" and action based
upon such broad and inaccurate statements.'

Within this study children tested individually were pooled
into sample groups and the "language enrichment" programme was
outlined for a group of children. It must be remembered, however,
that the '"language enrichment programme", and the activities
undertaken in the other sample: groups were effective upon
individuals. It would be wrong to suppose that effects were
spread evenly over the groups or that increments in psycho-
linguistic abilities involves equal gains for all children.Haring
and Ridgway (1967) are of the opinion that the initiation and
maintenance of a programme. of change, for instance in language
behaviour, once the parameters have been outlined as accurately as
present instruments allow with confidence, will be the respons-
ibility of those in the teaching or remediation situation. For
Haring and Ridgway (1967) these are the only people able to make
the sorts of individual behaviour analysis upon which individually
mearingful interventions can be based once drawn from an outline.

Haring and Ridgway (1967) comment further that "it must

also be remembered that learning deficits may be as much a function
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of the learning environment as they are a function of the organism.
Possibly, in many instances of learning disabilities, the crux of
this may involve on-going relationships between the two. Should
this become more evident, teaching may require a continuous
functional analysis of behaviour on the part of the teacher to
insure appropriate behaviour management". (p. 393)

In the absence of adequate behavioural correlatgs'for the
remediation of specific deficits, as evidenced on the subtests of
the ITPA, and, since the nature of the results is questionable,
Haring and Ridgway's (1967) remarks have increased significance.

In the absence of empirical evidence for particular discrete
remedial procedures for deficit evidenced on any of the nine
subtests of the ITPA, those persons involved in remediation on the-
basis of psycholinguistic deficit highlighted by the ITPA will,

in future, need to conduct on-going individual behavioural ansalyses
in order to gauge the direction of change and its rate, and to
isolate and employ individually effective remedial techniques.

At present this will be a necessary step in following
through from initial assessments of children with the ITPA, for to
‘date weesknesses in the test characteristics and the model ugon
which it is based are such that relisble and valid individual
diffential diagnosis of psycholinguistic gbilities and disgbilities
is not possible.

The value of this study has been to demonstrate the possibility



of change, to outline a number of possible technigues and to
raise important questions, as well as to bring forth the critical
comment necessary for initiating meaningful and soundly based
programmes for changing the patterns of language skills. This
need for change in the pattern of language skills of various
children is a result of the intentional and unintentional
linguistic prerequisites demanded by the school and its

representatives. in the classroom, - teachers.

RECOMMENDATICNS FOR FUTURE RESEARCH

With regards future research on the early language development

Maori children and the use of the ITPA in New Zealand a number

o]
H

specific suggestions are warranted.

O
Hy

1.) On the basis of the ITPA, there is a need for a more
extensive study of the psycholinguistic abilities and disgbilities
of New Zealand school children, Maori and Pakeha, from all socio-
economic levels in the society.

2.) Within the social framework of N.Z. there is a need to
establish the probebilities of certain educationally relevant
behaviours and materials being available in the homes of children
from varying socio-economic circumstances. As an aid to meaningful
research such an analysis would be invaluable, for at present one
assumes that certain behaviours and materials are available on the

basis of some external criteria of S.E.S. e.g. father's occupation.




The validity of this assumption is in doubt.

3.) The continuing use of the ITPA in New Zealeand highlights
the need to collect data generated with a view towards a local
stendardization, if not across the whole instrument age-renge
then at least at the lower age levels when educationally relevant-
learning with regerds language is taking place.

Concurrently, the issues raised by Weener, et al. (1967)
and the present author (St George, 1969) need consideration and
review. It is recognised that the Revised ITPA may account for
these critical evaluations of the test and its model.

That Smith and May (1967) found a marked examiner influence
on the ITPA scores of Negro children highlights a small but
necessary research project to establish the significance of this
effect in New Zealand when using the ITPA on ethnically and/or
culturelly different children.

L.) Specific behavioural correlates for the remediation
of psycholinguistic deficits as evidenced on the subtests of the
ITPA need to be estegblished in such a way that, wherever possible,
the téchniques are within the scope of teachers faced with such
children. Such techniques will only be satisfactorily
established by well conducted empirical research that tests both
the effectiveness of the remedial technique and its generality.

In the outlining of remedial or language enrichment activities

the operation of ‘'Hawthorne effects' needs to be considered also.




In addition to these major research needs future studies,
utilizing the ITPA, investigating the questions of:

a) male/female differences in performance,

b) which children in a group contribute most to gains made
on the ITPA, those with initially superiof psycholinguistic

gbilities or those with initially inferior psycholinguistic

bilities and,

V)

¢) the fluctuations, if any, in psycholinguistic development
similar to those observed by Freyberg (1968) in regular sssessments
of cognitive development, are warranted.

Certainly the universe of necessary research for continued
use of the ITFA in New Zealend is not exhausted by these
suggestions, rather they represent just some of the imperatives

~

if meaningful evaluations of psycholinguistic abilities and
disabilities are going to be made and appropriate sction initiated.
At a more general level it is important to consider the
Prospects of language enrichment inventions during schooling. The
changes achieved in the present pilot study cannot be considered
great in terms of the effort expended and the long-term
effectiveness of such programmes is in doubt. There is a need for
a thorough analysis of the origins of the language difficulties
of various groups of New Zealand school children with a view

eas

£

towards early intervention. While the extrapolation of i

and insights and the drawing of parallels from overseas research




remains important to establish the significance, extent, and

3

intensity of such factors locally for sound education planning.
Nor should we in our desire for change overlook the need
for a clear conception of precisely what it is about a particular

style of langusge behaviour that needs changing.

0Q

The possibility that artificial linguistic prerequisites

and expectancies are operating in the classroom should not be

Hh

the

overlooked. Such prerequisites, if fulfilled on the part o
children, may contribute substantially to easier teaching but do

not necessarily debar a child from successful lesrning experiences

if not fulfilled, given that communication in the learning

Situation is adapteble to the scope and level of development of

It is important that these more genersl guestions be asked
and, if possible, resolved for they too contribute to our view

of what will constitue appropriate action.




It is important to note that an artifical distinctién has been
made between these two issues for reasons of conceptual clarity.
It is not implied that one issue evolved and was resolved in
disregard of the other, though a temporal location does exist with

regards emphasis in both policy and research.

Barrington (41966) expands this point.

m
L o]

Bird, in his official ceapacity, not only commended those teachers
who had ceased to use the Maori Language in their classes but also
suggested that they should encourage the use of English by Macri
pupils in the school playground. (Barrington, 1966)

"these languages" refers to the fact that some Maori children
speak the same English as Pakeha children, that others use a
different form of English and still others speak mainly Meori. On
the related question that the actual Maori spoken by such children
is "bastardized" or "pidgin Maori", Benton (1$65) comments that
the proponents of such a view ignore the fact that the transfer

of vocébulary items from other languages is a normal feature of
language growth. It is not necessary that the originel meaning

of the words concerned be retained in the process of adaption.
"The retention of grammatical and syntactical relationships and of
phonetic patterns, even when vocabulary items are imported is also

ignored". (p. 78)
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Such children being referred to as either active or passive
bilinguals.

Benton's primary feedback to the teacher facing difficulties in

’J-

English usage by Maori pupils is his publication Teaching English

Education, 1964.

Fb

to Polynesian Children, Dept. o

Barham sought to match on factors such as: number of schools

attended, regularity of attendance, location and stability of

present place of residence, sex, family size and position (of child),

cultursl level of the child's home, opportunity to attend a preQ
school, father's occupation, teacher estimates of intelligence,
whether booxs read to child within family circle and so on.
Factors which Barham asserts are "known to affect language
development". (p. 9)

Barham's data was obtained by tape recordings of the children
discussing topics, themes or objects, from their oral definitions
of the first twenty words of the Standford-Binet vocsgbulary
subtest and from oral definitions of the words of the Pesgbody
Picture Vécabulary Test (P.P.V.T.) that the.child had identified
by pointing to the appropriate picture.

These specific issues and others concerning Maori schooling are
touched upon by Watson (41963) in his incisive essay, Horizons

of Unknown Power.

Henceforth called the ITPA - referring only to the Experimental

Edition, (1961).
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12.

13.
g

17.

18.

19.
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Osgood's third level, the projection level, deals primarily with

-innate physiological processes. Since this level cannot be altered

through learning it is not given further consideration in - -McCarthy
and Kirk's psycholinguistic model. '

The following description is based on McCarthy and Kirk (1961,
1963) and Kirk (1966). ’
The sge range investigated was two and one half to nine years.

The Early Training Project is fully reported by Klays and Gray ‘
(1968).

The group ages are reported as six years on initial testing and

seven years at retesting.

Consideration of the role of familiagl and social background

experiences upon the linguistic development of the child is to
be found in the studies of Bernstein (1959, i960, 1961, 1954),
Bereiter and Englemann (1966), John and Goldstein (196L4), and

Brottman (41968).

'All page numbers quoted in reference to item substitutes refer

to the ITPA Examiners Manual, McCarthy and Kirk (1961).
7

The initial analysis was undertaken by P. McManus through the
University of Auckland. This data was made available January 1968.
Further analysis along the lines outlined by McManus was undertaken
by the teachers of the EM class.

See. Summsry of Progress on Language Resesrch Programme at

Bernard Fergusson School 1968. T. Skelsey, lodged with South
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Aucxleand Education Board, Hamilton.

Clay (1967) notes in the emergent reading behaviour of children

the importance of visual sensitivity to letter and word forms

which the children have to learn. She reports under the heading

'Per that children studied over a year from

eptual Correlstes

O

the age 5 years to 6 years when classified into reading progress
groups (high, high-medium, low-medium, low) on the basis of word

recognition tasks obtained correlations with the perceptual tasks

years. The perceptual tasks

(O}

of 0.40 at 5 years and 0.80 at
consisted of letter identification, knowledge of the conventions
of written English and the categorizing of visual stimuli within
the directional constraints of written English.

The results of Clay's (1967) report are indicative of the
important relationship between the child learning an adequate
discrimination of letter and word forms and his feading_progress.

Clay (1968) outlines further data on studies in beginning
reading, concluding that her data from longitudinal studies
"underlines points made Trequently in the literature, that the
initisl stages of learning are very important" and "that visual
perception learning is taking place". (p. 11)

Both the perceptual tasks outlined by:Clay (1967, 1968) =ana

1

those involved in the Visusl Decoding subtest of the ITPA demand

-

0

the gaining of meaning from.visual stimuli on the part of the child.

While the actual tasks involved are disimilar, the similarities in
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EM Classs, Organization Outline

Development Period

Class engaged upon some talking point or centre of discussion.
The children were involved in relating their activities, and/or
experiences to the class t“rough language, with the aid of teacher
prompting when necessary.. The class was commonly broken into two
groups to pursue a topic of interest, being later reunited to
share findings and outcomes. The overriding accent was upon
positive and selective reinforeement of the children's language

behaviour by the teacher.

Structured Writing and Reading Period

The primary objective was in the development of reading and
writing skills. Attention was directed specifically to letter
and word recognition tasks and the reproduction of symbols (letters)
and symbol sequences (words) that have meaning. In this activity
the presence of two teachers increased both opportunity for, and
duration of, individual attention and guidance. The 12 Little
Books of the Ready-to-Read Series (1963) were introduced during
this period. Role enactment sequences and verbal exchanges
involving the whole class were used when 'alien' concepts or
settings depicted in the stories were reached. Once having

esteblished a 'meaning' to certain events or concepts the focus
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1 =

on reading could be re-established in the hope that 'meaning'

I

was being derived from the related reading activities.

Concerned with the introduction of mathematic concepts under
the New Maths programme. Emphasis was placed on the labelling
of objecﬁs and esteblishing their relations to other similar orl
dissimilar objects on the basis of quality and quantity, and over
time and space.

Manipulations with objects (Cuisenaire Blocks) facilitated
the introduction of ideas of addition and subtraction.

Unstructured Period

Devoted to physical education, dramatics, song or dance.
At intervals the children were encouraged to describe their
behaviour, to verbally control their behaviour by describing What
they had to do, what they were doing and what they had done.

Structured Language Programme

A number of card series, bresenting clear pictures of numerous
common oObjects, were constructed. In two groups the children worked
through each series by:

i) labelling the objects,

ii) adding qualifiers to the label to describe the ob ject,

iii) adding verbs and adverbs to the qualified label-describing
actions of the object,

iv) constructing simple sentences about the ob ject.




As well as pictures of objects, the object itself was
introduced if readily availeble. During the third term scenes
depicting events were introduced.  The children were encouraged
to describe the scene and also make inferences from it.

Social/Nature Studies Block

The children were engaged in small study activities, gathering
experience and small quantities of data on various topics. The
period served primarily to extend the children's experiences and

draw their attention to aspects of their environment which could

then be called upon and discussed in other class situations. The
children were involved in excursions around their own community }
as well as to more distant places. Attention was given to having

the children describe elements of these experiences during, as

well as after, the event, in recall activities such.as discussing

or writing a short story.

CM Class, Organization Outline

Development Period

A topic of interest was taken and discussed by the teacher
and the children. When the children had an idea of the event
they could dreaw it, or paint it. The teacher added short captions

to the work of the children which they could trace or copy.

Reading Block

The children were introduced to the Ready-to-Read (1963) series



The teacher read through the story whilst the children

-
|

followed using their own copies. They then read sections to the
teacher. The teacher had individual children resd s piece of the

current reader as a means of defining the child's progress and

A number of activities were undertaken du uring this period.
Individugl children were engaged in copying short sentences,

making up shorti sentences with new words, reading short paragraphs

&)

(or having them read) and then drawing a picture of the event
described.

A variety of class games were employed to encourage the
children to listen attentively, to disti inguish and to récognise

sounds. ©Song and dance was also undertaken at this time.

The children were introduced to New Maths. Initially naming
was a predominsnt activity - objects were described as the same
or different, big or small and so on. Quantity and quality
concepts were given a predominant emphasis over mathematical

relationships and manipulstions with numbers or objects (i.e.

This period was devoted primarily to story-telling to the:

children, .to dramatics, to playing games, to music and movement.-
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