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CHAPTER I

INTRODUCTION

The purpose of this paper was to discuss language zs a barrier to.sccisl
and ecorcmic mobility for the -lower class child and to indicate possible
guidelines that may be used in devising a program for the remediation of this
largunge barrier,

Lower class children include all races or nationalities vho rely on
public assistancei live in substandard or public housingi and vhose parents
have inadequate educations., ;

Problems with children from the lower class home are partly a reality,
partly a8 myth. The reality startles middle class society because it is
unpleasant and continually with society-—in the newspaper, on television-azrd
radic, on the street, in the unemployment line and in the so-called "diffi-

cult" school. This reality affects the emotions of the middle class, the

phjsical safety of the middle class and even more the taxation level of -the

The myth, on the other hand, does not startle middle class society be-

uss it is somsthing which is unthinkdingly accepted. The lower class child

(¢
(1]

is spcken of as being a "different breed.™ Intelligence tests, which were
standardized on middle class children, yield an intelligence guotient -of
below normal for iower class children. Many middle class teachers feel,
hesause intelligence tests have rated lower ciass children below normal,
erncol experiences should be curtailed to their basic educctionsl needs.

£

The middle class teacher then, decides the curriculum for the lower class



child must be simplified and repetitive, if it is to be learned, After which
the lower class child is labeled "culturally deprived,® "poor,” 'nezdy,"™
“underpriviieged,“ or "disadvantaged." Then, during the time the lower class
child spends in school he is expected to conform to middle class standards.

The lower class child (Ferman et al., 1965) has not experienced a logi-
cal pattern in life; things just happen. He has had little or no experiences
in setting and working for goals and in evaluating or reviewing past actions
as to whether or not they were worth the effort. As a result the lower class
child comes to school with few of the skills and attitudes which one typi-
cally associates with accomplishment and success. Social skills (Cheyney,
1967) of the lower class child are different from those valued by the middle
class teacher with respect to manPer of dress, classroom conduct and oral
language ability.

Language is fundamental to one's association with other humans. It is
through language that one is able to convey thoughts. It is language (Tiedt,
1967) that relates one's deep emoticnal sense sbout friends, religion, com=
munity and life in general. It is language in a real sense that tells how
well one lives or identifies one's culture, It is language that determines
{Peutsch, 1967) one's intellectual development and social adaptability. And
it is lanzuage that determines whether or not one can be upwardly mobile
economically and socially in our middle class society. It is not difficult
for tne middle class teacher to accept or change the lower class child's
manner of dress or classroom conduct, but it is very difficult for the
midéle class itsacher to interpret or modify the lower class child's oral

language =fforhs,.

%

tsswmng appropriate middlie class dress and conduct, language is the

most cobvious handicap noted when observing the lower class child. Language



is not simply vocabulary, but an intricate and complex system of structured
units in which sounds, words, and sentences zre all arranged in meaningful
wholes (Bloomer, 1959).

Middle class children have become z2ccustemed to elaborate oral language
codes befaore entering school. The reinfourcement in the home and the accep-
tance by the teacher in the school setting have served as incentives for the
middie class child's continued use of elaborated oral language. Lower class
children, conversely, tend to utilize restricted orzl language codes that
are different from those accepted by the middle class teacher which leads
to, on the part of the child, discouragement and a feeling of foreignness
toward the school programs (Bernstein, 1959). The result is that the lower
class child and the middle class Peacher have difficulty commnicating with
each other.

The difference in the language of the lower class child and the middle
class teacher wust be accommodated in order for the lower class cnild te
make saticfezctory progress in school in the hope that one day he may, more

fully contribvi*e %o and understand his society.



CHAPTER IT
ORIGIN OF LANGUAGE DEPRIVATION

Home Environment

The laws of learning (Mueller, 1962) which apply to learning to drive a

car or play an insfrument _also applies to the lea;ning of a language. ‘A
response to a specific stimulus is likely to bccu? again imder similar stimilti.
The world around us, one's needs and desires are stimuli which prompt verbal
responses. Evoking a great multitude of responses is therefore the most Jim-
portant first step in education. ,Condit.ions must be created which prompt =
child to talk. His responses are then shaped gradually into the desirable
form and reinforceds A number of reinforcements are needed to establisha
response, to learn a vocabulary item, a grammatical form, or structure.
Skinner (1957) estimated that during the school life of a child fifty -thou-
sand contingencies.were needed to establish and maintain a response.

" These observations may suggest vhy it is difficult for the lower class
child to express himself like the middle class child, for the lower class
home environment deoes not provide for verbal reinforcement. Forms of communii-—
cation tend to consist mostly of gestures, sounds -which are not words and
so~called "locgl™ words such as "aint," ®git," and “jist." Lower class
children ds not understand the meaning of many standard English words be-
cause in their environment these words are not used or have a totally dif-
ferent meaning. The lower class child is not as skilled nor as praciiced in
verbal areas as the nﬁddle class child and, therefore, feeis a certain mmt

of inadequacy in school situations when competing with middle class clﬁ.]:dren.



The lower class child's most frequent reaction to language inadequacy in the
school setting is to remain quiet or to try for middle class approval by
baing physically aggressive. The studies of Warner, Havighurst and Loeb
(1944) and Davis {1948) indicated that the lower class child traditionally
has besn contrnlled not by verbalization but by action, and has had a higher
prexium placed upon physical rather than mental or verbal prowvess,

Languace or the lack of language originates in the home. The home
mist, because of its relationship to the child, be considered the predes-
tinator of the child's verbal output. Ausubel (1964) considered the home
as the first source which contributes to the area of language development
and its degree of proficiency.

The lower class home lacks t?ys, books, pictures, utensils and a variety
of objects that require labeling énﬂ serve as referents for language acquisi-
tion. The syntactical models provided by the lower class parents are typi-
cally faulty. The lower class child suffers from the paucity of abstractionms.
in the everyday vocabulary of the lower class adults in the home. The lower
class child suffers from the rarity of stimulating conversation in the home.
The lower class child suffers from the relative absence of books, magazines,
newspapers, snd the example of a reading adult in the family setting (Ausubél,
1964).

Studies of Bereiter and Engelmann (1966) indicated verbal communication
in the lower class home was so restricted that it would appear that the
cognitive uses of language were severely restricted, especially ir communi-
cation between adults and children. Language in the lower class home was
primarily used to control behavior, to express sentiments or emotions, to
permit the vicarious sharing of experiences, and to keep the social machinery

of the home running smoothly. These vere important uses of language, but



what was lacking by comparison was the use of language to explain, to descrbe

to instruct, to inquire, to hypothesize, to analyze, to compare, to deduce

and to test. For these are the langusge uses that are necessary ih this

"language world" for academic success.

Willis (1964) compared the importance of langusge development in the

lower class homs and the middle class héﬁe.

Middle Class

The ability to communicate is
carefully nurtured. Children are
encoursged to speak in words, phrases
and complete sentences® they have
a repertoire of nursery rhymes, poems,
stories and songs which have been
taught by rote. Their curiosity is
cultivated, and questions are
answered by parents.

They learn to talk freely with
parents, siblings, other children,
relatives, neighbors, local shop-
keepers, and friends of parents.

The shape, color, and relative
size obiects is pointed out 1o
them, and they learn to discrimi-
nate.

Books, magawines and newspapers
are part of the surroundings at
home, as are pictures, music, and
toys. Some of the books are their
own, to be used whenever they wish
to do so;j others may be used with
someone older and children are

Lower Class

The use of nicknames such as
ugister" and "junior" for various
members of the family is so prevalemt
that many children are not able to
repeat their own names nor to recog-
nize them when roll is called by
their teacher., They do not know the
names of common objects about schoal
and communityj no one has ever told
them what they are. They do not tali
in sentencesi they are unable ito ask
questions or even to express what
they want. Inarticulate sounds snd
pointing have often previocusly suf-
ficed. Children's immature speech
patterns continue to exist because
no one at home realizes or recognizes
that they are speaking incorrectly.
Their repertoire of rhymes is limited
to television commercials and jingles.

Children respond to unfamiliar
adults with silence because of a
distrust of strangers, and to other
children with monsyllables or a
shaking of the head.

Apparent lack of understanding
of concepts or time, size and shape
is a matter of unfamiliarity with
any terms other than the most simple.

There are few books, magazines or
newspapers in the home. Playtime,
preferably outdoors as long as
weather permits, extends until bed-
time, without a period for stories.
Seldom do they see anyone read,
other than perhaps an older brother



taught to handle these carefully.
They are read to, and see others
read as a matter of course.

Not oniy do they have toys of
their owvn, the toys have educational
value, develops kinetic skills, and
are designed to encourage creativity
aend imaginative play.

Crayons, pencils, paper, coloring
books and toy chalkboards are readily
available and their use is encour-

aged.

The busy schedule of both parents
gnd children may sometimes preclude
the opportunity and the right cli-
mate for a discussion by the child-
ren of things that are 1mpurtant to
them.

or sisters deing a school assignment.
These children often see the printed
vord only on the labels of cans or
on the television screen and no .one
calls their attention to these symbdls.

Commercial toys are few in numbem,
and are generally limited in varietv
to a ball, an inexpensive doll, ten
and twentyhfive cent vind-up tcys,
most of which are short-lived.
Wheeled toys which encourage big
muscle activity are seldom avail-
able instead, the children develop
power of imagination and improvise
toys of their own. A grocery box
may alternately be a doll bed,:a
hat or a bus.

Children must be taught how-to
hold these objects properly, how
to stay within the limits of the
the paper and how to control small
muscle movements, Their previcus
use of crayons and pencils has fre-
quently been misdirected as.landlords
in these neighborhoods will verify.

In addition to being lost in-the
crowd at home, these children may
be doorkey children vith no one-at
home to meet them, to share in-théir
triumphs or troubles, or to listen
to an account of their day at schaodl.

Verbal communication of any sort between parents and children in lower

clzss homes is limited and, of course, the large size of families, the fre-

quent missing father in the home, the mother often working and the crowded

conditions thet force children out of doors and away from adult contacts

a1l contribute toward limiting the lower class child's verbal output.

Adult Stimulus

In looking 2t the home as the predestinator of language development, -one

must consider the adult stimlii.

According to the studies of John and Goldstein



{19564) social interaction with verbally mature individuals, which affects
language aquisition, begins with the occurrence of the infant's earliest
vocal responses. The child's language development in the first two years of
life is primarily in the nature of increasing comprehension of the speech of
the persons in his environment. By age two, the child has developed a speak—
ing vocabulary which may range from three to three hundred words. 1In the
next years, the child shifts from using words exclusively as labels with
single referents to the use of words which have multiple referents.

Deutsch et al., (1965) suggested that the prqcess of acquiring and
enlarging the use of ;abels could be sketched in geheral terms. At an ele-
mentary stage of language acquisition, before his first birthday, the child
preceives a word as being one of % multitude of attributes of an object
(size, shape, color or name)., By the repeated association of seeing and
touching the object, and hearing the name of the object, the child acquires
a bond between word and referent. Usually, the source of auditory stimula-
tion is the mother, but the relatives, teachers, neighbors, siblings and
other children have.a role in the child's communication interaction.

Irwin (1948) pinpointed the age at which environmental differences
impinged on phonological development. Comparing the number of sound types
produced by infants from birth to thirty months, Irwin found that the infants
from higher status families had significantly higher scores for the last year
of the period than did those from lower class families. In other words,
until the age of eighteen months the lower class child had the same type
of vocalization in preparation for language growth as the middle class child.
But then, dve to environmental difference in the homes and adult stimuli,

the middle class child was able to surpass the lower class child by a much

greater margin.



Passow {1963) and Silberman (196L) reported in a study of middle class
and lower class homes that the mother was in mest cases the only adult langu-
age stimulus in the lower class home. It was also reported that the lower
class mother made more use of simple imperatives such as, "leave it alone;"
"shut-up,” and less use of explanations and statements in dealing with their
children than did the middle class mothers.

Hess and Shipman (1965) studied four socioeconomic levels using the
mothers as the language stimuli in the homes. This study included one hund-
red and sixty mothers and their four year old children. Group A vere mothers
and children from professional occupational level homes (Middle Class).
Group B were mothers and children from skilled blue-collar occupational
level homes (Upper Lower). Group C were mothers and children from unskilled
or semi—skillgd occupational level homes, with predominantly elementary
school educations (Middle Lower). Group D were unskilled or semi-skilled
occupational level homes, with fathers absent and the family supported by
public assistance (Lower Lower).

Bach mother was asked to teach her child certain tasks in an experi-
meﬁtal situation. The lower the socioeconomic level of the group, the more
&l a loss the mothers seemed to be as to how to do the tasks. They could
not give clear explanations or directions and they did not know how to
motivate their cnildren. The lower the class the more the mothers relied
on simple imperatives devoid of instructive content. The wide range of
individvai group difference in the ability of the mothers to teach and the
chilé@ren to learn may be illustrated by excerpts from recordings. The task
of ihe mother was to teach the child how to group or sort @ small number of

toyae.

The first mother {Middle Class) outlines the task for the child, gives



10

sufficient help and explanation to permit the child to proceed on her own.

She sayss
"All right, Susan, this board is the place vhere we
put the little toysi first of all you're supposed to learn
how to place them according to color. Can you do that?
The things are all the same color you put in one sectioni
in the second sectien you put another group of colors, and
in the third section you put the last group of colors. Can
you do that? Or would you like to see me do if first?n
Child: "I want to do it.”
This mother has given explicit information about the task and vhat is ex-
pected of the childi she has offered support and help of various kinds; and
she has made it clear that she expects the child to perform.
Another mother (Lower Class) introduced the task by saying: »

"I've got some chairs and cars, do you want to play the
game?" ’

the child does not respond. Mother continuess:
"0. K. What's this?®
Child: "A wagon?®
Mothers "Hm?"
Child: "A wagon?™
Mother: "“This is not a wagon.” "What's this?"
The canversztion between the mother and child continued in this fashion and
it was clearly noted that the child was not provided with the essential in-
formation he needed to solve or to understand th_e problem. Yet there was
obviously some expectztion on the part of the mother for the child to perform,
but the child had not been told what to do.
The lower class home and the middle class home are directly responsible
for providing language stimuli for their children. But, the difference in

the lower clsss home and middle cless home is that in the lower class family



context, the nature of the control system which relates parent te child
restricts the number and kind of alternatives for action that are opened
to the child. Such restrictions prohibit a tendency for the child to re-

flect, to consider and to choose among alternatives for speech and action.



CHAPTER ITI
LANGUAGE OF LOWER CIASS CHILDREN

Description
The previcus studies (John and Goldstein, 19642 Strodtbeck, 196L4),
concluded that the language of the lower class child was limited in syntax
and vocabulary. Bernstein (1959) suggested that the lower class child had
a "public" language. The "public" language is generally a more spoken than
a written language. The "public" language has ten characteristics. )
1. Short, grammatically simple, often unfinished sentences,
a poor syntactical construction with a verbal form stressing
the active mood.

2. Simple and repetitive use of conjunctions (so, then, and
because).

3. Frequent use of short commands and questions.

L Rigid and limited use of adjectives and adverbs.

5. Infrequent use of impersonal pronouns as subjects.

6. Statements are formulated as implicit questions which
set up a sympathic circularity such as "just fancy,"
"7 wouldn't have believed it."

7. A statement of fact is often used as both a reason and
a conclusion are confounded to produce a category state—

ment, Do as I tell you;" "Hcld on tight."

8, Individual sslisction from a group of idiométic phrases
will frequently be found.

9. Sympbolism is of a low order of generality.

10. The individual qualification is implicit in the sentence
structure therefore, it is a language of implicit meaning.
It is believed that this fact determines the form of the

language.
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"Public" language is the language that many middle class children use in gen-
eral conversation, but it is the total language spoksn by-the lower claas
child,

In another study Bernstein (1962) suggested that instead of looking at
limited language development of the lower class child, one may be noting
normal language development within two different systems of communication.
The first system Bernstein labeled as a "restricted code." Restricted codes
were stgrotyped, limited and condensed, lacking in specificity and the ex-
actness needed for precise conceptualization and differentiation. Sentences
were short, simple and affen unfinished, There was little use of subordinzte
clauses for elaborating the content of the sentence. The restricted ccie
was a language of implicit msaning, easily understo&d, and commonly shared.
It was the language form used in situations when the intent was to promote
social solidarity or to reduce tension. The restricted code was a pattern
of communication most frequently developed within a group situation in which
members associated closely with one anotper‘and within which there were com-
mon experiences from which they had developed understandings vhich did not
continually need to be explained and pointed out. The restricted code was
characterized by certain linguistic patterns. Since it was based upon

mutual understandings, it was not necessary to develop an elaborate strue-

ture to express oneself. "Git" brought the same reaction as "Go upstairs
snd go to bed." The second system was labeled "elaborate code." The ela-
borate code did not presuppose that the listener had the same background of
shared understandings. Communication in the elaborate code situation had
to be fully developed in order for the speaker to be clearly understood.

Therefore, the complexity in structure was greater and one's choice of wards

more varied.
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Robinson (1965) examined & group of lower class boys and compared them
with a2 group of middle class boys in terms of vocabulary of recognition amnd
vocabulary of usage and found no difference between the two groups in terms
of recognition vocabulary as indicated by a standard, vocabunlary type IQ
test. When a cloze procedure examination was given to the two groups, how-
ever, it was found that the middle class boys made a greater variety of re-
sponses thah did the lower class boys. For the most part, there was grezter
conformity of responses among the lower class subject.s and it was noted-that
concordance in vocabulary for the two groups was greatei- for function words
(the, and, to, etc.) than for the content words (nouns, verbs, adverbs). In
other words, the lower class boys apparently had the elaborate pattern svdile

able for use, but needed practice in using it, particularly in speaking situa-

tions.

Language Usage
The lower class child's pronunication, word variety, sentence length

and use of grammatical and syntactical structures resembles that of middte
class children of a younger' age. Lower class children have difficultyiin
using language as a means of carrying on a dialogue with themselves, a skill
necessary for independent thinking and problem solving (Raph, 1965). The
lower class child lacks the use of language as a means of getting and dealing

with incoming verbal cues. But, even more so, the lower class child lacks
the language usage that serves as a means of social distinction and gives
one an opportunity for mobility in middle class society.

Bereiter and Engelmann (1966) observed eighty lower class Negro children
and noted that the speech patterns of these children consisted of indistinct

words of whole phrases or sentences that function like "giant" words. Giant
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words cannot be transformed from statement to question nor from imperatives
to declaratives. Instead of saying, "He's a big dog" the lower class child
says, "He bih daw."™ Instead of saying, "I ain't got no juice," the lower
class child says, "Uai- ga- na-ju."

Fraéer and Brown (196h4) studied the grammer of pre-school middle class
children and noted what was lacking in the language usage of these children
was the smaller connectives (a, and, for, etc.) and structure words (adverbs,
adjectives, pronouns). Fraser and Brown also noted that the older lower
class child's language usage resembled the younger middle class child's
language usage. The difference was that the pre-school middle class chiid
used a reduced grammar, The middle class pre-school child left out vorss
that were not familiar and fonwad’sentences out of words that were familiar.
Even though the middle class child's sentences consisted of only two or three
words, the words were distinct and could be re-combined to form other sen-
tences becesuse the middle class child's words existed as independent units.
Lower class children on the other hand, ?ftén blended the words together with
noises that took the place of words and inflections they did not know, so
that all of the words tended to have fused into a whole. This left no dis-
tinctive units that could be re-combined to generate new sentences.

Osser (1966) compared five-year-old children from lower class environ-
ments with five-year—old middle class children. It was noted in this study
that in the lower class child's language certain syntactical structures did
not appear. The lower class child used more content words and omitted fune-
tion words such ast auxiliary verbs, articles, prepositions and conjunctions.
The lack of function-type words in the older lower class child's vocabulary
made his speech resemble that of a younger middle class child.

Thomas (1962) reported that children from lower class families tended
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to use nouns and verbs predominantly. There vas limited and rigid usage of
a few adjectives and adverbs. Also a lack of differentiation of referents
appeared freguently.

To illustrate, the word "thing" was used in place of more specific desig-
nations of object names. "You" referred to all persons other than self, vith
proper names seldom appearing in spontaneoﬁs conversations. The label of
"house" is applied to any type of building or room. Sentences were largely
incomplete, short, made up of simple clauses, or of a string of simple clauses
with or without the conjunction joining them together.

A group of one hundred ﬁeachers of lower class chil&ren in New York
City listed five items pertaining to the language usage of the lower class
child (Riessman, 1964),

1. Language is limited to concrete situations rather than used
conceptually,

2. Restricted vocabulary.
3., Utilization of poor grammar.
L. Excessive use of slang and idiomatic expressions.

5. Inability to adequately report experiences to classmates.

Lower class children's promunctions, words varieties, sentence lengths
and use of grammatical and syntactical structures resemble that of rdddle
class children at 2 younger age. The lower class child lacks the use of
language as a means of getting and dealing with incoming verbal cues. Even
more critical the lower class child lacks the language usage that serves as

a means of social distinction, which can limit opportunities for mobility

in a society and have a profound influence on later learning (1965).



CHAPTER IV

PRE~-SCHOCL LANGUACE PROGEAMS FOR LOWER CLASS CHILDREN

The lowsr class child does have a lanéuage. There is a certain simi-
larity between the langunage of the lower class child and middle class child's
language {Bernstein, 1962; Robinson, 1965). Now and then the understanding
of word meaning between the lower class child's verbal language and the
middie class child verbal 1anguage does come through, but comprehension is
not frequent or precise enough to lead to fruitful commnnlcatlon. Who, then,
is responsible for helping to rqudlate the lower class and middle class
langusge difference and when should language training for the lower class
child begin? Or should society continue to produce language deficient
adults to replace language deficient children.

A language pfagram begins in the home. The m&ment the mother spesks
or sings to her baby and receives a gurgle; a smiié, a cry, Oor even a swing
of the baby's fist, commmication has started. Children, except in extra—
ordinary circumstances, are exposed to early gpmmunication, at least for
the first few months of their lives. During the sarly period of a child's
life motor skills, language skills, concepts of time, and concepts of objects
start to develup. -

The child from the lower class home often has more contact with his
mother in the first few months of life than a child from the middle class
home (Crow and Murray, 1966). In the home of the lower class, there are no
maids, nurses or ‘sitters to relieve the mother of the care of the b;g?{ e

Sometimes grandmothers, older sisters or brothers care for the lover class
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child when he grows older. Therefore, the lower class child starts life
with the advantage of close mother contacti but his contact is soon over,
for usually the mother must go out to work or younger children are born
into the family and the mother's attention must be shifted to the new in-
fant. The lower class child by the age of three or four spends most of his
time in the company of other children, who.have had the same paucity of ver-
bal stimuli.

Ferman {1965) studied the language of children and found that in order
for a child to handle multiple attributes of words and to associate words
with their proper rererents,-a great deal of exposure to'language must be
presupposed. Such exposure involved training, experimenting with and identi-
fying objects, and having correcﬁ}ve adult language usage for reinforcement.

Since the lower class home does not offer the conditions necéssary for
providing good language stimuli, the lower class child must rely on programs
offered by the school and community to help remediate his language differ-
ence in middle class society.

Language programs for children from lower class backgrounds should be
started as early as possible to reach both the lower class child and his
parents. Hebb (1949), a neurophysiologist, suggested that early curiosity
of the child which infiuences him to notice, take in and explore experiences
through tﬁe sensory chammels serve to construct neural models in the brain,
primary learning which form the basis for the development of perceptual
abiiity.

Studies (Bereiter and Engelmann, 1966; Gordon and Wilkerson, 1966)
found that the pre-school for the lower class child was necessary to compen—
sate for the difference in background experiences the lower class child |

brings to school. By the age three or four, lower class children were
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seriously behind middle class children in the development of aptitudes neces-
sary for success in school. *

Israel, facing a similar problem to the United States' in working with
lower class cuitures, established pre-kindergarten schools several years ago.
The Israel prdgram began on the prenatal level. Soqial workers visited future
parents to discuss with them the importance of playing with, singing to and
talking to the newborn bsby. The social workers supplied records, books to
read and songs to sing for the lower class homes. Toys were loaned to lower
class families by the govermment until the child was ready to enter nursery
school. The Israelis were convinced by the result; of their prbgram'that
anyone given the proper preparatory background and subsequent appropriate
instruction, could be taught to function in an educated society (Loretan and
Umans, 1966).

Unfortunately, a program comparable to that of Israel has not emerged
in the United States. In the United States many.of the larger cities have
started pre-school programs for lower class children.

In the curriculum of these pre-school programs, language had priority
over many of the daily activities. Language was mostly based upon structural
linguistics. The lowep class child learned‘through imitation. By presenting
common language patterns and having the lower class_child to repeat and mani-
pulate these patterns, the teacher instilled in the child the concept of a
sentence. No matter how depreséeﬁ the background of the children, they
were able to learn to speak simple sentences. Language patterns using
structural linguist%cs.fall into four sentence patterns (Loretan and Umans,
1966).

l. N+ 7V ' The man come.

2, N+V+N The man bought a book.



3. N + linking verb + Adjective - The man is good.

L. N + linking verb + Noun The man is my friend.

The Philadelphia Public Schools' language program (Loretan and Umans,
1966) urged the children to play with words in patterns, jingles, simple
poems, and nonsense poems. Gradually, the children achieved an awareness,
not only of sentence form and manipulatiﬁn, but of sounds and of the fact
that letters represent sounds. In this program the teacher first taught
words of "orthodox" spellings, such as: hat, fat, cati cat, cap, cabi cat,
cot, cut. After listening to the teacher and saying the words themselves
the lower class children were encouraged to discuss the vords and to find
additional words that could be brought into the wﬁ;d pattern by substituting
either individual vowels or consonants. By teaching language in this fashion
the children began to realize that every word was not completely different
from every other word, but rather that there was oﬁéer and a system to Eng-
lish, A unigue feature in thisxprqgranlwas that the teachers tried to make
language realistic to the lower class children by working within familier
content. A mother looked like as much as possible the child's mother (race
distinction). A home looked like the lower class child's home. A neighbor-
hood resembled the lower class child's neighborhood.

The Wilmington, Delaware Experimental Project on Schools in Changing
Neighborhoods (Loretan and Umans, 1966) focused its language program on
developing language skills through planned experience units which would
help lower class children grow in human relations sensitivities, skills,
knowledgs, and information. These units were taught through role playing
aloud or in pantomime. Role biaying gave the child an opportunity to express
himself as middle class children do. Through gestures, words, or a combina-

tion of both the lower class child was given a ready-made "safe" identity.



An identity the lower class child chose and yet, it opened doors into other
people's lives and into their own.

The Willow Manor Oral Language Preject in Qakland, Caiifornia (Crow,
et al., 1966) was specifically developed for the encouragement of language
usage. Teachers were encouraged to examine the curriculum for situations
that might require speech from the lower class children, regardless of the
specific subject matter involved. Storytelling, dramatics and singing were
extensively used. 'Special listening tapes were developed to give the lower
class children more opportunity to hear speech as well as to make recordings
of their own voices.

Gray and Klaus (1965), through an intensive pfbgram with lower class
children and weekly visits to their homes, focused on the development of
attitudes and aptitudes conducive to school achievement. Language develop—
ment was stimulated through reading to the children several times a day
dramatic plays, nursery rhymes, and a large amount of individual attention
from adults interacting wverbally.

Bereiter and Engelmann (1966) developed a léhguage program around the
importance of teaching the lower class child to reéson and to use logical
thinking as a means.af processing information. Direct instruction was given
with the goal of helping the child to master a formal language which would
replace the lower class child's initial language, at least in the school
setting. The sequence was first instruction in a formal, structured situa-
tion, and then deliberate extension of the language pattern into less struc—-
tured social situations.

The basic teaching method was called "pattern drill,” similar to that
used in the teaching of a foreign language. This teaching method was based

on three requirements, Whether it was phrased in standard English, or used
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in a series of non-verbal symbols, the minimum language taught must® 1) be
capable of representing reality, of naming or pointing out things and creating
a symbolic eguivalent of what is observsble in physical .reality—"This is'a
ball."” "The ball is on the table."; 2) have provisions for indicating truth
and falsity in s relatively unambiguous way—"This is a ball.” "This is not
a ball."™; 3) be shared by the teacher and the child. If the child does not
understand the code, the child obviously will fail to appreciate how reality
is being represented and he will not benefit from feedback that is designed
to bring him closer to the concept.

This language program (ﬁereiter and Engelmann, 1966) listed some tangible
goals necessary for language development in the lower class child.

1. Ability to use both affirmative and not statements
in reply to the question "What is this?" "This is
a ball,” *This is not a book."

2. Ability to use both affirmative and not statements
in response to the command "Tell me about this
(ball, pencil, etc.)." "This pencil is
red. "This pencil is not blue.™

3. Ability to handle polar opposites ("If it is not
, it must be ") for at least
four concept pairs, e.g., tig-little, up-dowm,
long-short, fat-skinny.

L. Ability to use the following prepositions correctly
in statements describing arrangements of objects:
on, in, under, over, between. "Yhere is the pencil?"
"The pencil is under the book." 5

5, Ability to name positive and negative instances
for at least four classes, such gs tools, weapons,
pieces of furniture, wild animals, farm animals,
snd vehicles. "Tell me something that is a
veapon.” "A gun is a weapon.” "Tell me something
that is a farm animgl.” ™A cow is a farm animal.”
"Tell me something that is not a weapon.”" ™A cov
is not a weapcn.® The child should also be able
to apply these concepts to nouns with which he is
familiar, e.g., "Is a crayon & piece of furmiture?”
"No, a crayon is not a piece of furniture., A crayon
is something to write with."
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Te

9.

10.

1l1.

13.
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Ability to perform simple if--then deductions. The
child is presented a diagram containing big squares
and little squares. All the big squares are red,
but the little squares are of various other colors.
"If the square is big, what do you know about it?"
"It is red."

Ability to use not in deductions. "If the square is
little, then it is not red. What else do you know
about it?" "It's blue or yellow."

Ability to use or in simple deductions. ™If the
square is little, then it is not red. What else
do you know about it?" "Ii's blue or yellow.™

Ability to name the basic colors, blue, white, black,
and brown.

Ability to recognize and name the vowels and at least
15 consconants,

Ability to distinguish printed words from pictures.

Ability to rhyme in’some fashion to produce a word
that rhymes with a given word, to tell whether two
words do or do not rhyme, or to complete unfamiliar
rhyming jingles like "I had a dog, and his name was
Abeli I found him hiding under the 5

A sight-reading vocabulary of at least four words
in addition to proper names, with evidence that
the printed word has the same meaning for them
as the corresponding spoken word. "What word is
this?" "Cat." "Is this a thing that goes 'Woof-
Woof'?™ "No, it goes 'Meow!'"

The content of the lessons were built around four levels of difficulty.

1.

2e

3.

le

Demonstrate understanding of concepts non-verbally,
"Show me which line is short."

pnswer with one word, yes or no a question about
the concept, "Is this line short?®

Repeat the basic statement as an answer--"Tell
me is this line shorter than this? Give me the
whole answer," "Yes, this line is shorter.”

Identify the relationship by producing the
approximate statement without the support of
direction—"Tell me about this line."
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Deutsch (1965) stressed, in the Enrichment Program for the Institute
for Developmental Studies, the verbal and perceptual skills needed for all
types of communication. Labeling was stressed in this program approach,
getiing across the idea that everything has a2 name. In training the child-
ren to give oral responses, the teacher first discouraged pointing and
"partial" language. Once the oral response-was given, the teacher encour-
aged the child to play with the word, or with a word like it, in a phrase,

a sentence, or a jingle. This program combined the learning of concept
with perception and linguistics.

Another aspect of this pfogram was to combat the lawér class child's
habit of closing out sounds, especially those sounds frequently heard in
school. Once the lower class chil? learned to listen, instead of disregard-
ing, the sounds heard in school, a communication skill was learned that
would be very valuable for later learning. To teach listening skills
(Deutsch, 1965) a series of tapes were developed. On these tapes background
noises were used to mask important sounds. The volume of the background
noise was gradually increased to sharpen the child's sense of discrimination.
With practice, it was hoped that the lower class child would be able to
train himself to identify the important sound and listen to it regardless
Vof the volume of external noises.

The Bartimore, Maryland, Early School Admission Project (Loretan and
Umans, 1964) emphasized sense acuity in a language program for the lower
class child. Activities were centered on the five senses.

Sense: Seeing

Observe traffic near the school to observe kinds of vehiclesy
size, shape, color of vehicles, and response to traffic controls.
Observe demolition of buildings in school neighborhood to note
procedures involved, machinery used, necessary personnel, and
necessary safety precautions. Visit a pst store to purchase a
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pet, Note variety of animals available, and care given pets.

Learn about one means by vhich a pet is acquired. Identify

objects by sight, using size, shape and color to assist identi-
fication. Note details of an object. Compare objects (size, shape,
color, function)s Note gross differences in similar objects.

Note fine differtnces in similar objects. Note gross and fine
differences in a series of objects.

Sense: Hearing S = s

Children who live in crowded, noisy quarters often learn to
"close out" sound, Learning to listen is important, Listen to
sounds in the environment and identify their source. Describe
them. Listen to sounds made by familiar object (bzll bouncing,
scissors, egg beaters, etc.). Relate source to sound after sound
is produced behind a screen. Identify familiar songs as a result
of hearing part of the melody. With eyes closed, listen to a
classmate’s voice., Identify the speaker. Identify differences
in rhythm, pitch and tempo in familiar songs and music. Listen
to tape recordings of familiar voices and identify the speaker.

sense: Touching

Touch articles; learn to’describe "feel™ of surface texture.
Compare textures. C(Classify objects according to texture. After
many experiences, begin to relate characteristics with certain
materials (plastic, wood, marble, metal, etcs).

Sense: Smelld

Learn to relate odor to its source (fruits, vegetables, smoke,
etc.). Learn to note similarities and differences in odors.

Sense: Tasting

Learn to relate taste to its source (fruit, jelly, vege-
tables' etc.)c

Perhaps the most structured approach to the teaching of language to
pre-school lower class children was that of Omar K. Moore (Loretan and Umans,
1666). This approach to teaching langusge used the typewriter. The "talk-
ing typewriter" developed by the Thomas Edison Research Laboratories, taught
reading by programming the machine, After sllowing the child to press the
keys at random for a while, the program gradually became more structured.

As the child struck & key, the letier would appear on a sheet of paper in

the typewriter and was spoken by a recorded voice. After two or three
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sessions, the recorded voice assumed more authority; instead of repeating
letters as they were struck, the voice started to dictate the letters to

the child. At this point, all the keys on the typewriter locked except the
demanded letter, so the child had no choice but to strike the correct letter.
In the next step, the recorded voice dictated whole words and gradually
sentences to the child. The child was expecﬁed to;;espand by typing the
words and sentences on the machine. The keys on the typewriter were color
coded in eight colors and the child's fingernails were alsc painted in cor-
responding colors.

Montessori (196L), although her work was with slum children in Rome,
introduced to American,éulture a pre-school program-that considered each
child on an.indivi@gal basis. A ueique program was established for every
lover class child in the program, whether it be language manipulative skills
or social skills, Each child was taken in small steps from one level to
another, always being allowed to gest on a plateau until the child was ready
to go on to another area., Although Montessori's method was established for
lower class children, in America this method has been used primarily in pre-
school programs for the middle and upper classes. |

Juniper Gardens Children's Project, (1965), located in Kansas City,
Kansas, contributed some unique research in language development for lower
class pre-school children. Behavioral Modification techniques were stressed
in this program. Verbal responses were reinforced with a food snack or
teacher praise. Vocabulary building and syntactical arrangement were encour-
aged in this program with the use of materials used in Headstart programs.
knother feature of this program was that it was staffed by the lower class
mothers of the children who attended. The mothers supervised language

activitiss, conducied language group sessions, and gave the children
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individual language tutoring. The professional staff provided a short trzin-
ing session in language teaching for the mothers. The professional staff
had freguent guestion and answer sessions and periodically observed the
mothers while they were working with the children.

The materials and methodology mentions in these language programs could
be adapted in mamy ways and in many settings. Whatever the 2pproach to
teaching the lower class child language, it was hoped that eventually the
lower class child would take on an acceptable middle class language pattern.
McDavis {196L, page 206) stated, "The lower class child is thus intrsduced
to the values of the dominant cultural."

If the school is to be effective, and if lower class children are not
to become part of the nation's groPp of unemployed, then meaningful, expres—
sive and receptive language training must become a conscious part of curri-
culum organization. Inability to speak and understand the culture's language

m:kes class mobility most difficult.



CHAPTER V
SUGGESTED IANGUAGE PROGRAM GUIDELINES

In the past ten years there have been a number of pre-school programs
designed to develop in lower class children those specific skills with which
middle class children come alre;ady equipped to ldnderg.arten.r Many of these
programs include as a part of their curriculum, techniques for developing
oral language skills. Other programs, such as the ones reviewed in the pre—
ceding chapter, were deszgned specifically to improve the language usage-of
the lower class child. Although each of those programs mentioned have com-
tributed toward improving the language ability of the lower class child, lilke
other educational problems for this child, these programs have not solved-the
problem of how and what to do or use to help remediate the language differ-
ences that exist. There are several goals that differ in fhe language pre-
gram mentioned which could suggest.' possible guidelines for bridging language

differences betécree-i:'.the lower and middle class.

Acceptance of Present Language Usage
There are two reasons for accepting the lower class child's speech:asit

is during his early language education. First it gives the child the advan-
tage of bringing something of his home and neighborhood environment into-the
school. 1If one begins to immediately set a model of behavior in language for
the lower class child, in effect one is rejecting his language and saying,
"Your 'way of speaking is wrong. We will not accept you unless you learn our
middle class way of speaking." This of course is never verbalized, either

by teachers or by curriculum guides, but the rejection is implicit in much
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that is done. The second reason for accepting the lower c¢lass child’s initial
language is that a language program should not be intended to completely chamge
the child's language, but to provide the lower class child with the necessary

tools for communicating with other classes of people.

Teacher Selection

It is a known fact that too many teachers in the United States have-a
middle class background and too-few have had experiences in slum areas.
Therefore, ideally, we need to discover lower class persons, who given ade-
quate educztion, can master the fundamentals of learning and the skills neces—
sary to guide the learning'process of other lower class bersens.

Basically, the teacher in a language program for the lower class child
should a) have some understanding’ and knowledge of the child's culture, 1)
have interest in children and enthusiasm fﬁr teaching them, c¢) have a back-
ground in linguistics, English or Speech Pathology, d) be creative enough
to meet the needs of each child, e) have self-confidence enough to frankly

believe that within limits, children can be made to do what you want them o

do and f) be a'gobd language model.,

Child-Parent—Teacher Coordination

Parent participation is vital if the lower class child is to start his
school life with middle class skills and language usage, Lower class parents,
contrary to many of our beliefs, are willing to work in many programs (Jmii-
per Gardens, 1965) which include their children. Teachers training parents
to teach their child middle class language patterns is an effective way of
helping lower class parents to become better speech models, thus being able

to give reinforcement for language outside of the classroom situation.
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Auditory Discrimination Training

A common weakness in language usage of lower class children stems from
poor training in listening. The result is that the child is unable to dis-
criminate auditory stimuli. To the lower class child, words are but a kind
of noise, and he tends to become inattentive to what is being said in his
presence. Ferman (1959) reported that sixty to eighty percent of any sus-
tained communication must be heard before knowledge of the context and of-the
syntactical regularities of a language make correct completion and comprehen-
sion of the speech sequence possible. t

Poor auditory discrimination affects language adversely. Included
among the listening disabilities of the lower class child are (Crow et al.,
1966, p. 124): a) Inability to recognize identical sounds. b) Inability
to identify sounds in a variety of environments. ¢) Inability to discrimi-
nate between different sownds. d) Inability to enunciate and articulate
sounds correctly. e) Inability to follow directions. f) Inability to over-
come poor language patterns. g) Inability to distingﬁish between voiced and
voiceless sounds. - - '

| Specific suggestion for improving auditory discrimination are offered

by the Baltimore, Maryland Early School Admission Project (Loretan and Umans,

1966, ps 49).

"Teach lower class children to listen to sounds in their
environment and identify their source. Describe them. Iisten
to sounds made by familiar objects (ball bouncing, scissors,
egg beaters, etc.). Relate source to sound after sound is
produced behind a screen., Identify familiar songs as a result
of hearing part of the melody. With eyes closed, listen to a
classmate's voice. Identify the speaker. Identify differences
in rhythm, pitch and tempo in familiar songs and music. Listen
to tape recordings of familiar voices and identify the speakers.”



Material Selection

As a starting point, lower class children should work vithin familiar
content. Context that is real, observable and interesting. A mother should
lock like the lower class child's mother, not in actual appearance, but in
racial similarities., A home like the lower class child's home. A neighbor-

hood like the neighborhood like the lower cIaés child's neighborhood.

Language Enrichment

Language enrichment is a necessary guide in every language class or
program for the lower class child. The lower class child should be surrounded
with meaningful experiences. There should be a period for storytelling,
dramatic play and role plﬁying with emphasis on encouraging the lower class
child to talk, elicit verbal answers to questions, and expecting the child
to use words in seeking to obtain desired rgsponses_from others. Raph (1965)
viewed storytelling, dramatic play and role playing as the threads from which
are spun the fabric of communication. .

The classrocm should have a number of books, picturés, and toys for the
lower class child to look at and play with givigg%hgﬁrthe awareness of other
means of obtaining language. |

Perceptual differences should be taught to give the lower class child

an awareness of size, shapes, texture and color difference.

Reward System

Because ithe lower class child is not experienced in associating rewards
with mastering new concepts, and because the lower class child is not strongly
motivated to work for praise, it is very difficult to reach him through the
standard motivational channels. Therefore, a motivational bridge must be

built. 7The lower class child must be rewarded initially in terms that are
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meaningful to him. If the teacher's warning of punishment is folloved by
punishment, her warnming will soon become meaningful. The same is true of
praise, if preise is followed with some proof of good will, it will soon

signify scmething of value.

For the child from the lower class background verbal praise is revard-
ing, but tangible rewards such as candy, a toy, cookies afe more meaningful.
In attempting to establish appropriate verbzl behavior (Bereiter and Engel-
menn, 196£): a) The child who tries should be rewarded; The primary criter—
ion should not be whether the child performs but whether he tries. b) Try
$0 zvoid raswarding undésirable behavior. ¢) Avoid shaming or coaxing the
child. Tell the child what to do, don't have the child wondering. Instead
of saying, "Bobby, can't you talkflouder?“ Say things in a positive manner.
"Speak up, Bobby. I can't hear you." d) Provide fhe child with a realistic
definition of success and failure. Tell the child"ﬁoéitively and specifi-
cally what is adequate and what is failure.

It was hoped that these guidelines would introduce orderliness of sen—
tence structure snd the use of grammatically accurate word variety to the
1o€er class child so that he could be able to understand the language of his

riddle class teachers and peers upon entering school.



CHAPTER VI

SUMMARY

The concern of this paper was to discuss language as a barrier to social
and economic mobility for the lower class child and to in@icate guidelines
which may be used in devising a language program for the remediation of that
language barrier.

The home enviromment and adult stimulation were regarded as primény
sources of language development in both the middle and lower class homes.
Lack of toys, books, pictures, magazines, newspapers, utensils and a variety
of objects that réquire and serve‘as referents for language acquisition dif-
fereniated the lower class home., The mother in the lower class home was re-
garded as the primary source of adult language stimulation, but due to out—
side work, numercus household responsibilities, and other children to care
for, the parent-child communication was more limited than in the middle class
hoﬁes-

The analytic discussion of the language of lower and middle class child-
ren suggested that two different systéms are operating, rather than quanti-
tative differences within a single system. The first system vas labeled the
restricted code. The restricted code was described as a language system
which vsed short, grammatically simpie and often unfinished sentences.
Language usage in the restricted code consisted of mostly nouns and verbs
with 2irmited and rigid use of a few adjectives and adverbs. The restricted
code was the language form used when the intent was to promote social soli-

derity or 4o recduce tension. The assumption was made that the users of the
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restricted language code were associated cleosely with one another and shared
common experiences which developed understandings that did not require explans—
tions, The second system discussed was labeled the elaborate code. The elabo-
rate code did not presuppose that the listeners shared backgrounds and underm-
standings with the speaker, and communication in this system had to be fully
developed in order for the speaker to be understood, The complexity of sen-
tence structure in the elaborate code was much greater and choice of words
was more varied. Comparison of the restricted code with the elaborate code
suggestedrthat the middle class child had access to and used both codes
appropriately., The lower class child, even though the elaborate code may
have been available to him, did not use this language code.

Studies were cited which indi?ated that the lower class child by the
age of three or four was seriously behind the middle class child in language
acquisition and the aptitudes necessary for success in school. Therefore,
to give the lower class child the opportunity to enter school with the same
language ability and aptitudes as his middle class counterpart, programs should
be started zs early as possible to reach both the child and his parents. Pre-
school language programs were reviewed with respect to methodology. These
pre-school programs have met with varying degrees of success in providing
lower class children with the necessary language readiness for school. The
language programs used the approaches of structural linguisticsi language
enrichment through storytelling, dramatic play and perceptual differencesi
auditory training through listening to tapesi parents as language teachers
of their children; and sense acuity, encouraging langusge development through
the use of the five senses (seeing, hearing, smelling, touching, and tasting).

Seven guidelines were suggested vhich could be useful in devising a

remediation program in language for the lower class pre-schooler:
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l. Acceptance of lower class child's present language usage

2, Teacher selection

3. Material selection

L. Language enrichment

5. Child-parent-teacher coordination

6. Auditory discrimination training

7. A reward system

It was suggested that the utilization of these guidelines when planning
pre-school programs would more efficiently introduce the lower class child
to the language of the middle class society, thus giving him the language

skills necessary for academic and social success upon entering school.



REFERENCES

Ausubel, David P. A teaching strategy for culturally deprived pupils:
Cognitive and motivational consideration. 3School Review, 1963, L,
L54~163.

Bereiter, C., and S. Engelmann. Teaching Disadvantaged Children in Pre-

school. New Jersey: Prentice Hall, Inc., 1966.

Bernstein, B. A public language. British Journal of Socioclogy, 1959, 11,

311-327.
Bernstein, B. Social Class, linguistic codes and g&ammatical elements,

Language and Speech, 1962, 5, 221-240.

Bloom, B., Davis, A., and R. Hess. Compensatory Education for Cultural

Deprivation. New York: Holt, Rinehart and Winston, 1965.
Bloomer, H. A needle's-eye view of languagé disturbaﬁce. Journal of Edu-
cation, 1959,.79 (7), 395-398.

Chéyney k. Tezching Culturally Disédvantaged in the Elementary School.

Columbus, Ohio: Charles E. Merrill Books, Inc. 1967.

Corbin, R. and M. Crosby. Language Programs for the Disadvantaged. Champaign,

T1llinois: Nastional Council of Teacher of English, 1965.

Crow, L., W. Murray and H. Snythe. Educating the Gulturally Disadvantaged

thild. Yew York: David McXay Co., Inc., 1966.

Davis, A. 3Social Class Influence Upon Learning. Cambridge: Harvard Univer-

sity Press, 1948.

Deutsch, ¥. and Associates. The Disadventaged Child. New York: Basic Books,

1967.



37

Ferman, L., J. Kornbluh and A. Haber. Poverty in America. Ann Arbor:

University of Michigan Press, 1965.

Fraser, C., and R. Brown. The acquisition of syntax. Monographs of the

Society for Research in Child Development, 1964, 29 (1), 43-77.

Gary, 3., and R. Klaus. An experimental preschool program for culturally

deprived children. Child Development, 1965, 36, 887-898.

Hebb, D. 0. The Organization of Behavior. New York: Wiley, 1949.

Irwin, O. C. Infant speech: the effect of family occupational status and:of

age on use of sound types. Journal of Speech and Hearing Disorders,

1948, 13, 224-226.
John, V., and L. Goldstein. The social context of language acquisitione.

Merrill-Palmer Quarterly of Behavior and Development, 1964, 10, 265-275.

Juniper Cardens Children's Project. Kansas City, Kansas, 1965, Grant HD-
C21,4~01, National Institute of Child Health and.Human Development.
Larson, R. and J. Olson. A method of identifying culturally deprived kinder-

garten children. Exceptional Children, 1963, 30, 130-134.

Iawton, D. Social Class, Language and Education. New York: Schocken Bocks,
1968.

Loretan, J. and S. Umans. Teaching the Disadvantaged. Columbia University:
Teachers College Press, 1966,

McDavid, R. Dialectology and the teaching of reading. The Reading Teacher,

1964, 18 (9), 206.

Metz, E. Poverty, early language deprivation and learning. Elementary
English, 1966, 43, 129-133.

.Montessori, M. The Montessori Method. New York: Schocken Books, 196k.

Mueller, T. Psychology and language arts, School and Society, 1964, 87,

L20-128,



38

Osser, H. The syntactic siructures of 5 year-old culiurally deprived child-
ren. Paper read at the Eastern Psychological Association, New York,
April (1966).

Passow, A. Education in Depressed Areas. New York: Teachers College Press,

1963.
Raph, J. Language development in socially disadvantaged childrén. Review

of Educstional Research, 1965, 35 (5), 389-400.

Riessman, F. The Culturally Deprived Child. New York: Harper and Row, 196k.

Robinson, W. P. Cloze procedure as a Technique for the investigation of

social class difference in language usage. Language and Speech, 1965,

8 (1), 42-55.

Robinson, We P« The elaborated cgde in working class language. Language
and Speech, 1965, & (4), 243~252,

Siberman, C. Crisis in Black and White. New York: Random House Inc., 196k,

Skinmner, B. F. Verbal Behavior. New York: Appleton Co., 1957.

Strodtbeck, T« L. Progress Report: The reading readiness nursery short—
term inte;vention technique, Chicago: University of Chicago Social
Psychology Laboratories (mimeograph), 1964

Thomas, D. R. Oral language, sentence structure, and vocabulary of kinder-

garter children living in low socioceconomic urban areas. Dissertation

Abstract, 1962, 23 (No. 3), 10lk.

Tiedt, S. Teaching the Disadvantaged Child. New York: Oxford University

Press, 1968.
Tomlinson, L. Accepting regional language differences in school. -Elementary
Eﬂg]iSh, 1953| 301 m"l-lzB'

Warner, W., J. Havighurst and M. Loeb. Whc Shall be Educated. Wew York:

Harper and Brothers, 1944,



39

Webster, S. The Disadvantaged Learner. San Francisco, California: Chandler

Publishing Co., 1966.



LANGUAGE FROBLEMS OF
CHILDREN FROM LOWER CLASS BACKGROUNDS

by

HARRIETT OVENS JOHNSON

Be A., Kansas State University, 1963

AN ABSTRACT OF A MASTER'S REPORT
" /

-submitted in partial fulfillment of the

‘regui:euﬂ-nts Tor the degree

MASTER OF ARTS

Department of Speech

KANSAS STATE UNIVERSITY
Manhattsn, Kansas

2969



The concern of this paper was to discuss language as a barrier to social
and economic mobility for the lower ciass child and to indicate guidelines
which may be used in devising = language program for the remediation of that
language barrier.

The home environment and adult stimulation were regarded as primary
sources of language development in both the middle and lower class homes.
Lack of toys, books, pictures, magazines, newspapers, utensils and a vardiety
of objects that require and serve as referents for language acquisition dif-
fersniated the lower class home. The mother in the lower class home vas re-
g;}ded as the primary souree of adult language stimmlation, but due to oub-
side work, numerous household responsibilities, and other children to care
for, the parent—child communicatign was more limited than in the middle clsss
‘homes.

The analytic discussion of the language of lower and middle class child=-
ren suggested tha£ two different systems are operating, rather than quanti-
tative differences within a single system. The first system was labeled:the
restricted code., .The restricted code was described as a language system
which used short, grammatically simple and often unfinished sentences.
Iznguage usage in the restricted code consisted of mostly nouns and verbs
with limited and rigid ﬁsa of a few adjectives and adverbs. The restricted
code was the language form used when the intent was to promote social soli-
darity or to reduce tension. The assumption was made that the users of the
restricted language code were associated closely with one another and shared
commen expariences which developed understandings that did not reguire explana—-
tion. The second system discussed was labeled the elaborate code. The elabe~
:aﬁe code did not presuppose that the listeners shared backgrounds and undez-

standings with the speaker, and communication in this system had to be fully




developed in order for the spezker 1o be uwdersiood. The complexity of sep-
tence structure in the elaborate ccde was much greater and choice of vords
was more varied. Comparison of the restricted code with the elaborate code
suggested that the middle class child had access to and used both codes
appropriately. The lower:class child, even though the elaborate code may
have been available to him, did not use this language code.

Studies were cited which indicated that the lower class child by the age
of three or four was seriously behind the middle class child in language
acquisition and the aptitudes necessary for success in school. Therefore,
to give the lower class child the opportunity to enter school with the same
language 2bility and aptitudes as his middle class counterpart, programs shouid
be started as early as possible t? reach both the child and his parents. Pre-
school language programs were reviewed with réspect to methodology. These
pre-school programs have met with varying degrees of success in providing
lower class children with the necessary language readiness for school. The
language programs used the approaches of structural linguisticsi language
enrichment through storytelling, dramatic play and perceptual differencesi
auditory training through listening to tapesi parents as language teachers
of their chiidrenj and sense acuity, encouraging langusge development through
the use of the five senses (seeing, hearing, smelling, touching, and tasting).

Seven guidelines were suggested vwhich could be useful in devising a
remediation program in language for the lower class pre—schoolers:

1. Acceptance of ;cwer class child's present language usage

2. Teacher selection

3. Material sslection

Lhe Langoage enrichment

5 Child-parent~teacher coordination



6. Auditory discrimination training

7. A reward system

It was suggested that the utilization of these guidelines vhen planning
pre-schocl programs would more efficiently introduce the lower class child
to the language of the middle class sociely, thus giving him the language

skills necessary for academic and social success upon entering school.



