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AN ABSTRACT OF THE THESIS OF Marie Deon Shope for the Master of Science 

in Speech Communication wi~h emphasis in Speech P~thology/Audiology 

pr~sented May 9, 1978.

Title: A Comparative Stu4y of. the Expressive .Preposition Usage of 

Educable Men~ally Retarded Children and Normals. 

APPROVED BY MEMBERS OF THE_ THESIS COMMITTEE: 

GeOrgi ust~ad 

The importance of .successful usage of prepositions to the social, 

communicative, and academic achievement of the school age child has been 

documented in the literature. Information on language skills of educable 

mentally· retarded (EMR) children is of special concern because they 

represent the sub-group o~ mentally deficient individuals most likely 

to interact and participa'te in academic settings and community life. 



The purpose of this study was to investigate·which of 26 preposi­

tions are acquired expressively by.educable mentally retarded children. 

This study was designed to 'determine if there was a significant dif­

ference between the number of prepo.sitions expressed by an EMR sample 

and those expressed by normals of similar mental age, and if the same 

prepositions were used by the two groups at given mental ages. The 

correlation between chronological age and the number of prepositions 

expressed by the EMR population was also inves'tigated. 

2 

Thirty-twQ subjects in two mental age groupings participated in 

this study. At mental age six years (± three months), eigh.t EMR sub­

jects and eight normals were selected. Eight individu~ls also comprised 

both groups at mental· age eight years(± three months). The Hustead 

Expre~sive Preposition Test, (HEPT) (Hustead, 1978) was administered 

to all .subjects. 

Results showed no statistically significant difference between the 

EMR ana normal groups at.either mental age in the number of preposi­

tions expressed, i.e., the EMR students general~y were found 'to express 

the ·same number of prepositio~s as normals of similar mental ages. A 

moderate correlation between chronological age and the numb~r of prepo-

· sitions express~d by the EMR subjects was evident, suggesting experience 

and maturation could be related to the number of prepositions expressed; 

however, this relationship could be attributed in part to the older 

mental age of the children of older chronological age. 

Comparison of the prepositions used by both groups at mental ages 

six and eight years revealed more similarities· than dif fere~ces. 

Generally, the same prepo~itions were used by .the subjects in the control 

and EMR groups at each mental age. Prepositions were found to develop 



similarly in number and type for both groups. Results of this study 

thus tend to indicate a "developmental lag" in usage of prepositions 

rather than a qualitative or disordered development. 
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CHAPTER I 

INTRODUCTION AND STATEMENT OF PURPOSE 

Introduction 

The great frequency and relative importance of prepositions in the 

English language have bee~ reported by various researchers (Dewey, 1923; 

French, Carter, and Koenig, 1930; Pierce, 1969). Lillywhite (1958) 

stated prepositions begin to appear in the normally developing child's 

speech between the ages of three and.four years, with more prepositions 

added between four and five years. Accordingly, successful usage of 

preposition~ and other functor words is often used as an indication of a 

child's language refinement, yet surprisingly few tests of language de­

velopment have examined more than three or four prepositions .. Given the 

abundance and variety of prepositions cited in the literature, these 

tests could hardly be expected to detect minor deviations of usage in 

this area. 

It has been demonstrated that speech and language difficulties of 

any nature can have debilitating effects upon a child's social and edu­

cational adjustment. (Bibey, 1951; Gens, 1951). Unfortunately, the ef­

fects of such difficulties initially may be unnoticed. Speaking about 

the academic difficulties of disadvantaged children, Berieter and 

Engelman (1966) stated that ~or a child to be successful in school, he 

should have the ability to use the prepositions "in," "on," "under," 

and "between,'~ in describing arrangements of objects. 



Successful usage of prepositions could also be important to "spe­

cial populations" as well. As the subgroup of mentally deficient indi­

viduals most likely to interact and participate in community life, 

educable mentally retarded (EMR) children are of special concern. Pos­

sessing potentialities for minimal social and occupational achievement, 

these children may learn :academic subjects through the second to sixth 

grade level (Kirk, 1972). They will attend classes, socialize, and 

eventually join the work force. Jordan (1967) has stated this presents 

a need ".- • • for information concerning the language abilities required 

for satisfactory adjustment in the various situations in which the men­

tally retarded individual will be placed." Unfortunately, the amount 

of available research in this area is inadequate. 

2 

While some information regarding expressive preposition usage of 

normally developing children is available, the literature on expressive 

language abilities of the retarded individual has been concerned chiefly 

with the evaluation of speech skills (McCarthy, 1964). This reviewer 

found only two studies which have mentioned preposition usage and/or 

development in EMR children. Utilizing an oral-response test adapted 

from the "action-agent" test in the Merrill Palmer Scale of Mental Tests, 

Sievers and Essa (1961) found prepositions to increase in number with 

mental age in trainable mentally retarded (TMR) subjects. Blount (1970) 

investigated the responses of non-organic EMR subjects to a test battery 

of 32 concepts including 8 prepositions. A "developmental lag" in usage 

of all concepts was noted. This limited res.earch does not provide a com­

plete picture of prepositional usage or development by EMR children. It 

is easy to recognize the· applicability of Jordan's (1967) statement: 

" linguistic studies of retarded persons. hav·e b~en slighted and our 
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grasp of the facts is less than complete." 

It has ~een generally assumed, though not ~ubstantiated, that men­

tally retarded individuals acquire all language concepts, including pre­

positions, in the same order and manner as normally developing children x 

but at a slower rate (Semmel, Barritt, Bennett, and Perfetti, 1968; Yoder 

and Miller, 197·1). Thes~ often unchallenged statements lead to the usage 

of standards and methods .of preposition instruction which have been ef­

fective with normal children, but which.may not be applicable to the 

needs of an EMR population. More definitive information regarding ex­

pressive preposition acquisition and usage by EMR children is needed to 

assist speech pathologists and other educators in planning appropriate 

?rograms and methods of instruction for this special population. 

Statement.of Purpose 

The purpose of this study was to investigate whicq prepositions are 

acquired expressively by educable mentally retarded children. More spe­

cifically, this study sought to determine which of twenty-six preposi­

tions as measured by the revised Hustead Expressive Preposition Test 

(Hustead, 1978) are expressed by EMR children at mental ages of six years 

(± three months) to eight years (± three months) when compared to normals 

of matched mental age. 

This study purporied to answer the following questions: 

1. Do EMR children demo~sttate significant differences in the num­

ber of prepositio~s expresseq when compared to normal subjects of simi­

lar mental ages~ 

2. Is there a correlation between chronological ag~ of the EMR 

children and the number of prepositions expressed? 

'.,, 
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3. Do the EMR subjects express the ~ame prepositions as the nor-

mals of similar mental ages? 

Definitions 

The following definitions are provided in order to clarify the ter-

minology used in this review of the literature. This list is not exhaus-

tive, but these teFms are the most common ones appearing in current 

literature concerning language development in mentally retarded indivi-

duals. 

Educable Mentally Retarded: Kirk (1972) describes the educable 
mentally retarded child as one, who because of subnormal mental develop­
ment, is unable to profit sufficiently from the program of the regular 
elementary school, but who is considered to have potentialities for de­
velopment in the following areas: 1) educability in academic subjects 
of. the school at a minimum levei; 2) educability in social adjustment to 
a point where.he can get along independently in the community; 3) minimal 
occupational adequacies to such a degree that he can later support him­
self partia+ly or totally at the adult level. Though intelligence quo-
.tient (IQ) ls not the·sole determiner in diagnosis, an IQ score two to 
three stand~rd deviations below the mean (approximately 50 to.69) is a 
prime determiner (Grossman, 1973). 

Mental Retardation: Mental retardation refers to significantly sub­
average general intellectual functioning existing concurrently with defi­
cits in adaptive behavior, and manifested during the developmental period 
(Grossman, 1973). 

Morphology: The study of and rules for forming morphemes, the 
smallest meaningful gr.~mrnatical unit, into words. Morphemes may be 
classified as roots or ·affixes (Wiig and Semel, 1976). 

Phonology: The specification of units of sounds which compose words 
and other forms· in language (Carroll, 1964). 

Semantics: The specification.of the meanings of linguistic forms 
and the syntactical patterns in relation to objects, events, processes, 
attributes and relationships in linguistic experience (Carroll, 1964). 

Syntax: The specification of pattern~ i~ which linguistic forms 
may be arranged and the ways in which these patterns may be modified or 
transformed in varying contexts (Carroll, 1964). 



Trainable.Mentally Retarded: Kirk (1972) described the trainable 
mentally retarded child as one who is not educable in the sense of aca­
demic achievement, social adjustment, .independence in the community, or 
independent occupational adjustment a.t .the adult level. However, he 
does have potentialities for l~arning the following: 1) self-help 
skills; 2) social adjustment i~ the family and in the neighborhood; 
3) economic usefulness at home, ·in a residential school, or in a shel­
tered workshop. An IQ score three standard deviations below the mean 
(35-50) is often u~ed as 9ne determiner in diagnosis (Grossman, 1973). 

5 



CHAPTER II 

REVIEW OF THE LITERATURE 

This review of the literature relative to preposition usage by edu-

j· cable mentally retarded (,EMR) children encompasses three areas of re-
! 

search. First, baste principles and definitions of prepositions ·and the 

acquisition process are discussed. This is followed by an outline of the 

language research and maturational levels of EMR children. The final 

-section, the rationale for speech pathology involvement in program plan-

ning for these children, demonstrates the need for research of linguistic 

skills of EMR children. 

Development of Prepositions 

Linguists have recognized four basic aspects of language: phenol-

ogy, morphology, syntax, and semantics. The grammatical part of speech 

termed "prepositions" are ~lassified under the heading of morphology. 

The individual units of morphology, morphemes, are the smallest meaning-

ful language·elements and may .be classified in a variety of ways. Brown 

\1965) differentiated between "free" morphemes (such as "cat," "to," and 

"hat") which have meaning standing alone, and "bound" morphemes which do 

not stand alone, but modtfy the meaning of free morphemes in an "inflec-

tion" or "derivation." Examples of bound morphemes include the markers 

for pluralization (s,z,es), the prefix "un," and the suffix "ly." 

Morphemes also may· be divided into major and minor components 

(Voegelin, 1957; Pierce, 1963 and 1969). Major morphemes are considered 
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the information components of language, such as nouns and verbs, and are 

essentially "free." Minor morphemes are the. "little" words or parts of 

wo~ds which are less important to the meaning of the sentence or phrase. 

They may be bound or unbound (free). Minor morphemes are said to be the 

essenti~lly grammatical e-~ements of language (Pie~ce, 1969). 

These term~, ·i.e., major morphemes and m~nor morphemes, are gener-

ally synonomous with the terms "contentives" and "functors ... Gratmnatical 

morphemes or functors are saiq_to play a less than essential role when 

compared to·contentives. Rather than provi~ing the semantic meaning as 

'·· contentives do, they serve to modify the meaning. Functors are few in 

number but high in frequency of occurrence in the Englis~ language. 

It is generally th~ught functors are not necessary parts of language 

for sentence comprehension; however, ·res~lts of studies comparing chil­

dren's understanding of telegraphic and normal sentences showed chil-

dren's comprehension of normal speech to be better than that of telegra-

phic speech (Shipley,_ Smith, and Gleitman, 1969). It has been found that 

children's earliest verbal utterances appear to be contentive in ~ature, 

consisting of concrete nouns and action verbs. Certain semantically less 

complex adjectives, prepositions and pronouns follow. Generally, auxil-

iaries, determiners and markers are missing from these early utterances 

(Stremel and Waryas, 1974). As functors rarely appear in isolation, 

their acquisition app~ars to be related to the growth in ·the ~ength of 

utterances (Brown, 1973;.Erwin-T~ipp, 197~). 

Prepositions may be defined as· functors or ·minor morphemes. Since 

they may stand alone, they are considered "free" or "unbound" minor mor-

phemes (Pierce, 1963).·· ~aditionally, prepositions have been defined as 

words that·show relationships between their·objects and some other word 

.£ 
~ 
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in the sentence. As such, linguists have cited only four simple or 

"pure" prepositions: "from, 11 "of," "after," and "for" (Pierce, 1969) . 

These relational words do not have tangible referents because instead 

of naming objects, they riame relations between objects or between events. 

Of ten words labeled prepositions, lab~l properties that are variable and 

tend to be assessed relative to some standard which itself also may vary, 

e.g., nunder" and "in front of" (Clark, 1973). Other morphemes labeled 

as prepositions are not always followed by objects and are used in vary-

ing manners within the sentence structure. Pierce (1969), in viewing all 

minor morphemes, expressed a desire to see additional research which 

would lead to the redefining of the group of minor morphemes arbitrarily 

classified in the preposition category~ 

Utilizing a more broadly based definition, Carroll (1964) considered 

the term "pr~positionals" to be one of the six major form class compo-

nents in English. The conceptual meaning for this class, consisting of 

prepositions.and prepositional phrases, includes relations of spatial, 

temporal or logical positions relative to nominals. Grimm (1975) ex-

pand.ed the definition by describing prepositions as ". . .morphologi-

cally, invariant factors which serve to express relations of the loca-

tive, temporal, modal, and causal type." Clark (1973), in a detailed 

account of the spatial-perceptual skills precluding preposition develop-

ment, analyzed prepositions in terms of referential dimensions. Thus 

"directional" or "locative pr.ep.ositions." ("at," "onto," "in," "to," 

"into, 11 11 from," "out of," "via," "across," "through11
) may .be said to 

indicate punctual ~ocation. Relational prepositions ("above,n "beiow," 

"ahead," "behind," "over'~, "under," "in front of," "in back of," "ahead," 

"behind," "before," 11after") also indicate location, but do so by 
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specifying a direction from the point of reference in which the object is 

located (Grinnn, 1975). 

Such categorizations of prepositions do not suggest that a given 

preposition would fit into· only one category. The multiplicity of mean-

ings of prepositions has been noted by several researchers (Fries, *~~~i 
···," 

Jesperson, 1969; Friedman and Seely, 1976). Streng (1972) listed 60 

simple. prepositions and 25 ·Compound prepositions which she believes rep­
! 

resent those in connnon use in English today. Of these, 9 are used 90% 

of the time, with an. average of 36.5 possible different meanings for 

each one. Grimm (1975), in his investigation of the spontaneously pro-

duced prepositional phrases of German preschoolers and first graders, 

categorized many of the locative prepositions analyzed as temporal as 

well. Ambiguous prepositions, su~h as those capable of both locative and 

temporal meAning, compound prepositions ("at about"), and phrasal prepo-

sitions ("in agreement with") often contribute to the language/learning 

disordered child's confusion with prepositions (Montague, Jenson, and 

Wepman, 1973; Friedman and Seely, 1976). 

Minor morphemes or functor words have grammatical meaning, that is, 

meaning concerned with the constructions in which they are found or to 

which they may be applieQ. Traditionally, they are viewed as function-

ing as purely structural signals (Gleason, 1961). Some grammarians con-

tend only contentives (nouns, ·verbs) may have lexical meaning in refer-

ence to states of affairs outside the utterance or text in which they are 

found. However, Carroll (1964) stat~d· many function words, such as.the 

prepositions of "in," ·"on," "with," and "despite," have lexical compo-

nents which are relatively easy to define. 
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That some prepositions-contain both syntactical and lexical meaning 

gives more credence to their significance in language. As such, they 

contribute to·expressio~ of abstract levels of thinking and subtle rela-

tionships. As Lee (1959) stated: 

Without the little words "if," "so," "even," "whether," "for," 
"any," and "about," .one loses the grammatical constructions in 
which abstract thoughts are symbolized in English, the modifiers, 
the dependent clauses, the prepositional phrases. Without the 
word "i~," how can you talk or think in terms of probabilities? 
Without the word "when," how can you make plans for the future? 
How can you see an orderly sequence of events without the words 
"before," "after," "during," "while," "since," "soon," and "late." 

The ability to express abstractions is but one example of the impor-

tance of prepositions. Their frequency of usage has also been well docu-

mented. The group of minor morphemes (including prepositions) o~cur five 

times as frequently as major morphemes. This is in contrast to the find-

ing that 250 minor morphemes may.be found in Webster's 4th New Collegiate 

Di~tionary (~961), while several thousand major morphemes are listed 

(Pierce, 1969). 

Researchers monitoring telephone conversations and analyzing the 

relative frequency of words spoken, discovered five minor parts of speech 

(auxiliary verbs, pronouns, prepositions, conjunctions, and articles) 

comprised only 5 percent of the different words used, but 57 percent of 

all the spoken words (French ~t al., 1930). Of the total words analyzed, 

12,400 were preposit~ons and conjunctions. Dewey (1923) analyzed 100,000 

words of connected written material to illustrate the relative frequency 

of every word, and found that of the first 100 words which occurred over 

lOO times in the writte~ mat~rial, 10 were prepositions. Fries (1940) 

found 9 prepositions accounted for over 90 percent of the prepositions 

used in a large·body of written material. These 'include in order of 
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frequency: "of," "in," "to," "for," "at," "on," "from," "with," and 

"by." It is evident from this research that although the percentage of 

different pr~positions is small in comparison to other word classes, 

their relative frequency of usage is proportionately high. In a more re-

cent study, Jories, Goodman, and Wepman (1963) analyzed the speech of 12 

normal adult English speakers. Of 34,801 words obtained, 452 occurred at 

a rate of at least 20 occurrences per 100,000. Thirty-one prepositions 

constituting 11 percent of all words used, were included in this list. 

The frequency of preposition usage in young children's speech does 

not correlate to that of adult speech, however. It is generally stated 

that prepositions occur late in the development of the child's language 

structure. During the early stages of the child's language development, 

prepositions are omitted, with their relational meaning implied, e.g., 

"doggie ch~~r" for "doggie in chair" (Brown, 1973). Stern (~965) noted 

when the tendency to first use prepositions does appear, it grows far 

more rapidly than the power to dis~riminate one preposition from another. 

Thus substitution of one preposition for various others is commonly ob-

served. His suggestion for a "prepositional universal" was based on the 

assumption that the child reduces many prepositional exp~essions to a 

general denominator which overrules all others. The.universal's selec-

tion is a product of chance. Similar views were held by Jespersen (1969) 

who described prepositions as "empty_words" which are first learned as 

fixed components of whole phrases which can be isolated and freely com-

bined only later as members of a proper word class. 

This idea of "chance" or learning of prepositions as a "whole" class 

was refuted by Grimm (19?5) for three reasons. First, frequency counts 

of prepositions have been conducted (Cazden, 1971) and the establishment 
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of a close correspondence between the frequency of prepositions in paren-

tal speech and the frequency of acquisition and correct preposition usage 

has been substantiated. Secon4ly, it has been found that prepositions 

which occur frequently are also those which can be used variously. 

Grimm's last rebuttal stemmed from findings that the frequency of acqui-

sition of locatives corresponds to the development of spatial concepts. 

G~innn thus supported Slobin's (1966) contention that prepositions are ob-

tained a f_ew at a time rather than as an entire class. 

The specific nature of preposition development has been variously 

analyzed. Grimm's (1975) st~dy of the s_pol}taneously produced preposi-

tional phrases of preschoolers and first graders, lead to hypothesized 

rules for acquisition of prepositions which also apply to acquisition of 

other word classes. Grimm's first finding was that word meaning de-

veloped from concrete to abstract. This is supported by Werner and 

Kaplan's (1963) statement" •.• particles such as prepositions, conjunc-

tions ••. appear initially as concrete in content, both etymologically 

and ontogentically." The finding that prepositions are acquired in order 

of place, then manner and time supports this contention (Menyuk, 1971; 

Grimm, 1975), for it is th~ more overt or noticeable functions which are 

learned first. 

At the beginning of language development, locative relations are 

expressed without p.repositioµs. Substitutions may also be evident, e.g., 

"she wants to stay at the puppy"_ (Menyuk, 1971). Grimm (1975) found 

older children replace cqmplex prepositions with simple ones or with 

combinations of prepositions (e.g. "to hop into fence" for "over the 

fence" and "to come in in" for "to come through door"). Menyuk (1971) 

suggested the children's absence or incorrect usage of prepositions could 
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result from difficulty in selecting the correct prepositions to denote 

conditions of place,. manner, and time in specific situations. At later 

ages, one finds an elaboration of words to provide finer definition of 

the prepositions available to the 'child (e.g. "he gets all the way close" 

for "almost near"). The more grammatical inflections or prepositions, 

those key to structural design, prove to be more complex in that they 

are either partially or fully·disregarded for a long time and are not 

readily demonstrated by action alone. 

The more complex prepositions are usually those less frequently used 

as well. Berieter· and Engelman (1966) suggested that in casual conversa­

tion, it is easy for children to escape learning prepositions for, along 

with conjunctions, they occur in situations where the context makes pre­

cise understanding of them unnecessary. Brown and Bellugi (1964) ex­

plained omissions of prepositions to be due to the "unstressed nature" 

of functor words- in the English language. The heavy stressing is placed 

on contentives, the words carrying the meaning of the utterance. Brown 

and Bellugi made another plausible suggestion. Since nouns, verbs, and 

adjectives are words that make reference, they are easily demonstrated by 

parents, and are the kinds of words children have been encouraged to 

practice speaking. 

The second general rule hypothesized by Grimm was that semantically 

simpler words are acquired before semant.ically complex words. Grimm 

(1975) stated it is possible to make limited predictions about the acqui­

sition sequence of words by describing the structure of single words in 

defined "wordfields."· Along this line, Clark's (1973) semantic feature 

theory maintained word meaning may be divided into semantic features 

which correspond to fundamental perception categories of space and time. 



He maintained the words with fewer features will normally be learned 

fir~t (complexity hypothesis). Young children learning words gradually 

add features from general to specific or in order of hierarchical de­

pendence. The complexity hypothesis also predicts the spontaneous ap­

pearance of spatial terms before temporal terms. 
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More specifically, Clark stated that in autonomous pairs, the posi­

tive member (the simpler), should be acquired before the negative. The 

notion was that the positive members specify the assumed or known direc­

tion or relation, and the negative member specifies its direction or 

_rela:tion by negating the assumed one. Considering the pair "into" and 

"out of," "into" is the positive term, for the normal direction is toward 

the denoted object or referent, and "out of" (the negative) specifies its 

direction of motion by negating the assumed direction, away from the 

referent. ~!-milarly in the pair "in front of" and "behind," "in front 

of" is considered positive because it points out the presence of some­

thing rather than its absence. "Behind" is negative since it describes 

the area out of sight. In 1971, Clark investigated the acquisition of 

the relational terms "before" and "after" to determine if "befdre," con­

sidered the positive term of the pair, was acquired first. Results of 

this and _other- studies. supported the hypothesis that the positive member 

of a preposition pair is acquired before the negative member (Grimm, 

1975; Johnson, 1975). 

The first appearance of prepositions has been variously dated, al­

though there is consensus on their late appearance in the child's lan­

guage corpus. Li_llywhi:te (1958) found the first prepositions to appear 

in the children's speech between three and four years. Stern (1965) col­

lected data relative to the ages at which children first use prepositions 
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and found the earliest appearance at one year, ten months with an average 

of two years, three months. Menyuk (1969) cited the appearance of prep­

ositions in children's speech at two to three years. Several tests have 

included items which examine preposition acquisition and expression and 

comprehension. The Houston Test for Language Develop}Ilent (Crabtree, 

1958), the C.C.D. Language Manual (University of Oregon Medical School, 

1958), the Denver Developmental Screening Test (Frankenburg and Dodds, 

1967), the Developmental Age Study (Baker and Dudry, 1968), and the 

Sequenced Inventory of Communication Development (Hedrick and Prather, 

1970) list comprehension and expression of prepositions by chronological 

age (see Appendix A). The Utah Test of Language Development (Mecham> 

Jex, and Jones, · 1969) tests comprehension of "in," and "by," for children 

between the ages of two and three years. The Daberon (Danzer, Gerber, 

and Lyons,::1972) tests understanding of "in," "under," "behirid," "on," 

"in front of," and "next to" for three year olds. The Boehm Test of 

Basic Conc~pts (Boehm~ 1969) examines the comprehension of prepositions 

"through," "next to," ;,inside," "around," "over," "between," "behind," 

"after," "below," and ·"above" in kindergarten and first and secondtgrade 

children. 

Hustead (1974) developed the Expressive Preposition Test (EPT). Her 

study of expressive acquisition of 26 prepositions acquired from four 

through nine years of age, revealed a high correlation between chrono­

logical age and ability to express prepositions (s~e Appendices Band C). 

Heckel (1975) examined preposition acquisition in ch!ldren 18-42 months, 

using the Revised Exeressive Preposition Test (REPT) which contained 14 

of the original 26 prepo~itions (see Appendices D and E). Results showed 

expressive prepositions tend to be acquired at different age levels, with 



each .age level·using a proportionately· greater number of prepositions. 

Language of the Mentally Retarded 

In the preceding section, the importance of prepositions relative 

to frequency of usage and· function in expressing higher order abstrac­

tions was discussed. The importance of skillful usage of prepositions 
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is not limited to normally developing children. Specia1 populations, 

such as the educable mentally retarded children who will take an active 

part in community life, need these skills as well. Since language skills 

and intellectual ability have been found to be intimately related, an 

interesting question, posed by Newfield and Schlanger (1968), is whether 

any differences or similarities in language acquisition or development 

can generally be predicted for normal and retarde~ children. The follow­

ing is a r~view of literature pertinent to just such a quest~on regard­

ing preposition development. 

Variables Affecting Language Development 

In re'cent yea'rs; ·the adjustment difficulties of individuals with 

handicapping conditions have evoked renewed concern. Inter~st, in turn, 

has been focused on providing these individuals with the appropriate in­

struction and/or training needed for successful social and occupational 

adjustment. The impo:rtance of language skills to meet this objective 

cannot be overly stressed. Various studies have demonstrated that 

"language deficiencies" in the form of speech ··defects occur in the re­

tarded child (Gens~ ~951; Karlin and Strazzula, 1952; Spreen, 1965; 

Schiefelbusch, 1969). Only recently, however, have studies examined the 

linguistic skills of mentally retarded populations. 
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Documentation of language deficiencies in EMR children has been pre­

sented by various researchers (Karlin and Strazzula, 1952; Ogland, 1972; 

Harrison, Budoff, and Greenburg, 1975). It has been noted EMR children 

are of ten separated from the general school population and referred and 

eventually placed in an EMR classroom, on the ·basis of a verbal expres­

sive deficit (Ogland, 1972; Harrison, et al., 1975). 

As in normal language· development, it is generally assumed that in­

telligence is but one.factor affecting speech and language development 

in retarded individuals (Smith, 1971). The general assumption is made, 

however, that the higher the intellectual endowment of retarded children, 

the better their language ability (Karlin and Strazzula, 1952; Jordan, 

1966). Incidence.statistics suggest a high correlation between intelli­

gence level and language development. In a review·of available litera­

ture, Spre~n (1965) .found 100 percent incidence of language disturbances 

in children in IQ's below 20, 90 percent in children with IQs between 21 

and 50, and 45 percent in the moderately retarded. The interdependence 

of language and intelligence makes the effects of each difficult to 

separate. Often, measures of language performance and comprehension are 

used as measures of intelligence. Harrison et al. (1975) stated in U.S. 

schools, verbal facility is usually the factor upon which IQ. is heavily 

based. Along this line, the finding of declining intelligence with age 

in Down's Syndrome children on the Standford-Binet was theorized as 

demonstrating attention to deficiencies in language and concept formation 

(Cornwall, 1974). 

Intelligence alone is not an accurate measure of prognosis for lan­

guage development. Le~neberg, Nichols, and Rosberger (1964) stated there 

is a significant relationship between maturation and language development 
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as well. Rosenberg (1970) found language development in any child has 

been found to be more influenced by maturational factors than by IQ. 

Jordan (1966) found.a fairly high incidence of language disorders demon­

strated t'or several years. among the mildly retarded, but found maturity 

to operate as a source of improvement. Spreen's 1965 review, cited three 

studies supporting this view. In these studies EMR populations were 

found to have a higher vocabularly si.ze than normals of matched mental 

age, thus indicating chrO"nolgical age and experience had some effect in 

development. 

Environmental effects also have been discussed in relation to the 

language capabilities of retarded individuals. · The effects of one such 

influence, that of institutionalization, is of ten difficult to determine 

for most of the institutional children also are those with the most 

severely depressed IQ. Accordingly, Spreen (1965) cited several studies 

which found language deficits to increase with length of institutionali­

zation, 'and these children performed more poorly on language tests than 

did children of similar intelligence reared at home. Statistics indicate 

57 to 72 percent of institutionalized retardates have speech defects 

(Spradlin, 1963; Keane, 1972). Some of the effects of environment on 

learning are well documented in McCarthy's (1964) account which demon­

strated children from a restricted ~nvironment, though retarded in all 

areas of development, dem9nstrated the greatest retardation in language 

skills. However, in a study comparing the usage of 13 parts of speech of 

10 institutionalized and 10 noninstitutionalized children, it was found 

that only in the category of preposition usage was the non-institution­

alized group favored. Degree and type of usage for all other parts of 

speech were similar between the.two groups (Montague et al.~ 1973). It 
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was hypothesized that deprivation in experience caused disorientation to 

concepts of time and place basic to preposition usage. 

Spradlin (1963) suggested that an examination of the effects of in­

stitutionalization on children is not uni-faceted but multi-faceted; 

other factors often are confounded with the environmental variables under 

investigation. Various explanations for the language defects of insti­

tutionalized mental defectives in~luded: de-emphasis of normal processes 

of family sti~ulation, disruption of. mother-child relationships, separa­

tion from family, lack of privacy, and lack of speech motivation 

(Schlanger, 1953; Jordan, 1967). 

The trauma of institutionalization is but one environmental influ­

ence capable of affecting linguistic development. In a study of the 

maternal linguistic environment to which young normal and Down's Syndrome 

children w~te· exposed, it was found that retarded children received more 

simplified linguistic models (Buium, Rynders, and Turnure, 1974). .There 

was evidence mothers of retarded children used a higher incidence of 

grammatically incomplete sentences and one word responses. An examina­

tion of the extent to which the early linguistic environment was related 

to later characteristics of the language of retarded children, revealed 

no definitive conclusions but indicated a need for further research in 

this area •. : 

Language of the Retarded 

In viewing language ·abilities and disabilities of retarded children, 

most authors agree no ~pecial type of lan~uage deficit appears to be 

characteristic of the mental defective (Spreen, 1965). The classifica­

tion "retarded language. development" is frequently applied as a general 
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term covering the range of language dysfunctions. These dysfunctions in­

clude all the types of speech and language impairments found in normal 

and clinical group children. Reaffirming Spreen's clarification, ~eane 

(1972), in a review of available literatµre, found no unique configura­

tion or patterns of speech and language problems to be demonstrated in 

the mentally retarded as a group or within any subcategory. Jordan's 

(1966) description of the mentally retarded as a "heterogenious popula­

tion'' may be thus appliea to their language skills as well. Karlin and 

Strazzula (1952) found much individual variation in the severely retarded 

children they studied; some could converse with adults, some had better 

vocabulary, etcetera. Generally, there is a need for more specific in­

formation regarding full language capabilities of the retarded. There ~ 

have been no comprehensive studies of the total range of language defi­

cits in mentally retarded populations, for most researchers have focused 

primarily on articulation deficits (Spradlin, 1963). 

If mentally retarded individuals comprise a "heterogenous popula­

tion" in terms of language abilities, there is no configuration of spe­

cific language characteristics common to each individual; Rather, 

specific language characteristics, as mentioned here, are those specific 

skills or lack of skills which have been in evidence in some groups of 

retarded ind.ividuals and may or may not be present in others~ Re­

searchers have found evidence of the following in the language of the 

mentally retarded: 1) limited vocabulary (Molloy, 1961; Carroll, 1964; 

Jordan, 1966; Strazzula, 1966; Henderson, 1971; Harrison et al., 1975); 

2) comprehension skills exceeding ·expressive skills (Sievers and Essa, 

1961; Stra~zula, 1966; Cornwall, 1974; Naremore and Dever, 1975); 3) de­

lay of onset of speech and language development (Karlin and Strazzula, 
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1952; McCarthy, 1964; Jordan, 1966); 4) syntax and morphological skills 

below age expectations (Brown and Berko, 1960;. Menyuk, 1964; Palermo, 

and Jenkins, 1964); 5) significantly lower levels of performance in 

skills of categorization and concept usage (Stephens, 1963; Blount, 

1967); 6) limited ability to use abstract language (Karlin and Strazzula, 

1952; Strazzula, 1966; Jordan, 1967); and 7) general developmental lags 

in language development and/or disordered language development (Wewetzer, 

1959; Spreen, 1965; Semmel et al., 1968). These latter two findings 

limited usage of abstract language and developmental lag versus disor-

dered development, will be discussed more fully as they relate to prepo-

sition development of EMR children. 

Predominance of Concrete over Abstract Language. Retarded indivi-

duals limited ability to abstract has been cited by several researchers. 

Cornwall (1974) noted severe limitations in abstractions and higher level 

integrative ability in the mentally deficient population he investigated. 

To fully understand the impact of these statements, a definition of con-

creteness and abstraction is warranted. Of these two terms Lewin (1935) 

wrote: 

Concreteness of thinking and acting (in the feeble minded) 
signifies chiefly that eve~y object and event derives its 
meaning in a peculiarly high degree from the present situa­
tion--that it is not a separable part of the situation ••••• 
abstraction, by which one generally means construction of 
groups according to certain factual relations of the indivi­
dual objects, is rendered more difficult. 

Brown (1958) theorized that concreteness or a concrete mind would 

operate with subordinate categories such as nouns, and an abstract mind 

with superordinate categories such as articles, action, quality and rela-

tion. The implications. of such a statement to preposition development in 

retarded individuals may best be emphasized in view of past contentions 



that some minor morphemes are more abstract than others. Lee's (1959) 

discussion of Korzybski's (1958) ievels of abstraction, the Structural 

Differential, shows how the parts of speech can be classified on a con­

tinuum from the concrete to the abstract. 
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The first level is called the "event level" (I) and represents the 

silent world which exists outside the organism. Next is the "object 

level" (II). which is the nonverbal image of the world that the nervous 

system makes up out of the details it selects from the first level. The 

third level of "verbal,level" (III) is the world of words. In the first 

part of this level (III1), one finds individual names, proper nouns and 

names for single objects and particular people. The next sublevel (III2) 

represents a more abstract naming process whereby the child learns terms 

which disregard individual differerices such as "lady," "man," "dog," et­

cetera. Verbs, which are labels for actions, also are categorized here. 

The child must go beyond a simple naming phase to perceive similarity 

between such different activities as "open the door," and "open your 

eyes." Leve~ III
3 

is a higher level of verbal abstraction in which the 

child categorizes several types of objects and designates them by one 

word. Examples include inclusion of "coat," "shoe," and "hat 11 into the 

category "clothing." Level IV is called the "inferential level" and 

refers to the ability to anticipate.past and future events in a particu­

lar point in time. Level V represents various levels of abstraction 

termed higher order abstractions. At this level, Lee (1959) included 

prepositions, conjunctions and pronouns. Perhaps the more concrete or 

easily demonstratable prepositions such as "in," and "on," could be 

placed at level III, whil.e the more abstract terms such as "about" and 

"toward" are not found until level V. The,importance of these words was 
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stressed again by Lee: " .. these little words are maps for a host of 

subtle relationships and high order abstractions. They are the means by 

which perceptual experiences are structured and ordered in our particular 

linguistic patterns." 

If EMR children have difficulty abstracting, they may have subse­

quent difficulty using prepositions correctly. Unfortunately the avail­

able information on preposition usage by EMR children is negligible. 

Sievers and Essa (19ol) found increasing usage of pronouns, verbs, and 

prepositions with advancing mental age of retardates, while the propor­

tion of nouns decreased. In a study examining institutionalized retar­

dates performance on the Assessment of Children's Language Competency 

Test (ACLC), it was found that verbs and prepositions (higher order ab­

stractions, according to Lee) were better understood in multi-element 

presentations than in isolation, while modifiers and nouns were better 

understood in isolation (Delp and Smeets, 1973). These few studies and 

examinations of other studies on abstraction abilities of retarded indi­

viduals do not necessarily contend the development in language expression 

in the retarded child is different from that of normal children. In re­

viewing literature, however, Spreen (1965) found in many cases the devel­

opment of the ability to abstract lags behind that of normally developing 

children of comparable age. 

Qualitative Versus Quantitative Theories. References to the quali­

tative versus quantitative theory of language development in retarded 

individuals have been made previously. The debate centers on whether 

the retarded child's development is different in form and manner (quali­

tative difference) from the normally developing child, or whether it fol­

lows the order of the normal child's development, but at a slower rate 
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(quantitative difference). 

Evidence for a qualitative or disordered difference stems from 

various sources. Generally, Ogland (1972) found language behavior of 

children in special classes to be below expec~ation according to mental 

age. As early as 1959, Wewetzer formulated the hypothesis that brain 
\ 

damaged children do not simply have less of the ability of their normal 

peers, but that the structure of their performance is different. Semmel 

et al., (1968) suggested mentally retarded children are less capable of 

performing abstract mental operations required to generalize grammatical 

patterns. In investigating the development of English morphological in-

flections in educationally subnormal (ESN) special school children, 

Lovell and Bradbury (1967) found ESN children between the ages of 14 and 

15 did less well thari normal first· graders. Besides qualitative or dis-

ordered development in language skills, it was also noted that in physi-

cal development, the mentally retarded child does not just exhibit a 

"developmental lag." He has different sucking and swallowi~g patterns, 

coos differently than normal children and does not play with .the sounds 

he produces (Molloy, 1961). 

The theory of developmental lag or quantitative differences in lan-

guage development has much support in the literature. Spreen_ (1965) 

noted several studies have indicated a lag of development in retardates 

in such measures as sentence length, sentence complexity, discrimination 

of speech sounds, and percentage of nouns used. More specifically, in-

creasing· usage of pronouns, verbs, and prepositions with mental age in 

both institutionalized and noninstitutionalized retardates has been rioted 

(Sievers and Essa, 1961). Lackner (1968) analyzed the language perfor-

mance samples from retarded children and suggested ·that the language 
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behavior of normal and retarded children are not qualitatively different. 

He found both groups to follow similar developmental trends, but the most 

severely retarded children became arrested in their development a.nd re-

mained at lower levels of oral language acquisition. In a study 0£ con-

cept usage of retardates, Stephens (1963) attributed the significantly 

lower levels of performance in skills of category and concept usage to 

be indicative of at least a developmental lag. In consideration of this 

research, the need for individual examination of language concepts and 

skills is evident. 

Perhaps Yoder and Miller's (1971) suggestion for both a develop-

mental delay and qualitative difference existing in the language of the 

retarded is the most viable. Research of the acquisition of individual 

language ariea skills by mentally retarded individuals is needed. Nare-

more and D~ver (1975) related well the importance of such information: 

If the mentally retarded child is developing the same kind of 
language as the normal child, only at a slower rate, than the 
clinician could appropriately behave as if the child were nor­
mal, simply slowing the introduction of new language building 
materials. However, if the mentally retarded child's develop­
ment is different than normal children (qualitative difference) 
then the teachers behavior must take this into account. 

Rationale for Language Intervention 

Traditionally, a pessimistic view of the value of speech management 

with mentally retarded populations has been held (Jordan, 1967); however, 

more recent research and philosophies have supported language interven-

tion •. With the advent of P.L. 94-142 (1975), which guarantees a "free, 

appropriate education" for all children in the last restrictive environ-

ment, more special children will be receiving speech and language in-

struction. 
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The high incidence of speech problems which exists in this popula-

tion in comparison to children with higher IQ's has been used as support 

for equivocally increased amounts of speech management (Scofield, 1972). 

Bibey (1951) contended that optimal function can be .expected as a result 

of developing capacity, for both the mentally deficient and normal child. 

This, in part, is the key to their inclusion in speech improvement pro-

grams. These children will in the future be economically useful and 

socially adjusted. Corrected speech can make a difference in some cases 

(Scofield, 1972). Willis and Garrison (1970), in analyzing stories told 

by EMR and normal adolescents, stressed the importance of teaching com-

munication skills. To maintain the educable person in the community, it 

appears an emphasis on bui1ding a varied speaking vocabulary and skills 

for conversation would be both necessary and rewarding. 

Reviewing programs and research conducted with language in mentally 

deficient individuals, Scofield (1972) constructed basic considerations 

regarding the necessity of language programs for EMR children, including: 

1) EMR children will use oral communication for almost all 
of their expressive and receptive needs throughout their 
life times. 

2) Self concept is vitally affected by adequate speech skills. 

3) Good human relations are· based on communication skills. 

4) Vocative adaption and future adjustment a.re vitally con­
nected to ability in oral communication. 

With the emphasis on adaptation in the community, self-sufficiency 

is vital. Since verbal communication skills play a paramount role in 

achievement of this goal, the need for speech and language intervention 

programs for the retarded should be obvious (Keane, 1972). In planning 

goals, specific objectives should be directed toward the establishment 
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of a continuum for the progressive development of the child's potenti­

alities (Strazzula, 1966). The clinician is concerned with how to best 

facilitate maximum language performance from the mentally retarded child. 

The answer depends heavily upon having a realistic concep.tion of what 

language capabilities the retarded child has and what they should next 

learn (Naremore and Dever, 1975). 

This conception of language capabilities must come from knowledge 

of language functioning. Unfortunately as Ogland (1972) stated, there 

is." ••• a lack of more general types of descriptive language behavior 

of the mental retardate." To meet this end, various researchers have 

suggested further avenues and methods of investigation. Keane (1972) 

stated further research might be directed toward delineating the inci-· 

dence and precise meaning nature of the language problems found in re­

tarded persons. Schiefelbusch (1969) favored a break from traditional 

research designed to emphasize deficiency and instead to discover if 

language and communication skills can be taught effectively to retarded 

children. · Alt~ough this belief is well founded, the basic knowledge of 

development is pre-requisite to teaching of any concepts. As Scheifel­

busch (1969) later stated " ... we should know under what arrangements 

these skills are learned. What are the functional aspects of speech, 

language and communication that are requisite to learning?" 

Various researchers have contended that certain areas of investiga­

tion warrant furth~r study. Gens (1951) maintained that research, one 

of the three responsibilities of speech pathologists in the area of men­

tal d~ficiency, could repeat much of the work completed with speech de­

fective children of normal IQ and compare results ·obtained with mentally 

deficient individuals. Carroll (i964) urged that the slower process of 
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acquisition be utilized as a measure for studying language processes. 

Hopefully, research as such would point to processes which. tend to limit 

or facillitate language development in mentally retarded individuals and 

techniques for norm?ls as well. 

Whatever the emphasis, the task at hand is difficult. Schiefel- .. 

busc~, Copeland, and Smith (1967) stated ·in· order to obtain information, 

the researcher must develop additional procedures for evaluation of 

language. Once the procedures are developed, language requirements 

within various situations and the degree to which these requirements are 

met by retarded children can be evaluated. 

The general lack of an organized body of information on which to 

base highly developed training programs could possible be responsible in 

part for limited availability in the past, of services described by 

Schiefelbusch et al. (1967). P.L. 94-142, however, does not allow 

trained professionals to avoid assuming responsibility for necessary in­

structional. programs for the retarded. Research is needed ta aid in­

structors of .language to bette.r serve these children. As Keane (1972) 

stated: this void in our knowledge needs to be satisfied so that forces 

may be marshalled more effectively to attack the basic communication 

problems of the mentally retarded." Elimination or reduction of the dis­

crepancy between the retarded child's language skills and the language 

requirements of the community in which he will live should then be the 

goal of any language training program. 

A review of the literature relevant to.preposition acquisition of 

educable mentally ret?rded children stresses the importance of preposi­

tions in the English language. Research on linguistic skills of educable 

mentally retarded children all but overlooks their acquisition·and usage 
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of prepositions. In order to plan appropriate program of language reme-

diation, teachers, speech pathologists and other special educators need 

to know where the.child is in terms of language capabilities and in what 

areas he should next receive instruction. In the case of EMR children, 

this information is particularly vital. If the development of a parti-

cular language area follows the similar order of a normal child, only at 

a· slower rate, the instructor need only slow down the presentation of 

new word instruction materials. If, however, development is different, 

a modification of instruction methods and approaches is warrented. 

To date, there have been no exhaustive studies examining preposi-

tion usage and development by EMR children. Data from such research 

could aid speech pathologists and other special educators in planning 

appropriate instructional programs. 

I 
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CHAPTER III 

METHODS 

Subjects 

Description of Subjects 

This investigation was conducted with 32 subjects from two popula­

tions, educable mentally retarded children and children of normal intel­

ligence. The experimental group consisted of 16 educable mentally re­

tarded children from classrooms in Oregon public schools in Hillsboro, 

McMinnville, Sherwood and Tigard. The control groups consisted of 16 

children of normal intelligence but similar mental ages, as the EMR 

group, from classrooms in Hillsboro and Tigard. 

Initially, ·parents of prospective subjects were sent permission 

form letters explaining the nature and purpose of the investigation 

(Appendix F). Students with returned., signed permission forms were then 

screened for inclusion in this study. The two resultant samples were 

divided .by mental age into four groups of children, consisting of a con­

trol and an experimental group at five years nine months ·to six years, 

three months; and a control and an experimental group at seven years, 

nine months to eight years, three months. 

Selection of Subjects 

Classification._· Administrators and teachers were consulted to veri­

fy the diagnos~s of ed.ucable mentally retarded (IQ 50-69) for the experi­

mental group and normal intellectual functioning (IQ 90-109) for the 
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control group. 

Hearing Acuity. Each subject passed a pure tone audiometric screen-

ing test administered bilaterally at 20 dB in the speech frequencies of 

500, 1,000, 2,000, and 4,000 Hz. 

Articulation and Speech Intelligibility. A brief sample of speech 

and articulation ability was obtained from each subject. Spontaneous 

speech was elicited by examiner questions regarding hobbies, and inter-

ests. Subjects not 100 percent intelligible, as judged by the examiner, 

were excluded from this investigation. 

Mental Age. Mental.Age was estimated by administration of the 

Slosson Intelligence Test (SIT) (Slosson, 1971). 

Previous Language Training. Subjects who had previously received 

extensive one-to-one language intervention on prepositions were excluded 

from.this ihvestigation. 

Evaluation Instruments 

Slosson Intelligence Test 

As an' index of mental age, the Slosson Intelligence Test (SIT) was 

administered to all subjects. Adapted from items on the Stanford-Binet 

and the Gesell Developmental Scales, the SIT is a brief, individual test 

designed to be used by relatively untrained examiners. It consists of 

a series of developmentally designated questions and answers which em-

phasize language skills (Himelstein, 1972). Resultant test scores may 

be converted to both.MA and IQ equivalents. The SIT requires expressive 

responses as does the preposition test utilized in this investigation. 

The SIT was standardized on 139 individuals from four ta fifty 

years, living in both rural and urban areas in New York State. Back-
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grounds of the population varied, and only those who did not speak Eng-
) 

lish were excluded. Published validity studies report correlations be-

tween the SIT and Wechsler Full Scale !Q's to range from .54 to .93, 

while correlations between the SIT and the Stanford-Binet reportedly run 

slightly higher in a range from .76 to .90. 

Results of test administration to EMR populatons revealed correla-

tions between the SIT and the WISC Full, Verbal, and Performance !Q's 

as .54, .85, and .20 respectively. Correlations between the SIT and 

Stanford-Binet !Q's were .76 and of MA scores were .81. Although dis-

credited as an initial measure of intelligence, the SIT was reported to 

be a fairly valid tool for intellectual screening or re-evaluation of 

primary age EMR children (Jongeword, 1969). Boyd (1978) stated the SIT 

was a respectable screening measure of IQ, when a full scale WISC could 

not be given. In this investigation, the SIT was used only to verify the 

school's diagnosis of EMR and normal and to estimate mental ages. 

Preposition Test 

A revised version of the Hustead Expressive Preposition Test (HEPT) 

(Hustead, 1978), was administered to each subject. In this test, the 

subject's verbal expression of 26 prepositions is tested by instructing 

the subject to explain where an object is located or to describe the ex-
t 

aminer's activity. The Expressive Preposition Test (EPT) (Hustead, 1974) 

was first administered to six children at each age grouping of four, 

five, six, seven, eight, and nine years. Results of this study indica-

ted a high correlation between the age of the children and their ability 

to express prepositions. Generally, each age group through the eight 

year old level verbalized.a progressively higher percentage of 



33 

prepositions. Heckel (1975) administered the Revised Preposition Test 

(REPT) to 12 children at each of the following age groups: eighteen 

months, twenty-four months, thirty months, thirty-six months, and forty­

two· .months. The same trend of progressively more prepositions acquired 

with age was noted. 

Personal communication with the author of the EPT, revealed the test 

to be ~n the process of standardization. Twelve children at six month 

age groupings between two years and twelve years, six months will be 

tested. Recent test modifications include the exclusion of picture sti­

muli and the rewording of stimulus questions (see Appendix G for a com­

plete listing of prepositions and the manner in which they were elicited). 

Evaluation Procedures 

Upon selectiort of the test population and matched controls, the 

Hustead Expr.essive Preposition Test (HEPT), as described above, was ad­

ministered to each subject. Prior to test administration, the examiner 

engaged the;child in casual conversation. Due to the verbal nature of 

this test, subjects were excluded from the study if the examiner did not 

succeed in establishing an immediate speaking relationship with them. 

The children were tested individually in a familiar, quiet room at 

their school. They were seated opposited the researcher, who initially 

put them at ease by casual conversation. If the researcher did not es­

tablish a speaking rela~ionship within a short period of time at the 

beginning of the interview, the child was not included in this study. 

All supplies for testing were placed on the floor by the researcher. 

The visual stimuli for eliciting responses were presented individually. 

For example~ when the researcher wanted to elicit the response "by," 



only a. small toy car was placed by a box on the table, followed by the 

question "Where is the car?" to elicit the response "by." 
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If the child did not respond or if he requested a repetition of the 

stimulus, either verbally or by exhibiting a puzzled look on his face, 

the examiner repeated the stimulus up to three times. In the event that 

a wrong answer was given to the first item, t·he examiner stated: "Tell 

me in a different way where the --------- is." This probe was given on 

the first item only. If a wrong answer was given on any of the other 25 

questions, the examiner counted it incorrect and asked the next ques­

tion. 

Data Analysis 

All tests were administered and scored by this examiner. With one 

point allotted for each correct response and no points given for incor­

rect responses; a total of 26 points was possible. The Mann-Whitney U 

test, the most useful alternative to the parametric !_ test, was conducted 

to determine the significance of difference at .05 between mean number of 

prepositions expressed between the two groups, i.e., EMR and normal sub­

jects. The· correlation between chronological age and the number of prep­

ositions expressed by EMR children was determined by using a Spearman 

Rank Correlation coefficient (rs). Actual prepositions expressed by the 

two groups were discussed and listed in chart form. 
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CHAPTER IV 

RESULTS AND DISCUSSION 

Results 

The purpose of this .. study was to investigate which of 26 preposi­

tions are expressed by educabl~ mentally retarded children (EMR) at the 

mental ages of six years (± three months) and eight years (± three 

months). Specifically, this study was designed to compare the preposi­

tion usage of two groups, EMR children and children of normal intelli­

gence, at the above mental ages. The Hustead Expressive Preposition 

Test (HEPT), (Hustead, 1978), was administered to all subjects. 

The first question posed was= Do EMR children demonstrate a sig­

nificant difference in the number of prepositions expressed when com­

pared to normal subjects of similar mental ages? The significance of 

difference in the nu~ber of prepositions expressed between the EMR and 

normal groups at each mental age grouping was determined ~tilizing the 

Mann-Whitney U. Table I shows that the difference between the experi­

mental (EMR) and the c~ntrol (normal) groups is not significant at the 

.05 level for either mental age grouping. The results indicate, there­

fore, that EMR children· at both mental ages expressed a similar nu~ber 

of prepositions whe~ compared with normals of similar mental ages. 

This result is further shown by Figure 1 which illustrates the 

range of the· number of prepositions and the mean for each group. Both 

the EMR groups demonstrated a slightly greater range. The EMR children 



Mental Age 

6 years 

8 yearE:; 

TABLE I 

MANN WHITNEY U AND PROBABILITIES FOR 
THE TWO MENTAL AGE GROUPS 

Mean Scores 
EMR Normals u 

15. 16.2 20 

17 17.8 29 

*not significant at the .OS level 

p 

.520* 

.399* 

at mental age six had a range of scores from 11 to 19, while the range 

for the controls was 13. to 18. Similarly, the EMR children at mental 
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age eight demonstrated a range of 13 to 20 correct responses as compared 

to the range of .15 to 20 for the normals. A slightly higher mean for 

the controls· was also noted, although the difference is not statisti-

cally significant. 

The second question in this investigation was: Is there a correla-

tion between chronological age of the EMR children and the number of 

prepositions expressed? A positive correlation would imply maturation 

and experience via "time on earth" is related to growth in preposition 

usage. In Table II, preposition score as a function of chronological 

age and mental age is displayed. Computation of the Spearman Rank Cor-

relation Coefficient revealed a r of ·a.536, i.e., a moderate correla-
s ' 

tion between the chronological age of the EMR subjects and the number 

of prepositions exp·res~ed. ·This indicates that approximately 25 per-

cent of the explained difference can be accounted for by this 

relationship. 

~ ' 
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Figure 1. Range of prepositions expressed and mean score for 
each subject group. 

The third question asked was: Do the EMR subjects express the 

same prepositions as 'normals of similar ~ental ages? Specifically, it 

was asked if there is a qualitative difference between the two groups 

in the order of prepositions expressively acquired. Table III displays 

the number of children in each gro~p who expressed the individual 

prepositions. At mental age six years, all eight children in each 

group identified the following: "in," "under,''. "otit ··~f," "around," and 

"down." Additionally, all eight subjects in the control population 

identified "up," "with," "off," and all eight subjects in the EMR group 

used "on." No children in either group expressed "along" or "for." 

At mental age eight, all children used the following prepositions: 

"in," "on," "u~," "under," "out of," "around," and "down." All the 

control groups also.used "with," "off," "after," "in front," and 

"through.". No children· in the. eight year groups used "along." 
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TABLE II 

CHRONOLOGICAL AGE, MENTAL AGE, AND PREPOSITIONS 
SCORES OF EMR SUBJECTS 
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Chronological Age Mental Age Prepositions 
Years·Months Years·Months Expressed 

8.7 5.10 14 

9 6.2 15 

9 5.9 17 

10 5.9 11 

10.8 5.11 12 

11 6.3 14 

11.3 7.9 13 

11.5 7.9 17 

11.6 7.9 14 

12 6.3 19 

12 7 .11 20 

12.1 6.2 19 

12.2 8 20 

12.6 8 . 19 

12.9 8.1 13 

13.4 7.10 20 



TABLE III 

NUMBER OF CHILDREN IN EACH GROUP CORRECTLY 
USING EACH PREPOSITION 

E 6 c 6 E 8 c 8 Prepositions N=8 N=8 N=8 N=8 

in 8 8 8 8 

up 6 8 8 8 

on 8 7 8 8 

under 8 8 8 8 

at 5 7 3 3 

with 6 8 5. 8 

of 2 1 5 4 

out of 8 8 8 8 

a:r;:ound 8 8 8 8 

off 5 8 7 8 

to 6 6 6 7 
down,,.,- 8 8 8 8 

in front v/ 6 7 6 8 

across 2 3 5 4 

behind 4 5 3 6 

from 6 6 6 4 

through 3 4 5 8 

against 1 2 4 4 

by 2 4 1 2 

for 0 0 1 2 

over 7 5 5 5 

after 5 5 6 8 

until 3 0 3 1 

along./ 0 0 0 0 

between 4 3 5 5 

about 0 2 3 1 

E = Experimental Group 6 = MA of 6 years 
C = Control Group 8 = MA of 8 years 

39 
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Growth trends were somewhat evident in comparing the mental age 

eight groups with the younger subjects. Not only was there an increase 

in the mean number of prepositions expressed for each child, but more 

children in each groµp expressed individual prepositions. 

Examination of omissions of prepositions provides additional infor­

mation regarding the nature of preposition development. Table IV lists 

the prepositions which were omitted and the number of omissions for 

each group. The mental age six group omitted prepositions 16 times on 

10 different prepositions, while the controls had 17 omissions on just 

7 different prepositions. The prepositions "of" was the one most often 

omitted. The mental-age-eight experimental subjects had 16 omissions 

on 10 different prepositions, while the controls had 12 omissions on 

just 5 different prepositions. It is interesting to note that the 

tendency to omit prepositions decreased with mental age in the control 

group, but not in the experime_ntal groups • 
.. . 

In addition to omitting prepositions, errors of substituting in-

correct pre~osition or other words occurred in all groups. The mental­

age-six experimental group substituted 63 while the controls of similar 

mental age u.sed 57 substitutions. The experimental group showed a 

greater variety of substitutions of different prepositions (37) than did 

the controls (29). The controls responded with only three different 

out-of-class substitutions, i.e., substitutions of other parts of 

speech f.or prepositions. These included: "half/about," "last/after," 

and "not too full/abou:t.-" The experimental group used seven different 

out-of-class substitutions, including: "little bit/ab'out," "almost/ 

about," "half I about," . '.'low/ about," "away/ across," and "late/after." 

The experimental group. showed two instances of immature, but developing 
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TABLE IV 

NUMBER OF PREPOSITION OMISSIONS 

Prepositions E 6 c 6 E 8 c 8 

up 1 0 0 0 

at 1 0 ·3 4 

with 1 0 2 0 

of 5 4 2 1 

to 2 0 1 0 

across 0 1 0 0 

from 2 0 2 4 

against 1 0 0 0 

for 0 2 1 1 

after 0 0 1 0 

until 1 5 1 2 
,• 

along ~·· 1 1 1 0 

between 0 1 0 0 

about 1 3 2 0 -
TOTAL • . . . . . . 16 17 16 12 

E = Experimental Group 6 = MA of 6 years 
C = Control Group 8 = MA of 8 years 

preposition approximation: "inhind" for "behind" and "intween" for 

"between." The most common .substitutions were: "in back of /behind," 

"on/for," "from/for,'' "on/against," "on/along," "in/through," and 

"besides/by." 

·The older groups ev1denced fewer substitutions. The mental-age-

eight experimental subjects used 54 substitutions on 32 different 

prepositions and the controls used 45 substitutions on 31 different sub-

stitution combinations. Four out-of-class substitutions were noted 



42 

for the experimental group: "away/across," "empty/about," "right here/ 

in front," and "half/about." The control group also used four: 

"almost/in front," "little bit .full/about," "forward/along," and "end/ 

along." The most common substitutions were: "on/along," "in front/ 

across," "on/against," "from/for," "besides/by," "in back of/behind," 

and. "on/for." It can be seen that the older children used fewer sub-

stitutions, both in class and out-of-class,. than the younger mental 

age group. The controls had slightly fewer substitutions than the 

experimentals in all prepositions. 

Discussion 

In viewing preposition usage of educable mentally retarded chil-

dren, several variables have been/considered. Some of these, chrono-

logical age and mental age in relation to preposition scores for each 

subject, are listed in Appendix H. By controlling the variable of 

mental age, statistical analysis of the difference between the number 

of prepositions expressed by EMR and normal children at mental ages 

six and· eight years was completed. The performance difference was not 

significant at .05 level for either mental age group, indicating the 

EMR group expressed approximately the same number of prepositions as 

normals of similar mental ages. Although the difference in number of 

prepositions expresse~ was not significant, slight differences were 

noted in range of total scores and the mean number of prepositions 

expressed (Figure 1). The wider range in number of prepositions ex-

pressed within the EMR groups is consistent with research reported in 

the literature showing.this group to be a more heterogeneous than homo-

geneous population. F~n~ings of this study are in agreement with those 



43 

of Sievers and Essa (1961) that the number of prepositions expressed 

increased with mental age in an educable mentally retarded population. 

At mental age six, the mean score was 15 and at mental age eight the 

mean score was 17 for this sample. It cannot be stated with any degree 

of certainty, that this relationship would appear consistently at all 

age levels, based solely on these results. Research using children of 

younger mental ages may find greater discrepancies in performance be­

tween an EMR and normal group. 

The variable of chronological age was similarly considered within 

the limitations of this study. Statistical analysis revealed a moderate 

correlation between chronological age and the number of prepositions 

expressed by the EMR subjects, with approximately 25 percent of the 

explained difference attributable to experience and maturation. This 

would seem to contradict findings that EMR children express similar 

numbers of prepositions as normals of the same mental age. It must be 

mentioned, however, that since the 16 children involved in analysis 

were subjects taken from two different mental a~e groups, such a rela­

tionship is to be expected. Most of the children of younger chronolog­

ical age were also the younger in mental age. Chronologically, the 

children in the ·mental-age-six gro~p ranged from nine years to twelve 

y~ars, one month, while the children in the mental age eight group 

ranged from eleven years to thirteen years, four months. The children 

in the older mental age group used more prepositions than the younger 

group and were generally older by chronological age as well. Therefore, 

the effects of chronological age on the number of prepositions expressed 

by the EMR subjects cannot be accurately estimated, for the variable of 

mental age was not controlled. 
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Besides examining the number or quantity of prepositions expressed, 

it is also interesting to evaluate which specific prepositions were used 

by each group of EMR and normal subjects. 'Generally, it was found at 

given mental age levels, performance between the groups was remarkably 

similar. As depicted in. Table III, these prepositions generally were 

the same for the two groups at given age levels. These results would 

tend to support a quantitative rather than a qualitative difference in 

performance. ThQ EMR group appears to demonstrate a "developmental lag" 

in usage of prepositions rather than a disordered usage, i.e., the EMR 

group used the same prepositions as children of normal intelligence but 

appeared to learn and express them at a slower rate. There was also 

agreement between the two groups with regard to those prepositions not 

used. None of the children used "along," and it was noted at mental­

age-six, be.th groups scored poorly on the more abstract prepositions 

"along," "about," and "of." Generally these results agree with Menyuk's 

(1971) contention that prepositions involving place are acquired first; 

those related to manner, next; and lastly, those referring to time. 

It is ·interesting to note, "at" was expressed by at least 50 per­

cent of both groups at mental-age-six, but not at mental-age-eight for 

either group. This could perhaps be explained by the tendency of the 

older groups to be short and uto the point" in their responses. For 

example, in response to the stimulus questions "Where would you buy 

this candy bar?" almos.t one-half of the children in each group simply 

responded with the noun "store." The frequent omission of "from" in 

the responses of the older group again could be attributed to the older 

children's limited verbalizations. Responses to the question, "Where 

do we get milk,'" was frequently "cow." Generally, ho.wever, omission of 



45 

other prepositions decreased with mental age in both groups, leading to 

substitutions or correct usage of prepositions. 

Out-of-class substitutions and substitutions. in general decreased 

with advanced mental age. As evidenced by the great number of substi­

tutions, many prepositions are interchangeable with other prepositions, 

e.g., "in back of" for "behind." Although few differences were found 

between the EMR and control groups, it was noted that the older children 

in the EMR group used "on" for "for," while the two control groups used 

"from" for "for" in response to "How did she get a new watch?" It would 

appear "from" would be the more acceptable substitution, given the 

linguistic cues in the stimulus question. Results of this study agree 

with the findings of Grimm (1975), i.e., primary children replace com­

plex prepositic;ms with simpler ones. Examples at the eight year level 

included: ·:·"on/along," "on/against," "in back of/behind." The younger 

groups· also used simpler prepositions in their substitutions. 

Since performance between the· experimental and control groups were 

so similar, comparison with results of preposition studies with normal 

populations gives added information. Hustead (1974) examined preposi­

tion usage of children from four to nine years; however, direct compari­

son with this investigation is not possible due to procedural 

differences. General comparison of results for prepositions expressed 

at ages s.ix and eight between the two studies revealed some apparent 

discrepancies. First of all, the mean scores were higher in the earlier 

study. The average score for six year olds was 20.3 as compared to this 

study's six year 014 mean of 15. Eight year olds in the original study 

had a mean of 23.7 while the older group in this study averaged 17.8 

prepositions. Additionally, while the same prepositions were used at 
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each age, the percentage of children using each individual preposition 

was not as great as in the Hustead study. It was noted in the origirinl 

study, that 12 prepositions were u'sed by all children at six years and 

21 prepositions were used by the total number of children at eight 

years. Fewer prepositions were expressed by all the children of a group 

in this study. At age six, eight prepositions were used by all children 

and at age eight, twelve prepositions were used by all subjects. The 

prepositions used by all children at age six in the original study but 

not used by all children in the present study included: "across," 

"from," "of," and "on." At mental age' eight, the total sample did not 

use these prepositions expressed by the Hustead (1974) subjects: 

"across," "at," "of," "to," "behind," "from," "by," "for," and "over." 

Explanations for reduced number of children expressing individual 

prepositio~s, lies partially in the increased number of subjects in 

this investigation (8 as compared to 6 in the original study) and vari­

ables in age criteria, in that this study used mental age rather than 

chronological age in the subject selection. Additionally, the HEPT does 

not include the prepositions "before," "beside," or "toward," which were 

tested on the EPT, and adds the prepositions "in front," "down," and 

"along." Therefore, in essence the tests are different in both scope 

and order, and this may have affected performance. 

The variable of manner of presentation must also be considered. 

In Hustead's original study (EPT), the subjects were instructed to 

"fill-in" the ·missing prepositions when the examiner snapped her 

fingers. In using the HEPT, the pause-snap was eliminated and replaced 

with a question format. Occasionally a pause-fill-in was· tacked onto 

the end of a sentence. It is possible the question format is the more 
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difficult. No instructions were given to fill in any missing words, 

prior to testing as they were in the original study. Perhaps prelimi­

nary instruction of this sort would increase understanding of the task. 

Re-examination of the stimulus questions and cues is in order. 



CHAPTER V 

SUMMARY AND IMPLICATIONS 

Summary 

The importance of successful usage of prepositions to the social, 

communicative, and academic achievement of the school age child has 

been documented in the literature. Information on language skills of 

educable mentally retarded (EMR) children i~ of special concern because 

they represent the sub-group of mentally deficient individuals most 

likely. to interact and pa~ticipate in academic settings and community 

life. 

The purpose of this study was to investigate which of 26 preposi­

tions are acquired expressively by educable mentally retarded children. 

This study was designed to determine if there was a significant differ­

ence between the number of prepositions expressed ·by an EMR sample and 

those expressed by normals of similar mental age, and if the same 

prepositions were used by the two groups at given mental ages. The 

correlation between chronological age and the number of prepositions 

expr~ssed by the EMR population was also investigated. 

Thirty-two subjects in two mental age groupings participated in 

this study. At mental age six years(± three months), eight EMR sub­

jects and eight normals were selected. Eight individuals also comprised 

both groups at mental age eight (±three months). The Hustead 



Expressive Preposition Test, (HEPT) (Hustead, 1978) was administered 

to all subjects. 

Results showed no statistically significant differences between 
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the EMR and normal groups at either mental age in the number of preposi­

tions expressed, i.e., the EMR students generally were found to express 

the same number of prepo.si tions as normals of similar mental ages. A 

moderate correlation between chronological age and the number of prepo­

sitions expressed by the EMR subjects was evident, suggesting experience 

and maturation could be related. to the number of prepositions expressed; 

however, this relationship could be attributed in part to. the older 

mental age of the children of older chronological age. 

Comparison of the prepositions used by both groups at mental ages 

six and eight revealed more similarities than differences. Generally, 

th~ same prepositions were used by the subjects in the control and EMR 

groups at each mental age. Prepositions were found to develop similarly 

in number and type for both groups. Results of this study thus tend to 

indicate a "developmental lag" in usage of prepositions rather than a 

qualitative or disordered development. 

Implications 

Clinic 

From the results of this investigation, it is evident EMR children 

at mental ages six and eight years use the same number and type of prep­

ositions as normals of similar mental ages. This suggests similar 

orderin& of preposition development for the two groups. P~epositions, 

thus, could be taught to EMR children in the same order and scope as for 

normal children, commensurate to mental age of the EMR group. 



Since many prepositions are interchangeable with other preposi­

tions, clinicians should .consider accepting some substitutions. How­

ever, while it is important to teach the concept underlying an 

individual preposition, it is equally important to teach appropriate 

choice of prepositions in relation to linguistic cues as well. Usage 

of prepositions in relation to syntactic cues demonstrates language 

usage sophistication. 

so 

It is this investigator's opinion that the HEPT is a useful instru­

ment for evaluating, in depth, expressive preposition usage. It is 

currently being standardized on a wide age range of children. When 

more normative data has been gathered, the HEPT will be of great 

clinical value in appraisal of language skills and subsequent formula­

tion of appropriate language programs. 

Research 

Due to the small number of subjects in this study (eight), findings 

that EMR children express similar prepositions as normals of matched 

mental age cannot be unequivocally' generalized to all age levels. 

Implications for research comparing performance at other me~tal ages 

is indicated. A larger population could also yield more information 

about the wider range of variability in number of prepositions expressed 

by the EMR group. R~search at lower levels of retardation is also 

needed to assist the structuring of language p~ograms for those with 

varying degrees of limited intellectual functioning. 

Although the relationship of chronological age with the number of 

prepositions expressed was discussed, it was not the focus of research. 

.. ~ .......... ~.,,,-.......,; 
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Future studies could explore this relationship more effectively by con­

trolling the variable of mental age. 

Additional research regarding the method of instruction of prepo-

sitions is also needed. Although this study revealed similar preposi­

tions were used by both ~roups, it is not known if they learn the 

prepositions in the same manner. Research tends to indicate teaching 

the same prepositions as those expressed by normals, but more informa­

tion is needed to determine how to instruct them. 

It is also recognized that performance in this test is restricted 

to usage in a limited environment in response to specific questions. 

Additional studies could evaluate spontaneous usage and development of 

prepositions. 
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APPENDIX A 

NORMATIVE DATA ON PREPOSITIONS 

COMPREHENSION OF FOUR PREPOSITIONS 
BY CHRONOLOGICAL AGE 

(Crabtree, 1958) 

Prepositions tested: "on," "under," "in front of" and "behind" 

24 months: 

30 months: 

36 months: 

48 months: 

Comprehends one of the prepositions. 

Comprehends two of the prepositions. 

Comprehends three of the p·reposi tions. 

Comprehends all four of the prepositions. 

COMPREHENSION OF VARIOUS PREPOSITIONS 
BY CHRONOLOGICAL AGE 

(University of Oregon Medical School, 1958) 

24 months: distinguishes "in,'* "under," and "beside" by ·correct 
response to commands. 

30 months: responds to: "on," "under," "up," "down," "over there;" 
and "by" when used in complete sentences. 

36 months: responds to two related actions: "Run over to the chair 
and sit down." 

42 months: follows commands: "Find the ball on the table and give it 
it to mother." Or: "Find the spoon in the box and give it 
~o daddy." 

48 months: comprehends: "Take the book from the table and give it to 
mother." 

54 months: responds to: "Take the dolly to mother, open the door and 
bring in the baby buggy." 



24 Months 

COMPREHENSION AND EXPRESSION OF PREPOSITIONS 
BY CHRONOLOGICAL AGE 

(Baker and Dudrey, 1968) 

Expresses: Uses "after."- Uses space words: "on," "up high," "in," 
"out," "fall down" and "turn around." 

30 Months 

Expresses: "up," "down," "way up," "in here," "under the table" and 
"around the table." 

36 Months 

Understands and uses 31 prepositions. 

Expresses: "in the train," "over" and "around." 

42 Months 

Comprehends: "on," "in front of," "behind" and "under." 

COMPREHENSION AND EXPRESSION OF PREPOSITIONS 
BY CHRONOLOGICAL AG~ 

(H~drick and Prather, 1970) 

Com£ re hens ion 

21-23 Months: "in." 

27-29 Months: "on." 

30-32 Months: "beside." 

39-41 Months: "under." 

Expression 

30-32 Months: "in" and "on .. " 

. 39-41 Months: "under" and "beside." 

60 



PERCENTAGE OF PREPOSITIONS COMPREHENDED WHEN 
VARIABLES OF AGE AND SOCIOECONOMIC 

STATUS ARE CONSIDERED 
(Frankenburg and Dodds, 1967) 

Prepositions tested: "on.," "under," "in front of," an4 "behind." 

Age when given per cent of population comprehended prepositions tested: 

Comprehension of the prepositions, based on the total sample 

25% 50% 75% 90% 

2.7 years 3.1 years 3.4 years 4.5 years 

Comprehension of the prepositions, based on occupation groups 

25% 50% 75% 90% 

(Professional, Managerial, Salesmen) 

2i.6 years 

2. 7 years 

3.0 years 3.3 years 

(Craftsmen, Unskilled Laborers, 
Service Workers, Unemployed) 

3,. 2 years 3.6 years 

4.6 years 

4.4 years 

61 
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Prepositions 
Tested 

About 
Across 
After 
Against 
Around 
At 
Before 
Behind 
Beside 
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By 
For 
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Of 
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On 
Out of 
Over 
Through 
To 
Toward 
Under 
Until 
Up 
With 

Mean Scores 

% of Preposi-
tions Responded 
to with 100% 
Success 

APPENDIX C 

NUMBER OF CHILDREN AT EACH AGE LEVEL 
THAT .CORRECTLY EXPRESSED THE 

INDIVIDUAL PREPOSITIONS 

4 Yrs. 5 Yrs. 6 Yrs. 7 Yrs. 
N=6 N;=6 N=6 . N=6 

0 3 0 0 
3 6 6 6 
3 5 5 5 

1 3 3 1 

6 6 6 6 
5 6 5 6 
0 1 5 5 

4 6 5 6 

2 4 3 4 
2 3 2 4 
4 4 5 4 
4 2 4 4 
3 5 6 6 

6 6 6 6 
6 6 6 6 
5 5 6 6 

6 6 6 6 
6 5 6 6 
2 5 4 3 
2 4 5 6 
6 6 6 6 
0 ·l 1 0 
6 6 6 6 
0 0 3 3 
6 6 6 6 

4 6 6 6 

15.3 19.5 20.3 20.7 

30.8% 42.3% 46.2% 57.7% 

8 Yrs. 9 Yrs. 
N=6 N=6 

1 2 
6 6 
6 6 
6 3 
6 6 
6 6 
6 6 
6 6 
5 4 
6 5 
6 6 
6 6 
6 6 
6 6 
6 6 
6 6 
6 6 
6 6 
6 5 
5 6 
6 6 
2 1 
6 6 
4 5 
6 6 
6· 6 

23.7 23.2 

80.8% .7 3 .1% 
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Preposition 
Tested 

By 

In 

Out of 

On 

Under 

Around 

Behind 

At 

Across 

With 

Off 

Of 

To 
Up. 

Mean number 
of correct 
responses 

APPENDIX E 

NUMBER OF PREPOSITIONS CORRECTLY 
EXPRESSED AT EACH AGE LEVEL 

(Heckel, 1975) 

18 Mos. 24 Mos. 30 Mos. 
N=l2 N=l2 N=l2 

0. 0 2 

0 2 10 

0 0 4 

0 3 8 

0 1 6 

0 1 3 

0 0 0 

0 1 5 

0 0 3 

0 0 4 

0 0 3 

0 1 5 

0 1 3 

0 2 11 

.oo 1.00 5.50 

36 Mos. 42 Mos. 
N=l2 N=l2 

0 5 

11 12 

6 8 

5 12 

5 8 

2 7 

1 0 

6 9 

1 1 

3 10 

2 5 

2 9 

4 6 

10 11 

4.92 8.67 



APPENDIX.F 

PARENT PERMISSION FORM 

Dear Parent or Guardian: 

I am a graduate student in Speech Pathology at Portland State University, 
looking at the usage of prepositions by elementary students. In my 
study, I would like to include both students who receive special serv­
ices outside of the classroom and those educated in the regular classroom 
without outside help. I've recei.ved permission from your principal, 

, to engage students at Elementary 
School in my study. 

As part of my study, I would like to give your child the following 
tests: a hearing screening, speech intelligibility measure, and the 
Slossin Intelligence Test as a measure of mental age. Subjects chosen 
will then be given the Expressive Preposition Test. In this test, they 
will be asked to explain where an object is located or describe some 
action by the examiner. All tests will be completed in one sitting and 
should take ·'about thirty minutes maximum. I will administer all tests 
to the children. 

No names will be used·in the written results of this study. There has 
been much research on language skills in recent years, but we perhaps 
know the least about those who need the most help. From this study, it 
is hoped information can be gained to help plan language programs for 
these children. 

I am requesting permission for your child to participate in the project 
outlined above. Pleas~ send the signed form below back to his/her 
teacher as soon as possible. If you have any further questions or con­
cerns you may contact me at 229~3606 or 229-3533. 

Thank you for your cooperation. 

Sincerely, 

Marie Deon Shope 
Graduate Student 
Speech and Hearing Sciences 
Portland State University 
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DATE: ~~~~~~~~~~~~-

!~~~------------~~~~~~~~~~~~~ 

HEREBY PERMIT MY CHILD, ~~~~----~~~~----~~~~--~~----~ 

TO PARTICIPATE IN THIS STUDY. 

MY CHILD'S BIRTHDATE: 
MONTH DAY YEAR 
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