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Abstract 

Sub-Saharan Africa is a multilingual environment and there is a lack of materials available for 

speech and language assessment in this area (Hartley & Krämer, 2013). The norms for assessment 

material cannot be used for both monolinguals and bilinguals, since bilinguals may have different 

levels of knowledge in their languages (Kohnert, 2010). The Spoken Language Assessment Profile 

– Revised edition (SLAP-R) is an assessment that can be used to evaluate English as a second 

language (ESL) in Sub-Saharan Africa. The purpose of this instrument is an attempt to fill the gap 

of suitable speech and language assessment tools that can be used for all those involved in setting 

up clinics, schools or speech and language assessment tools (Hartley & Krämer, 2013). The aim 

of the present study was to assess English as a second language for Kenyan children in primary 

school based on their result on the SLAP-R. The present study consisted of 68 participants with 

reported typically developed language and hearing that attended first or second grade in a public 

school in western Kenya. All participants were between six and nine years old, had a Bantu 

language as their first language and had been exposed to English for less than one year up to eight 

years. They had also attended preschool at their current school. The independent variables in the 

present study were grade, age and exposure to English. SLAP-R consists of six subtests that test 

expressive and receptive phonology, semantics and grammar. These parts constituted the 

dependent variables. In addition there is a part called ultimate expressive language skill (UELS) 

that consists of picture sequences where the participant should tell a story of what is happening in 

the pictures. The result indicated that grade had the largest effect on the participant’s performance 

in English as a second language. Grade two had significantly higher results regarding receptive 

phonology as well as expressive and receptive semantics and grammar than the participants in 

grade one. Most of the incorrect answers were made in the subtest expressive grammar. These 

answers were mainly incorrect due to other reasons than an answer in Kiswahili.  
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Sammanfattning  

Sub-Sahara Afrika är en flerspråkig miljö och det finns en brist på material för tal- och 

språkbedömningar inom detta område (Hartley & Krämer, 2013). Normerna för ett 

bedömningsinstrument kan inte användas för både enspråkiga och tvåspråkiga barn, eftersom 

tvåspråkiga barn kan ha varierande kunskapsnivåer inom språken (Kohnert, 2010). Spoken 

Language Assessment Profile – Revised edition (SLAP-R) är ett bedömningsmaterial som är avsett 

att utvärdera engelska som andraspråk i Sub-Sahara Afrika. Syftet med detta instrument är att 

försöka fylla tomrummet av lämpliga tal- och språkbedömningsmaterial som kan användas av 

samtliga inblandade vid att starta upp kliniker, skolor eller logopedmottagningar (Hartley & 

Krämer, 2013). Syftet med föreliggande studie var att undersöka engelska som andraspråk för 

Kenyanska barn i grundskolan baserat på deras resultat i SLAP-R. Föreliggande studie bestod av 

68 deltagare med rapporterad typisk hörsel och språkutveckling som gick i klass ett eller två i en 

kommunal skola i västra Kenya. Alla deltagarna var mellan sex och nio år, hade ett bantuspråk 

som förstaspråk och hade exponerats till engelska i mindre än ett år upp till åtta år. De hade även 

gått i den förskolan som tillhörde deras nuvarande skola. De oberoende variablerna i föreliggande 

studie var klass, ålder och exponeringstid till engelska. SLAP-R består av sex deltest som testar 

expressiv och receptiv fonologi, semantik och grammatik. De här delarna utgör de beroende 

variablerna. Det finns ytterligare en del som kallas för ultimate expressive language skill (UELS) 

som består av sekvensbilder där deltagaren ska berätta en historia om vad som händer på bilderna. 

Resultatet indikerade att klass var variabeln som hade störst inverkan på deltagarnas prestationer i 

engelska som andraspråk. Klass två hade signifikant högre resultat gällande receptiv fonologi, 

såväl som expressiv och receptiv semantik och grammatik än deltagarna i klass ett. De flesta 

felsvaren gjordes i deltestet expressiv grammatik och var i huvudsak på grund av andra skäl än 

svar på kiswahili.  

 

 

Nyckelord: SLAP-R, Kenya, barn, grundskola, fonologi, semantik, grammatik, expressiv, 

receptiv, engelska som andraspråk  
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1 Introduction 

It is essential for speech-language pathologists to have knowledge of milestones across 

developmental domains. These developmental milestones can be used as a comparison to a child’s 

performance and help the clinician determine whether intervention would be appropriate or not. 

The child’s performance can be compared to the expected level for the child’s age and cognitive 

level (Capone, 2010). The same norms cannot be used for both monolinguals and bilinguals since 

bilinguals may have different levels of knowledge in their languages. Scores for one language do 

not show the total language ability of the bilingual and may therefore show typically bilinguals as 

impaired (Kohnert, 2010). 

 

Services for people with communication disabilities in the majority world are often imported from 

the minority world, with relatively little adjustment to the new population1. It is of great 

significance that the services are culturally relevant (Wylie, McAllister, Davidson & Marshall, 

2013). Hartley and Krämer (2013) describe this lack of appropriate assessment instruments in Sub-

Saharan Africa. Hartley and Wirz (2002) consider that the development of services which support 

people with communication disabilities in low income countries should have higher priority. These 

services need to be developed and suitable for the populations and languages in these countries. 

Sub-Saharan Africa is a multilingual environment (Hartley & Krämer, 2013) and Kenya is one of 

the English speaking countries in this area (Jochmann, 2006). A test assessing English as a second 

language (ESL) instead of the first language can be used for a larger area in Sub-Saharan Africa. 

The Spoken Language Assessment Profile - Revised edition (SLAP-R) is an assessment tool to 

evaluate ESL in Sub-Saharan Africa. However, this test has no reference material so far (Hartley 

& Krämer, 2013). 

 

                                                
1 The majority world, the more recent term for the developing world, includes the majority of the world’s 

population who live on the majority of the world’s land mass. The minority world, the more recent term for 

the developed world, includes fewer people and a smaller part of the world’s land mass. These people 

generally have a more privileged lifestyle (Marsh, Keating, Punch & Harden, 2009). 
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2 Background  

2.1 Bilingualism and multilingualism 

A majority of the world’s population is either bilingual or multilingual. Bilingualism can be defined 

as the ability to use two languages (Baker, 2011). Berkes and Flynn (2012) describe 

multilingualism as individuals who know and are able to use multiple languages in everyday life. 

Due to the social context or different possibilities for each language, individuals learning two 

languages may have different levels of knowledge in each language (Kohnert, 2010). 

 

In terms of sequence of acquisition, we can distinguish two types of bilingualism; simultaneous 

bilingual and successive bilingual. Simultaneous bilingual indicates that the child learned two 

different languages from birth. The exposure of these languages are often not equal. Successive 

bilingual, or second language learner, is when the child first learned one language and then added 

another (García, 2009; Paradis, Genesee and Crago, 2011). There is no specific time in the 

development that distinguishes a simultaneous bilingual child from a successive bilingual child. 

However, the age of three is often used, because at this age the child has already made substantial 

progress regarding vocabulary and grammar in the first language (Paradis et al., 2011). The first 

language that the child learns is called L1 and the second language L2. It is most common that the 

child speaks L1 at home and L2 at school (Paradis, 2009).  

 

2.1.1 Code-mixing and code-switching  

Bilinguals do not always choose only one language in a speech act, instead they go back and forth 

between the languages. This can be done by two different processes; code-mixing or code-

switching (García, 2009). García (2009) defines code-mixing as a behavior of speakers that are not 

able to differentiate between two (or more) language systems and combine elements from each 

language. Code-switching on the other hand is a sign of sophisticated linguistic skills and is a 

characteristic of more fluent bilinguals (García, 2009; Lûdi, 2003). When a word is not accessible 

in one of the languages, bilinguals can code-switch by scanning both of their lexicons to search for 

the right word or fill in the gap of words. Code-switching can appear with single words or longer 

sequences. This strategy can be used to avoid a predicament that is caused by limited lexical 

resources in L2 (Lûdi, 2003). García (2009) divides code-switching into two types; intrasentential 
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and intersentential. Intrasentential indicates that the switch occurs within the boundaries of the 

clause or sentence, for example I only have a few veckor left before I get my sommarlov (I only 

have a few weeks left before I get my summer vacation). Intersentential refers to a code-switch in 

a separate clause or sentence, for example Yesterday I was off from school, men idag är jag i skolan 

(but today I am in school).  

 

2.2 Language acquisition 

Most children start to speak their first word at age one. Around their second birthday they start to 

combine words and shortly after that they acquire grammatical affixes. These milestones can vary 

across children, however most children reach them within a predictable age range (Capone, 2010). 

Language development and its milestones are the same for monolingual and bilingual children. 

The difference is that bilingual children can produce mixed utterances in addition to the 

monolingual utterances (García, 2009).  

  

To be able to communicate, the child must be able to produce language, expressive language, but 

also understand the domains of language, receptive language. The ability to comprehend a certain 

level of language is often more developed than the child’s ability to produce. This means that the 

child is able to comprehend instructions several months before he or she is able to produce the 

same sentence (Capone, 2010). 

 

2.2.1 Phonological acquisition in a second language 

The pronunciation in L2 is very influenced by the L1. The phonemes that are shared between the 

two languages are produced more accurately than the phonemes that only exist in the L2. This 

influence can remain for the rest of a person’s life, even for a child who is a L2 learner (Paradis, 

2009). When it comes to the pronunciation of L2 it is much better if the child gets exposed to the 

language as early as possible (Flege, 1999). At the age of six the ability to attain native 

phonological ability tends to decline. Individuals who begin learning a language after 12 years of 

age most often get a foreign accent. This is true regardless of how motivated or how many 

opportunities the individual might have (Long, 1990). 
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Paradis et al. (2011) claim that children who are between four to eight years old and have been 

exposed to English as L2 at school for about a year are in general very accurate in their 

pronunciation. They produce most of the consonants and vowels correct at more than 90% of the 

time. The most difficult phonemes to produce are in particular fricative consonants (/s/, /z/, /f/, /v/, 

/ʃ/, /θ/ or /ð/), especially if they are not in the child’s L1. These phonemes take a longer time to 

acquire (Paradis et al., 2011). 

  

Snow and Hoefnagel-Höhle (1977) studied the first year of second language acquisition of 

individuals with English as L1. The participants were living in Holland and learning Dutch through 

working or attending school in a Dutch speaking environment. During the first 10-11 months of 

exposure of L2 adults produce phonemes more accurate than children (Snow & Hoefnagel-Höhle, 

1977). However, according to Paradis (2009) subsequent studies have indicated that children have 

a more accurate pronunciation after 12 to 18 months. 

  

2.2.2 Semantic acquisition in a second language 

Vocabulary knowledge is an important component in literacy development (Paradis, 2009). The 

lexical learning for L2 children differs from L1. This is because the L2 children already have an 

existing lexicon in their L1 and also are more cognitively mature. These factors contribute to faster 

vocabulary learning for L2 children, in comparison to younger L1 learners with the same language 

(Paradis, 2009). When children learn a second language the early stages of the learning involve re-

labeling the already existing concepts and connections in the child’s lexicon. L2 learners are, as 

well as L1 learners, very sensitive to the words’ frequency of input and this reflects the ways words 

are added in the L2 lexicon (Milton, 2009). 

 

The communicative demands from schools and native-speaking peers are often more advanced 

than the individual can produce (Paradis, 2009). As a consequence of this L2 children often use 

general all-purpose (GAP) words. GAP words consist of words with broad and flexible meaning. 

They are used when more specific words would be appropriate to use and characteristic of a native 

speaker. An example of a GAP word is the verb do used instead of for example throw, give or play 

(Paradis et al., 2011). 
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Paradis (2009) studied 24 L2 English children, who had a variety of different L1, to determine 

whether the vocabulary learning in L2 is generally faster than in L1. The children were tested at 9 

and 21 months of exposure to English. At the first test their mean chronological age was 

66.21 months, 22 months below the chronological age of L1 speakers regarding vocabulary 

learning. At the second test they were 10 months below. This indicates that the vocabulary for L2 

learners generally develops faster than in L1 (Paradis, 2009).  

  

Umbel, Pearson, Fernández and Oller (1992) studied the vocabulary knowledge of 105 children in 

first grade. The children were divided into two groups. One of the groups included children who 

were exposed to both Spanish and English at home, although only half of them had been exposed 

to both languages from birth. The children in the other group were exposed to only Spanish at 

home. Both groups scored the same on the Spanish standardized test and higher in the Spanish 

standardized test than in the English standardized test. The Spanish-English children scored higher 

in the English standardized test than the monolingual Spanish children. These results indicate that 

bilingualism is not a risk factor for the vocabulary development (Umbel et al., 1992).  

 

2.2.3 Morphological and syntactic acquisition in a second language  

Older children and adults learn the morphology and syntax in L2 faster than younger children. 

However, this faster acquisition is generally only temporary (Long, 1990). Children who get 

exposed to a second language during childhood outperform adults in the long-term (Krashen, Long 

& Scarcella, 1979). After the age of 15 the possibility to get a native-like morphology and syntax 

does no longer seem possible. However, this does not mean that the syntactic development cannot 

continue late in life. Generally second language learners reach a much higher proficiency level in 

morphology and syntax, than in phonology (Long, 1990). 

  

Dulay and Burt (1973) studied 145 Spanish L1-English L2 children in the ages five to eight. In 

their study they claim that the sequence of acquisition of morphemes in L2 English seems to be 

similar for all children with L2 English. However, it does not follow the same developmental order 

as children with L1 English. The articles a and the, as well as the copula be are acquired relatively 

early in L2 English (Dulay & Burt, 1973). Morphemes that are acquired after two to three years of 

exposure to L2 English are progressive -ing and plural -s. Late acquired morphemes are third 
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person singular -s and past tense -ed, these become more accurate after three to five years of 

exposure to L2 English (Paradis et al., 2011). 

 

2.2.4 Errors in second language acquisition 

When a child is learning a second language certain errors occur. Developmental errors are similar 

to the errors made by native speakers. The child constructs the new language independently of the 

first language’s structures. These errors are a result of the child’s processing strategies to organize 

and produce a new language. Another type of errors is interference errors. These are transferred 

from L1 to L2, which means that the child’s old habits influence its new habits (Dulay & Burt, 

1973). Dulay and Burt (1973) found out that the L2 English children in their study produced errors 

in spoken language that consisted of 85% developmental errors and 3% interference from Spanish 

L1. The remaining 12% were unique, which means that the errors were neither developmental nor 

interference. Dulay and Burt (1973) interpret their data such that most of the syntax errors that 

children do in English L2 are the same that native English speaking children also do and are not 

traceable to L1.  

 

2.3 Krashen’s second language acquisition theory 

According to García (2009), Krashen (1981) explains the important difference between language 

acquisition and learning. This is important to be able to understand concepts of bilingual 

development (García, 2009). Krashen’s (1981) second language acquisition theory is based on five 

hypothesis; the acquisition-learning hypothesis, the natural order hypothesis, the monitor 

hypothesis, the input hypothesis and the affective filter hypothesis. According the acquisition-

learning hypothesis there are two different ways of developing a second language; language 

acquisition and language learning. Krashen defines second language acquisition as the 

subconscious ’picking up’ of a second language, typically in an immersion-situation which is 

similar to the way children develop their first language. The acquirer is often not aware of the rules 

of the language but can have a feeling indicating that an utterance is correct or not. The other way 

of developing a language is through language learning. This means a formal knowledge of a 

language, with its grammar and rules, and is typically associated with formal instruction (Krashen, 

1981).  
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The second hypothesis in Krashen’s (1981) theory is the natural order hypothesis. According to 

this hypothesis grammatical structures are acquired in a predictable order. The grammatical 

structures that are acquired early in English are the present participle -ing and plural -s. 

Grammatical structures that are acquired late are the third person singular -s and the possessive -s. 

The order of acquisition in the first and second language is not identical, but they do have some 

similarities (Krashen, 1981). Children with these types of second language learning are successive 

bilinguals (García, 2009; Paradis et al., 2011).  

 

The monitor hypothesis describes the relationship between second language acquisition and 

learning. Acquisition is responsible for speech fluency and initiation of utterances in the second 

language. The language knowledge that children learn through instruction however can be used as 

an editor or monitor that makes corrections when the language is used (Krashen, 1981).  

 

The fourth hypothesis is the input hypothesis. According to this hypothesis a language acquirer 

moves from one stage to another by understanding input that contains structures slightly beyond 

the current level of the acquirer. The next stage is achieved by focusing on the message and not 

analyzing the form. For example, in second language classrooms there are often visual aids 

(pictures) that can help to emphasize the content. (Krashen, 1981).  

 

The last hypothesis is the affective filter hypothesis. This hypothesis describes the different 

affective variables that influence second language acquisition, such as personality and motivation. 

The acquisition will be more successful if the acquirer has low anxiety, high motivation and more 

self-confidence (Krashen, 1981). 

 

2.1 Language exposure 

Complex cultural and linguistic factors, such as age, gender, dialect changes, language-use patterns 

and social constructions are important factors in how a language is used (Riquelme & Rosas, 

2010). In studies that intend to compare the effect of the length of exposure to L2 in groups of 

participants of different ages, the research design must consider either chronological age or length 

of exposure to the L2 (Flege, 1999). According to Riquelme and Rosas (2010) it is more reasonable 
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to measure quality and quantity of input to be able to define the child’s bilingual development, 

rather than measuring strictly by age.  

 

2.2 Language use in Kenya 

Kenya has over forty different indigenous languages. The majority of the languages are included 

in the Bantu family (García, 2009) and one of the Bantu languages is Kiswahili. This is the national 

language in Kenya (Laws of Kenya, 2010), which means that the language is widespread and used 

throughout the country (OECD, 2003a). Kiswahili is also, as well as English, an official language 

in Kenya (Laws of Kenya, 2010). This means that these languages have a legal status and serve as 

languages of administration (OECD, 2003b).  

 

In Kenya, English is used at the institutional level which is common in many African countries 

(Jessner, 2006). Children usually learn English in preschool or primary school at ages from three 

to seven (Hartley & Krämer, 2013). It is common that individuals speak a local, a regional and an 

international or official language (Baker, 2011). This implies that many children already speak two 

languages before they start school and English becomes their third language (Jessner, 2006). Sure 

and Ogechi (2009) indicate that the majority of the Kenyan children start school without any 

English competence. As a result, the children are not ready to use English in other subjects, for 

example science or mathematics.  

 

During the first three years of primary school in Kenya English is only studied as a subject. All 

instructions and other subjects are taught in one of the indigenous languages. This is because a 

child cannot learn if it is entirely taught in a language that it does not understand. After these first 

three years, English is still studied as a subject but all the instructions in other subjects are in 

English as well. Throughout school the children also study Kiswahili as a subject (García, 2009; 

Sure & Ogechi, 2009). Most parents prefer that their child’s education is taught in English. This 

preference has developed in a rapid growth of more private preschools in Kenya, who offer 

educational learning in English (Kanana, 2013).  
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2.2.1 Linguistic characteristics of Kiswahili and English 

The Bantu languages form one of the largest and most widespread language groups worldwide. It 

is estimated that, the Bantu family consists of more than 500 languages spoken in Sub-Saharan 

Africa (Currie, Meade, Guillon & Mace, 2013). English belongs to the language group Indo-

European, which is one of the most studied language families worldwide. This language family is 

divided into many different branches (Stockwell & Minkova, 2001). English belongs to the 

Germanic branch (Osgood, 1977).  

 

The basic word order is subject-verb-object (SVO) for both Kiswahili (Alcock & Ngorosho, 2004) 

and English (Lee, Lu & Garnsey, 2013). Two of main grammatical differences between Kiswahili 

and English are the use of affixes and noun classes. A characteristic of Bantu languages, like 

Kiswahili, is that they do not have articles or gender. A further prominent feature is that these 

languages make extensive use of prefixes to indicate grammatical information. Classes of nouns 

are divided by their nominal prefixes (Safari 2012) which resemble the systems of gender in 

Germanic languages (Deen 2005). Prefixes are also used for example to indicate the subject and as 

tense markers in front of the verb root (Deen 2005). In English, on the other hand, grammatical 

categories such as tense, or plural, are expressed by means of suffixes. Bound morphemes, are in 

English typically grammatical morphemes that express abstract information about for example 

plural or possessive, while free morphemes usually are lexical morphemes and include more 

content (Börjars & Burridge, 2010). English has a large lexicon and the Kiswahili lexicon is almost 

comparable to the size of the English lexicon (Sure & Ogechi, 2009). Many of the words in 

Kiswahili are borrowed words and many of them come from Arabic. The borrowed words have 

been adapted to the Bantu grammatical system (Alcock & Ngorosho, 2004). This large amount of 

borrowed words occur in the English language as well. Over 80% of the English lexicon are 

borrowed from other languages (Sure & Ogechi, 2009).  

 

2.3 Diglossia 

While the term bilingualism is used to study the individual linguistic versatility, the term diglossia 

is used to analyze bilingualism on a social level as well as the social differentiation in the use of 

language varieties. Diglossia is a characteristic of language choice in societies that use a high or 
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low variety of a language in different functions. The high variety of a language is used for certain 

prestigious functions while the low variety of the same language is used in ordinary functions, such 

as in the home. Diglossia may also include the use of different languages for different functions.  

There are two different bilingual arrangements in a society; territorial principle and personality 

principle. The territorial principle is a geographical concept whereby different geographical 

territories use different languages for formal functions. In this way the state remains bilingual. The 

personality principle refers to a social group that uses different languages for different functions. 

They can for example use one language at home and one at school (García, 2009).  

 

2.4 Cultural differences 

It is important for cross-cultural researchers to consider different cultural factors that can cause 

problems and make an impact on test performance. An example of these problems may be 

multiple-choice items, since there are cultures and language groups that are less familiar with this 

type of task (Hambleton, 1993). According to Greenbaum and Greenbaum (1983) there are cultural 

differences when it comes to classroom interactions. Differences may incorrectly be interpreted as 

deficiencies if there is an unawareness of the child’s culture. These differences may apply to how 

the language is used, forms of narratives and appropriate participation (Crago, Eriks-Brophy, 

Pesco & McAlpine, 1997). Greenbaum and Greenbaum (1983, p. 20) describe a difference 

between cultures in classroom interactions, that some cultures might “prefer cooperative versus 

competitive activities, decisions by consensus rather than exertion of individual authority, an 

emphasis on watching and waiting over verbal participation, avoidance of conflict rather than 

direct confrontation, and a dislike of individual public performances”. In addition, a child’s dislike 

of talking when in focus of attention may also be a cultural aspect. When the teacher tries to narrow 

the question down to one student, the question is often answered with silence and embarrassment 

(Greenbaum & Greenbaum, 1983). 

  

Studying classroom interactions in Kenya, Ackers and Hardman (2001) found that the classes were 

passive and quiet. Teaching mainly consisted of repetition and memorization of facts and there 

was not much variation regarding questioning strategy. According to Sure and Ogechi (2009) the 

teachers in Kenya mostly use the question-answer pattern to ask for facts in the classroom. Talking 

in the classroom is dominated by the teacher and it is common that the children only talk in one 
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word utterances. This results in very little talking from the students in primary school (Sure & 

Ogechi, 2009).  

 

2.5 Screening material 

Early childhood specialists refer to screening in different ways. The most common screening cited 

in the literature is developmental screening (Brassard & Boehm, 2007). This type of screening is 

used for early identification of children who might have problems (Wu, Hsu, Chiu, Yey & Wen, 

2013) or are most likely to get learning or behavioral difficulties during primary school. The 

developmental screening aims to compare the child’s skill acquisition for different developmental 

domains in comparison to the developmental patterns that are typical for the child’s age. This 

comparison aims to investigate whether the child is within the normal limits or may have a 

developmental delay. However, this type of screening does not indicate what the child’s type of 

problem is or what kind of treatment the child might need.  By using a developmental screening 

tool children who need a more in-depth evaluation can be detected and thereafter an early 

intervention can if necessary be planned. One of the areas that can be tested in developmental 

screening is communication. This includes development of expressive and receptive language, 

speech and articulation and intelligibility of speech (Brassard & Boehm, 2007). 

 

2.6 Spoken Language Assessment Profile - Revised edition 

A screening tool available to assess English as a second language (ESL) for children in 

Sub-Saharan Africa is the Spoken Language Assessment Profile - Revised edition (SLAP-R). It 

was originally developed by Sara Hartley in 1984 and then revised by Astrid Krämer in 2012. The 

material is free and can be downloaded from the Internet (http://www.slap-r.com/). The purpose of 

this tool is to have an instrument to assess speech and language for African children who acquire 

English as a second language. There is an absence of suitable speech and language assessment 

tools to use for all those involved in setting up clinics, schools or speech and language therapy. 

This material is an attempt to fill that gap. According to initial instructions the children should have 

been exposed to English for at least 18 months. For the original test a study was conducted 

including 50 Nigerian children. The revision was later based on a study with 15 children in Uganda 

using the original assessment material (Hartley & Krämer, 2013). 
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SLAP-R examines phonology, semantics and grammar with both expressive and receptive parts. 

It also contains a part called Ultimate Expressive Language Skill (UELS) where the child tells a 

story from picture sequences. In addition to the test parts, there is also a questionnaire on 

multilinguality where the legal guardians answer questions about their child’s language 

background. The questionnaire is intended to be used in an interview with the legal guardians about 

the child’s general language acquisition as well as age of onset and the amount of exposure time 

to English (Hartley & Krämer, 2013).  

 

Based on the result from the test each child obtains an individual profile. The profile demonstrates 

all basic elements of the spoken language, including listening comprehension (Hartley & Krämer, 

2013).  

 

3 Aims of study 

The aim of the present study was to assess English as a second language based on the Spoken 

Language Assessment Profile – Revised edition (SLAP-R) regarding phonology, semantics and 

grammar for Kenyan children in primary school. 

 

The study was based on the following questions: 

- What are the children’s main differences regarding the subtests phonology, semantics and 

grammar between the groups of grade, age and exposure to English? 

- What does the error analysis look like with regards to omitted answers and incorrect 

answers, including answers in Kiswahili, for all subtests? 

- What are the differences in the children’s performance in Ultimate Expressive Language 

Skill (UELS) between the groups of grade, age and exposure to English?  
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4 Method 

4.1 Research design  

The present study was a quantitative study which included 68 children. The independent variables 

were grade, age and exposure to English, while the dependent variables were total score for 

phonology, semantics and grammar (PSG) and score for each subtest (figure 1). The UELS scores 

are reported for groups of age, grade and exposure to English, but are not entered into statistical 

analysis, since the UELS test was not developed for that purpose.  

 

Figure 1. An organization chart over the independent and dependent variables.  

*The part vocabulary objects is not a subtest, but was analyzed independently in the present study.  
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4.2 Participants 

The present study included 68 children who attended first or second grade. According to the legal 

guardians’ answers in the questionnaire the children had typically developed language and hearing. 

Each grade included 34 participants; 17 boys and 17 girls. The participants in grade one were 

between six and eight years old, while the participants in grade two were between seven and nine 

years old (table 1).  

 

Table 1. The participants divided by age and grade.  

 6 years 7 years 8 years 9 years Total 

Grade one 13 11 10 - 34 

Grade two - 21 11 2 34 

Total 13 32 21 2 68 

 

Based on the parents’ answers from the questionnaire on time of exposure to English, the 

participants had been exposed between less than one year and eight years (table 2). The participants 

were divided into four exposure groups; participants who had been exposed to English for one year 

or less, two to three years, four to five years and participants exposed for six to eight years. No 

participant had been exposed to English for seven years. In 16 of the submitted questionnaires there 

was a blank or unusable answer for the question on exposure to English. These participants are 

included in the study, but excluded from the analysis based on exposure to English. The 

questionnaire also contained questions about what language/-s the child preferred to speak at home, 

and for the majority of the participants this language was Kiswahili.  

  

Table 2. The participants divided by years of exposure to English and grade. 

 <1-1 years 2-3 years 4-5 years 6-8 years  An unusable 

answer 

Total 

Grade one 10 9 3 - 12 34 

Grade two 3 13 11 3 4 34 

Total 13 22 14 3 16 68 
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4.2.1 Inclusion criteria 

According to the inclusion criteria all participants should have typically developed language and 

hearing, have a Bantu language as their first language and English as their second or third language. 

The participants in grade one should be between six and eight years old while the participants in 

grade two should be between seven and nine years old. Since the exposure to English during 

preschool can vary between different schools, all participants should have attended preschool in 

the same school as their primary school.  

 

4.2.2 Selection of participants  

The data collection was conducted in five public primary schools in western Kenya. A local linguist 

and interpreter was assisting during the initial contacts with the schools. They were selected 

through a convenience sample. Contact was initially taken with the head teacher to get his/her 

permission to contact the teachers and legal guardians. The head teacher designated a contact 

person who assisted the examiners with practical issues. Information letters (appendix 1 & 2), a 

consent form (appendix 3) and a questionnaire (Questions on Multilinguality) (appendix 4) were 

handed out to the children to bring home to their legal guardians. The information letters and the 

questionnaire were available in both English and Kiswahili, while the consent form was available 

in Kiswahili. Translation of the documents from English to Kiswahili was made by the local 

interpreter. The legal guardians answered questions about their child’s hearing and language 

development as well as a questionnaire about their child’s language background.  

 

4.3 Pilot study 

A pilot study was conducted on two children through a convenience sample. Both children were 

in line with all inclusion criteria and therefore included in the group of participants for the present 

study. The examiners tested one child each, although both examiners were present during both 

tests. The pilot study created unity in the design and elicitation strategies that would be used by the 

examiners in the present study. No changes were made to the test procedure after the pilot study.  
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4.4 Educational languages in the present study’s schools 

According to the head teachers and teachers of the schools in the present study, preschools consist 

of three stages; baby class, middle class and top class, in the schools concerned. Most children start 

preschool at age three and attend all the three stages. The medium of communication at preschool 

is Kiswahili, but they start to learn English in middle class. At this stage the English learning 

consists of pronunciation and single words. Most children start grade one at age six, but there are 

children who start at a later age. During grade one the main educational language is Kiswahili. 

However, the teachers try to use English as much as possible but often need to explain new things 

in Kiswahili. From grade three or four English is the educational language in all subjects, except 

for the Kiswahili lessons. During primary and secondary school the children have seven lessons of 

English as a subject and five lessons of Kiswahili as a subject per week.  

 

4.5 Material 

The Spoken Language Assessment Profile – Revised edition (SLAP-R) consists of five parts; 

phonology, semantics, grammar, ultimate expressive language skill (UELS) and a questionnaire 

on multilinguality that is directed to the legal guardians. The parts with phonology, semantics and 

grammar include both expressive and receptive parts. The phonemes in expressive phonology 

represent different aspects of articulation. Two of the phonemes that are not represented in the 

material are /θ/ and /ð/ (Hartley & Krämer, 2013). According to Hartley and Krämer (2013) the 

dental fricatives are not included, because in many varieties of African English they are replaced 

with /d/ or /z/. The subtest expressive phonology also examines vocabulary objects, scores for 

which are included in the expressive semantic subtest. The participant’s responses include verbal 

answers, pointing to pictures and making gestures based on the examiners’ verbal instructions, for 

example close your eyes (Hartley & Krämer, 2013). 

 

The UELS is meant to give a subjective cross-check regarding phonology, semantics and grammar 

by enabling an observation of the child’s language use in spontaneous speech. This part consists 

of two sets of images where the participant is expected to tell a story of what is happening in the 

pictures. The first part consists of three pictures and is called shopping for mum, while the second 

part includes four pictures and is called the monkey and the bananas. The UELS is analyzed with 
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a seven point scale which provides information about the number of words per sentence, use of 

other word classes than nouns and verbs, correct use of prepositions, correct word order and 

semantic errors (Hartley & Krämer, 2013). 

 

4.5.1 Test procedure 

The testing took place individually in a separate room in the schools’ facilities. It took 

approximately 30 minutes per participant. All testing was divided equally between the examiners. 

The SLAP-R material was on paper and all instructions were verbal. If the participant did not 

respond the instruction was repeated once. The test was recorded with Olympus Digital voice 

recorder VN-8500PC for later analysis of the expressive parts.  

 

4.5.2 Alterations 

All instructions were given in the same way as specified in the score sheet, except for task 58. The 

specified instruction was Which picture goes with which word? Fast, faster, fastest. During the 

testing the following instruction was added Which picture goes with fast?, Which picture goes with 

faster? and Which picture goes with fastest?. This alteration was made to avoid that the participant 

might think that the task consisted of different adjectives for each picture and not a comparative 

adjective in its three forms.  

 

4.6 Scoring of the subtests 

4.6.1 Phonology, semantics and grammar 

All tasks under phonology, semantics and grammar are scored as either right or wrong. Each 

subtest has a maximum of ten points, except for expressive semantics that includes vocabulary 

objects and therefore has a maximum of 20 points. This results in a maximum score of 70 points 

for phonology, semantics and grammar (table 3).  
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Table 3. Maximum score for phonology, semantics and grammar in Spoken Language Assessment 

Profile – Revised edition (SLAP-R). 

Domains Subtests Points  

Phonology Expressive 

Receptive 

10 

10 

Semantics Expressive     

   Vocabulary objects 

Receptive 

10 

10 

10 

Grammar Expressive 

Receptive 

10 

10 

 Maximum score 70 

 

4.6.2 Ultimate Expressive Language Skill 

The UELS is intended to screen a participant’s language ability in spontaneous speech. All 

parameters in the seven point scale (table 4) were noted with the number of sentences where the 

parameter was represented in the participant’s answer. For example, if a participant produced two 

sentences with three to four words and used prepositions correctly in one sentence, a 2 was noted 

in the parameter 2-3 word sentences and a 1 was noted in both uses words other than nouns and 

verbs as well as prepositions used correctly. If the participant only produced single words the 

parameters correct use of prepositions, correct word order and appears to have no semantic errors 

could not be analyzed. In this case, these categories were noted with a zero.   
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Table 4. Seven point scale for analysis of Ultimate Expressive Language Skill (UELS). 

 Parameters  

1 Single word 

2 2-3 word sentences 

3 3-4 word sentences 

4 Uses words other than nouns and verbs 

5 Prepositions used correctly 

6 Correct word order 

7 Appears to have no semantic errors 

 

4.7 Analyzing incorrect answers 

The participants sometimes gave incorrect answers to tasks in the test. These incorrect answers 

were analyzed and categorized into omitted answers and incorrect answers. The most frequent 

incorrect answer for each task was also noted. The answers in Kiswahili were counted as incorrect 

for the purpose of scoring the test, but then also analysed according to whether they were 

semantically correct (e.g. if they named an item correctly, but in the wrong language) or not. A 

local linguist assisted in the interpretation of the Kiswahili answers.   

 

4.8 Statistical analysis 

The data was compiled using Microsoft Excel 2013. Statistical analysis was then made using 

parametric and non-parametric tests in IBM SPSS Statistics 23. In the present study the 

independent variables were grade, age and exposure to English. The dependent variables were total 

score PSG and score for each subtest. The variable total score PSG was normally distributed 

according to the Shapiro-Wilk test and therefore calculated using parametric tests. The remaining 

dependent variables were calculated with non-parametric tests since they were not normally 

distributed according to the Shapiro-Wilk test. Significance level was set at .05 for all analyzes. 

 

Statistical comparisons were made using one-way between-groups ANOVA and independent t-test 

for total score PSG. For each subtest the Kruskal-Wallis test was used for age and exposure to 

English, the Mann Whitney test for grade and Wilcoxon Signed Rank test for the expressive and 
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receptive parts between the grades. Some of the groups only consisted of a few participants and 

this might have had an impact on the statistical calculations. Post-hoc comparisons were made 

with Tukey HSD test for one-way between-groups ANOVA and Mann Whitney test with a 

Bonferroni correction. For the Bonferroni correction the significance level was set at .0083. The 

effect size was calculated with Cohen’s d. If the effect size was .20 it was considered as a small 

effect, .50 as a medium effect and .80 as a large effect (Cohen, 1992).  

 

Correlations and regression were calculated using Pearson product-moment correlation 

coefficient (r) and standard multiple regression. If the correlation was .10-29 it was considered as 

a small correlation, .30-.49 medium and .50-1 was a large correlation. Coefficient of determination 

(R2) showed the shared variance between the two variables (Pallant, 2005).  

 

4.9 Interrater reliability  

Four randomly selected recordings were chosen and scored by both authors. The comparison was 

made for the expressive parts of phonology, semantics and grammar, as well as the UELS. The 

interrater reliability between the examiners was calculated to 100%. 

 

4.10 Ethical considerations 

Each participant’s legal guardians filled out a consent form to approve their child’s participation 

in the present study. The information was designed on the basis of the Declaration of Helsinki. 

Paragraphs 25 through 30 include the need of the legal guardians’ consent of the child’s 

participation, that the participation is voluntary and that the participant must be adequately 

informed about the study (The World Medical Association [WMA], 2013). All participation for 

the present study was voluntary and the participant or legal guardians could at any time cancel the 

participation. In order to preserve the participants’ anonymity every participant was assigned an 

individual code that was noted on the consent form and the score sheet. The results are presented 

at group level; the participant’s individual results can therefore not be traced. The collected data 

will be saved for five years at the Speech and Language Pathology program at Linköping 

University for research purposes. 
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The information letters and the questionnaire was in both English and Kiswahili, while the consent 

form was available in Kiswahili. The legal guardians could answer in either language. The 

questionnaire in SLAP-R was available in both languages. The information letter and consent form 

were translated from English to Kiswahili by an interpreter well informed of the study and having 

knowledge about linguistics.  

 

5 Results 

5.1 Grade 

The independent variable grade was analyzed for the total score for phonology, semantics and 

grammar (PSG) and the score for each subtest, which is shown in table five. The total score for the 

participants in grade one was 27.13 points (SD 8.26). In grade two the total score was 39.10 points 

(SD 6.91). According to an independent t-test, this was a significant difference; 

t(66) = -6.484 , p = < .001, with a large effect size (d =  1.572). 

 

The Mann-Whitney test indicated a non-significant difference for expressive phonology between 

grade one and two U = 527.00 (Z = -1.758), p = .079. The remaining subtests showed a significantly 

lower result for grade one compared to grade two; vocabulary objects U = 289.00 (Z = -3.624), 

p < .001, with a large size effect (d = 0.914), receptive phonology U = 241.50 (Z = -4.184), p < .001, 

with a large size effect (d = 1.197), expressive semantics U = 55.50 (Z = -6.449), p < .001, with a 

large size effect (d =  2.241), receptive semantics U = 202.50 (Z = -4.658), p < .001, with a large 

size effect (d = 1.351), expressive grammar U = 254.50 (Z = -4.115), p < .001 with a large size 

effect (d = 1.045) and receptive grammar U = 323.00 (Z = -3.155), p = .002 with a large size effect 

(d = 0.859). 

 

In the subtests that tested phonology both grades scored higher in expressive phonology than in 

receptive phonology. These differences were, according to the Wilcoxon Signed Rank test, 

significant for both grade one (Z = -5.112, p < .001) and grade two (Z = -4,964 p < .001). In the 

other subtests for semantics and grammar, both grades scored higher in the receptive parts than in 

the expressive parts. In this statistical analysis a mean score of the subtests vocabulary objects and 
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expressive semantics was used as the value of expressive semantics. The difference between 

expressive semantics and receptive semantics was significant for both grade one (Z = -2,430, 

p = .015) and grade two (Z = -4,721, p < .001). There was also a significant difference between 

expressive and receptive grammar for both grade one (Z = -3.706, p < .001) and grade two 

(Z = -3,051, p = .002).   

 

Table 5. Mean, standard deviation and range of score for total score of phonology, semantics and 

grammar (PSG) and each subtest based on grade.    

 Grade 1 (n = 34)  Grade 2 (n = 34)   

 � SD Range � SD Range p d 

Total score PSG 27.13 8.26 15.00-40.50 39.10 6.91 24.00-54.50 <.001* 1.572 

Expressive phonology 10.00 0.00 - 9.82 0.58 8.00-10.00 .079 - 

     Vocabulary objects 4.94 1.39 2.00-8.00 6.21 1.39 2.00-9.00 <.001* 0.914 

Receptive phonology 4.35 3.08 0.00-9.00 7.21 1.39 4.00-10.00 <.001* 1.197 

Expressive semantics  1.31 1.02 0.00-4.50 4.37 1.64 2.00-8.50 <.001* 2.241 

Receptive semantics 4.18 2.81 0.00-8.00 7.26 1.58 2.00-10.00 <.001* 1.351 

Expressive grammar 1.59 1.16 0.00-4.00 3.44 2.22 0.00-9.00 <.001* 1.045 

Receptive grammar  2.99 1.95 0.00-7.00 4.53 1.62 1.50-8.00 .002* 0.859 

* Significant differences are marked with an asterisk (*).  

 

5.2 Age  

The independent variable age was analyzed for the total score for phonology, semantics and 

grammar (PSG) and the score for each subtest, which is shown in table six and seven. The 

participants in age group six had a total score of 25.23 points (SD 7.49). In age group seven the 

total score was 35.61 points (SD 9.49), in age group eight 33.39 points (SD 9.08) and in age group 

nine 41.50 points (SD 2.83). The one-way between groups ANOVA showed a significant 

difference for total score (F(3, 64) = 4.791, p = .004). Further post-hoc comparisons using the 

Tukey HSD test indicated that there only was a significant difference (p = .004) between age group 

six and seven. The effect size was large (d = 1.214). 
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Age group six had the lowest total score for each subtest, except expressive phonology. Then 

followed by age group eight, age group seven and age group nine which had the highest score. The 

Kruskal-Wallis test indicated that there were significant differences between the age groups 

regarding vocabulary objects (H(3) = 9.585, p = .022), receptive phonology (H(3) = 8.146, 

p = .043), expressive semantics (H(3) = 16.253, p = .001) and receptive semantics (H(3) = 12.098, 

p = .007). For expressive phonology age group six and nine had mean scores of 10 points (SD 0.00 

for both groups), age group seven had a mean score of 9.94 points (SD 0.35) and age group eight 

had 9.81 points (SD 0.60).  

 

A post-hoc comparison using Mann-Whitney test was conducted and a Bonferroni correction was 

applied. All effects were reported at a .0083 level of significance. For the subtest vocabulary 

objects there were no significant differences between the age groups. Age group six and seven had 

significant differences in receptive phonology U = 104.00 (Z = -2.641), p = .008 with a large effect 

size (d = 0.857), expressive semantics U = 68.50 (Z = -3,521), p < .001 with a large effect size 

(d = 1.352) and receptive semantic U = 77.00 (Z = -3.309), p = .001 with a large effect size 

(d = 1.206). Age group six and eight had a significant difference in expressive semantics U = 56.00 

(Z = -2.890), p = .004 with a large effect size (d = 1.197).   

 

Table 6.  Mean and standard deviation for total score of phonology, semantics and grammar (PSG) 

and each subtest for participants aged 6 and 7.    

 6 years (n = 13) 7 years (n = 32) 

 � SD Range � SD Range 

Total score PSG 25.23 7.49 15.00-39.00 35.61 9.49 17.00-54.50 

Expressive phonology 10.00 0.00 - 

 

9.94 0.35 8.00-10.00 

Vocabulary objects 4.69 1.32 3.00-7.00 5.91 1.53 2.00-9.00 

Receptive phonology 4.00 2.97 0.00-8.00 6.34 2.47 0.00-10.00 

Expressive semantics  1.12 0.92 0.00-3.00 3.33 2.12 0.00-8.50 

Receptive semantics 3.38 2.66 0.00-7.00 6.44 2.41 0.00-9.00 

Expressive grammar 1.62 0.96 1.00-4.00 2.84 2.36 0.00-9.00 

Receptive grammar  2.65 2.16 0.00-6.00 4.25 1.97 0.00-8.00 
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Table 7.  Mean and standard deviation for total score of phonology, semantics and grammar (PSG) 

and each subtest for participants aged 8 and 9.  

 8 years (n = 21) 9 years (n = 2)  

 � SD Range � SD Range p** 

Total score PSG 33.39 9.08 15.50-46.00 41.50 2.83 39.50-43.50 .004* 

Expressive phonology 9.81 0.60 8.00-10.00 10.00 0.00 - .554 

Vocabulary objects 5.43 1.40 2.00-7.00 7.50 0.71 7.00-8.00 .022* 

Receptive phonology 5.86 2.85 0.00-9.00 7.50 0.71 7.00-8.00 .043* 

Expressive semantics  2.93 1.93 0.50-8.00 5.25 0.35 5.00-5.50 .001* 

Receptive semantics 5.95 2.73 0.00-10.00 7.00 0.00 - .007* 

Expressive grammar 2.43 1.75 0.00-6.00 4.00 1.41 3.00-5.00 .193 

Receptive grammar  3.70 1.60 0.00-7.00 3.75 0.35 3.50-4.00 .152 

* Significant differences are marked with an asterisk (*).  

** The p-value for all age groups in table 6 and 7.  

 

Both grade one and two included participants who were seven or eight years old, these participants’ 

total score PSG is shown in table eight. The participants in grade two, both seven and eight year 

olds, had a higher total score than the participants with the same age in grade one. The independent 

t-test indicated that there was a significant difference between the total score for age group seven 

in grade one (M 28.27, SD 8.57) and grade two (M 39.45, SD 7.59); t(30) = -3.788, p = .001. The 

effect size was large (d = 1.381). There was also a significant difference between the total score 

for age group eight in grade one (M 28.33, SD 9.26) and grade two (M 38.00, SD 6.22); t(16) = -

2.783, p = .014. The effect size was large (d = 1.226). 

 

Table 8. Mean, standard deviation and range of score for total score of phonology, semantics and 

grammar (PSG) for participants in grade one and two who are seven or eight years old.  

* Significant differences are marked with an asterisk (*).  

 Grade 1 Grade 2   

 � SD Range n � SD Range n p d 

7 years  28.27 8.57 17.00-40.00 11 39.45 7.59 26.50-54.50 21 .001* 1.381 

8 years  28.33 9.26 15.50-40.50 10 38.00 6.22 24.00-46.00 11 .014* 1.226 
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5.3 Exposure to English 

The independent variable exposure to English was analyzed for the total score for phonology, 

semantics and grammar (PSG) and the score for each subtest, which is shown in table nine and ten. 

The group of participants that had been exposed to English for one year or less had a total score 

PSG of 27.71 points (SD 10.03), while the group with two to three years of exposure had 

34.11 points (SD 8.72). The group who had been exposed four to five years had a total score of 

38.27 points (SD 8.20) and the group with six to eight years of exposure had 39.17 points (SD 4.51). 

According to one-way between-groups ANOVA there was a significant difference between the age 

groups (F(3, 48) = 3.652, p = .019). Further post-hoc comparisons using Tukey HSD test indicated 

a significant difference (p = .016) between the group who had been exposed to English for one 

year or less and four to five years. The effect size was large (d = 1.153).  

 

For expressive phonology all groups had a total score of 10.00 points (SD 0.00), except for the 

participants that had been exposed to English for four to five years. This group had a total score of 

9.71 points (SD 0.73). According to the Kruskal Wallis test this was not a significant difference 

(H(3) = 5.537, p = .136).  

 

The Kruskal Wallis test indicted that it was a significant difference between the groups for 

vocabulary objects (H(3) = 9.234, p = .026), receptive phonology (H(3) = 10.299, p = .016) and 

expressive semantics (H(3) = 13.080, p = .004). Post-hoc comparisons using Mann-Whitney test 

was conducted and a Bonferroni correction was applied. All effects were reported at a .0083 level 

of significance. There were no significant differences between the groups for vocabulary objects 

and receptive phonology. The subtest expressive semantics had a significant difference between 

the groups who had been exposed to English for one year or less and four to five years U = 35.50 

(Z = -2.714), p = .007, with a large effect size (d = 1.187) and also for one year or less and six to 

eight years U = 0.00 (Z = -2.657), p = .008, with a large effect size (d = 3.244).  
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Table 9. Mean and standard deviation for total score of phonology, semantics and grammar (PSG) 

and each subtest for participants with <1-1 and 2-3 years of exposure to English.  

 <1-1 years (n = 13) 2-3 years (n = 22) 

 � SD Range � SD Range 

Total score PSG 27.71 10.03 15.00-43.50 34.11 8.72 19.00-46.00 

Expressive phonology 10.00 0.00 - 10.00 0.00 - 

   Vocabulary objects 4.92 1.19 3.00-7.00 5.82 1.26 4.00-8.00 

Receptive phonology 3.85 3.39 0.00-9.00 5.82 2.67 0.00-9.00 

Expressive semantics  1.69 1.56 0.00-4.50 3.14 2.04 0.50-8.00 

Receptive semantics 4.15 3.34 0.00-9.00 5.86 2.42 1.00-10.00 

Expressive grammar 2.08 1.61 1.00-6.00 2.23 1.63 1.00-6.00 

Receptive grammar  2.79 1.92 0.00-5.50 3.93 1.94 0.00-7.00 

 

Table 10. Mean and standard deviation for total score of phonology, semantics and grammar 

(PSG) and each subtest based on 4-5 and 6-8 years of exposure to English.  

 4-5 years (n = 14) 6-8 years (n = 3)  

 � SD Range � SD Range p** 

Total score PSG 38.27 8.20 23.00-49.50 39.17 4.51 34.50-43.50 .019* 

Expressive phonology 9.71 0.73 8.00-10.00 10.00 0.00 - .136 

   Vocabulary objects 6.29 1.33 4.00-9.00 7.00 1.00 6.00-8.00 .026* 

Receptive phonology 7.21 1.63 4.00-10.00 8.00 1.00 7.00-9.00 .016* 

Expressive semantics  3.96 2.21 0.50-8.50 5.33 0.29 5.00-5.50 .004* 

Receptive semantics 6.86 1.83 3.00-9.00 7.67 1.15 7.00-9.00 .071 

Expressive grammar 3.50 2.65 0.00-9.00 3.33 1.53 2.00-5.00 .280 

Receptive grammar  4.66 1.95 2.00-8.00 3.17 1.04 2.00-4.00 .160 

* Significant differences are marked with an asterisk (*).  

** The p-value for all exposure groups in table 9 and 10.  

 

5.4 Incorrect answers 

In table eleven the proportion of omitted and incorrect answers are shown for each subtest in 

SLAP-R. The participants gave the largest number of omitted and incorrect answers in expressive 
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grammar, which was a total of 75%. Expressive phonology consisted of the lowest amount of 

omitted and incorrect answers, which was a total of 0.88%. Some of the answers that the 

participants gave were in Kiswahili. In the part vocabulary objects, 21.27% of the incorrect answers 

were in Kiswahili and almost half of these answers, 46.81%, were correct answers in Kiswahili. 

However, all answers in Kiswahili were included in the incorrect answers.  

 

Table 11. Omitted answers and incorrect answers for each subtest.  

 Omitted answers  Incorrect answers 

 

 

 

Answers in 

Kiswahili  

 

Correct answers 

in Kiswahili  

Expressive phonology - 0.88% - - 

     Vocabulary objects  10.74% 32.50% 21.27% 46.81% 

Receptive phonology 14.29% 37.06% - - 

Expressive semantics 13.24% 54.60% 7.58% 53.33% 

Receptive semantics  7.65% 35.15% 0.84% - 

Expressive grammar 14.71% 60.29% 2.83% - 

Receptive grammar  5.88% 50.79% 1.11% - 

 

5.4.1 Phonology 

In the subtest expressive phonology the participants gave incorrect answers in 0.88% of the tasks 

and no omitted answers were noted (table 11). The incorrect answers in this subtest included three 

participants in grade two that produced the phoneme /s/ as /θ/ or /ʃ/. Since these participants 

replaced every /s/ in the test, with one of the two earlier mentioned phonemes, a conclusion might 

be drawn that these participants attempted to produce an /s/, but had difficulties with the precise 

articulation.  

 

The participants gave incorrect answers in 37.06% of the tasks in receptive phonology. In addition, 

14.29% of the answers were omitted (table 11). Task number 13 was Show me ship and it had the 

highest number of incorrect answers for this subtest. In total, 83.82% of the participants gave an 

incorrect answer and of these answers 78.95% of the participants pointed to sheep instead of ship.  
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5.4.2 Semantics 

The participants gave incorrect answers in 32.50% and omitted answers in 10.74% of the tasks in 

vocabulary objects. The incorrect answers consisted of 21.27% answers in Kiswahili and of these 

answers 46.81% were correct answers in Kiswahili (table 11). For task number four the participant 

looked at a picture of yam, was asked What’s this? and was supposed to give a verbal answer. In 

total, 88.24% of the participants gave an incorrect answer and the remaining 11.76% of the answers 

were omitted. Of the incorrect answers, 68.57% of the answers were flower. Task number ten was 

constructed in the same way, but illustrated a square. In total, 67.65% of the participants gave an 

incorrect answer and 4.41% of the answers were omitted. Of the incorrect answers, 28.26% of the 

answers were book.  

 

In the subtest expressive semantics the participants gave an incorrect answer in 54.60% and omitted 

answers in 13.24% of the tasks. The incorrect answers consisted of 7.58% answers in Kiswahili 

and of these answers 53.33% were correct answers in Kiswahili (table 11). The tasks 21-23 (a and 

b in each task) consisted of six pictures that illustrated different verbs and the participant should 

give a verbal answer to the question What do the people do in the pictures?. Of the participants’ 

incorrect answers, 42.47% of the answers consisted of a noun.  

 

The participants gave incorrect answers in 35.15% and omitted answers in 7.65% of the tasks in 

receptive semantics. The incorrect answers consisted of 0.84% answers in Kiswahili, while none 

of these answers were correct (table 11). In task number 38 the participant is supposed to follow 

the instruction Take the piece of paper on the table and fold it. In total, 72.06% of the participants 

gave an incorrect answer and 19.12% of the answers were omitted. Of the incorrect answers 

58.82% of the participants took either the paper or the pen. Task number 39 was similar, then the 

participant received the instruction Take the pen and put it under the paper. In total, 66.18% of the 

participants gave an incorrect answer and 11.76% of the answers were omitted. Instead of putting 

the pen under the paper, 30.88% of the participants put it on the paper. In addition, 25% of the 

participants took either the paper or pen.   
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5.4.3 Grammar 

In the subtest expressive grammar the participants gave an incorrect answer in 60.29% and omitted 

answers in 14.71% of the tasks. Of the incorrect answers 2.83% were in Kiswahili, and none were 

correct (table 11). Task 43 consisted of the sentence Here we have a picture of what the boy did 

yesterday. What did this boy do yesterday? and the participant is verbally supposed to answer He 

played football, while the past tense -ed is the important part of the answer. In total, 88.24% of the 

participants gave an incorrect answer and 5.88% of the answers were omitted. 39.71% of the 

participants gave an answer with present tense of various verbs instead. In addition, 30.88% of the 

participants said a noun, mostly boy or ball. In task 50 the participant is supposed to answer The 

man’s/The boy’s when the examiner pointed to the picture and asked Whose hat is this?. In total, 

85.29% of the participants gave an incorrect answer and 8.82% were omitted answers. 51.47% of 

the participant gave an incorrect answer that consisted of a noun, mostly hat or man. In task 47 the 

examiner said This is a picture of two fat men (Pointed to the first picture and said) This man is 

fat… (Pointed to the second picture and said) … but this man is even… and the participant was 

supposed to answer fatter. In total, 82.35% of the participants gave an incorrect answer and 14.71% 

of the answers were omitted. There were 48.53% of the participants whose answers consisted of 

an adjective but not in the comparative form, instead they said fat or big. In task number 49 the 

examiner said Let’s sing something together. What shall we sing?. After the examiner and the 

participant sang a song the examiner asked What did we just do? and the participant is supposed to 

say sang. In total, 70.59% of the participants gave an incorrect answer and 27.94% of the answers 

were omitted. There were 23.53% of the participants that said sing in present tense instead of past 

tense.  

 

The participants gave incorrect answers in 50.79% and omitted answers in 5.88% of the tasks in 

the subtest receptive grammar. Of the incorrect answers 1.11% were in Kiswahili, but none were 

correct (table 11). In task 54 the examiner said Which woman has washed her dress? and the 

participant is supposed to point to the third picture. In total, 95.59% of the participants gave an 

incorrect answer and no answers were omitted. Of the incorrect answers, 90.77% of the participants 

pointed to the second picture. Task 58 consisted of three pictures (bike, car, plane) and the examiner 

said Which picture goes with which word? fast - faster - fastest. Which picture goes with fast? - 

faster? - fastest? and the participant was supposed to point to the pictures in the right order. In 
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total, 95.59% of the participants gave an incorrect answer and 1.47% of the answers were omitted. 

There were 22.06% of the participants that responded car – plane – bike.  

 

5.5 Ultimate Expressive Language Skill 

In the ultimate expressive language skill test (UELS) the participants’ answers were analyzed using 

the seven point scale. Table 12 illustrates the number of utterances and the parameters that involve 

the length of utterances, while table 13 illustrates the parameters uses words other than nouns and 

verbs, prepositions used correctly, correct word order and appears to have no semantic errors. 

The mean total of utterances for grade one was 8.00 and for grade two it was 7.94, which indicated 

that the participants in grade one and grade two generally produced the same number of utterances. 

Grade one produced a higher number of single words, with a mean of 5.06, than grade two that had 

a mean of 2.41 single word utterances. Grade two produced more two to three and three to four 

word sentences than grade one.  

 

The mean total of utterances for age group six was 7.00, while the mean was 7.91 for age group 

seven and 9.00 for age group eight. However, age group nine had the lowest mean total for 

utterances, with 5.50. The highest number of single word utterances for all the age groups was age 

groups six, with a mean of 4.54. Age groups nine had the highest mean of three to four word 

sentences, with a mean of 4.50. This indicates that the participants who are nine years old produce 

longer utterances than the participants who are six years old.  

 

Participants who had been exposed to English for four to five years produced the highest amount 

of total utterances. The mean of single word utterances for participants who had been exposed to 

English for one year or less was 3.92, which was the highest mean for all exposure groups. The 

group of participants that had been exposed to English for two to three years had the highest mean 

for three to four word sentences, with a mean of 4.23.  
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Table 12. The mean and range of total utterances, single words, 2-3 word sentences and 3-4 word 

sentences in ultimate expressive language skill regarding grade, age and exposure to English.  

 Total 

utterances 

Single words 2-3 word 

sentences 

3-4 word 

sentences 

 � Range � Range � Range � Range 

Grade one (n = 34) 8.00 0-23 5.06 0-23 0.44 0-3 2.50 0-12 

Grade two (n = 34) 7.94 1-26 2.41 0-26 1.03 0-5 4.50 0-12 

         

Age six (n = 13) 7.00 0-14 4.54 0-14 0.54 0-3 1.92 0-7 

Age seven (n = 32) 7.91 0-26 3.22 0-26 0.63 0-4 4.06 0-12 

Age eight (n = 21) 9.00 0-23 4.38 0-23 1.10 0-5 3.52 0-12 

Age nine (n = 2) 5.50 3-8 1.00 0-2 0.00 - 4.50 1-8 

         

Exposure to English <1 

to 1 year (n = 13) 

6.54 0-23 3.92 0-23 0.38 0-3 2.23 0-12 

Exposure to English 2-3 

years (n = 22) 

7.91 0-18 2.95 0-18 0.73 0-3 4.23 0-12 

Exposure to English 4-5 

years (n = 14) 

8.57 2-14 3.79 0-14 1.07 0-5 3.71 0-9 

Exposure to English 6-8 

years (n = 3) 

6.00 3-8 1.67 0-3 0.67 0-2 3.67 1-8 

 

 

There was a higher percentage of participants in grade two that used words other than nouns and 

verbs, used prepositions correctly, had a correct word order and appeared to have no semantic 

errors in comparison to grade one.  

 

For the parameters uses words other than nouns and verbs and correct word order there was a 

higher percentage of participants that were nine years old who were included in these parameters, 

both were 100.00%, in comparison to the other age groups. It was an increase for each age group, 

where the six year olds had the lowest percentage of participants for these parameters, 69.23% and 

53.85%.  
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The participants who had been exposed to English for one year or less had the smallest number of 

utterances that fitted into the parameters, except for the parameter appears to have no semantic 

errors. Participants who had been exposed to English for six to eight years produced the largest 

number of utterances that were included in these parameters, except in appears to have no semantic 

errors.  

 

Table 13. The percentage of participants that are included in the parameters ‘uses words other 

than nouns and verbs’, ‘prepositions used correctly’, ‘correct word order’ and ‘appears to have 

no semantic errors’ in ultimate expressive language skill based on grade, age and exposure to 

English.  

 Uses words 

other than nouns 

and verbs 

Prepositions 

used 

correctly 

Correct 

word order  

Appears to 

have no 

semantic errors 

Grade one (n = 34) 58.82% 26.47% 50.00% 64.71% 

Grade two (n = 34) 88.24% 52.94% 88.24% 70.58% 

     

Age six (n = 13) 69.23% 23.08% 53.85% 69.23% 

Age seven (n = 32) 71.88% 34.38% 68.75% 68.75% 

Age eight (n = 21) 76.19% 57.14% 76.19% 61.90% 

Age nine (n = 2) 100.00% 50.00% 100.00% 100.00%  

     

Exposure to English <1 

to 1 year (n = 13) 

46.15% 23.08% 53.85% 76.92% 

Exposure to English 2-3 

years (n = 22) 

86.36% 31.82% 77.27% 77.27% 

Exposure to English 4-5 

years (n = 14) 

78.57% 64.29% 64.29% 71.43% 

Exposure to English 6-8 

years (n = 3) 

100.00% 66.67% 100.00% 66.67% 
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5.6 Correlation and regression 

According to a Pearson product-moment correlation coefficient there was a large correlation 

between total score PSG and grade (r = .624, p < .001), a small correlation between total score 

PSG and age (r = .284, p = .019), and a medium correlation between total score PSG and time of 

exposure (r =.387, p = .005). The coefficient of determination indicated that grade shared 38.93% 

of the variance in total score, age shared 8.07% and time of exposure shared 19.62% of the variance 

in total score.  

 

A multiple regression analysis was made including age, grade, exposure time to English and total 

score PSG. The prediction model was statistically significant, F(3, 48) = 17,881, p < .001 and 

accounted for approximately 50% of the variance of total score PSG (R2 = .528, 

Adjusted R2 = .498). Grade showed the highest unique variance and was the only variable with a 

significant value (β = .679, p < .001).  Neither age (β = .029, p = .800) nor exposure time to English 

(β = .088, p = .445) showed a significant unique variance.    

 

6 Discussion 

6.1 Discussion of results 

Grade two had a significantly higher total scores in phonology, semantics and grammar (PSG) as 

well as in all subtests, except expressive phonology. The result also indicated that grade had the 

only unique regression with total score PSG. Additionally, grade had a large correlation with total 

score PSG, while age had a small correlation, and exposure to English had a medium correlation. 

This means that grade best predicted the participants’ score on Spoken Language Assessment 

Profile – Revised edition (SLAP-R). Seven and eight year olds were included in both grade one 

and two. In the statistical analysis for these age groups there was a significantly higher total score 

PSG for the participants in grade two compared to the same age group in grade one. This indicated 

that grade had a higher influence on the participants’ performance than their age. Krashen (1981) 

distinguishes between acquisition and learning. The more formal learning is used as an editor of 

the more subconscious language acquisition, which is responsible for the speech fluency. The 
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higher scores for participants in grade two indicated that the formal learning had an important role 

for English as L2. Even though English and Kiswahili are mixed in the Kenyan society children 

generally start learning English in school (Hartley & Krämer, 2013), which was consistent with 

the participants in the present study. This would indicate that they mainly get the formal learning 

of English. 

 

The participants’ exposure to English showed a range between less than one year and eight years. 

Even though Kenya is a society with different languages, there are varieties of language ability 

and language use on the individual level. As stated by Kohnert (2010) a bilingual’s knowledge 

may be different for each language due to social contexts and possibilities. The total scores in the 

result show a higher score for participants that have a longer reported time of exposure to English. 

The result showed that there was a significant difference between these groups, but the significant 

difference was only between participants exposed to English for one year or less and four to five 

years. The legal guardians’ answers on the questionnaire about exposure to English showed an 

ambiguity which probably affected the results for this variable. There were also only a few 

participants in the group that had been exposed to English for six to eight years, which might have 

affected the result for this group. The significant difference as well as the medium correlation 

between total score PSG and exposure to English indicated that the variable exposure to English 

had an influence on the participants’ performance.  

  

Personal as well as cultural factors may also influence the participants’ performance. During the 

testing several participants appeared to be shy, which might be related to the number of omitted 

answers. Adding an introducing activity before the test might have been helpful. However, the 

schools did not want the participants to be away from their regular teaching for too long. The 

classes in Kenya are often passive and quiet (Ackers & Hardman, 2001) and the talking in the 

classroom is dominated by the teacher (Sure & Ogechi, 2009). Another cultural aspect is that a 

child may have a dislike to talk when in focus (Greenbaum & Greenbaum, 1983). It is therefore 

uncertain if the participants were shy or if it was an influence from their school environment. In 

Kenyan primary schools teachers often use question-answer strategies while asking for facts in the 

classroom, which leads to single word answers from the children (Sure & Ogechi, 2009). This can 



 

35 
 

be an underlying reason for the unfamiliarity on multiple-choice items that Hambleton (1993) 

means is common in some cultures. This unfamiliarity was observed in the present study.  

 

6.1.1 Phonology 

Both grades received high scores in expressive phonology and there was no significant difference 

between the grades on this subtest. This is consistent with what Paradis et al. (2011) wrote, that 

children between four and eight years old who have been exposed to English as L2 for about a 

year in school have a correct pronunciation in more than 90% of the time. Three participants gave 

incorrect answers under expressive phonology. They produced the phoneme /s/ as /θ/ or /ʃ/. 

According to Paradis et al. (2011) these three fricative consonants are among the most difficult 

phonemes to produce and take a longer time to acquire. However, this sound substitution in the 

present study might be an articulation issue due to a slight speech output impairment rather than a 

problem with their English phonology.  

 

In the SLAP-R material all phonemes are not included, for example /θ/ and /ð/ are excluded since 

they are often substituted with /d/ and /z/ in different types of African English (Hartley & Krämer, 

2013). Paradis et al. (2011) claim that these phonemes are two of the most difficult phonemes to 

produce. Since all phonemes are not included in the material it is not possible to comment whether 

Kenyan children have difficulties with other phonemes or not.  

 

In receptive phonology the majority of the incorrect answers for task number 13 were that the 

participants pointed to sheep instead of ship. However, this change of phoneme might be a result 

of how this word is pronounced in the variety of English that the children have been exposed to. 

This would in that case not indicate an incorrect answer, but instead it is consistent with the type 

of English that the participants are used to. 

 

6.1.2 Semantics 

According to Lûdi (2003) bilinguals can code-switch to fill in the right word that is not accessible 

at the point of utterance in one of the languages. During the testing of the present study, it occurred 

that participants answered in Kiswahili instead of English. The participants gave the highest 
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frequency of answers in Kiswahili in the subtests that tested semantics; vocabulary objects, 

expressive semantics and receptive semantics. The code-switching most often occurred in separate 

clauses or sentences, this type of code-switching is called intersentential (García (2009). Kenya is 

a country with diglossia, which means that Kenya is bilingual on a social level (García, 2009). In 

Kenya both English and Kiswahili are official languages (Laws of Kenya, 2010) and these 

languages are normally mixed in the Kenyan society. The mix of languages often occur in the same 

sentence and this could be an underlying reason to the answers in Kiswahili in the present study. 

This is important to consider while testing bilingual children in a society with diglossia. However, 

it is also likely that the participants simply did not know the English words. The teachers for the 

participants in the present study used mostly Kiswahili in the classroom, but tried to use English 

as much as possible. This means that the participants were used to switching between the languages 

in the classroom.  

 

Milton (2009) argues that L2 learners are very sensitive to the frequency of words. In vocabulary 

objects one of the pictures illustrated yam. For this task, 88.24% of the participants gave an 

incorrect answer and the remaining 11.76% of the answers were omitted. This result could either 

indicate an ambiguity regarding the picture or that it was not a high frequent word in the 

participants’ environment (Milton, 2009) and therefore not a part of the participants’ active 

vocabulary. García (2009) refers to diglossia as a society that uses high or low variety of a language 

in different functions. The high variety of a language is used for prestigious functions, while the 

low variety is used in ordinary functions. This means that the children can have one lexicon at 

home and another in school. Most children start to learn English in school (Hartley & Krämer, 

2013; Sure & Ogechi, 2009) and in the present study most participants spoke Kiswahili at home. 

The word yam was, according to the result, not in the participants’ active vocabulary lexicon in 

English, but it is uncertain whether the participants had this word in their lexicon in Kiswahili. By 

adding a follow up question it would have been possible to find out if the child had this word in 

their Kiswahili lexicon or if it was unknown to the child.   

 

6.1.3 Grammar 

The word order is the same in both Kiswahili (Alcock & Ngorosho, 2004) and English (Lee et al., 

2013). For this parameter in the UELS, 69.12% of the participants were scored for having a correct 
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word order. One explanation to this high result could be that the participants do not have to learn 

a new word order when learning English as L2. Of the participants who did not score a correct 

word order, 5.88% did not give an answer and 25.00% only produced single words.  

 

The participants received the lowest score of all subtests in expressive grammar. Early acquired 

grammatical morphemes according to Paradis et al. (2011) are the progressive -ing and plural -s. 

In the present study 91.18% gave a correct answer regarding the plural -s and 29.41% gave a 

correct answer for the progressive -ing. According to Krashen’s (1981) second language 

acquisition theory late acquired morphemes are usually possessive -s and past tense -ed. The results 

for these morphemes in the present study were 5.89% correct answers for possessive -s and 5.88% 

correct answers regarding past tense -ed. Even though there are cultural aspects regarding the test 

situation and type of required answers that may complicate the test situation (Ackers & Hardman, 

2001; Greenbaum & Greenbaum, 1983; Hambleton, 1993; Sure & Ogechi, 2009), the present result 

was in line with Krashen (1981) and Paradis et al. (2011). This indicated that SLAP-R captures 

these early and late acquired morphemes.  

 

6.2 Methodological discussion 

The questionnaire contained questions about the child’s language background and development as 

well as hearing. For the children to be able to participate in the study they had to have typical 

language development and do not have or have had any hearing difficulties. In the present study 

the parents’ answers determined whether the child was included or not. It was not completely 

guaranteed that a child could not have had a language delay or minor hearing difficulty. This could 

have affected the test result. However, no difficulties regarding language development or hearing 

were observed by the examiner. The teachers did not comment on any difficulties that they had 

observed in the children, which is further evidence that the children did indeed have normal 

language development.  

 

6.2.1 Exposure to language – a problematic concept 

According to Flege (1999) it is necessary to use chronical age or length of residence in the L2 

environment when comparing groups who started to get exposed to L2 at different times. 
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According to Sure and Ogechi (2009) the majority of Kenyan children do not have any English 

competence when they start school. Based on this, number of years in school (grade) was used as 

a variable in the present study when researching English as a second language.  

 

According to the legal guardians’ answers in the questionnaire a few participants had only been 

exposed to English for a few months. However, all schools started to teach English during 

preschool and one of the inclusion criteria was that the participants had attended preschool at their 

current school. This indicated that there were differences in the interpretation of what the question 

about exposure meant. In the present study 16 participants were excluded in the statistical analysis 

regarding exposure to English, since the answer was omitted or unusable in these cases. In addition, 

the questionnaire also provided information about the children’s languages. These answers also 

included an uncertainty about whether Kiswahili was the child's first or second language and which 

language the child was exposed to first. The questions in the questionnaire provided information 

that all children did not have English as their first language. It also gave information about what 

language/-s the child spoke before he/she started to be exposed to English. However, if the child 

had been exposed to two languages before English it was not clear which of the languages that 

were L1 and L2. The questionnaire is meant to be used in an interview (Hartley & Krämer, 2013). 

This would reduce the possibility of different interpretations and also minimize the amount of 

omitted answers, since the questions could be followed up with supplementary questions. An 

interview, in the present study, may also have excluded the possibility of participants being 

excluded from the study because their legal guardians were illiterate. However, interviews could 

not be conducted in the present study due to the time limits and number of participants in the 

study’s design.  

 

According to Hartley and Krämer (2013) SLAP-R should be used for children who have been 

exposed to English for at least 18 months. This was a problematic aspect in the present study, since 

the quality of exposure was not described in the test manual. According to the literature about 

exposure to languages the exposure may vary a lot between different individuals (Riquelme & 

Rosas, 2010). The independent variable exposure to English in the present study’s design was 

based on the legal guardians’ answer in the questionnaire.  
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6.2.2 Test validity 

The subtests phonology, semantics and grammar consisted of various ways of asking questions 

and also demanded different types of responses from the participant. Some participants had 

difficulties of changing their type of response so often. This was for example observed when the 

participants used the type of answer that was requested in the previous task. If the participant was 

shy it took a longer time before he or she was more active. In several cases the participant began 

to be more active in the middle of the subtest receptive phonology. However, many participants 

got quieter during the tasks 18 to 20 that tested receptive intonation and stress. This might be 

because it was a new type of task and also the first task without any visual clues. Some tasks 

consisted of multiple-choice items. Hambleton (1993) describes multiple-choice items as a 

possible problem since some cultures are not familiar with this kind of format. There were some 

participants, mostly in grade one that did not understand that they in some tasks were supposed to 

choose one picture and then point at it. It might have helped with a few test tasks in the beginning 

of SLAP-R where the participants could practise on different types of tasks that occur in the test. 

This would help the participants to get familiar with the types of responses they need to give.  

 

In the present study an alteration with task 58, fast - faster - fastest, was made. The reason for this 

alteration was to avoid that the participant would think that the task consisted of different 

adjectives for each picture and not a comparative adjective in its three forms. Since this would lead 

to the participant pointing at the picture of the plane when it heard fast. However, even though this 

alteration was made only two participants completed the task correctly. There were 22.06% of the 

participants that gave a response that consisted of car – plane – bike. One explanation to this 

response could be that the participant thought that the car was fast and pointed at it. Then the 

participant heard faster and knew that a plane was faster than a car. However, at last the participant 

heard fastest and then only had the picture of the bike left to point at and chose that picture.  

 

6.3 Conclusion  

The results in the present study illustrated that the total score of phonology, semantics and grammar 

(PSG) had a large correlation with grade, a small correlation with age and a medium correlation 

with exposure to English. This indicated that grade had the largest effect on the participant’s 
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performance in English as a second language. There were significant differences for total score 

PSG and all subtests, except expressive phonology, between grade one and two. The analysis 

between the age groups indicated significant differences in total score PSG, receptive phonology, 

expressive semantics and receptive semantics between age group six and age group seven and/or 

eight. Additionally, the analysis between the groups of exposure to English indicated significant 

differences for total score PSG and expressive semantics between the participants that had been 

exposed to English for one year or less and four to five and/or six to eight years. The participants 

gave the highest amount of omitted and incorrect answers in the subtest expressive grammar and 

the lowest in expressive phonology. These answers were mainly incorrect due to other reasons 

than the answer being made in Kiswahili. In the present study some problems regarding the scoring 

of UELS was discussed. However, this part gives the examiner a quick cross-check on how the 

child performs in spontaneous speech. The results implied that SLAP-R may be used for Kenyan 

children in both grade one and two that attend a public school and have attended preschool. Since 

there is a lack of speech and language assessment tools in Sub-Saharan Africa this tool is a good 

beginning of filling this gap. It gives the examiner a quick overview of the child’s knowledge 

regarding expressive and receptive phonology, semantics and grammar. Another positive aspect 

of the instrument is that it is a free and convenient material to carry around and this easy access is 

needed for Sub-Saharan Africa.  

 

6.4 Future studies  
There is a need for more studies in Sub-Saharan Africa to gain a greater understanding about 

children's linguistic abilities in this geographical area. It is also important to raise further awareness 

about communication difficulties. For future studies a more detailed instruction for the ultimate 

expressive language skill (UELS) is desirable to ensure reliability and consistency in how the test 

is conducted. It would also be interesting to explore the performance of English as a second 

language using SLAP-R in Kenyan private schools since there is a difference in English education 

between the public and the private schools. 

  



 

41 
 

7 References 
 

Ackers, J., & Hardman, F. (2001). Classroom interaction in Kenyan primary schools. Compare, 

31(2), 245-261. 

  

Alcock, K. J., & Ngorosho, D. (2004). Interaction between phonological and grammatical 

processing in single word production in Kiswahili. Language and speech, 47(1), 1-30. 

 

Baker, C. (2011). Foundations of bilingual education and bilingualism. Multilingual matters. 

  

Berkes, E. & Flynn, S. (2012). Enhanced L3...In acquisition and its implications for language 

teaching. In. Gabrys-Barker, D. Cross-linguistic Influences in Multilingual Language Acquisition 

[Electronic Resource]. (pp. 1-22). Berlin, Heidelberg: Springer Berlin Heidelberg.  

 

Brassard, M.R. & Boehm, A.E. (2007). Screening Practices and Procedures. In. Brassard, M.R. & 

Boehm, A.E. (pp. 133-169). Preschool assessment [Electronic Resource] principles and practices. 

New York: Guilford Press. 

 

Börjars, K. & Burridge, K. (2010). Introducing English grammar [Electronic Resource]. (2nd 

ed.) London: Hodder Education.  

 

Capone, N.C (2010). Language assessment and interventions: a developmental approach. In. 

Shulman, B.B. & Capone, N.C. (red.). Language development: foundations, processes, and clinical 

applications. Sudbury, Mass.: Jones and Bartlett Publishers. 

 

Crago, M. B., Eriks-Brophy, A., Pesco, D., & McAlpine, L. (1997). Culturally based 

miscommunication in classroom interaction. Language, Speech, and Hearing Services in Schools, 

28(3), 245-254. 

 

Cohen, J. (1992). A power primer. Psychological bulletin, 112(1), 155. 

 



 

42 
 

Currie, T. E., Meade, A., Guillon, M., & Mace, R. (2013). Cultural phylogeography of the Bantu 

Languages of sub-Saharan Africa. Proceedings of the Royal Society B: Biological Sciences, 

280(1762), 20130695. 

  

Deen, K. U. (2005). The acquisition of Swahili (pp. 6-37). Amsterdam, NLD: John Benjamins  

Publishing Company. 

 

Dulay, H. C., & Burt, M. K. (1973). Should we teach children syntax?. Language learning, 23(2), 

245-258. 

  

García, O. (2009). Bilingual education in the 21st century: a global perspective. Malden, MA: 

Blackwell Pub. 

 

Greenbaum, P. E., & Greenbaum, S. D. (1983). Cultural differences, nonverbal regulation, and 

classroom interaction: Sociolinguistic interference in American Indian education. Peabody 

Journal of Education, 61(1), 16-33. 

 

Hambleton, R. K. (1993). Translating achievement tests for use in cross-national studies. 

 

Hartley, S. & Wirz, S. L. (2002). Development of a ‘communication disability model’ and its 

implication on service delivery in low-income countries. Social science & medicine, 54(10), 1543-

1557. 

 

Hartley, S., & Krämer, A. (2013). Spoken Language Assessment Profile – Revised Edition: 

Manual. From http://www.slap-r.com/ 

 

Fishman, J. A. (1991). Reversing language shift: Theoretical and empirical foundations of 

assistance to threatened languages (Vol. 76). Multilingual matters. 

 

Flege, J. (1999). Age of learning and second language speech. In. Birdsong, D. (red.). Second 

language acquisition and the critical period hypothesis (pp. 101-131). Mahwah, N.J.: Erlbaum. 

 



 

43 
 

Jessner, U. (2006). Linguistic awareness in multilinguals: English as a third language. Edinburgh 

University Press. 

 

Jochmann, A. (2006). Speech and language treatment in East Africa. Retrieved September, 2014. 

From  http://www.asha.org/Publications/leader/2006/060207/ f060207b.htm. 

 

Kanana, F. E. (2013). Examining African languages as tools for national development: the case of 

Kiswahili. Journal of Pan African Studies, 6(6), 41. 

 

Kohnert, K. (2010). Bilingual children with primary language impairment: Issues, evidence and  

implications for clinical actions. Journal of Communication Disorders, 43, 456-473. 

 

Krashen, S. (1981). Bilingual education and second language acquisition theory. In. Schooling and 

language minority students: A theoretical framework. (pp. 51-79). Evaluation, Dissemination, and 

Assessment Center, California State University, Los Angeles. 

 

Krashen, S. D., Long, M. A., & Scarcella, R. C. (1979). Age, rate and eventual attainment in second 

language acquisition. Tesol Quarterly, 573-582. 

  

Laws of Kenya (2010). The consititution of Kenya. (Rev. ed.)  Published by the National Council 

for Law Reporting 

 

Lee, E. K., Lu, D. H. Y., & Garnsey, S. M. (2013). L1 word order and sensitivity to verb bias in 

L2 processing. Bilingualism: Language and Cognition, 16(04), 761-775. 

 

Long, M. H. (1990). Maturational constraints on language development. Studies in second 

language acquisition, 12(03), 251-285. 

 

Lûdi, G. (2003). Code-switching and unbalanced bilingualism. In. Dewaele, J. M., & Housen, A. 

(Eds.). Bilingualism: Beyond basic principles (Vol. 123, pp. 174-188). Multilingual matters. 

 

http://www.asha.org/Publications/leader/2006/060207/ f060207b.htm


 

44 
 

Marsh, I., Keating M., Punch S. & Harden J. (2009). Global divisions. In. Marsh, I., Keating M., 

Punch S. & Harden J. (red.). Sociology: making sense of society (4th ed., pp. 357-404). Harlow, 

England: Pearson Longman. 

 

Milton, J. (2009). Measuring second language vocabulary acquisition. Multilingual Matters. 

 

OECD (2003a). National language. In. Glossary of statistical terms. Retrieved 5th of May 2015 

from https://stats.oecd.org/glossary/detail.asp?ID=5589  

 

OECD (2003b). Official language. In. Glossary of statistical terms. Retrieved 5th of May 2015 

from https://stats.oecd.org/glossary/detail.asp?ID=5590 

 

Osgood, C. E. (1977). Objective indicators of subjective culture. Annals of the New York Academy 

of Sciences, 285(1), 435-450.  

 

Pallant, J. (2005). SPSS survival manual: a step by step guide to data analysis using SPSS for 

Windows (Version 12). (2. ed.) Buckingham: Open University Press. 

 

Paradis, J. (2009). Second language acquisition in childhood. In Hoff, E. & Shatz, M. (red.). 

Blackwell handbook of language development. (Pbk. ed., pp.387-405) Chichester, West Sussex, 

UK: Wiley-Blackwell. 

  

Paradis, J., Genesee, F. & Crago, M.B. (2011). Dual language development and disorders: a 

handbook on bilingualism and second language learning. (2nd ed.) Baltimore, Md.: Paul H. 

Brookes Pub. Co.. 

 

Riquelme, F. & Rosas, J. (2010). Multicultural perspective. The road to cultural competence. In 

Shulman, B.B. & Capone, N.C. (red.) Language development: foundations, processes, and clinical 

applications. (pp. 349-377) Sudbury, Mass.: Jones and Bartlett Publishers. 

  

  



 

45 
 

Safari, J. F. (2012). Swahili Made Easy: A Beginner's Complete Course (pp. 7-51). Dar Es  

Salaam, TZA: Mkuki na Nyota Publishers. 

 

Snow, C. E., & Hoefnagel-Höhle, M. (1977). Age differences in the pronunciation of foreign 

sounds. Language and Speech, 20(4), 357-365. 

  

Stockwell, R. P., & Minkova, D. (2001). English words: history and structure. Cambridge 

University Press. 

 

Sure, K. & Ogechi, N.O. (2009). Linguistic human rights and language policy in the Kenyan 

education system. Addis Ababa: OSSREA. 

 

The World Medical Association [WMA] (2013). Declaration of Helsinki - ethical principles for 

medical research involving human subjects. (ed. 64). Fortaleza, Brazil: General Assembly. 

Retrieved from http://www.wma.net/en/30publications/10policies/b3/ 

 

Umbel, V. M., Pearson, B. Z., Fernández, M. C., & Oller, D. K. (1992). Measuring bilingual 

children's receptive vocabularies. Child development, 63(4), 1012-1020. 

  

Wu, H. C., Hsu, C. C., Chiu, V., Yeh, Y. J., & Wen, S. H. (2013). Diagnostic validity of the Chinese 

child development inventory in screening children with developmental language delay. Tzu Chi 

Medical Journal, 25(4), 228-232. 

 

Wylie, K., McAllister, L., Davidson, B., & Marshall, J. (2013). Changing practice: implications 

of the World Report on Disability for responding to communication disability in under-served 

populations. International Journal of Speech-Language Pathology, 15(1), 1-13. 

 

 

  

 

  



 

46 
 

8 Appendix 

8.1 Appendix 1. Information letter in English to legal guardians  
 

Information letter to parents/legal guardians 
 

Hello, 

  

We are two students who study the Speech and Language Pathology Program at Linköping 

University in Sweden. During our last semester we will write our master thesis. The purpose of 

our study is to create a reference material for a new assessment material for speech and language 

pathologists in Sub-Saharan Africa. The assessment material examines English as a second 

language. Before the material can be used it needs to be tested on children who do not have any 

language difficulties in order to find out how typically developed children perform. 

  

The testing will take approximately 45 minutes, including breaks, and take place during school 

hours in the school’s facilities. One of the test leaders will conduct the testing. Some parts of the 

test will be audio-recorded for later analysis by the students. Participation is voluntary and the 

child may at any time cancel the participation, and the material will then be destroyed. 

                                                                  

During the testing the child will be asked to name pictures, follow instructions and tell a short story 

based on pictures. The study will be presented and published in a written thesis. The result will be 

presented on a group level, which means that no individual result can be detected.   

  

Please fill out the consent form and answer the questions on the multilingualism form and submit 

to the teacher by ___________. 

  

Best regards, 

  

Therése Karlsson                                   Hanna Lawrence 

xxx@student.liu.se                        xxx@student.liu.se 

  

  

Supervisor:  

Janna Aanstoot, Senior Lecturer in Speech and Language Pathology, Linköping University, 

Sweden. International coordinator of the upcoming Speech and Language Pathology Program at 

Moi University, Eldoret, Kenya.  

xxx@liu.se 
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8.2 Appendix 2. Information letter in Kiswahili to legal guardians  
 

Barua kwa wazazi au walinzi wa kutambulika 
 

Jambo 

 

Sisi ni wanafunzi wawili wanaosomea taaluma ya lugha na unenaji katika chuo kikuu cha 

Linkoping nchini Sweden, katika muhula yetu ya mwisho tutahitajika kuandika (master’s thesis) 

kiini cha utafiti yetu ni kuunda kitabu cha ujuzi mbadala la uchunguzi geni la usemi na 

wanaoshugulika na mambo ya kilugha katika kusini mwa jangwa la sahara. 

 

Hicho kifaa cha uchunguzi  kina chunguza lugha ya kiingereza kama lugha ya pili, kabla kifaa 

hakijatumika kinahitajika kujaribiwa kwa watoto wasio na ugumu wowote katika lugha, ili  

kwamba  kujua ni vipi watoto wanaokuwa  kawaida hufanya. 

 

Majaribio yatachukuwa takriban dakika 45 ikiwa pamoja na mapumziko, na yatafanyika shuleni 

na kutumia  vifaa vya shule, moja wa viongozi wa utafiti watafanya majaribio hayo, sehemu 

zingine za utafiti yatanaswa kwenye kanda ya sauti  kwa uchunguzi ya baadaye, na 

wanafunzi,kushiriki ni kwa kujitolea na mtoto anaweza kataa wakati wowote na kujiondoa katika 

utafiti huu,na yale atakayo kuwa emepeana yataharibiwa. 

 

Wakati wa majaribio, mtoto ataulizwa kutaja picha,kufwata maagizo,na kusimulia hadithi 

kuhusu picha, utafiti utachapishwa na kuandaliwa katika kitabu maalum (thesis) matokeo 

yatatolewa kwa vikundi, hii inamaanisha ya kwamba, hakuna matokeo ya kibinafsi inayoweza 

kuonekana. 

 

Tafadhali jaza fomu ya kibali na ujibu maswali katika fomu ya lugha zaidi ya moja na kupatia  

mwalimu kwa………………………..(tarehe) 

 

Kwa nia njema 

 

Therése Karlsson                                                        Hanna Lawrence 

xxx@student.liu.se                                           xxx@student.liu.se 

 

Nyapara 

Jaana  Aanstoot, muhadhiri mkongwe katika lugha  na usemi chou kikuu cha Linkoping Sweden, 

na ni mpanga ratiba wa kimataifa katika somo linalo kuzwa ya lugha na usemi katika chuo kikuu 

cha Moi, jijini  Eldoret, Kenya 
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8.3 Appendix 3. Consent form in Kiswahili to the legal guardians 
 

Fomu ya kibali kuhusu kushiriki kwa mtoto wako katika utafiti 
 

 

□   Ndiyo mtoto wangu anaweza shiriki katika utafiti 

 

 

Kama jawabu hapo juu ni ndiyo, tafadhali jibu maswali yafwatayo  

          Ndiyo  La 

 

Mtoto wangu anaongea angalau lugha mbili     □  □ 

 

Mtoto wangu anayo lugha nyingine ya kwanza  kando na kiingereza □  □ 

 

Lugha ya kwanza ya mtoto wangu ni…………………………………………… 

 

Mtoto wangu anakuwa vizuri kilugha      □  □ 

 

Mtoto wangu ako/emekuwa na shida ya kusikia    □  □ 

 

 

 

 

……………………………………………                ………………………………………… 

Jina la mtoto                Tarehe ya kuzaliwa 

 

……………………………………………                ………………………………………… 

Mlinzi wa kutambuliwa/sahihi 

 

……………………………………………                ………………………………………… 

Chapisho la jina 

 

……………………………………………     

Jiji na tarehe 

 

 

 

Tafadhali peleka fomu hii la idhini kabla ya tarehe…………………………………………… 
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8.4 Appendix 4. Questionnaire on multilinguality 
 

From http://www.slap-r.com/ 
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