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ABSTRACT 

The purpose o f the study wa s to describe the 

theoretica l basis , operationa l de velopment and pr actical 

a p plicat i on of a l a nguage-arts curriculum based on 

shared exper iences, and de signe d to meet the needs of 

int ermedi a te grade pu~ils wr.o se achievement level has 

been depressed by tempe ramen tal factors. 

There exists a growi ng body of r e search evidence 

that the disorientation of many children from school 

learning activities and their lack of success in 

school are mutually stimulating factors. These appear 

to operate via the individual pupil's perception of 

himself in the school situation, particularly his 

assessment of his capability, adequacy and worth. At 

the same time, the science of psycholinguistics is 

providing information regarding the way in which 

language is acquired by young children, which points to 

a highly successful process of self-teaching by me ans 

of the repeated use of language in cycles of 

communication wi th others. Language, in fact, appears 

to be l earned by the r epeated , and progressively more 

precise, use of langu age, while the self-system 

develops parallel with, (and partly as a f unction of), 

the growing la~0 uage capabi lity. 

The function of language is see n as the 
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translatio n of expe rience into communicat i on and thought . 

The exe rci se of this f unction b y persons par ticipating 

in corn~uni c ation transac tions with o the rs wo uld s eem to 

o ffer both a st a rt i ng point and a basic pattern to 

follow in el a bor a tin~ and expanding the l ang uage skills 

of the p arti c i pants. Their existing st ate of . language 

deve lopme nt , as ascert a ined by scrutinising their 

current language perfor~ance, would seem to be the 

log ic a l data-base u pon whi ch to p lan learning activities, 

while the normal cycle of communication would seem to 

be a process into which activities designed to extend 

and elaborate language might be inserted. If, in 

addition to being made the vehicle for language 

enhancement, the communication cycle could produce 

positive evidence, sat i sfactory to the participants, 

of their capability to produce language, the 

degenerative cycle of disorientation, lack of success, 

and fu~ther disorientati on might be slo~ed, halted or 

even reversed. 

The study, which attempts to meet the above 

conditions, is in two parts. The first outlines the 

formulati on of a theoret ical basis for the proposed 

curriculum developme nt fr om a study of pertinent 

literature,going on to describe the way in which 

language may be stimulated by expe r iences and 

examined by comparison with specially assembled 



criteria, having appropriate learning activities planned 

as a result of the examina ti on. After describing the 

design of learning activities, the first part conclude s 

with a considera tion of the implications of the proposed 

curriculum developmen t for learners, teachers, 

administrators, and the public, and of the limit a tions 

likely to operate upon its implementation. 

The second part of the study is devoted to the 

practicalities of applying an experience-based 

curriculum. The proposed method of language examination 

is explained and a series of check-lists, assembled from 

criteria derived from a wide variety of studies of 

children's language, is presented. This part of the 

study concludes with a series of specimen stimulus 

events and the learning activities arising out of t h em. 

The final pair of this series, having been fully 

implemented in the classroom, is accompanied by brief 

tape recordings of children's oral responses and an 

individual sample of reading assessment. Typewritten 

transcripts accompany this material, toge ther with a 

sample of the written language output of a class using 

the system. 

Appendices include an analysis of the equipment, 

materials and servjces which would be required to 

implement the system, and a further series of suggested 

stimulus events ready for the development of suitable 
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learning activities. 

The pro po sed cur riculum deve lopment would re~ain 

experimenta l unt il such time as trial impl ementation, 

eval u a t ed by c on tro l l e d e mp i r ic a l procedure s, became 

possible. 

Examiners: 

..,.~ .. /--~..,/...,......._._.,.~A.-~-=--r--'"' - . 
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CHAP TER I 

I NTRODUCTI ON 

Pu rpose , Oriains and Nature of the S t udy 

- The Lanauaae Experience App ro ach Developed for 

I nt e r medi c te Grad e s 

The aim of t he s t udy was to develop a language 

arts curriculum met hod for the intermediate grades in 

which shared experiences would stimulate the production 

of languag e by the pupils, this language being recorded, 

typed or printed, then used both as basic reading 

material and as a source of data for the planning 

of learning activities. 

The method was intended primarily to meet the 

nee ds of temperamentally handicapped pupils, (Stott, 

1971, also review and definition of terms, q.v.), but 

was considered capable of wider application. 

In developing the method from an existing one, 

(Evanechko, 1972), an elaborated model for its 

application was designed and the functioning of this 

model was illustrated by the production of a series 

of specimen l e ssons. 

Origins of the Study 

The use of the exper iential stimuli for langua ge 

production couple d with positive acceptance of the 



pupils' language output in all forms, and i l s 

transcription into printed form for reading, 

discussi on, display and use as the data base for 

planning l e arn i n g activities have proved fruitful 

strategie s for the writer during a period of three 

years as a teacher of emotionally disturbed children. 

Population. 

The incidence of emotional disturbance in the 

general school population is uncertain but estimates 

vary from 10%, (Bower, 1958; Laycock & Findlay, 1969), 

to "over 20% with no clear cut-off point", (Stott, 

1971). Certainly many more children than those 

officially recognised as emotionally disturbed and 

referred for special treatment, do, in fact, 

experience some degree of emotional discomfort in 

their encounter with schools. 

Stott, (1971), pointed out a group of such 

children, who, he suggested, formed a further 10% 

of the school population, over and above the 13% 

of boys and 7% of girls normally identified as 

requiring special educational provision on emotional 

grounds. These he destribed as "temperamentally 

handicapped", in that their learning ability was 

impaired by temperamental factors. These 

temperamental factors were less severe than would 
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lead to their inclusion in the group des~ribed as 

emotional l y disturbed, indee d such children were 

unlikely to b e so identified b ecause they were adept 

at ad ju s ti ng t hei r behaviour so as to avoid giving 

evi 2enc e of c onflict. 

The present study is concerned with the 

development of a language arts curriculum method 

suited to the needs of temperamentally handicapped 

children. Since these children inhabit regular 

classrooms and since the condition of temperamental 

handicap is believed to affect, to a lesser degree, 

many more pupils than the basic 10%, (Stott, 1971), 

the development will proceed on the assumption of a 

regular classroom setting for the work suggested. 

In order to reach the target population, it will be 

necessary to provide a programme which will meet the 

needs of capable, well-adjusted pupils, while having 

particular relevance for those whose emotional 

adjustment adversely affects their performance in 

traditional learning activities. 

Summary of the Problem 

l.A significant section of the school 

population seems, from observation and from research 

evidence, to be preve nted by temperamental factors 

from developing efficient learning strategies, 

resorting ins t ead to avoid anc e or defensive techniques 
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which result in lowered achievement and aggravation 

of the temperament a l handicap. 

2.The use of faulty learning strategies in language 

arts activi t ies, as well as resulting in lowered 

achievement in this area, will adversely affect 

performance in other subject areas, since language is 

the medium of communication, thought, learning, and 

instructional messages. 

3.The pupils considered by the researchers to be 

temperamentally handicapped are not currently 

recognised officially as having special needs and are 

accommodated in regular classes. 

Action Proposed 

In the project which follows an attempt has been 

made to rationalise and develop systematically a 

method of applying to the regular school situation 

a technique which, when used experimentally with 

small numbers of severely emotionally disturbed pupils 

from 1970 to 1973, was successful in stimulating 

language use and development. Though independently 

arrived at, this method bears strong resemblance to 

the "language experience" method, (Stauffer, 1970), 

which is sometimes used to initiate reading with very 

young children, or with older pupils who have long­

standing difficulties. It has, however, been 
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extended in c ertain ways. The use of language, in 

a cycle of communication, : s to be stimulated by 

means of provocative experiences. Provision is to 

be made for the recording on tape, and subsequently 

in print, of l a r ge volune s of language. A system 

of language examination, here called "scanning", is 

to be instituted, the results of which will form the 

basis for the selection of language learning and 

development activities. Though aimed a€ pupils who 

suffer a degree of temperamental handicap, the 

curriculum will be capab le of application to the 

regular classroom situation, since the target 

population is included in the regular population 

and the method is considered equally viable for 

capable and well-adjusted pupils. 

The study has two parts. Part One consists of 

Chapters I to V inclusive, while Chapters VI and VII 

make up Part Two. A bibliography relating to both 

parts follows Chapter VII. The study concludes with 

an appendix which summarises the materials and 

services wh ich would be r equired by the proposed 

curriculum. 

In Part One, Chapter I introduces _ the study, 

def i ning the problem, the population of intere st, 
/ 

the action proposed and the terms used in Part One. 

Chapter II consists of a review of related literature, 
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with a summary. In Chapter III the theoretical basis 

of the curriculum method is outlined and an operational 

model is illustrated. The selection and .design of 

learning activities are the subjects of Chapter IV. 

Chapter V concludes Part One by considering the 

implications and limitations of the proposed me thod, 

together with some suggestions as to the possible 

directions of further study and possible changes 

which may arise from any implementation of the 

proposals of the pre sent work. 

Part Two seeks to iliustrate the functioning of 

the curriculum method. In Chapter VI a general 

introduction to the specimen learning activities is 

given, terms used in Part Two are defined, and an 

explanation of t he nature, limitations and uses of a 

series of special language evaluation check-lists, 

synthesised for the purpose of "scanning'' language 

so as to arrive at instructional dacisions, is 

presented. The chapter includes copies of the lists. 

Chapter VII consists of a series of experiential 

stimuli and specimen learning activities of the kind 

which would arise from the exposure of classes to them, 

with scrutiny of their language, using the check-lists. 

Certain of these specimen activities are factual reports 

on implementation, and samples of this language 

accompany the study. The learning activities illustrated 
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in this chapter are interspersed with brief reports on 

language in which the use of check-lists is indicated. 

The study is not intended to have any empirical 

element at this time. Any implementation of the 

recommendations of this study will, of course, remain 

experimental until evaluated by c ontrolled empirical 

procedures. 
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DEFINITION OF TERMS 

Most terms used in this study are either in 

common use in educational literature or are fully 

explained as they appear in the text of the study. 

Those which are used in such a way as to have 

subtleties of meaning peculiar to the present work 

are defined below. 

Cognitive Dissonance - A perceived incongruity with 

previous knowledge or experience, suggesting 

a need for further investigation. 

Contaminating Variables - Factors likely to render 

the results of experiments invalid. 

Convergent Thinking - The kind of thinking called for 

in problem situations which have only one 

"right" answer, calling for a "narrowing 

down" of the thinking about the situation. 

Discrepant Event - Akin to Cognitive Dissonance, 

an occurrence or manifestation differing from 

that which has been customary, calling for 

fresh mental accommodation. 

Disoriented (pupils) - Applied to pupils who no 

longer share the aims and values implicit in 

the operations of the school system, by 

reason, it is thought, of the negative 
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effect of their school experience, which has 

been characterised by a lack of success, upon 

their e motio ns. 

Diverg en t Think ing - The t ype of thinking called for 

in problem situations which admit of several 

possibl e so l uti ons, orig inality being encouraged 

in their f ormulation. Often characterised as 

being "creative". 

Emotionally Disturbed (pupils) - Those pupils whose 

emotional state is so unstable as to cause 

their participation in regular schooling to be 

impracticable, and posing a need for special 

educational provision. 

Experiential Stimulus ) 
and Stimulus Event ) - An experience for pupils, 

arranged or selected with a view to stimulating 

the use by them of language. 

Feedback - Return information regarding the effects 

of an action or message, influencing future 

actions or messages. 

Intention - Used during the explanation of the 

theoretical curriculum model, and the 

subsequent description of the design of 

curriculum units, to signify an initial 

instructional aim. Associated with the term 

"objective", in that the general objective is 

transformed, (Figures 4, 5, 6.) to an 
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intention by the process of s e lection. The 

intention is next modifie d by determining 

vari ables , bec oming t h e profile of a learning 

activity or e xperience . ( See also "profile " 

below). 

Langua g e Acquisiti ~n - Th e process of becoming capable 

in the language of one's environment, as in 

the young ch i ld's pre-school learning of oral 

language. (In this study, the language 

discussed is English, only). 

Language Experience - A system of initiating reading in 

the early school years, whereby language is 

generated about events or features of i mmediate 

interest and direct experience, is printed on 

charts by the teacher and then becomes the focus 

of the language study, a store of such language 

being accumulated, read and used in writing. 

This can be the main thrust of early reading 

programmes, but is, oftener, one of many early 

approaches. 

Learning Strategies - Ways in which, it is believed, 

learners approach the business of learning or 

acquiring the basis skills a nd knowledge 

required for competence, especially, in the 

case of this study, c oncern is with the language 

arts. The term includes such factors as the 

intensity and duration of the pupil's attention, 
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whether or not this appears to focus on relevant 

or irrelevant features of messages, what connection 

pupils seem to make between cause and effect, and 

how will ing they are to eng a ge in communication 

with the te a che r rather than attempting simply to 

placate him. 

Learning Strategies, Faulty - (also referred to as 

pseudo-adjustments), - Ways in which learners 

approach the tasks, (as they see them), of 

learning, which are unprofitable for them. These 

are thought to be temperamental in origin and 

include inattention, unwillingness to respond, 

insufficient attention, capricious or 

inconsequential answering so as to stave off 

unwelcome tasks, and so on. 

Phenomenological - Applied to a school of psychological 

thought which emphasises the unique nature of each 

individual, who needs help in his striving to 

"grow" in the sense of causing his ideal self 

to be actualised. The individual's field of 

perception is seen as controlling the learning 

which is possible at any t i me, things outside 

it being irrelevant. The supporters of these 

theories are much concerned with the emotional 

well-being of the individual. 

Profile - (see also "intention" above). The name used 

in this study for the shape and form of the 
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learning activity or experience decided upon by 

the te a cher, wh e n he has modified his instructional 

inten t i ons in the light of the determining variable 

fac tor s aris ing from the nature of the learners 

and thei r environme nt. (Figures 4, S, 6). 

Reliability - In discu ssing tests or measuring 

instruments, this means the ability of the test 

to give the same or closely similar results on 

separate occasions of use. 

Scanning - Used in this study to mean the examination 

or scrutiny by the teacher of children's oral or 

written language so as to identify points at which 

to start at t empting the elaboration and improvement 

of their performance. 

Self-Concept and Self-Esteem - Also referred to as 

"self-appra isal", "self-perception", etc., (see 

review of literature). A person's opinion and 

·feelings as to his worth and capabilities, 

particularly as this is perceived by him in 

relation to the setting in which he is expected 

to learn. 

Temperamentally Handicapped Applied to pupils who are 

sufficiently disturbed emotionally by their 

school experience to resort to avoidance or 

inappropri a te learning strategies, while not 

necessarily exhibiting behaviour which would lead 

to their being classified as "emotionally 
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disturbed", as described above. (see also 

"disoriented" above). 

Validity - In discussing test3 or measuring instruments, 

this means the ability of the test truly to test 

the quality or attribute which it professes to 

test. The term, in psychological measurement has 

several subdivisions of meaning. Here "construct" 

validity is implied. 
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CHAPTER II 

REVIEW AND DISCUSSION OF RELAT ED LITE RATURE 

1. The Disoriented Puoils 

The estrangement of othe rw i se capabl e pupils from 

the go als , values a nd prac tices of the schools may 

have a n umber of causes. One of these may be 

emotiona l disturbance, which can arise from the pupil's 

reac t ion to the demands and expectations .of school, or 

from external factors, or from a combination of the two. 

14 

In this study the term "temperamentally handicapped", 

(Stott, 1971, p. 38), has been used since it conveys well 

the idea that there exists a group of pupils whose 

ability to profit from school learning situations is 

curtailed because they adopt faulty learning strategies 

due to a measure of maladjustment. 

Their number has been long estimated at some 10% 

of the school population. Bower, (1958, p. 627), states 

that, "d t least three children in every classroom" 

have emotional problems strong enough to be regarded 

as'~motionally disturbed children". Laycock & 

Findlay, (1969), thought that the proportion of such 

children in British Columbia was of this order. Here, 

it should be noted that the term ''emotionally disturbed" 

was used to mean "requiring exceptional treatment". 

Stott goes further in his estimate, pointing out that 

the de gree of disturbance is a'~ontinuum with no 



clear cut-off point", (1971, p. 38), and stating that, 

"in addition to the 13% of boys and 7% of girls" 

commonly accepted as being seriously disturbed, (by 

common cri teria) , a further 10% of children in schools 

have a "degree of behavioural handicap", being 

disturbed enough by their encounter with school to 

resort to " pseudo-adjustmen ts" in the form of faulty 

learning strategies or avoidance techniques. If Stott's 

"further 10%" is added to the accepted figure of a 

basic 10%, then provision for as much as 20% of 

emotional disturbance in classrooms appears to be 

needed. 

Holbrook, reporting on his project for teaching 

English to disoriented and rejected students in the 

lower ability ranges of the British Secondary (Modern) 

Schools, maintains that "something like four out of 

20" of them were "actually mentally ill", (1964, p. 22). 

The comparison, from another country and educational 

system, yet arriving at such a similar proportion of 

estimated disturbance in pupils, is not without point. 

While the manifestations of disorientation are 

either overtly emotional, in severe disturbance, or shown 

as educational under-achievement, as postulated by 

Stott, (above), the primary sources of disorientation 

may well not be the emotional state of the pupils. 

This, indeed, may be an effect rather than a cause. 

The clash of cultural values which is inseparable from 
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the school situation of disadvantaged children is well 

documented. 

White, (1971), describing the 20% of the United 

States school population whom he def i nes as 

disadvantaged , (a percentage which, he f orecasts, may 

be expected to double within a lifetime), points out 

that most disadvantaged pupils, especially those socio­

economically disadvantaged, are equipped neither 

cognitively nor affectively to cope with the middle 

class -0riented school system. Bernstein's much-quoted 

statement, (1961), that disadvantaged children do not 

share the language-meaning system which dominates the 

school is another widely accepted pointer to the near­

certainty of emotional discomfort in a varying but 

considerable section of the school population. 

Earlier writings than White's on the subject of 

disadvantaged children, (Passow, Goldberg & Tannenbaum, 

1967), and cultural deprivation in children, (Bloom, 

Davis & Hess, 1965), stress the emotional turmoil 

cuased by the conflict of cultures in the present 

school situation, often concentrating on the adverse 

effects on the self-concept or self-image of the pupils. 

All the foregoing sources also state that the group 

characterised as "disadvantaged" or deprived is not 

narrowly confined to any one socio-economic stratum 

or racial group. 

Several major studies have examined the changes 
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in self-estee m as child ren proceed th r ough the school 

system. An early e v alua tion of this kind r e ported a 

decline from 84% of t h e c hildre n exhibiting pride, as 

measured by t he tes ts used , when in Grade Three, to only 

53% in t hi s frame of mi nd by Grade Eleven, ( Morse, 1964). 

Subsequent studies of a similar nature have p~oduced 

similar re s ults, (Brook over, et al., 1965; Yamamoto 

et al., 1969). This lends some significance to the 

opinion of Haaren, (in Purkey, 1970), that his 

findings indicated a better predictive property in 

measures of self-concept than in measures 6f 

intelligence quotient for assessing future academic 

progress. 

The concept of childre n, disoriented from the aims 

and methods of the schools, resorting to various avoid­

ance and faulty learning strategies has been given 

great publicity by the popular writings of Holt, (1964, 

1967). Though based upon the observation of specific 

cases, recorded in somewhat anecdotal fashion, these 

accounts have aroused much sympathetic reaction from 

educators and the general public, regardless of thei~ 

less-than-scientific basis. 

In summary , the children towards whom the attention 

of the present work is d i r ected are the ones of whom 

Stott, (1971, p. 38) has said: 

'~he main body of th i s monogr a ph has had t o do 
with the temperamental l y handicapped b ecause they 
present the most press i n g problems to the teacher 
and because very expl icit a nd well t hough t out 
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programmes are required for them in order to avoid 
educational and social disaster. But they are not a 
class anart . Wh e n we try to define maladjustment , 
(and the learn ing disabilities it brings in its train), 
we are con f ronted with a continuum wi th no clear cut­
o ff point . By commonly- accepted cri ter fa some 13% 
of boys a nd 7% of girls a r e rated as maladjusted in 
t he ser. ce that their b e ~aviour handicaps are 
seriously injurious to t hemselves and pos s ibly also to 
other peop le . ·:-n 2.::c a re, however , ano the r 10% o f bo ys 
a nd oirls who, because of a degree of behavioural 
handicap, are by no means making the best social 
adj ustment or the best use of their capabilities. 
Because the learning situation, as these children 
find it in ordinary schools, presents them with so 
many uncertainties which are apt to undermine their 
confidence, and demand an ability for reflective t hought 
which they lack either from temperament or training, 
their weaknesses will be more apparent in their learning 
failure, (or in achieving less than their potential), 
than in social adjustment." 

(emphasis by underlining added by the present 
writer) 

These children will, it is suggested, be 

characterised by low apparent achievement in school 

subjects, particularly in the language arts, a low level 

of self esteem, particularly in the school situation, 

lack of motivation, and inattention exercised on a 

selective basis. These implications are drawn from 

the Stott monograph. In succeeding sections of this 

review, evidence in support of these suppositions, drawn 

from a variety or sources, is offered. 

Recommendations for the educational treatment of 

the section of the school population described above, 

and r eferred to as "temperamentally handicapped", 

include:-

(a) behaviour modification, with tangible 

reinforcements and the planning of an 
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"attractive programme" (Stott). 

(b) "••• the exploration of inward phantasy and 

the expression of it in many forms, but 

chiefly in words , by imaginative composition 

of all kinds. Thi s should be the basis of all 

their work but in English it is the- root of 

literacy" (Holbrook). 

Cc) provision of warm, friendly positive teaching 

by a worthy "model" to imitate, enhancement 

of self-concept, pupil participation and 

much flexibility in lesson planning. (White). 

19 

(d) teaching in small classes, highly prescriptive, 

with many built in small steps of success. 

Parallel education of the parent. (Bloom et al.) 

Ce) the provision of experience with the real 

world, or as much of it as can be brought into 

the class situation, the offering of 

guidance, the acceptance of the ·children's 

responses and questions, then "get out of 

the way" (Holt). 

(f) the building cf a positive, acceptable 

self-concept, with the concomitant reduction 

of anxiety. (White). 

(g) individualising instruction, improving the 

language patt e rns and improving self-concept 

(Goldberg, in Passow et al., 1967). 



(h) pre-school exper ience and activity with a 

view to e motional development. Matching of 

experience s i n t he Piagetian sense, us i ng 

Montessori as a guide. T~e emotional climate 

of t he d e velo p i ng person is seen as 

inextricably interwoven with his cognitive 

funct ions. ( Mc.v. Hunt, 1961). 

In the proposed approach, many of the above 

suggestions are to be heeded. All language-use 

situations are to be experience-stimulated, at least 

initially. The oral responses of all pupils, (their 

area of greatest confident skill) , will be the base 

for initial recording and subsequent learning activities. 

Positive reinforcement, provided by evidence of successs, 

will attend the conversion of oral language to printed 

material by transcription. Since the data base for 

language instruction will be the language emitted by the · 

pupils, the approach would seem to be individual. 

Regard will be paid to the Piagetian "match" in the 

planning of learning experiences, since inductive ones 

will precede deductive ones. 

The theoretical basis of the proposed curriculum 

development is one of the st imulation of a communication 

cycle by present ing the pupils with noteworthy 

experiences designed to provok e the use of language. 

Into this cycle will be inser t ed langu age learning 

experiences designed to enh a nce performance. These 
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will have been based on information gained by monitoring 

existing performance and will have been modified in the 

light of the determining variables of the learning 

situation . 

In this way , it is intended to provide learning 

activities specific to the perceived needs of· each 

situation and c apable of rapid modification in response 

to changed performance. The enhancement of the pupils' 

self esteem in situations of language learning and use 

is tobeattempted by placing before them, almost daily, 

evidence of their successful generation of language, in 

the form of a typed and duplicated transcript of their 

language production, to be added to class journals. 

Since the language learning activities proposed are to 

be based on the existing performance of the pupils, the 

opportunities for failure, inherent in attempts to 

perform tasks prescribed by texts or courses of 

studies, which are necessarily designed for general use, 

are likely to be much reduced. This should certainly 

cause less damage to self esteem and confidence and 

could well enhance them. 

2. Language Development in Children 

The methods by which children acquire language 

competence, (the term is here used in its colloquial 

sense, though in a sense quite parallel to its linguistic 

one), are still the subject of much r e search. As might 
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be expected , workers i n th is field adhere to various 

theoretical v i ews. Broadly t hese may b e divided into 

views b ased on l earning t heories and views based on the 

e merging d i sc ipl i ne o f psycholing u~s t ics. 

In learning theory approaches to linguistic 

per f orma nc e,man i s not seen as having any inn~te 

capacity fo r langu age. He is seen, rather, simply as 

a superior lear ner, (Williams & Cairns, in Minifie, 

Hixton & Williams, 1973). Language is treated as one 

of the behaviour patterns which man learns. These 

theories follow either the behaviouristic or 

mediational approaches in psychological studies. 

Some Learning Theory Approaches 

These are descended from Pavlov's classical 

conditioning discoveries, by way of the principles of 

instrumental conditioning, whereby responses which 

are rewarded or reinforced are expected to increase in 

frequency, eventually eclipsing those which are not 

reinforced. Such instrume n tal responses may be paired 

with verba l behaviours in s uch a way that the verbal 

behaviour can come to substitute for the original 

stimulus. Experiments to illustrate the principle are, 

however, limited to simple verbal materials in highly 

structured learning situat i ons, and the constructive 

and generat ive characteristics of human lang u a ge 

acquisition remain unaccounted for. A further 
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limitation is the fact that the researcher is restricted 

in his theorising to that which is directly observable 

under carefully controlled experimental conditions. 

Prominent among the behaviouristic learning theories 

concerning language is the Operant Conditioning Theory, 

(Skinner, 1957). Skinner takes strong issue ~ith the 

attempt s of others to outline cognitive or meaning 

behaviour in man. He argues for a theory which 

describes verbal activity in terms of stimulus and 

response. Rewarded, (reinforced), verbal responses 

to situations of need, will be rep~ated on subsequent 

similar occasions. These he calls verbal operants. 

He outlines his classification of these operants, which 

are named by reference to the stimulus situations 

which are said to give rise to them. No concession 

is made to any notion that man might contribute anything 

to this process and the system is irreconcilable, at 

this time, with the findings of workers in the 

reiatively new but expanding field of linguistics, a 

feature which was the subject of critical appraisal 

by a leading linguistics expert) (Chomsky, 1959), 

which clearly illustrated the divergence between the 

behaviourists and those accept ing the cognitive view of 

language learning. 

Still inclined towards the observation of 

behaviour as the base for research, but allowing 

statements to be made regarding the presumed internal 
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state of the l earner, is a theory of much grea ter 

complexity, (Os good, 196 3 ) , known as the Mediational 

Theory. Her e the h uman i s ass umed to h a ve the 

ability to inter na l i se the a s s ocia tions betwe e n 

stimuli and d o so on t h ree levels, i nstinctive, learned 

and mediationa l , u s i ng the terms "projection" ., 

"int egra tional", and ''r epresentational" respectively 

for these levels. This would appear to reflect the 

author's desire to remain loyal to behaviourism while 

accounting for the evidence of complex intellectual 

functioning encountered by his team in its detailed 

study of meaning, (Osgood et al., 1957, 19€3). 

Other rnediational theories have been advanced. 

They diff er in detail from Osgood's but their overall 

thrust remains an attempt to reconcile the complexity 

of man's language behaviour with the theoretical 

simplicity and objective stringency of the 

behaviourist school of thought. 

Cognitive Approaches 

The fundamental difference between the 

behaviourist and cognitive viewpoints is well 

expressed by Smith, F. (1971 ) , when he says, 

"Behaviourists are interested in creatures of habit, 

while cognitivists focus t heir attention on creatures 

who think." As Smith a dds, the "creatures" are one 

and the same, going on to suggest an eclectic approach 
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when either school's formulation seems to be relevant 

and useful. 

25 

of a being e ndowed with a capacity for internalising v 

the rules by whic h a s ystem of communication operates. 

This capacity is exercised through a continual series 

of experiments, or hypothesis-testing exercises, using 

the elements of the language and noting the results of 

each use, that is, registering the "feedback'' from 

the other language users, which will confirm or deny 

the experimenter's hypothesis regarding meaning. As a 

result of this process; it is said,the learner 

accumulates an internal store of organised information 

in the form of a theory,regarding the structure of the 

language to suit his needs, (Smith , F. 1971). 

This approach, which is becoming increasingly 

important in the study of language acquisition and use, 

(MacGinitie, 1969), arose out of the observation by 

psychologists and other scholars, (Brown, 1965; Chomsky, 

1965; ~cNeill, 1966; Miller, 1962, 1965; Saporta, 1961), 

of the e mergence of striking parallels between 

cognitive psychology and the new developments in 

linguistic studies. 

A leading expert in the linguistic field has 

suggested the existence of an innate language 

acquisition device, (Chomsky , 1965). This concept has 

been supported and extended, with varied and plausible 



biological evidence cited, to one of an innate capacity 

for language acquisition with biological foundations 

and limitat ions, which is an extension of the natural 

processes of selection and d ifferentiation fundamental 

to t he e volutio n of man , (Lenneberg, 1967). · ·· · 

Adherents to the cognitive-psycholinguistic approach 

put forward a number of arguments in support of their 

views: 

1. Language skills cannot readily be explained as 

habits established by stimulus-response bonds, 

there being no simple correspondence in language 

between stimulus and response, i.e., between 

sound and meaning. Understanding has to be based 

on the application of rules to gain comprehension. 

2. Most of the sentences we make are nbvel, being 

generated by our use of the rules to meet unique 

purposes. (Smith, F. 1971). 

3. Children know very much more language by the age 

of four to five years than they could have 

experienced, much less be conditioned to use, 

(Miller, 1965). 

4. Deep structure within the language can hardly be 

denied to exist. It cannot be explained by 

learning theories how a knowledge of this is 

acquired, nor can they account for the link 

between deep and surface structure. ( Williams & 

Cairns, 1973). 
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5. Words are not simply l a bels attached to objects 

by conditioning . They represent open abstract 

categories allowing the user to respond similarly 

to di fferent stimuli within (category) limits. 

(Lenneberg, 1967). 

6. Language s have shared properties called 

"universals". These common factors, separately 

produced,suggest that the minds producing these 

communication systems operated under the same 

biological constraints and similar needs, 

suggesting a common biological language capacity 

inheritance, (Lenneberg, 1967; Smith, F. 1971). 
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This is further suggested by the fact that any child 

can learn any language, normally, of course, 

acquiring the language used in his immediate 

environment. 

7. Though research is still incomplete, the 

findings up to the present time indicate that the 

principles of language structure and function 

being revealed by linguistic studies have 

"psychological reality". (Williams & Cairns, 1973). 

The foregoing has been a brief overview of the 

principal theories concerning language acquisition and 

development, with selected references. The position 

taken by the present writer, for the purpose of this 

project is the cognitive-psycholinguistic one • . 



The process of language learning is seen by 

cognitive-psycholinguistic theorists as being one of 

constant endeavou r by the learner to discern the 

regularities and rul e s which govern the production 

of language , s o as to avoid the need to attemp t the 

virtually impossible task of remembering all the 

possible combinations of words which may be used to 

express rneaning. This acquisition of the system of 

language generation is thought to be achieved by the 

learner's recognition of the results of his 

experimental use of language in communicating with 

others, (Lenneberg, 1967; Smith, F. 1971) 

In the case of oral language acquisition, the 

process appears to follow a clearly defined sequence, 

parallel to physical maturation and motor development, 

(Lenneberg, 1967), twelve stages being defined, from 

the onset of the process at the age of twelve weeks 

to its virtual completion by the age of four years. 

A critical period for the acquisition of language 

is identified, limited at the beginning by the rate 

of maturation and terminated at about the middle 

"teen-age" years, when language functions are 

believed to become fixed in one cerebral hemisphere, 

which, in most people (97%), is the left hemisphere. 

After this time the acquisition of language becomes 
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increasingly difficult. 

Since the present study is concerned with the 

development of language learning activities for 

children of intermediate school age, (usually ranging 

from ten to fourteen years of age ) , Lenneberg's full 

range of developmental st ages , many of which deal in 

detail with children outside the scope of the present 

study, may be excluded. Instead, a condensation by 

the same author, (p~ 180), is presented below: 

Age Usual Language Development 

0 - 3 months Emergence of cooing. 

4 - 20 months From babbling to words 

21 - 36 months 

3 - 10 years 

Acquisition of language 

Some grammatical refinement 

Expansion of vocabulary 

11 - 14 years Foreign accents emerge 

According to this information, the vast bulk of 

language acquisition occurs, except in cases of 

retardation, well before school begins and the major 

subsequent developments are onesof refinement and 

expansion, mainly occurring before the children are 

fully into the "inte r.mediate" levels of the schools. 

Most children in intermediate grades would appear to be 

at a stage where little language development might be 

expected. At the same time, they would seem to be of · 

an age at which such deve lopment could still take place 
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before Lenneberg•s "critical period" expired. 

The proposed curricul um method is intended to 

provide the k ind of lea~ning environment suggested by 

the cognit ive-psycholinguistic theorists. It will 

e mphasi s e the r e p e ated stimulation of communication 

transaction s and successive language activities are 

to be based on the assessment of language produced 

during the preceding transactions. If the cognitive­

psycholinguistic view may be fairly summarised as one 

in which •~anguage is only learned by the use of 

language", then the proposed method's principal aim is 

precisely this exercise of language to communicate. 

A central principle of the proposed method is that 

language is unlikely to be used to communicate meaning, 

(with its concomitant testing of hypotheses concerning 

meaning by the language users), in the context of 

artificially-imposed language exercises and activities. 

Consideration of the developmental stage of these 

pupils suggests that their stimulation to use language 

with excitement and enjoyment may well be vital if they 

are not to pass out of this critical stage for language 

development wi thout gaining full advantage from guided 

language-learning activities. 

Their oral language should, barring retardation, 

be fully developed, except for a degree of grammatical 
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refinemen t and expansion of vocabulary. Their 

performance in the written mode is likely to lag 

considerably behind their oral capability, so there will 

be a need to attempt the translation of this oral 

faci lity into written form . In this, the device of 

fr equent recording, typing and duplication of oral 

and writ t en language, wh ich is a basic provision of the 

proposed method, should provide a continuous exemplar 

and reinforcement. 

3. Affect, Learnina and Language 

Affective considerations have assumed more 

importance in the deliberations of recent seekers for 

new directions in curriculum planning. The late 1950's 

and early 1960's had been characterised by a massive 

increase in the quantity and complexity, (and degree of 

abstractness), of the content of education in the U.S.A.~ 

following the public concern over what seemed to be a 

Soviet superiority in technology, as shown by the 

launching of Sputnik, I, (Doll, 1966), Soon the 

psychological pressures which built up as a result of 

this increased tempo of instruction were causing concer~ 

among psychologists, educators, psychiatrists~ and 

physicians, (Doll & Fleming, 1966). This concern was 

expressed by some educational thinkers as a desire for 

a fresh emphasis to be given to programmes of af f ect. 
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The import ance of the f e elings of the learner and 

the sugge stion that they were of more i mportance thqn 

what he l earne d were e mphasis e d, together with a 

con side r ation of t he as pects of schooling which were 

conducive to pos itive and n e gative effects upon students, 

in an important paper by Kelley, (1965). Kelley's pleas 

were for a reduction of authoritarianism, excessive 

marking and examination of students, for the 

subordination of subject matter to feelings in some 

cases, and for the planning of new curricula which 

would have regard to affective ccnsiderations. 

Weinstein & Fantini, (1970), in pursuing this 

cause by advocating a "curriculum of affect'', point to 

a discrepancy between subject matter and behaviour, due, 

they say, to the fact that: 

"••• the behavioural objectives have become 
submerged, if not obliterated, by narrow, subject 
matter objectives, which include nothing about the 
student's behaviour and his relations with others. 
(p. 17)" 

They also quote Goodlad, (1966), in support of 

this opinion. 

In outlining their conception of the relationship 

between cognitive and affective functions, Weinstein & 

Fantini quote Krathwohl's, (1956), statement that "the 

affective domain contains forces that determine the 

nature of an individual's life and ultimately the life 

of a whole people ( p .18)." 



Krathwohl's "forces", they sugges t, include "an 

inner need f or a posi t i ve self c oncept, power, 

connectedne ss and so on•••" The position is then 

taken that c ognition and affect, wh ich are seen as 

mutually inte ractive aspe cts of the individual's 

functioning have , un f ortunately in their view, been 

mistakenly separated by educational thinkers. 

Krathwohl's view, as expressed in the Taxonomy of 

educational objectives, that school staffs have 

tended to "retreat into somewhat less dangerous 

cognitive domain", is cited in support of this. 

A final contention that the cognitive orientation in 

teaching does not affect behaviour directly, as it 

requires the reconstruction of reality in~ symbolic 

or abstract way, removed from the real, or feeling, 

level of learning, is supported by Dewey's, (1916), 

description of the experiential nature of learning. 

Weinstein & Fantini emphasise the connection 

they see between the development of language skills 

and positive self awareness, claiming that pupils can­

not improve their language without positively 

affecting their self image and that this language 

acquisition is simultaneously accelerated by more 

precise and realistic knowl edge of the self, (1970). 

A number of the prescriptions quoted earlier for 

33 



teaching disoriented pupils suggested that their 

posi t ive langu age deve lopment and t hei r e motional 

well-being and self estee~ interact e d, (Goldberg, 1967; 

Holbrook , 1964 ; Ho l t , 1964 , 1967; Mc. v. Hunt, 1961). 

In view of the r e cently-forged links between cognitive 

psychologists a nd linguistic workers, it is interesting 

to note that an exper t in the latter field, of world 

wide repute, in discussing the child's awareness of 

language as a form of his own individuality says that 

the shaping of self through interaction with others 

is: 

"••• very much a language mediated process. 
The child is enabled to offer someone else that which 
is unique to himself, to make public his own 
individuality; and this, in turn, reinforces and 
creates this individuality (Halliday, 1969, p. 31)." 

Many more references to research which has made 

clear the importance of the affective condition of the 

learner in the educative process, notably his degree of 

anxiety, uncertainty, fear and level of self esteem 

are reviewed in a later section. At this point, 

however, it should be mentioned that experimental 

studies have demonstrated the negative effects of a 

depressed e motional state in the students upon 

learning activities, especially those concerned with 

language acquisition and use, {Gaudry & Spielberger, 

1971; Gibby & Gibby , 1967). 

Mention should be made at this point of 
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the phenomenological school of psychological thought. 

This group has steadily regarded affective 

considerations a s being of prime importance in the 

learning process and their pleas for non-threatening, 

individual ised, positive , accepting learning situations 

have b een made consistently over two decades, (Combs, 

Kelley & Rogers, 1962; Gale, 1972; Sullivan 1953). 

Their ideas are popular currency in meeting of 

educators, being paid con sidera~le lip-service, but the 

extent to which their suggestions have actually been 

implemented at the public school level is hard to 

assess. 

The interdependence of affective and cognitive 

factors in the learning process is recognised in the 

theoretical model which forms the basis for the 

proposed curriculum development. 

Affective processes are considered parallel with 

cognitive processes in the initial forming of 

instructional decisions. Both factors contribute to 

the final form of the learning activity which is 

implemented. Before implement ation, all teaching 

intentions are modified by rapid reference to the 

determining variables of the teaching-learning 

situation, which, of course, include the imagination, 

emotional state and self concept of the pupils. 

Five overall, unifying aspects of language 
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dominate the entire language -learning-communication 

cycle which is the core of t h e theory. One of these 

integrative "s t rands" is "Languag e and the Self". 

4. Exo e rience 2 Learning and Lanauaqe 

The definition of learning as a relatively 

lasting change in behaviour resulting from experience, 

(Lovell, 1964), is widely accepted. Considerable 

attention is given by many modern authorities on 

language learning to the interdependence of language 

and experience. 

The concept of "knowing" as a transactional · ·process 

between the individual and his environment, (Dewey & 

Bentley, 1949), with language at the centr"e of the 

process is accepted and developed by Smith, Goodman & 

Meredith, (1970), in an exhaustive survey of the role 

of language in learning. Among statements quoted to 

support the idea are:. 

(Quoting Langer, 1957) ••• 

The transformation of experience into concepts, 
not the elaborator of signals and systems, is the 
motive of language." 

(Quoting Bruner, 1964) ••• 

Once language becomes a medium for the translation 
of experience, there is a progressive release from 
immediacy." 

and, from the same source••• 

"Perhaps a cardinal precept of a school language 
programme must be: no language without experience 
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and no experience without language•" (p. 168). 

Smi th and his collabora tors describe the goal of 

educ a tion as being "coming to k now , - experience 

interprete d and intellectualis ed in language", adding, 

"the transformation of e xperience into a symbol is .a 

personal process of education" , and "the importance 

of setting up a stimulus provoking situation cannot be 

overstressed." 

The interdependence of language and experience 

and the role of experiential stimuli in early language 

acquisition and the initiation of reading are pointed 

out by several writers, (Greene & Petty, 1971; 

Stauffer, 1970; Strickland, 1969), while the importance 

of stimuli called "discrepant events", (Piaget, 1952), 

in the Illinois Studies in Inquiry Training (Suchman, 

1964), is emphasised by Phillips, (1969), when 

discussing experiences leading to self-directed 

inquiry. 

Effective experiential stimuli for the use of 

language together with suitable materials, figured 

prominently in the discussions of the International 

Conference on the Teaching of English, (Squire, 1966), 

where a substantial majority of the delegates, from 

Canada, the u.s. A., and Britain,expressed doubt 

regarding the usefu lness of text books for this 

purpose, an i dea which is shared by a number of North 
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Ame r i can writers, (Ar mstrong, 19 72; Loban, 1963; Pooley, 

1946, 1969; Smi t h , E. B., et al., 1970) . 

In the pr ~sent s tudy , e xperience is intended to 

be i n i tial stimulus f o r the us e of lan guage. Once the 

commun i c ation c yc le has been es t a b li shed, experience in 

the use of l anguage is int e nded to be the principal 

"teaching" agent. Whenever communication shows signs 

of lapsing, recourse will be had to fresh experiences 

in order to re-start the use of language to express 

meaning. 

The aim will be to insert directed experiences into 

the cycle of language use at appropriate points, some 

as simple stimuli and others as inductive learning 

experiences. 

5• Creative Ac t ivities, Learning and Language 

Though difficult to define, the term "creativity" 

has been used with some frequency by writers in the 

language arts area over the past decade. 

Creative work is regarded as the most superior 

form of activity for bringing about fluency and 

literacy, by c e rtain writers, ( Holbrook, 1964). The 

whole language production process is called creative 

by others, (Smith, R. P. 19 70 ) , who characterise 

creativity as employing diverge n t thinking. 

Prominent a mong the advoc a tes of "creative 
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teaching" and active in attempting to define the term, 

has been Torrance , (1 962, 1970) ,whose researches have 

resulted in very comprehensive lists of language­

stimulating ac t ivities o f great usefulness, regardl ess 

of whether they fill a particula r definition of 

"cre a tivity" . 

Among the prescriptions of the "creativity" 

school of thought is a strong recommendation for the 

use of creative drama. T'his approach includes such 

activities as imaginative games, creative speech 

activities, mime, improvisations, speech training, 

and elementary theatre skills suited to the 

intermediate grades, (Morley, 1971). Classroom 

dramatisation to heighten sensitivity to the 

environment and to dramatic li terature. are advocated 

and described by a number of writers, (Barnes, 1968; 

Hoetker, 1968; Moffett, 1967), while others, 

(Carlton & Moores, 1968), claim lasting improvement 

in self esteem and reading ability as the results of 

self-directed drama programmes. Anot her benefit 

reported, (Hartshorn & Brant ley, 1973), is improved 

problem-solving by children who have been exposed to 

drama as participants. 

This appreciation of dramatic ac tivity in 

fostering the exercise of language is echoed by the 

recommendation by certain writers of what are called 
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by t hem "rehearsals ", (Smi t h, E. B. et al., 1970). 

These are v a rious forms o f playlet, discussions and 

dr amat ic act i vit i e s. 

Fes ti nger's, ( 19 5 7) , "cognitive dissonance", 

Phillips' , (1969) , Suchman's and Piaget's "discrepant 

event" and t he i r usef u l ness in prov id i ng Smith's, (E. B. 

et al., 1970), "stimulus-provoking" situations pose a 

need for "happenings", dramatic incidents, excursions, 

phenomena, or other striking events around which to 

centre language activities. 

Several writers point to school science programmes 

as being rich in such occurrences, (Gross, 1964; 

Stauffer, 1970). In the last work a 20 item list is 

given and an extensive bibliography. Simple physical, 

chemical and biological phenomena would seem to be 

well suited to the provision of situations of novelty 

and curiosity, leading to verbal interchanges, directed 

reading and subsequent expressive activity of various 

kinds. 

Other school subjects or areas of activity are 

likely to have points of stimulus. Since language 

is the medium of communicat ion in the learning process, 

it would seem logical to use stimuli arising from any 

and all areas of activity to provoke the use of 

language. 

In the proposed curr i c ulum me t h od, the u~e of 
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the techniq u e s of creative drama will assume some 

i mport ance . 

Contrived dramatic inciden ts will often be used 

as the initial experiential stimuli for language use. 

This is an important use in itse l f but the re is another 

dimension to be considered. The ready use of their 

native l anguage f or all normal communications will be 

so commonplace to most pupils that many will be hard to 

convince that the use of oral language is worth close 

study. Some pupils, notably boys in the age groups 

under consideration, will exhibit great natural 

reluctance to engage in oral work. 

Drama suppl ies an excuse, a convention which is 

readily accepted and rationalises the use of a much 

wider range of oral performance than would normally 

be socially acceptable, especially by male peers. It 

also supplies a rationale for focusing upon the 

expression of emotion without undue embarrassment. 

6. Self-Concept, Self-Esteem and Language 

Learning. 

Self-concept and self-esteem 

These two terms are not s ynonymous but their 

close connection has necessitated their consideration 

toge ther, since many studies bearing u pon the 

relationship between students' achievement in the 
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language arts and their self-perceptions and attitudes 

have include d a substantial element of self-esteem 

measurement in t heir overall assessment of self-concept, 

(Bl edsoe , 1964 ; Harnachek , 1969 ; Purkey , 1970). 

"Self-conc e p t" is the term normally applied to the 

individual's total conf iguration of feelings about 

himself, attitudes towards himself, perceptions of 

himself as a physical entity and opinions about himself 

as a personality. It represe n ts the sum of his 

experience or himself and of the reactions towards him 

of significant others, (Gale, 1972). 

"Self-esteem" refers to one major d imension of the 

total self-concept. This is the individual's v i ew of 

his capability, adequacy and value. It is well 

defined by Coopersmith, (1967), as the extent to which 

an individual believes himself to be capable, 

significant, successful and worthy. The term ''self­

esteern" is used in the same sense by Zintz, (1970), 

while other terms used to describe this attribute, 

when discussing its connection with language arts 

achievement are, "self-perception", (Soares & Soares, 

1971), "self-ima ge", (Brookover , 1967; Stri ckland, 

1969), and "self-appraisal", (Kaluger & 1<.bl son, 1969). 

Measurement or Evaluation of Self-Esteem. 

Many of the instruments currently available are 
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self-report inven t ories, though some of them seek to 

avoid h a ving the subject make direct statements about 

himself , by res orting to techniques such as the sorting 

of card s b e aring s ymbols, or pic tur es with faci a l 

expression s meant to signify re actions to hypothetical 

stimulus situations s uggested to t he subj e ct by the 

tester. Several require the subject's reactions to 

adjective check lists, or self-referent statements. 

Usefulness of Measurement 

Opinions of the validity of attempts to measure 

self-concept and self-esteem are somewhat reserved, 

(Thomas, 1973; Wy lie, 1974). The validities of 

measures which may themselves affect the state they 

seek to measure, which are dependent in many cases on 

the literacy level of the subjects, and which rely to 

some degree on the meaning-system of the subjects 

coinciding with that of the test constructors, are 

subject to doubts. Purkey, (1970), in summing up 

efforts in the a rea up to that time, pointed out that 

most of the instruments available were self-report 

inventories, for which, he maintained there were 

many contaminating variables. He also reminded the 

reader of Combs', (1962), statement: 

"self-concept is what an individual believes he 
is. Self-report is what he is ready, willing or 
able, or can be tricked into saying be is (p. 61)." 

The basic task under taken in measurement attempts 
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in this area is one of trying to quantify observations 

which are qualitative . The y are, in fact, often 

interpretatior. s of behaviour rather than observations 

of it. In such a s et ting , validity, in the generally 

accepted sense, is hard to establish, causing some 

workers t o be gin to que stion the search for it, 

(Loevinger, et al., 19 70) . 

A recent authoritative summary sees little 

improvement in the state of measurement in this sector 

of the affective domain over the past decade, (Wylie, 

1974). It is suggested that the way ahead may be by 

refinement and examination of methodology until a 

breakthrouah is achieved. Until such developments occur, 

it would appear that educators interested in the 

evaluation or ascertainment of self-concept or self­

esteem may h ave to be conten t with qualitative 

information specific to a time and situation. While 

such information, being incapable of generalisation, is 

no contribution to knowledge in the way that valid 

research cont ributes to knowledge, it may still be of 

great utility to the practit i oner, provided its 

particular nature is borne i n mind. 

Despite the difficulties of objective measurement 

mentioned above, self-concept and self-estee m and their 

possible relationships with aspects of school 

performance are the subj ects of increasing investigation. 
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In most cases , posi tive relations hips are demonstrated, 

as wi ll be seen in the studies ci ted below under various 

head ings. It s hould be menti oned however, that to 

demonstrate a posi tive r e lationshi p is not to sh ow 

causality . In default of a n es tab lished causal 

connec ti on, a ~u l tipl ici ty of positive relat ionships 

cons titu tes interesting indicative evidence. 

Self-Esteem and Anx i ety 

Theorists have long equated high self-esteem with 

an absence of anxiety or insecurity and with a tolerance 

for uncertainty, (Combs, Kelley, Rogers, 1962; Doll & 

Fleming, 1966; Lighthall, 1964; White, 1971), often 

suggesting that the self e mp loys selective inattention 

to threatening o~ discordant observations as its 

principal means of maintaining stability. Sullivan's, 

(1953), conten t ion that the self-system's main purpose 

was to avoid anxiety or minimise it has been supported 

by a growing body of psychologists concerned with the 

affective domain, (Brookover , et al., 1967; Gale, 1972; 

Maslow, 1962). 

The above position has been supported by various 

studies which have demonstrated the r elationship. 

Gaudry & Spielberger, (1971 ) , when discussing their 

own study of anxiety and its effects on school 

achievement, summarise evidence from studies on 
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parallel lines by Lipsitt, (1958); Rosenberg, (1953), 

and Sarason, (1960) , all of which indicate d a strong 

negative r elationship between self-esteem and anxiety. 

In a 196 5 s tudy of nine-year old chil dren in 

Roc hester, New York , Cowen, Zax, Klein, Izzo, and 

Trost found tha t , o f t he t wenty-two va riables whose 

relationship with manifest anxiety they evaluated, the 

highest single correlation was that between anxiety, 

as measured by a manifest anxiety scale, and a self­

report inventory measurement of self-concept. 

Th~ Coopersmith study of the antecedents of self­

esteem, (1967), reported a clear association between 

low self-esteem and anxiety, nGurosis, and 

psychosomatic symp toms. An earlier study by Bledsoe, 

(1964), of self-concept, intelligence, achievement and 

anxiety reported a significant negative correlation 

between self-concept and manifest anxiety for all boys 

in the grade four to grade six sample, and for the 

younger girls. The last named study contained as part 

of its concluding statement, the investigator's finding 

that self-esteem was partly made up from freedom from 

anxiety. 

Self-Esteem and Lanouaae 

(a) Receptive Ac tivi ties - Listening and Attention . 

The abili t y to listen selectively is likely to h?ve 
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b e en well developed before the child comes to school, 

except in cases of perc eptual dif f iculty , during the 

normal process of langu cg e acquisition, Miller, 1965; 

Smith, F . 1971} . Children whose se lf-esteem is low may 

be expected t o have a hi gh level o f anxiety, as found 

in the s tudies c ited above . Anxious children are said 

to exercis e selective inattention to that which they 

judge to be discordant or threatening, (Combs, Maslow, 

Rogers, 1962; Gale, 1972; Sullivan, 1953), while a 

high incidence of ''daydreaming" among anxious children 

of low self-es teem is also r e ported, (Reiter, 1963; 

Singer, 1966; Singer & Roew, 1962; Singer & Schonbar, 

1961). Loevinger's (1970), contention, that the 

essence of ego-functioning was the search for coherent 

meanings in experience, with anxiety resulting from 

failures to attain coherent meaning, is a suggestion 

that anxiety will follow failure to comprehend, 

and that the self will suffer in consequence. 

Consideration of the above findings and statements 

prompts the view that the temperamentally handicapped 

children, with whom this study is concerned, share 

many of the ch aracteristic behaviours outlined above. 

The avoidance techniques, inattention exercised 

selectively, and withdrawal f rom response and 

interaction outl ined by Stott, 1971), resembl e those 

of anxious c hildren having low self-esteem. This 
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similari ty le ads to the expectation that t heir 

listening behavi our may follow the patterns suggested 

above , of inattention to oral me ss a ges which are 

perceive d as threatening by reason of dif f iculty in 

compr ehension, l ead i ng to anxiety, coupled with 

inattention due to a nxiety wh ich is already 

established due to poor self-esteem arising from earlier 

failure situations, a cyclic condition summed up by 

Kelley, ( 1965) , in simple terms when he said, "In fact, 

the person who has come to hate himself and others 

does not take in much of the subject matter." (p.262). 

(b) Receptive Activities - Reading. 

Relationships between reading performance and self­

concept or self-esteem have been traced by a number of 

workers, in the form of significant positive 

correlations, (Bledsoe, 1964; Brookover, et al., 1964, 

1965, 1967; Harnacheck, 1969; Kaluger & Kolson, 1969; 

Quandt, 1972). In the earliest of these, the highest 

positive correlations between self-concept and school 

achievement elements were those between self-concept 

and "reading vocabulary", "reading comprehension" and 

"English", respectively. 

Evidence was cited above to support the 

suggestion that anxiety was in inverse proportion to 

self-esteem . A number of studies have found significant · 

negative correl at ions between anxiety and reading 
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achievement , ( Frost, 1968; Lunneborg, 1964; Sarason, 

l960; St e v e nson & Odom, 1965; Summarised in Gaudry & 

Spielberger, 1971). 

In the lit e rature cited above, the child who has 

low self-est eem is described a s being usually low in 

ach i evement, anxious , selectively inattentive, withdrawn, 

and apt to avoid or ignore experiences or observations 

perceived as threatening or negative. 

Comparison of these characteristics with those 

likely to facilitate mastery of the reading process, 

as that process is viewed by psycholinguistic analysts, 

brings ~ertain potential sources of difficulty into 

prominence. 

The psycholinguistic view of t h e process of fluent 

reading, (Goodman, 1968; Smith , F., 1971), is one of 

the rapid formulation of hypotheses regarding meaning, 

followed by the testing of these hypotheses against 

feedback provided by context clues, the redundancy of 

the language and any subs~quent meanings found to be 

anomalous with what has already been perceived. An 

indispensable quality in the reader in such a process 

would be willingne ss to take risks in forming hypotheses 

which may prove to be wrong, then profit from the 

experience of feedback, which may be positive or 

negative. This ability to take risks and accept 

expe rience as information about the correctness or 
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otherwi se o f assumptions, without personal emotional 

damage, is the salient feature cited by developmental 

psychologists when describing their percep t ions of the 

full y developed, functioning a nd lear ning self, (Gale, 

1972; Ke lley , Rogers & Maslow, 1962). 

Beginning or learning reade rs are , in the view 

of the psycholinguistic school, in even greater need 

of this confidence to form and test hypotheses 

concerning meaning without emotional damage resulting 

from negative feedback, which they would pre fer to be 

simply as informative as positive feedback and no more. 

The child whose self-esteem is low, whose anxiety 

is high and whose behaviour is in part dictated by 

an understandable desire to avoid apparent failure, 

will be singularly ill-equipped to enter this process. 

Learners having high self-esteem, on the other hand, 

will be r e ady to form and check hypotheses fearlessly, 

receiving feedback without undue emotion, making use 

of its information to modify their further hypotheses, 

as they steadily r ~duce their uncertainty regarding 

meaning. 

In vew of the considerations detailed a bove, it 

is suggested that the resul ts of studies which 

demonstra t e a positive relationship between self­

estee m and r e ading achievement confirm the expectations 

which arise from a comparison of the qualities 
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exhibited by children having a high level of self-esteem, 

with those r equired for fluent reading. Such results 

also confirm expectations aris ing from a comparison of 

the qualities exhibit e d by children having low self­

esteem with those particularly vital to children who 

are learning to read, a situation of greater difficulty 

than fluent reading. Anxious, cautious children whose 

ability to attend is capricious or erratic, and who are 

likely to perceive negative feedback as yet another 

personal failure, are likely to find the reading task 

fraught with implied threats to the stability of their 

already fragile self-systems. Such a situation seems 

likely to lead to renewed avoidance and "pseudo­

adjustments", (Stott, 1971). 

(c) Expressive Activities - Speaking 

If children with low self-esteem are likely to be 

anxious, withdrawn and defensive, (Combs, Kelley, & 

Maslow, 1962; Gale, 1972; Gaudry & Spielberger, 1971), 

and those with high self-esteem, confident, even out­

spoken, (Coopersmith, 1967), their willingness to 

exercise and amplify their facility in spoken language 

in the large group situation presented by most class­

rooms wi l l vary in proportion to their degree of self­

esteem. 

Being virtually self-taught, (Lenneberg, 1967, 

Smith, F., 1971), this facility in spoken language will 
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normally be very well developed before schooling is 

encountere d. The vocabulary used may be less varied 

and extensive t han an adult vocabulary and the range 

of topic s may be more r e stric ted , but c h ildre n entering 

school may nor~a l ly be expected to have the capacity 

to produce all the pos s ible kinds of sentences used by 

their language community. The messages may be 

expressed in a restricted code, (Bernstein, 19El), but 

will be adequate to the communication needs. This 

ability to produce language adequately in its s poken 

form, which is less restricted and more expressive 

than written forms can ever be, in terms of total 

communication, is seen as extremely valuable as a 

starting point for further language development, 

(Loban, 1963, 1966). 

If the ability of children to use the spoken 

form of their language is to be enhanced, and if the 

use of spoken language is itself to be used as a base 

from which to expand ability to write the language, 

the self-esteem of the contributors to the necessary 

dialogue will have to be considered. Over-correction 

of langu2ge production in public by authority figures 

may inflict considerable damage on the self-esteem of 

the contributor of the speech and result in withdrawal. 

The treatment of r egional forms of speech, or local 

dialect as "wrong", or giving t h em patronising 
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treatment, implying that they are in some way "inferior", 

may simil arl y i nhibit contributi on by damaging self­

est e em. Encouragement to contri bute orally to learning 

situa t ions , subject t o th e neces sar y rul e s of debate, 

or some such c on vention to avoid chaos, emphasises 

accep t ance o f bot h the s peak ers and their s peech, and, 

by implication, of t heir cultural back ground. At the 

same time, res ponses from the participant who has most 

theoretical knowl e dge of the l~nguage, - the teacher -

may be subtly elaborated so that even while they are 

acknowledging the worth of the childls language, they 

are offering for his inspection, and possible adoption, 

alternate and richer forms of language use, in the 

manner of the mother's conversation with her child 

which is cited by Bernstein, (1961), as the possible 

way in which elaborated language codes are passed on 

to the children of the English middle class. 

Spoken language is the most flexible and e~pressive 

form of language. Each emission of it is a 

manifestation of the speaker's personality. 

Acceptance _of a child's production of spoken language, 

followed by an elaborated response, constitutes an 

acknowledgement of the speaker and his competence. 

As well as promising to enhance his future language 

production, this process seems to be closely interwoven 

with progressive enhancement of his self-esteem. 
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(d) Expressive Activities - Writing 

Considerab l e attention has been paid in earlier 

s ections to po i nting out the characteristics of high and 

low self-es t eem a s found b y r e s e archers in children's 

b ehaviour, attitudes and a ppr oache s to learning 

situa tions. A numb e r of studies hav e indicated that 

children with l ow self-esteem usually have low levels 

of achievement in language arts activities, (Bledsoe, 

1964; Brookover, et al., 1964, 1965, 1967; Coopersmith, 

1967; Hamachek, 1969; Kaluger & Kelson, 1969; Mumpower, 

1973; Williams & Coles, 1968). 

The production of writt e n langu ctge in a 

conventionally acceptable form is a task of great 

complexity, even for adults of considerable competence 

and training. 

The operat ion includes so many elements th a t 

rarely can the writer pay full attention to each 

element simultaneously. The writing has to be legible 

or the message may be lost. This poses a need for 

fine motor coordination. The spelling needs to conform 

to conven tional usage at least well enough to avoid 

the confusion of one word with another similar word. 

This calls for considerable and systematised r ecall. 

The punctuation needs to be such that ambiguity is 

avoided. Finally, and very impor tantly, there has to 

be a message to commun ica t e , something worth saying. 
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This means the exposure to others of one's thoughts, 

r e corded in a form which is at lea st semi-permanent and 

not susceptible to r ecall , modification, extension, or 

qualification , as would be the case had the me ssage 

been spoken. 

The producer of written language is vulnerable as 

soon as his production is examined by another person, 

even in the most friendly way. He is especially 

vulnerable if he is a child and the person scrutinising 

his written language is a knowledgeable authority-figure. 

If the piece is subjected to marking, by implication its 

producer is being evaluated. 

The child with a low level of self-esteem, 

described by researchers as being cautious, withdrawn, 

anxious and prone to a tendency to exercise his 

attention in res ponse to emotion, rather than reason ahd 

relevance, with the added disadvantage of low 

proficiency in handling the formal mechanisms of the 

language, will be especially vulnerable in his attempts 

to cope with tasks calling for the gene rati o n of 

written language. His productions may well be very 

substandard, often unrepresentative of his underlying 

competence. Enormous tact and resource on the part 

of his teacher will be required when evaluating his 

work with a view to offering suitable help. Acceptance, 

with a stress upon positive qualities of the work,will 

bevital, yet pains will have to be taken to ensure that 
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the feedback gi~en is accurate and not euphemistic. Work 

appraisal which is negative, p laces the language 

producer in an e ~har r assi ng position, or subjects the 

written l angu ag e to an exc e ss of d isfigurement or 

alteration i n con s p ic i ous coloured ink may be damaging 

to t h e pupil's s e lf - e s teem , which is already delicate. 

Children who fi nd themselves in situations where 

their low self-est e e m is further depressed are likely 

to resort to further withdrawal, with a steady reduction 

in their willingness to expose themselves, their 

thoughts, and their weaknesses in expressing these 

thoughts in written form. This can culminate in a 

virtual refusal to write, except in response to 

compulsory questions, or to fill blanks in material 

written for them by others. This is the very 

antithesis of a free-flowing exercise of written 

language to communicate. Such patterns or dependent 

language behaviour are recognised by research, 

(Lighthall, 1964), and are familiar to many teachers. 

Self-Concept, Self-Esteem and t he Present Study 

Section 6 of this review has dealt at some length 

with literature relating to self-conce pt and self-esteem 

and their psychological and educ c tional aspects, 

concluding with some discussion of the perceived 

implications of r e search findings for the teaching of 
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the language arts to pupi ls whose l e vel of self-esteem 

may be expec ted t o be low. 

Thi s - emphasis is th ought t o be justified by the 

na t ure of the t empe ramental l y handicapped pu pils 

described by Stott , (1971 ) , whose language arts 

in s t ruction is the principal aim of the proposed 

curr iculum devel o pment . 

7. Summary 

This review first sought to identify and describe 

the disoriented portion of the school population for 

whom the projected method of curricu l um development is 

primarily intended. 

In describing these children, it was suggested 

that they would be more likely than other children to 

exhibit low levels of achievement and low levels of 

self-esteem, the latter particularly in school 

situations. It was further suggested that the 

phenomenon of disorientation may well extend to more 

children than were menti oned in the description, in an 

attenuated form. 

A brief overview of current theories regarding 

language acquisition and development was then given. 

The present writer's adoption of the cognitive­

linguistic viewpoint was made clear. 

Brief reviews of literature reg arding the roles 

of affective (emotional) factors, experience, and so-
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called "creative" activities in relation to language 

learning were offered . Posit ive affective state, a 

rich variety of experience and the exer~ise of creative 

activities, notab ly drama, were suggested as facilitating 

to l anguage learning . 

A final, mo r e e x tensive section dealt with self­

concept or s elf-esteem, its measurement and its inter­

action with language learning, in combination with its 

converse - the presence or absence of anxiety, dependent 

on the low or high level of self-esteem respectively. 

The suggestion was made that self-esteem affects 

success in learning, particularly in language learning 

and that success in learning, conversely, affects self­

esteem, in direct proportion. 

The projec t~ theoretical basis and design, which 

follow, will include elements arising out of the above 

observations from the literature: 

1. The learning activities will originate from 

shared experience situations. 

2. The language produced by the pupils, both oral 

and written, as is practicable, be transcribed 

into "print-like" form, so as to reduce the 

sense of failure attendant upon viewing, by 

the pupil and othe rs, of manifestly imperfect 

and inadequate productions. The aim will be 

the enhancement of self-esteem. 
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3. "Creative" dramatic activities will form a 

regular integral part of the activities as a 

whole. 

4. Following the cognitive-p~ycholinguistic view 

of language acquisition, frequent opportunities 

for the testing of hypotheses concerning 

language will be incorporated in a non­

threatening atmosphere. 

:' 5. The "print-like" version of language emissions 

will form the basic common reading matter, in 

the form of a journal. This will be massively 

supplemented by a multi-level collection of 

reading materials in a class library. 

6. The learning activities will be selected and 

designed by reference to the language 

behaviour exhibited in the production of the 

group, in other words, in response to manifested· 

language needs~ Performance will be studied 

for evidence of competence. Activities will 

be designed so as to bring these features 

progressively together. 
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CHAPTt~ III 

TH EORS TICAL &~SIS OF THE STUDY 

The Curric ulum Mode l - Elenen t s a nd Scope 

The p r e ced i ng r evi e w o f l i ter atur e suggeste d t he 

e xistenc e of a group of childr e n whose c apac i t y to learn 

and use l ang uage was adverse ly a f f ec t ed by the i r 

negative t emperamental state and whose temperamental 

state was , in t u r n, negat i vely affected by their lack 

of achievement in language learning and use. 

This degenerative cycle seemed capable of a 

retardation or reversal if such children could be 

induced to engage in activities calling for their 

successful use of language to communicate meaning. 

Their messages should originate from some experience, 

and the way in which they were received, ack nowledged 

and responded to would posi t ively influence the 

affective state of the children, (notably their self­

esteem in situations of language use), as well as being 

likely to enhance their abi lity in . this area. 

It was further sugges t ed t hat language learning 

activities mi ght have o p timum effectiveness if they 

followed the p a tterns of language learning described 

by psycholingu i stic t heor is t s, who believe that 

repea t ed exercise of the l anguage, to test hypotheses 

concerning meanin g , lead s t o the acquisition o f a 
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complete set of formulae for its generation in all 

circumst ances . 

In the following chapter a theoretical description 

of the functioning of the communi cation cycle is 

offer e d , togethe r with suggesti ons as to its possible 

modi f i cation by the t e acher's intervention and 

participation. 

This theoretical formulati on is illustrated by 

diagrams of the communication cycle, its elements and 

points of input and output, (Figures 1, 2, and 3). 

The selection of input by the teacher, and its 

insertion into the cycle is shown in Figures 4, 5, and 

6). A key accompanies these diagrams. 

Communication by Messages 

The model is based upon the concept of language as 

a medium of communication and thought. These are seen 

as mutually interdependent activ£ties, exercised from 

person to person in a cyclic manner via emissions of 

systematic arrangements of language symbols called 

"messages". These messages are received an:lstimulate 

thought, which gives rise to expression in the form 

of a return message. This, in turn, is received, 

thought about and responded to, and so on. 

Messages may be oral or writtem, or non-verbal. 

In the first two cases, a pattern of language behaviour 

is shaped according to the purpose of the message's 
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originator and its context, so as to produce a linguistic 

system intended to convey meaning to the receiver. His 

interpretation of this meaning is reflected in his 

return me ssage, which is also modi fied by its purpose 

and context. Oral mes sage s are likely to carry more 

meaning than wri tten ones, since they have an extra, 

complex component. They are elaborated and augmented 

by non-verbal communication devices such as tone, pitch, 

stress, pauses, facial expressions, and body posture. 

These supp lements are largely denied to the originator 

of written messages. Completely non-verbal communication 

is, of course, common, and though it is not strictly 

an exercise of language per se, it merits consideration 

among language activities, since its function is to 

transmit meaning, which it does with great economy. 

Though not specifically mentioned in the description 

of the model or included in the foregoing diagrams, 

this important but normally unrecorded component of 

communication must be an "understood" accompaniment 

to oral messages. It will be necessary to accord due 

attention to this aspect of language behaviour in the 

application of the model, notably in spoken and 

dramatic activities. 

Language Componen ts 

As well as the broad division of language 

activities into "expression", (speaking and writing), 
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and "reception'', (listening and reading), language 

behaviour and its two clusters of modifying factors, 

purpose and context, are further analysed. This is 

shown in the second diagram. Language behaviour is 

made up of phonology, (the sound system), semantics, 

(the meaning system), and syntax, {the language rules 

or "grammar''). The purpose of language may be 

informational, (telling), emotional, (conveying or 

changing feelings), or cognitive, {knowing), or 
;-: 

combinations of these. The context of language use 

may be provided by a single individual, a peer group, 

the community at large, the narrower community of the 

school, or the received messages of the mass media. 

In each case, the values and practices of the language 

system are likely to have varying implications. 

These facets of the human use of language are called, 

for the purposes of this model, language components. 

Integration 

The use of language to communicate is a whole 

process, initially self-taught by means of interaction 

with other individuals and with the environment. Many 

authorities stress that the language arts should be 

treated as closely inter-related elements of a whole 

pattern of human activity, (British Columbia Department 

of Education, 1968; Greene et al., 1971; Loban, 1963; 

Strickland, 1969). In order to avoid the artificial 
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separation i nto compartment alised "skill areas" divorced 

from eac h other , which may result from a desire to plan 

syste matic instruction, the model specifies fi ve 

lanauaae strancs which are reg ardeq as " i ntegrati ve" or 

unifying elemen ts , to give direction to the selectio n 

of learning activitie s. As will be seen from. the third 

diagr am , these are communication itself, growth in 

language, knowledge of language, language and the self, 

and variety in language, the last being a reference to 

the many forms of the language which are acceptable as 

forms of communication. The "growth" strand, the 

principal goal of the use of the model, specifies the 

sequence of the desired growth and its form, the steps 

generally may be descri bed as proceeding from the known 

to the unknown , the simp le to the complex, the 

particul ar to the general, and the concrete to the 

abstract. These have long been axioms for the teacher. 

Cognitive and Affective Processes 

The influe nce of the pupils' processes of "coming 

to know", (cognit ion) and "feelings", (affect), u pon 

the use and development of language is recognised in 

the model by the inclusion of an element to r epresent 

them. The t e r ms and the hierarchies they represent are 

those of Bloom, et al., as set out in their Taxonomy of 

Educational Object ivies, I & II, (1956, 1964}. 
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The Communicati on-Learning Cycle 

Some r e ference has already been made to the third 

diagram. This is an attempt to illustrate the basic 

cycle of language use and the outgrowth of developing 

language skills, elaborat i on and diversification of 

language knowledge and increasing awareness which is 

believed to result from frequent operation of the 

communication cycle. In the terms of psycholinguistic­

cognitive theories of language development, the 

participants, (two are considered in this discussion, 

for convenience, but the communication transaction 

need not necessarily be simply a dialogue), produce their 

messages, which are hypotheses about meaning, and 

receive feedbac k in the form of a return message, which 

is, to its sender, an hypothesis about meaning, and so 

on. This is analogous to the process described by the 

cognitive-psycholinguists as being the natural way in 

which compe tency in the s poken language is acquired 

67 



VIA 
COGNITIVE & 
AFr ECTIVE 

GRO'ilTH I N LANGUAGE 

fluency 
oral 
specific 
s i :::p le 
cor:c::::-et e 
s ir:c l e 

- ~ ... r., -, ro 

control 
written 
general 
compl ex 
abs t ract 
multi-level 

Or Lr.NGuA.G~ 

' \ 
Integrative 

' I 

SSLECT I GN 
by 

scope 
sequ e nce 
processes 
determ i n ing 
varia bles 

TEACH:C:: R I'.';PUT 
learning experiences 

OTH ER 
EXPERIDJTI AL 
IN PUT 
self-

teaching 
e.g. early 
languag e 
acquis ition 

fc 
.½. GE t A r 

I 
I 

I ' ' I 

Y~C l, ' C f 
' t t 
i 

, 
/ . ' ' ' 

/~ Inteqrative ',, 

IL?, ;.J"r'P / r:-c- & 'i'H :::' C:1:"'T :;, I 
- • J. \.,J'LJ. \. \,_;;;J.....,J - ~ --'~ - "" 

. s~ ~-f - 8s t een & cor.cent 
I 

VA:qr :::,y I N Lil.NGUfa.GE 
loc 3l fo ~ns etc . 

~~ i for lan a ua e 

VIA 
& AF: ECTIVE 
PROCES SES 

KEY "M" = modified by purpose and context. (see Fig. 2) 
Arrows= primary interactions & developments 
"Message A" etc.,= instance of language be haviour 

(see Fig. 2) 
Communication (cycle) 
Growth in Language 
Knowledge of Language 
Language and the Self 
Variety in Language 

) 
) 

) Intearative Strands 
) 
) 

Fig. 3. COMMUNICATION-LEARNING CYCLE 

(From Evanechko model) 

68 



by the individual in his early years very rapidly and 

without formal teaching. The curriculum model to be 

developed from the theoretical base represents an attempt 

to continue that process in the school situation. 

It will be seen from the third diagram that the 

communication process is shown as cyclic and that 

language developments resulting from it are shown as 

curved spiral tangents, suggesting a "centrifugal force" 

acting in the process. Input, whether informal 

experience or teacher-selected learning experiences, 

either of wh ich can lend . momentum to the cycle, and 

without which the cycle is likely to slow down, are 

shown as straight tangents. The symbolism has been 

resorted to in an attempt to illustrate the supposed 

dynamics of the process. The integrative "strands" 

of language depicted above and below the cycle are 

joined across it by faint lines indicating their 

integrative effect on the development of language 

when they are used as guides to the choice of 

activities. 

Teacher Input 

The diagrams and explanations above have outlined 

a conce pt of the process of language use and its 

development through use. 

Input to the process has been suggested to come 

from external events, here called "experiences''• Most 
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of these will have been fortuitous, ("Other Experiential 

Input"), especially before the onset of formal 

education. Many will continue to be so even after 

formal education has begun, providing an important 

source of language stimuli. The other external source 

of input suggested was the teacher. 

The purpose of this project is to outline ways in 

which the teacher may select and present input and 

guide the operation of the language cycle so as to 

accelerate and intensify its effect of elaborating 

and diversifying the language skills of the participants. 

In the presentation he will, of course, become a 

participant, and his messages will frequently provide 

the elaborated feedback so vital to language growth. 

Selection 

The choice of learning experiences to stimulate 

the language cycle by consulting the prescriptions of 

prepared courses and their handbooks may produce 

language performance truly representative of the 

competency, needs and interests of a particular group 

of children, but if this happens it is coincidental. 

Many courses are very well constructed so as to allow 

latitude for teacher modificat i on to the needs of 

individual children, in clear recognition of the 

fallacious nature of attempting to prescribe, at a 

distance, for children who are outside the writer's 
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experience as r e gards idiosyncracies, home environment, 

sub-culture, l a nguage code and academic capabilities. 

The present study seeks to establish a method of 

decision ma k ing by the teacher who is in contact with 

the c h ildren , on t he b a si s of t he l angu a ge produc e d by 

the ch i l dr e n . It is felt th a t the information as to 

what needs to be taugh t, and how it may best be taught, 

resides in the state of their language development at 

the time in question. The best way of determining the 

facts is to obtain a sample. It is believed that a 

sample of this kind may be obtained by recording and 

examining their production of language in response to 

an experiential stimulus. The initial step, therefore, 

is the choice of an event, observed phenomenon, 

dramatic incident or other concrete shared experience, 

preferably first-hand, which will impress senses, 

arouse interest and stimulate the production of 

language. This language will normally be spoken 

language in the first instance, though written responses 

are not ruled out. The second step will be a close 

examination of this language to decide what language­

teaching objective should be attempted first. Both of 

these steps are treated in detail in the succeeding 

chapter. 

Given that an objective has been selected, the 

instructional intention has to be carried out, 

appropriately modified. The diagrams illustrate three 
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Intenti o n (see KSY ) 

Introduc tion c onc ep t 
of "dialect" to upper 
elementary group 

(General) 

Specific 
Intention goes on 
to be "scree ned" 
by ::-, Determining 
_,,./,;:, Variables 

. .,,-/ · 

Upper 
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Middle 
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Primary 

Message 
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O" 
QJ 
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~.:; ~ffective 
3 / Processes 

/ Cognitive Processes 
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~- Scope A - Reception, Message & Expression integrated 
by strands, shown as numbered subsections 
of each block. 

1. Communicati ng through language 
3. Knowledge of Language 
s. Variety in Language 

2. Growth in Language 
4. Language & Self 

Scope B - Cognitive & Affective Processes . These 
are set out in detail on p. 67 q.v. 

Fig. 4 STAGE ONE - SELECTION 

(use of Evanechko Model) 



stages in this process; (Figures 4, s, and 6). 

1. Sele c ti on of e lements of language 

knowl e dge which it is wished to 

i mpar t , fr om a body of such 

k no wl e d ge pos s e s s ed by the te acher 

or a vai l a b l e to h i m, leading to 

"intentions". 

2. Screening the "inte nti ons" and 

modifying their form in the 

light of social, psychological, 

physical and educational factors 

called "determining variables". 

3. Applying the modified teaching 

intention, with reception of 

feedback. One cycle completed. 

Sequence 

Sequence 

(se~ below) 

(see below) 

The presentation of materials or activities 

appropriate to th a t point on the continuum of language 

development which the learner has reached. Correct 

sequence is dependent, in the proposed model, on 

accurate examination of the language produced in 

response to the initial experiential stimulus. The 

examination technique and criteria are treated in 

detail in the succeeding chapter. 

Determining Variables 

These are variable factors likely to affect the 

choice of mode s of presentation and emphasis, sometimes, 
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indee d they will influence the decisions as to whether 

a c er t a i n e l emen t of l a n gu age knowl e dge or practice 

will be taught a t al l : 

Social Factors - socio-e con omic st a tus, 

cul tural ba ckground , f a milial conditions and 

his torical c o nsiderat ions ; 

Psych o loo ical Factors - sel f -concept, perceptual 

and conceptual functioning, learning style, level 

of functi on, imagination; 

Physical Factors - sex, development, any 

limitations; 

Educational Fac t ors - verbal competence, academic 

history, learning pace. 

The above variables are concerned with the learner. 

The rest are concerned with the task; 

Communic a t ion Ty pe - informal, formal, creative; 

Communicati on Purpose - informational emotional. 

As will be noted, the second diagram illustrates 

only the proces s ing of the cognitive element of the 

assumed learning /te aching intention through the "screen" 

or "filter" of the determi n ing variables. This process 

would also be applied to the aff ective element of the 

inten t ion but a further diagram of essentially the 

same process has been omitted in the interests of 

simplicity. 
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N.B. 
Application to 
Cogni tive ? rocesses 
only shown here t o 
ensure di a gram 
cl arity. 

Selection 
initially 
as Fig. 4 

A= Affective 

C = Cognitive 

+ = Positiveeffect 

= Negative ff t e ec 

o = No effect 

Modified Intention emerges 
as a profile for a learning 
experience. 
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Fig. 5 STAGE TWO - DETER 1INING VARIABLES 

MODI FY I NTE TION 

(Use of Evanechko Model) 



Affective Processes - I mporta nce to the Study 

Since this study is concerned with the development 

of a method of curriculum-building . to meet the needs 

of temper a men t a l l y disoriented pupils, particular 

attention will be paid to cer tain eleme nts of the "scope" 

dimension of t h e model, such as "language and. the self", 

"affective processes" and "self-concept" in formulating 

1earning/teaching activities. 

Learning Experiences - Inductive and Deductive 

Two broad classes of teaching/learning encounter 

are widely recognised. The inductive learning 

experience is one in which the activity itself and its 

context present evidence of an underlying principle 

which it is desired to impart to the learner. The 

inductive exper ience is presented in the hope and 

expectation that the learner will discover for himself 

that which it is desired to teach. Dedtictive teaching, 

on the other hand, is overt rather than covert. Its 

intentions are made clear to the learner, or at least 

the principles which are being taught are identified. 

As will be recalled, the cognitive-psycholinguistic 

view of language acquisition and development , outlined, 

(and endorsed for the purpose of this study), earlier, 

is largely one of learning by induction. 

The Evanechko model developed here suggests that 
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learning activities should take the form of"self­

evaluated inductive and experimental learning activities, 

or personalised and individualised instructional 

techhiqu e s i nc lud ing evaluation" . The recommendation 
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of inductive me thods finds wide support, (Armstrong, 1972; 

Loban, 1963; Pooley, 1969; Sartain 1972), while 

experimental or inquiry-based work is increasingly 

favoured, (Phillips, 1969; Postman & Weingartner in 

Smith, R. P., 1970; Strickland, 1969; Torrance, 1962, . 

1970). 

Initial decision~ regarding learning activities 

when using the selection processes described above are 

likely to involve inductive activities. After an 

initial inductive phase, however, in which the hoped-for 

discovery of principles is likely to have been made by 

some pupils, there is likely to follow a deductive 

phase, in which the principles are identified and their 

treatment is overt. The combination of the two kinds 

of learning activity in this order seems logical and finds 

support, (Ar mstrong, 1972; Sartain, in Funk~ Triplett, 

1972). 

Feedback 

The reaction of the pupils and the teacher to each 

learning activity, in terms of apparent success, interest 

aroused, and i mp rovement of language use, as perceived 



by both parties to the learning-teaching transaction will 

often be a powerful determinant of the form of a 

succee ding learning activity. 

Highly profitable teaching-learning situa tions may 

ari se from such feedback , or from s pontaneous interest 

in some external event or topic. Such sources of 

stimulus for language use should be capitalised upon 

immediately and allowed to override pre-planned learning 

experiences so long as interest and fruitful activity 

can be sustained. 

The third stage 6f the operation of the Evanechko 

model, as the diagram shows, emphasises the importance 

of the feedback element. If given due regard, feedback 

should ensure that this curriculum method, like the 

language it seeks to develop, will be flexible and 

easily able to accommodate to change. 

Application of the Theoretical Model · 

The above description of the principles and concepts 

of the model and factors affecting their application is 

necessarily lengthy and may be thought to be complex. 

The reason for this is that the mental processes are 

complex and the need to describe such a process in 

printed form calls for many words in order to avoid 

ambiguity. The actual use of the selectio n techniques 

by a teacher would take a very short time indeed and 
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this time wou ld reduce even further with practice. There 

need be no recourse to writing or print once adequate 

scanning of the language output had furnished an 

obj ective. The selectio n from that point would be rapid 

and mental, except for any required day-book entry. 
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ILLUSTRATIVE KEY TO FIGURES 4, 5 2 and 6 

Elements of Operatio n 

Ass umed Intention To make a group of upper elementary 

pupils a war e of re g ional differences in spoken 

English, arousing interest in the phenomenon of 

dialect and emphasising the acceptability of 

variety in language • 

Sequence 

Upper Elementary 

Cognitive Processes 

Scope 

Reception 

Integrative Stra nd 

Variety in Language 

Affective Processes 

Try to amuse, interest 
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Choice of suitable language 

and topic level in 

appropriate presentation 

format for this group. 

(Figure 4) 

or puzzle, with subsequent 

resolution of problem. 

Connect with existence of 

a local form of speech •. 

Determining Variables 

s.E.s. Assumed "low" Culture 

Grade and present material so 

as to allow for sparse 

experiential background 

confined to vicinity. "Concrete" 

presentation pre ferred. 

Adjust material and 

method to any local 

cultural facto r s and 

practices. 

Perception 

"Translate" particularly 

obscure sections, avoid­

ing "over-informing". 
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Imaainatio n Limit ations 

Presentation in the form of 

stories pertine nt to the 

area(s) of dia lect being 

illustra ted . 

Allow for any hearing 

difficulties, poor auditory 

memory, etc. 

Self-Conce pt 

Emphasis on "worth" of 

local dialect- expressive, 

meaningful, economical. 

Show that other people 

have dialects. 

Verbal Competence 

Academic Hi story 

Expectations modified fo~ 

those of known retardation. 

Allow for re-play of tapes. 

Give opportunities to imitate and translate material, 

take part in verbal, (oral), interchanges, etc. 

Communication 

Informal presentation. No formal language activity or 

creativity output at this stage. 

Purpose 

Inform, interest and possibly amuse. Bring about 

realisation that the language is variable according to 

the geographic a l locatio n in which it is used, historical 

developments and local needs having been instrumental in 

this, together with accretions from other tongues. 

Possible introduction of another source of variation -

time. The English of other times and other places is not 

the English of here and now. (Figure 5) 



LEARNING EXPERI£NCE PROFILE, FIGURE 6 

It was decided to have stories read or told to the 

group by dia lect speakers, (e. g ., $outhern United States, 

Australia, England, West Indies etc., as available). 
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These were to be taped for later replay, including the 

origina l discussion .and group questioning of the invited 

speakers. The whole was to be carried on in an atmosphere 

of social informality. Later lessons would elaborate 

dialect differences using tapes and records. The form 

of later development of the topic would be decided after 

feedback and observation. 



This ch apter outli ned a theore t ic a l concept of 

the communi c ation t r ansact i on o r cyc le and i t s rel a tion 

to language u se and develo pment. It we nt on to describe 

how t e achers migh t prov ide input for th a t process in 

the form of learning experiences selected and modified 

by reference to determining variables in the pupils 

themselves and the language task. The broad classes 

of learning experiences, inductive and deductive, were 

explained. The impo~tance of feedback as a deter minant 

in the making of instructional decisions was emphasised. 

Finally, the suggestion was advanced that the ease of 

application of the model would not be substantially 

affected by its apparent theore t ical complexity. 

The chapter which follows will deal in greater 

detail with the practical application of the model to 

the construction of curriculum units, including the 

examination of children's language output to decide 

on objectives. It will also relate the cycle of 

operations of the third-st a ge diagram to the working 

of the me t hod ove r a long e r period, by means of a further 

diagram. 
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CHAPTER IV 

THE DESIGN ~ NJ DEVELOPMENT 

OF LEARNING ACTIVITIES 

Lanau aa e Stimu l at i on throuah Sxoerience 

The ap pro ach to be t aken in stimulating the 

communicative use of language, and from this developing 

relevant learning experiences, is set out below. The 

operation of the method is further illustrated by a 

series of specimen learning activities which forms Part 

II of the study. 

The population which has been assumed, for the 

purposes of this explanation and the specimen learning 

activities of the second part of the study, is an 

intermediate class of 31 pupils, at least 20% of whom 

suffer some degree of temperamental handicap as 

described in Chapter I, (Stott, 1971). 

A regular classroom setting has been chosen because 

that is where the children defined as temperamentally 

handicapped are accommodated, there being no special 

provision for this condition. 

Reception 

Shared concrete experiences will act as the initial 

stimuli for the use of language within the group and 

between the group and the teacher. The experiences will 
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require the use of listening, observation, reading and 

interpretive skills and will be mainly first-hand, 

though recourse to vicarious experiences is not ruled 

out, especially when these are the -only practiaal way 

of bringing before the group some phenomenon or event 

which would not otherwise be available. 

Experiences will include dramatised events or 

incidents, the presentation of phenomena, encounters 

with interesting persons, excursions, daily happenings 

of topical significance, (either locally or via the 

mass media), sensory sti~uli, (such as sounds, music, 

perfumes, the handling of objects and textures), and 

problem situations calling for research and the forming 

of value judgments. The class is open and to attempt 

to give a finite, specific list would be to ignore the 

experiences which would offer themselves to the teacher 

as they arose out of the particular situation of each 

class. 

A cardinal principle of selection wiil be that the 

teacher, aware of the environment and the attributes of 

his own group, in that place and at that time, will 

choose experiences likely to stimulate its use of 

language. In doing so he will be guided by the 

following criteria: 

Immediacy and relevance to the pupils' lives and 

previous experience. 
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Likelihood of arousing interest and linguistic 

response . 

Practicability, cheapness and availability of 

the r e source. 

Message 
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The means of communication will be studied in detail 

by the teacher when the pupils have responded to the 

initial stimulus experience by the oral use of language. 

This language will have been tape-recorded and will be 

transcribed into a typescript version, duplicated and 

issued so as to be read and added to the cumulative daily 

re~ord of language activities kept by each pupil. The 

volume of the daily proceedings which can be treated in 

this way may have to be restricted if the typing facility 

which is availab le -is restricted. This point is elaborat­

ed later in this chapter, ("Recording"). 

The careful scrutiny of the pupils' production of 

language will provide the teacher with information upon 

which he will base decisions as to the form of l anguage 

arts learning activities most appropriate and nee ded at 

the time. This will be a general objective based upon 

his perception of features of their language behaviour 

which require improvement or elaboration. This general 

objective will then lead to hi s making a selecti on 'from 

his body of language knowledge, bearing in mind 
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considerations of scope, sequence and processes, as shown 

in the first stage diagram, (F i gure 4). This examination 

of language production will also b e applied to written 

langu age and will be r e peated as r~quired t hroughout the 

continuous process of interaction which is foreseen, 

(Figure 7 ) . It need not be applied formally to every 

emission of language by the pupils, indeed its application 

will normally be made without their presence or knowledge, 

but the teacher who uses the method will be likely to 

find himself mentally and informally applying the technique 

at times when he is involved in any language-exchange 

with them. This deliberate and, sometimes, incidental, 

assessment of language performance will provide frequent 

feedback to the teacher which is likely to be more 

immediate and meaningful than the results of formal tests, 

since it will have been obtained outside the artificial 

test situation. 

Assessment of Lanquage Production - "Scanning" 

In order to be able to examine language production 

rapidly and systematically with a diagnos t ic intent, the 

teacher will require a basic frame of r e ference, a set of 

criteria which will guide his scrutiny. 

Ideally, the teacher's knowledge of the mechanisms, 

uses and variety of the language and the way these are 

acquired in orderly seque nce by the learner should be 



so comp lete as to enable him to identify points of 

inadequate growth at which to start teach ing. Such a 

state of affairs is rare. Element ary school teachers are 

required to t eac h many more sub jects than lang u age and to 

undertak e many more duti e s th a n simply teach ing, so that 

th e e ~ployment of an expert in language, when it occurs, 

is coincidental. Even s uch an expert would be under 

considerable strain, as the available knowledge of 

language acquisition and development is, as yet, complex 

and incomplete. 

The traditional solution to situations in which the 

teacher's knowledge of a subject is incomplete, or 

likely to be so in many cases, has been the provision of 

a guide in the form of a book or list compiled by experts 

in the field. These can be very useful, though there is 
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a danger of their being regarded as a series of rigid 

prescriptions for action, production targets, or work­

norm$, divorced from local realities since their 

originators can hardly have direct knowledge of the nature 

and capabilities of the pupils of any particular class, 

or their teachers. 

Despite the incomplete st ate, or more accurately, 

emerging state,of expert knowledge in this area and the 

susceptibi l ity to misinterpretation of guides, mentioned 

above, some set of criteria upon which to base initial 

practice in asses sing l anguage production is clearly 



nee ded. Two scal e s a re s ugge s t ed b e low. Th e first was 

deve loped from t he f indings of ex t ens ive longitud i nal 

stud ies of the l an gu age o f elementary school chil d r e n, 

(Loban , 1966 ), and app lies to ora l lan ~u age. The second 

is a morE r ecent syn the s is, ( Evanechko, 1972 ). It 

embodi e s some of the f i ndi ng s of a n e xten sive 

longitu d i na l study a l ~i ed to t h e one men t i oned above, 

(Loban, 19 6 3 ) , a nd ap plie s to written language as well 

as oral l anguage. Each has 21 items. 

It is propos e d to incorporate these scales, 

augmented by criteria dr awn from a wi d e v a rie t y of 

other studies of children's language, into a serie s 

of check-lists intended to guide language assessment. 

These lists are inc l uded in Part Two of the study, with 

f~ll d e t a i l s o f t he sources used. 

A quantit at ive. result is not required but rather 

a profile of inf ormation whose content, as regards 

significan t el eme nts of language performance which need 

attention ~ should progressively reduce. The amount of 

work inv olved in using this asses s ment is counter­

balanced b y a great l y r educed nee d for form a l testing, 

scoring a nd analy sis and t h e usefulness of t he method 

to the te acher should incre ase as he gains familiarity 

with its working in his own particul a r learning-teaching 

environment. 
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Oral Lancuaoe Prob lems ( Non-standard oral usage) 

Th e Loba n Cateaor ies 2 ( 1 9 66 ) 

1. Verb Problems 

(a) Lac k of agreement o f 

sub ject ar.d verb , t hi rd 

pe r son s in; ul a r ( exclud­

ing all forms o f t h e 

verb to be) . 

(b) Lack of agreement of 

subject and verb for all 

forms except the third 

person singular (again 

excluding a l l forms of 

the verb to be) 

(c) Lack of agreement of 

subj ect and verb while 

using forms of the verb 

to be 

(d) Omission of the verb 

to be 

(e) Omissio n of auxiliary 

ve r bs 

(f} Non st and a r d u s e of 

verb for ms. 

( Ex amp l es freely modified 

from the orig inal) 

" He~ he is going." 

"The boy don't look happy." 

"I sees it." 

"They~ down the 

street." 

"There was three girls." 

"I though t you was going." 

"They (were) here yester-

day. 

"He (is) happy. 

"He (has) been here 

"They (have) been torment­

ing me all day." 

"He has~-" "She ain't 

here." "I would have 

took him." 



(g) Inco nsi s ~e nc y i n use 

o f t ense . 

2. Pronoun Problems 

(a) Non- standar d u s e o f 

pronouns 

(b) Use of that instead 

of who as a r e lative 

pronoun referring 

to persons 

"She draws on him and he 

shot her." 

"I got up and I run to 

th e store ." 

"Her went to town. " 
"My sister and them went 

too. " 

"They eyes are blue. " 
"I saw the man tha t I 

knew." 
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"There goes the girl that 

is running away." 

(N.B. this usage see ms to be gaining currency, especially 

in the mass media, despite Lab an's identification of it 

as a problem). 

(c) Confusing use of 

pronouns. 

3. Syntactic Confus ion 

(a) Ambiguous pl a cing of a 

word, phrase or clause 

"They thought they were 

waving at them when they 

rode by~-" 

"The man is blowing a .horn 

with a hat on." 

"The curt ains were hanging 

up and shade s." 



(b) Awkward arrangement or 

incoherence 

4. Omi s sion , (exc eo t of 

(a) auxili ary v e r b s 

(b) Unnecessary repetition 

5. Other Problems 

(a) Non-standard connection 

(prepositions) 

(b) Non-standard connection 

(conjunctions) 

6. Non-standard Modification 

(a) Adjec tival 

"A couple of weeks is 

school out." 

"You make a circle with 

everybody go in." 

"He was waiting (for) a 

bus." 
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"I go you k now to buy ice-

cream, you know, at the 

store." 

"They had on hats and 

different clothes 2.!!•" 

"Listen at him." 

"Bud went back at his 

home." 

"We will be to home today." 

"He went in the room when 

she was." 

"His mother told him not 

to cry,~ he did." 

"He saw a airplane." 

"He is the youngest of 

the two.11 



(b) Adverbia l "I sometime watch the . 

fights." 

"That lady treated her 

cruel ." 

7. Non-standard use o f No u n Forms " 

8. Doubl e Ne gat ive s 

"I see two~•" 

"A police stopped the 

traffic." 

"The girl is holding a 

"I don't know nothing 

about it." 
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"I don't never want to die." 

9. Non-Stand ard use of Possessives 

"That is the girl hand." 

"We ride in my mot her 

car." 

Though the above l i st h a s 21 items, ma ny of them are 

actually subd i vi s i ons of what , for teachihg purposes, 

would be reg a rded as a sing l e topic with seve ral aspect~~ 

A check-l i st coul d b e d e v ise d whose elements would be 

meaningful t o t he t eac her and which would have much 



bri e fer form, be ing abbr e viat e d and coded for use. It is 

also likely t h a t a number o f the deviant language 

behaviours list e d would be missing from any one district, 

e xcept in the most c o s mo politan minority areas, rendering 

it usu a l ly possibl e t o r educ e the list. A possible 

attenu a t ed for m i s g iven be low. 

Oral Problems 

Verb Problems 

(abbreviated form) Check-List 

( a & b) No agreement subject 

(c) No a greement subject 

(d) Omission to be 

{ e) Omis s ion auxiliaries 

( f) Non-standard use of 

( g) Tense inconsistency 

Pronoun Probl ems 

(a) Non-s tand ard use 

(b) That for who 

{c) Confusing use 

Syntactic Confusion 

(a) Ambiguous placement 

(b) Incoherence 

(c) Omissions 

and 

verbs 

(d) Unnecessary repetitions 

Other Problems 

and verb, except 

verb using to be 

(a) Non-standard connection (prepositions) 

Non-standard connection (conjunctions) 

to be 

95 



(b) Non-st andard modificati on : (adjectival) 

Non-s tandard modi fication (adverbial) 

(c) Non-standard use of noun forms. 

(d) Double negative s 

(e) Non-stand ar d possessives. 

The above list would not elicit any information 

about th e voc abulary and phonological aspects of the 

language used. It is proposed to make these the subject 

of other check-lists. 

Further assessment, including Written Language 

Much of the information gained from the above 

evaluation method would carry over into the assessment 

of written output. A list of ''Indicators of Language 

Maturity", (Evanechko, 1972), forms a useful extension 

of any guide to the assessment of language maturity and 

development. It is necessarily lengthy, as befits a 

complex subject. A total of 21 indicators are listed 

and the order reflects the increasing command of 

complexity and refinement of language use to be expected 

as development proceeds. As a guide to the teacher in 
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his thinking about language, it would be valuable. Its 

elements are less susceptible to reduction to a check-list 

form than the Loban list, being statements regarding 

desirable outcomes of language development rather than 

inadequacies which have been identified as com~on over 
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wide populations by research. 

Many of the later items in the list give indications 

of increased maturity in terms of increases in the use 

of certain constructions coupled with decreases in the 

uses of o ther forms , considered less sophisticated It 

is h ard to see, for exa~ple, how the following complex 

cluster of crite ria might be reduced to a simple, readily 

scored, check-li s t item : 

"Decreased use of one-word nominals, (particularly 
common nouns), and increased use of modified nominals. 
Adjectives, genitives, prepositional phrases and verb 
forms as modifiers or nouns are indicators of maturity 
in language. The order stated in~icate~ frequency of 
use" (Item 16) 

The first 11 items, however, would be very pertinent 

to the assessment situation under discussic~,reflecting 

substantially the criteria validated by the extensive 

Loban study, (1963). The remaining items would serve 

· admirably to give direction to more advanced work which 

it might be possible to achieve in favourable 

circumstances. 

Mention is made of certain technical terms, 

particularly "C - units", (meaning "communication units"), 

and "mazes". These terms are fully defined in Ch a pter I. 

The list is set out in full below. A division has 

been made after the items considered directly useful in 

assessing the oral and written output of the intermediate 

students for whom the curriculum unit is being planned. 
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Ind i c a to r s cf Lan gu age Ma turity 

1. Ability to follow the compulsory rules in language. 

2. Ability to ge~eralise rules and apply them in new 

situat i ons. 

3. Awarenes s o f l e s s i mportan t featur e s of language, 

(e. g ., in f l ectiona l endings). 

4. Control of mazes and g a rbles. 

s. Increase in total response. 

6. Increase in number of C - Units. 

7. Increase in number of words per C - Unit. 

8. Increase in number of long, (20+), C - Units 

relative to short, (-9), C - Units. 

9. Decrease in coordination between units where "and" 

is used. 

10. Increase in coordination within units, particularly 

nominals and modifiers. 

11. Increase in use of subordinating connectives, with 

emphasis on multiplicity of meaning and function 

of coordinators. 

(Possible cut-off for check-list) 

12. Increased use of noun and adjective clauses 

relative to adverb clauses. 

13. Increased use of clauses and multiples relative 

to words and phrases as adverbials. 

14. Decrease in adverbs of time, place and motion 

with a corresponding increase in adverbs of 

manner. 



1 5 . Incr eased u s e of a varie t y of noun-headed 

con s t ruct i ons. 

16 . Decreased use of one - wor d n ominals, (particularly 

c on ~on nouns) , and increas e d use of modified 

no~ina ls. Ad jec tive s , ge nitives, preposi t i on a l 

phrase s and verb forms as modifiers of nouns a r e 

indicators o f maturity in language. The order 

stated indicates frequency of use. 

17. Increased use of nominal constructions such as 

infinitive with subject, and gerund phrase. 

18. Increased use of complicated nominal constructions 

as subjects, (verbals, infinitives, prepositional 

phrases and c l auses). 

19. Increa sed use of noun clauses in positions othe r 

than direct objects. 

20. Increased variety in use of adjectivals. 

21. Increased use of the rela t ive clause in oral 

and written expression with increased variety of 

relative pronouns used. 

As will be noted, the 11 items suggested would 

complement the abbrevi a ted Loban list. Examples of 

check-lists prod uced by their a malgamation with other 

sets of criteria a ccompany the specimen learning 

activities wh i c h constitute Part II of the study. It 

should be r emembered that t h e purpose of the lists is 

NOT the evalua ti on of individual pupils but principally 
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to provide a grid of reputable criteria of language 

performance against which to plot the functioning of the 

group, p i n pointing those features of performance which 

appear t o r equi re improveme nt by involvement in suitable 

1earning exper ienc e s. The prime object is to guide the 

teacher's thinKi~g along these lines . 
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The above nec essarily lengthy and detailed series of 

explanations has set out to make clear the process of 

assessment of language output which is contemplated in 

order to make instructional decisions. The description 

of the remainder of the curriculum unit design process 

is resumed below. 

The functioning of the language assessment process$ 

is fully illustrated in Part II of the study. 

Selectio n of Activitie s and inclusion in Cycle 
Expression 

The first expressive activity foreseen is to be the 

production of language, usu~lly oral but sometimes written, 

in response to the initiating experiential stimulus. 

This language sample, as well as being recorded and 

transformed into "print-like" form and duplicated for 

issue to group members, as mentioned earlier, will be 

subjected to the scrutiny described in detail above, 

yielding an objective or teaching intention. A mode 

of presentation will then be decided upon by 

consideration of the determining variables. 



In designing learning activities, particularly 

expressive ones, the order of development will be that 

of the "Language Growth" integrative strand of the 

theoretical model : 

from fluency to control 

from oral to written 

from specific instances to general applications 

from the use of simple communication units to the 

use of complex ones 

from concrete to abstract applications of language 

from single level usage to multi-level usage 

The expressive output of the pupils will vary in 

its volume, its level of sophistication and the nature 

of the language, (from outright local dialect to 

attempted "standard"), according to each pupil's 

capabilities and language background. The stress will 

be upon acceptance of a pupil's production, in order to 

encourage a steady incre ase in participation with 

enhanced self-esteem. The rapid transformation of as 

much of the group members' language production as 

possible to a good-looking typed and duplicated form, 

resembling print, and its acceptance and incorporation 

into the cumul a tive daily record or journal, together 
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with its use as basic reading material for part of the 

reading activities, is intended to be a positive 

reinforcemen t for the production of language in both forms. 
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Here it should be pointed out th a t a printed record 

of oral l angu a ge is l ike ly to differ considerably in its 

form and con t e nt fr om printed language produced expressly 

to be r ead . The r apidly prod uced r e cord of langua ge 

productio n is not in tended to be used as the sole reading 

mat e ri a l of t he g r o u p but rather as a reinforcement for 

language productio n for all pupils, a pleasant novelty 

for the fluent readers and an incentive to gain meaning 

from print for those who read reluctantly or with difficulty. 

Such evaluation as takes place, other than that under­

taken privately by the teacher,(ttscanriin1'), will take into 

account the capabilities of the individual pupil and use 

these as a frame of reference in assessing progress, by 

basing any grades awarded upon any gains noted over the 

earlier performance of each individual. 

Emohasis 

Due importance will be accorded to oral work, since 

this is widely recognised as the primary language 

function and the most flexible, especially in combination 

with non-verbal communication devices. Written work, 

while by no means undervalued, will not be introduced 

unless a demonstrable need for work to be written can be 

made plain to all. This is not to svggest an exclusion 

of writing activities so much as an increase in oral ones 

at their, (slight), expense. 



The r eceptive activities of listening and reading 

are, however, insepa rable from the expressive ones of 

speaking and writin g . There is little point in s peech 

without a l i s t ene r, or writing withou t a reader. 

The acti v i ties are comp lementary and, in the case of 
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oral language, simultaneous. It is vita l that oral 

learning activities have as their principal aim the fact 

that they shall be listened to, and that written language 

produced in learning situations shall be read. 

Lessons analysing the "message'' element of 

communication, which lead to the excessive production 

of language units having no purpose as carriers of 

meaning, (except an underlying meaning regarding 

language rules), would seem to be using language in a 

way which is likely to b ring about very li t tle learning, 

if psycholinguistic theories of language learning are 

· accepted. In a curriculum whose rationale is the nature 

of the communication process, it will be important to 

avoid as far as possible the creation of communication 

situation s which are manifestly false, such as the 

requiring of pupils to write to a teacher who is within 

earshot, unless , of course, they wish to do so. 

Recording 

A feature of the approach mentioned earlier, is to 

be the compilation of a cumulative record of as many 



language act ivities of the group as can be accommodated 

by the r ecordi ng , typing and duplicating faci li ties at 

hand. Selection may well have to take place, though not 

a personal one but rather se lec tion of the activities 

incorporating the whole group. 

Time cons iderations are to be important, as the 

reinforcement of seeing each pupil's language rapidly 

"in print" is sought. This service, it is hoped, may 

be provided by a teacher's aide, clerical assistant, 

parent volunteer, or high school "work experience" 
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student on loan from a commercial or academic stream. 

Further details of the logistics of making this provision 

are dealt with in the concluding chapter under the heading 

·of "Implications". 

Selected written exercises, stories and other work 

will be added to the cumulative record whenever their 

nature is such that it illustrates a language principle, 

carries high interest, or is likely, by its acceptance, 

to reinforce the emission of langu a ge by a class member. 

Readina and Text Materials 

The cumulative records of language activities will, 

as it grows, form a core of reading material which will 

be regarded as a base from which to expand. A very 

comprehensive collection of literature of all kinds and 

levels will form a class library into which this expansion 



105 

wi l l be expected to tak e place. This library will include 

f actual , r ef e r ence , c orrme rci a l, periodica l, and t e chnical 

materia~ the off icially pr e scribed novels, and a supply 

of fi c t ion , periodically rot ated . There will also be 

sets of ba s a l rea ders and high in t ere st-low difficulty 

r eaders, the latter t o c ater for cas e s of r eading 

difficul ty . 

The assembly, housing and organisation of a suitably 

varied class library may present problems, notably problems 

of cost. Though real, these are not insuperable. District 

maintenance staff will -normally provide extra shelving 

as part of their routine renewal programme. Many districts 

hold stocks of pre-cut shelf units for this purpose. 

The book stock shoul d be built on a nucleus of basal 
a 

readers, special r e aders, novels, social studies and 

science sup~lementary texts and classroom r eference sets. 

These are already provided. To them should be added 

trade books, magazines, colour supplements and publicity 

material, all of which may be had free or at a very 

nominal cost. Foreign embassies and tr ade missions are 

often useful sources, as are the multi-national 

corporations. A local book-collection will often yield 

a measure of suitab le material. One or more newspaper 

files should be started. Th e sorting and grouping of 

all this material can be a useful learning activity. 

The growing collection shou ld then be up-graded via the 
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annual requisition and supplemented by regularly rotated 

supplies of book s f rom t he public and school libr a ries. 

The help of schoo l a nd pu b lic librarians will be 

invaluab le in t h i s ende a v our, a s wil l t h eir advice 

regard ing p u r c ha ses. In at t e mpting to achieve high 

vol ume at mo d erate cost , paperback editions should be 

sough t wherever this is possible without loss of 

desirable re a ding qualities, such as clarity of print 

and suitability of presentation. 

As the collection grows, the material should be 

arranged simply but effectively. The systems of the 

school library may well be the best model for this 

arrangement, since children will have been taught these. 

It may be that the school library is itself close at hand, 

or is decentralised to the classrooms, or that local 

practices require that any large assembly of printed 

materials must be made in conjunction with the school 

libra_ry. In such cases, the system would have to use a 

specially augmented section of this facility as its broad 

source of reading material. 

An individualised reading programme will be under­

taken, with childre n selecting their own material, according 

to interest. A colour coding system, using stick-on 

supermarket labels, to give a broad indication of the 

level of dif f ic u lty of ma t erial may be useful. Pupils 

will keep a bri e f note o f books or materials read, with 



enough comment as to the content to substantiate their 

claim, a n d also note any dif f iculties they encountered. 

Ind i vidual c onferenc e s wi l l be conducted in which 

book s will be inform a lly d i s c ussed, short pa ssages read 

and the l e vel of compre hensi o n checked. The underlying 

s t ruc t u re o f t hes e confere nce s wi l l, pe riod i cally , be 

that of the Re ading Check-List, (See Check-List B, Part 

Two of the Study and Notes for Use). 

Help with difficulties will be given individually, 

either by the teacher, or, initially by the teacher and 

subsequently by a competent classmate, if a volunteer is 

available. Difficulties common to several pupils will 

be treated in small groups of those pupils. Throughout, 

analysis of the words of the reading material into 

"phonic" units, the enunciation of supposed rules and 

regularities, and above all, interruption of readers to 

offer corrections of misreadings, will either be avoided 

altogether or kept to a minimum, being given mainly on 

demand. The focal point of the attention of teacher 
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and pupil will be upon the eliciting of the essential 

meaning of the material read. The pupil will be provided 

with feedback free from any emotional overtones of praise 

or blame, wi t hout false optimism or manifestations of 

undue dissatisfaction. Pupils will be counselled against 

dwelling excessively on material below their level, but 

this action will stop short of coercion. Less pressure 



will be exercised again s t attempts to gain meaning from 

more dif fi cult material. The "sharing" of re ading 

material with others, when it has aroused interest in 

one reader wil l be encouraged . No restriction will be 

imposed on readers wh o have difficulties as to what 

they may try to read , i n the sense th at reading is an 

attempt to r e duce uncertainty about meaning. They may 

gain at least some of the meaning of even very high 

level material and it is important that they do not 

learn to regard some material as prohibited or 

unattainable. The essential readability of all reading 

material,.in whole or part, will be emphasised. 

The use of language text books is not to be ruled 

out in the proposed treatment, but merely subjected to 

certain restrictions. They will be used principally 

as sources of information relevant to particular 

1earning situations and occasionally, when suitable, 
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as sources of some relevant deductive exercise. There 

will be no use of them as sequential "courses" to follow. 

The "course" is seen as the reality experienced 

daily and the use of language which it stimulates, 

extended and enhanced by activities chosen with 

reference to the existing language performance, the 

learners and their learning environment. 

Phases 

Learning activities will fall into two phases, 
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firstly an inductive phase in which principles of 

language u se may well be stressed in the activity but 

will remain covert, b e ing there to be detected or 

elici ted by mean s of usage and infere nce by the pupils, 

should they be capable of this, and secon~ly, a deductive 

phase in which principles , as identified, and acknowledged, 

are worked upon. 

Self-Concept or Self-Esteem 

It is an aim of the curriculum method that the self­

esteem of the learners shall be progressively enhanced by 

the acceptance of their language performance and by 

increasing their experience of apparant success in the 

use and manipulation of language. It is believed that 

this process may become cyclic and acceleiative. 

Process of the Experience-Based Approach 

A complete cycle of operations of this approach is 

illustrated in Figure 7, showing how the basic sub-cycle 

is incorporated into the overall repeating system, at 

time intervals which vary in accordance with the degree 

of interest and activity resulting from each stimulus 

event. 

Specimen Learning Activities 

A series of typical learning activities, illustrating 
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the operation of the experience-based approach over a 

per iod o f several weeks f orms Part Two of the study. 

A list of mat e ria ls and s e rvic e s r equir ed for 

implementation is given in an appendix to Part One of 

the study, (Appendix A) . 

Implications for Teachers, Administrat ion, Parents 

and Le arners 

A succeeding chapter, concluding Part One of the 

study, includes a full consideration of these 

implications, together with some limitations and 

difficulties of implementation. The prospects for 

educational evaluation of the approach in the event of 

future i mplementation are outlined. 

Summary 

This chapter outlined the mode of operation of the 

proposed experience-centred curriculum development 
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method. It described how experiences were to be presented 

to pupils as stimuli designed to provoke language, how 

this language was to be examined or "scanned" by 

comparison with sets of c ri teria assembled for the purpose 

into check-lists, and made clear that subsequent language 

learning activities were t o be based on needs discerned 

during the scanning process. 

A parallel feature o f the method was to be the 



recording, typing and duplication of selected examples 

of the langu age performance of pupils. This material 

should be added to cumulative journals, forming a 

commonly s hared body of l a n g u age whose meaning wo u ld 

be especially c lear, in the case of oral performance, as 

it would have been p r e viously expe rienced. This 

conversion of language to print was seen as evidence of 

success in language production and this repeated viewing 

of such evidence was thought likely to enhance the self­

esteem of pupils whose usual experience of their own 

language production had hitherto been disappointing for 

them. 

Following a brief treatment of the general 

distribution of emphasis in the proposed development, a 

longer section explained the individualised reading 

programme which was intended to accompany and complement 

the proposed curriculum method. 

The functioning of the proposed method was 

illustrated by a diagram which integrated the elements 

of earlier diagrams into an overall process flow chart. 

The chapter concluded with brief references to 

later chapters wh ich would summarise the imp lications of 

implementing the method and which would offer specimen 

1earning activities which this method would generate. 
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CHAPTER V 

CO NCLUS ION 

Some I mplications and Limitations of the Study 

The type of curriculum development proposed is 

expe r imental. Its initial trial in the classroom 

situation would be of limited duration. Any eventual 

adoption of the method as the basis of an entire 

1anguage arts prog ramme could only take place after 

a systematic evaluation based on well-established 

criteria had given evidence that it enhanced the 

language development and attitude to self and school 

of disoriented children, as they are defined in this 

study. 

Trial i mplementation would hold a number of 

implications for teachers, children, administrators 

and parents. Certain attitudes would be instrumental 

in creat ing an atmosphere in which a fair trial was 

possible. Adequate facilities to carry out the basic 

procedures of the curriculum would be required. All 

concerned would need to be a ware of the underlying 

motives and philosophy upon which the project was 

based. The cost of implementation in terms of money 

would have to be acceptable, as would the cost in 

terms of interruption of the tradi tional programme. 
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Over-enthusiastic acceptance of the experiment would 

breed falsely high expectations and yield unrepresent­

ative results. Acceptance in the face of considerable 

resist-ance, reluctantly, would negatively influence 

attitudes, which are a concern of the project. 

Consideration would have to be given to many factors, 

both human and logistic, if the project was to proceed 

smoothly. 

Implications for Teachers. 

Implementation of the method would call for 

certain qualities, aptitudes and attitudes in both the 

teachers who were to use the method and their 

tmmediate colleagues. Fortunately, though by no means 

universal, these qualities are not uncommon among the 

profession. They are: 

In the Teacher Using the Method 

1. Knowledgeable in, (or recently briefed on), 

trends in the psycho-linguistic approach to 

language teaching and the teaching of reading. 

Intensive study not essential but a clear idea 

of the state of theory needs to have been 

gained. 

2. Flexible in approach, able to modify or drop 

plans when expedient. Completely without 
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any dependence on course handbooks as adjuncts 

to t eaching . 

3. Will ing t o coun t enance, participate in and 

gu i d e a c onsiderable amo unt of talk, as part of 

t he cl ass activity . 

4. Non- threatening in attituje, having a good 

rappo r t with the class. 

s. Not given to using school work in a punitive 

way, even unconsciously, as in imposition of 

''punitive" corrections, heavy emphasis and 

placing of values on "right" as opposed to 

'"wrong" output, etc, 

6. Acce pting of v ~ried, regional or nonstandard 

language output. 

7. Well established in the school and locality 

in that: 

(a) he has the confidence of the 

parents, 

(b) he has the confidence of the 

administration. 

In Im~edi a te Colleague s 

1. Tolerant of innovation and minor inconveniences 

arising. 

2. Secure enough not to be threatened by 

unorthodox fentur e s of an experimental 

method, such as more noise than usual, 
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a pparently e xc essive t alk , etc. 

3. ~i l ling t o offe r suppor t if ne eded but never 

i n terv e ne wh i l e t he t eacher responsible for 

the experiment is pr e s ent . 

Imp lications for Pu pils 

The insti t ut i on of some practice which departs 

from the known and familiar is, for children, normally 

attended by mixed e motions, though individual reactions 

vary widely. Initially some will be apprehensive, 

others will be enthusiastic and over-excited, a state 

which is likely to increase when their oral responses 

are keenly solicited, and yet ot hers will observe the 

situation as one affording opportunities to avoid work 

or disrupt matte rs. 

Certain mental sets need to be established in 

the learners : 

1. A feeling of security in that the new method 

does not threaten their promotion prospects 

in traditional terms. 

2. An awareness that t heir oral production of 

language will be valued highly when it is 

since re and to the point. 

3. A readiness to commit i de a s to paper without 

fear o f destructive mar k ing. 
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4. An understanding that deductive exercises, 

in part i cular, wi ll be subject to marking but 

in s uch a way as to give feedback rather than 

detract from the e ff ort wh ich has been made. 

s. A r ealisation that reading is a search for 

meaning rather t han an attemp t to convert 

print to sound. Oral reading to a class 

audience will be kept to a necessary minimum, 

being confined to the reading of material 

intended for oral production, such as scripts, 

plays, poems. 

6. A realisation that the differing capabilities 

of individual members are recognised and that 

lower capability in handling the language 

does not detract from personal worth. 

Implications for Administrators 

·Principals of schools in which the proposed method 

may be developed would be key figures in the 

relationship between the teacher (s) using the method, 

the other staff and the parents. As always, they 

would be at a point of pressure. They would need to 

exercise the following qualities: 

1. Willingness to allow the exercise. 

2. Trust of the teacher operating the method, 

keeping in touch with the project but 
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avoiding intrusion. 

3. Willingness, and the ability, to justify and 

explain the e x pe r iment to parents, board officials 

and teachers. 

3a. Item 3, above, is dependent on an important 

right of principals, which should be met. This 

is the right to be fully informed at the outset 

of the details of the project and kept abreast 

of developments and changes. 

4. The capability of obtaining necessary materials 

and services, given due notice, and ensuring 

their maintenance. 

s. Enough sense of security to weather adverse, 

possibly uninformed criticism, by means of 

explanation and reasoned argument. 

6. Flexibility in attitude towards content 

coverage in courses . as a criterion for 

promotion. Ability to reassure parents on this 

point. 

Supervisors 

District supervisors would need to approve and 

understand the nature of the project and be willing to 

facilitate its implementation. They would have to be 

prepared to survey the results of any evaluation of it 

to decide if any beneficial e f fects could be generalised 



to the school population under their supervision. 

The Deoartmen t o f Educ a tion 

In its ini t i a l tri a l form t h e project falls within 

the latitude allowed by the curriculum guide. If it 

were later adop t ed more widely as a r e sult of positive 

evaluation, the practice of supplying prescribed texts, 

already being greatly modified, would need further 

revision. 

Implications for Pare nts 
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Parental reaction to the use of the proposed method 

would be likely to vary widely. Some welcome innovation 

while others feel uneasily that standards of instruction 

are less stringent than they used to be and that the 

search for new methods is largely to blame. For the most 

part, such impressions are rooted in emotion and lack of 

factual knowledge, for which parents can hardly be 

blamed. The rate of extension of knowledge in most 

fields in recent decades has been such that it has 

become impossible for most citizens to keep abreast of 

developments in their own special area of interest or 

livelihood, let alone the cluster of disciplines having 

imput to, and bearing on education. When considering 

the education of their young most parents have only their 

own educational experience, which can be many years or 



even decades out of date, as a data-base. In a 

situation such as the one outlined here, parents are 

entitle d to c e r tain serv ices from the school: 

1. Complete informa tion, in layman's t e rms, about 

the n a ture of t he project. 

2. Authoritative assurance that their child's 

prospects of progress and promotion are not 

threatened. 

3. A report, or reports, of perceived progress 

or results. 

4. An opportunity to participate, as non­

teaching partners, in the project, as for 

example in the required typing and clerical 

work, provision of stimulus experiences, etc. 

As mentioned earlier, strong resistance from 

any one of the groups mentioned above would constitute 

grounds for serious doubt as to whether the project 

should proceed. 

Limitations 

Limiting factors likely to be encountered fall 

into two main classes, being either practical 

limitations or philosophical ones. 
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Prac tic al Limitat i on s 

Avai l ab i l it y o f Equipment and Suoplie s. 

The equi pmen t and supplie s r equired are listed in 

an appendix , ( Appe nd i x A). All the items listed are 

currently ava i lab l e in loc a l schools except the 

optional(••) items, and even t hey could also be 

borrowed by arrangement with the school librarian. 
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This limitation would assume more importance if a 

lengthy period of implementation were to be contemplated. 

£2§.i 

The services needed, apart from library assistance, 

which is already available, would consist of typing and 

duplicating. The need would be for some two hours per 

day of this service at times of maximum demand, (see 

analysis, Appendix A), which could very well be a 

prohibitive cost if the service was provided by paid 

employees, being of the order of $30 to $40 per week, 

according to the expertise and seniority of the employee. 

Parent volunteers, or high school "work experience" 

students from commercial courses, could very well 

provide the service free. If they served on a rota 

basis, as is currently customary in the provision of 

library assistance, reading assistance and some 

physical education skill development, the burden need 

not be onerous. 



The demand for duplicating paper would be raised 

by the use of the system, though it should be remembered 

that this would be partly offset by a diminution of 

Gonsumption due t o a reduction of exercises in which 

traditional tasks are comp l e ted by filling blanks. In 

these latter exercises, only a small proportion of the 

paper is actually for the students' use, the major 

portion carries questions or other exercise-context~ 

replacing the teacher's voice, the chalkboard, or the 

workbook page. In the proposed use, the paper is to be 

used for the recording of the language produced by the 

students, in its entirety. In this sense, it is 

analogous to an exercise book. Exercise books are 

provided by the parent as a part of school supplies, 

. so there seems no reason why a modest supply of 

duplicating paper could not be supplied, in lieu of 

one of the exercise books normally supplied, by the 

parents, if a shortage should be foreseen. 

A way of avoiding excessive use of the typing 

channel, or of compensating for it, should the 

provision be sparse, would be the periodical use of 

thermal copying of written work, executed in pencil to 

allow for self-correction and editing without defacement, 

and to ensure good copying due to the carbon content of 

the script. 
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Duplicating need not be a problem requiring staff 

attention or time. This process is carried on very 

capably by pupils in most schools. Costs might be 

reduced by the use of low-grade duplicating paper, 

- a stratagem well-known to most teachers. 

Transportation Costs 

The regular allocation of excursion time for 

authorised field trips by school bus could be utilised 

for some excursions. In the event of difficulty, 

permission for field trips at no cost to the 

authorities, using school funds collected by the pupils, 

or using transportation provided by parent groups, could 

be sought. 

Science Supplies Phenomena Demonstration. 

Supplies from the instructional materials centre's 

stock of materials for science-kit replenishment or 
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from the local high school laboratory store, by 

arrangement, should be easy to procure. The cash value 

of the supplies contemplated is small, of the order of $3. 

The above considerations lead to the conclusion that 

availability limitations are negligible and cost 

limitations, while very real, are by no means insuperable, 

many of them being capable of being avoided. 

Philosophical Limitations 

In discussing the impl ications of the project's 

possible implementation , earl ier, mention has been made 



of various forms of r esistance to the method which 

may be encountered from groups or individuals. Parents 

may not favour the project, feeling that traditional 

teaching is what they want for their children, or 

fe aring loss of "progre ss'' in terms of the grade 

system. Teachers may be opposed to the abandonment, 

even temporarily , of traditional or orth odox methods, 

in which they genuinely have faith and can demonstrate 

success. Administrators may share the kind of view 

held by the traditional teacher. These differences 

in basic philosophy, leading to opposition, are much 

more formidable than any of the practical considerations 

described above. The people sincerely holding vie~s 

contrary to the project are in every way entitled to 

their opinions. They are also entitled to act in 

accordance with their opinions, refusing cooperation, 

withholding permission and denying facilities. Open 

opposition is perfectly legitimate. The worst 

limitation might well be covert opposition, whereby 

the project was permitted to proceed but did so to 

the accompaniment of diminishing support and 

increasing non-cooperati o n and doubts. In such a 

conflict, the children would be the main victims. 

Any implementa tion of the method could be 

adversely affected by certain pressures. Opponents 

are likely to demarrlthat the system should justify 
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its tri al by proving in some quantitative fashion that 

it brings about superior language learning. Supporters, 

conscious of such p r essure , may b e tempted · to adduce 

" evide nc e " of dubious validity , of a quantitative 

kind suggesting that so~e ~easured i mprovemen t has 

taken place aft2r a brief i mp lementation. This d emand 

for evidence, followed by a hurried search, should be 

avoided until the system has become familiar and 

tension-free for all concerned. Empirical evaluation 

by impartial researchers could then follow. 

A special philosophical limitation deserves a 

separate comment. It affects both an ~xperimental 

implementation of the method and any wider adoption 

of the system which might follow a positive evaluation. 

This is the limitation which would result from a teacher 

or teachers, who opposed the me thod on philosophical 

grounds, being required to try to use it. It is felt 

that the system is only capable of profitable use in 

the hands of a teacher who has confidence in it. 

Similarly anomalous would be its attempted use by a 

teacher who did not understand the basis of the method. 

The last two statements may seem superfluous, until it 

1s recalled that they describe situations which occur 

with great frequency in education today. 

Philosophical limitatio ns, as described above, 

would possibly diminish greatly, or even be overcome, 

125 



by a fr a nk and sincere information programme, couched 

in mod e r a te t erms, directed towc rds the groups or 

ind ividuc ls wh o were like ly to be involved. Care 

woul d nee d to be tcken to avoid over-op timistic claims 

for t h e supposed benefits of the method. It would be 

equally ne cess ary to avoid causing alarm by resorting 

to displ ays of expertise which, by emphasising the 

novel aspects of the method, might pose implied threats 

to the equilibrium of sincere and worthy 

traditionalists. Both professionals and laymen are 

disposed to be helpful when they feel that they have 

been consulted, that they understand the task, and that 

their help is valued. 

Further Study and Evaluation - Some Suggestions. 

Should this method of curriculum development 

form the treatment component of some future empirical 

study, the experimenters would no doubt choose their 

own design and instrumentation, adding a form of data 

analysis deemed a ppropriate. Certain areas of 

measurement are suggested as being possibly worthy of 

consideration, together with some problems apparently 

needing solution: 

1. Sampling The identification of experimental 

and control group s representative of the 

temperamentally handicapped pupils in intermediate 
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grades postulated by this study. 

2. Language Performance 

Measures of language performance, for pre- and 

post- testing, considered representative of the 

underlying language competence of the subjects in 

psycho-linguistic terms, (Chomsky, 1957, 1965). 

3. Self-Esteem General A measure designed to 

(pre- and ascertain overall self-

post- esteem. 

test 

forms) 

Specific A measure designed to 

ascertain self-esteem 

specific to language 

learning situations. 

As touched on in the review of literature in 

this study, authoritative sources in the field are 

still dissatisfied with the state of measurement in it. 

This poses a possible need for the development of 

suitable situation-specific instruments, (~ylie,1974, 

conclusion). 

4. Attitude Tests - Toward School 

A measure, (attitude scale) 

constructed from statements 
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(pre- and 

post­

test 

forms) 

by the subjects, subjected to 

recognised scaling methods, 

e.g.,Thurstone, Likert, Guttman, 

etc., (Edwards, 1957). 

- Toward Language Lessons - As above 



The Teacher as a Var iab l e Fac tor 

A f eature o f the a p pr o ach , which is considered to 

be one o f it s virtues, is its attempt to ba se 

instruc tional decisions on the l anguage exh ibi t e d by 

the learners . Thi s r equ i r e s the medi a t i o n o f the 

teacher who devise s the form of lea rn i ng activities 

rather tha n having these pre scribed to him by text, 

course guide or other external authority. The teacher 

also medi a tes the processes of language interchange and 

production. Clearly both of these facts mean that the 

nature and extent of the activities and consequently 

their results will be heavily influenced by the 

teacher's personality, as exhibited in his daily 

dealings with his class. There is noth ing 

revolutionary in this. Despite the apparent 

objectivity of some instructional methods, classes 

are always affected by the teacher's personality in 

this way. The novelty, if any, of the situation called 

for by the proposed method , is that this effect is given 

more recognition. In a study having as one of the aims 

of its treatment element the enh ancement of self­

est e em parallel with enhancement of l~nguage 

competence, and having effective pre- and post- tests, 

however, the effect of te a c he r personality factors 

seems likely to be ve r y mar k ed, a fact which would 

have to be taken into account. 
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The scrut iny , or scanning of children's language, 

as carried out differently by different teachers migh t 

also need deep consideration by future investigators. 

A further area for study could be the development and 

val idation of some objective method of examining 

language emission, and evaluating competence, which 

would be capable of wide application. This might be 

of great utility in the context of the present desire 

to un-grade schools in many administrations. 

Some Changes Arisino from the Proposed Method 

One principal change proposed in the suggested 

method of curriculum development is a change from a 

situation in which teaching is based on a .series of 

informed assumptions, by central curriculum planners, 

by text book writers, by text book selectors, and by 

those who select and apply, often on a wide basis, 

tests standardis e d elsewhere, to a situation in which 

teaching is to be based on the observed current 

language performance of the pupils who are to be 

taught. 

This performance is unlikely to conform to 

"grade expectation'', which is one of the assumptions 

referred to above. It is far more likely to vary 

widely from child to child. The proposed method 

would thus appear to be suited to the non-gract·ect 
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situation, currently being re-examined by many 

administrations and already adopted by some. 

Evaluation of the method would seem worthwhile in 

view of its obvious application to such situations. 

Another i mport ant change proposed is the transfer 

of curriculum planning decisions from central 

planners to the classroom teacher. Instead of a series 

of static decisions and prescriptions, infrequently 

changed and made in the absence of the learners, it is 

proposed to have decisions made in close proximity 

to the learning situation, and to modify those 

decisions frequently in the light of observed 

performance. The initial training of new teachers 

and the in-service training of practising ·teachers 

would need to provide the necessary background 

knowledge and skill training to enable them to 

undertake this changed task. 

Adoption of the proposed method would pose a need 

for the adoption of a broad view of the levels of 

performance which might be expected from pupils at 

various stages of their school experience. The 

acceptance of a wide variation in performance at any 

age level would have to replace the existing tacit 

assumption of approximate equivalence of achievement. 

This acceptance has, in fact, been informally 

accorded by many teachers for. many years. Its official 
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recognition, already foreshadowed by permissive 

provision s in curriculum guides, would reduce 

uncertainty and encourage initiative among the 

teachers. 
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CHAPTER VI 

I NTRODUCT I ON 

Nature a~d Pur0ose of tr.e S~ecime n Learning Act i v it ies 

The two fin al chapters of this study will illustrate 

the way in whic h , it is suggested, the pro posed met hod 

of curr i cu lum development may be applied to the practical 

classroom situation. 

In Chapter VI the determining variables of the 

assumed learning situation will be d e tailed, 

introductory notes as to the origins of the learning 

activity series will be given, the process of 

"scanning " children's language will be explained, and 

a series of check lists, designed to assist in this 

operation, will be presented, together with notes on 

their use and a definition of their terms. 

Chapter VII consists of a series of outlines of 

language-stimulation events or activities, f o llowed by 

reports on the nature of the language which they cause 

the childre n to produce, and by sequences of learning 

activities designed to exploit the knowledge gained, 

from the "scanning" of this language, of the children's 

state of language development and use. The number of 

learning activities which -will be developed from each 

stimulus event will vary according t o the results of 

"scanning". 



The illustrative stimu lus eve nts and learning 

activiti e s to be assembled in Ch apter VI I have all been 

us e d at var ious time s in the cl a ssroom by t he present 

writ e r . The r eports of t hem in this c hapter do not 

pur port to be a r e searc h r eport on a s pec ific se ~ie s of 

app lica tions . They have been s yn the sis e d for 

il lustrative purposes from inst a nces of earlie r use. 

In order to offer a more i mmediate practical example of 

the applicat i on of the system, however, the final two 

stimulus events and t heir subsequent"scanning" and 

learning activities have been recently implemented in 

full. Evidence of the language output and its 

examination, together with the lessons subsequently 

designed, a r e to be included in the concluding sections 

of the ser ies, (Stimulus Events 5 and 6 >~ 

Assumpti ons and Conventions Adopted f or 

Illustrative Purposes 
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The theoretical model upon which the method of 

curriculum development is based has, as an important 

feature, the consideration of the "Determining Variables". 

These are the social, psycho l ogical, phys ical, and 

educational factors a pp lying to learners in any learning 

situation, tog e ther with factors supp lied by the nature 

of the task being attempted. By definition, these 

factors vary with a ge , time , and situation. 



In attempting t o illustrate t h e application of a complex 

theoretical mode l such as the present one, it b ecomes 

necessary to assume that such factors, for the purposes 

of the expl anat ory e xercise , may be artificially held 

const ant . I t is, similarly, necessary to identify a n 

age group or g e~eral level of maturity . For these 

purposes, the general description of the cl a ss which 

experienced the two final stimuli was assumed throughout, 

in the d e sign of all the illustrative activities. Th is 

population is defi ned below. 

Test Group Stimulus Events 5 and 6 

General 

Upper Elementary 

(Sequence) 

N = 31 Grades (nominal) 6 and 7 Boys - 16 

Girls 15 

Age range 10.8 to 15.3 Learning As s istance S's 6 

( Reading levels in this 

group 2.3 to 4.2) Identified e motional 

difficulties in 5 cases. 

(Official records) 

Social Upper working class 70% 

S E S Lower professional/business 30% (approx) 

Nuclear families 90% 

Single parent or moved with separation of parents 
10% 

English Speak ing 100% Other language homes 2/31 

Psycholoqical 

Cases of low self-concept 8/31 

Perceptual problems confirmed by profe~sional 

diagnosis 2/31 



Learning style pragmatic, will perseverate 

if success comes early, easily induced to 

abandon tasks. (Applies to 23/31) 

Imagination - well developed. Exhibited when 

task is not such as to i~hibit this by 

inducing fear. 

Physical limitations 2/31 (Asthma) 

Educational achievement ranges Reading 2.3 to 9.8 

(C.T.B.Sk.) • 

Arith./Math. 3.8 to 8.6 

(C.T.B.Sk.) • 

History Has proceeded as a group, except for three 

additions from those not promoted from earlier 

years, throughout a split-grade,small, rural, 

elementary school. The cases of learning 

difficulty .noted above have been known for 

three years and have had regular remedial 

attention of a traditional kind, at a frequency 

of 1/week. 

Task Not held constant. See Specimen Activities. 

• Abbreviation refers to: 

The Canadian Test Of Basic Skills 
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2. Scanning Children 's Language 

A s ali e nt f eature o f th e proposed curriculum 

ctevel o prre n t method is t he mak ing of ed ·=ational decisions 

regarding l angu age a rts instruction on the basis of the 

language produceG b y the childre n . In order for this to 

happen , t he teac h e r wil l need to be ab l e to examine 

language performance r apidly and sys tematically, with a 

di agnostic in t ent, at frequent intervals. In this he 

will require a f r ame of reference, a set of criteria 

which will guide his scrutiny. 

Eight list s for use in this scanning process are 

outlined on succeeding pages. They are cl ass ified 

according to the components of the cos rr.unicati on cycle 

identified earlier by the theoretic al model, and upon 

which the propo sed met hod of curriculum development is 

based. 

The titles of the lists and the manner of their 

grouping are as follows: 

Reception ~-----~ Message~------~ 

A Listening C Oral Usage 

B Reading D Oral 

Communication 

E Written Usage 

F Wri tten 

Communication 

Expression 

G Oral/~·Jri tten 

Quantity & 

Complexity 

H Oral/Writ t e n 

Vocabulary & 

Meaning 



They are preceded by a definition of terms and 

followed by a series of brie f notes on their use. 

The lists are designed so th at t he y may b e used in 

whole or part , according to the breadth o f survey 

required by the teach ing situation at the time of use. 

Exc ep t for the list concerned with reading assessment, 

t hey may be applied to grou p or individual assessment, 

though they afford greater precision in the latter 

situation. In group use, modification of the system of 

recording or checking will, however, yield indications 

of commonly shared language behaviours or approximate 

distributions, (by number), of particular behaviours 

among the group members. 

The complete set of lists, in typescript, appears 

bulky. For daily use in the schools, the physical size 

could be reduced by photographic processes, to about 
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one half of the page size presented in this study. This, 

it is suggested, would result in a manageable handbook 

of eight pages, some four inches by five inches in size. 

Such a booklet could also accommodate the half-dozen pages 

of explanatory notes on the use of the lists. 

The app lication of the lists in determining 

instructional needs is illustrated by their insertion, 

in relevant porti ons, at intervals in the sequence of 

specimen learning activities which form the major portion 

of this par t of the study. 



(a) 

Some Limitat i o ns of the Ch eck List s 

The l i sts have bee n compi led by the s ynthesis and 

subsequent s i mplification for classroom use of criteria 
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of l angu age pe rfcr mance and ma turity foun d most significant 

by authoritative large scale studies, ( Goodman, K. s. 1968, 

1969 , 197 3 ; Goodma n , Y. ~: . 19 71; Hunt, 19 6 5; Loban, 1963, 

1966; O' Donne ll, 1967). To t hese criteria were added 

selected elements thought capable of ready understanding 

by the classroom practitioner. These were derived from 

the present theoretical model, (Evanechko, 1972), from a 

collected list of indicators of language maturity, 

compiled from current research literature, (Evanechko, 

1972), from a current taxonomy of dimensions of 

comprehension, (Barrett-Clymer,1968 ), from a survey of 

listening skil l s, (Greene& Petty, 1971), from a recent 

study of children's dimensions of meaning and definition 

strategies, (Maguire, Patsula & Evanechko, 1974), and 

from a standard work on grammar, (Stageberg, 1965). 

The process of reduction has posed a need for the 

paraphrasing of terms having precise and virtually 

irreducibl e meanings . It has also forced the reluctant 

omission of a numbe r of valid criteria for language 

examination. In spite of t h is, the lists are longer than 

would have b e en d e sirable. Their size, however, is offset 

by the fact that the use of single lists only is 

contemplat ed and, often, the use of partial lists. 
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Langu a ge is a whole process ~ Any attempted division 

of it into a r eas or element s of performance is artificial 

and the edges o f t he divisions are often indistinct. The 

l ink s between the artific ially- divide d s e c t ors a re some­

times so s tro ng a n d log ic a l t h at valid cases could be 

made ou t for t he inclusion of some a s pects of . l a ng uage 

b e h aviour i n s everal c heck-lists, which would militate 

against the rapid use of an economical aid to assessment, 

producing , instead, confusion due to overlapping. In 

some cases, therefore, the assignment of an aspect of 

language behaviour to a particular list has been somewhat 

arbitrary. 

The production of lists of criteria to guide the 

teacher's examination of language is a process of 

attempted compromise between the complexity and many­

facetted nature of language and the practitioner's need 

for an easily-applied device of practical simplicity. 

Many of the limitations of the lists, which follow, stem 

from this basic conflict. These limitations, together 

with some compensatory considerations, are : 

1. They cannot be fully comprehensive without 

becoming unwieldy. Ove r half of a current and valid 

list of indicators of language maturity had to be 

omitted. 

2. They are subject to the interpretation placed 

upon some a s pects o f langu age performance by the 

teache r. Many e l ements o f the lists call f or what 



amounts to an opinion. 

3. They are subjec t to the interpretation by their 

users of the terms in which the lists and the notes 

for t heir use a re frame d . 
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4. The use of a f ul l ran ge of observations would pose 

a need for several examinations, each for a different 

set of features, of the same language production. 

Oral language would have to be recorded. 

5. The lists are intended as guides. There is an 

ever-present danger of their being treated, or 

becoming, prescriptions to be filled, rather than 

tools for the discovery of symptoms. 

6. They are s u sgested as being dual-purpose, in 

that thPy may be used to record commonly shared 

behaviours or, much more precisely, individual 

ones, where conditions allow this desirable 

application. The desire to preserve duality of 

application has subtracted from their specificity 

and ~recision for the separate applications. 

7. Initial use is likely to be time-consuming 

unless the teacher, (a) selects the area of 

interest with some precision and definition of 

limits, (b) has undertaken brief practices in 

rapid checking. 

The time of use is likely to d e crease very 

markedly with practice, especially in the lists 
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which simply requ~re check marks in a space, 

while those lists calling for more complex counting, 

(B and G) are likely to be used less often. On 

some lists, iteDs which had to be included may, in 

practice , prove redundant. 



( b) 

Definition of Terms and Abbrevi ati ons 

u sed in the Ch eck - Lists 

Al l Lists 

Language Pur pose - The r eason fo r u s ing l angu age , 

sugge s ted as fa llin g i n to thr e e divisions: 

1. The tran s mission of information. 

2. The transmission of emotion. 

3. The acquisition of knowledge by one or both 

parties to the communication transaction. 
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Language Context - The atmosphere and environment in which 

language is used, different forms of language 

behaviour being called for in communicating with: 

1. Individuals, 2. peers, 3. the language community, 

4. figures in the school setting, 5. the public 

media. 

List B "Re a ding" 

Tensions - Instances of hesitancy and distress shown by 

a reader. 

Substitutions - Words supplied by readers in place of 

words misre ad by them in the text. 

List E "Writt e n Usage " 

Substitution - The r e placemen t of a word by one 



equivalent to it, in terms of grammar and meaning, 

e.g., the use of "he" for "John". 

Embedding - The inclusion, within a sentence or clause, 

of another sen tenc e or clause; so as to elaborate 

the meaning , e.g., "The boy w:, o rode the bicycle 

o wns the bicycle." 

N - Noun; LV - Linking Verb; Adj - Adjective 

Adv - Adverb; VI - Verb-Intransitive; VT - Verb­
Transitive 

List G "Quantity and Complexity" 

Communication Unit, (Loban, 1963), -(C-Unit) - a 

144 

. grammatically indepe nd l~n t predication, a group of 

words which canr.ot be divided without loss of essential 

meaning, or an a ,1swer to a question which would 

become a completely independent predication once 

the question was stated with it. e.g., "I'm going 

to beat him up and kick him in his nose/ and I'm 

going to get .the girl, too." (2 C-Units) 

"Yes." (1 C - Unit) page 7 

Coordination - The connection of equivalent communication 

units by conjunctions. e.g., "We ate sandwiches and 

(we) drank milk." "We ate cakes but (we) disliked 

them." 

Mazes - {Loban, 1963), - Series of words or initial 

words which do not add up either to meaningful 

communication or to communication units, as defined 



above. False starts, meaningless repetitions, 

unattached fragments, e.g., "I'm qoin' ••• I'm 

goin' to build a flying saucer/but I can't think 

how yet." (Maze underlined),(page 9) 

Subordination - Ampl i fication of the precision of 

meaning of a communication unit by joining to it 

a dependent unit whose function is to extend, by 

description, the import of a noun or verb in the 

main unit. e.g., "The cars, which were for sale, 

were damaged." "He came home when he had done 

the job." 

List H "Vocabulary and r"ieaning" 

New - Not used in previous counts 

Misfits - Words used inappropriately in terms of 

meaning. 
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( C) 

The Chec k - List s A to H 

The tex t and general for mat of eight check-lists, 

in tended to be u sed as a i ds to lang u age sca nning, are 

s et ou t on the f ol l o wing nine p ages. The y a r e s e t out 

in standar d typescript for the purposes of this study, 

but would be xerographically reduced in size for 

practical classroom use. 

The lists are as follows: 

"Reception" A Listening 

B Reading (Two sheets) 

''Message" C Oral Usage 

D Oral Communic ation 

E Written Usage 

F Written Communication 
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"Expression" G Oral/Written Quantity and Comple xity 

H Oral/Written Vocabulary and Meaning 



CH ECK-LIST A 

Group _______ N_o 

Individual 
Name 

RSCS PT I ON LI ST::::N ING 

Lanqu a ge ?urpose & Cont e xt 

informat i on 
e mo t i o n 
knowledge 

individual 
peers 
com~u nity 
school 
media 

(Check at level observed) High 

Listen(s) actively, frequent meaningful response 
(Spontaneously develops ideas presented by speaker)_ 

Li~ten(s) continuously, needs more data, asks 
for it 

Listen(s) for main ideas, disregarding some 
aspects 

Listen(s) part-time, but res ponses show comparison 
of his own ideas with those presented by speaker 

Listen(s) part-time, but misses significant parts 

Listen(s) only to material having a personal 
appeal 

Listen(s) only enough to be aware of sudden 
demands upon him (self-preservation) 

Listen(s) oc =asionally. Bulk of time 
inattentive 

Hear(s) mate ~i a l, but no reaction except 
recognition 

Low 

Criteria adapted from Green & Petty, (1971) 
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REC EPTION 

(s e e notes o n u s e) 

Oral (count ) 

Words missed 

CHECK-LIST B 

Name 

RC::A DING 

Tensions: None Some __ Extreme Comprehension __ 

(10 quests.) 

Substitutions, (words in context) Total Total 
Subs.- Words-

Commonest Examples 

How many look like the right word? 

sound like the right word? 

do same grammatical job as 
right word? 

Sentence Chanaes Total sentences in selection 

How many contained substitutions? 

had substitutions which 
the reader corrected 
successfully? 

had substitutions which 
did not change the basic 
grammar? 

had substitutions which 
did not change the basic 
meaning? 

had uncorrected 
substitutions which DID 
chan ge the meaning? 

. . . . . . . . . . . . . . . . . . . . . . . . . . . 
Silent (count ) 

Words asked for 

Tensions: None Some Extreme 

Above "Ora:r' & "Silent" reading 

Comprehension_ 

(10 quests.) 

criteria adapted from The Miscue Analysis, 
Goodman, 19 7 3. • 
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CHECK-LIST B 

Name -----
REC SPTI ON RE AD ING 

Comprehensio~ - Le vel s of Underst a ndi ng 

Appreci at io~ - Reader us e s all lower levels of 
unde rstanding as bases for feel ing reacti ons 
to the informa tion, its implications, and 
the styl e o f its presentation. 

Evaluation - Reader forms value judgments 
based on the information and its 
implications 

Inference - Reader is able to draw conclusions 
as to the i mp lications of the inf ormation 
in the r eading s e l e ction 

Re-organ i sa t ion - Re ader is able to re-state 
or p a ra phr5se the in f ormation prese nted 
in the re ading sel e ction 

Literal - Reader understands only the 
information wh ich is explicitly stated 
in the re ading selectio n 

High 

Low 

Levels adapted fi6m Barrett-Clymer Taxonomy, (1968}. 

(Sections of this list may be , used separately). 
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CH ECK-LIST C 

MES SAGE ORAL us ,; ::;::; 

Group 

Individual 
( Na me) 

-------

---------La nguage Pu r oose & Car.text 

inf o r mation 
e mot i on 
k nowledg e 

i ndividua l 
pee rs 
c o :.1 :-:- un i ty 
school 
medi a 

No n- St anda r d Featur es 
Look for: VS RBS 

Non-agreement , e. g ., " I seed it." "He .9.2. home ." 
"There was thr e e dogs." etc. 

Omissions, e. g ., ' 'He/happy." "He/my friend." 
"He/been h e re." etc. 

Non-standard, e.g., "He has ili•" etc. 

Tense, e.g. , "I ate lunch, then !l!!2 out." etc. 

PRc:--:ou,rs 
·Non-standard , e.g. , "H e r we nt to town." etc. 
"That" . instead of "wh o" and its group 
Confusi on, e . g . , "He st arted to help him, 
but he didn ' t know." 

SYNTi-.X 
Ambiguity, e . g ., "He b l ows a horn wi th a h a t on." 

Incoherence . e . g ., "A s hort time is school out." 

Omissions, e . g ., "He was waiting (for) me." 

Repetition, e . g . ·, "He had o n shoes and clothes 
Q!l." 

OTHER 
Prepositions , e. g ., " Liste n at him." 

Conjunc tions , e .g., "He wa s told not to do it, 
and ( b ut) he did . " 

Nouns, e . g . "I s ee two~•" 

Adject ives , e . g ., "He is the younges t of the 
two s ons . " 

Adverb s , e. g ., " He got there very quick." 

Negat ives , e . g ., "I don 't want~•" 
"Either••• not ." 

No 

Posses s i on, e . g ., " Th e girl_ hand." "He's hous e ." ____ 

Sections o f t his list may be used sepa r a tely 

Abbr e vi ated f rom Loban , ( 1966) 
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CHECK-LIST D 

MESSAGE ORAL COI'-'iEUNICATION Group 

Individual 
(name) 

Qua l ity, Variety & Self - Expression 

La nauaoe Pur oo se & Context 

information_ 
emo t ion 
knowledge 

i ndividua l 
peer s 
community 
school 
media 

Body Language - use of 

Facial Expr ession 
+ 

Gesture 
+ 

+=positive or 
high 

= nega tive or 
· low 

Posture 
+ 
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Vocal Modificat ion - use of 

Pitch Stress Break s Pace 
Loud-
Ness Clarity 

+ 

Overall Voice 
Speed Quality 

+ + + + + + + 

Oral Style 

Confident Flue nt 
Relax-

Spontane ous ed 
Coher- Listener(s) 

ent considered 
+ + + + + + 

Poetic Emotional Figurative Dramatic Tentative 
+ + + + + 

Variety Levels, Dialect. 

Local Dial ect Standard Other 

Accepts other dialects Rejects other dialects 

Expressive~ abilit _ Local High_Moderate __ Low __ 
Receptive j Y Standard High_Moderate_Low_ 

Certain criteri a derived from Loban, (1963). 

Sections of t his list may be used separately. 



MES SAGE 

Language Purpose 
information 

CH ECK LIST E 

WRITTEN USAGE 
( Mech anics 

& Grammar) 

& Context 
individual 

Group 

Individual 

---- ---emotion 
knowledge 

peers 
community 
school 
media 

Problems with - (briefly specify) 
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Legibility 
+ 

Spelling _________________________ _ 

Punctuation ------------------------
Verbs, tense, agreement, auxilia~ies, etc _______ _ 

Nouns, number, possession, etc. 

Pronouns --------------------------Adjectives ________________________ _ 

Affixes,(all types) 

Adverbs ---------------------------Prepositions _______________________ _ 

Conjunctions _______________________ _ 

Negative forms ______________________ _ 

Sentenc~ trans f ormations from - (Check if used) 
Active t o passive ___ Statement to question __ _ 

Syntactic Features of Usage - problems with or lack of: 
Ambigui t y or coherence due to word order and position, 

· substitution & Word Choice ----------------
E rn bed din a 0--------------------------
Expansion & Addition -------------------
Sentences Used - mainly: Simple_ Compound_Complex_ 

High Frequency l.N LV Adj. ?.N LV Adv._ 3.N LV N _ 
Basic Patterns 4.N VI 5.N VT N 6.~ V ~ ~ _ 

7.N V N
3

N
4 

Sections of this list may be used s eparately. 

Criteria derived from Evanechko, (1972); Stageberg, 

(1965) 
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CHSCK-LIST F 

MC:SSAGE WRI TTSN COMMUXI CATION Group ---
Individua l ---

Qualitv , Va riety & Self - Sxpression 

L anauace ?uroose & Cont e x t 

informa. tio n 
e motion 
knowled c e 

Attitude to 
writing 
task 

+ 

individual_ 
pee rs 
co :-:-n un i ty 
schoo l 
med i a 

Awareness of 
style levels 
Informal Formal 

+ + 

'F l exibil ity 

+=positive or 
high 

- - neg a tive or 
low 

Creative 
+ 

Commun­
icative 
Clarity 

+ 

Arrangemen t of 
Units to i mpr ove 
message 

in transforming ••••••••• ••• 
Acti ve to Passiv e S tat~~~.:IJ.t_t_o q uestion 

+ + + 

Uses of Va~iety of L2nouage 

Poetic Emo ti onal Dr ama tic Figurati ·re Tent a tive 

+ + + + + 

Figures of Speech Used 

Simile_ Metaphor __ Imagery Irony_· __ 

Underst 2. tement 

Alliteration 

Overstdteme nt 

Sound-words 

Omission 

Other ( spe cify) ,___ ____ _ 
Tasks preferred _____ _ Performed best ________ _ 

Evanechko, (1972); Loba n, (1963). 

• Section3 of t his list may be used separately. 
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EXPRESSION 

CHECK-LIST G 

QUANTITY & COI-:?LEX I TY 
Group ___ _ 

-- Individual 

Oral/Written (delete) 

Lanauaae Pu r cose & Cont e xt 

in ~ormat i o n_ 
emo ti o n 
kn owledge 

i nd i ·✓idua l __ 
peers 
c ommun ity 
sc hool 
media 

Total 
Total 
Total 
Total 

words 
C-Units 
C-Units 
C-Units 

of 9+ words 
of 20+ words 

Of 9- words 
Total "mazes" 

Space for comparisons, if required, between above 
elements 

Simple C-Units, no coordination 

Simple C-Units, coordinated by "and". 

Simple C-Units, coordinated other than by "and" 

C-Units using subordination, (e.g., clauses, 
adjectival, adverbial, noun, etc.) 

Notes, of kinds of subordination, if required 

----

Spate for comparisons, if r e quired, with elements from 
head of list 

(Above criteria adapted from Evanechko, 1972; Hunt, 1965; 

Loban, 1963; O'Donnell, 1967). 

Sections of this list may be used sepa rately. 
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CHECK-LI ST H 

Group __ _ 
EXPR.f:S ~ION voc;..BULA i<Y & MEANI NG 

Individual ---
Oral/written (delete) 

N .B.In written work, mis-spelled 
wo"i?cts wi ll be accepted i f they may 
b e adequately pronounced f r om the 
mis-spelling. 

Lanauaa e Purpose & Cont ex t 

informat ion __ 
emotion 
knowledge 

Diversity 

"new" words per 
or per 

or per piece 

individu a l __ 
peers 
community 
school 
media 

Suitability of Meaning 

"Misfits" per __ 
or per __ 

or per piece __ 

Suitability Rating __ 

(Suitability= 100 minus "misfits" 
figure per 100, gives% rating. 
May be modified for other counts) 

Notes Incorrect l y used words for attention 

Meaning - Classes 
Ci 

Identification 
by attributes 
"An apple is 
red." 

(Count, as above, or check singly to 
indica te occurrence) 

Identification Identification 
by function by cl assification 
"An a pple is "An apple is a 
good to eat." fruit."(Synthesis) 

Concrete Terms __ Abstract Terms_ Specific Terms __ 

General Terms Tent a tive Terms Figurative Terms __ 

Cornoonent Terms ( Analy sis) Connotative Terms 
(pa rts o f a l ar ger (showing personal re actions 
class, e. g ., airline to experience, e.g., frighten-
pilots, engineers, ing, etc.) 
planes, etc.) 

sections of this list may be used separate ly 

Above criteri a collected and adapted fro m Evanechko,(1972); 

Loban, (1 S63); Maguire , Patsula & Evanechko, (1973). 
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Notes on the Use o f the Chec k Li sts 

List A "Listeninq " (Grouo or Individua l ) 

The l i st is essent ia l l y a n ine-poi nt scale for the 

assess ment o f l i stening pe rformance, (or behaviour). 

It may b e use d indivi du ally, in which ap p l i cation it is 

thought c apable of assisting the teacher in recording 

a careful subjective assessment. Group ap plications, 

which may occasionally be expedient, would consist of 

recording the commonest behaviours observed in the group, 

either by checking the commonest lev~ls, or by inserting ·; 

the numbers of persons functioning at the various levels. 

List B " Reading" (Individual) 

The list is derived from the Miscue Analysis, 

(Goodman, 1973), with the addition of the principal 

classes of the Barrett-Clymer Taxonomy of Cognitive and 

Affective Dimensions of Reading Comprehension, (1968). 
. . 

Procedures underlying the collection of the data 

required by the list are as follows: 

1. A selection to be read by the pupil is chosen. 

2. A copy of t h is selection is made for the teacher's 

use, having its lines in the same sequence as the 

pupil's copy, but n umbered. 

3. After s t eps ha ve been t aken to put the reader at 

e ase, exp laining t hat no he l p or interference 
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will be offere d but that no "grading" is contemplat­

ed, the pu pil reads the story orally, using any 

strategy of his choice to overcome dif f iculties 

h e may encounter . This r eadi ng is simultaneously 

t aped. 

4 . As reading proceeds, the teacher codes any errors, 

omissions or substitutions on his copy of the 

material. Th is is rarely completed at this time 

and is finished later from the tape record. 

s. After oral reading the pupil is asked to re-tell 

the story, without interruptiori. Following this, 

he is asked open-ended questions concerning the 

story, particularly about any areas which may have 

been omitted in the re-telling. The provision 

of information which has not yet been mentioned 

by t he pupil is avoided by the questioner. In 

this application of the Goodman technique, the 

use of ten questions has been suggested and a 

comprehension rating based on the success in 

answering these has been provided for. 

6. The substitutions are studied and the data 

required by the check list are extracted. These 

are studied in order to ascertain any pattern 

which the reader's difficulties may have, and to 

plan strategy lessons designed to rectify those 

difficulties. 
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7. The lowe r p art of the check list provides a scale 

against which to check the level of understanding 

perceived in the reader's responses to 

c omprehension questions by t he teac her. The five 

categor ies used are simplifications of the five 

overall categories of the Barrett-Clymer Taxonomy , 

( 1968) ment ioned earlier . 

List C "Oral Usaae " (Group or Individual) 

The list seeks only to provide a convenient way of 

noting dialect or non-standard oral usages. It uses a 

condensation of the categories determined by Loban, (1966), 

in his extensive survey of oral language behaviour. The 

categories are not ranked in any sense and the information 

to be gained is simply a qualitative specification of 

deviations from standard usage, likely to be useful in 

· attempting to enhance the pupils' facility in oral 

expression in the standard form, with its concomitant 

increase in social competence and self-esteem. With 

specific knowledge of the principal non-standard usages, 

it should be possible to devise learning experiences 

designed to modify language use so that standard forms 

replace the non-standard ones in situations where this 

is called for and would be likely to enhance communication. 

List D "Oral Communication" (Group or Individual) 

The list provides a series of compartments in which, 
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on three point scales, various aspects of the quality of 

the oral mess age may be assessed quickly by the insertion 

of check marks . The facets of language behaviour dealt 

with are all o nes which have connections with personality 

factors in the l anguage u ser s. 

The f irst section deals with thre e principal aspects 

of non-verbal com~unicat ion, the rater being asked to 

check on three levels between ".high" and "low" use of 

each mechanism. 

In the second section, eight aspects of language 

modified by vocal means are offered for rating on a three 

level scale, again between "high" and "low" use of the 

oral device concerned. 

The third section asks for checking on three levels 

between high ind _. low levels of ~mployment of elev~n •·. 

dimensions of oral style. 

In the final brief section, space is provided for 

comment on the pupils' command of their local form of 

t~e language, on their acceptance or rejection of 

messages in other dialects, and on the presence or 

absence of a local dialect other than a form 

approximating to standard English. 

As with all lists except List B, ("Reading"), 

this list may be used in whole or part and may be applied 

to assessment of group performance, or, with more 

precision, to individual assessment. 



List E "Written Us a ge" (Group or Individu a l) 

The list i s the complement to List C in that it 

seeks t o as sist the teac he r in p inpointing areas of 

d i f fi c ulty e xpe rience d by the pupils in t hei r production 

of langu age in the wr i tt e n mode . List C sought to 

iso l ate such a r eas i n s poken langu a ge. Spaces are 

provi ded for the teac her to ind i cate problems 
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encountered by the pupils in the mechanics of the 

production of clear, written language either by simple 

checking of categories, or, more usually by briefly noting 

details of the problem in the appropriate space. 

The terminology used has been simplified, so far as 

is consis t ent with precision, in order to make the list 

readily intellig ible to teachers of brief training, or 

thos e of traditional grammatical training. This has 

meant the avoidance of most of the terms in use in the 

rapidly emerg i ng discipline of modern linguistics. 

The data provided for is qualitative rather than 

quantitative. It is not ranked in any way. As with all 

the lists, the a im is the acquisition of information 

about performance a nd dif f iculties in performance, with 

a view to designing strat e g ies to help over come t hose 

difficulties. 

List F " Wr itten Communic ation" (Group or Indivi dual) 

Compl eme n tar y to Lis t D, t his list provides a series 



of three-l e vel compartments in wh ich to as s ess by 

check - ma rk the teacher 's perception of the pupils' 

attitude to th e task of writi n g , their awareness of 

style l eve ls needed for different for ms of written 

cor.~ unic a tion , t he :r degree of success in clear 

communic at ion in this mode, and their use of rhetorical 

devices to achie ve this end. 

A final space is provided for the recording of 

perceptions as to the pupils' optimum performance, 

compared with their express preferences for various 

kinds of writing tasks, formal, informal, or creative. 

In this list, as in List D, the convention of using 

+ to represent "high" or "marked" and 

"low" or "slight" has been adopted. 

to represent 
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List G. "Quantity and Complexity" 

(Oral/Written) 

(Group or Individual) 

This list is a dual purpose one, intended to be 

used in assessing the amount of language output, in either 

mode, and its complexity, (as identified by the research 

sources cited on the list). The user is also gaining 

informat ion as to the level of maturity of the language, 

and, by extension, of the language maturity level of the 

subjects. 

The information sought is largely quantitative, to 



be obtained by various forms of counting applied to 

written lan g u age produced by the pupils , or to accurate 

written transcripts of their s poken language, or to tape 

r e cordinos of the ir langu age ou tput. Though expressed 

in quantitative form, the ai d o f the data collection is 

ultimately ~ua l it a tive in that the various elements are 

merely sought as a series of pointers to the maturity 

of individuals or the group collectively. Maturity is 

scarcely a quantifiable attribute. It may, however, be 

regarded as a comparative one and a knowledge of its 

apparent change over time is considered here to be a 

valuable overall indicator to the teacher that the 

learning experiences offered maybe contributing to its 

development. 

On a group basis the lists may be used more grossly 

to indicate obvious lacks in the language performance 

requiring learning experiences designed to fill them. 

Terms used in this list thought likely to need 

explanation have been defined, with examples, in the 

definition of terms included in this section of the 

work. 

List H "Vocabulary and Meaning" 

(Oral/Written) 

Group or Individual 

Another dual purpose list, this one is meant to 
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assist assessment of the variety, richness and suitability 

of the vocabul ary of the pupils. In spite of a numerical 
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appearance in t he early items, the quality of diversity 

and that of s eman tic aptness are par amount consideration~ 

in the first s ections. A s pace is als0 given for notes 

o f incorrect app l ic a tion s o f wor ds, for r ecti f icat ion 

via appropriate l e arning expe riences. 

In t he c en t re s e c t i on, an approximate numerical 

comparison between the uses of t hree forms of definition 

of words by the pupils is provided for. The least mature 

form of definition is at the left and the most mature 

of the three is at the right. 

The last part of the list calls for approximate 

counts of eight categories of terms. Four of the classes 

are actually two pairs, "concrete/abstract" and "specific/ 

general". In each of these, the left-hand menber of the 

pair is generally accepted, in teaching principles and 

theories of cognitive development, as being earlier in 

the growth-sequence than the right hand member, a 

convention followed by the theoretical curriculum model 

used for this study. The remaining four categories 

are cited by several sources, (Evanechko, 1972; Loban 

1963), as being indicative of the growth of langu a ge 

maturity. 

While intended for oral or written language 

assessment, the list is like ly to find more extensive 

application to oral language, in recorded or transcribed 

form, than to language written directly by pupils, since 



the volume and ran ge of the latter are likely to be much 

less extensive. 

All List s 
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These are intended to be aids to the surveying of 

langua; e b e haviours in order to iden t ify points at which 

to attempt the development of learning experiences likely 

to bring about growth. They are not objective measuring 

instruments, though the bulk of the criteria employed are 

derived from r e search findings, which are cited at 

relevant points and included in the bibliography. 

The retention of completed or partially completed 

lists for the duration of the class year is suggested, 

to provide an informal outline of trends, performance 

changes and a record of the focal points of learning 

activities. 
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CHAPTER VII 

SPECIMEN LEARNING ACTIVITIES 



Stimulus Event ~,or)N 1 
~ . - . ) o • . 

Topic _ _,F~I-R._......E ___ _ 
LOcl¼:Rl:A!j lMfpC:1!1CP"lee_ - Date 

Seauence Upper Elem._L Middle Years Primary 
Seo;:,~ A Reception _x_ Message _ Expression 
ScoDe B,( Proc es s es ). 

Cognitive 

x 

1.Knowledge L 2.Comprehension __ _ 
4.Analysis _ s.synthesis 

3.Application _ 
6.Evaluation X · 

Aff e ctive 
1.Receiving_X_ 2.Responding X 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language _X __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language ___ _ 

Activities Inductive~ Deductive 
Aim Provide multi-sensory experience. 
stimulate & record oral response. 

Introduction Brief remarks about the need 
to watch caref ully from a safe distance as 
we unlock some power. Discuss ways of 
obtaining fire. 

Development Materials slowly reacted, with 
commentary. Initial bubbling, then, 
spontaneous combustion. When cool, pupils 
examine.• Class groups take turns at 
describing their observations. Teacher 
"chairs" unob t rusively and. summarises. He 
occasionally revives the talk by adding 
information. He commends effective 
language. • Recorder started. 

Conclusion Tape playback. Comments invited. 
Brief discussion. Tape retained for 
"scanning", typing and duplication. 

Times. 
(Min.) 

3 

22 

15 

Materials/Services Potas s ium permanganate, 
glycerine, pipettes, tin lids on asbestos pads, 
Rencils, pads,,,__ tape recorder, typing/duplication. 
Observat i ons1 r·2e dback 
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Stimulus Event ..2S...., or ) 
Learning Experience_) No. 1 

LANGUAGE PERFORMANCE 

Brief Description Topic 

Date 

FIRE 
Ten- minute tape of discussion after demonstration 

of s pontane o us combust ion. Centred around nature of the 
reac tion, with o pinion emerging that certain substances 
together generate heat . Di scussion of unexplained 
local fires and prevention and extinction of fires. 

SCANN I NG 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage D. Oral ) 

Communication ) 

E. Written F. Written 
) 
) 

Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity ) 

H. Vocabulary Oral X Written 
) 

and t1eaning - ) 

Expression 

Problems Noted 
Diversity low, (below 1/100). Suitability O.K. 

negligible faults only. Identification mainly by 
attributes, (lowest level). Terms used mainly concrete 
and specific. Minimal use of tentative terms. No 
figurative terms noted. Connotative terms, (surprise, 
excitement), used by about 20% of children. 
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Action Proposed Inductive development of oral and 
written vocabulary: (a) from identification by attributes 
towards function and class, (b) to develop tentative 
language, (c) to develop figurative language. 



Stimulus Event _,or) N 1.1 
L • ~ • V ) Oe earning t x perience ~ -

Vocabulary 
Topic Development 
Date 

Seaue nce Upper Elem. X Middle Years _ Primary 
Scone A Reception __ Message __ Expression 
Scope B, (P r ocesses). 

X 

Coanitive 
1.Knowled ge _ 2.Compr ehension_x __ 
4.Analysis _ s.synthesis 

Affectiv e 

3.ApplicationX 
6.Evaluation -

1.Receiving~ 2. Res ponding X 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Inteqrative St rands 
1. Communicat i on Through Language 
2. Growth in Language~ 3.Knowledge of Language 
4. Language & the Self_ s.variety in Language 

Activities Inductive X Deductive 
Aim To show the various ways of attaching 
meaning to terms (Oral) 

Times. 
(Min.) 

Introduction Play tape from demonstration, 15 
Summarise, 20 relevant words on board, spaced. 

Development Teacher adds to first two words 20 
crystals-sp ark ling-quality blaze-hot-quality 

-get hot action -burns-up-action 
-smal l grains-parts -flames-parts 
-chemicals-class -fire-class 
-drugstore~where -furnace-wh~re 

found found 
Children attempt the same treatment of the rest, 
supplying words for teacher to write. 

Conclusion Discussion of the expanded summary. 
Issue transcript of tape, (typed). Invite 
ideas for other ways of connecting meaning 
with words, (e.g., "use", "effect on things") 

10 

Materia l s/S e rvices Tape from original event. 
Typed transcri p t to add to journals, tape recorder. 

Observations/Fe edback 
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Stimulus Event _,or) No 1.2 
Learning Experience~) •-

Vocabulary 
Topic Development 
Date 

Sequence Upper Elem.x_ Middle Years 
Scope A Re c eption __ .r,,iessage ___ 
Scope a , ( Processes). 

__ Primary 
Expression x ---

1.Knowledge _ 
4.Analysis _ 

1.Receiving_ 
4.0rganising_ 

Coonitive 
2.Comprehe nsion X 
s.sy nth esis 

Affective 
2.Re s ponding 
5.Characterisation 

Integrative Strands 
1. Communication Through Language 

3.Application X 
6.Evaluation X 
3.Valuing 

by Value 

2. Growth _ in Language _x_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language __ _ 

Activities Inductive Deductive K._ 
Aim To give oral and written practice in 
identification by attributes, function and 
class. _ 

Times. 
(Min.) 

Introduction Show four common objects. In 10 
each case ask, " What is it like?" " What does 
it do7" "Where?" "What eiseis like it?" 
"What word describes it and the others like 
it?" 

Development Children are each given a set of 15 
pictures cut from catalogues, six to a set. 
Each classifies,in writing, the objects 
pictured, by the above criteria, adding the 
name, then covers up the pictures. 

Conclus i on (Oral) Guessing game in which 15-20 
individual s describe the object by quoting 
the criteria descriptions, while others seek 
to win points by correct identification. 
(Rotated). 

Materials/Services· Cataloguepictures, pencils 
exercise books. 

Observations/Fe edback 
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Stimulus Event _,or)N 1.3 
L . E . ) o. earning xper.1.ence x -

Vocabulary 
Topic Development 
Date 

Seauence Upper Elem.~ Middle Year.s _ Primary 
Sco::ie r. Rec eption __ Nessage _ Expression X: 
Scone B, (frocesses) . 

Cocnitive 
1.Knowl edge _ 2. Compr ehension_X __ 
4.Analysis _ s.sy nth esis 

Affective 

3.Application X 
6~Evaluation -X-

1.Receiving_X_ 2. Res ponding x 3.Valuing 
4.0rganisingJL_ S.Characterisation by Value 

Inteorative Strands 
1. Communication Through Language 
2. Growth in Language i 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive Deductive~ Times. 
Aim To give further oral and written (Min.) 
practice inidentification by attributes, 
function and class. 

Introduction Refer to previous day's game. 5 
Ensure materials shuffled and rotated. New 
issues if needed. 

Development Classification, in writing, 15 
according to, "What is it like'?" "What does 
it do?" "Where'?" "What else is like it?" 
"What word describes it and the others like 
it?" as previous lesson. 

Conclusion (Oral) Repetition of guessing game 15 
for - points, as previous lesson. End by 
inviting suggestions for s horter names for 
the categories. Seek to elicit : qualities, 
job and class. (attributes, function, category) 

Materials/Services As previous lesson. 

Observations/Fe edback 
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Stimulus Event ,or) N 1.4 
Learning Experiencei) o._ 

Vocabulary 
Topic Development 
Date 

Sea u e nce Upper Elem.~ Middle Years_ Primary 
Scone n Recept ion Message __ Expression 
Scone B, (P r ocesses)-.--

Coanitive 
1.Knowl edge ~ 2.Co~~rehe nsion __ _ 

x 

4.Analysis _ s.sy nthesis 
3.;..pplication 
6.Evaluation ----Affective 

1.Receiving_X __ 2. Res ponding X 3. Valuing 
4.Organising_ S.Characterisation by Value 

Inteorative Strands 
1. Co~~unicat ion Through Language 
2. Growth in Language~ 3.Knowledge of Language 
4. Language & the Self~ S.Variety in Language 

Activities Inductive~ Deductive 
~ To increase oral use of tentative 
language. 

Times. 
(Min.) 

Introduction Place on display four or five 10 
uncommon objects, e.g., draftsman's trammel, 
toothed opisometer, bone-cutting forceps, 
needle-threader, Galton whistle. "What do we 
know for~ about these?" List attributes, 
e.g., material, size, shape, etc. 

Development Class circulates around exhibits 15 
and examines without handling. They make 
rough notes as to supposed function of objects. 
Teacher then invites statements. As these are 
made, he tape records responses. 

Conclusion Tape playback, pointing out good 15 
uses of tentative language and places where it 
was needed. Contest to see who can list, on 
scratch pads, the most ways of saying "maybe". 

Materials/Services Pencils, pads, tape recorder, 
unusual objects, tools or apparatus. 

Observations/Feedback T b t · d f ape may ere aine or . -
journal. 
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Stimulus Event _,or)r, 
Learning Experience x) •0

•~ 

· Vocabulary 
Topic Development 
Date 

Sequence Upper Elem • .JL. Middle Years __ Primary __ _ 
Scope A Reception __ Message __ Expression x 
Scope B,( Prcc e sses). 

Coanitive 
1.Knowledge -A- 2.CoQpreh e nsion __ _ 
4.Analysis _ s.synthesis 

Affective 

3.Application 
6.Evaluation 

1.Receiving_L 2.Responding _X.__ __ 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language 
2. Growth in Language .lL. 3.Knowledge of Language 
4. Language & the Self.JL. S.Variety in Language 

---

Activities Inductive Deductive_:_ 
Aim To give written practice in using 
tentative language. 

Times. 
(Min.) 

Introduction Refer to previous activities. 
Show 10 bags containing unknown objects. 
Rules of the game: NO LOOKING. Object: 
Describe what you feel as you look inside, 
then write your opinion about what the 
object may be. Tell no one your opinion. 
Two points for a right guess, two for a 
close opinion with a way of saying "maybe" 
in it. Minus two points for an opinion with 
no way of saying "maybe". 

Development Game played, children write. 

Conclusion Change papers. Peers give 
points as objects shown. 

Materials/Services 
10 bags with objects of 

varying shapes and textures; pencils, -paper. 
Observations/F 2edback 

10 

20 

10 
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Stimulus Event _,or) N 1.6 
Learning Experience X ) 

0
•-

Vocabulary 
Topic Develooment 
Date 

Seque nc e Upper Elem.~ Middle Years_ Primary 
Scooe A Reception __ Message __ Expression __ x __ 
Scope B, (P roc esses). 

Coonitive 
1.Knowledge _ 2.Compr ehension __ _ 
4.Analys is _ s.synthe sis 

Aff ective 

3.Application X 
6.Evaluation -

1.Receiving_ 2. Res ponding ____ 3.Valuing X 
x 4.0rganising_ 5.Characterisation by Value 

Inteqrative Strands 
1. Communication Through Language 
2. Growth in Language X 3.Knowledge of Language_ 
4. Language & the Self7r""° 5.Variety in Language ___ _ 

Activities Inductive.!,_ Deductive 
Aim To promote the oral use of figurative 
language. 

Introduction Darken room, as though for a 
film. Suddenly, at a little distance, fire a 
photo flashbulb. Discuss the sudden effects 
with the children. Tape recorded. 

Development Select examples of figurative 
language from the tape play-back. Note on 
board. Next, use a bubble kit to send 
streams of these through the beam of a 
projector. Invite descriptions, "It was 
like ••• " of "The bubbles were •• .-" 
Tap~ record then pl a y back once again, 
noting figurative speech. Commend these 
examples, explaining their merits. 

Conclusion Children to rummage through 
newspapers to find examples of figurative 
speech. 

Materials/Services· Flash bulb, bubble kit, 
projector (still), tape recorder. 

Observations/Fe e dback 

Times. 
(Min.) 

5 

20 

15 

Tape may be retained for 
journal. 
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R E A D I N G 

Stimulus Event _,or) N • 
Learning Experience.2£._) 0 •...J...J 

Topic __ F_I_R_E ____ _ 
Date 

Sequence Upper Elem. X Middle Years __ Primary 
Scone A r<ecep tion X- Message_ Expression 
Scope 2 , (Proc e sses )-.--

Coanitive 
3.Application 
6.Evaluation 

1.Knowledge _ 
4.Analy sis _ 

2.Cornpr enension_X __ 
S.Sy nthesis 

Aff e ctive 
2. Re sponding 
5.Characterisation 

---
1.Receiving~ 
4 •. Organising_ 

Integrat ive Strands 

3.Valuing 
·by Value 

1. Com~unication 7hrough Language X ---2. Growt h in Language~ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive~ Deductive Times. 

X 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Readings 
These are to act as links between general reading 

and current language activities: 

FIRE 

Fire department publicity material, reference works, 
especially those which classify; thesaurus, world 
records, poetry readings, newspapers. 

Materials/Services 

Observations/F 2edback 
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Stimulus Event __K_, or) N 2 
i.earFl.iR'! ii;JCr, @rioncQ ) 0 

·-

Topic __ T_A_S_T_E_s ___ _ 
Date 

Seauence Up per .E:lem. X Middle Years __ Primary 
Scooe A Re c eotion X- r,;essage _ Expression _X __ _ 
Scooe 3 , (P r ocesse s )-.--

Coanitive 
1.Knowl ed ge .K_ 2.Comprehension. __ _ 
4.Analysis _ s.synthesis 

Af f ective 

3.Application 
6.Evaluation X--

1.Receiving_X_ 2. Re s ponding X 3.Valuing 
4 •. 0rganising __ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language _x __ 
2. Growth . in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive L Deductive 
Aim Provide sensory experience. Obtain 
written response. 
Introduction Invite statements about 
favourite tastes, and what features are 
attractive. Class to investigate. 

Development Two labelled trays with numbered, 
sealed containers, 12 samples per tray with 
plastic stir sticks, issued. Members to 
sample and note their opinion, with reasons 
of the identities of contents, (3 line 
description). 

Conclusion Some reports read out. Effective 
language commended. Sheets collected. 
Discussion concludes by identifying contents. 

Times. 
(Min.) 

10 

25 

10 

Materials/Services Pencils, paper, typing/duplication, 
samples - lemon juice, coffee solution, liquorice 
solution, salt, other fruit juices, meat extract 
6bservations/F2edback sodium bicaroonate, sucaryi, etc. 
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Stimulus Event ..L, or ) 2 
Learning Experience_) No. Date 

LANGUAGI:: PEi{FO R:-i.ANCE 

Brief Description Topic TASTES 

30 sheets, each with 12 brief written descriptions 
of the samples tasted, with opinions as to the identity 
of the sample. 

SCANNI:,G 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage o. Oral ) 

Communication . ) 

E. Written F. Written 
} 

- ) 
Usage Communication ) 

Message 

G. Quantity and Oral Written X } 
Complexity 

176 

} 

H. Vocabulary ) Expression 

and Meaning Oral Written ) 

Problems Noted (Approx. counts) 
Total .wo~ds 9402. Total C.Units 120. Average words 
per C.Unit 7.8 Mazes O. C.Units over 9 words 38, below 
9 words 82. 
Coordination : None 29%, by "and" -31%, other 14%. 
Subordination: 26% 

Maturity Level low. 

Action Proposed Inductive and subsequent deductive 
development of oral and written language expansion by: 
(a) substitution and word choice, (b) embedding, 
(c) expansion and addition, (d) more varied coordination 
and subordination. 



Language 
Stimulus Event _,or)No 2.1 
Learning Experience ) •-

Topic __ E_x_p_a_n_s_i_o_n __ _ 
Date 

Sequence Upper Elem.~ Middle Years_ Primary 
Scone A Recep tion Message __ Expression -~x __ 
Scooe B,( Processes):--

Coanitive 
1.Knowledge .x_ 
4.Analysis 

2.Cornprehension __ _ 
s.synthesis __ x __ _ 

3.Application 
6.Evaluation -

1.Receiving_ 
4.0rganising_ 

Affective 
2.Responding _x __ 3.Valuing 
5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language 
2. Growth in Language~ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

X 

Activities Inductive::_ Deductive 
Aim To promote awareness of ways of 
expanding and elaborating oral language 
First stage. 

Times. 
(Min.) 

Introduction Show film, "The . Ride." Comic 
Chase sequence 

6 

Development Summarise action. Words very 20 
widely spaced on board: 

The driver let the car run away. 

"This is all that happened, but does it tell 
the story properly'?" Invite additions/ 
insertions. Pack the gaps with extra 
modifiers, phrases, clauses and the 
necessary coordinating words. Write 
substitute words under existing ones. 

Conclusion. Compile several final elaborated 14 
versions,by class selection, of favoured 
combinations of assembled materiaL Issue 
dupiicated summaries of last language 
performance. Locate examples of well­
Materials/Services· expanded language in these. 

177 

Film "The Ride." (library loan), projector, typed, 
duplicated sheets of last language performance for 
Observations/F2edback reading and addition to journals. 



Stimulus Event ~,or) N 2.2 
Learning Experience_~) · 0

•-

Language 
Topic Expansion 
Date 

Seaue nce Up per Elem.~ Middle Years __ Primary 
Scooe A Re c eption __ Message_ Expression 
Scooe a , (Processes). 

X 

Coa:n itive 
1.Knowledge __ 2.Compr ehension __ _ 3.Application 

6.Evaluation 4.Analysis ,ll_ 5.Synthesis __ X..._ __ 
Affe ctive ---

1.Receiving_X __ 2. Res pondin g x 3.Valuing 
4.0rganising __ 5.Characterisation by Value 

Intearative Strands 
1. Communication 7 hrough Language 

X 2. Growth . in Language~ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language -
Activities Inductive Deductive 
Aim To identify and practise ways of 
elaborating and expanding written language. 
Second stage. 

Introduction Refer to previous activity 
using final elaborated sentences, which 
have been written on the board."What tricks 
were used to make them grow'?" Elicit: (1) 
other words, (2) putting in extra words, 
(3) extra phrases, (4) extra sentences inside 
the main one. 

Development Issue mimeo., sheets on which 
five kernel sentences, derived from the 
class' cµrrent story have been typed, very 
widely spaced. Class to attempt maximum 
elaboration, using any or all methods above 
Points _reward for most elaborate, which makes 
sense. Class writes, teacher supplies needed 
spellings on board as requested. 

Times. 
(Min.) 

15 

20 

Conclusion Collection,with ~everal efforts read 5 

Materials/Services Pencils, mimeo., sheets with 
sentences such as "Jean••• ••• stayed ••• ••• at 
. ·. '.•••St. Ch amant." etc. 
Observations/F e e d back 
She ets retained for t yped/duplicated summaries to be 
made and points awarded. 
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Stimulus Event _,or)N 2.3 
Learning Experiencei) 0

•-

Language 
Topic Exp ansion 
Date 

Seauence Upper Elem • .2L_ Middle Years_ Primary 
Scooe A Reception Message_ Expression _x __ _ 
Scoo e B,( Processes):--

Coanitive 
1.Knowledge _ 2.Cow~rehension __ _ 
4.Analysis _Ls.synthesis X 

3.Application 
6.Evaluation -

Affective 
1.Receiving_X_ 2.Responding X 3.Valuing 
4.Organising_ S.Characterisation by Value 

Integrative Strands 
1. Communication Through Language 
2. Growth in Language 3-_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

X 

X 

Activities Inductive Deductive X 
Aim To extend the application of ianguage 
expansion principles from specific 
sentences within the pupils' experience 

Times. 
(Min.) 

to general applications, (written) 3rd. Stage. 

Introduction Announce and discuss results 10 
of last session's contest. Issue summaries. 
Quote notable examples of effective use, 
asking help of the group in classifying the 
ways expansion was done. Summarise on board, 
under: Other Words, Extra Words, Extra Phrases, 
·Extra sentences inside main sentence. 

Develooment Contest repeated using kernel 20 
sentences NOT from any familiar context. 
Class writes, teacher supplies spellings, etc., 
on board. 

Conclusion Collection/exchange of papers. 15 
Group member~ put forward contenders for top 
points. Vote. 

Materials/Services · Mimeo sheets, (5 spaced sentences), 
summaries of last language output, pencils. 

Observations/F2edback 
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R E A D I N G 

Stimulus ~vent __ ,or)No. 2 • 4 
Learning txperience..x_) -

Topic _____ T_A_S_T ........ E_S __ _ 
Date 

Sequence Upper Elem.JL._ Middle Years_ Primary 
Scone A Reception __2L_ Message __ Expression 
Scope a ,( Proc esses). 

· Coa nitive 
X 1.Knowledge _ 2.Comprehension __ _ 

4.Analysis _ s.synthesis 
Affective 

3.Application 
6.Evaluation ---

1.Receiving_..x._ 2.Responding ___ 3.Valuing 
4.Organising_ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language __ x"-_ 
2. Growth . in Language _L 3.Knowledge of Language ...K_ 
4. Language & the Self_ S.Variety in Language 

Activities Inductive JL Deductive Times • . 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Readings 
These are to act as links between general reading 

and current language activities: 

TASTES 
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Food advertisements, magazine cookery articles, passages 
from literature dealing with food, soft drink, fruit,and 
similar publicity materials. 

Materials/Services· 

Observations/Fe edback 



Stimulus Event L._,or)N 
i.ea!?HiA'§J •JEoerio neo ) o • ..,3_ . -

Topic SMELLS 
Date 

Secuence Upper Elem.~ Middle Years_ Primary 
Sco::e A Reception X Message _ Expression X 
Sco0e 3 ,( ~rocesses):--

Coc nitive 
1.Knowledge --25.._ 
4.Analysis 

2.Co~pr ehension __ _ 
S.Synthesis 

Affective 
2. Re s ponding 
S.Characterisation 

3.Application 
6.Evaluation X--

1.Receiving_ 
4 •. Organising __ 

Inteqrative Strands 

3.Valuing 
·by Value 

1. Corr~unication 7hrough Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive X Deductive 
Aim Provide sensory experience.Stimulate 
and record oral response. 

Times. 
(Min.) 

Introduction Discuss likes and dislikes 
regarding smells and what features are 
pleasan t and unpleasant. Class to 
investigate. 
Development Two labelled trays with 
numbered containers having perforated 
covers, 12 samples per tray, issued. 
Members to sample and give their opinion 
with descriptive reasons, of the identities 
of the contents. This to be spoken to recorder 
microphone as teacher visits each group in 
turn. 

10 

25 

Conclusion Partial tape play back with some 10 
discussion and commendation of effective 
language. Tape retained for scanning. 

181 

Tape recorder, typing/duplication, 
Materials/Servi c e s samples - vinegar, camphor, medical 
alcohol, perfumed soap, toothpaste, mint leaves, coal tar, 
dilute ammonia, chopped fruit peel, clove oil, lavender, 
Observations/Feedback pencil shavings. 
N.B. St rict precautions against tasting. 
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Stimulus Event~' or ) 3 
Learning Experience_) No. Date 

LANGUAG: PErtFORMANCE 

Brief Descri ption Topic __ s_M_E_L_L_s _____ _ 
Te n minute tape o f s pok en descri p tion a nd 

identif i c atio n of 12 aromat ic samples, recorded by 
individual members of gioups. Tape conclude s with brief 
general d iscussion o f t o pic. 

Non-verbal communication observed and check list, 
section completed during actual lesson period. 

SCANNI NG 

Check Li s t Us e d 

A. Listening B. Reading Reception 

c. Oral Usage D. Oral X ) 

Communication ) 

E. Written F. Written 
) 
) 

Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity ) 

H. Vocabulary Oral Written 
) 

and Meaning ) 

Expression 

Problems Noted 
Facial express i on, gesture and posture under-used. 

Widespread tendency to speak too fast and with inadequate 
pauses. Conf i dent and fluent but excess speed causes 
incoherence. Listeners usually considered. Little use 
of poetic, figurative or consciously dramatic language. 

Action Proposed Oral exercises involving role-playing 
to promote: (a) non-verbal communication, (b)deliberate 
delivery, with coherence, ( c) use of figurative and 
dramatic language. 



Stimulus ~vent __ ,or) No 3• 1 Learning ~xperience~) •-

Non-Verbal 
Topic Communication 
Date 

Seaue nce Upper Elem._x_ Middle Years __ Primary 
Scone A Reception __ Message X Expression 
Scope B, ([ rocesses ) . 

Coqnitive 
1.Knowledge _ 2.CoNprehension __ _ 
4.Analysis _ s.synthesis 

Af f e ctive 

3.Application 
6.Evaluation 

1.Receiving~ 2.Re s ponding X 3.Valuing 
4.0rganising_ S.Characterisation by Value 

Integrative Strands 
1. Communic a tion Through Language X 
2. Growth . in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

---

Activities Inductive L Deductive 
Aim To heighten awareness of non-verbal 
component of language. 

Times. 
(Min.) 

Introduction Watch T.V. programme especially 
morning " soap operas", any material _with 
faces and speech. Turn off sound. 

Development Class to attempt to supply 
missing dialogue, or at least a general 
idea of what is being said. Repeat, 
patching T.V. sound output direct to 
tape recorder. Class notes guesses as 
to dialogue's import. Tape playback for 
checking. 

Conclusion Discuss the messages we got 
from faces, hands and body position. 
Final sil e nt viewlng, class to identify 
only the emotional overtones: anger 
amusement, disbelief, etc. 

5 

20 

15 

Materials/Services School T.V. set, tape recorder, 
patch cord, pencils, scratch pads. 

Observations/Fe edback 
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Stimulus Event _,or)N 3 2 
Learning Experience_x) 0

•--!.. 

Non-Verbal 
Topic Communication 
Date 

Seq u e nce Up per Elem • .JL_ Middle Years __ Primary 
Sco oe A Re c eption __ r•Iessage X Expression 
Sc ope B,( Proces ses ) . 

Coa nit i ve 
1.Knowledge _ 
4.Analys is _ 

2. Compr e hens ion __ _ 
s.synt hesis 

Aff e ct i ve 

3.Application 
6.Evaluation 

1.Receiving__JL_ 
4 •. Organising_ 

2. Res ponding X 3.Valuing 
5.Characterisation by Value 

Integrative Strands 
1. Communicat ion Through Language 

---

2. Growth _ in Language_ 3.Knowledge of Language 
4. Language & the Self_x_ S.Variety in Language 

Activitie s Inductive Deductive X 

Aim To identify and practice non-verbal 
communication methods. 

Times. 
(Min.) 

Introduction Repeat "silent" T.V. viewing 
of last session. I dentify the more grossly 
visible emotional signals: anger, bewilderment, 
astonishment, etc. Summarise on board. 

Development Class divides into 10 groups of 
three. Each member given a card bearing a 
"state of mind". These are kept private. 
Members in turn play the game of transmitting 
their supposed emotion, by means of expression, 
attitude. gesture. Those quickly gue ssed win 
points. 

Conclusion Discussion, "What worked best?" 

10 

25 

5 

Materials/Servi ces Cards prepared with single word, 
e.g., anger, surprise, worry, etc; School T.V. 

Observations/Fe edback 
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Stimulus Event _,or)N 3.3 
L . ~ . X ) o. earning txperience_ -

Oral 
Topic Communication 
Date 

Sequence Up per Elem._L Middle Years_ Primary 
Scope A Rece ption __ Message X Expression 
Scope B,( Proc e sses). 

Coanitive 
1.Knowledge _ 2.Comprehension __ _ 
4.Analysis _ s.synthesis 

3.Application 
6.Evaluation ·---Affective 

1.Receiving_x_ 2~Responding X 3.Valuing 
4.Organising_ S.Characterisation by Value 

Integrative Strands 
1. Communication Through Language X ---2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive~ Deductive 
Aim To heighten awareness of the need for 
control in speech production. 

Times. 
(Min.) 

Introduction Play favourite 33.1/3 r.p.m. 
record at 45 r.p.m. "What is wrong? What does 
it do to the sound?" Play part of a taped 
hockey commentary, which includes a fairly 
slow period, and changes to a wildly 
exciting climax. "What did the man say when 
things got hot? Could we all tell'?" 

Development Class divides into six groups 
of five pu pils each. Watches {or · sports 
stop-watches), used to see (a) what maximum 
oral reading speed can be understood by 
listeners, (b) what is the optimum oral 
reading speed for good listening. 

Conclusion Results summarised; results 
compared. Guinness World Records consulted. 
Opinions elicited as to speed at which 
cl~rity begins to break down. 

Materials/Services Record player; record; tape 
recorder; watches, basal reading sets. 

Observations/F eedback 

15 

15 

10 
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Stimulus Event ,or)N 3 4 Topic 
Figurative 
Language 

- X) o. • ---------Learning Experience_ - Date 

Sequence Upper Elem.~ Middle Years __ Primary 
Scoo e A Reception __ ?-iessage X Expression 
Scone B,( Processes). 

Coanitive 
1.Knowledge _ 2.Comprehension __ _ 
4.Analysis _ s.synthesis 

Affect i ve 

3.Application 
6.Evaluation ---

1.Receiving___x_ 2.Responding x 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language X 

2. Growth . in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive X Deductive 
Aim To promote increased use of 
figurative and dramatic language. 

Introduction Write on board: 
{a) Petroleum Wax Emulsion in perfumed water, 
(b) Mono-Glyceride Sulphate. 

"What are they?" 

Times. 
(Min.) 

5 

Development . Pass out ads., for various expensive15 face creams (a) and similarly, expensive 
shampoos (b) Similar process may be r e peated 
with motor-oil, margarine, etc. Draw 
attention to the language used. The product 
is made beautiful or exciting by words. 
Class finds and writes down figurative terms 
and ''translates" them to literal ones. 

Conclusion Class members given paper slips 20 
with a prosaic sentence on it. To try to 
baffle classmates by giving a highly coloured or 
metaphorical version. (Guessing Game) 

Materials/Services Magazine ads. 30 paper slips 
bearing prosaic sentences or subjects. 

Observations/F2edback 
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R E A D I N G 

Stimulus Event _,or) N 3· 5 
L . E . X ) o. • earning xperience_ -

Topic __ s~M~E~L~L~s._ __ _ 
Date 

Sequence Upper Elem. X Middle Years _ Primary __ _ 
Scope A Re ception --X- Mess age Expression __ _ 
Scope B, ( Proces s es ) . 

Cognitive 
1.Knowledge _ 2. Comprehension X 
4.Analysis _ s. synt hesis 

Affective 

3. Application 
6. Evaluation. __ _ 

1.Receiving___L 2. Res ponding ___ 3.Valuing 
4.0rganising_ 5. Characterisation by Value 

Integrative Strand s 
1. Communication Through Language x 
2. Growth in Language _,x_ 3. Knowledge of Language __x_ 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive~ Deductive Times. 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Re adings 
These are to act as links between general reading 

and current language activities: 

SMELLS 

Newspaper articles on air pollution, advertisements 
for cosmetics, perfumes, deodorants; classroom plays, 
search for skits, one-act plays, etc., for reading to 
group so they may judge suitability for later 
production. 

Materials/Services 

Observations/Fe edback 
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Stimulus Event ~,or) N 4 
i.@airFtiPl~ Ex eeric1.ce ) 0

•-

Topic __ A_C_T_I_N_G ___ _ 
Date . -

Secuence Upper Elem.~ Middle Years __ Primary 
Scace A Reception X Message __ Expression 
Sc o~e a , (Proc e sses) . 

X 

Cognitive 
1. Knowled g e _ 2. Compr ehension_X __ 
4.Analysis _ s.sy nthesis 

3. Application 
6.Evaluation X-

Affective 
1.Receiving_X_ 2. Respondin g X 3.Valuing 
4~0rganising __ 5.Ch aracterisation by Value 

Inteorative Strands 
1. Communicat ion 7hrough Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the SelfL 5.Variety in Language 

Activities Inductive..!_ Deductive 
Aim Provide visual experience. Stimulate 
written response. 

Introduction ( Mime). A person enters, takes 
off top coat, gloves and hat, into which he 
careful ly places a piece of paper. He turns 
away in silent "discussion" with the tea~her. 
Another person enters, unobserved by the 
"talkers". He steals the clothing, and goes 
off gloating, only to stop, read the note, 
and hurriedly return the items. 

Development Class to write, (a) the action 
of the play, concluding with a reason for 

. the sudden return, and (b) a "words" script. 
both productions will be acted and spoken 
later to the class. 

Conclusion Several random selections from 
class work read and discussed. 

Times. 
(Min.) 

10 

25 

5 

X 
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Materials/Services Pencils. "Action" sheet. "Word" sheet. 
Typing/duplication. 

Observations/F2edback 



Stimulus Event~, or 
Learning Experience 

) 
) No.~ 

LANGUAGI: PE iff' ORHANCE 

Date 

Brief Descri ption Topic __ A_C_T_I_N_G _____ _ 

30 attempt e d d e scriptions, in writing, of the action of 
a mimed incident. 
30 brief suggested "words" scripts to fit the actions. 

SCANN I:~G 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage D. Oral ) 

Communication ) 

E. Written X F. Written 
) 
) 

Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity 

189 

) 

H. Vocabulary ) Expression 

and Meaning Oral Written ) 

Problems Noted 
Punctuation conventions, especially capitals, 

periods and quotation marks. 
Nouns, number and possession. 
Negative forms, tendency to use double negatives. 

Action Proposed Series of activities, initially 
inductive and subsequently deductive,to resolve ambiguity 
by the use of correct forms • 

. I 



Stimulus Event _, or) N 4 1 
L . ~ . X ) o. • earning ~xperience_ -

Topic Punctuation 
Date 

Sequence Upper Elem.~ Middle Years_ Primary 
Scooe A Reception __ Message X Expression 
ScoDe B,( Processes) . 

Coanitive 
2.Comprehension --- 3.Application 

6.Evaluation 
1.Knowledge _f_ 
4.Analysis _ s.synthesis ---Affective 
1.Receiving 
4 .. organising X 

2. Responding ____ 3.Valuing 
S.Characterisation ·by Value 

Integrative Strands 
· 1. Communication Through Language 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive -~ Deductive 
Aim To demonstrate the function of 
conventions of punctuation in written 
recording of language. 

Times. 
(Min.) 

Introductio n Board prepared with Morse code 
and letter equivalents down one side. 
Message: .-••• --••• - ••••• -0-•-•••••• 
Try to work it out. Class will have trouble. 

5 

Development Need for division of symbols 20 
should now be manifest. Accede to requests 
by dividing groups • 
• -.1 •• -1-••• 1-••• 1.1.-.1-1.-.1.1.1 ••• 
Try again. Even now we get "RUBBER TREES" or 
"RUB BERT REES". Language has to have~ 5 
"We have little gaps and change our tone when 
we speak, in between ideas and parts of ideas. 
Listen. Put up your hand when you detect a gap." 
Teacher reads short passage deliberately. 

Conclusion When we write to people they can't 10 
hear us. We need signs for gaps. Big gaps, 
and small gaps. Elicit: peiiods, commas, etc. 
Materials/Services 

Pencils, paper. 

Observations/Fe edback 

X 

190 



Stimulus Event _,or)N 4 2 Learning Experience~) 0
•--L 

Topic Punctuation 
Date 

Sequence Upper Elem.~ Middle Y¥rs __ Primary 
Scone A Re c ept ion Message __ Expression 
Scone B,( Frocesses):--

1.Knowledge ~ 
4.Analysis _ 

Coanitive 
2.Cornprehension ---5.Sy nthesis 

3.Application ..L 
6.Evaluation ---Affective 

1.Receiving_ 2.Responding ____ 3.Valuing 
4 •. Organising...x_ 5.Characterisation by Value 

Integrative Strand s 
1. Communication Through Language 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive Deductive X 

Aim Application of punctuation conventions 
to written expression. 

Times. 
(Min.) 

Introduction Review last session's conclusion 5 
that we need to divide language by gaps in 
tone and time, and that some way of showing 
this in written language is required. Board 
summary of the signs. · 

Development Issue duplicated sheets bearing 30 
an un-punctuated but otherwise perfect passage. 
This is read deliberately, and with some 
exaggeration by the teacher, from a complete 
version. Class punctuate their copies. Check. 
Repeats with further sheets. Check. 

Conclusion Listen to reading by teacher of 5 
a passage deliberately wrongly "Voice 
punctuated". 

Materials/Services Three specime~ unpunctuated 
language sheets, 30 copies each. Pencils. 

Observations/Fe edback 

X 
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Stimulus Event _,or)N 
Learning Ex perience_x_) 0 •-4-3 

Topic Noun Forms 
Date 

Seoue nce Up per Elem.~ Middle Years __ Primary 
Sco -::) e A Reception __ Message X Expression 
Scope o,( Fr oc e s se s ) . 

Cognitive 
1.Knowledge ~ 2.Comprehe nsion __ _ 
4.Analysis _ · 5.Synthesis 

Affective 

3.Application 
6.Evaluation ---

1.Receiving_ 2. Responding ____ 3.Valuing 
4.Organising...lL_ 5.Characterisation by Value 

Integrat ive Strands 
1. Communication Through Language 
2. Growth in Language_ 3.Knowledge of Language X 
4. Language & the Self_ S.Variety in Language 

Activities 
Aim 

Inductive_£ Deductive 

To review and practise singular and 
plural noun forms. 

Times. 
{Min.) 

Introduction Describe 20 single objects in 5 
the room without naming them. Class to write 
their names. Che~k. 

Development 11These words, used in this way 20 
name single t h ings. Now suppose we had two 
of each. Write•~wd'in frontof each word. 
What other change shall we need?" Summarise 
changes, "s", "es" and "other". Issue list 
of nouns, with irregulars marked• Some 
are singular, some plural (with appropri~tely 
placed gaps) Class fills out. 

Conclusion Large pictures displayed. Point 15 
to single or multiple elements. Class to 
name them orally. Discuss the irregular 
examples. 

Materials/Services Duplicated noun lists, 
Social Studies large picture series (Culture 
Realms,Regular Stock) 
Observations/Fe edback 
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Stimulus Event _,or)N 4.4 
L . ~ . X ) o. earning ~xperience_ -

Topic Noun Forms 
Date 

Sequence Upper Elem.~ Middle Years ._. _ Primary 
Scooe A Re c eption __ Message X Expression 
Scope B,( Processes). 

Coani tive 
2. Comprehension --- 3.Application 

6.Evaluation 
1.Knowl edg e 2:_ 
4.Analysis _ 5.Synthesis ---
1.Receiving __ 
4 .. OrganisingL 

Affective 
2. Re s ponding ____ 3.Valuing 
S.Characterisation ·by Value 

Integrative Strands 
1. Communication Through Language 
2. Growth in Language_ 3.Knowledge of Language X 

4. Language & the Self_ S.Variety in Language ___ _ 

Activities Inductive~ Deductive 
Aim To review, orally, possessive noun 
forms. · 

Introduction Borrow five similar (but 
identif iable) objects from class members 
e.g. pens, rulers. Also borrow five 
obviously dif f erent objects from others, . 
e.g. ball, magazine, book, etc. 

Developmen t List lenders on board. Ask for 
helpful remi nders from class in listing 
objects alongside owners. Note ease of 
identificati on of differing objects but 
greater uncertainty with similar ones - two 
blue pens look much alike. We could say, 
"David pen." "Susan pen," but it sounds 
wrong, David is not a pen! " What do we say?" 
Class r eplies, "David•s pen." et(.. Extend 
oral practice (regular cases). 

Times. 
(Min.) 

5 

15 

10 

Conclusion "How do we write it? In olden times 
people wrote 'Daviddes pe n. ~ but now some 5 
letters have ''died". Now we say, • 'David<Zl~s pen.' 
M~~~~~~~~¥~~~~~~ 'd' and 'e' have d i ed. 

a comma is their tombstone 
'David's pen'. 

Observations/F2edback 
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Stimulus Event _,or)N 4.5 
Learning Experience~.) 0

•-

Topic Noun Forms 
Date 

Seauence Upper Elem.~ Middle Years_ Primary 
Scope A Re c ept ion __ Message X Expression 
Scope B,( Pr oc es ses). 

Cognitive 
1.Knowledge ~ 2.Compr ehension __ _ 3.Application 

6.Evaluation 4.Analysis _ s.synthesis 
Affective ---

1.Receiving __ 2. Re s pond ing ____ 3.Valuing 
4.0rganising..!..... 5.Characterisation by Value 

Integrative St rands 
1. Communication Through Language 

X 2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language -
Activities Inductive Deductive X Times. 

Aim To review and practise writing (Min.} 
possessive noun forms. 

Introduction Ref er to last activity. ,,..fuat 10 
did I borrow?" List on board but "forget" 
apostrophes. Class points out fault. Insert, 
Jokingly comment on forgetting the "tombstone". 

D~velopment Write plural, common and proper 15 
nouns with "s" endings, on board. "What can we 
do now to show things belong to these people, 
without getting so many •s's" that it is hard 
to say without sounding the same? Why not 
just put up that tombstone? This shows that 
something belongs." 

Conclusion Conventional written practice 15 
of examples of singular and plural possessives 
to complete on a rnimeo exercise sheet. filling 
gaps. Avoid irregularities at this time. 

Materials/Services Exercise sheet with singular and 
plural possessives and complementary blanks, pencils. 

Observations/Fe edback 
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Stimulus Event _,or)N 4.6 
Learning Experiencel) 0

•-

Topic __ N_e_g_a_t_i_o_n __ _ 
Date 

Sequence Up per Elem. X Middle Years _ Primary __ _ 
Scone A Recep tion __ Message X Expression ___ _ 
Scope B,( Pr oc esses). 

3.Application 
Coonitive 

1.Knowledge _ 2.Comprehension_X __ 
4.Analysis _ s.synthesis 

Affective 
6.Evaluation. __ _ 

1.Receiving_ 2.Responding ____ 3.Valuing 
4.0rganisingL 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language 
2. Growth . in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

X 

Activities Inductive X Deductive 
Aim To identify ways ofshowing 
negation by using~ negative term. 

Times. 
(Min.) 

Introduction Invite four group members to 10 
the front of the class. ~vhen they are seated 
present two with a few "Smarties", neglecting 
the other two. Write across top of board, 
(1) " J ohn has 'Smarties'." (2) "Bill has .n.or..e." 
(3) "Sue has 'Smarties'." (4) "Trina has none." 

Development Develop alternate ways of 10 
expression, under (1), (2), (3), and (4), e.g., 
"John has not got no 'Smarties'." "Bill has 
not got some'Smarties'.", etc. Develop 
equivalence of double negative to affirmative, 
and the need for only one negation. 

Conclusion Sheet of sentences issued. These 10 
to include negatives in all common forms, some 
doubled. Class underlines negatives. Place X 

· by sentences which are disqualified by doubling. 
Share out "Smarties". 

Materials/Services· Pack of "Smarties". Pencils, 
mimeo sheet of negative sentences. 

Observations/Fe edback 

X 
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R E A D I N G 

Stimulus Event _,or)N 4.7 
Learning Experience~) 0

•-

Topic __ A_C_T_I_N_G __ _ 
Date 

Seauence Upper Elem._L Middle Years~ Primary 
Scope A Reception X Message __ Expression 
Scope B,(Processes). 

Cognitive . 
1.Knowledge 
4.Analysis 

2 .comprehension X 
s.synthesis 

Affective 

3.Application 
6.Evaluation ---

1.Receiving X 2.Responding ____ 3. Valuing 
4.0rganising_ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language _x __ 
2. Growth in Language 2 3.Knowledge of Language X 
4. Language & the Self_ s.variety in Language 

Activities Inductive~ Deductive Times. 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Readings 
These are to act as links between general reading 

arid current language activities: 

ACTING 
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Classroom plays, proof-read local newspapers for errors, 
. local theatrical reviews. 

• (Plays in this instance to be treated primarily as 
dramatic reading material) 

Materials/Services 

Observations/Feedback 



Stimulus Event X , or) N 5 
:learni n g ~HP eFieM@ ) 1 0 

• -

Topic c_o_LO_U_R __ {_A_)_ 
Date ----------

Seauence Upper Elem._x__ Middle Years 
Scace A Reception-~- Message 
Scope B, (P r oc e s s e s). 

Coan itive 

Primary 
Expression X 

1.Knowledge ..£_ 2.Comprehension __ _ 
4.Analysis _ s.synt hesis 

Affective 

3.Application 
6.Evaluation Y-

1.Receiving~ 2.Responding X 3.Valuing 
4.0rganising __ S.Characterisation by Value _x ___ _ 
Integrative Strands 
1. Communicat i on Through Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive _ _!. Deductive 
Aim Provi de visual experience. Stimulate 
written response. 

Introduction Give out monochrome newspaper 
pictures. Many creatures see things this 
way. Next give out colour supplement 
pictures. Humans see this way. Discuss 
differences. 

Development Distribute prisms. Class 
viewsthrough t hem at various angles, 
noting chromatic and other effects.Discuss. 
Summarise. Darken room. Project white beam 
via prism on to screen. Examine spectrum. 
Naming of colours. Discuss, eliciting rain­
bow analogy. 

Conclusion Class expands brief notes into 
a summary or account of about 100 words, of 
what was seen. 

Times. 
(Min.) 

10 

15 

15 

Materials/Ser v ices Triangular glass prisms, 
small projector, blackout, typing/duplication. 

0bservations/F 2edback 

Unedited sample of language produced, typed verbatim, 
occupies following eigh t pag e s. 

197 



Language Sample 

Topic - Colour ( A) 

Alison 

" I learned that wh ite is all th e co l ours of the 
rainbo~ . Th e colours are Violet, Indi go, blue, green, 
yellow red and orange . I also learned that _if you 
have a r a y o f li ght with all these colours and put 
on a blue screen, on ly the blue would show through. 
The same wit h the other co l ours too. If you have a 
ray of light with a prism in front of it, you will 
get all the colours. If you put another prism 
infront of tha t light, just the plain white light 
will come through. 

I also learned that while we see colours, some 
animals can't. Dogs, cats, hors e s, and cattle 
cannot see colour. They just see white, black, grey." 

Mike 

" When white light is shind through a prism it 
makes the coulors of the rain bow, and if you put 
another prism in line with it it will make white 
li ght again and with the r a y Box it has a hol e on 
each side and you Blace up one side and put 
coloured pl astic on the other side and it ma ke s a 
long coloure d line a nd mo s t anamals have eyes that 
only see balck and white and cats have eyes stay 
still so they can see moving things better than they 
can see s t ill things and chimps have eye like humans 
and birds have eyes that see colour like hwaks eyes 
they see colour Because if hwaks eyes saw Bl a ck and 
white when they try to get a chicken every thing 
would be bl a ck and white so they could get the food 
Because it would all be the same colour" 

" White ligh is made up of Vilot, indogo, Blue 
green, red orange yellow. If you put a pr ism in 
forant of white Light y ou will get a rainbow 
Light travells about 182 ,000 miles per second, 
th a ts fast. When the colour red when hit by white 
light the white light is soaked up by the red and 
red light comes back. " 

(drawing made) 
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Cheryl 

"I can r eme mb e r that the ir are seven colours that 
mak e t he wh i te l i gh t. The co l ours are violet, Indigo, 
Blue, Green , yell ow, o r ange I nfr a red. And Mr Horrage 
u sed a pr ism to mak e these co l o urs which show a r a inbow. 
we a l s o made s ome st a ne glass a rt . with all sort s o f 
co loors in a ll kind s of desins a nd put them on the 
clear windows , when t he sun sh ines in it wil l come in 
with n ice colours on th e f l oor on peo ple, p a pe r, walls 
all sorts of p laces . If y ou t ake a wheel and pa int 
it al l sorts o f so l uors and s pin it h a rd it will turn 
white, I f you had the wh i te li ght and put a she et of 
any colour over the white light like purhaps r e d it will 
turn red. 

The colour blind people mostly get mixed up with 
red and green." 

Karen 

"Tere are menny colour in the world. The prism 
mad meny light beam he mad a pretye ran lause" 

( drawing made) 

Susan 

"White light is made of seven colours. You can 
make diff e rent colours. The colours are green, blue, 
indigo, yellow, orange, r ~d, violet. Light bounces 
off at anegu a l ang le. Prisms will split colours up. 

-If you look sideways in a prism you will see a 
rainbow." 

·susan 

"1. All coulours make white. IF you had a wheel 
Full of coulour Shade It would turn white when 
spinned around a Band oF coulours called a spectrum 
~s Forme d when white light passes through a prism 
each The prism "Bends"------ colour as it goes 
through. 

It Be nds Viol e t at t h e most and red at the 
lessed. The projector when a prisom held in Front 
oF it makes a rainBow ----- Many animals can only 
see Bl a ck Wh ite and Grey like the dog and cat. 
White li gh t is made up of 7 coulours, they are: 
violet Inago Blue Gree n ye l l ow orrage and Red. 
These are r a inb ow cou l ours ----- a Band of coulours 
is a spectrum, light trave ls straight. as 
ILLastraited." (d . d ) rawing ma e 
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Chri stine 

"I think that colours are pret ty. Some animals can't 
see colours t hey only see black, white , and gray. If 
you look t hroug h a pris m you can see viole t, indigo, 
blue green, y e llow, r ed , a nd orange . Some peopl e a re 
col our - b l i nd and s ee dif ferent colours. If y ou have 
a c i rcl e wit h all the colours you and turn it around 
it turn s wh it e . " 

Da rlene 

11 \·Jhen y o u look through a prism at some thing a 
rainbow form around t h e edge o f the obj ect. It is of 
a triangul a r shape . -.:hen white light goes in, coloured 
light comes out . White ligh t is ma de of 7 main colours. 
Red, orange , yell ow, Gr een, Blue, indigo, Violet. 
Prisms split up the light and put it back together again. 

Newton's Disc has the seven main colours of the 
rainbow, actually their are 21 on it. When you spin 
it, it turns white. 

A ray box has a ligh t-bulb in the centre and you can 
make a co l oured beam by putting ce llo phane in front of 
one of the side slots to put the cellophane." 

"Light is made of 7 colours. Ultr Violet Violet, 
Yellow, Indigo, Blue, Red , Infra Red. If you hold a 
piece of ce ll o phane to a beam of light the colou r s 
don't come through just the colour o f the cellophane 
does. 

To mak e a s pectrum you 
of light from a p roj ector. 
box you can make a beam of 
turn corners. 

hold a prism up to a beam 
Wi th mirrors and a ray 

light twist and curve and 

The group th a t I was with we made it turn all the 
way around the piano bench. If you put pieces of 
paper on the floor you can see the beam o f light 
better~ Also the darker it is the bigger the meams of 
light are. 

Evelyn 

"if you have more colour try and put if you have 
all colours put toget her s ome colour a co lour a 
coll it a rainbow if you have a mirror and a prism 
a you will got a colour and if you ray box a turn I 
lights a put a colour in rit and you will a have a 
Beam of light it 11 

Bruce 

" Mr. H. put a prism in front of a light beam and 
made a rainbow. Wh ight light is made up oft dif f erent 



coul e rs. You c a n s p l it up wh i gh t light with a prism and 
you can slso pu t it b a c k toge t her with a prism. If you 
shine a whigh t ligh t on s ome r e d c e l l o phen it will stop 
all t he c o l e r s exeped t h e r e d . If you put colers on 
a wh e e l and s pin i t f a s t i t wi l l look wh i ght." 

Bonit a 

"I t hink t ha t c olo urs a r e p r et ty be c aus e there so 
co lour f u l . 

Some a nim3. ls c a n 't s ee colour s they c a n only see 
bl ac k , wh i t e and g r ey . Mos t pe o p l e c a n s e e al l t he 
colours. Bu t some Peo p l e c an 't see all c o lours. 
Th e a nima ls wh i ch a r e c o l our blind are Dogs, Cats , 
Hors e s, Some Birds, etc ••••••• White light is made 
of 7 main co l ours Pri sms split up light but can be 
put together again" 

Joanne 

"With light you can manke things. White light is 
made with from sevene diffrent colour. Prisms will 
split it u p The y can also put it together again. If 
you one colour you will get a diffrent colour like if 
you yoused oronge and green makes red." 

Paul 

"Prisms are these whem white light is shon in 
a prism colour light come s out and whem white light 
is shon in one prism and out a gain the light will be 
colour then you shim it in a mether prism the light 
will come out white." 

Tommy 

"White light is made up of all the colours of 
the rainbow. Wh ich are vilot, indigo, Blue, green, 
orange, r e d and ultra vilot and ultra red. If y ou 
take a prism and shine white light through it it will 
split the white li qht up into 6 or 7 colours and 2 
ultra colours and if you shine those colours Back 
though a prism it will put it Back together and 
turn it into white light a g ain. If you shine white 
light onto a green surfuss the green surfuss will 
sock up all of the colours excep t the green." 

John 

"White Ligh t is made of 7 colour you can make 
green out of Bl u e a nd Ye l low y ou can mak e pink out 
of white and Red a Rainb ow i s made uot of different 
colour fi you put a prism By t he projector the 
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Bianca 

"Colour is very nice it he lps in a lot of ways. 
It makes us see blue , gree n orange , pink etc.etc. 
If you coulor a wheel Ultra - Vilot , indig o blue, 
green , orange , pur ple , r e d , pink a nd Other colours 
and the n s pin it v e r y , very fast it wo uld turn wh ite. 
Or i f you set a white ligh t and put a r ed c ou lou r 
filter in frcnt o f it it wou ld sh i ne ou t r e d. 

If you look at a r ed book all the coulors are 
b e ing e aten by the red coulor. If you mi x a couple 
of coulors t oge ther they make a diffe rent co l our 
forenct ence : ~h ite mixed with r ed makes Pink. 

Or if you look through a pr ism at some coulors 
it goes all weird. The rainbow is made of about 
three or more different colours, the colours a green, 
blue and pink. Dogs and many animals see black, white 
and grey, but chimps can see in colours and so can 
some types of birds and ducks. Or if you t ak e a 
coulor picture (or black and white) and sun beams are 
shining in the picture it will come out with a few dots 
of coulor, or b e ams of light where the sun beams were." 

Mark 

"White ligh t is made up of many colours orange, 
red yellow green Blue indigo violet uner red 
when you stick two pri s ms you get white ligh t. When 
you look throw one prism you can get a rainbow. 
Animals can se~ solours but some can only see Black 
white and gray . Some birds can see colours pigins can 
see colours and so can chimpances. Ray Boxes are 
round Boxes the have light bu l bs in it the ray of 
light reflect on mirrors you can make different 
colours from sellifan you can bounce the ray of at 
90 digre angles as many times." 

Derrick 

"Some ananils see black whi te and gray but some 
anamils don't birds see caler if you have a white 
light and you put a red fil ter you get a red lite same 
if you put a g r een filter you get a green lite When 
you have a prism and white lite goes throg it it will 
turn the col ars o f the rainbow " 

Anita 

"put a prism in light and colours come out iF 
coloured light. A prism maKe s lots of coloured line's. 

(drawing made) 
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Bob 

" Many anima ls see in blac k and white and g r ay . But 
some birds like eagles and hawks do not see black and 
white and grey becaus e o f hunting f or ther e food . But 
monkeys do not see black and white and . g rey because 
they a r e our r e l itives . I f you shine a wh ite light 
o n a gr een filte r t here ~ould be a green r ay o f light. 
i f yo~ sn ine a ray of light through a prism on a 
screen there wood be a r ainbow on the screen." 

Trina 

"(l) White light is m:.de up of 7 colours: violet, 
indigo, blue, green yellow, orange, red. 

(2) A b a nd of col ours is called a s pectrum. 
Spectrum is formed when white light passes through 
a p r ism. The prism "bends" each colour as it goes 
through. It bends violet light the most and red the 
least. 

(3) Some animals can only see black, white, and 
gray ." 

Stella 

"Colour is very pretty. 
If we didnt have color, or if we couldn't see color 

it wo uld be a v e ry sad thing. Color can come in 
different forms. It can come in yellow, blue, purple, 
black, white, green orange, brown or any other color. 
Color can do tricks too. There not really tricks but 
only exsparments. Colour can bounce on a wall of go 
around a corner. Color has a shadow too. If you 
look through a prism you can see the colours of the 
rainbow. And if you s e t up mir rors you can make 
shadows of color bounce, go around corne rs, make it 
go on a wall too. Also if you color a wheel some of 
the rainbow colors and tu~n it f a st it will turn white. 
Or if you mix some dif f erent colors toge ther they will 
make a different color. And if you put two prisms 
toge ther. V.Jri i te light will go through the fri s t one, 
and t urn to the rainbow colors. And t hen it will go 
through the s e cond one and it will t urn back to white 
light. You c an also make t he rainbow colors go on the 
wall with a projector. Isn't it nice to be able to 
see color?" 

Eddy 

"White is made of 7 colour. if white ligh shone 
through a prism a rainbow opeared on the wall." 
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Oavid 

"'dhith white lite you c a n make coloured lite by 
yos ing on e or two prisemes you sh ine the white lite 
through the prisG~ and it c o me s out coloured. If 
you want to ma~ e i t wh ite a gain then you put ano the r 
prise~ in fr ont o f th e o ther one . ~hen you put 
some li t e on so~e me rr e rs i t r e= lec ts all aro und th e 
s pace we r e you have s o~e ~e r =ers. The colour of t he 
rai nb o w are , Re d , purple blue ornge voilot green and 
indigo. 

,Jhe n you put a prism in fr o unt of a projector it 
makes a ree l powerful ranbow. 

Light also travells at 186.400 miles per hour per 
second." 

Wendy 

"If you use marrars and a ray of light. The ray 
will conces of the marrors. If you use two simple 
pruse mirrors you can have a periscopes. 

Prisms can be use for ma k ing rainbows. The 
rainbow colours are Red orange yellow green Blue 
indigo violet. Wh en you shine a projector light on 
the wall and pu t the prism in the ray of light you 
get a rainbow." 

Wendy 

"Some animals are colour blind (such as dogs, cats, 
some ground birds, deer). White light is divided 
into co,ours. Prisms split up white light. The ray 
of light bends behind water, in water and in glass. 
Most of the people in the world are not colour blind. 
But _some are. Animals that are colour blind can only 
see white, black, and grey. 

You paint the colours of the rainbow on a circle 
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and spin it, it turns white. Bats are colour blind, 
thing that are colour blind can see better in the dark." 

Ricky 

" White li<;ht is made of seven colours vilot, 
indigo, Blue, green, ornage, red and ultra vilot 
and ultra red . 0hite ligh t when you put it thought 
a prism it splits up and goes all different colours 
and when you put another prisum in the light it goes 
white a gain. When you sh i ne a white beam along and 
put a piece of r e d scellaf in paper in front of it will 
turn r ed and put a piece of blue paper with the red it 
will go bl ack." 



the l i ght wil l come in many plase. if you put a ruller 
behind a bote l the rul l er will b e krokid." 

Matt 

"Li gh t travel l s at s omethi r.g lik e 18 2 , 000 miles 
per s e c ond . ~h ite l i ght i s ~ade u p of a r a inbow , 
green , red, ir. d igo, yell ow, orange , b lue , v io le t. If 
y o u put a pri s ~ in fron t of light (white) y ou will 
see a r a i n bow , if you put a nether pr ism in front of 
t hat it will bec o me wh ite again . If y ou do n o t have 
a prism find a piec e of paper. draw a circle, th e n 
pu t l ines i n it i t colour the colours spin it and will 
s ee whit e ." 

Chris 

"if you pout o corler filter up it whit light 
if it is a blue filter the li ght will come out blue. 
a pr i sm seperots whit light the culers of the 
spectrum. the coulers ar blue red yellow green vilet 
orng oltrvilot indogo red" 
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Stimulus Event 2S,__, or ) 5 
Learning Experience_) No. Date 

LANGUAGI:: PEKFOR!·lANCE 

Brief Descri ption Topic COLOUR (A) 

See language sample , as typed f or journal, (unedited), 

on the eight preceding pages. 

SCANNii~G 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage D. Oral ) 

Communication ) 

E. Written F. Written X ) 
) 

Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity 
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) 

H. Vocabulary ) Expression 

and Meaning 
Oral Written ) 

Problems Noted ( Group) 
Purpose: information 

+=high: = low, or "0.K." 
Context: school 

Attitude o.K. Style (informal) O.K. Clarity 

Arrangement to improve message 

Active/Passive Transformations not applicable 

No poetic, dramatic or emotional/ figurative uses called 
for, or used. Some related but excessive information 
added. Main feature is impaired clarity due to faulty 
spelling and mechanics, and some lack of arrangement, 
otherwise well done. 

Action Proposed 
(a) Inductive activities to promote effective arrange­
ment of communication units. 
(b) Inductive/deductive spell i ng activities based on 
words mis-spelled. 



Stimulus Event _,or) N 5 1 
Learning Experiencei) 0

•-!.. 

ORDERIHG 
Topic LANGUAGE ( 1) 
Date 

Sequence Upper Elem.~ Middle Years_ Primary 
Scone A Reception __ Message __ Expression 
Scope B,( Proce sses). 

Cognitive 
1.Knowledge ~ 2.Ccmprehension __ _ 
4.Analysis ~ s.synthesis 

Affective 

3.Application 
6.Evaluation ---

1.Receiving 2.Responding ____ 3.Valuing 
4.Organising X 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive_:_ Deductive 
Aim To heighten awareness of the importance 
of sentence and word arrangement for 
effective communication. 

Introduction Teacher (with help 
if needed), gives routine class 
with words in "jumpled" order. 
cacrying out properly. 

of a script 
instructions, 
Points for 

'T' • -imes. 
(Min.) 

10 

Development Why were many able to understand? 
- Familiarity. Write on board,in mixed word 20 
order, a set of ins t ructions less familiar. 
Points again for performance. Repeat with 
less and less familiar examples. 

Conclusion Discuss the increasing difficulty. 10 
Suppose the instructions were for working, 
say,the emergency gear on a ferry? Class 
tries to re-~rite such an example. 

Materials 
Geservatier,s,'i' aedbade 
Pads, pencils; several sets of important instructions 
fro~ products and public services. 
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Stimulus Event _,or) N 5 2 

ORDE RI NG 

LANGUAGE (2) Topic ________ _ 
0 • 

L . E . ) · • earning x perience x - Date 

Seque nce Upper 2lem.~ Middle Years_ Primary 
Sco oe A Re cept ion __ I·iessage __lL_ Expression 
Scope B,( Pr oc esses) . 

Coa n itive 
1.Knowledge 1£.__ 
4.Analysis _ 

2. Compr e hension __ _ 
5. Synthesis __ x._ __ 

Affec t i v e · 
2. Re s pond i n g 
5. Characterisation 

3.Application 
6.Evaluation 

1.Receiving __ 
4 •. Organisingi 

Inteorat ive Strands 

3.Valuing 
by Value 

1. Communication Through Language _x __ _ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

---

Activities Inductive_£ Deductive 
Aim Cont i nuation of previous lesson. 
The importance of sentence arrangement 
for effective communication. 

Times. 
OOin. > 

Introduction Play the jumbled word game 
of the l a st lesson, using well-known T.v., 
commercial slogans, (on board), Points 
given. 

10 

Development Divide into six groups. Each 25 
group given a large card on which has been 
printed a set of sentences. These belong 
to six different, short news items but 
were carelessly mixed by compositors. 
Group must cut out sentences, then consult, 
under guidance of teacher, until right 
sentences are assembled for each story. 
Clues may be given. 

Conclusion The original stories are read. 5 
Discuss whether eve n they have best 
arrangement. We may have done it better! 

Materials/Services 

Cards with mixed, local news items. 

Observations/Fe edback 
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Stimulus Event _,or)No 5 . 3 . 
Learning Experience.~ _ _) ~ 

Topic SPELLING - GENERAL 
Date 

Sequence Upper Elem._x_ Middle Years_ Primary 
Scope A Reception __ Message . X Expression ___ _ 
Scope B,(Frocesses). 

Cocnitive 
1.Knowledge X 2.Comprehension __ _ 
4.Analysis __ s.synthesis 

Affective 

3.Application 
6.Eval~ation __ _ 

1.Receiving __ 2.Responding ____ 3.Valuing 
4.OrganisingL 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language __ _ 
2. Growth _ in Language_ 3.Knowledge of Language x 
4. Language & the Self_ s.variety in Language 

Activities Inductive.!_ Deductive 
~ To heighten awareness of the place 
of spelling accuracy in written communication 

Introduction Write on board the first six 
lines of the poem by K. G. Dunsmore, (1968), 
"Too No This Rime It Must Bee Red." Read it 
aloud. Class to listen for meaning. 

Development With dictionary help, the class 
makes literal translations of the 12 short 
sentences, and writes these down. 

Conclusion Compare literal meaning derived 
from print with that derived purely frqm 
hearing the words. Discuss. 
N.B. Poem emphasises sharp division between 
·phonology and orthography by means of using 
homonyms. 

Times. 
(Min.) 

10 

20 

10 

Materials/Services Pencils; pads; poem of deliberate 
•~is-spellings~ (Dunsmore, 1968, mimeo). 

Observations/Fe edback 



SPELLING 
Stimulus Event _,or)N s.4 
Learning Experience X ) 0

•--

( CORRECTIVE ) Topic ---------Date 

Seauence Upper 2lem.~ Middle Years_ Primary 
Scac e A Receotion Message X Expression 
Scope 2 ,( Froc ~s ses)-.--

Coonitive 
2.Comprehension --- 3.Application 

6.Evaluation 
X 1.Knowledge ~ 

4.Analysis _ s.synthesis ---Affective 
1.Receiving 2. Responding ____ 3.Valuing 
4 •. Organising X 5 .Characterisation ·by Value 

Integrative Strands 
1. Communication Through Language 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self __ S.Variety in Language 

Activities Inductive Deductive~ 
Aim Corrective spelling practice using 
w'ords recently mis-spelled. 

Introduction Issue duplicated language 
sample. Class allowed time to read this over. 

Development "This is pretty good language, 
but a few things need polishing up. 
Altogether I spotted about 60, amongst us all. 
Let's check-up." 
Headings on board: 
Bits left Right Wrong Wrong Others 

out Sound Letters Order 

Class searches for them. Teacher summarises, 
und~r headings. (Class may suggest another 
category.) . 

Times. 
(Min.) 

10 

15 

Conclusion (a) Correct versions elicited from 15 
class. Noted in a different colour. (b) teacher 
qives meaning-definitions. 
Class selects word from "corrected" list. 

Materials/Services 
L~nguage sample on mimeo sheets. 

Pencils; pads. 
Observations/Fe edback 

X 
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R E A D I N G 

Stimulus Event _,or) N 5 5 
Learning Ex periencex) 0

•--!... 
. Topic COLOUR (A) 
Date 

Seauence Upper Elem.~ Middle Years..:.__ Primary 
Scooe A Re c ept ion X Message __ Expression 
ScoDe B,( Processes)-.--

Coa n i tive 
1.Knowledge _ 2.Compr ehension X 
4.Analysis _ s.synthesis 

3.Application 
6.Evaluation 

Affective 
1.Receiving_X_ 2. Res pond ing ____ 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Inteorative St rands 
1. Communication ~hrough Language _____ x __ _ 
2. Growth in Language ..L 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

---

X -
Activities Inductive .x_ Deductive Times. 

_ Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Reading s 
These are to act as links between general reading 

and current language activities: 

COLOUR (A) 

Science texts and magazines.Publicity materials from 
_colour T.V. companies, film supply fir~s,interior 
decoration supply companies, Reeves' and Ostwald 
sch99l art pub_licatio11.~.Biography:Sir I Newton,& 
Fraunhofer. ·-

Materials/Services 

Observations/Fe edback 
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Stimulus :vent _~,or) No. 6 
Lear P . .:.1 z~ s xec .... ± -ttC- ) -

Topic COLOUR ( B) 
Date . -

Secuenc e Upper Elem._£_ Middle Years_ Primary 
Scooe i-. i<e c eotion X l--iessage __ Expression _x __ _ 
Sc ope B, ( Proc ~s ses) . 

Coanitive 
1. Knowl edge ~ 2 .Co;npr e hension __ _ 
4. Analysis _ s.synthesis 

Affe ctiv e 

3.Application 
6.Evaluation r-

1.Receiving_X_ 2. Res pondin g X 3.Valuing 
4 •. 0rganising_ S.Characterisation ·by Value _x ___ _ 
Inteorat ive Strands 
1. Communicat ion Through Language X 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive X Deductive Times. 
Aim Provide visual experience. Stimulate (Min.) 
and record oral response. 

Introduction Project spectrum as in event 2. 
Cover beam with any primary colour screen. 10 
Discuss subtraction of colours. 

Development Rotate card disc bearing spectrum 10 
colours in white beam. Discuss "white" result. 
Shine three primary colour beams at screen. 
Discuss "wl:lite" result. Group members 
invited to place objects in beams. Discuss 
secondary colour shadows. 

Conclusion Teacher leads group discussion of 15 
phenomena. Tape recorded, (any 10 mins.) 
Uses for stage and display lighting mentioned. 

Materials/Service s Small projector, blackout, 
blue/red/green light sources, typing/duplication,· 
tape recorder. 
Observa tions /F 2e dback 

TAPE RETAINED - ACCOMPANI ES THIS STUDY 
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Transcript of cl a s s oral output 

The teacher's part in eliciting this output has 

b een l e ft out o f this t ranscri pt . The recording was 

made under less than ideal cor:di tions, the batteries of 
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a r e corder h a vi ng f a i led , c ausi ng a reduction in mobility 

due t o the r e s tr i c tio~s i mpos e d by a power co~d. This 

same d iff icu lty wa s res ponsible for t he intrusively 

loud recording of the teacher's voice. Such faults 

would easily be avoided in prolonged practical application. 

Cheryl 

Mm, ah, - We know that white is made out of 
violet, indigo and green, and red and orange ••• and 
that it we h ave a blue book it will turn blue just ••• 
and if you put a different colour of sheet of anything, 
like red, it will turn red. 

Paul 
Mm - if you have a disc, like a round piece of 

cardboard or something , and you put all the colours 
from the rainbow on it and t h en you turn it at a 
certain speed and it goes real white. ••••• Newton. 

Stella 
O! If you get one prism and let white light shine 

through it, get another prism and put it beside it, 
the white li ght will go through the first prism and 
turn all the r a inbow colours, then it will go through 
the second prism and turn back to the white colour. 

Paul 
That white's made of all colours. 

Chris. 
Well, um, if you get say a red piece of plastic 

or something and shine all the colours into it, all 
the colours'll be absorbed excep t the red ••• Yes, all 
colours, yellow, blue, or orange •••••• 

Yes, yes, ••• oh, yes, yes its a •••• If you put 
water in front of them t h e y all go shaped across •••• ~ 

Paul 
And, and you can shine ligh~ around corners, by 

mirrors ••• 



Matt. 
Pr isms ••• ( u nin t e l l i g ible) ••• used two prisms • • • 

Joe 
Er, ••• My ha nd wasn't up. 

S t e ll a 
~ell , If we didn ' t h ave co lo~rs , i t would be a 

very s ad th i ng b e c aus e ou r clot ~es are made out of 
co lour s. ~he wc ~ld ' s go t a l l the colours in it, and 
dogs, - t hey c an ' t even see colours. They just s ee 
black , wh ite and g r ey . 

Chery l 
Mm, - I tho ught dogs ••• would be able to see 

colour until you t o ld me a nd then, like, I usually make 
somep'n colourful to attract dogs, then. Now I know 
that mos t animals are, ••• see black and white-seeing. 
We're lucky that h umans have a ••• colours. 

(Brief interchange, teacher raises matter of "red rag 
to bull".) 

Joe 
No, it's just that it sees it's moving and so it 

charges. 

Chris. 
Ah, mm, sir, ••• It you look through a prism 

and all the colours are around edges of things. ••• 
Sir, on t he top of the surface. 

Stella 
Sort of psychedelic ••• 

Trina 
In a p iece of glass ••• 

Several 
Sir, 

Chris. 

••• sir, . . . 

Sir, - and sometimes i f you hQve the sprinkler on, 
you can see, sir, you can see a rainbow. 

Mike 
When ••• you've been dusting and kind of, sort of, 

slaking all the dust, so close, you see particles of 
dust that's gle aming and everything ••• 

Cheryl 
With the sun shining in your-window, and you're just 
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sit ting in your ch a ir look ing in your mirror, you can 
s ometimes see a r a inbow in the dust. 

Joe 
(L augh ing) ••• I know that g r een and y e llow makes 

orange ••• 

Derri ck 
Si r , wh e r. Bob b y and I were wa tch ing this water­

s kier, wh e n he c ame in and sto~ped , there was th is 
r a inbow and it look ed like he wa s in a f r og su~t . 
••• Lik e , sir , when h e c a me and st o pped i n it maked ( ?) 
a r a inbow wit ~ t he water. 

(Teacher mi s-hears and returns anomalous r e ply.) 

••• No, s ir, you know water-skiers? Sir, we were 
watchin' 'em and one c ame in an' the w~ter, it went 
up and i t maked (?) a r ainbow. And then the guy came 
out of the water (like a frog?- T) ••• Yeah 'cause 
he had that skin on. 

Matt . 
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If you have pri sms 'n split up t he colours of the 
rainbow , - um, - get a piece of round paper, put the 
colours of the r ai nbow on it, then yo u s p in it real fast. 
You can see the colour white. ( Pure white? - T.) No. 

Bi a nca 
(Several nervous false starts ••• ) 

Tom 
You don't get a pure white because the colours 

that you p~int on, colour on, aren't as pure as the 
colours of the r ai nbow, yet. 



Stimulus Event _x_, or ) 6 
i ) No. Learning Expe r ence _ Date 

LANGUAG:::: P E;1F0:~:-1ANCE 

COLOUR (B) 
Brief De s c r i nt i o n Topic 

Tape r ecording a nd type written transcript, (preceding 
3 page s ) , o f oral d iscussion. 

SCANND~G 

Check List Used 

A. Listening a. Reading Reception 

c. Oral Usage -A.- o. Oral ) 

Communication ) 

E. Written F. Written 
) 
) 

Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity 
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) 

H. Vocabulary ) Expression 

and Meaning Oral Written ) 

Problems Noted 
Verbs · "maked " for "made" (isolated, may be a 

pronunciation fault). 

Pro nouns isolated case of confusion, (it ••• it). 

Syntax some incoherent arrangement and needless 
repetition. •• 

Other adjectives used instead of adverbs, e.g., "real" 
for "really". not widespread. 

•• principal feature • 

Action Proposed 

Inductive and deduc tive activities to heighten 
awareness of the need for word, phrase, and sentence 
arrangement for optimum clarity. 



MAKING IT 
CLEAR Stimulus Event ___ ,or)N 6 1 

Learning Experience~.) 0 •---=- Topic ---------Date 

Seouence Upper Elem. X Middle Years __ Primary 
Scope A Reception __ Message - X Expression 
Scope B,( Processe s). 

Cocnitive 
3.Application 
6.Evaluation 

X 1.Knowledge _ 
4.Analysis _ 

2 .Comprehension X 
s.synthesis 

Affective 
2. Res ponding 
5.Characterisation 

---
1.Receiving __ 
4.Organising~ 

3.Valuing 
by Value 

Integrative Strands 
1. Communication Through Language X 
2. Growth . in Language __ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive~ Deductive 
Aim To focus atten t ion on the importance of 
coherent arrangement of language units to 
convey meaning. 

Introduction Play a 5 minute tape 
recording of a disjointed description of 
a common object or well-known person, 
consist i ng of sentence fragments interspersed 
with "like " and "sort of". Class to discuss, 
and decode intended meaning. 

Times. 
(Min.) 

10 

Development Game~ class divides into two groups. 
Each to make a tape recording describing, but 
never naming, a common object designed so as 20 

· to baffle its hearers due to incoherence and 
"like", "sort of", etc. 

Conclusion Groups exchange tapes. Points for 10 
· identification 

Materials/Services 
5 minute tape recording. Tape recorders (2) one 
borrowed f rom anothe r class. 2 extra tapes. Use of 
Observations/Feedback lib r ary or hallway for 

separation. 
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Stimulus Event _,or) No 6.2 
Learning Experience~.) •-

MAKING IT 
Topic CLEAR 
Date 

Seauence Up per Elem._£ Middle Years_ Primary 
Scooe A Reception __ Message . X Expression 
Scope B,( Proc e sses). 

3.Application 
6.Evaluation 

Coanitive 
1.Knowl edge _ 2.Comprehension X 
4.Analysis _ s.synthesis x 

. Affective ---
1.Receiving_ 2. Re s ponding ____ 3.Valuing 
4.0rganisingJL_ 5.Characterisation ·by Value 

Integrative Strands 
1. Communicat ion Through Language 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ s.variety in Language 

X 

Activities Induct_ive Deductive _K 

Aim To practise language clarification 
by arrangement. 

Times. 
(Min.) 

Introduction Discuss the game of the last 
lesson. Identify the need for coherence due 
to arrangement. 

Development Distribute cards, approx. 6" 
by 4", and envelopes containing magazine . 
or newspaper articles which have been cut 
up, line by line, with some lines divided. 
Pupils to paste up the articles correctly 
so as to make sense. 

Conclusion Completed items read out. 
Collected, with names on top, for display 
Points awarded to all good efforts. Any· · 
comical results noted. 

10 

20 

10 

Materials/Services 6" x 4" cards. Paste and glue. 
30+ envelopes with cut up articles or news items, 
(may hav~ pictures and may be result of an earlier 
0bservations/r e e dback activity ~. 

This activity, with variations, may be 
extended. 
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R E A D I N G 

Stimulus Event __ ,or) No. 6. 3 
Learning Experience2S.) --

Topic COLOUR (B) 
Date 

Sequence Upper Elem._£ Middle Years_ Primary 
Scoo e .A. Rece otion x Nessage __ Expression 
Scooe B,( Proc~sses)-.--

Coanitive 
1.Knowledge _ 
4.Analysis _ 

2.Compr e hension_X __ 
S.Synth esis 

Affect i ve · 

3.Application 
6.Evaluation ----

1. Recei ving_x_ 
4 .. 0rganising_ 

2. Responding ____ 3.Valuing 
5.Characterisation ·by Value 

Integrative St rands 
1. Communication 7hrough Language X ---2. Growth in Language L 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive~ Deductive Times. 

X 

Individualised reading will go on parallel to all 
other language activit i es. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Read i n q s 
These are to act as links between general reading 

and current language activities: 

COLOUR (B) 

Three colour printing process from reference works, 
handbooks on stage lighting, fashion book articl e s on 
colour matching, science text books for details of 
Tyndall's experiment, photographic handbooks and 

. magazines. 

Materials/Services 

Observations/F2edback 
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SPECIMCN READ~NG ASS ESSM~NT 

Stimulus Event _L, or ) 
Learning Experience_) No._]_ 

LANGUAGE PERFORMANCE 

Date 

ttAl" 

Brief Descri ption T i 
I NDIVIDUAL READING Op C ___ . _____ _ 

Oral and silent reading of selections from level 
currently achieved. Comprehension and miscues recorded 
and analy sed via check-list B. (See following sheets). 

SCANND ~G 

Check List Used 

A. Listening B. Reading X Reception 

c. Oral Usage o. Oral ) 

Communication ) 

E. Written F. Written 
) 

- ) 
Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity 
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) 

H. Vocabula.!'.'."y ) Expression 

and Meaning Oral Written ) 

Problems Noted "Al." appears to feel vulnerable in the 
oral re ading situation. Comprehension f ar exceeds ease 
of oral production. Substitutions almost equally 
divided between words of similar appearance and 
grammatical e quivalents which change the meaning. 
Omission of some initial and final sounds reflects a 
speech habit. Finger pointing , lip movement and 
pauses indicate appreciable nervous tension in oral 
reading , greatly eased in silent reading. 

Avoid oral reading, concentrating on 
Action Proposed high-interest material which will be 

monitored b y discussion of meaning and 
story det a i ls onlv . Ob t a i n very occasional sample s of 
oral capability by unexpected casual requests in any 
opportune relaxed situations. · 



Oral Read ing Se l ection. 

a bo ve 
One evening , Sal l y was flying~ a boat. 

~fe~. It was a long way ou t ~o sea. 
m~ a n 7 n,1nd 

Sal l y did notAmind . 

Her wi ng wa s fine . 

It got v e r y windy. 
fe JI 

Sal l y '[sf-fine-big "s•' - , o,-,,iH t!d 

up 
wings wenftf up and ..do· rP.. 

'' t " on, if-f- ec1 
She could hardly flyAstraight. 

The little fishing boat went up and down, too. 

It had a little sail. 

It had a littlelengine. ! om; t+ed 

But it could hardly keep straight. 

Silent Readi n g Selection. 

The wind began to howl. 

The waves got bigger. 

The sky got darker. 

A storm was corning. 

Sally the seagull was tired. 

She was a long way from the land. 

She looked at the big waves. 

They got higher and higher. 
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Re-telling the story "Al." 

Sa lly was f lying over - Sally was flying behind 
the boat and - u rn - s h e got tired and everything and 
-the waves were getting bigger and b igger and she was 
a long way , - way , - from land, so she couldn't land. 

Spe ci a l ~Jote : 

"Al ." is an intelligen t, well-adjusted, Grade Seven 
student with a long-standing re ading problem which has 
defied accur a te d i agnosis. He is one year older than 
his nomina l gr ade l evel, due to h is having spent two 
years in gr a de six, an arrangeme nt to wh ich he and 
his parent s readily a greed, in an effort to assist 
him wit h this problem. He has been subjected to 
remedial techniques of an analytical sort for three 
years. This recording was taken with his permission. 
His name has, of course, been changed. This rather 
extreme example was used so as to provide a simple 
specimen use of the reading assessment list (Check-
List B). 

Comprehension Questions 
Oral : 
1. What was Sally doing? 

(X = wrong or no answer) 
Silent : 
1. What did the wind do? 
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2. Where was she? 2. What happened to the waves? 

3. Where was the boat? 

4. What was the weather 
like? 

5. What sort of boat was 
it? 

6. What pushed the boat 
along? X 

3. What was coming? 

4. How was Sally feeling now? 

5. How did the sky look? 

6. Why couldn't Sally land and 
take a rest'? 

7. How did Sally feel X 7. What did the waves start to 
about being out there? do? 

8. Was Sally's wing O.K.? 

9. Could Sally fly 
straight? 

10. Could the boat keep 
straight? 

8. What would this do to the 
boat? X 

9. What happens to waves when . 
the wind blows harder? X 

10. How would you feel if you 
were Sally? 



( see not e s 0:1 u se ) 

Oral (count) 

~-Jords missed 

CHEC K-LIST B 

READI!·JG 

1 - engine 

Name "Al." 

Te!":s i.or..s : Non e Some X Extreme CO!ii?r ehens i cn 8 

(10 quests.) 

Substit :.it ions, ( words in context) Total 
Subs .. ~ 

Commonest · Exan ole3 None outstanding 

How many look like the right word? 

sound like the right word7 

do same gram2atical job as 
right word? 

_3 

2 

3 

'i'ot-, , 
- _ CH 66 
\.,ords--

S ente:1ce Chances Tot.al sentences in· selec tio:: 11 

How many contained substitutions? 

had substitutions which 
the r eader corrected 
success f ully? 

had substitutions wh i ch . 
did not chang e the basic 
grar:-,:nar? 

had substitutions which 
did not change the basic 
meaning? 

had uncorrected 
sub~titutions whicH DID 
change the meaning? 

3 

l 

2 

1 

2 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Silent (count) 

Words asked for 

Tensions: None Sor.1e X 

None 

::=x treme · 

Above "Oral'& "Silent" reading 

Comprehension~ 

(10 quests.) 

critetia adapted from The Miscue Analysis, 
Goodman, 1973. • 
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CHSCK-LIST B 

Name "Al." 

RE /~DING 

Apo r ec i a ~i~~ - ~eJder uses a ll lowe r leve l s of 
u nderstanJ i ~~ as b a s e s f or fe c lina r e ac t i ons 
to the ir.for mation, it s i mpl ications, and 
the st y l e c f its p r e s 2nt ation. 

Eva l u a t ion - ? eader for ~ s value judgnents 
b a s ed on the inf orma tion and its 
implications 

Inferen c e - Reader is able to draw c6nclusions 
as t o t he imp l ica t i o ~ s of the inf orma t ion 
in the re a di~g selection 

Re-ora a nis a ~i o ~ - ~ead e r is able to re-state 
or p ar ar,Lrus e the inf ormation presented 
in t h e r 2 ad i ~g sel e ctio n 

Lit e ~a l - Re3dcr under s t and s only the 
inior ~ ati o n wh ich is ex~lici t ly st a ted 
in the r eading selectio n 

X 

Low 

Levels· adapted . from Barrett-c;:Iy:ner Taxono:ny, ( 1 968) . 

(Sections of this list ~ay be . used separately)~ 

224 



BIBLIOGRAP HY 

Armstrong , R. D. T h e Revolution in g rammar has just 
b egun. Pape r to t h e Canad ian Council of Teachers 
o f Engl i sh . Ca lgary : August 1972. 

Barnes , D. Dr a~a in the Enalish cl a ssroom. Champaign, 
Ill.: NC ~~., 1968 . 

Barre t t, T . c ., & Cl y~er, T. The Barrett taxonomy . 
In H. M. Robinson ( Ed . ) , Innovatio n and chang e 
in readin g instruction, 6 7~ y2arbook of tne 
Nati onal ~oc iety for t ne Study of Education, 
part two . Chicago: Unive rsity of Chicago Press, 

1968. · 

Bernstein, B. Social structure, language and learning. 
Educati onal Research. 1961, 3, 163-167. 

Bledsoe, J. Se lf concept of children and their 
intelligence, achievement, interests and anxiety. 
Journal of Individual Psychology. 1964, 20, 
55-58. 

Bloom, B. s., Davis, A. & Hes s , R. Compensatory 
education for cultural deprivation. New York: Holt, 
Rinehart & Winston, 1965. 

Bloom, B. S., Englehar t, M. D., Hill, W. H., Furst, 
E. J., & Krathwohl, D. A taxonomy of 
educational obj ectives. Handbook I, cognitive 
aomain . New York: Longmans, 1956 . 

Bower, E. M. Comparison of the characteristics of 
· ide ntified emotionally disturbed children with 
other chi ldren in classes. Bulletin of 
Californi a St ate oeoartment of Education, 1958, 
37, 6, 610- 629 . 

British Columbia . A guide to teaching the English 
language art s in the intermedi a te vears. 
Victoria, B. c.: Department of Education, 1968. 

Brookover, w. B., Patterson, A., & Thomas, s. Self 
concept of ability and school achievement. 
Sociology of Educati~n. 19 64 , 37, 271-278. 

Brookover , w. B., et al. Se lf conce pt of ability 
and schoo l achievement I~. Improvinq academic 
ability through students' sel f concept 
enhanc ement . East Lancing, Michigan: u. s. 
Of fice of Education, Mich igan State University, 
1965. 

225 



Brookover , w. a. et al . Self c onc e pt III, r e l a tionship 
of s e lf c or. c e ~t to achieve~e nt in juni o r hi g h 
sc hool . Sast ~ ancing , Eich i gan: G.s. Office of 
Eouc at i on , Michigan St ct te Llniversi t y , 1967. 

Brown, R. So~i a l ?s vcholoc y . ~ew Yor k : The Fr ee 
Pres s, 1 965 . 

Bruner , J . The c o urse cf cognitive growt h . Ame r ic a n 
Psycholog ist . J an u J. r y 19 G~ , r:o . 1 14 . 

Carlton, L. , & I-:oore , 2 . M. 
dr a~ a , ar.d se~= conc ep t . 
c. Z . Merril l , 1 9 6 0 . 

Re ad ina , s elf - d ire cted 
Colur.ibus, Ohio: 

Chomsky, N. A r e v iew of a. F. : skinner's verbal · 
behaviour • . Langu a ge. 35, f9i9, 26-58. 

226 

Chomsky, N. 
Mass.: 

Asoec ts o f the t heory o f syn tax . Cambridge, 
MIT Pr e ss , ; 1965 

Combs, A. w. The self in chaos. Contemporary 
Psychology. 1962, 7, 53-54. 

Combs, A. w., Kelley , E. c., Rogers, c. R., & Maslow, 
A. H. Perce i vino , behaving, bec oming. Was h ing ton, 
D. c.: Assoc i a t ion f or Supervision and Curriculum 
Devel o pme nt. 1962. ( ASCD Yearbook, contributors). 

Coopersmith, s. The ant e cedents of s e lf esteem. San 
Francisco: w. H. Freeman, 1967. 

Cowen, E. L., Zax, M., Klein, R., Izzo, L. D., & Trost, 
M.A. The relati onship of anxiety in school 
children to school record, ach~evement, and 
behavioural measures. Child Development. 1965, 
36, 685-695. 

Dewey, J. Democracy and education. New York: 
Macmillan, 1964. (originally printed 1916) 

Dewey, J., & Bentley, A. Knowing and the known. Boston: 
Beacon, 194 9. 

D~ll, R. C., & Fleming, R. S. (Eds.) Children under 
pressure. Columbus, Ohio: C. E. Merrill, 1966. 

Dunsmore, K. G. Too no this rime it must be red. (1968), 
mimeographed paper to students, University of 
Victoria, 1972. 



Edwards, A. E. 
New York: 

227 

Tec hniaues of a tt itude sc a le c onst r uction. 
Appleton- Century-Crofts, 1957. 

Evanechk o, P . o. Eler.ent a ry language ar ts -a curr i culum 
mode l. Ni me o gr a~hed pape r to students , University 
c f Victori a , 19 72 . 

Evane c hko , P . o. I nd ic a tors of language ma turity . 
h i Ge os r ap he d pa~e r t o students , University o f 
Vi ctori a , 19 72 . 

Festing e~ , L . A ~h e ory o f coo ni tive dis sonance. New 
York : Harpe r & ~ow, 1957. 

Frost, B. P. Anxiety and educational achievement. 
Bri tish Journal of 2ducationa l Psychology. 1968, 
38, 293-301. 

Gale, R. F . Development al b e haviour, a humanistic 
approach. Ne w York : Macmillan, 1972. 

Gaudry, 8., & Spielberger , c. D. Anxiety and 
educational achievement. Sydney : Wiley, 1971. 
(This summary of studies includes the full 
refe rences to the undermentioned studies , cited 
in t hi s work under the r evi ew of literature: 
Frost, 1968 ; Lipsitt, 1958: Lunneborg, 1964; 
Rosenberg , 1953 ; Sarason, 1960,& Stevenson & 
Odom, 1965 .) 

Gibby, R. G., & Gi bby , R. B. The effects o f stress 
resulting from academi c failure. J o urnal of 
Clinic a l Psychol ogy. 1967, 23, 35-37. 

Goodlad, J. The chanaina school curriculum. New 
York: Georgian Pr e ss, 196 6 . 

Goodman, K. s. (Ed.) The psycholinguistic nature of 
the read ino process. De troit: Wa yne State 
University Press, 1968. 

Goodman, K. s. 
Illinois: 

(Ed.) The miscue analysis. 
NCTE-ERIC , 1973. 

Urbana, 

Goodman, Y. M. Linguistics, psycholinguistics, and 
the te a ching o f reading . Newark, Del .: 
International Reading Association, 1971. 



Greene, H. A., & Petty , '.J . T . Developi nq lanquage 
ski l l s i n t h e el e7~ntary s c hool. ( 4~ ed.) Bo s ton: 
Al lyn & Bacon , 197 1 . 

Gr oss , R. 
Yo rk 

Articl e on the work of Kar p l u s , for the Ne w 
Times 1-:a :::i a z i n e . September 6 lli 1964. 10-II"':" 

Hallid a y , !'-: . A . K. Re l evc.n t mode ls of l a n gu a ge . 
In Wi lki nson , A. ~ . ( ~d .), The state of l an g uage. 
Ed uc 2 ti o n 2 l ~eview. University of Birmingham , 
En g l and . 2 2 , No. 1 November 1969. p . 31. 

Harna chek , D. Se l f c onc ep t as rel ated t o mot i vat ion and 
l earning . In Cl arizio, H.F. (Ed.), Mental 
heal th a nd the educ a t ive proce ss. Chicago: Rand 
.Mc Nally , 1969 . 

Hartshorn, E., & Brantley , J.C. Effects of dramatic 
play on cl ass room problem solving ability. 
Journal of Educati onal Research. 66, No. 6, 
February 1973, 24 3- 246 . 

228 

Hoetker, J., & Engelsman, A. An introduction to theatre. 
St. Ann, Mo.: Central Midwestern Kegi onal 
Educational Laboratory, 1968. 

Holbrook, D. En a lish for t he r e jected. London: 
Cambridge Unive rsity Press , 1964 . 

Holt, J. How children fail. New York: Dell, 1964. 

Holt, J. How children learn. New York: Pitman, 1967. 

Hunt, J. McV. Intelligence and experience. New York: 
Ronald, 1961. 

Hunt, K. W. Grammatical structures written at three 
grade levels. Champaign, Ill.: NCTE , 1965. 

Kaluger, K., & Kelson, C. J. Reading and learning 
disabilities . Columbus, Ohio: c. E. Merrill, 1969. 

Kelley, E. c. The place of affective learning. 
Educational Leadership. 22, April 1965, 455-457. 

Krathwohl, D., Bloom, B. s., & Masia, B. P. A taxonomy 
of educati onal obj e ctives, h andbook II, affective 
domain . New York: D. McKay, 1964. 

Langer, s. K. Philosophy in a new key. (3rd. ed.), 
Cambridge , Ma s s .: Harvard University Press, 1957. 



Laycock , s., & Findlay , J. The needs o f emotionally 
disturbe~ childre n in the s choo l s of British 
Colu~~ i a . Va nc ouve r , B. c .: ~ducational Re search 
Institu te of British Columbia , 1969. 

Lenneberg , s . ~. Eiolon ic n l fou r.dat ions o f l anqu a qe . 
New York : ~il e y , 1967 . 

Lighthall , F . F . A~xi e t v as r e l ate d to t hinking and 
fo ra e tti~a . 1 a shington , D. C.: Department o f 
Cl as s room i ~ac hers . Americ a n Sducational Research 
As sociati cn of Nat ional Sducational Associa t ion, 
1964. 

Lipsett, L. P. A sel f c oncept scale for childre n and 
its rela tions h ip to the children's form of the 
MAS . Chi ld Development. 1958 , 29, 463-472. 

Loban, ·.v . D. 
childre n. 

Loban, ~v . o. 
grade 9. 

The l anquaae of elementary school 
Champai gn , Ill.: NCT~ , 1963. 

Problems in oral Enalish , K through 
Champai gn, Ill.: NC T~ , 1966. 

Loevinger, J., ~essler, R., and Redmore, c. 
Measuring eao development , vols. I & II. San 
Francisco: J ess ey- Bass, 1970 

Lovell, K. Educati onal psychology and children, 
(7 lli ed.) London: University of London Press, 
1964. 

Lunneborg, P. w. Re lations among social desirability, 
achievemen t and anxiety measures in children. 
Child Development. 1964, 35, 169-182. 

MacGinitie, w. ~. Language development. In 
Encyclopedi a o f educatio n al research. New York: 
Macmillan, 1969, 686-696. 

McNeill, D. A. Developmental psycholinguistics. In 
Smith, F ., & Miller, G. A., (Eds.), The genesis 
of langu age, a psycholinguistic approach. 
Cambridge, Nass. : MIT Press, 1966. 

Maguire, T. o., Patsula, R. B., & Evanechko, P. o. 
The development of word meaning discrimination 
in children. Re search and inf ormat ion r e port 
74-3. Edmonton, Alta .: University of Alberta, 
1974 . 

229 



Miller, G. A. Some psycho logical studies of grammar, 
Americ a n Psycholooist . 17, 1962, 7480 762. 

Mill e r, G. A. Some pr eliminar i es 
Ame r ic a n Ps yc holocis t . SO , 

to p s ycholinguistics. 
1965, 15-20. 

Morley , c. J. The deve: o~sent of a drama curriculum 
so u::-c e ur.i c: .. l-nr=iu.cl ishe d master's the sis, 
Univers i ty of ~ictoria , 19 71. 

Morse, w. c . Se l f conce p t in the school . setting. 
Chi ldhood Educa t i on . 1964, 41, 195-198. 

Moffett, J. Dr ama , what is h aooeninq . The use of 
dr a ~at ic act ivities in the teachinq of English. 
Champaign , Ill .: hCTE , 1967. 

Mumpower, D. L. Emotional involvement as a factor in 
the learning process. Journal of Educational 
Research. 66, No 6, February 1973, 251-2~3. 

O'Donnell, R. c., Griffin, w. J., & Norris, R. c. 
Syn tax o f kinderg a r te n and ele~entary school 
chil d ren . A t ran sformational analysis. 
Champaign, Ill.: NCTE , 1967. 

Osgood, c. E., Tannenbaum, P.H., & Suci, G. J. 
The measurement o f me aning. Urbana, Ill.: 
University of Illinois Press, 1957. 

Osgood c. E. On understanding and creating sentences. 
Ame r ican Psycholooist, 1963, 18, 735-751. 

Osgood, c. E., & Snider, J~ G. The semantic 
differential technique~ A source book. Chicago: 

.Al dine, 1969. 

Passow, A.H., Goldberg, M., & Tannenbaum, A. J. (Eds.). 
Education of the disadvantaged-readings. New 
York: Holt, Rinehart and Winston, 1967. 

Phillips, J. L. Jr. The origins of intellect-Piaget's 
theory. San Francisco: w. H. Freeman, 1969. 

Piaget, J. The origins of intelligence. 
International Universities Press, 

Pooley, R. c. Teachina Enolish usage. 
mono a raph 16 1 NCTG . New York: D. 
Cent ury, 1946. 

New York: 
1952. 

English 
Appleton-

230 



Pooley, R. c . Article on the use of text books in 
c o n temporary Eng lish t eac hing . In Tiedt, I. M., 
& Tiedt, s . ~. Read inos on c ontempora ry Enolish 
in the elP~entar v school . ~nglewood Cliffs, N.J.: 
Prentic e H2 ll , 1969 . 

2 31 

Postma n, N. , & Weingartner , 
in t each i na . ~ew York : 

c . Lingui stic s, 
Dell , 1 966 . 

a r e volution 

Purkey , w. w. 
t:ngl ewood 

Self conc e o t and school achievement . 
Clifis, iJ . J .: .? r e ntice Hall , 1970 . 

Quandt, I . Self c onc eot and r ead ing . Newark, Del.: 
Internationa l rt eading Associat i on, 1972. 

Reiter, H. H. So me personality correlates of the Page 
fan tasy scale . Percep tual and motor s k ills. 1963, 
16, 74 7-748 . 

Rosenberg, M. 
anxiety. 
285-290. 

The association betwee n self esteem and 
Journal of Psychology. 1953, 48, 

Saporta, s. Psycholinguistics. New York: Holt, 
Rinehart & Winston, 1961. 

Sarason, s. B., Davidson, K. s., Lighthall, F. F., 
Waite, R.R ., & Ruebush , B. K. Anxietv i n 
element a ry school c h ildren. New York: Wiley, 1960. 

Sartain, H. w. Article on inductive and deductive 
language arts teaching. In Funk, H. D., & 
Triplett, Dew. Lanouaoe arts in the elementary 
schools, readings . Philadelphia: Lippincott, 
1972. 

Singer, J ·. L., & Schonbar, R. A. Correlates of day­
dre aming: A dimension of self awareness. 
Journal of Consulting Psychologists. 1961, 25, 
1-6. 

Singer, J. L., & Rowe, R. An experimental study of 
some relationships between daydreaming and 
anxiety. Journ a l of Consultina Psychologists. 
1962, 26, 446-454. 

Singer, J. L. Daydre aming . An introduction to the 
expe rimental study of inner experience. New 
York: Random House, 1966. 



Skinner, B. F. Verbal beh aviour . New York: Appleton­
Century-Crofts, 195 7. 

Smit h , E . a ., G· od man, K. s., & r-ieredith, R. 
a nd thin~ina i n t he ele~en t a r v school. 
Holt, Rineh a rt & ~ ins ton, 19 70 . 

La ngu a ge 
New York: 

Smith , ? . Understandin g r eadina . New York: Holt, 
Kin ehar t -:1.: ,,in s t on, 197 1. 

Smith, R. P . Creativity in the Lnglish programme. 
Ch a mpaig n, I l l . : ~CIE , 1970 . 

Soares, A. L., & So ares, L. h . Article on interaction 
of s el f perception and p e rformance. In Lehman, 
I. J., & Mehr ens, w. A., Educational Research 
New York: Holt, Rinehart & Winston, 1971. 

Squire, J. R. (Ed.), A common puroose-the teaching 
of English i n Gr eat Britain, Canada, and the 
U.S. A. Champaign, Ill•: NCTE, 1966. 

Stageberg, N. c. An introductory Enalish Grammar. 
New York: Holt, Rinehart & Winston, 1965. 

Stauffer, R. G. The langu a ge experience approach to 
the teachino o f re ading . New York: Harper & 
Row, 1 9 70 . 

Stevenson, H. w., & Od om , R. D. The r e lation of 
anxiety to children's performance on learning and 
problem solving t a sks. Child Development. 1965, 
36, 1003-1 012. 

Stott, D. H. Behavioural aspects of learning 
.disabili ties. Assessment and remediation. The 
Experimental Publication System, No. 11. 
Was hingt on , D. c.: American Psychological 
Associati on Inc., 1971. 

Strickland, R. The lan5uage arts in the elementary 
school. (3rd . ed. , Lexington, Mass.: D. c. 
Heath, 1969. 

Suchman, J. R. 
training . 
Teaching . 

Sullivan, H. s. 
New York: 

The Illinois studies in inquiry 
Journal of Research in Science and 
1964 , 2, 231-232. 

The interpersonal theory of psychiatry. 
Norton, 1 953 . 

2 32 



Thomas , J . B. Self conc ~p t i n osycholoay and educ a ti on. 
Winds or , Sn , land : ~FEH Publ ish i n g Company , 1973. 

To ~r a nce , E. P . Guidina c r e ative t a~cn t . Eng lewood 
Cl i ff s , N. J. : Pr e ntic e Hall , 1962 . 

To r r ance , 2 . P. Ar t icle and li s t of a c t i vities for the 
encour age~e nt o f c re a~ ivi t y . In Parne s , s . J., & 
HArding , n. 2 . A s ou r ce book f or c r ea ti ve 
t h i nk ing . New York : Scribner, 19 6 2 . 

2 33 

Torranc e , E. P. Enc ouraaing creat ivity i n t he c l a ssrooom . 
Dubuque , Iov;a : ·. ; . C. Brown , 19 70 . 

We instein , A., & Fantini, M. D. Towards humani s tic 
e duc ati on. Ne w York : Praeger, 1970 . 

White, w. F . Tactics fo r teac hi ng the dis advant a ged. 
Ne w York: Mc Gr aw- Hil l , 1971. 

Williams, F. D., & Ca irns, H. s. Linguistic performance. 
In Minifie, F . D., Hixon, T. J.; & Wi ll iams, F., 
(Eds.), Norm a l asp ects o f spee c h , hearing, and 
lanou a ge . En g lewo od Cliffs, N.J.: Prentice 
Hal l , 197 3 . 

Williams, R. L., & Col e s, s. Sel f conce p t a nd school 
ad j ustme nt . Per s onnel a nd Guid ance J ou rn a l. 1968, 
46, 4 78 - 481. 

Wylie, R. C. 
Neb.: 

The s e l f c once pt. (Rev. ed.) Lincoln, 
Univers ity o f Nebr a s k a Press, 1974. 

Yamamoto, K., Thomas E., & Karnes, E. School related 
att itudes i n midd le school age · s tudents • 
. Amer ic a n Educ ation a l Research Journ a l. 1969, 6, 
191-20 6. 

Zintz, M. V. The r eadina process. Dubuque, Iowa: 
W. C. Brown, 19 70. 



234 

APPENDICES 



APPENDIX A 

Equipment, material s and serv ice s r equired for 
i mol e men ta tio n . 

Eouipme n t - per class o r group o f cl a s ses. 

•• means "may b e dis pensed with" 

1 t ypewr iter 

1 copie r , ( e . q . " Ther mo-Fa x") 

1 duplicator, spirit 

class r oom collect i on of paperback books 

standard reference sets 

magazine collection 

multi-level collec t ion school readers 

low vocabulary/high interest sets 

skill builder kit, (e.g. SRA; Reader's Digest) 

commercial l i t e rature and pub l i city ma terials 
{frequently renewed and rotated) 

small collection simple stage "props" •• 

photoflood lights •• 
Polaroid camera and film •• 

tape recorder 

4 thirty-minute tapes 

record player (record loan f acility at public 
library) 

T.v. and occasional loan of district video-tape 
equipment 
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Materials 

Demonstration s amples of chemicals for spontaneous 
combustion , fi re extinction, rapid colour changes, 
bl eaching , etc. 

2 36 

spiri t duplicating ~aste r shee ts, average 25 per week 
for d uration of imp lementation (see typing, etc., 

analysis below) 

duplicating pape r , che apest grade , 750 sheets per week, 
size as this sheet, for duration of implementation 
(see analysis below) 

N.B. A class of 30 is foreseen. If foolscap 
masters and duplicating .stock were used, 
overall numbers would reduce. 

duplicator fluid according to demand and model usage 

normal pupil-provided school supplies, to include 
one large folder or binder of page size chosen 

Services 

co-operation of school librarian and public 
library, (latter for records and films) 

periodical use of public transportation or school bus 

co-operation of local junior high school science 
staff 

typing by volunteer aides or "work experience" 
commercial course high school students, average 
3 · sess~ons per week of 2 hours per session, see 
analysis below) 

duplication by pupil helpers 

Typing and Duplicatiny Needs. Analysis. 

The service would be used on a 3-day-per-week 

schedule. Intervening days would be occupied by the 

inductive-deductive activities not needing recording 

in the journal, though, exceptionally, an unusually 

pertinent exercise may be added. Typically, the 



three day s , say Monday , Wednesday and Friday , would 

yield an oral tape d s ession of some 20 minutes 

(or po s sib l y 4,000 word s) , a written set of work 

averaging one p age or 20 0 words per pupil, (6,0 QO words) 

and a furth e r oral or written session comparable with 

the first, though poss ibly longer, (about 4,000 to 6,000 

words). 

The total weekly traffic would thus approximate 

to 14,000 to 16,000 words. At a typing speed of 50 

words per minute, this represents typing times ranging 

from 4 hours and 40 minutes to 5 hours and 20 minutes. 

This makes no allowance for set-up and shut-down 

operations, consultation, obtaining supplies and so on. 

It would seem safe to ass ume a need for three sessions 

of two hours each, mak ing six hours attendance per 

week, as a basic provtsion, with the chance of an 

occasional extra two hour session at times of heavy 

traffic. 

The demands for paper for this activity could be 

expected to be of the order of 23 to 26 duplicated 

sheets of the size used for this page, single-spaced; 

using approximately 600 words per page, for each 

pupil, each week. With an assumed 30 pupils, the 

average would be in the region of 750 sheets. As 

well as 750 sheets of low grade duplicating paper per 
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class per week, the 23 to 26 "spirit masters'' would, of 

course, be expended. Th e use of foolscap sizes would 

be rather more economic a l of sheets and masters, 

though the paper itself is dearer in basic price. 

238 



APPENDIX B 

Additional specimens of stimulus events, language 

"scans" and topical reading outlines, (undeveloped) 
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Stimulus Event JL_,or) N 
i!ie,:H!'!!'!!!!'! ~ bJEf3EFienee __ ) 0

•­..... Topic __ ~G=L~A=S=S__.,(~A~>­
Date 

Seauence Upper 2lem.JL_ Middle Years __ Primary 
Sc oce A Rec eot ion X Hessage __ Expression __ x ____ _ 
Sco0e o ,( f ro=es se s ) . 

Coonitive 
1.Knowl edge JL_ 
4.Analysis _ 

2.Compr ehension __ _ 
s.sy nthesis 

Af f ective 

3.Application 
6.Evaluation ·---

1.Receiving_L 
4 .. 0rganising_ 

2. Res ponding X 3.Valuing 
5.Characterisation by Value 

Integrative Strands 
· 1. Communication Through Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ s.variety in Language 

Activities Inductive X Deductive 
Aim Provide vicarious visual experience. 
Obtain and record oral response. 

Times. 
(Min.) 

Introduction If weather cold, open all windows. 
If warm, close them. Point out adverse effect 
of presence/absence of glass. Refer to lack of 
it in early times. Briefly discuss some uses. 
Mention film. 

5 

Development Show Netherlands film "Glass", 15 
in colour and with only monosyllabic Dutch 
sound track. Subject matter - Glassmaking 
and fine glassblowing with one amusing 
sequence showing breakdown in automatic 
bottlemaking. Class, by making very brief 
informal notes, build up a base for 
discussion. 

Conclusion Tape recorded, guided discussion of 10 
film's qualities and those of glass, also 
processes shown. End by re-viewing of film. 12 

Materi a ls/Services Film, projector. Pads, pencils, 
tape recorder, typing/duplication 

Observations/Fe edb ack 

UNDEVELOPED SPECIMEN 
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Stimulus Event ..lL, or ) 
Learning Experience_) No. 

LANGUAGE:: PEi< FO R!·lANCE: 

Brief Descrio tion Topic 

Date 

GLASS (A) 

1 0 minute tape of discussion of film on "Glass" 

SCANN I NG 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage o. Oral ) 

Communication ) 

E. Written F. Written 
) 
) 

Usage . Communication ) 

Message 

G. Quantity and Oral X Written ) 
Complexity 
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) 

H. Vocabulary ) Expression 

and Meaning Oral Written ) 

Problems Noted (Approx. count) 
Total words 2010 Total C.Units 193 Average words per 
c. Unit 10.4 Mazes 14 c. Units over 9 words 85, below 
9 words 108 
coordination: None 15%, by "and" ·28%, other 21% 
Subordination: 36% 

Maturity level low but superior to earlier written sample. 

Action Proposed Inductive and deductive activities to 
develop: (a) increased oral output, in longer units, 
(b) greater precision in oral descriptions by means of 
more qualification by phrases and clauses. 

UNDEVELOPED SPECIMEN 



R E A D I N G 

Stimulus Event _,or) N 
L . ~ . X ) o. earning ~xperience 

Topic _ _.,G~I-,A~s~s.._~{A.__) __ 
Date 

Seouence Uppe r Elem.__L Middle Years __ Primary 
Scone t \ Re c e ot ion X r-;e ssage __ Expression 
Scope B, ( Pr oc~sses)-.--

Coani tive 
1.Knowledge _ 2.Compreh e~sion X 
4.Analysis _ s.synt h e sis 

Affec tive 

3.A.pplication 
6~Evaluation ·---

1.Receiving_X_ 2.Res ponding ____ 3.Valuing 
4.Organising __ 5.Characterisation by Value 

Inteqrative Strands 
1. Communication Through Language X ---2. Growth in Language~ 3. Knowledge of Language X 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive~ Deductive Times. 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Re a d i ngs 
These are to act as links between general reading 

and curr ent l anguage activities: 

GLASS (A) 

History of glass, chemical nature of glass, physical 
properties, forms and use~, special glass, rare, old 
glass, varieties and prices, commercial literature, 
science text books, catalogues. 

Materials/Services· 

Observations/Fe edback 

UNDEVELOPED SP ECIMEN 
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Stimulus Event ~,or)N 
L!.eri'"iil'"lg i?:,e~eriefilee_) 0

•-

Topic __ G_L_A_S_S __ (_B~) __ 
Date 

Seauence Upper Elem.~ Middle Years __ Primary 
Scace A Re c e?tion X Message __ Expression __ x_ 
Scooe B, (Processes). 

Coanitive 
1.Knowledge ~ 2.Com~rehension __ _ 
4.Analysis _ s.synthesis 

Affective 

3.A.pplication X 
6.Evaluation X-

1.Receiving___!.. 2.Res ponding X 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Integrative Strands 
1. Communication Through Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language __ _ 

Activities Inductive~ Deductive 
Aim Provide multi-sensory manipulative 
experience. Obtain written response. 

Times. 
(Min.) 

Introduction Briefly discuss film seen earlier. 15 
Show heaters and soda glass tubing. 
Demonstrate file cut and handling precautions. 
Demonstrate heating, bending and stretching. 

Development Groups experiment by heating and 15 
bending glass tube and stretching it into 
silky filaments. Tube ends sealed and bubbles 
blown. 

Conclusion Group members write reports, not 15 
more than 1eo words, giving as much 
information about glass as possible. 

Materials/Services 6 propane torches or spirit lamps, 
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2 pounds soda glass tube, triangular file, asbestos pads, 
pencils, paper, typing/duplication. 
Observations/Fe edback · 

UNDEVELOPED SPECIMEN 



Stimulus Event _L, or ) 
Learning Experience_) No. 

LANGUAGZ PE iffO R!·1ANCE 

Date 

Brief Descri ption Topic GLASS ( B) 
30 writt e n r eports on the properties of glass 

tubing when heated, with comments giving reactions to 
first-hand experience tif this. 

SCANNING 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage o. Oral ) 

Communication ) 

E. Written F. Written 
) 
) 

Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
· complexity 
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) 

H. Vocabulary X ) Expression 

and Meaning Oral Written ) 

Problems Noted (Approx. counts) 
Diversity improved (3/100), mlsfits negligible. 

identification mainly by attributes and function/behav­
iour, (understandable in this experimental context). 
Mainly concrete and specific terms· but some 5% use of 
general classifications, ("liquids, solids, transparent 
stuff"), with parallel abstractions, ("temperature, 
heat energy, melting point"), and some figurative terms 
used in describing the appearance of glass when stretched. 

Action Proposed 
Deductive activities to develop awareness of: 

(a) classification, (b) concrete/abstract distinction, 
(c) connotative meaning. 

UNDEVELOPED SPECIMEN 



R E A D I N G 

Stimulus Event _,or)N 
L • ~ . X ) o. earning ~xperience_ -

Topic GLASS ( B) 
Date 

Sequ e nc e Up per Elem._L Middle Years_ Primary 
Scope A Reception _ x_ Message __ Expression 
Scope B, (P r oc e sses). 

3.A.pplication 
6~Evaluation 

Coc nitive 
1.Knowle d ge _ 2.Compr ehension_X __ 
4.Analysis _ s.synthesis ---Aff ective 
1.Receiving_L 2.Res pond ing ____ 3.Valuing 
4.0rganising_ 5.Characterisation by Value 

Integrative Stra nds 
1. Comr unication Through Language _x __ 
2. Growth in Language~ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive~ Deductive Times. 

X 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Readinq s 
These are to act as links between general reading 

and current language activities: 

GLASS ( B) 

Trades directory, yellow pages of telephone book, 
museum catalogue, scientif~c catalogue, commercial 
literature from glass fibre suppliers. 

·Materials/Services· 

Observations/Fe edback 

UNDEVELOPED SPECIMEN 
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Stimulus Event _L,or)N 
~ . ~ . ) o. eaF!." . .1.l"i~ h !!J!'e :!! !!.. e l"tce_ -

Topic SOUNDS 
Date 

Seauenc e Upper Elem._L r~iddle Years _ Primary 
Sco8e r. Re ception X Message __ Expression X 
Sco0e B, ( Pr oc e sses):-

Coanitive 
1. Knowledge ~ 
4.Analysis _ 

2.C ompr ehension. __ _ 
s.synthesis 

Affective 

3.Application 
6~Evaluation x --~-

1.Receiving_X_ 
4 .. Organising_ 

2. Res pond ing X 3.Valuing 
5.Characterisation ·by Value 

Integrative Strands 
1. Com~unication Through Language _x __ 
2. Growth in Language_ 3.Knowledge of Language __ 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive~ Deductive Times. 
Aim Provide listening experience. Stimulate (Min.) 
and record oral response. 

Introduction "Guess these sounds". Play 10 
5 selective sound effects. Class makes 
notes. Review answers. Discuss how 
deceptive some sounds are. Repeat with 5 
more. 

Development Apply above procedure to 10 12 
minute tape,recorded in school, of spaced-
.out familiar daily sounds, some of which 
have been recorded at unusual levels or 
distances. Class ·members try to note 
whole sequence. 

Conclusion Members read out their versions 15 
of the tape sequence. This itself is tape­
recorded, as is a discussion of the results. 
Effective language commended. Conclusion 
tape retained for "scanning", typing and 
duplication. 

Materials/Service s Tape recorded in school, 
player, pencils, pads, sound effects record, 
player, typing/duplication. 
Observations/F2e dback 

Check-List "A" (Listening ) , completed by teacher during 
"Development". Retain for scan. 

UNDEVELOPED SPECIMEN 
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Stimulus Event~, or ) 
Learning Exp~~ience _) No. 

LANGUAG:: PE i1FO R!-1ANCE 

Date 

Brief Description Topic SOUNDS 
(a) 10 minute tape of group members' attempted oral 
identification/description of commonplace sounds 
recorded in unusual conditions. 
(b) Check-List A (Listening), completed during above 
procedure by teacher. 

SCA.NN I :--:G 

Check List Used 

A. Listening X B. Reading Reception 

c. Oral Usage X o. Oral ) 

Communication ) 

E. Written F. Written 
) 

- ) 
Usage Communication ) 

Message 

G. Quantity and Oral Written ) 
Complexity 
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) 

H. Vocabulary ) Expression 

and Meaning Oral Written ) 

Problems Noted 
(a) List C Non-agreement of verbs, "We seen you." 

Negatives, "We don't got none." 
Pronouns, "That" for "Who/whom". 

(b) List A (9 levels of listening, 9 . = maximum) 

4 at level 9 
10 at level 7 
12 at level 5 

4 at level 2 

· Action Prooosed 

(a) Inductive and deductive activities to emphasise 
standard usage. 
(b) Game activities designed to encourage more active 
listening. 

UNDEVELOPED SPECIMEN 



R E A D I N G 

Stimulus Event _,or)N 
L . ~ . X ) o. 

SOUNDS Topic _______ _ 
earning ~xperience_ - Date 

Seauer.ce Upper Elem.i Middle Years __ Primary 
Scope n Reception X Message __ Expression ___ _ 
Scope 3 ,( Proc esses). 

Cognitive 
1.Knowledge __ 2.Comprehension X 
4.Analysis _ s.synthesis 

Affective 

3.Application 
6.Evaluation ---

1.Receiving~ 2.Responding ___ 3.Valuing 
4.0rganising __ S.Characterisation by Value 

Integrative Strands 
1. Comraunication Through Language X 
2. Growth . in Language~ 3.Knowledge of Language X 
4. Language & the Self_ 5.Variety in Language 

Activities Inductive x_ Deductive Times. 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Readino s 
These are to act as links between general reading 

and current language activities: 

SOUNDS 

Reference and science texts, nature and properties of 
sound, speed in various media, connection with flight, 
the human ear, what is audible and what is not, 
recording company high-fidelity magazines, poetry 
selections emphasising onomatopoeia. 

Materials/Services· 

Observations/F e edback 

UNDEVELOPED SPECIMEN 
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Stimulus Event _x_,or) N 
-'»eaF t1 iRg i,;Hf:lerisf¼ere_) 0

•-

Topic FI ELD TRIP 
Date 

Sequenc e Upper Elem • ..f_ Middle Years 
Scooe f... Re c ept ion X Nessage 
Scooe B,( Proc e sses ). 

Primary ___ _ 
Expression · X ------

Coanit i ve 
2.Comprehension __ _ 3.r-.pplication 

6.Evaluation X 
1.Knowle d ge ..f_ 
4.Analysis _ 5.Sy nthesis 

Affect ive ---
1.Receiving2__ 
4.0rganising __ 

2. Responding X 
5.Characterisation 

Integrative Strands 

3.Valuing 
by Value 

1. Communication Through Language _x __ 
2. Growth in Language_ 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

Activities Inductive X Deductive 
Aim Multi-sensory stimulation of language. 
Obtain and record oral response. 

Introduction Briefing on the visit, detailing 
points to observe and note. 

Times. 
(Min.) 

5 

Development Trip to local business enterprise 30 
or service,or industrial operat ion, e.g., local 
press, airport, etc., guided. 

Conclusion Discussion of trip on return. Tape 
recorded. 10 

!k]. Times will necessarily vary according 
to availability and distance of suitable 
places to visit locally. The development 
may have to be expanded or take place 
separately. 

Materials/Services Transportation, pencils, pads, tape 
recorder, typing/duplication. 

Observations/F eedback 

UNDEVELOPED SPtCIMEN 
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Stimulus Event~, or ) 
Learning Experience_) No. 

LANGUAG3 ?E~FOR~~NCE 

Date 

Brief Descri ption Topic FIELD TRIP 

250 

Ten minute t ape of discussion of what happened on a trip 
to visit a local multiple dairy. Oral communication to 
be examined. 

SCANt~D~G 

Check List Used 

A. Listening B. Reading Reception 

c. Oral Usage o. Oral X ) 

Communication ) 

E. Written F. Written 
) 
) 

Usage Communication · ) 

Message 

G. Quantity and Oral Written ) 
Complexity ) 

H. Vocabulary Oral Written 
) 

and Meaning ) 

Expression 

Problems Noted 
Group orally very competent but uses a local dialect, 
which is not extre~e in its variations from standard 
North American usage and pronunciation. 
At the Dairy, several workers spoke other dialects, 
especially Scottish and Australian. Their language, 
superficially very different from North American English, 
was rejected with some scorn and much amusement by many 
of the group. 

Action Proposed 
Series of activities designed to emphasise the many 
acceptable forms of English, and bring about some 
appreciation of how these changes may have come about. 

UNDEVELOPED SPECIMEN 



R E A D I N G 

Stimulus Event _,or)N 
Learning ExperienceJL) 0

•-

Topic FIELD TRIP 
Date 

Seaue nce Upper Elem._L Middle Years __ Primary 
Scooe A Reception X r-~essage __ Expression 
Sco0e n ,( Proc 2sses) . 

Cocnitive 
1.Knowledge _ 2.Compr ehension __ x __ _ 3.Application 

6.Evaluation 4.Analysis _ s.synthesis 
Affective ---

1.Receiving_L 2.Responding ____ 3.Valuing 
4.0rganising_ S.Characterisation by Value 

Integrative Strands 
1. Com~unication Through Language _x __ 
2. Growth in Language __L 3.Knowledge of Language 
4. Language & the Self_ S.Variety in Language 

X -
Activities Inductive~ Deductive Times. 

Individualised reading will go on parallel to all 
other language activities. It will be evaluated at 
intervals on an individual basis, using Check-List B, 
from which counselling will be developed. 

Topical Readinas 
These are to act as links between general reading 

and current language activities: 

FIELD TRIP 

Research meaning of "dialect" and -discover how many 
each major language has. Attempt to read for meaning 
archaic forms of English, e.g., Bible, Chaucer, 
Shakespeare, Pepys, 18~ Century periodicals. 

251 

Publicity material from dairy industry, Health Ministry, 
etc., Louis Pasteur, 4H young farmers' materials. 
Research history of ice cream. 

Materials/Services · 

Observations/F 2edback 

UNDEVELOPED SPECIMEN 
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