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ABSTRACT 

The purpose of the study was to investigate s ome a s p e c t s  

o f  the l i s t ening process  i n  early c h i l dhood e d u c a t i o n .  The 

inves t i g a t i o n  was based on the premise that l i s tening was a 

cogni t i ve a c t i v i t y  d i s p laying cogn i t i v e - s t ructural features  

s i milar to the  d e v e l o pment o f  know l edge . 

The review o f  the l i t e rature revealed that the l i s t e n i n g  

p r o c e s s  as a c og n i t ive act ivity i n  early childhood had n o t  

been s u f f i c i e n t l y  consider ed . In order  t o  i nvestigate the 

l i s t ening p r o c e s s  a Piagetian theore t i cal  pe rspec t i ve was 

deve l o p e d .  Inherent  i n  this  pers pective  was the relation  o f  

l i s tening t o  t h e  s t ructura l i s t  p o s i t i on a s  eluc i d a t e d  by 

Piage t .  

Inherent 

interview as 

s e l e c t e d  f o r  

i n  Piage t ' s  p r i n c i p l e s  w a s  the c l i n i c a l  

penetrating 

the  

the  

method  o f  inqui ry . A s  the 

s t udy, i t  was de termined 

i n  the d i s covery of underlying 

methodo l o gy 

to be more 

cogn i t i ve -

s t ructural features  o f  l i s tening.  The c l i ni c a l  i nterviews 

invo lved 20 sub j e c t s ,  ten  three-year o l d s  and ten four-y ear 

o l d s ,  each e n c o untering four d i f fe r ent s t imulus s i t u a t i o ns 

developed s p e c i f i c a l ly f o r  the i nv e s t i g a t i o n .  

i n t e rv iews w i t h  

trans c ri p t i o n .  

each child were recorded 

The analy s i s  o f  the i nterview p r o t o c o l s ,  

The four  

f o r  l a t e r  

preceded by 

f o rmal c o ding , i nv e s t i ga t e d  the l i s t e ning process a c r o s s  the 

four s t imulus s i t u a t i ons by the central process  of  

equi l i b r a t i o n .  T h e  exemp l i f i c a t i o n  o f  t h e  constructs  o f  

equi l i b rium w h i c h  i n c luded the cognitive s t ructures o f  

l i s t ening fa c i l i t ated the exp lanation  o f  the l i s tening 

process in three -and four -year o l d  c h i l d r e n .  



( i i i ) 

The c o n c l us i ons of the s t udy r e l a t e  to the c o r r o b o r a t i o n  

o f  the p o s t u lates f o r  each Piageti an theore t i c a l  c o n s t r u c t .  

F i rs t ,  a m o d e l  o f  the l i s tening process  was suggested 

invo lving the  equ i libration o f  c o gni t i v e  struc tures . S e c o nd , 

the s t udy i n d i c a t e d  that the c l i n i c a l  interview is a useful  

method f o r  the  inquiry o f  l i s tening i n  early c h i l d h o o d .  

A l s o ,  s i n c e  t h e  methodo logy has  been u t i lized  s u c c e s s fully  i n  

t h e  inves t i ga t i o n  o f  lis tening i t  i s  suggested this  p r o c e d ure 

c o n s t i t u t e s  a u s e f u l  method for the inquiry o f  o ther  

phenomena i n  early chi ldhood educa t i o n .  Fina l l y ,  t h e  s tudy 

i ndicated  educational  imp l i c a t i ons for the curricu lum and 

suggested a reas f o r  further researc h .  
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CHAPTER ONE 

THE FOCUS OF THE STUDY 

Importance o f  Listening 

O f  all  the language art s ,  l i s tening is both  
the  commonest and the  most  mys terious 

( Lundst e e n ,  1 976a: 98 ) .  

The a c t  o f  lis tening i s  of the utmost  importance in the 

daily living of all human bei ngs . F o r  the young child  

embarking on  h i s  educational journey l i s tening holds  a prime 

emphas is . The child  within the early chi ldhood age range 

depends on the ski l ls of listening , in relation t o  the other 

language arts , more than any other age group . 

The amount of time spent i n  actual listening varies 

according to the research s ource . Rankin ( 1 92 6 )  d i s covered 

that lis tening acc ounted for 45% of a person ' s  day whi le Wilt  

( 1 958 )  reported that  57 . 5% of the e lementary school  day was 

spent lis tening.  Mindess & M indess ( 1 972 )  i dentified 

l i s t ening as the fourth aspec t of c o mmuni cation invo lving 

school  c h i l d re n  for 60% of the day . B rennan ( 1 980: 1 47 )  c i ted 

statistics  from the Oregon Teaching Center ( 1 97 6 )  ( shown in 

F i gure 1 )  which i l l umines the overall l i s tening pi cture . 

Figure 1 

L istening/Non-li s tening A c tivities 

Time Usage % of Working Hours 

Adults  - Non-language a c t i v i t i e s  
- Lis tening a c t i v i t i es 
- Speaking a c t i v i t i es 
- Reading activities  
- Wri ting a c t i v i t i es 

Elementary S chool  - Activit ies  inv o lving lis tening 
- N on-lis tening a c t i vities  

Secondary S chool - N on-lis tening activities  
- Activities  invo lving l i stening 

30  % 
29 . 4  
22 . 5  
1 0 . 3  

7 . 8  

58 % 
42 

54 % 
46 
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The importance of  l i s t ening c an be extrapolated  from the 

l i terature . Lunds teen ( 1 97 9 )  identified lis tening as the 

first  and most  basic o f  the language s k i l ls . Lundsteen 

a t t r i buted the importance of lis t ening t o  the inf luence o f  

the mass med i a ,  the manner i n  which lis tening s t rongly 

affects  the thinking and problem s olving capabili ties , and 

the fact  that reactions are  dependent upon the way a person  

learned to listen .  Many authors argue the importance of  

l i s t ening as  the  main channel o f  c la s s room instruction .  

Malcolm Price Laboratory School  ( 1 97 1 ) reports :  "When it  

[ l i s tening] is adequa t e ly deve loped ,  it can help the  pupil  t o  

increase his awareness , gain information,  find enjoyment , and 

develop  appreciation" ( p .  1 47 ) .  

Rubin ( 1 975 ) stat es: "But in  order for children to be 

able to learn in scho o l ,  they must first learn t o  listen .  

Since  they have s pent their  early childhood years i n  

egocentric  thought , they have not  developed this s k i l l "  

( p .  7 ) .  Margolin ( 1 97 6 )  states :  "Listening i s  the first  

component of  learning t o  speak , read  o r  write"  ( p .  1 1 0 ) .  

The fact  that l i s tening i s  an on-going process  and a 

cognitive act ivity is  evident i n  Foster ' s  ( 1 97 8 )  work  on 

d i s c i p line .  He  s tates :  " Though s i lence s ometimes invo lves 

the absence o f  speech it  a lways involves the a c t  o f  

l i s t ening" ( p . 86 ) .  The process  is  operationa l  even in  the 

absence of speech or aural  stimu l i .  

The signifi cance o f  the process  o f  l i s tening i s  o u t l ined 

by Donoghue ( 1 975 ) .  The reasons f o r  the significance a re: 

1. lis tening is the baseline i n  the quadratic  con­
text o f  language arts , 

2. progress in the o ther three language arts  i s  
gove rned by list ening ability ,  

3 .  lis tening is a critical  part  o f  the culture ,  



4 .  listening i s  a rapid ly expanding leisure 
acti vity based on the med i a ,  

5 .  in the ea rly years instruction  takes place in 
oral language, and 

6 .  lis tening i s  the basis fo r good  human relation­
ships . 

According to Devine ( 1 98 2 )  the  act  of lis tening 

contributes to the vulnerability of the person.  The list ener 

is bomba rded with spoken data which he  has little  time to 

criti cize before its  assimilation.  People are  the  most  

vulnerable in the lis tening mode  of receptive  language . This  

is  due t o  the fac t  tha t ,  in gener a l ,  people have not  learned 

t o  listen  critically .  

The  importance of l i s t ening is  especially evident in  the  

area  of  early chi ldhood due to the  amount of time spent 

lis tening each day.  The young chi l d ,  with reading s k i l l s  not 

yet developed o r  developed to the extent of overtaking 

lis tening ski l l s ,  i s  more prone t o  direct  influence through 

his lis tening and is  a l s o  more dependent upon listening for  

info rmation gathering.  The dependency of young children on  

lis tening emphasizes its  importance t o  them.  Central  to  this  

study is  the supposition  that list ening is  a c ognitive 

activity which invo lves higher processes  than hearing . 

State  of the L i t e ra ture 

A discussion on  the state  of the litera ture on  l i stening 

s e rves two purp o s e s . F i rs t , i t  es tablishes the appropriate 

perspective for the review of the l i t e ra ture p resented in 

Chapte r  Two . Second ,  i t  c ontributes t o  the focus for  this 

s tudy on  the process  of listening. 

The s tate  of the literature on lis tening reveals  s ome 

interesting find ings . Devine ( 1 982 ) alerts  the educat o r  to 

the fac t that learning theorists  are not conscious of 
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lis tening. This fact was vital  to the present s tudy because 

it  emphas ized the educati onal gap between the importance o f  

listening o n  the one hand and on  the other the need t o  

inves tigate the act  o f  lis t ening not merely as a 

physiolog i c a l  phenomenon but as  a c ogni tive activity .  The 

thrust of listening research should be towards the lis tening 

processes and not just  

exercises . 

descriptive ,  non-res earch-based 

that 

The review 

although 

o f  the li terature i n  Chapter  

there was a quant ity o f  

Two revealed 

li terature on  

lis tening, research on the c ognitive processes of listening 

was almost  non-exi s t ent . Hence Chapter Two,  the review o f  

the literature , s tands a lone t o  present an h i s t o rical  

perspective on the development o f  lis tening . This 

perspec t i ve is historical  in  the sense that it  i s  an 

overview of the· l i t erature which succinc t ly emphasizes the 

major topics  and achievements i n  the field  of l i s tening. 

The s ea rch o f  the l i terature revealed a scarcity  o f  

research on listening i n  early childhood  educa t i o n .  Thus t o  

present 

childhood 

the f i e l d  accurately for adaptation to early 

it was necessary to broaden the search t o  include 

children from the age of nine to university aged adult s .  

Although achievements were not iceable in a l l  areas o f  

listening research ,  the  main educa t i onal gap , the paucity o f  

research i n  the area  o f  c ognitive processes , was a l s o  quite  

evident . The l i t e rature was divi ded into  five categories . 

The first  category,  

defini t i o n ,  causes for  

lis tening theory ,  encompasses  

neglect , models o f  l i s tening, 

components  and types of listening ,  variables inf luenci ng 

l i s tening and even the characteristics  o f  the l i s t ene r .  

Lundsteen (1979) presented a comprehensive model o f  l i s t ening 
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but without ma j o r  explanations of the cognitive processes  

invo l v e d .  T h e  majority o f  the l i t e rature was concerned with 

the c lassification of  types of  l i s tening. 

In the second category ,  l i s tening s k i l l s ,  many authors 

presented classifications o f  s k i l l s  o r  hierarchical but often  

ungraded lists  o f  ski l l s .  Only half  a dozen authors refe rred 

speci fically to early childhood education when c onsidering 

l i s t ening ski l l s .  

Listening research was the third category .  Again a 

scarcity of research occurred and i n  particular a scarcity in 

the realm o f  lis tening as a cogni tive activity .  A few 

studies , with interes ting res u l t s  are repor t e d .  

The fourth category , the interrelationships o f  lis tening 

and the other  language arts , especially lis tening and 

reading,  proved to be one o f  the main areas of interest i n  

the li terature . Inherent i n  this  interest  was the inquiry 

into  the effect  o f  lis t ening on  reading and whether one could 

be the i ndicator  of  success  f o r  the other .  Several authors 

bas e d  their d i s cussions on  Lunds teen ' s  ( 1 976 a )  representation 

o f  l i stening compared t o  the other language art s ,  with  

l i s t ening and reading being labelled as the receptive 

language ski lls  and w r i ting and s peaking as the  expressive 

language skills . S pearri t t  ( 1 97 9 )  inves tigated the 

interrelationships of lis tening and the other  language arts  

i n  a longitudinal s tudy in Australia . This  was the only 

recent  longi tudinal s tudy c onducted and commenced at  the 

grade three leve l .  

The final  category to b e  reported i n  the l i t e rature 

review was lis tening ass essment and testing .  

was the most  succinct  of the sections . 

This category 

C omprehensive 
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investigati ons of the assessment of lis tening were conducted 

by Plattor, Unru h ,  Muir, & Loose ( 1 97 9 ) ,  Kennedy ( 1 978 ) ,  

Faires ( 1 980 ) ,  Marchak , M ichaels, Malgrew, & Nuefeld ( 1 979 ) ,  

Brown, 

Gurry, 

Backlund, Gurry, & Jandt ( 1 979 ) ,  and Backlund, Brown, 

& Jandt ( 1 980 , 1 982 ) .  The main result, from a l l  

inves t i gations, w a s  that n o t  only was there a dearth o f  

research on  listening and lis tening assessment, but a lack of 

suitable assessment ins t rumen t s .  I t  was noted that an 

unders tanding of the listening process was necessary before 

an adequate instrument could  be developed for any age leve l .  

The li terature review revealed the s i gnificance o f  

lis tening as  a n  i mportant field f o r  inquiry. However, 

several points must be emphas i z e d .  F i r s t ly, there was a lack 

of  research in the area of  early c h i ldhood education  on  

listening . L i t t l e  dist inction was made between early 

childhood  and ages up t o  adulthood . Sec ond ly, lack of 

research resulted i n  a lack o f  data  upon which t o  base 

theory.  The lack of  theory 

lite rature . Thirdly ,  the  

common theore t i c a l  base but 

was evident in the review of the 

studies  reported do not have a 

come from  a variety of s ources 

and viewpoint s .  Fina l l y ,  the process of lis tening as a 

cogni tive  activity  involving higher thought processes was not  

sufficiently inves t i gated . 

The c onsideration  o f  l i stening as  outlined justifies  

p lacing the  review o f  the l iterature on  lis tening in an 

historical  perspe c t i ve and concentrating on the educational 

gap uncovered during the literature search . The importance 

of l i s tening and the lack of research on the cogni tive­

struc tura l features of l i stening lead  t o  the central f o cus of 

this  inves tigation of lis tening.  



Purpose 

The purpose of this s tudy was to investigate the act  of 

lis tening by the process of the equilibration of i t s  

cogniti ve s t ructures in  three-and four-year old children.  

The s tudy was based upon Piagetian principles and methods 

with  the premise that lis tening was · a cognitive activity 

d i s p laying cogni t ive-structural features s imilar to the 

development of know ledge.  The affirmation that the clinical  

method was appropriate  for the  inves tigation of the lis tening 

process is dis cussed in detail  i n  Chapter Three . 

The general purpose o f  this i nvestigation can be 

categorized  into two interrelated topi c s .  F i rs t ,  the 

equilibration of cognitive  s t ructures requires that the 

process o f  l istening has cogni tive  s tructures . Based upon 

the review of the literature , i t  has not been conc lusively 

determined that l is tening i s  a cognitive proce s s .  A 

prerequis i t e  to the equi libration process is  the 

determinat ion of the cogn i t i ve-s tructura l  features of the 

phenomenon , 

the firs t ,  

in t h i s  case l i s tening.  Second , dependent upon 

the equilibration of the cognitive  struc tures may 

be discussed  in re lation to l i s t ening.  

The first top i c ,  t o  d e t e rmine the cogni tive-st ructura l 

features o f  listening in three-and four-year old childre n ,  

existed  w i t h  i t s  unanswered ques t ions . Piaget ' s  research and  

theories of intel ligence and  cognitive  development ,  and  

especially  s tructuralism,  had not cons idered l i s tening but  

were the a ppropriate  bases  for  an  investigation of the 

cogni tive  processes  of listening .  The definite lack of 

research on listening in  early childhood education and the 

lack of a s t rong theoret i c a l  Piagetian b�e established the 
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need and t h e  course o f  action  for  this study o n  lis tening i n  

early chi ldhood educa t i o n .  

In o r d e r  t o  determine the cognitive - s t ructura l  features 

of lis tening based upon Piage t ' s  concept of  s tructuralism,  

list ening was inves tigated in terms o f  wholenes s ,  

t rans forma t i o n ,  and s e l f-regu lation.  These aspects  o f  

s t ru c ture needed t o  b e  exemp l i f i ed i n  the interview protocols  

to fulfil  the principle  that  s t ructure i s  known by its  

feature s .  

Supplementary t o  the reasoning for  the exis tence o f  

cognitive s t ructures o f  listening is i t s  s imilarity to the 

development of knowledge . The mani festation of the 

cogni tive-structural fea tures of thought in lis tening is one 

way to det ermine that lis tening is a c ognitive activity .  

This  line of  reasoning i s  inc luded in  the c linical  analysi s  

contained i n  Chapter F i ve and i n  the conclusions o f  the study 

in Chapter Six .  

The s econd topi c ,  the cons ideration  of  the equilibration 

of  the cognitive structures ,  a l s o  poses  quest ions that w i l l  

b e  answered  in t h i s  thesis .  It  is important t o  emphasize 

that the understanding of  the process  o f  listening w i l l  be 

ac c omplished by the c onsideration  o f  the process  o f  

equ i libra t i o n .  The equilibration o f  cogni tive s t ructures 

occurs  on  three levels . A detailed  description  o f  these 

levels  appears in Chapter  Five  but  the 

principle  is necessary at this  point . 

take the form  o f  two questions . 

explication o f  the 

The explication w i l l  

The f i r s t  que s t ion related t o  the equilibration process  

queries the relati onships of  the invariant functions of  

a s s imilation  and ac commodation  t o  the equilibration process . 

A s similation  and accommodation  play a central part in the 
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equ i l i bration process  being respons ible for the generation  o f  

s t ructures and being  active  a t  a l l  levels o f  the l i s tening 

process . An understanding of the functi oning of assimilation  

and  a ccommoda t i o n  during the  clinical  inte rviews is vital  to  

the f o cus of  the  study.  

The  second question  i s  how the  equilibration  process  can 

elucidate  the lis t ening proce s s .  The answer t o  this second  

question  is revealed i n  the  interrelat ionship o f  the 

equ i l i bration process  with the sub-sys tems of listening.  

Further explication  o f  the ques ti ons and  their  answers 

is the focus o f  the subsequent chapters o f  this thes i s .  

These chapters , which  

theoretical  perspective ,  

include 

the 

the development o f  

choice  o f  meth o d ,  

the 

the 

deve lopment of the s timu lus s i tuations , and the analysis  o f  

the inte rview data  increasingly i l luminate the unders tanding 

of the listening proces s .  

Overview 

This the s i s  is c omposed o f  s i x  chapters .  

o u t l i ne of  each  i s  included below .  

A b r i e f  

Chapter One , the i n t roductory chapt e r ,  has presented the 

focus  of the study .  I nc luded in  this chapter was the 

importance o f  listening ,  the s t a t e  of the literature  o n  

l i s t ening,  

overview. 

the purpose of the i nvestigation ,  and the 

Chapter Two comprises a review of  the literature on 

lis tening.  The  review revealed a scarcity of  research on 

the c ogni tive processes  for  the deve lopment of  listening.  As  

presented in  Chapter  One , the l i t e ra tu re review i s  discussed  

from an  his t o rical  perspec tive . 
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The a i m  o f  Chapter Three i s  t o  present the theoretical  

pe rspective and the  choice o f  method for  this  study .  The 

Piagetian theoretical perspective outlines the central 

constructs to be used in  the ana lys i s  of  the d a t a .  The 

preference for the clinical  method of inves t i gation  is 

established by the discussion  of the advantages of the 

c linical method c o mpared to the deficiencies of other  methods 

of inquiry.  

Chapter Four  i s  concerned with the  deve lopment of  the 

four s t i mu lus s i tuations used in this s tudy as w e l l  as  the 

specific design and forma t .  This chapter also  inc ludes a 

report o n  the p i l o t  s tudy and its  subsequent influences on 

the development of stimulus materials  for the main s tudy. 

Chapt e r  Five  provides the general c linical analysis of 

the prot o c o l s .  The unders tanding o f  the lis tening process i s  

presented by t h e  consideration o f  the equilibra tion  o f  the 

cogni tive  s t ructures . The i nt e rview protocols  are  used t o  

exemp lify the Piagetian constructs  a cross the f o u r  s t i mu lus 

situa t ions . 

Finally ,  Chapter S ix presents  a review o f  the  s tudy,  

educational  implications , sugge s t i ons for  furthe r research , 

and conclusi ons . Inherent t o  this  chapter i s  the final  

result of  the c linical  analysis , 

listening.  

a model  for  the  process  o f  
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CHAPTER TWO 

REVI EW OF THE LITERATURE 

Introduction 

o f  the li terature resulted from a 

comprehensive search o f  peri o d i c a l s ,  publi shed tex t s ,  and the 

Educational Resources Informat i o n  C enter  databa s e .  The 

search  was expanded from an initial  perspective of early 

chi ldhood education to include relevant material at older  age 

levels . 

This review o f  the litera ture , which surveyed over 800 

i t ems , examined lis tening in  five categories :  ( a )  Theory ,  

( b) Ski l l s ,  ( c )  Research , ( d )  

L istening and the Other Language A r t s ,  

This  categorizat i o n  o f  lis tening,  

Interre lationships o f  

and ( e )  Assessment . 

as  out lined abotre , 

permitted a thorough investigation  o f  the literature on 

l i s t ening and revealed  the comprehens iveness of the search.  

Although the review of  literature inc luded research 

outside  the field o f  early chi ldhood educa t i o n ,  the emphasis  

of  the thesis remained in  the  early childhood  sphere . The 

inc lusion of litera ture which d iscussed  children older  than 

eight  years o f  age a l lowed great e r  depth 

inves tigation ,  permit ting a h o l i s t i c  inquiry 

l i s t ening pro c e s s .  

Listening Theory 

t o  

o f  

the 

the 

The development o f  list ening theory has only recent ly 

c o mmenced in  rela tion  t o  research in the o ther language arts . 

L i s tening has often  been designated as  the forgo tten  language 

art , the neglected language art , or even as the C inderella o f  
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the language a r t s . However,  i t  has c o nt i nued to be v i t a l  t o  

the learning a n d  c o mmuni c a t i o n  p r o c e s s e s  despite i t s lack o f  

prominence i n  t h e  research . Lund s t e e n  ( 1 976a)  d i s c u s s e d  

lis t ening a s  the  p rimary language ski l l  and a s  t h e  f i r s t  

s k i l l  to appear c h r o n o l o g i c a l l y .  

Defi n i t i o n  

A c l e a r ,  s u c c i n c t  defini t i o n  o f  t h e  term l i s t e n i n g  was 

difficult  to l o c a t e  i n  the l i t e ra t u r e .  The d e f i n i t i o n  o f  

lis t en i ng was o f t en dependent upon ( a )  the type o f  resea rch , 

( b )  the age l e v e l  under  inve s t i g a t i o n ,  and/or ( c )  the 

part i c ular a s p e c t  o f  l i s tening being resea rched at the t i m e .  

Further l i t e ra t ure reading demons tra ted a heavy emphas i s  

on l i s tening t o  a s p e a k e r .  L u n d s t e e n  ( 1 97 9 )  defined  

listening as " th e  process  by which s p oken language is  

converted t o  meaning i n  the mind " ( p .  1 ) • Malcolm  Price  

Lab o r a t o ry S c h o o l  ( 1 97 1 ) defined  l i s t ening as a s e ven-s tep 

pro c e s s :  

the person  c ommu n i c a t i n g :  

1 )  has  h i s  purpose i n  mind  a n d  
2) p ro duces o r a l  symbo l s  w h i ch w i l l  c a r ry 

h i s  i deas  a c ro s s . 

the person receiving the c ommun i c a t i o n :  

3 )  h e a r s  the o ra l  symbo l s ,  
4 )  r e c o g n i z e s  and i n t e rpre t s  them,  
5) s e l e c t s  what he wan t s , 
6 )  t o  c omprehend o r  r e t a i n  s o  that h e  can  
7)  r e s p ond o r  react  ( p .  1 47 ) .  

Lunds teen ' s  ( 1 97 9 )  d e fi n i t i o n  and the M a l c o l m  P r i c e  

Laboratory S c h o o l ' s  seven-step  p r o c e s s  c o u l d  be used  i n  e a r ly 

chi ldhood e d u c a t i o n .  I n  o r d e r  t o  r e l a t e  l i stening t o  o t h e r  

s o u r c e s  b e s i d e s  the  speaker,  i t  w o u l d  be necessary t o  change 

" s p o ken language" and " o r a l "  in e a c h  of the d e f i n i t i ons , 
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respect ively , t o  " aural symbo ls " .  

The i n c l u s i veness o f  a d e f i n i t i o n  for lis tening was 

acc omplished by two authors i n  the l i t erat ure . Bark e r ' s  

( 1 97 1 ) defini t i o n  was " • • •  the s e l e c t i ve process  of a t tending 

t o ,  hearing , unders tanding,  and remembering aural symbo l s "  

( p .  1 7 ) .  L a n d ry ( 1 9 6 9 )  proposed a d e f i n i t i o n  o f  l i s t ening 

which comm e n t e d  upon the  fact that l i s tening was n o t  s i mply 

hearing.  

Listening implies more  than just  hearing.  I t  in­
vo lves giving a c t i ve and conscious  a t tention t o  
the sounds for the  purpose of gaining meaning. 
L i s tening i nvo lves c o mprehens i o n  of meanings 
heard a s  w e l l  as the relating of these  s o unds t o  
o u r  experien ces ( p .  601 ) .  

Cause  for Negl e c t  

Research i n  the f i e l d  o f  l i s tening h a d  been n e g l e c t e d  

f o r  many years . It was o n ly recent ly that an interest  i n  the 

develo pment of l i s tening o ccurred in the realm of educa t i o n .  

The causes f o r  this neglect  were v a r i e d .  Landry ( 1 96 9 ) was 

one of the f i r s t  t o  label l i s t ening a s  neglec t e d .  H e  

proposed t h a t  t h e r e  were  three b a s i c  c a u s e s  f o r  t h i s  negl e c t . 

1 .  T ra d i t i o n  

Educators w e r e  u n d e r  the f a l s e  i m p r e s s i o n  t h a t  l i s t ening 

developed n a t u r a l l y .  It  was a s s umed : ( a )  if a person had two 

ears he c o u l d  l i s t e n  and ( b ) if the potential  w i t h i n  a 

person f o r  reading was developed then the p o t e n t i a l  f o r  

l i s t e ning w o u l d  b e  automatically  d e v e l o p e d .  The o u t l o o k  o n  

l i s tening w a s  one u s e less  admo n i t i o n o f  "pay a t t e n t i o n "  o r  

" l i s t e n  c a r e fu l l y " .  The prac t i t i oner  i n  t h e  c l a s s r o o m  was 

not aware that  30% or less of what a p e r s o n  heard was being 

abs orbed and that one o f  the  main func t i ons of l i s tening was 
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that o f  re sis tan c e ,  a d e fensive mechanism to avo i d  t h e  

bombardment of u s e l e s s  information.  

A second reason for  neglec t ,  under  t h e  umb r e l l a  o f  

trad i t i o n ,  vas t h a t  l i s tening vas d i f f i c u l t  t o  measure . The  

d i fficu lty of measuremen t ,  t o  be d i s cu s s e d  under assessmen t ,  

meant that ins truc t i on and  research we r e  h i n d e red unt i l  t h e  

f i r s t  l i s t ening t e s t s emerged around 1 95 9 .  G o  s s  ( 1 98 2 )  

confi rmed that t h e  d i f f i c u l t i e s  o f  measurement a d d e d  t o  the 

n e g l e c t  o f  l i s t e n i n g .  

Thirdly,  t h e  t radi t i on a l  v i e w  t h a t  l i s t e ning vas hearing 

inhibited  inves t i g a t i o ns into  l i s t en i n g .  A c c o rd i ng to  the 

l i t e ra ture l i s t e n i n g  and hearing we re n o t  the same c o n c e p t .  

Hea r i n g ,  an audi t o ry process using t h e  e a r s ,  was only a fac e t  

o f  l i s tening.  

Finally,  t h e  t r a d i t i o n a l  empha s i s  o n  reading c rowded out  

research o n  l i s t en i n g  and c lassroom prac t i c e s .  As a n  example 

of d omination by reading over  l i s t e n i n g ,  Lan d ry found that by 

1 948 there were o n ly three  a r t i c l e s  on l i s t ening in t h e  

l i t e ra t ure compared t o  over  3000 a r t i c l e s  on reading. 

2 .  L a c k  o f  Time f o r  Lis t e n ing i n  t h e  C u r r i c u lum 

The second b a s i c  cause f o r  t h e  n e g l e c t  o f  l i s tening was 

the emphas is on t h e  o t h e r  language a rt s .  As a resu l t ,  the 

overcrowded c u r r i c u lum d i d  not  have eno ugh time left  for the 

teaching o f  l i s t ening wh i c h ,  i n  keeping with t r a d i t i o n ,  

was t h ought t o  d e v e l o p  naturally.  

3 .  L a c k  o f  P ra c t i t i oner T ra i ning 

The absence o f  adequate  t ra i n i n g  in the teaching o f  

l i s t e ning r e s u l t e d  i n  l i s t ening n o t  b e i ng taugh t .  

o f  t eaching a l s o  h i n d e re d  res e a r c h .  But t e ry 

The lack  

( 1 980 ) 
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r e i t e rated that l i s tening was a maturational ski l l  and that  

there  was  a d e a r t h  o f  i ns t ructional  materials  and  gui des . 

A l s o , Buttery d e t e rmined that li s t ening was a gene r i c  s k i l l  

and that  i t  should  b e  taught b y  a l l  teachers . 

Variables Influenc ing L i s t ening 

I n  an attempt  t o  investigate the l i s tening p r o c e s s  and 

to i d e n t i fy s o me p o s s i b l e  areas f o r  research several authors  

have de termined f a c t o r s  which  a f f e c t  the l i s tening p r o c e s s .  

Stammer ( 1 97 7 )  i nv e s t i gated  the f a c t o r s  which could proh i b i t  

the hearing a s p e c t  of l i s tening.  He divided these fac t o rs 

into two catego r i es . The first  group , before the a c t u a l  

hearing proc e s s ,  inc luded ( a ) masking - outside  n o i s e  

i n t e r fer7ing with  t h e  message being t ransmi t t e d ,  ( b ) a u d i t o ry 

fatigue , ( c ) binaural a b i l i t i e s  - func t i onal aspect  o f  

hearing or no t h e a ring w e ll w i t h  b o t h  ears , and ( d ) au d i t o ry 

acuity 
l'l 

- the k e e n e s s  
. 

o f  a person ' s  hearing.  The sec ond 

group included those factors c o n t r i bu t i n g  t o  the recogni t i o n  

and i nterpre t a t i o n  o f  t h e  message.  The  comp o s i t i on o f  

this category w a s :  ( a ) audit o ry d i s crimin a t i o n ,  ( b ) 
background - e x i s t ence o f  o r  lack o f  a f rame o f  refe renc e ,  

and ( c ) e x p e r i ences - life experi ences which a i d  the  

interpretation of  the mes sage towards meanin g .  

Barker ( 1 97 1 ) presented an overview of the d i fferent  

variab les influenc ing l i stening but w i thout being p ro c e s s-

o r i e n t a ted . Barker  i d e n t i f i e d  the f o l lowing variab l e s : 

1 .  Sex 
2 .  Age 
3 .  Pers o n a l i ty charac�e r i s t i c s  ( e . g .  insecurity ) 
4 .  Motiva t i o n  and C u r i o s i t y  
5 .  Inte r e s t  and A t t i tudes 
6.  Binau r a l  hearing  
7. Listener  fatigue  
8 .  Intel l i gence 
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The res earch c o n c lusions c i t e d  by Barker were n o t  to be 

a s sumed t o  b e  c o n c lusive.  Barker ' s  refinement o f  these 

variables led  t o  the formu l a t i o n  of four ca tego r i e s :  the 

characteri s t i c s ,  e x p e rienc es , and a b i l i t ies o f  the l i s t en e r; 

speaker qua l i t i e s; the message; and the  e n v i ronme n t .  

Donoghue ( 1 97 5 )  also  o f fered a n  extensive l i s t  o f  

variables wh i c h  o v e rlapped B a rke r ' s  to  s o me exten t .  She 

rec ogni z e d :  " N e ga t i ve ly ,  some o f  them c o u ld also be l i s t e d  as 

possible  c a u s e s  f o r  specific  l i s t e ning  d e f i c i e n c i e s "  ( p .  

207 ) .  F o r  example the impa i rment o f  hearing a b i l i t y  c o u l d  

r e s u l t  in a n  impai rment o f  l i s tening a b i l i t y .  Donoghue ' s  

c o n t ributing variables  were : 

i n  

1 .  i n t e l l i g e n c e  
2 .  hearing s e n s e  - audi t o ry s ense  
3 .  family - e . g .  small  family results  in  b e t t e r  

l i s t e ning s c o res 
4. p e r s o n a l i t y  and s o c i a l  deve lopment 
5 .  c h r o n o l o g i c a l  age and grade level 
6.  c o g n i t i o n  
7 .  e x p e r i e n t i a l  background 
8.  s t ru c ture of program 
9.  t e l e v i s i o n  v i ewing 

1 0 .  r a t e  or s p e e d  of pre s e n t a t i o n  
1 1 .  r e c o gn i t i o n  o f  voices - l i s t ening ( hearing 

threshho l d )  
1 2. supportive  c lassroom e nv i ro nment 

Lun d s t e e n  ( 1 9 7 6 a )  referred to variables as d i s t o r t ions  

the l i s t ening - speaking s i t u a t i o n .  The p o s s i b l e  

d i s t o rt i o n s  were four  - f o l d :  

1 .  a t t i tude c u t - o f f  

2 .  m o t i ve a t t ributing 

- e x p e c t a t i o n  a c t s  ( usua l l y )  
negat i ve ly o n  t h e  s e l e c t i o n  
o f  s t i muli  

- e . g .  speaker wi l l  repeat the  
message especia l ly if  i t  is  
important  

3.  o rgani z a t i o na l  mix-up - t rying t o  put  someone e l s e ' s  
message together 

s e l f-preoc cupation - the formu l a t i o n  of  own rep ly 
and n o t  l i s t e ning . 
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Fina l l y ,  W o l v i n  & C o akley ( 1 97 9 )  i d e n t i f i e d  three 

views regarding l i s t e n i n g .  These views were variables i n  the 

sense that the l i s t e ning process may be affected  or may n o t  

e v e n  occur  i f  a l i s t e ner a n d / o r  speaker maintained one o f  

t h e s e  posi t i ons . F i rs t ,  l i s tening does  n o t  mean agreement . 

Agreement 

l i s t e ning. 

was a fee dback response and not an act  o f  

Second , i t  was n o t  necessary for a l i s tener t o  

o v e r t l y  respond t o  s t i muli . T h i r d ,  t h e  receiv er and the 

s e n d e r  of aural s t i m u l i  need not be present in a face-to -face 

s i t u a t i o n  f o r  l i s t e n i n g  to o c c u r .  

The variables i d ent ified b y  S tammer , Bark e r ,  Donoghu e ,  

Lundste en ( 1 976 a ) , 

g e n e ra l i t i e s .  The 

were  not e l a b o ra t e d .  

Models of Listening 

and Wolvin & C oakley c o nsisted  mainly o f  

s p e c i f i c  processes behind the variables 

The c o n s i d e r a t i o n  of the t en t a t i ve models  o f  lis tening 

a i d e d  the understanding of the devel opment of l i s t e n i n g .  

T h e  sea rch o f  t h e  l i t e rature revealed only three tentative  

m o d e l s .  

Tutolo  ( 1 97 7 )  p roposed the f i r s t  mod e l .  Figure 2 

c omprises  the c o n s t i tuent parts  o f  T u t o lo ' s  mode l .  The 

d i ffe rent i a t i o n  b e t w e e n  the levels  of c ompreh ension  i s  

o u t l ined i n  the n e x t  s e c t i o n  o n  c o mponents and types o f  

l i s tening.  
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C r i t i c a l  o r  
Evaluation 

A s i mple l i n e a r  m o d e l  o f  l i s tening was  fo rmu lated  by 

G o s s  ( 1 982 ) . The e l ements o f  the mode l ,  i n c o rp o r a t i ng types 

and theory of l i s t en i n g ,  were s i g n a l  processing ( aud i t o ry 

perception ) , l i t e ra l  processing  ( a s s i gnment o f  meaning · t o  

mess age p a r t s ) , a n d  r e f l e c t i v e  p r o c e s s i ng ( inferences and 

c r i t i c a l  l i s tening ) . 

The t h i r d  m o d e l  was f o rmulated  i n  d e t a i l  by Lundsteen 

( 1 979 ) .  The f l owchart forma t ,  ( Figure 3 ) ,  was i ntended a s  

an aid i n  t h e  planning o f  c u r r i c u lum and i n s t ru c t i o n .  

Lun d s t e e n ' s  ( 1 979 ) m o d e l  w a s  t h e  m o s t  c om p l e x  o f  the 

three m o d e l s .  The  d e t a i l s  o f  the f l owchart provided  a 

s t arting p lace  f o r  inves t i ga t ing the  processes  involved  i n  

l i stening . 
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Lunds t e e n ' s  Model o f  Listening 
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C o mponents and Types of Listening 

The c omponents of l i s t e ni ng as defined by Barker and by 

W o lvin & C oakley were simi l a r .  B o t h  refe rred t o  t h e  c omplex 

process of l i s t ening as four se parate but i n t e r r e l a t e d  

pro cesses . Wolvin & C oakley ' s  four  c o mponents were a s  

f o l lows: 

1 .  R e c e i ving 

2 .  A t tending 

phy s i o l o g i c a l  process of receiv­
ing a u r a l  and/or visual  s t i mu l i  
( p .  2 )  

- f o c u s e d  p e rception  of s e l e c t e d  
s t i mu l i  ( p . 2 )  

3 .  A s s i gning Meaning - the i nt e gration o r  understanding 
the  aural st imuli heard and at­
tended  to  

4.  R e membering 

- a p e r s o n a l  process w h i c h  may be 
done by ment a l  categoriza t i o n  
(p . 3 ) 

- the  s t o rage of aural s t im u l i  i n  
the  m i nd for the purpose of 
reca l l i n g  them l a t e r  ( p .  4 ) . 

Tu t o l o  ( 1977) based h i s  m o d e l  of l i s t ening on h i s  

proposed c omponents o f  l i s t en i n g .  A s  indicated i n  h i s  mod e l ,  

l i s tening was composed of a c u i t y  o r  hearing - the s o und waves 

which p a s s  through the ear to the  bra i n; d is c r i m i n a t i o n  - the 

cooperation  of the ear and b r a i n  t o  d e t e rmine l i kenesses  and 

differenc e s  i n  s o u n d ,  p i t c h ,  rhy t h m ,  volume,  and nuance; and 

c o mpreh e n s i o n  - comprising three c o gnitive leve l s .  The 

cognitive levels  are discussed further under types of 

l i s tening.  A l though c omprehens i o n  was a c omponent of 

Tutolo ' s  mode l further c a t e g o r i z a tion  resulted  i n  

c o mpreh e n s i o n  being recognized a s  a type of l i s t e n i n g .  

T h e  f i n a l  a s s umptions regarding c omponents of l i s tening 

be longed t o  Lun d s t e e n  (1979). Lundsteen (1979) maintained 

five components of l i s tening : 



1 • Previ ous knowledge 
2 .  L i s t e ning mate r i a l  
3 .  Phy s i o logical  a c t i vi ty ( h ea ring , sens a t i o n ,  

perception ) 
4 .  A t t e n t i o n  o r  c on c e n t r a t i o n  

21 • 

5 .  Highly c onsci ous , i n t e l l e c t u a l  a c t i vi ty at the t i me 
of l i s t e ning ( p .  1 7 - 1 8 ) .  

Lundsteen ( 1 97 9 )  develope d  h e r  c omponents of l i s tening 

further by expanding the  last  three componen t s  into a ten 

step out l i ne for the p r o f i c i ent l i s t e n e r .  T h e  s t e p s ,  which 

are not necessari ly o rd e r e d , may overla p ,  c i rcle back , or 

occur s i multaneous ly. The ten  s t e p s  are as f o l l ows : 

1 • hear 
2 .  hold  in memory 
3. attend 
4 .  form images 
5 .  search past s t o r e  of i d eas 
6 .  c o mpare 
1. t e s t  the cues 
8 .  recode 
9.  get meaning 

1 0 . i n t e l l e c t ua l i z e  beyond l i s t e ning moment ( p .  1 8 ) .  

Lundsteen  ( 1 979 ) u t i li z ed these  components of l i s t ening 

and the  ten steps i n  f o rmulating an outline  f o r  a d e f i n i t i o n  

of l i s t ening and a m o d e l  o f  l i s t en i n g .  T h e  compa r i s o n  o f  

Lunds t e e n ' s  c o mponents w i t h  those o f  Barker ( 1 97 1 ) a n d  Wo lvin 

& C o a k l e y  ( 1 979 ) revea led  s i milari t i e s . The main d i fferenc e ,  

howev e r ,  was that Lun d s t e e n  ( 1 979 ) ,  whose out line contained  

the same  c omponent s ,  t o o k  the  c o mponents and refined them 

into further and c learer  sub-compon e n t s .  

I n  o r d e r  t o  s c a l e  t h e  heights t o  a p o i n t  where t h e  types 

o f  l i s t ening may be d is cu s s e d  a theo r i s t  must  have 

c o n s i d e red c omponen t s ,  d e f i n i t i ons , and have rememb e re d  that 

the final goal w o u ld be that  o f  a workable m o d e l .  

Spod ek ( 1 97 2 )  c l a s s i f i ed l i s tening i n t o  four types: 

1 • 

2 .  
3-
4 .  

Marginal - e . g . 
Appreciat ive - e . g . 
A t t e n t i v e  - e . g .  
Ana lytic - e . g .  

background s ounds 
l i s t ening to s t o ry or music 
l i s t e n i n g  f o r  d i re c t i ons 
d i s s e c t i on and evalua t i on 

( p .  73). 
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C l a r k  ( 1 97 2 ) ,  i n  formu lating a h i e ra rc h i c a l  s t ru c t u re of 

comprehension ski l l s ,  c i t e d  M . J .  E a r ly ' s  l i s t  of s k i l l s  for 

l i s t e ni ng which were c l a s s i fied into  ( a ) purpos eful and  

accurate  l i s t e n i n g ,  ( b ) c r i t i c a l  l i s t ening,  and  ( c ) 
appre c i a t i ve l i s t e n i n g .  S ch i ckeda n z , York , S t ewa r t , a Whi t e  

( 1 977 )  

" ( 1 ) 

agreed w i t h  Spodek ' s  c l a s s i f i c a t i on of l i s t ening a s  

Margina l ,  ( 2 )  Appre c i a t i v e ,  ( 3 )  A t t e n t i v e ,  and ( 4 ) 

Analy t i c a l "  ( p .  1 2 2 ) ,  a s  d i d  Bu t t e ry ( 1 980 : 1 83 ) .  Barbe a 

Myers ( 1 97 1 ) categorized  l i s t ening into  three group s : " ( 1 ) 

Apprec i a t ive , ( 2 )  C ri t i c a l ,  and ( 3 )  D i s c r i minative"  ( p . 3 2 ) .  

C ri nk & Bun t l e y  ( 1 97 1 ) favoured  a w i d e r  classifi c a t i on 

c a l l e d  l i s t e n i ng s i tuat ions which d e f ined l i s tening i n  t e rms 

of con t e x t  rather than process : 

1 .  C asual L i s t e ning 
2 .  Conversat i on a l  L i s tening 
3.  Background Listening 
4 .  Apprec i a t i ve L i s t e ning 
5 .  C reative  L i s tening 
6 .  Exp lora t o ry L i s t e ning 
7 .  I n t e rrog a t i ve L i s t e ning 
8 .  C oncent r a t i ve L i s t ening 
9 .  C r i t i c a l  L i s tening ( p p .  48-5 0 ) .  

Tutolo ( 1 97 7 )  i nc lu d e d  types of l i s tening i n  h i s  mod e l  

of l i s t ening d e s c ri b e d  e a r l i e r .  The re finement of the 

compon e n t s  of l i s t ening r e s u l t e d  in t h e  d i fferent types of 

l i s t e n i n g .  Although h e  inc luded hearing and d i s c rimina t i on a s  

l i s tening i n  his  model  it  was  the three l ev e l s  of 

compreh ens ion t h a t  he separated  i n t o  types . The levels  of 

comprehension were b a s e d  on levels of cogni t i on and i n c l uded : 

( a ) l i t e r a l  comprehens i o n ,  ( b )  i n t erpre t a t i on, and ( c ) 
c r i t i c a l  comprehen s i on .  Tutolo ( 1 97 7 )  e x p e c t e d  that a l l  three  

levels  of  comprehension c ou l d  occur  at  one time but he 

s t re s s e d  that the f i r s t  two levels should be p r a c t i s e d  

e x tens i v e l y .  



23 . 

A b s t ra c t e d  f rom Wovin & Coakley were five types of 

l i s t e n i n g :  

l i s t e n i n g ,  

l i s t e n i n g ,  

( a ) 

( c ) 

and 

appreciative l i s t e n i n g ,  ( b ) 

comprehensive l i s t ening,  

( e ) therapeutic  l i s t e ning.  

d i s c r i m i na t i v e  

( d )  c r i t i c a l  

The f i r s t  four 

types had been i nc luded i n  other c l a s s i f i cat ions or were 

s e l f- explanatory.  Howe v e r ,  therapeutic  l i s tening vas a new 

c a t egory usually  found in the area of couns e l l i n g .  I t  

referred to the  si tuat ion where the listener  a c t e d  a s  a 

" s ounding boa r d "  giving the speaker the opportunity t o  t a l k  

through a problem t o  h i s  own solution.  

Lund s t e e n  ( 1 9 7 9 )  prefe rred to d i s cuss  types of  l i s tening 

under the c l a s s i fi c a t i on of a l i s tening taxonomy . The 

l i s tening taxonomy was referred to in the s e c t i on on 

lis tening ski l l s . Lundsteen has b e e n  known for h e r  work on 

c r i t i c a l  l i s t ening and has empha s i z e d that type of l i s t e n i n g .  

T h e  different types of listening discussed  revea led  that 

there vas common ground .  The longer c l a s s i f i c a t i ons of 

l i s t e n i n g  types w e re an expansion of a bas i c  list  of types . 

I t  vas evident from the l i terature that resea rch was needed 

i n  the  area of types and compon e n t s  of l i s tening.  R e s earch 

on these  bases wou ld result  i n  the  a b i l i t y  to formu late  

adequate and usable  mode ls and theories  of l i s tening.  

The review of the l i t e rature on the theory of l i s t ening  

has  revealed that there  i s  a dearth of  res earch on  l i s t ening 

i n  e a rly c h i l d hood education.  The majority  of the l i t e ra ture  

thus  f a r  con s i d e red has  been aimed at the interme d i a t e  t o  

college a g e  leve l s .  

L i s t ening S k i l l s  

The l i t e r a t u r e  s ea r ch gene rated  several l i s t s  o f  s k i l l s  

o r  o b j e c t i ves f o r  l i s t e ning.  However a s  ascertained i n  the  
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s e c t i o n on l i s t e n i n g  theory , there was a paucity o f  research 

on e a r ly childhood  educ a t i o n .  The material  presented  was 

again for i n t e rmediate  age c h i l d re n  t h rough t o  a d u l t h o o d .  

The t a s k  was t o  r e v i ew the l i t e ra t u r e  and achi eve a n  overview 

o f  the subject  a r e a  and a base for l i s t ening skills  f o r  early 

c h i l dho o d .  The  l i t e rature presented  the fac t ,  when referring 

to  s k i l l s ,  that  l i s tening does  not  occur naturally and t h a t  

t h e  deve l opment o f  l i s t ening s k i l l s  was necessary .  T h e  

teaching of these s k i l ls depended on t h e i r  ident i f i c a t i o n .  

C a t ego r i z a t i o n  o f  L i s tening S k i l l s  

A c c o rding t o  Devine ( 1 97 8 ,  1 982 ) a need f o r  a defini t e  

scope and sequence for the teaching o f  l i s t ening s k i l l s  d i d  

exi s t .  He c o n s i d e red that f o r  t e aching purposes l i s t e n i n g  

was b e s t  viewed a s  a c o mpos i t e  o f  s e parate s k i l l s  w i th 

teachers  focusing on one o r  two s k i l l s  a t  a t i m e .  T h i s  

d e c i s i o n  vas a r r i v e d  a t  during t h e  cont roversy a s  t o  whether  

l i s t e n i ng vas  a p r ocess o f  t o t a l  c o mmu n i c a t i o n  in  w h i c h  t h e  

p e r s o n  l i s t ened  t o  t h e  c o mmun i c a t i o n  and t h e n  worked b a c k  i n  

t h e i r  m i n d s  t o  the s p e c i f i c  d e t a i ls o r  a l t e rnatively whether  

l i s t ene rs worked  from the d i s c r e t e  l i s t ening s k i l l s  t o  t h e  

larger c o n t e x t  o f  the mess age i n  t h e  c o mmun i c a t i o n .  

M a l c o l m  P r i c e  Lab o r a t o ry S c ho o l  ( 1 97 1 ) ,  Wagner ( 1 97 1  ) ,  

C lark  ( 1 97 2 ) ,  V a l ley S t ream S c h o o l s  ( 1 97 1 ) ,  and Weaver a 

Rutherford ( 1 9 7 4 )  provided adequate  l i s t s  o f  s k i l l s  o r  

o b j e c t i ves for l i s tening.  These l i s t s  were basically s u i t e d  

f o r  o r  adaptable t o  the early chi ldhood  level o f  e d u c a t i o n .  

R e i d  ( 1 978 ) d i s c u s s e d  b a s e  lines  o r  s k i l l s  i n  t h e  f o rm 

o f  25 questi ons which c o u l d  be t r a n s l a t e d  into  proper s k i l l  

f o rma t .  Duff a C la rk ( 1 9 7 6 )  i d e n t i f i e d  1 9  general l i s t e n i n g  

s ki l ls i n  t h e i r  s u rvey o f  t h e  Aus t ra l i a n  pri mary t e a c h e r s  a n d  
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ranked them i n  order of importanc e .  The five mos t important 

general sk i l l s ,  wh i c h  were taught by 90% or more of the 

teach ers were: 

1 • t o  remember and follow d i r e c t i ons - 98% 
2 .  t o  i d ent ify rhyming ·word s  - 9 5% 
3 - t o  remember s i gnificant d e t a i l s  - 9 5% 
4 .  t o  r e c ognize known words - 94% 
5 .  t o  i d e n t i fy l e t t e r  sounds - 9 1 % ( p .  5 5 )  

Duff and C lark found that  the  1 9  general l i s t ening 

sk i l l s ,  overa l l ,  were taught by 7 9% of the primary teachers  

( p .  5 5 ) . F r om their  ranked l i s t  o f  s k i l l s  they thought they 

could have suggested a rough h i e ra rchy of general l i s tening 

sk i l l s .  They did  not include such  a h i e ra rchy i n  t h e i r  

repor t .  

Backlund , Booth , Moore , P a rk s ,  and Van Rheenen ( 1 982 ) 

reported a list  of l i s t ening s k i l l s  regulated by the  

Massachuse t t s ' S t a t e  Board of E d u c a t i o n .  This l i s t  was a n  

example of the general ungraded l i s t s  found i n  the  

l i t e ra ture : 

Listening 

a )  B a s i c  L i s tening S k i l l s  
1 .  Recognize word s  and phrases u s e d  by 

the speak e r .  
2 .  I nd i c a t e  why the speaker c a n  o r  cannot 

be und e r s t oo d .  

b )  Understanding What You Hear 
1 .  Understand s poken words and i d ea s .  
2 .  Identi fy and unders tand main i d e a s .  
3 .  Associate  important d e t a i l s  with main 

ideas . 
4 .  Understand d e s c r i p t ion of events and 

experienc e s . 
5 .  Unders tand s peaker ' s  purpos e .  

c )  Using What You Hear  
1.  Understand and respond t o  survival 

words used  i n  emergency situations . 
2 .  Summarize informa t i on and d raw 

conc lusions . 
3 .  Recognize when words and phrases are 

used to c onvince or persuad e .  
4 .  Follow s t ra i gh t forward d i r e c t i ons . 

( p . 1 7 ) .  
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F i n a l l y ,  Lund s t een ( 1 9 7 9 )  d e v e l o p e d  a compreh e n s i ve l i s t  

o f  3 8  prerequ i s i t e s  f o r  p r o f i c i ency i n  listening.  H e r  a i m  

was to develop  a l i s tening t a x o no my .  Lund steen sugge s t e d  the 

f o l lowing tentative  hie rarchy of general lis t ening o b j e c t i v e s  

whi c h  was adaptable to early c h i l d h o o d  educa t i o n :  

1 .  D i s t inguishing hearing a s  l i s tening 
2 .  Demons t ra t e s  two-way r e s p o n s i b l i t iy 
3 .  S e le c t i n g  facts and  d e t a i l s  
4 .  Sequen t i a l  ordering 
5 .  S e le c t i n g  main i d e a  
6 .  Summar i z i ng 
7 .  R e lating 
8 .  I nference making 

C r i t i ca l  L i s tening 

A d e f i n i t e  d i s t i n c t i o n  was o f t e n  made regarding the  

aspect  o f  c r i t i c a l  l i s t ening.  The a c t  o f  c r i t i c a l  l i s t e n i n g ,  

a s  t h e  h i ghest  o r d e r  o f  l i s tening,  vas o f t e n  given s p e c i a l  

c o n s i d e r a t i o n  p a r t i cu larly i n  the  o lder age b r a c ke t s . 

C r i t i c a l  l i s tening vas the abi l i ty t o  evaluate and/or  make 

judgements upon the message . G i annangelo & Frazee  ( 1 97 5 )  

related  the c r i t i c a l  l i s t e ning a c t  t o  a charac t e r i s t i c  o f  the  

creative  l i stene r :  

C r i t i c a l  l i s t ening invo lves the  process o f  a t ten­
t i ve ly comparing what i s  h e a r d  to  s ome standard or  
cognitive e v i d e nce . Throughout t h i s  process the  
c r e a t i ve l i s t ener  eva l u a t e s  the s t atements and  d a t a  
t o  fo rmu late  c r i t i c a l  j u d gemen t s . This high ly c o n s ­
c i o u s  effort  i nvo lves a q u e s t i oning and ana l y t i c  a t ­
t i tude to a r r i v e  at a c o n c l u s i o n  o r  to a c t  u p o n  the 
j u dgements made through c r e a t i v e  l i s tening ( p .  42 ) .  

Lun d s teen ( 1 97 9 )  sugge s t e d  a tentative learning 

hiera rchy for c r i t i c a l  l i s t e n i n g .  I t  c ompri s e d  1 6  s t e p s  a n d  

was c i t e d  a s  an e xample f o r  f i f th g ra d e r s .  T h e  a d a p t a t i o n  o f  

this h i e r a rchy t o  ea rly c h i l d h o o d  would  b e  d i fficu l t .  Devine 

( 1 97 8 ,  1 982 ) a l s o  briefly d i s c u s s e d  c r i t i c a l  l i s t e n i n g .  The  
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majority of Devine ' s  work was i n t ended for the older  age 

groups and thus a genera l iza t i on t o  early chi ldhood wou ld be 

d i f f i c u l t .  

Finally,  D u f f  & C lark i n c luded c r i t i c a l  l i s t e n i n g  

s k i l l s  in their  s u rvey of Australian teachers i n  t h e  p rimary 

s chool . 

l i s t  of 

As for general l i s tening s k i l l s ,  they produced a 

c r i t i c a l  l i s t e n i ng ski l l s .  Thei r ranked l i s t  

i nc l uded 2 1  i t e m s  and revealed that A us t ralian p ri mary 

teachers d i d  not  teach c r i t i c a l  l i s t e n i ng skills a s  often a s  

gen e ra l lis tening ski l l s . The three most often taught 

c r i t i c a l  listening s k i l ls were ( a ) t o  d e t e c t  incorre c t  word 

usage (89%) , ( b ) to relate informa t i on to own ideas ( 83% ) , 

and ( c ) to i d en t i fy mood ( 7 5% )  ( p .  6 5 ) . They d i s covered 

that there was a sharp d rop i n  the percentage of t eachers 

that taught s p e c i f i c  s k i l l s . The overa l l  percentage of 

c r i t i c a l  l i s t e n i n g  s k i l l s  taught was 5 4% which was compared 

to 79% for the general l i s tening s k i l l s . The list  form u l a t e d  

b y  D u f f  & C lark inc luded s k i l l s  t h a t  w e r e  taught to c h i l d r e n  

from Kinderga r t e n  to G rade S i x .  T h i s  a c counted for the  

percen tage drop a s  a proportion of the  samp l e ,  probably the  

proport ion that taught c r i t i c a l  l i s tening s k i l l s ,  was 

ou t s i d e  the early chi ldhood age grou p .  The early c h i ldhood 

proport ion of the  sample would not teach and/or could not 

teach some of the  s k i l ls i n c luded on the c r i t i c a l  l i s t e n i ng 

li s t .  Howev e r ,  s i n c e  the sample d i d  include the early grades  

of the  primary s chools , Duff and C la r k ' s  l i s t  was the  most  

pertinent  to  e a r ly chil dhood educ a t ion . 

L i s t e ning R e s e a rch 

A s  i n  the foregoing s e c t i ons on l i s t e ning the review of 

the l i t e rature revealed a scarcity of research on l i s t e n i n g  
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e s p e c i a l ly i n  t h e  early c h i l d h o o d  a r e a .  A g a i n  t h e  bulk of 

t h e  research concentrated  on the i n t ermed i a t e  to univers i ty 

age groups . 

The dearth  of research was empha s i z e d  i n  Duk e r ' s  ( 1 9 6 8 )  

b i b l i ography of l i s t e n i n g .  O n ly 1 3 3 2  e n t r i e s  were i n c luded 

which vas a m o d i cum of research i n  comparison to reading.  

The Encyclopaedia of Educa t i o n a l  Research ( 1 96 9 )  revealed 

o n ly one and one-qua r t e r  pages of references for lis t ening a s  

c o n t ras ted w i t h  e i g h t  pages o f  references for rea d i n g .  The 

S e c ond Handbook of R esearch on Teaching ( 1 97 3 )  had 1 08 

c i t a t i ons for reading but  d i d  n o t  have one e n t ry for 

l i s t e ning.  I t  was evid ent that r e s e a rch i n  l i s tening d i d  n o t  

have a high p r i o r i t y .  

Vukelich ( 1 9 74)  found that there were four t o p i c s  of 

i n v e s t i g a t i o n  regarding l i s t ening : 

1 .  fa c t o r s  affe c t ing y oung chi ldren ' s  l i s tening 
abi l i t i e s .  

2 .  t ra i n i n g  programs des igned t o  enhance children ' s  
p e rfo rmanc e .  

3 .  the r e la t i onship between c h i ldren ' s  l i s t ening 
and o t h e r  a r e a s .  

4 .  t h e  eff i c i ency o f  c h i l d re n ' s  l i s tening ( p .  300 ) . 

T ompkins , S m i t h ,  ! F riend ( 1 984 ) d e t ermined t h a t  there 

were three areas of l i s tening r e s e a r c h :  

1.  r e l a t i o nship between l i s tening a n d  reading 
2 .  envi ronmenta l  factors  influencing l i s tening 

c o mprehens i o n ,  and 
3 .  eff e c t s  of t raining on i mproving l i s t ening 

s k i l l s  ( p .  2 ) .  

The  r e l a t ionship  b e t ween l i s tening and reading c on t a i ne d  

m o s t  o f  the a v a i l a b l e  research and a s  such w i l l  be d e a l t  w i t h  

s e p a r a t e ly . The t o p i c  of fa c t o r s  influencing l i s t ening was 

d i s c u s s e d  u n d e r  l i s tening t h e o r y .  The o t h e r  areas i d e n t ified 

by Vuke lich  and Tompkins , S m i t h , & Friend , r a t e  of 
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presentation  and n o i s e  leve l ,  have been researched and a re 

i n c l uded i n  this  s e c t i o n .  

Pearson & F i e l d i n g  ( 1 982 ) d i d  a research up-date i n  the 

area of l i s t ening c o mprehens i o n .  They conc luded a f t e r  t h e i r  

su rvey : 

1 )  The z e s t  f o r  research about how t o  h e lp s t udents 
bec ome more e f f e c t i v e  l i s teners so character­
i s t i c  o f  the f i f t i e s  and s i x t i e s  s e ems to  have 
been quelled in the s e venties  and ea rly e i gh t i e s , 
perhaps because the twin poles o f  l i t e racy , 
reading and wri t i n g ,  have dominated our energi e s .  

2 ) I n  many i n s t a nces , when l i s tening c o mprehens i o n  
i s  discus s e d , i t  i s  d i s c u s s e d  i n  r e l a t i o n s h i p  t o  
reading comprehe ns i o n ,  usually t o  answer the 
ques t i o n ,  how and when do people  bec ome as e f ­
f e c t i v e  at c ompreh ending the written  word as 
they are at c omprehe nding the spoken word? 

3 ) While l i s t e n i n g  comprehens i o n  is f requent ly used  
as an  outcome measure i n  psych o lingu i s t i c  and 
c o g n i t i vely-oriented  research s t ud i e s ,  l i s tening 
as a phenomenon i s  i n c idental  to those e f f o r t s  

( p .  6 1 7 ) .  

Pea r s o n  & F i e l d i n g  empha s i z ed that educators  know what 

a f f e c t s  l i s t en i ng c omprehension  but do n o t  know much about 

l i s tening c omprehen s i o n  a s  a p r o c e s s .  A s t art ing p o i n t , f o r  

P e a r s o n  & F i e l d i n g ,  vas t h e  understanding o f  t h e  key 

c o mponents of the language in wh i c h  the message vas b e i n g  

t ransmi t t e d  to the l i s t e n e r .  Syntax - s e n t e n c e  s t ructure and 

s eman t i c s  - word meanings and r e l a t i o ns h i p s  among meanings 

would be e xamples of these key c o mpone n t s .  

Pea r s o n  & F i e ld i n g  c o n s i d e re d  that the  research o f  the 

s i x t i e s  and seven t i es amassed c o n s i d e ra b l e  evidence that 

e lementary children  improve i n  l i s t e n i ng c ompreh ens i on 

t h rough t ra i n i n g .  Howe v e r ,  t h e  d � f ference between resea rch 

and p r o j e c t i on needed to be made c l e a r .  The u s e  o f  reading 

s k i l l s  b u t  taught thro ugh the  channe l o f  l i s tening gave us 

s ome of these res u l t s  whi ch nece s s i t a t e d  the  di fferent i a t i o n  
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between t h e  two language arts  and  t h e  respe c t i ve r e s e a r c h .  

Unt i l  the p r o c e s s e s  of l i s t e ning a r e  d e t e rmined t h e  r e s u l t s  

w i l l  be inconc l u s i v e .  

Pearson & Fielding ' s  c onc l u s i ons rega rding the t e aching 

of l i s t e ning comprehens i o n  advanced the argument f o r  the 

differen t i a t i o n  between l i s t ening and reading and  

pos i t i on that  the evidence i s  i n c o n c lusive . 

1 )  l i s t e ning t raining i n  s k i l l s  o f  reading comp­
rehe n s i o n  tends t o  imp rove l i s tening comp­
rehens i o n .  

2 )  l i s t ening comprehens i o n  i s  enhanced by various 
kinds of a c t i v e  verbal response on the part 
of s tudents  during and a f t e r  l i s t ening.  

3 )  lis t e ning t o  l i t e ra ture tends  t o  improve l i s ten­
ing c omprehens i o n .  

4 )  types o f  i ns t ru c t i o n  p r i ma r i ly d i r e c t e d  towards  
o t h e r  areas  of  the language arts  may improve 
l i s t ening comprehens i o n .  

t h e  

5 )  d i r e c t  teaching o f  lis tening c omprehe n s i o n  appears 
to help children  become more conscious o f  t h e i r  
l i s t e ning h a b i t s  t h a n  d o  m o r e  i n c i d e n t a l  approaches 

( p .  6 2 1  ) .  

A final d e t e rmina t i on o f  Pearson & F i e l d i n g  i s  p e r t i ne n t  

t o  t h i s  study : 

• • •  l i t t le has been  w r i t t e n  about l i s t ening f r o m  
t h i s  more a c t i v e  c o g n i t i v e  persp e c t i v e ,  even th ough 
much of the cogn i t ve resea rch supporting t h i s  view 
has  been done using l i s t ening a s  the mode through 
which i n f o rmation  has  been t ransmi t t e d  t o  sub j e c t s  

( p .  624 ) .  

This  revea l e d  that t h e  area o f  c ognitive  research i n  the 

f i e l d  o f  l i s t ening had  not been i nves t i g a t e d .  I t  was t i me t o  

inve s t i gate  t h e  cogni t i ve processes  o f  l i s tening i n s t e a d  o f  

using l i s t e n i ng t o  i n v e s t i g a t e  the cogni t i v e  p r o c e s s e s  o f  

o t h e r  s u b j e c t  areas . 

S ome s p e c i f i c  res ea rch o n  the factors  wh i ch a f f e c t  
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l i s t ening has been a t tempted i n  recent years . Brad tmue l l e r  

( 1 978 ) i n v e s t i g a t e d  speed l i s t ening a n d  read ing.  T h e  speech 

o f  the speaker was compressed and then presented t o  the  

l i s t e n e r .  C ompre s s e d  speech which i s  the technical t e rm f o r  

speed l i s tening speeds up the  r a t e  o f  presen t a t i o n  but 

without any d i s t o rt i ons . Bra dtmue l l e r ' s  main finding was 

that the  teachers and students  o f  int ermediate grades were 

enthus i a s t i c  about  compressed speech i n  the c l a s s r o o m .  He 

a l s o  revealed that there was a signifi cant d i f ference be tween 

the  s p e e d  o f  read i ng and the s peed of  listening.  

Leeper  ! Thomas ( 1 978 ) also  investigated l i s t ening 

ra tes . They h a d  d i s c o vered that earlier s t u d i e s  were 

conducted  using m o s t ly o ld e r  chi ldren and ad u l t s . The 

purpose of the s t udy was to d e t e rmine the preferred l i s tening 

rate f o r  y oung c h i l d r e n .  T h e  20 s u b j e c t s  h a d  a m e a n  age o f  

s e v e n  y ea r s  a n d  n i n e  months . The procedure involved the  

children l i s tening t o  one  s e ntence wh ich could be 

at nine d i fferent rates from 1 00 words per minute 

words p e r  minu t e .  The r e s u l t s  indicated  that the 

presented 

t o  300 

c h i l d r e n  

preferred a l i s t ening r a t e  o f  200 words per m i nu t e .  The 

o l d e r  c h i ldren and adult s ,  from previous stud i e s , p r e f e r red a 

l i stening rate o f  1 7 5 wo rds p e r  minu t e .  

Bonvi l l i a n ,  Raeburn , & Horan ( 1 97 9 )  studied  the e f f e c t  

o f  s p e e c h  r a t e  o n  children ' s  a b i l i ty t o  i mi t a t e  s entenc e s .  

The i r  s u b j e c t s  were twelve p r e s ch o o l  chi ldren with a mean age 

o f  three years  and nine m o n th s .  The i nvestigation used  three 

d i fferent rates o f  speech - one , two , and three words p e r  

s e cond . The hypothesis  was that the rate c l o s e s t  t o  the 

child ' s  own ( 2  wps ) would �e sult  i n  the most s u c c e s s f u l  

imita t i o n .  There were fewer errors  a t  two wo rds p e r  s e cond 

but it  was only marginally s i gn i f i c a n t . The d i s c u s s i o n  
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revealed  that the rate o f  p resentation  was dependent upon two 

f a c t o rs - the t ime available for processing and the  memory 

l o a d .  

Larson & Petersen ( 1 978)  s ought t o  d e t e rmine i f  n o i s e  

l i m i t e d  t h e  learning o f  young l i s teners . The exper iment 

compared chil d ren between the ages of five and one-half years 

and s i x  and one-half years vith  a d u l t s  between the ages o f  20 

and 2 6  years . Varying amounts o f  noise were introduced with 

the s pe e c h .  The results  w e re three-fo l d :  

1 ) Young c h i l d ren h a d  s i gni f i c antly m o re d i f f i c u l ­
t y  than adults  when l i s tening with  background 
n o i s e s .  

2 ) There was great  variab i l i ty in chi ldren ' s  re­
sponses  due  to even low  n o i s e .  

3 )  Five and s i x  y e a r  o l d  chi ldren should be p r o ­
t e c t e d  from n o i s e  to d e v e l o p  optimum listening 
and lea rning s k i l l s  ( p .  2 ) .  

Another more r e c e n t  area o f  research investigated  the 

�f f e c t  of s p e c i f i c  a c t i vi t i e s  on l i s t ening.  S i lvern ( 1 980 ) 

i n v e s t i gated the d i fferent  e f f e c t s  o f  p lay , p i c t u res , and 

repe t i t i o n  a s  mediators  of a u r a l  prose l earni n g .  The 

exper iment d i d  n o t  produce  any s i gnificant  res u lt s .  The 

showing of pi ctures as the s t o ry was being read produced the 

highest  numb e r  of c o r r e c t  respons e s .  S i lv e rn , W i l l i amson,  & 

W a t e r s  ( 1 983 ) d i d  a s i m i l a r  e xperiment v i t h  play a s  the 

med i a t o r  of c omprehens i o n .  This expe riment produced  s i m i l a r  

r e s u l t s  to S i lvern ( 1 980 ) w i t h  the  picture  c o n d i t i o n  being 

the  most fac i l i t a t i v e  m e d i a t o r .  

T ravis & White ( 1 97 9 )  inves ti gated t h e  r e c a l l  o f  five-

year olds under four c o nd i t i ons . The c o n d i t i ons  were 

l i s t en i ng o n l y ,  l i s tening a n d  enact ing the  s t o ry with a 

puppe t ,  l i s tening and watching the enacting done by the 
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experimen t e r ,  and l i s tening with eyes closed .  L i s t ening 

whi l e  enacting the s t o ry with the puppet resulted in  the 

highest  success  in  the recall  o f  the story.  

The  final  activity-based research was  conducted by Whyte  

( 1 980 ) and inves tigat e d :  a )  the  child ' s  abi lity t o  extract  

main ideas from a s t o ry ,  b )  how much recall  occurre d ,  c )  i f  

recall  was related t o  the central theme, d )  i f  the recal l  o f  

the story was i n  a logical  s equence , and e )  from what part 

of the story they remembe red more idea s .  The subjects  ranged 

in age from four years nine months to six  years five month s .  

Whyte ' s  main result  was that the skills  o f  integration , 

trans formation  and synthesis were available to children  from 

four  years of  age and that educat o rs should perhaps give more 

attention t o  these s k i l l s  in preschools . 

Lundsteen ( 1 97 6 a )  reviewed the resea rch o n  teacher 

behaviours as  influences on  pupil  behaviour during listening 

i n s t ruction .  She 

d e s i rable behaviours , 

turn  employed them.  

proposed that the teacher acqui red 

passed them on to the s tudents who i n  

Lundsteen suggested  many behaviours 

which included,  for example,  teacher behaviour  with materials 

and c ontent and reinfo rcemen t .  

T ompkins , Smith , & Friend probed e lementary and middle  

s c h o o l  s tudent s ' metacognitive knowledge about  lis tening in  

four  a reas : definition  o f  listening,  purposes for lis tening , 

l i s tening s t rategies  they reported using,  and their awarenes s  

o f  li stening ins truction  they had received .  They also  

desired  t o  make a c omparison o f  children ' s  metacogni tive 

knowle dge o f  reading and writing with their  knowledge about 

l i s t ening.  The subjects  for  the inquiry included chi ldren 

from Kinde rgarten t o  Grade Eigh t .  The chi ldren were asked 

ten questi ons based o n  the four areas determined befo rehan d .  
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The main purpose i d e n t i f i e d  for l i s t ening  was for i n f ormat i o n  

and learn i n g .  They c o n c l uded that the c o g n i t i v e  component o f  

l i s t ening and the deve lopmental  t rends o f  l i s tening required  

further  research.  

Interrelationships of Listening and the Other Language A r t s  

The i l lus t r a t i o n  thus f a r  h a s  b e e n  that  l i s t e n i n g ,  a s  a 

s e pa rate language a r t , has n o t  been i nves t i gated t h o roughly 

a n d  often had b e e n  referre d  t o  in r e l a t i o n  to one o f  the 

o t h e r  language a r t s . The main i nt e r r e l a t i onship has been 

w i th reading but s e c ondary rela t i o ns h i p s  d i d  exist between 

w r i t ing and  speaking.  Chron o l o g i c a l l y ,  c h i l d re n  l i s t e n  

b e fo re they speak , 

they w ri t e .  The 

s p eak b e f o re they read , and read b e f o r e  

relative  propo r t i o ns of the d i f f e r e n t  

language a r t s  a s  d e t e rmined b y  Lundsteen ( 1 97 6 a :  7 5 )  a r e  

i l lu s t r a t e d  as a language m o b i l e  i n  F i gure 4 .  

Figu re 4 

The Mobile 

Speak 

Lundsteen ( 1 9 7 6 a )  c o n c l uded  that there were c o n f l i c t i n g  

s t u d i e s  regarding the  i nt e r r e l a t i onships o f  l i s t e n i ng and  t h e  

o t h e r  language a r t s . H owever,  t o  wait  for a d e f i n i t i ve 

answer may result i n  l o s t  e d u c a t i o n a l  t i m e .  

The overall  p i c ture o f  lis tening c ompared to t h e  o t h e r  
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language arts  was aptly  i l lustrated ,  Figure 5 ,  by Lundsteen  

( 1 97 6 a :  97 ) .  

Figure 5 

Lis tening Compared t o  the  Other  Language Arts  

Listening 

Reading 

Recei ving Language 
(Decoding)  

Speaking 
o r  

O ral Reading 

Writing 

Expressing Language 
( Encoding)  

Most of  the inte rre l a t i onal research was based on 

Lundstee n ' s  ( 1 976a)  representation of  listening as  c ompared 

to the other  language a r t s .  The i l lustration  was a framework 

f o r  researchers as  r e f e rence f o r  formulating their  ideas on 

l i s tening.  

General Overview 

Spearri tt  ( 1 97 9 )  i nvest igated the relationships among 

the  four communic a t i on s k i l ls during the primary school  years 

( G rade Three t o  Grade S i x ,  Australia)  t o  d e te rmine the extent 

of  the relationship.  H e  asked  four specific  questions which 

c o u ld be  applied to any of the genera l overview studies  as 

w e l l  as to specific  studie s .  

1 )  C an the four  communi cation skills  o f  reading,  
writing,  l i s t e ning , and speaking be  empi rically 
identified  as  s eparate skills  o r  are they merely 
di fferent manifestations of  a child ' s  general 
level  of  language performance?  



2 )  T o  what extent are the four communication ski l l s  
reading ,  writing , l i s tening , and speaking,  r e ­
lated among chi ldren in  G rade Three in  p rimary 
school?  

3 )  How  do the  relationships among the four  communi ­
cation skills  develop a s  children move through 
the primary school  from Grade Three to G rade  Six?  

4 )  Does  the  pattern o f  relati onships among the  four  
skills  develop diffe rently for  boys and  girls  
from independent schoo l s ,  from government schools  
in  middle  c lass areas ,  and from  government 
schools  in lower c lass  areas? ( pp .  2-3 ) .  

3 6 .  

Spearritt ' s  longitudinal s tudy of  the relati onship 

resulted in answers t o  a l l  four ques t ions . The abstracted  

res u l t s ,  pertinent t o  this  section  were : ( a )  writing and 

speaking were d i s tinguishable from Grade Three to Grade Six  

for boys and girls , ( b )  reading and lis tening were a l s o  

distinguishable for  Grade Three t o  G rade  Five girls  but G rade 

Six g i r l s  and a l l  grades of boys had  a broader receptive 

ski l l ,  ( c ) reading and l i s t ening were s t rongly related a t  

the Grade Three leve l ,  and ( d ) t h e  communication  ski l l s ,  

with the exceptions a s  noted  for  listening and reading,  

tended to remain dist inguishable through the grades under 

inve s t igation .  

J o l ly ( 1 98 0 )  reported that  the  research i n  the f i e ld 

revea led mixed results regarding the interrelationships o f  

listening and the other language a r t s .  The common factors  

between the  receptive skills  and  the expressive s k i l l s  were 

n o t e d .  

Auten ( 1 983 ) p laced t h e  interrelationships i n  a t o t a l  

pers p e c t i v e .  Auten s tates : 

The globa l ,  c omplex ski l ls o f  reading,  writing ,  
speaking,  and lis tening w ork t ogether in  a language 
system that h e lps us categori z e ,  abstra c t ,  d e f i n e ,  
and s tore e xperiences ( p .  584 ) .  



37 .  

Hammill & McNutt ( 1 980)  reviewed the literature in  order 

to p resent a synthesis  o f  the research on the relationships 

of  l i s t ening,  speaking,  and  wri ting to reading.  Listening 

was denoted as  o ra l  receptive language , speaking as oral  

expre s s i ve language ,  writing  as written express ive language , 

and reading as  written  receptive language . The results 

reported were not conclus i v e .  O ra l  expressive language had a 

low relationship  with reading while oral receptive language 

had a s t ronger relationsh i p .  C ontextual lis tening had a 

greater  rela ti onship t o  reading but the d ifferences were not  

s t a t i s t ically s i gni ficant .  Written  language was regarded as  

having the highest  relationshi p .  

General Compari sons/Listening, Reading, Writing, Speaking 

The immediate  thought when comparing lis tening with  the 

other  language arts was to compare listening with reading.  

The other s k i l l s  of  writing and speaking were a lmost 

forgo tten .  

Lundsteen ( 1 976a )  discussed  the  similarities  between 

listening and reading.  L is tening resembled reading i n  four 

fac t o r s :  

1 )  acts  of  receiving 
2 ) analogous featu res 
3 )  vocabulary 
4 )  common skills  o f  thinking and understanding 

( p .  86 ) .  

Devine ( 1 978) agreed with Lunds teen ( 1 976a )  recogniz ing 

the i ntake processes o f  communi cation and the higher mental 

processes .  Devine a l s o  indicated  the  similarities  and 

d i f f e rences of the skills  of reading and lis tening . 

Ragan & Shephard ( 1 977 ) and Devine especia lly noted the 

di ffe rences in  the s i tuational  and time c ontexts . 
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Lundsteen ( 1 97 6 a )  was the only author t o  make a 

comparison  of  lis tening and w ri ting. Lis tening was 

recogni zed  as the most d istant f rom writing and thus the 

least  a l i k e .  This could  a l s o  explain the lack o f  material  

in  the li terature .  There was , however,  a common vocabulary 

for  l i s tening , writing,  s peaking,  and reading ,  as i l lustrated  

in  F i gure 6 .  

Figure 6 

Overlapping Language Vocabularies 

Lis t ening 

Speaking 

Reading 

Writing 

Comparative Studies - Listening and Reading 

The purpose  o f  the section on c omparative studies  vas t o  

dete rmine to what extent reading and listening were related  

in usage and in comprehension s k i l l s .  

inves t i gated this  area . 

S i x  authors had 

Many ( 1 96 5 )  determined that up t o  the mental age of t e n ,  

children learned more and remembered more through l i s t ening 

rathe r than reading .  S t i c h t ,  B e c k ,  Hanke , Kleiman , ! James 

( 1 974 ) ,  as c i ted in Pearson & F i e lding,  reviewed 3 1  studies  

which  c ompared l i stening and  reading.  The findings indicated  

that  in the  e lementary grades ( 1 -6 )  chi ldren favoured the 

l i s tening mod e .  These discoveries  indicated the priority 

l i s t ening must be given in the early years . 
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E lgart ( 1 97 8 )  was interested in  the elimina t i on o f  

problems o f  

the degree 

i n t e rsubject  variations  and the differences i n  

o f  di ffi culty o f  reading mat e r i a l .  She 

inves t i gated oral reading , si lent reading,  and l i s t ening as  

channe l s  of  comprehension using mat erial  designed t o  be o f  

equal difficulty . Her results indicated  that oral  reading 

was s i gnificant ly more effective than s i lent reading and that  

there was not  a s i gn i ficant di fference between si lent reading 

and lis tening. 

Haugh ( 1 97 9 )  examined the l i s tening and reading 

comprehension o f  f i r s t  graders . There was not  a s ignificant 

correlation  between listening and reading c omprehens i o n .  

Wilkinson ( 1 980 ) sought to d e t e rmine i f  a child ' s  grade 

in  school  was related to  the difference between the child ' s  

understanding when reading and when listening . He a l s o  

invest i gated the nature of  the materia l .  W i lkinso n ' s  results  

indicated  that there  was a significant  3 -way inte rac t i o n  

among mod e ,  gra d e , and question .  These results were i n  

agreement with Many and Stich t ,  B e c k ,  Hank e ,  Kleiman,  & James 

( 1 974)  with the exception of the new variable o f  the nature 

of the material .  

The  final s tu dy t o  be reported was  Johnson 

purpose was t o  compare the e f f i c i ency of 

( 1 982 ) .  Her  

i nf orma t i on 

process ing by success  i n  literal  recall  in  listening and 

reading. Her subj ects were seven-to nine-year olds . The 

results  revea led that the boys had  very poor recall  a f t e r  

s i l e n t  reading b u t  their success i nc reased f o r  t h e  modes o f  

lis tening and oral  reading.  

across all three modes .  

The  girls  were fai rly even 
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The Effect  o f  Listening Training o n  Reading Comprehension  

The availability o f  s ignificant research on the  effect  

o f  list ening training on reading comprehension was  limited .  

The  three studies  reviewed in this  sect ion  are  from outside  

the  early c h i ldhood area .  

were  not  avai lable . 

Speci fic early childhood  studies  

Hoffman ( 1 978)  investigated  the  effect  o f  a l i s tening 

t raining using  fourth graders .  She produced a result  that 

indicated that  reading comprehens i on improved s i gni ficantly 

by instruction  in a listening c omprehension skills  program. 

Lemons & Moore  ( 1 98 2 )  also  used fourth graders  in  their  

study on the  effects  of listening t raining on the deve lopment 

o f  reading s k i l ls . Their  ana lysis  revealed that t raining in  

l i s t ening did  result  in  improved reading ability.  

Sch e l l  ( 1 98 2 )  i nvestigated a different approach t o  the 

que s t i o n .  H i s  i nquiry,  through a review o f  the research , 

questioned  

o f  reading 

the procedure of d e t e rmining the potential  level  

via l i stening comprehension as  had  been  the  

practice  for  some researchers over  the  years . 

Sche l l ' s  conclusions stated  that there were  tvo false  

assumptions regarding listening and reading.  The f i r s t  was 

that  listening and reading are appro�imately equal early in a 

chi ld ' s  schooling .  The second false assumption was that 

listening and reading grow at appro�imately equal rat e s .  

Reading,  

fas t e r ,  

Schell  concluded ,  s t a r t ed be low listening ,  

and  eventually surpassed lis tening. Sch e l l ,  

grev 

i n  

summary, noted  the danger o f  over-referring students  for  

remedial h e lp i f  their  reading potential  was  evaluated  via  

l i s t ening comprehensio n .  

The review o f  the literature o n  t h e  i nterre lationships 
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o f  l i s tening and the other  language arts revealed that there 

was once again a scarcity o f  research on list ening. This was 

notable in the situation for early chi ldhood education where , 

of a l l  the studies  reviewed ,  

early chi ldho o d .  

only two were s pecifically f o r  

Listening Assessment 

The material  on the assessment of l i s tening was readi ly 

divided  into  two categories . The first  category consisted 

of m a j o r  studies on  lis tening asses sment . The second category 

contained abstract ions from general a r t i c l es on l istening 

which included asses sment as a sub-section .  Lis tening 

assessmen t ,  formal o r  informa l ,  was a valuable aid t o  the 

unders tanding o f  the processes o f  lis tening. 

Kennedy ( 1 97 8 )  investigated the testing o f  li stening 

comprehens ion .  He  discussed  several views o r  approaches t o  

the c omprehension process  and the factors  which affected  

comprehension.  He  noted  that  any single  variable  could  affect  

the reception  of  a message and  therefore i t  would  be 

desirable  t o  devise ins t ruments t o  take into account the 

diffe rent variables . 

Kennedy discussed the current practices  in the 

assessment of l i s tening, the s k i l l s  that needed t o  be tested  

and the  methodology .  A c c o rd ing t o  Kennedy,  the restric t i ve 

testing situations tended to be unrea l i s t i c .  Kennedy 

reviewed several  published tests  but made ment i on of only one 

early childhood  tes t ,  which received a p o o r  review,  f o r  

comparing lis tening and reading comprehens i o n .  

B rown,  Back lund , Gurry,  & Jandt ( 1 97 9 )  inves tigated the 

asses s ment of basic  speaking and lis tening skills  for the 

Massachus etts  Department of Education .  The goal was t o  
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a s s i s t  in  the development o f  assessment procedures in  

l i s tening and  speaking  for  elementary and  secondary s c h o o l s .  

This  initial  s tudy resulted  in  further pub lications : 

B a c k lund,  Brown,  Gurry, & Jandt ( 1 980 ) ;  Backlund , Brown , 

Gurry,  & Jandt ( 1 982 ) ;  and Backlund , Booth ,  Moore , Park s ,  & 

Van Rheenen ( 1 982 ) .  

A s  a background and a base f o r  the assessment o f  

li stening and speaking the relationship among listening ,  

speaking , reading,  and wri ting vas investigated.  Back lund , 

Brown,  Gurry, & Jandt ( 1 98 0 )  cauti oned that there vas n o t  

necessarily a t rans f e r  o f  s k i l l s  between the four language 

arts  and that i n  the assessment o f  the skills  i t  vas 

necessary to consider  the same cau t i o n .  Also  in  the 

asses s men t ,  an a c count must be made o f  the significant  

d i f fe rences between the oral  and  w r i t t en language ski l l s .  

These included t i m e ,  med ium,  and relationship ( e . g . f a c e - t o -

face ) . 

Backlund , Brown ,  Gurry,  & Jandt ( 1 980 ) determined 1 5  

c r i t e ri a  for  evalua ting l istening and speaking assessment 

ins truments and procedures . 

Content  Specificati ons 

1 )  S timulus materials  should require s tudents t o  
demons trate  s k i l l  a s  speaker o r  listener.  

2 )  Assessment ins truments and procedures should 
c learly d i s tinguish speaking and l i s t ening per­
f o imance from reading and w r i ting ability .  

3 ) I ns t ruments and procedures should  not  d i s c ri min­
ate  on the  basis  of  rac e ,  s e x ,  religion,  or  nat­
ional o r i g i n .  

4 )  Assessment should confirm the presence o r  a b -
sence o f  skills . 

5 ) Assessment should emphasize  application o f  speak­
ing and l i s tening skills  in familiar situa tions . 

6 ) Assessment should allow f o r  optional  communi c a t i on 
settings rather than limit s tudents to one s e t t ing.  

7 )  Assessment should invo lve s i tuations that a l l ow 
for a range of  response s .  



Techn i c a l  Specifications 

8 )  Assessment should  demonst rate that out comes are 
more than just chance evi dence - reliabi lity .  

9 )  Assess ment should provide results that are 
consis tent with other evidence that might be 
avai lable - concurrent validity.  

1 0 )  Asses sment should correspond as  closely as pos­
sible  with the  given speaking and  list ening 
s k i l l s  identified  - content  validity . 

1 1 ) Assessment procedures should be s tandardized  and 
detailed  enough so that  individual responses w i l l  
not  be dependent on administrat o r ' s  s k i l l .  

1 2 )  Assessment p rocedures should be a s  free as  pos­
s i b le o f  such negative out comes as undue s t ress  
o r  anxiety .  

1 3 )  Asses sment procedures should  be practical  in  
t e rms o f  cost  and  time .  

1 4 ) Assess ment should involve  simple equipment such 
as most  s c h o o l  d i s t r i c t s  have on hand . 

1 5 )  Assessment should be suitable  for  the largest 
population  ( pp .  624-626 ) .  

43 . 

Backlun d ,  Brown,  Gurry,  & Jandt ( 1 982 ) developed the 

cri teria i n t o  an abstract  form and rating s c a l e .  Using the 

form and rating scale  they reviewed 7 1  ins t ruments used in 

the testing  of lis tening and s peaking.  They were unable t o  

recommend a n y  instrument for  s t a t e  approval at any age . They 

d i d ,  howev e r ,  make recommend a t i ons f o r  the features of a 

list ening t es t .  

1 )  S timulus materials  should be taped ( video  o r  
audi o ) to o vercome dependency o n  reading skills  
and  tests . 

2 )  The s timulus materials  should call  for  a simp le 
and minimal respons e .  

3 )  S timu lus materials  - both  the messages and the 
t e s t  ques tions  - should be short .  

4 )  The  s timulus materials  should  b e  interesting .  
5 )  The  vocabulary used i n  s t imu lus materials  

should be controlled ( p .  1 6 ) .  

Plat t o r ,  Unruh , Mui r ,  & Loose  ( 1 97 9 )  conducted a similar  

s tudy for  the  Mini s t ry o f  Education  in  A lbert a ,  C anada . The 

purpose o f  their s tudy was the development o f  c r i t e rion-

referenced tests  to  assess  A lberta s tudents ' achievement at 

the G rade 3 ,  6 ,  9 ,  and 1 2  l e ve l s .  It was noted that o f  the 
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four t e s t s  developed o n l y  one was for  early childhood 

educ a t i o n .  

Their  review o f  testing instruments revealed , 

corroborated  by Backlund , B rown, Gurry, & Jandt ( 1 98 2 ) ,  that  

no  usable  tests  existed for  listening and speaking.  Thus a l l  

items o n  the developed t e s t s  were constructed by the research 

team. The team constructed pilot , field , and final t e s t  

instruments in speaking and lis tening.  The final  t e s t  

ins t rumen t ,  for  Grade T h r e e ,  comprised 1 4  t e s t  objec tives and 

35 t e s t  i tems . 

Faires  ( 1 980 ) conducted  a s tudy into the  development o f  

listening tes t s .  H e  found that the major  factors  for  the 

lack of quality lis tening research were a lack of  knowledge 

about the process  itself  and the lack of a re liable and valid 

li s t e ning tes t .  He discovered that the majo rity of listening 

tests  were designed f o r  G rade Four through t o  the college 

leve l .  The one test  f o r  early childhood was considered t o  

merit  continued exploration  as  an assessment inst rument . 

F a i re s '  c onclusions t o  his s tudy were :  

1 )  There is  a great need f o r  more qual i ty listening 
research . 

2 ) There is a great need for  satisfactorily valid­
ated and reliable lis tening tests  for  all  grades 
and age levels . 

3 )  Lis tening research usual ly contains non-va lid  
and  unreliable ins truments for  the assessment o f  
l i s t ening ability contaminating the research 
res u l t s .  

4 )  Many assessments o f  list ening ability are  
measured with paper and  penc i l  tests  and  require 
some reading abi lity which also  c ontaminates 
listening results . 

5 )  More  must be known about the listening process  
i t s e l f  before  adequate assessments can b e  con­
s t ructed and  validated .  

6 )  Listening research studies must b e  replicated  
and  significant variables must  receive further 
attention .  

7 ) Lis tening variables must  be more carefu lly de­
fined  ( p p .  1 8- 1 9 ) .  
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The final ma j o r  s t udy in  the assessment o f  lis tening was 

Rubi n ,  Daly , McCroskey , & Mead ( 1 982 ) . Their purpose was t o  

present a critique  o f  instruments available for the 

evalua t i o n  of listening .  The number of  ins t ruments located  

was  45  compared with  7 1  for Backlund , Brown, Gurry , & Jandt 

( 1 982 ) .  They did n o t  discover a suitable  ins trument for the 

evaluat i o n  of l i s t ening  in early chi ldhood .  

The second category of material o n  lis tening assessmen t ,  

which a b s t racted  i nformation  from the general articles  o n  

listening,  tended t o  reinforce the concepts formulated  b y  the 

major  studies  on l i s tening assessment . Included in  this  

cat egory were Duff & C lark who found an inverse relationship 

between the fo rma lity of the assess ment app roach and the 

frequency of usage ; Devine ( 1 98 2 )  who o ffered suggestions for 

appraisals  but did not mention  early chi ldhood educa t i o n ;  and 

Lundsteen  ( 1 97 9 )  who included the purpose of lis tening t e s t s  

a n d  a rationale for  testing.  

The outcome  of  the  research c ompleted on the assessment 

of l i st en ing in  early chi ldhood as w e l l  as in  the older  age 

groups c onfirmed a paucity of suitable assessment 

instruments . S t re s s e d  was the need to  understand the process 

o f  l i s t ening i ts e l f  before an ins t rument could be developed 

for any age leve l .  The understanding o f  the process of 

lis tening itself  was  of the utmost priority . 



CHAPTER THREE 

THEORETICAL PERSPECTIVE  AND CHOICE OF METHOD 

Introdu c t i o n  

I n  o r d e r  t o  investiga t e  the lis tening process  a 

theore t i c a l  and methodological  perspective must be develope d .  

The aim o f  this  chapter i s  t o  present  a Piagetian  theoretical  

perspective and an e xplication  o f  the choice  o f  method  deemed 

appropriate for this present study on listening as a 

cognitive a c t i vity .  

Piage t ' s  work  has been  the foundation stone f o r  many 

scholarly works which can be classified into  two ca tegories . 

The first  ca tegory refers to wri tings by those authors who 

approach the Piagetian theo ries from a theoretical  

perspe c t i v e .  This category inc ludes F lave l l  ( 1 9 63 ) ,  E lkind & 

F lave l l  ( 1 96 9 ) ,  Furth ( 1 9 6 9 ) ,  Inhelder & Chi pman ( 1 976 ) ,  

Gruber & Voneche ( 1 977 ) ,  B oden ( 1 979 ) ,  Butterworth ( 1 98 1  ) , 

Vuyk ( 1 98 1  ) , and Modgil  & Modgil  ( 1 982 ) .  

The writ ings o f  the second classification  are  directed  

towards a more  practical  application  o f  Piaget ' s  w o r k .  The 

implications  for educa tion ,  theory and pra c t i c e ,  and Piaget 

especially for teachers , are i n c luded in  this  group .  This 

does  not  mean that these works a re not theoretical  but that 

the the o ry is speci fically orientated  towards understanding 

for  prac tice . Inc luded in  this  cat egory are Furth ( 1 970 ) ,  

Athey & Rubadeau ( 1 970 ) ,  Furth  & Wachs ( 1 974 ) ,  McNally 

( 1 974 ) ,  C ampbell ( 1 9 76 ) ,  Wadsworth ( 1 978 ) ,  C owan ( 1 978 ) ,  

B rown & Desforges ( 1 979 ) ,  Sturm  & Jorg ( 1 98 1  ) ,  and Sige l ,  

Brodzinsky & Golinkoff ( 1 98 1 ) .  The combination o f  these two 

classifications and Piaget ' s  w r i t ings will  form the basis for  

the content  of this chapter and w i l l  faci li tate  the 
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development o f  the  theoretical  and  method o logical  perspective 

for  this  s tudy. 

The presentation o f  the theoretical  pers pective for the 

s tudy of the act of l i s tening is discussed  in  terms o f  

Piage t ' s  s tages o f  c ogni tive development and his  

s t ructuralist  viewpoints .  Choice  of  method  c omprises an 

int roduc t i o n ,  a compa rison  o f  methodo logies , rationale  for  

the  clinical  metho d ,  i nterpretation o f  the prot ocols , 

discussion  regarding reliability and val i d i ty , and finally 

summary and implications . 

Foremost i s  an emphas i s ,  a s  cited  i n  Chapter Two ,  that 

the l i t e rature does not  c ontain an adequate discussion  o f  

list ening in  terms o f  cognition .  The Piagetian theoretical  

perspective  developed i n  this  chapter  will  be  uti l i z ed in  the 

inve s t i gation  of listening  as a cognitive ac ti vity in  three­

and four-year old  children .  

Theoretical Perspective 

Piaget ' s  Stages of C ognitive Development 

The stages o f  cogni tive  development are  not  the central  

concept  in  Piaget ' s  theory of  development but  a re 

desc riptions of  the s t ructures which emerge in  the child  as 

he  p rogresses through l i fe and i s  constantly i nteracting with  

his  environmen t .  The  processes  of  assimi l a t i o n ,  

accommod a t i o n ,  and equi libra t i o n ,  t o  be d iscussed below ,  are 

c onstantly changing the cognit ive s t ructures within  the 

chi l d .  

Piaget outlines  five di fferent criteria  o r  

charac teristics  for  s tages in Tanner � Inhelder  ( 1 9 6 0 ) .  The 

definition of a s tage requi res : 



1 .  that there be an invariant s equence t o  the 
s tages ; 

2 .  that  each s tage consist  of  a ' s t ructure 
d ' ensemb l e ' [ s t ruc ture of  the whole ] that 
charac terizes the t o t a l  aspects  of a s tage ; 

3 .  that s tages b e  integrated i n t o  the f o l lowing 
s tage ; 

4 .  that each s tage supply the foundation for the 
fol lowing s tage ; and 

5 .  that each new stage constitute  the culmination  
o f  what i s  prepared in  the  preceding s tage . 
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Pinard a Laurendeau ( 1 969 ) designated the f o l l owing 

names to the five c r i teria for s tages as  outlined by Piage t :  

hierarch i z a t i o n ,  s t ru c turing , integra t i o n ,  consolida t i o n ,  and 

equi libration  ( p .  1 2 4 ) . 

A thorough ac c ount o f  Piaget ' s  theory of  cognitive  

development would be lengthy and not  relevant here.  

emphasis  for this study ,  us ing three-and four-year olds , 

The 

is 

mainly on the preoperational s tage and the preconceptual and 

intuitive  thought processes  of the y oung chi l d .  

Figu re 7 presents Piaget ' s  s tages of cognitive 

developmen t .  This  basic  f o rmat provides  a reference f o r  the  

presen t a t i o n  of  the  pertinent  features  o f  the  preoperational  

s tage . 

Figure 7 

Stages of  C ogni tive Deve l opment 

Stage 

1 • Sensorimo t o r  

2 .  Preopera t ional  
( a )  Preconceptual 
( b )  Intuitive 

3 .  C oncrete Operational  

Formal Operations 

Approximate !£! 

B i r t h  to  two years 

Two to seven yea rs 
Two t o  four years 
F our  to seven years 

Seven to  e leven years 

E le ven to fifteen  years 
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1 .  Preoperat ional S t a g e  

T h i s  p e r i o d  involves two s u b - stages of thou g h t . The 

p reconceptual period sees the commencement of the deve lopment 

of language and the ability  to carry out  actions 1 1in  his 

mind 1 1 • The c h i ld , for  examp l e ,  will search for his  t o y , 

which he knows in h i s  mind should  e x is t ,  

chai r .  

und er a cover or 

The i n t u i t i v e  thought period sees the child  growing in 

h i s  a b i l i t y  to conceptuali z e .  H i s  though t ,  lang uage , and 

a c t i o n s  are egocentric  d i s p l a y i n g  only one viewpoint - h i s .  

The child  s t i l l  i s  not  capable o f  d ecentration , conservation  

or reversib i l i t y  of thought . Prelogical thought  and 

s o l u t i o ns are evidence  of this peri od . ( For a further 

elaboration see p .  49a . . .  f f . )  

2 .  Summary o f  Stages  

Major chang e s  are 

d e v e lopmen t .  During 

evident i n  each stage 

the Sensorimotor S tage  

of  c o g n i t i ve 

the c h i l d  

d e velops from reflex a c t i v i t y  only  t o  i n t ernal representation  

and  s ol u t i on o f  problems via  s e nsorimotor actio n s .  The 

preoperational  c h i l d  advances from sensor imotor 

r e presentat i o n s  t o  prelogical thought  and solutions . During 

the Concrete Operations Stage the child  i s  able .to comprehend 

c o n c e p t s  such a s  conservation , s e r i ation , and classification  

a s  related t o  a concrete system  with reversib i l i t y  of 

thought a t t a i ned . Final ly , d u r i n g  the Formal Operations  

S t a g e  the  c o g n i t ive  structures  mature  and  the  

a dvances f r o m  l ogical solutions  o f  c o ncrete 

logical sol u t i o n s  of all  classes of prob l em s .  

Howev e r ,  absolutes  i n  t h e  stages  of 

development 

p r o b l ems t o  

c o g n i t i v e  

d e v e l o pment are n o t  p o s s ible . Each person , intera c t i n g  with 

h i s  environme n t ,  d e v e l o p s  individually  as the processes of 
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Preoperational Stage A Review 

I n  a review of Piaget ' s  stages o f  cogn i tive  development 

it  i s  i m p o r tant to maintain the a ppropriate p erspe c t i v e . A s  

stated  previousl y ,  the stages  of cognitive  develo pme n t  are 

not  the central c oncept in P iaget ' s  theory o f  devel o pment but 

are d e s c r i p t i o n s  of the s t r u c tu res which eme r g e  in the child 

as h e  progresses through l i f e  and is constantly  i n t e r a c t i n g  

with h i s  environme n t .  Mo d gi l  & Modgil ( 1 9 8 3 )  corroborate  

this  v iewpo int . 

I t  i s  perhaps appr o p r i a t e  to suggest  that the 
P i a g e t ian s t a g e  concept h a s  received imbalanced 
a t t en t i o n , to the d e t riment of other factors  in 
P i a g e tian the ory ( p .  5 ) .  

The d i scussion  of the preoperational stage  of development 

must be consid ered n o t i n g  the above s t a t emen t .  Piaget  

( 1 9 7 2 / 1 9 7 3 )  considered the preoperational s t a g e  o f  

development the o n e  o n  w h i c h  he had the least  amount o f  

informa t i o n . A s  will be d i s c u s s e d  in Cha p t e r  Six , Pia g e t  

p erceives  the l a c k  o f  i n f o rmation as stemming f r om t h e  

child ' s  inab i l i t y  to m a i n t a i n  conversation at such a young 

a g e .  T h e  v a l i d i t y  o f  P ia g e t ' s  statement i s  confi rmed b y  

Cowan ( 1 9 7 8 )  "The Preconcep tual substage  o f  -Preopera tion s 

is a n  und erresearched d e v elopmental period b y  Piaget and , 

u n t i l  v e r y  recently , by almost  everyone e l s e "  ( p .  1 1 3 ) . 

The  purpose  o f  this  review i s  t o  present  the p e r t i n e n t  

features  of t h e  preoperational  stage  of development in order 

t o  f ocus  t h i s  s t u d y  o n  the selected age  grou p .  The  

l iterature  was  re viewed t o  synthesize  the  i n fo rmation i n t o  a 

useful t o o l  for  ref erence when i n teracting w i t h  the young  

children  during the  clinical  interviews . 

The  imbalance o f  a t t e n t i on on P i aget ' s  s tage  theory a s  
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n oted b y  Modgil & Modgil  ( 1 983)  was reflected i n  t h e  

l iterature o n  the preoperational stag e .  Piaget ' s  perception  

o f  the lack  of i n f ormation and  Cowan ' s  s ta t ement on the lack 

o f  research was augmented by Modgil & Modgil  ( 1 97 6 ) : "The 

p reoperational s t a g e  has received l e s s  a tt e n tion than the 

s en s o r imotor stage '' ( p .  39 ) .  Not  o n l y  has there been a 

d earth o f  research o n  this  p e r iod of d e v elopment but  i t  was 

observed that t h e  sensorimotor stage recei ved greater 

a t te n t i o n .  This w a s  also  evident  w i t h  t h e  upper level  s t a g e s  

o f  Piaget ' s  s t a g e  theory e a c h  receiving  more attention than 

the preoperat ional s t a g e .  The research o n  the sensorimo tor 

s t a g e ,  w i t h  the child from birth to two year s ,  depended upon 

o bservati onal s t u d i e s .  The research on the concrete  

o p e ra t i onal  stage  and  the formal operations  stage  can  

abstract  i n forma t i o n  by the successful implementation of the  

c l inical  interview.  However , few studies  have  revealed that 

the child four-years old  and younger  could maintain a 

conversation  in the clinical  interview s i t u a t i o n  tha t allowed 

p e r t inent i nforma t i o n  to be abstracted  regarding the period  

of developme n t .  The present study w i l l  u t i l i ze the clinical  

i n terv iew w i t h  both  sub-stages of the pre operational period  

and  the results  will  be reported in  Cha p t e r s  Five and  S i x .  

The p reoperational period i s  mainly a transit ion s t a g e  

f r om a p r e domina t e l y  aut i s t i c  and egocentric  p e r i o d  of t h e  

c h i l d ' s  dev elopment t o  conceptual t h o u g h t  which is more  

apparen t  at the end of the preope r a t i onal  period . Cohen  

( 1 983)  r ec ognized t h a t  the preopera t i o n a l  child  deals with  

more complex situations  that demand a growing dis tance 

b etween h imself and  the world . The r a t e  of s peed of · h i s  

man i p u l a t i o n s  of h i s  environment are increased . The increase 

in speed  and  comp l e x i t y  are fundamental in enabling the child 
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t o  move through the stages  f r om sensorimotor t o  

preoperationa l .  The period which is characterized  b y  

symbolic a c t i v i t y  sees the c h i l d  d e v e l o p  symbo l i z a t i o n  and  

lan guage . The  child in his thinking does not  use logical  

o p erations b u t  is p erceptually o r i ented . A s  w i l l  b e  

emphasi zed later , the child cannot think from the particular  

t o  the  general  ( i nductive)  o r  from  the  general to  the 

p a r t i cular ( d ed u c t i v e )  but  thinks from the particular  to 

the particular ( transductive ) .  

The primary achievement of the preoperational child  is 

the emerg ence  o f  the ' s emiotic f u n c t i o n ' 

Mo d g i l  & M o d gi l :  1 9 7 6 ,  Ginsburg & Oppe r :  

( McNa lly : 1 9 74 , 

1 9 7 9 ,  and Vuyk : 

1 9 81 ) .  The  semiotic  function refers  t o  the child ' s  a b i l i t y  

t o  make a mental symbo l ,  a wo r d ,  or an object represent  

something that  i s  n o t  prese n t .  T h i s  i s  known a s  t h e  general  

phenomenon of  s i g n i f i c ation  or  mak i n g  one  thing  stand for  or 

s i gn i fy anothe r .  The first  thing  ( e . g .  mental imag e )  is 

denoted  as the signi f i er and the second thing ( e . g .  absent 

t o y )  a s  t h e  s i gn i f i c a t e .  The a b i l i t y  t o  d i f f e re n t i a t e  

between t h e  s i g n i f i e r s  and t h e  significates  i s  the key 

development i n  t h i s  peri od . 

Piaget considered  that there were five iden t i f i a b l e  

' representa t i v e ' p a t t erns which a p p e a r  a lmost simultaneously  

They  are  l i s t e d  in order  of comple xi t y :  

1 .  d e f e rred imita t j o n ,  
2 .  symbo l i c  pla y ,  
3 .  the d rawing of the graphic  ima g e ,  
4 .  t h e  mental ima g e ,  and 
5 .  verbal evocat ion . 

During the preconceptual substage  of the preoper a t i onal  

p e r i o d  the  semiotic  f unction i s  ma n i f es tated i n  the  following  

a c t i v i t i e s  ( G insburg  & Opper  1 9 7 9 ) : 



1 .  the u s e  of mental s ymbols - formation and 
mean i n g ,  

2 .  symbolic pla y , and 
3 .  l a nguage and reasoning . 
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G i n s b u r g  & Opper ' s  c l a s s if i cation  of the repre sentative  

patterns  concurs with Piaget ' s  l i s t i n g  w i t h  t h e  exception o f  

the d r awing o f  the graph i c  imag e .  The graphic image , by 

their  d e fi n i t i o n , would b e  classified under ano ther category  

of development .  

The  use of men tal  s ymbols is evidenced in deferred 

imitation  and the search f or a. hidden o b j e c t .  Mental 

s ymbols  enable the child to transcend or escape the 

c o n s t r a i n t s  o f  t i me and s p a c e .  The child ' s  symbols a r e  

p r o v i d e d  b y  internal imita t i o n  o r  accommodation . The child  

gives  meaning  to the s ymbols  and words and a s similates t h em 

to his  schemes of action . 

Symbolic  play represents  a large part  of the child ' s  

a c ti v i ty . Through the u s e  of symbolic play t h e  child is able 

t o  a s s i m i l at e  the external world with few accommo dations  and 

thus make an a d justment to  realit y .  U t i l i z i n g  this  scheme of  

action h e  can act out conflict situations for  a successful 

conclus i o n .  

T h e  t h i r d  a c t i v i t y  relates  t o  the devel o pment of 

language i n  the young c h il d .  One of the f i r st d e v elopments i n  

the p r e o pe r a tional period  i s  t h e  ab i l i t y  t o  u s e  w o r d s  t o  

represent  past  e v e n t s  n o t  j u s t  e v e n t s  i n  the p rese n t .  

Howe v e r , at the preconce p t ual substage the child ' s  words  

often  r e semble symbols a n d  are  pers onal and  i d i osyncra t i c . 

I n  the developme n t  of the child ' s  language thr ee t y p e s  

of reasonings  become a v a i l ab l e :  
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1 .  simple memory - the child  a p p l i e s  a previous 
experience to a current s i tuation , 

2 .  reasoning  to achieve goal - however thought 
d i s t o r t s  real i t y  i n  accordance  with desir e ,  

3 . trans d u c t i v e  - from particular  t o  particular . 

The language and thought of the preoperat ional c h i l d  

d e v e l o p s  noticably  f r o m  t h e  sensorimotor s t a g e .  Language 

q u i c k l y  becomes established in the preconcepts subs t a g e .  

Words u t i l i zed a t  t h i s  stage are personal and o f ten d o  not  

involve any socially  or culturally  shared mean i n g .  A s  the 

child ' s  e x pression of his  thinking through language i s  a n  

i n tegral and n e c e s s a r y  part of t h e  c l i n i cal interview a 

rev iew o f  the d i f f erences between v e r bal beha v i o u r ,  a s  

e v i d e n t  in t h e  preoperational stage , and sensorimotor 

b ehaviou r ,  a s  observed i n  the s e n s o rimotor stage is  

p e rt i n�nt to this  d i scu ssion . Thr e e  main d i f f erences are 

r ef e rred t o  by P i a g e t  i n  his w r i t i ng s :  

1 .  verbal pat t e rn s ,  capable of representing  a chain 
of actions  are more rapid than s e n sorimotor 
p a t t erns , 

2 .  language enables  the child ' s  thought  t o  range 
t ime and s p a c e  a n d  not be r e s t r i c ted t o  
the present ,  

3 .  thought ,  a s  expressed by lan g u ag e ,  can have the 
s imultaneous representation o f  all s tructural 
e l ements . 

' 

I n  the preconceptual substage the child ' s  first  verbal 
CA.r'<Z. 

p a t t erns A not  true r epresentations b u t  rather verbalisms 

s ymbolically  closer to an image than a concep t . The use of a 

class  w or d ,  for example ,  d o e s  not  mean he  understands t h e  

c l a s s .  

b etween 

Preconceptual thinking results  from an equilibrium 

a ssimilation  and  ac commo d a t i o n . A s  t h e  c h i l d  

progresses  t o  the i n t u i tive thought s u b s t a g e  he still ,  o n  the 

who l e ,  does not  p o s s e s s  any  c o nc e p t s .  

During the i n t u i t ive  thou ght  s u b s t a g e  the child e x t e n d s  
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and develops  the progress made d u r i n g  the preconceptual 

subs t a g e . Although the child i s  s t i l l  rather limited in his  

achievements h e  i s  able to give reasons for his  actions  and  

b e l i ef s .  The child ' s  thinking s t i l l  remains egocen t r i c  and 

his weakn e s ses i l l u s t rate that the c hild  is rou ted i n  

prel o g i c .  However,  the passage through the preo perational  

s tage  now b r i n g s  the child  to the thre shhold of o p er a t i ons 

and the next  d evelopmental  st a g e .  

Summary 

The main features of the child ' s  cognitive  devel opment 

d u r i n g  the p r e o p er a t i onal stage  are s ummarized by Cowan 

( 1 9 78 ) . For the purposes of t h i s  section  they have been 

organized i n t o  t h e  correspond i n g  s u b s t ag e s .  A s  i s  o f t e n  the 

case  when d i s c u s s i n g  Piagetian stage s ,  the child ' s  

d e v e l o pment i n  the early  i n t u i t i v e  substage i s  expressed i n  

te rms o f  what h e  is n o t  able to a c h i e v e .  

Preconceptual Substage  ( two t o  t h r e e  years)  

1 .  nonverbal  and verbal classif i c a tions : fluctu a t i n g ,  
p r i va t e ,  one-a t t r i bute-at-a-time grouping s ,  

2 .  reasonin g :  tran s d u c t i v e  - f r om particular t o  
p a r t i c u l a r ,  

3 .  Con servatio n :  inabi l i t y  t o  conserve quan i t i e s , 
numb e r ,  len g t h , or time 

4 .  Symbolic  pla y :  integral part of cognitve a c t i v i t y  

Early I n t u i t i v e  S u bstage ( four a n d  f i v e  years)  

The child  is not  able  to achieve  the  following concept s :  

1 .  c l a s s  i n c l u s i o n ,  
2 .  o n e  d imensional seria t i on , 
3 .  one-to- o ne number correspond e n c e ,  
4 .  conservation  o f  numbe r ,  q u a n t i t y  a n d  lengt h ,  
5 .  measu remen t ,  
6 .  hori zontal and vertical coordin a t e s , and 
7 .  c omplete  separation of t ime from spatial c u e s .  

The e a r l y  intu i t i v e  child i s ,  
s ta b l e  classes .  

however , able to form 
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Late I n t u i t iv e  S u b s tage ( si x  and seven years)  

The  
conce p t s : 

child  has new achievements i n  the fol lowing 

1 .  a ll-some class i n c l u s i o n ,  
2 .  · o n e  d imensio nal seriation , 
3 .  one-to-one correspond enc e ,  
4 .  v a c i l l a t i o n  between d i men sions  in conservation  

of numb e r ,  quan t i t y ,  and length , 
5 .  beginning  measureme n t ,  
6 .  beginning  conce p t i o n  of horizontal and vertical , 
7 .  s e paration of s p a t i a l  and temporal clues . 

T h e  child  
c l a s s i f i c a tion , 

does not  attempt tasks 
seriation , conserva t i o n ,  t i m e ,  

with two-way 
and s p a c e .  

T h e  summary o f  Piaget ' s  stages  of cogni t i v e  devel o pment 

in t h e  nex t section  will p o s i t i o n  the preoperational s tage  

within the total perspec t i v e .  The empha s i s  o f  the present 

s t udy i s  the preoperational stage  of developme n t .  The 

forego i n g  review of the pertinent features of the s t a g e  w i l l  

e nhance t h e  u nd e r s t anding  of t h e  c h i l d ' s  responses  during the 

clinical  interviews and the subsequent analy s i s .  
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a s similat i o n ,  accommodation , and e q u i l i b r a tion occur t o  form 

t h e  structural aspe c t s  of his thinking processes .  Thus the 

c o g n i t i v e  a c t i v i t y  o f  the child  i s  a n e c e ss i t y . 

According to P i ag e t , as the child progresses  through the 

c o g n itive-developmental s tages  o f  h i s  l i f e ,  he a c q u i r e s  

knowledge a n d  matures in his  thinking processe s .  The 

r elevance of this growing process to the s t u d y  of l i s t e n i n g  

f lows nat u r a l l y .  We must determine a n d  then explicate the 

g rowth of the l i s t e n i n g  process i n  r e l a t i o n  to the e x perience 

and growth of the i n d i v i d ua l .  I n  the  cogn i t i v e  developme n t  of 

the y oung child , l i stening  can be v iewed a s  one  part of the 

c omplex process of c o g n i t i v e  activ i t y . I t  is postulated i n  

t h i s  t h e s i s  t h a t  a s imi larit y  e x i s t s  b e t w e e n  the c o g n i t i v e ­

d evelopmental featu r e s  of knowlege a n d  o f  listeni n g .  

P i age t ' s  Structuralistic Perspective 

The theoretical  perspective for the investigation  of  the 

l i stening  process will be advanced b y  the consideration  of 

P iaget ' s  structu r a l i s t  per s p e c t ive . In the deliberation  of 

l i stening a s  a c o g nitive  a c t iv i ty , cogni tive-structural 

features hold a fundamental position . The general hypo t h e s i s  

i s  t hat l i s t e n i n g  shares similar cognitive-structural 

features a s  the d e v e l o pment of  knowl e d g e  and therefore may be  

c onsid ered' a s  a c o g n i tive act i v i t y . The further development 

o f  the the oretical perspec tive  b y  d i s cussion of these 

c og n i t ive-structural features is conducive to this a r g ume n t .  

The  cog n i t i ve-struc tu ral features are  ins trumental in the 

a nalysis  o f  the i nterview p ro t ocols i n  Chapter Five and a s  

o n e  of t h e  means o f  ana l y s i s ,  

f u r t her i n  Chapter F i v e . 

the features  are dissertated  
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1 .  Assimilation ,  Accommodation , and Equi libration 

Prior  t o  the dis cussion o f  Piage t ' s  s t ructuralism in  

genera l ,  i t  

assimilation ,  

i s  necessary t o  outline the concepts  of  

ac commodation,  and equilibration.  These  three 

conce p t s ,  i nhe rent in Piage t ' s  cognitive-deve lopmental 

theory , p lay an  integral part in  s t ructuralism.  

Assimilation  i s  the incorporation  of new stimulus events 

o r  experiences , from an interac t i o n  with the envi ronment , 

into  an existing system o f  cognitive s t ructures . 

Assimilation  i s  responsible for  the growth of  the s chemata.  

I f  a s timulus event cannot b e  assimilated then two 

o p t i ons are available - either t o t a l  rejection of  the event 

or acc ommodation .  Accommodation  is  the  agent for  change in  

the  schemata or  cognit ive s tructures .  Accommodat i o n  invo lves 

the changing of the cognitive s tructure in  order  that 

assimilation  u ltimately becomes possible . 

e x i s t s  between assimilation and a c c ommodation ,  

When a balance 

resulting in 

an adjus tment to the social  and physical environment s ,  the 

process  of equilibration has occurred .  

Piaget ( 1 975/ 1 977 , 1 974/ 1 980 ) d iscussed  the  process  of  

equilibration  in  relation  to the three levels o f  assimilation  

and  accommodation .  The three levels o f  ass imi lation  and 

accommodation  have three corresponding levels of  equ i l ibrium 

( s e e  Figure 8 ) .  The considera t i o n  o f  the equilibration  o f  

cognitive s t ructures i s  critical  t o  the understanding o f  the 

development of knowledge and w i l l  be demons t rated to be the 

main consideration  in  the process  o f  listening.  
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Leve l s  o f  Equ i l i b rium 

1 .  Equili brium between the i n t e rnal e l ements of the 
system - the a s s i m i l a t i o n  of the o b j e c t  to the 
sub j e c t ' s  s cheme of a c t i o n  and the ac commo d a t i o n  
of t h e  s c heme o f  a c t i on t o  t h e  o b j e c t .  

2 .  Equi l i brium between the i n t e ra c t i ons between 
sub-syst ems - the r e c i p r o c a l  a s s i m i l a t i o n  and  
a c c ommoda t i o n .  

3 .  Equilibrium between d i fferentiat i o ns a n d  i n t e ­
grati ons between t h e  sub-systems and t h e  t o ta l  
system - the r e l a t i o n s  u n i t i n g  the sub-systems 
and the total s y s t e m .  
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F u r t h e r  d i s c u s s i o n  o n  a s s i m i l a t i o n and a c c ommodation and 

equi l i b r a t i o n  i n  relation  t o  t h e i r  func t i ons in the  analy s i s  

of the  int e rview pr o t o c o l s  is presented i n  C h a p t e r  F i v e .  

Howeve r ,  the implicit  nature o f  these three p r o c e s s e s  t o  

Piag e t ' s  s t ruc turalism i s  impor tant . 

2. C h a r a c t e r i s t i c s  o f  S t ru c tu res 

Piagel ( 1 9 68/ 1 97 1 ) d e f ined s t ructure a s  a system of 

transfo rmati ons  which was enriched o r  preserved by the  

interp lay o f  its  own t ransformational  laws . Further  to this  

defi n i t i o n  i s  the  c l a r i f i c a t i on that the  i d e a  of  s t ructure 

involved three key idea s :  ( a ) the i d e a  o f  wholeness , ( b ) the 

idea o f  t ransforma t i o n ,  and  ( c ) the i d e a  of s e l f - regula t i o n .  

B e f o r e  d i s c u s s ing the i nd i v i d u a l  i deas  o f  s t ructure a 

d i f f e r e n t i a t i o n  between the two types o f  s t ructure - open and 

c l o s e d  i s  need e d .  B r i e f l y ,  Piaget considered  the 

chara c t e r i s t i c s  of c l o s e d  s t ru c t ures or l o g i c o-mathema t i c a l  

structures  to be non-te mpo r a l  t ra n s f o rma t i o ns , c lo s u re and  

" p e r fe c t "  regu lati ons . On the o t h e r  hand the chara c t e r i s t i c s  

o f  o p e n  s t ructures are c o n s i d e r e d  

t ra n s f o rma t i o ns , openness to the 

t o  b e  temporal 

environme n t ,  and  

autoregulation  by  ant i c i p a t i o n  and feedback.  Vuyk ( 1 981 ) 

e l a b o r a t e s  further on the  openness a n d  c lo s edness of 
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structures and the pursuant di fficulties o f  differentiation .  

The  open  s tructure clas s i fication  evident in  l inguis tics , 

socio logy , 

listening.  

and psychology i s  pertinent t o  the  s tudy of  

Piage t ,  from a bio logical  bas e ,  initially took  

the no t i on of  s t ruc tures as  " open" but when inves tigating 

mathema t i c s  and logico-mathemat ical  structures which a re 

" c losed"  he  reversed his p o s i t i o n .  Further considerations  

once  again saw Piaget taking the position that s t ructures 

were " o pen"  but with the qua lification  that the system ,  

though open ,  would  always strive  for c losure . 

even 

2a.  The  Idea  o f  Wholeness 

Wholeness di fferentiates  the s t ruc ture from the e lements 

which define i t .  The e lements are acknowledged but are 

subordinate to the laws of compos i t i on which relate them. I t  

i s  in  t erms o f  these laws that the s t ructure a s  a whole  o r  as  

a system i s  defined .  

that of  meaning. 

Implicit  to the idea o f  wholeness i s  

Meaning can b e  considered t o  b e  mapped 

within the s t ru c ture.  The meaning , with the laws o f  

compo s i t i o n  o r  relation,  i s  found i n  the relationships o f  the 

elements w i thin the struc ture . 

2 b .  The I dea o f  T ransforma t i o n  

T h e  second characteristic  o f  s t ruc ture , 

is used  in  Piage t ' s  definition  o f  struc ture , 

transformat i o n ,  

h owever the 

' idea of transformation ' refers t o  the sets  o f  rules or  the 

operations which change the s tate  o f  the s t ructure . The 

transformations are o f  two kinds .  The f i r s t  is a 

trans formation  

obj e c t .  The 

where the operation  changes the s t a t e  o f  

second refers t o  the trans forma t i o n  o f  

the 

an 

opera t i o n  or t o  an opera t i o n  on operations . Central  to the 

idea of t ransfo rmation i s  the need t o  inves tigate  the 

rela t i o n  between trans formation  and formation  or  
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t ransformat i o n  and origin.  Piaget searched for  an 

understanding o f  the genesis  o f  knowledge . The idea of  

t ransforma t i o n ,  as a key  component o f  s t ructure , is partially 

responsible  f o r  advances in  this  area.  

2 c .  The Idea o f  Self-Regulation  

The features o f  self-regulation are  s e lf-maint enance and 

c losure . S e l f-maintenance i s  the active involvement o f  a 

person at his  own level o f  compe tence . C losure means 

c ompleteness and being closed  to modification to safeguard 

the meaning w i thin the s tructur e .  P roperties of conservation 

and stabi lity  of boundaries  i ndicate the s e l f- regulatory 

aspect  o f  s tructure . The s triving o f  s t ructure for  

" c losednes s "  obviates the p o s sible objection  that  Piaget 

considered s t ructures to be " o pe n " .  Even though Piaget was 

primari ly c oncerned with mathematical  or logical s t ructure s ,  

he  indicated that s e lf -regulation  in  lingui s t i c , s o c i ological  

and  psychological  s t ructures and  s o  on will  unfold  in  t ime 

regardless o f  the fact that t ransformations i n  thes e fields  

are  not operational  in  the  s t r i c t e s t  sens e ,  due  t o  a partial  

lack o f  reversib i lity inherent i n  operations on mathematical  

s t ructure s .  "Transformati o n  laws of  this kind  [ non­

mathematical  s t ructures ] depend upon the interp lay o f  

anticipation  and correction"  ( Piaget 1 9 68/1 9 7 1 : 1 6 ) unlike 

mathematical  struc tures where a n  operation i s  the "perfect"  

regulat i o n ,  excluding erro rs before they are made . 

3 .  Procedures 

Vuyk ( 1 981 ) discusses a more recent aspect  o f  the 

s t ructura l i s t  perspective . The term " procedure " has been 

used by I nhelder  a Piaget ( 1 97 9 )  ( English t rans lation  not 

availabl e )  and c i ted by Vuyk to describe " the mechanisms 

used ,  step  by s t e p ,  by t h e  s u b j e c t  in  o r d e r  t o  a t t a i n  a 
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s p e c i f ic cognitive  g o a l "  ( p .  58 ) . Procedures are l i m i t le s s  

d u e  to mu l t i p l i c a t i o n  a n d  d i v e r s i f i c a t i o n  a c c o r d i ng t o  t h e  

number o f  d i f f e rent g o a l s  a n d  t h e  paths by which they c a n  b e  

a t t a ined . The process  fol lowed sees  the procedures  being 

imp lemented one  after  the o t h e r ,  a t t a i ning sub-go a l s  u n t i l  

t h e  final g o a l  i s  reached . The mu l t i p l i c a t i o n  of p r o c e d u re s ,  

the  use o f  o l d  p r o c e du res , the a d j us tment o f  o l d  p r o c e dures , 

the searching f o r  new procedure s ,  and the d i v e r s i t y  o f  the 

proc edures enlarge the power of the sub j e c t . 

Procedures are c l osely r e l a t e d  t o  logic o-mathema t i c a l  

s t ruc tures to the p o i n t  that Piaget and Inhe l d e r  sugge s t  

that procedures and s t ructures are mechani sms which f o rm the 

o p p o s i t e  p o l e s  o f  the a t t a inment o f  c ogni t i v e  goals . 

Howev e r ,  the f i e l d  o f  inquiry i n t o  which l i s tening f a l l s  i s  

psycholog i c a l ,  meaning that the s t ructures a r e  open and 

tempora l .  The n o t i o n  that p r o c e dures are a l s o  open and  

tempora l  p o s s i bly infers  that  the  d i fferent i a t i o n  of  the  

c h a ra c t e r i s t i c s  o f  logico-mathema t i c a l  s t ru c t u r e s  and  

p r oced ures may be an a t t e mp t  a t  the uniting of open and 

c l o s e d  s t ru c tures or  the uniting of logico -mathem a t i c a l  and 

psychological  s t r u c t u re s .  

4 .  Importance of the Structura l i s t  Perspective 

The s t ructura l i s t  perspe c t ive  can be c o n s i d e r e d  a method  

of  inquiry mak ing p o s s i b l e  the  discovery o f  inter-

r e l a t i o ns h i p s  among observed behavioural phenomena .  C od d  

( 1 980 ) d e p i c t e d  s t ru c turalism  and  i t s  importance a s  a method  

o f  inquiry a s  f o l lows : 

I t  i s  a perspect ive which , when applied i n  the 
rea lm of s o c i a l  science , presc ribes c e r t a i n  o p ­
era t i o ns o r  ways o f  working o n  data  such that  
the s t ruc tura l components and  underlying r e l a t ­
ionships within t h e  phenomena , whether comprised  
of [ s i c] kinship  rela t i o n s , language , myth s ,  



thought s  o r  dreams , whether mani fested at the level 
of  individual behaviour ,  s o c i a l  ins ti tutions o r  cul­
tural systems , can be mapped and unde rstood  i n  for­
mal  and symbo l i c  terms. The  s t ructu res so  revealed 
provide a set  of categories and abstract rules 
in t erms o f  which the obse rved phenomena can be 
interpreted and unders tood ( p .  2 4 ) .  
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Piaget ' s  s t ructuralistic  perspe c t i ve i s  important t o  

this  s tudy.  Listening , as a c ognitive activity ,  needs t o  be 

placed in a stru ct u ralistic  pe rspective .  The i deas o f  

wholeness , t rans fo rmation,  and s e lf -regulation must be 

evidenced i n  listening not only for the process but for the 

identification  of  s t ructures which become the explanat o ry 

force  for  any d i scussion o f  l istening proces s e s .  

5 .  Genetic  Epistemology and Lis tening 

Piaget ' s  genetic  epistemol ogy , a s cience of studying the 

condi tions that make the development of knowledge possible  

(Vuyk 1 98 1 : 3 )  o r  the theory o f  c ogni tive developmen t ,  and 

the study o f  the processes o f  li stening need to be united 

theoretica lly .  The aspects o f  function,  s t ructure ,  and 

content and their  relation to lis tening as a c ogni tive 

a c t i vity is being investigated i n  this  the s i s .  

The term  func t i on refers t o  the processes which remain 

stable  and c ontinual throughout  c ogni tive deve lopment at any 

particular  stage.  The main functi ons are , 

desc ribed , assimilation and acc ommodation  

as  previ ously 

and their  

equi libration .  C ontent refers t o  the  observable behaviours 

or specific  actions that reflect  intellectual  a c t ivity.  

S tructure , as  the  base of  intellectual  development , refers to 

the inferred organi zational prope rties , the laws o f  

compo s i t i o n ,  w i t h  the inherent concepts o f  wholeness , 

t ransforma t i o n  and s e l f-regulation .  

The importance o f  s t ructure i s  noted  by  Flavell  ( 1 96 3 ) .  
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H e  s t ated that  a d e t a i led theory o f  i n t e l l ectual  d e v e l opment 

was impos s i b le w i thout  the concept  o f  s t ructure which was the 

bridge process  between the invariants  of fun c t i o n  and the 

variants of content  exhibited in s p e c i f i c  a c t i o n s . C o d d  

( 1 98 0 :  1 45 )  i l lustrated  the r e l a t i onships  of the c o n c e p t s  o f  

cogni t i on ( F i gure  9 ) .  

Figure 9 

M o d e l  o f  A c t i ve C ogn i t i on 

C O NTENT 
( S pecific  A c t i o n s )  

T 
l STRUCTURE j 

I � 

FUNC T I O N  
A s s i m i lation and A c c ommo d a t i o n  

T 
l ENVIRONMENTAL DEMANDS I 

The s t arting p o i n t  for any c o g n i t i v e  development i s  the 

d e mands p l a c e d  upon the sub j e c t  by the environment whether 

s o c i a l  o r  physi c a l .  The s u b j ec t ' s  responses t o  these 

environme n t a l  demands through the  func tions of a s s i mi l a t i o n  

and/or a c c ommoda t i o n  and t h e i r  inc reasing e q u i l i b r a t i o n  

fina l ly l e a d  to their eventual  i nt e rna l i z a t i on and the 

fo rmat i o n  of s t r u c t u r e s .  

The c o gni t i v e s t r u c t u r e s  a s  f o rmed through 

t ransfo rma t i o n s  caused by the i n t e ra c t i on o f  the s u b j e c t  and 

h i e  environments do not bel ong to the s u b j e c t ' s  c o n s c i ousness 

but to h i s  operati onal behaviour  o r  purposive a c t i ons . 
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Piaget  s t a t e s  that s t ructures a r e  n o t  observable but  are 

located  at levels  reached only b y  reflect ive a b s t r a c t i o n .  

S t r u c t ures a r e  the qual i fying feat ures o f  the subj e c t  acting 

upon or experi encing the phenomenon i n  ques t i o n .  

T o  e x p l a i n  cognitive p r o c e s s e s  and s t ru c t u r e s  i t  i s  

neces sary t o  observe the s t ru c tures i n  r e l a t i o n s h i p  t o  

content  and func t i o n .  I t  i s  the s t ructure which d e t e rmines 

what a c t i o n s  as s e en i n  the  c o ntent are p o s s i b l e  f o r  the 

s u b j e c t  at his particular s t age o f  development . The h o l i s t i c  

s t ru c t u ra l i s t  perspect ive w i t h  i t s  view o f  the i n t e g r a t i o n  o f  

o b s e rvable e l ements of the phenomenon i n t o  unders tandable 

patterns makes possible  i n t e rp r e t i ve frameworks based  upon 

the man i f e s t a t i o n  o f  thought a s  evidenced i n  the s u b j e c t ' s  

a c t i ons . The a c t i o n s ,  t h e  pro t o c o l s of t h e  c l i n i c a l  

i n t e rview , provide f o r  a n  analys i s  o f  t h e  cogni tive processes  

o f  l i s t e n i n g .  

6 .  Summary/Impli c a t i o n s  

P i a g e t  d e s c r i b e d  s t ructura l i s m ,  n o t  as a d o c t r i n e  n o r  a s  

a p h i l o s o phy , b u t  e s s en t i a l l y  a s  a m e th o d .  I t  i s  a method o f  

inquiry which integrates other  methods o f  inves t i g a t i o n .  The 

' I power of the method lies  in the d i s c o very o f  s t ru c tures 

resulting in the d i s covery of the  phenomena , i n  t h i s  case 

l i s tening i ts e l f .  

The theore t i c a l  perspe c t ive  d i scussed i n  t h i s  chapter 

ha s ,  i n  fa c t ,  given a preview o f  the analys i s  c on ta i ne d  i n  

C h a p t e r  F i v e .  I f  listening i s  t o  b e  considered a c ognitive  

activity then it  must  p o s s e s s  c o gni t i ve-structural  features 

s i milar  to those for the d eve lopment of knowledge . The 

process of the equilibration  of the c ogni tive s t r u c t u res o f  

l i s tening , i n  order  to c o n t r i b u t e  t o  the und e rs t anding o f  the 

listening proces s ,  presup p o s e s  s t ru c t u re s .  The evidence  f o r  
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the cogni t i v e - s t ru c t u r a l  features o f  lis tening must f i r s t  b e  

d e t e rmined by a n  examination o f  the c o ntent o f  l i s t e n i n g ,  the  

int e rview p r o t o c o l s .  Thus the t h e o r e t i c a l  pers p e c t i v e ,  a s  

o u t l i n e d ,  i s  t h e  i l lumina t o ry fac tor i n  t h i s  s t u d y  o f  the 

l i s t ening proc ess . 

C h o i c e  o f  M e t h o d  

I n t r o d u c t i o n  

The method  chosen for this  s t udy of l i s t e n i ng as a 

cogni t i ve a c t i v i ty was the c l i n i c a l  i n t e rv i e w .  The c l i n i c a l  

i n t e rview was u s e d  e x tens i ve l y  by Pia get and h i s  

c o l laborat o r s .  Piaget  u t i l i z e d  h i s  c l i n i c a l  interview method 

i n  the study of language and thought ( 1 9 2 6 / 1 926 ) , phy s i c a l  

causality ( 1 92 7 / 1 930 ) ,  number ( 1 9 4 1 / 1 9 52 ) ,  m o r a l  j u dgment 

( 1 9 3 2 / 1 965 ) , t i me ( 1 92 7 / 1 969 ) ,  c onsc i ousness ( 1 9 7 4 / 1 976 ) ,  

and success  and understanding ( 1 9 7 4 / 1 978) to name but a few.  

I t  was important t o  e s t a b l i s h  that the preferred method 

was the one which would produce the  best  p o s s i b l e  answers to 

the research questions  i d e n t i f i e d  in Chapter One . Once the 

rela tionship was veri fied , the  research questions and the 

ch o i c e  of method  could  be u t i l i z e d  in  the forma t i on o f  the 

t h e o r e t i c a l  framew o r k s .  I t  i s  important t o  n o t e  that the 

c l i n i c a l  m e t h o d  emp l oyed  by P i a g e t  is flexible and  has the 

a b i l i t y  to c o v e r  a w i d e  c on t e n t  a r e a .  

C o mparison of  Test  M e t h o d, Pure O b s erva t i on, 
and C l in i c a l  Me thod 

The methodo l o gy for inve s t i gating the research problem 

was s e l e c t e d  from among three d i s t i n c t  meth o d s .  Other  

researchers ( e . g .  C owan 1 978 ) have expanded Piaget ' s  

( 1 9 2 6 / 1 9 2 9 ) c l a s s i f i ca t i o n  o f  c h o i c e s  into four  o r  more 
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approaches but the basic choice  s t i l l  remains between the 

t e s t  method ( experi men ta l ) ,  pure observation  or the c l i n i c a l  

m e thod . A s  noted above , Pia get u t i l i z e d  the clinical  method  

f o r  many years  in  i nves t i gating many areas  o f  the  chi l d ' s  

c ogni t i o n .  The j u s t i f i c a t i o n  o f  the c l i n i c a l  method a s  the  

most  advantageous method  f o r  the i nv e s t i g a t i o n  of lis tening 

as a cognitive a c t i vi ty is the p r i mary c oncern o f  t h i s  

s e c t i o n .  

1 .  T h e  T e s t  ( Experimental ) Method 

The test  m e t h o d  is d e s i gned so a s  t o  ensure that the  

research question and  the conditions  of  the  experiment or  

test  a r e  maintained i n  the same f o rmat  f o r  each sub j ec t .  T h e  

data  f r o m  the t e s t  a r e  t h e n  qua l i t a t i ve l y  a n d  quant i t a t i vely 

analysed  s t a t i s t i c a l ly to produce the results  and  d e r i v e  the  

c o n c l u s i o ns . 

The test  m e t h o d  i s  parti cularly u s e f u l  for d i agno s i s ,  

f o r  example , a s t a n d a r d i z e d  test  o f  reading achiev emen t .  

A l s o , the s t a t i s t i c s  generated by an expe rimenta l d e s i g n  

provide  u s e f u l  i nf o rm a t i o n  f o r  gene r a l i z a t i ons i n  the  f i e ld 

o f  inqu i ry .  

Piaget  ( 1 92 6 / 1 9 2 9 ) saw two d e f e c t s  o f  the test  method  o f  

inves t i g a t i o n .  The f i r s t  w a s  the i ns u fficient  a n a l y s i s  o f  

the r e s u l t s .  The main d rawback i s  t h e  lack o f  context  d u e  t o  

the s t e re o typed c o n d i t i o n s  o f  the t e s t ing o r  expe rimental  

s i tu a t i o n .  The mental c ontext i s  i mportant because i t  

i nc l u d e s  the ch i l d ' s  s p ontaneous i n t e re s t s  a n d  a l s o  the 

primitive  rea c t i ons  of the c h i l d .  A l s o ,  the " s t e r i l e "  

c o n d i t i o n s  o f  the t e s t  method c o u l d  inhib i t  t h e  chi l d ' s  

p e r f o rmanc e ,  he being removed from h i s  fami liar  s u r round ings . 

The clinical  m e th o d ,  a s  used  i n  t h i s  s t u dy o f  l i s t en i n g ,  

obvi a t e s  this c oncern a s  the c h i l d  was i n t e rviewed i n  
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fa m i l i a r  s u rroundi ngs in h i s  p res c h o o l .  

T h e  s e c o n d  d e f e c t  is t h e  m i s representa t i o n  o f  t h e  natura l 

mental  i n c l ination of the  c h i l d  again due to the rigidity o f  

the t e s t  me t ho d .  The c l i n i c a l  method i s  not rigid  and 

evolve s  a round the responses  of the c h i l d  such that a more 

accurate picture  o f  the ch i l d ' s  mental inclination is  

a t t a i ne d .  Thus the i nv e s t i g a t i o n  of l i s tening u s ing the  

c l i n i c a l  method  can overcome both defects  o f  the  test  meth o d . 

2 .  Pure Observation 

Pure  observat i o n ,  o r  natural  o r  d i r e c t  o b s e rva t i o n ,  i s  

the s e c o n d  method  und e r  c o n s i d e r a t i o n .  T h e  researcher is a n  

unobtrusive o b s e rver and c o l l e c t s  h i s  d a t a  w i t h o u t  d i r e c t  

i n t e r a c t i o n  w i t h  the sub j e c t s .  The s i gnificance o f  p u re 

o b s e r v a t i o n  

p o i n t  f o r  

is 

the 

that pure o b s e rvation is the main 

formu l a t i o n  of a research problem 

develo pment o f  an  appropri a t e  research des i gn . 

P u re observation a l s o  h a s  i t s  shortc omings . 

s ta r t i n g  

and the 

The m e t h o d  

is t e d i o u s  a n d  i s  unable t o  guarantee t h e  q u a l i t y  o f  the 

r e s u l t s  becau s e  the quantity of data is l i m i t e d  due to t h e  

d i f f i c u lty o f  o b s e rving a number o f  c h i l dren under the s a me 

o r  s i mi l a r  c on d i t i ons . S e c o n d ly , Piaget consi dered the  

chi l d ' s  i n t e l lectual egoc ent r i c i ty an o b s t a c l e  t o  the  

reve l a t i o n  of a child ' s  thought processes . The c ommuni c a t i o n  

o f  t h e  whole o f  the c h i l d ' s  though t  i s  n e i t h e r  a t tempted by 

the c h i l d  n o r  is it w i t h i n  the c h i l d ' s  �apabili t i e s . 

C ompounding the d i f f i c u l t i e s  i n  pure observation  i s  the  

quandary of d i s t inguishing between the c h i l d ' s  p lay and  h i s  

b e l i e f s .  

3 .  T h e  C li n i c a l  Method 

The c l i n i c a l  method  i s  a t e chnique for analysing the 

qua l i t i e s  of the thought p r o c es s e s , i n  this  case the young 
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child ' s  thought p roces s e s ,  that invo lves a question  o r  a 

problem to be s o lved by the s u b j e c t  and s ome i n t e rac t i o n  

with  h i m  regarding the p r o c e s s  and reasoning involved i n  the 

s o l u t i o n  of the problem o r  ques t i o n .  

A c c o rding to Beard ( 1 9 6 9 )  t h e  c l i n i c a l  method is a 

means o f  seeking reasons f o r  children ' s  b e l i e f s  and o p i ni ons . 

The i n t e rview invo lves conversations  with  each chi l d  and each 

one d i f f e rs acc ording t o  the  replies  gi ven by the c h i l d .  The 

value o f  this method is that there i s  neither right n o r  wrong 

a s s o c i a t e d  with  the reply.  Thus the quality of thinking can 

be  a s s e s s e d  in  each ca s e ,  regardless  o f  the c h i l d ' s  respons e .  

P i a g e t ,  hims e l f  d i d  not e laborate  dee ply upon h i s  

c l i n i c a l  meth o d .  The m o s t  d e t a i l e d  explana t i o n of h i s  method 

was cont ained in 

( 1 92 6 / 1 92 9 ) .  Piaget 

The C h i l d ' s  C o ncept i o n  of t h e  W o r l d  

( 1 9 2 6 / 1 9 2 9 )  c l ai med t h a t  t h e  c l i n i c a l  

interview unites  "what i s  most  expedient i n  the methods o f  

t e s t  ( experimentation ) a n d  o f  d i re c t  observation  wh i ls t  

avoiding their respec t i v e  d i s advantages"  ( p .  7 ) .  P i aget 

likened the c l i n i c a l  method t o  the experimental method i n  the  

s e n s e  that there i s  a problem and  hypothe s e s , and  that  the  

hyp o t h e s e s  are c o n t r o l l e d  by  t e s t ing them  against  the  

reac t i ons o f  the child  w i t h i n  the int e rview s i tuat i o n .  The 

s i m i l a r i t i es to pure o b s e rvation  a r e  that the  pract i t i o ner  

a l l o ws h i ms e l f  t o  be led  while  a lways i n  control  and takes 

into  a c c ount the mental context o f  the child and thus he is  

n o t  a v i c t i m  o f  systema t i c  e r r o r .  

T h e  purpose of t h e  c l i n i c a l  i n t e rview i s  t o  s e e k  

emp i r i c a l  evidence t o  verify o r  

c o n j un c t i ons made by the  reseacher.  

refute  

The 

theore t i c a l  

underlying 

th e o r e t i c a l  frameworks a r e  important t o  the success of the 

c l i n i c a l  interview.  Howe v e r ,  Piaget  ( 1 9 2 6 / 1 9 2 9 ) cautione d :  



• • .  the clinical  examinat i on is also  dependent on 
direct  obs erva t i o n ,  in the sense that the good prac­
t i t i oner lets himself  be led , though a lways in  con­
t ro l ,  and takes account of  the whole  of  the ment a l  
cont ext , instead of  being t h e  victim  o f  'sys temat i c  
erro r ' a s  s o  o f t en happens t o  the pure experiment e r  

(p .  8 ) . 
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Two main points  arise  from the above cau t i o n .  F i rs t ,  

the interviewer must always be aware that  during the 

i nterview there is a poss i b i l i ty that ques t ioning may lead 

in an a l t e rnat ive di rection  from the original because of the 

volatile  mind of  the young c h i l d .  Second , the consideration  

of  the  mental  context  will  enable  the researcher not  only to  

be  a t tuned t o  a l te rnative l ines o f  questioning but  a lso  when 

i nterpreting the data to compose a fuller  picture  o f  the 

child ' s  thinking proces s .  

Codd  ( 1 98 2 )  i nt e rpre ted  the  c linical i n terview as  a 

fo cus on what a child  can d o  i n  a specific  s i tuation  o r  

context .  The considerations taken into  account are  not  only 

overt  behaviour and i t s  environme n t ,  but more impor t a n t ly the 

t o tal mental context in  which behaviour can be  i n t e rpreted ,  

not  mere ly as  a respons e ,  but  as  an a c t i on . This 

interpre t a t i on o f  the c linical  method supports  the  

inves tigation  of  l i s tening as a c ognitive activity i nvo lving 

higher processes of thinking w i thin a total  mental  contex t .  

Thus a simplified  picture  o f  the procedure f o r  a 

clinical  i n t e rview can be outlined  in  step  forma t :  

1 .  The theoretical  framework i s  pre-determine d .  
2 .  S t i mulus s i tuation  i s  o rgan i z e d .  
3 .  The s t i mu lus s i tuation  i s  presented to  the 

sub j ec t .  
4 .  Subject  responds t o  the  task and o n  the  basis  o f  

the response the int erviewer w i l l  ask a ques t i o n ,  
pose  a variation  o f  the problem,  o r  a l t e r  the  
s t i mulus s i tuation t o  delve deeper than  the  
initial  respons e .  



5 .  The  intervie wer w i l l  c on t i nu e  one-to-one w i t h the 
c h i l d  and the que s t i o n -response-ques tion-response  
s e quence w i l l  continu e  with  the necessary 
a l t e ra t i o n s  t o  the s t i mu lus s i tua t i o n  unt i l  the 
i nt e rview has reached i t s  end . 

6 .  Each a l t e r a t i o n  o r  m o d i f i c a t i o n  t o  the original  
s t imulus s i tuation has  t o  be made i n  l i ght of  
the  t h e o r e t i c a l  framework o r  working hypothes i s .  

7. N o t  a l l  s u b j e c t s  w i l l  receive  the same i n t e rview 
due to the m o d i f i c a t i o n s  but  the i n i t i a l  o r  
s ta r t ing s i tuation w i l l  be identical  f o r  each 
s u b j e c t .  
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The s p e c i f i c  fo rmat f o r  t h e  c l i n i c a l  i nt e rview u s e d  t o  

inves t i ga t e  the process  o f  l i s tening is presented i n  Chapter 

Four . The  develo pment o f  the  s t imulus s i tuations and the 

des ign and f o rmat of this p a r t i c u l a r  s tudy are the t o p i c  o f  

the next  chapter.  

The necessary skill  o f  the  i nterviewer was  s t a ted  by  

Piaget  ( 1 9 2 6 / 1 9 2 9 ) : 

The s k i l l  o f  the pra c t i t i oner  c o n s i s t s  n o t  i n  making 
h i m  [ the sub j e c t ] answer q u e s t i o n s  but i n  making h i m  
talk f re e ly a n d  thus encouraging t h e  f low of h i s  
spont aneous tendencies i n s t e a d  o f  d i v e r t i ng i t  i n t o  
t h e  a r t i fi c i a l  channels  o f  s e t  question  and answ e r .  
I t  c o n s i s t s  o f  p lacing every symptom i n  i t s mental  
context  rather  than abst rac t ing i t  from  i t s  c o n t e x t  

( p .  4 ) . 

R a t i o na l e  f o r  C l i n i ca l  Method  

The consideration  of the  e q u i l i b r a t i o n  o f  the  c ognitive  

s t ructures of  l i s t ening requires  a methodology which w ou l d  be 

c onducive t o  the theore t i c a l  perspective  developed  in the  

earlier  s e c t i on of  this chap t e r .  The method would need t o  be 

able to demons t r a t e  the c o g n i t i v e - s t ructural  f e a t ur e s  of 

l i s tening , also to be used  t o  d i s c u s s  the three l e v e l s  o f  

equi l i b r a t i o n ,  and t o  b e  a b l e  t o  i d e n t i fy l i s t e n i n g  a s  a 

cogni t i v e  a c t i v i t y  with s i mi l a r  features to the d e v e l o �ment 

of knowledge . 

The pure o b s e rv a t i o n  and experimental approaches have 



• 

6 5 .  

exhi b i t e d  deficiencies  i n  t h e i r  ability  t o  d e lve beneath the 

c h i l d ' s  surface responses and  to reveal the tho ught p r o c e s s e s  

of t h e  young c h i l d  necessary to fulfil  t h e  requirements o f  

the s e le c ted methodology.  The  advantages o f  the  c li n i c a l  

method a n d  the  observed success  o f  P i a ge t ' s  many studies  

resulted  in the  choice  of  the  c l in i c a l  method  f o r  the  study 

o f  l i s tening a s  a cogn i t i v e  a c t i v i t y .  

A d vantages a n d  c a u t i ons g o  hand-in-hand w i t h i n  t h e  

c l i n i c a l  meth o d .  Piaget ( 1 92 6 / 1 9 2 9 ) warne d :  

I t  i s  s o  hard not t o  talk  t o o  much when questi oning 
a c h i l d , especia l ly for a pedagogu e !  I t  i s  so hard 
n o t  to be sugges tive ! ( p .  9 ) .  

With  younger chi l d re n , such as the three-and four-year 

o l d s  used in this s tudy , it is  e a s i e r  to a v o i d  the temp t a t i o n  

t o  be sugge s t i v e .  T h i s  i s  due t o  t h e  l i m i t e d  t i m e  a y oung 

c h i l d ' s  a t t e n t i o n  can be maintaine d .  The i n t e rviewer must be 

c o gni zant  of this length of time and must  a d j u s t  h i s  probes 

a c c o r d ingly to  obtain the  o p timum info rma t i o n  from the chi l d .  

Another fac t o r  o f  the balance o f  sugge s t i ve and non-

sugges t i ve p robes i s  the area under inves t i g a t i o n .  

Sugge s t i o n  may b e  more o f  a p i t f a l l  i n  t h e  inves t i ga t i o n  o f  a 

mathema t i c a l  c oncept than f o r  the inve s t i ga t i on o f  s u c c e s s  • 

C od d  ( 1 979)  sugge s t e d  that the obvious  non-sugge s t i ve 

probes  such as "Why ? "  needed t o  be augmented w i t h  more 

' s e l e c t i ve ' probes which would  d i r e c t  the  c h i l d ' s  responses 

towards the theore t i c a l  frameworks d e v e l o p e d  b e fore the 

interviews . The hyp o t h e s i s  was p r e - d e t e rmined and the 

c l i n i c a l  i n t e rview sought to confi rm the hypoth e s i s . Piaget 

c o n s i d e r e d  that the i n t e rviewer wh o d i d  n o t  seek t o  c o n f i rm a 

hyp o t h e s i s  certainly d i d  not d i s c o v e r  anything i n  h i s  

inves t i g a t i o n .  Flexibi l i ty is v i t a l  as the  c h i l d ' s  responses 



66 . 

may result  in the  formu l a t i o n  o f  new hypotheses which need t o  

b e  investigated du ring the i n t e rview . The danger i s  to be 

too  sugges t i ve with  the result that  the responses a r e  t o o  

o f t e n  i n  the s u gge s t ed convi c t i o n  c a t e gory and l e s s  apt  t o  b e  

p e r tinent to the  s t u d y .  

The advantages o f  t h e  c l i n i c a l  m e thod are numerou s :  

1 .  More p e n e t rating than the  w r i tten response o r  
mu l t i p le c h o i c e  method , 

2 .  More s u i t able f o r  a w i d e r  a g e  range , 
3 .  Ena b l e s  int e rviewer to i d e nt i fy " s tock  respons e "  

wh i c h  was learned i n  the  c l a s sroom but does  n o t  
rea l ly r e f l e c t  the c h i l d ' s  d e e p e r  unde rstand i n g ,  

4 .  More f l e x i b l e  and a l lows a w i d e r  d i fferen t i a t i o n  
of res pons e ,  reveals o b s cu r i t i e s , proceeds  t o  
explore  them and then give an a c c u ra t e  p i c t u r e  
or p a t t e rn o f  t h e  c h i l d ' s  understanding o f  the 
conc e p t , 

5 .  The responses  can be i nt e rpreted within t h e i r  
mental c o ntext , and 

6 .  The i n t e r v i e w  questi ons can reveal the underlying 
s t ru c t u res where d i r e c t  o b s ervations o r  t e s t  
method would have d i f f i c u l ty going further than 
the c ogni tive func t i ons and '  c ognit ive conte n t .  

Such advantages and caut i o n s  a r e  inherent i n  t h e  appeal  

o f  the  c l i n i c a l  method . The balance  o f  both w i l l  r e s u l t  i n  a 

method  which w i l l  maximize the d a t a  and produce i n s i gh t s  into  

the  child ' s  c o gnit ive processing especially when the  

resea rcher i s  f i rm i n  the b e l i e f  o f  the n e c e s s i t y  o f  

i n t e rpreting e v e ry answer w i t h i n  i t s  mental c o n t e x t .  

I n t e rpre t a t i o n  o f  P r o t o c o l s  

I t  m u s t  b e  noted  that the  c l i n i c a l  int erview i s  n o t  a 

pedagogical t e c hnique used t o  t e a c h  a c h i l d  but i s  used 

i n s t e a d  t o  a s c e rtain what the c h i l d  knows . Piaget used 

s e l e c t e d  e x c e r p t s  from the p r o t o c o l s  i n c luding h i s  own 

i n t e rpretati ons and explana t i o n s  t o  prece d e ,  f o l l o w ,  o r  

a c c o mpany t h e  p r o t o c o l s .  The p r o t o c o l s  are the primary o r  

raw data u s e d  i n  the a t tempt t o  i l l u s t ra t i v e ly s u b s t a n t i a t e  
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the theoretical assumpti ons made befo rehand by the 

researcher .  The interviewer must delve beneath the actual  

responses , the  statements of  the  child  t o  det ermine how the 

c oncept is held and the process  invo l v e d .  A caution  i s  t o  

rec ogniz e  verba lism ,  language without learning , on the beha l f  

o f  the subjects .  

Flavell  ( 1 96 3 )  i denti fied the  prime  purpose o f  the 

c linical  interview.  He  state d :  

One must identify those s truc tura l characteristics  
whic h  many children o f  the  same age  possess  which 
can the reby define a meaningful s tage o r  level 

( p .  2 9 ) .  

Piaget ( 1 92 6 / 1 92 9 )  identified  five  types o f  reactions 

which were revealed by the c l i nical  interview.  These are 

important when inte rpre ting the individual  protoco l s .  

1 .  Answer a t  random 
when the child  appears uninterested 

• • •  i t  [ s i c ]  replies a t  random and what­
ever first  c omes into  i t s  [ s i c ]  head 

( p .  1 0 ) .  

2 .  Romancing 
when the chi l d ,  w i thout further re­

f l e c t i o n ,  replies  t o  the question by 
inventing an answer i n  which he does not 
really believe ( p .  1 0 ) .  

3 .  Sugges t e d  conviction 
when the child makes an effort to re­

ply t o  the question but  ei ther the ques­
t i o n  i s  suggestive  o r  the child  is simp ly 
t rying t o  s a t i s fy the examiner without 
a t tempting t o  think f o r  himself  ( p .  1 0 ) .  

4 .  Liberated c onviction  
• • •  when the  chi ld replies  after  reflec­
t i o n ,  d rawing the  answer  from the s tores 
of his own mind , without  suggestion ,  al­
though the question i s  new to him  ( p .  1 1  ) .  

5 .  Spontaneous conviction  
• • •  when the child  has no  need  of  reason­
ing to  answer the question ,  but  can give 
an answer forthwith because  a l ready f orm­
ulated  or capable of being formulated 

( p .  1 1 ) . 
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Rea c t i ons number one and two are examples o f  verbalism 

which were cautioned above.  In  the interpretation o f  the 

protocols  the  answers in  the l iberated convi c t i o n  and 

spontaneous conviction  catego r i e s  are most  valuable .  O f  the 

two ,  howev e r ,  l iberated convic tion i s  the more important . 

When a child  invents a soluti o n  during the clinical  s ituation 

o r  answers using the liberated c onviction  reac t i o n ,  the 

response implies previous ly f o rmed scheme s ,  tendenci e s  o f  

mind and intellectual  habi t s  as  Piaget ( 1 926/ 1 929)  stated  o f  

the liberated convic t i on type o f  answ e r :  

• • •  neither s pontaneous n o r  sugge s t e d ,  it  i s  the 
result o f  reasoning,  perfo rmed t o  order , but by 
means of original mate rial  ( previous knowledge , 
mental images , motor  schemas [ si c ] ,  syncret i c  
associations , et c . )  and o ri ginal logical inst ru­
ments ( method of reasoning ,  natural tendencies 
of mind , intellectual)  ( p .  1 1 ) .  

The search in  the i nterpretation  o f  the protocols  i s  d i rected  

towards the  liberated conv i c t i on respons e .  

search w i l l  confirm o r  r e j e c t  t h e  initial  

A successful  

theoretical  

framewo rk and identify the c ogni t i ve processes  and  s t ructures 

which  exist  in the phenomenon being investigated.  

The i nterpretation  o f  the protocols  i s  an important step  

in  the  process  o f  the  clinical  metho d .  The result  o f  many 

interviews w i l l  be the formu l a t i on o f  the expla na t i ons and 

descriptions of the phenomen o n .  Piaget in  his writings , from 

many pages o f  notes , in  every case  recorded only a few lines 

o f  text  with his  accompanying c ommen t s . 

Piaget ( 1 926/ 1 92 9 )  again cauti oned the practitioner ,  

this  time i n  the  realm o f  interpre t a t i o n :  

• • •  schema t i s e  ca�es , not  b y  summarising them , 
( which  would be t o  misrepresent  them ) ,  but by 
taking from reports o f  conversation only those  
passages which have a d i r e c t  interest  ( p .  8 ) .  
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Reliabi l i ty and Validity 

Piaget ' s  clinical  method i s  not without criticism .  

Brown & Desforges ( 1 97 9 )  c onsidered  the c linical  method 

suited t o  exploration but a poor foundation o n  which to res t 

a theory.  Included in  their  reasoning w e re : ( a ) no 

opportunity to e liminate a l te rnative accounts f o r  success o r  

d i f f i c u l t i e s ,  ( b ) record s  o f  responses a r e  s e lective ,  and ( c ) 
reporting is  selective and genuine rep lication i s  almost 

impo s s i b l e .  

Boden ( 1 97 9 )  a lso  indicated  difficulties w i t h  Piaget ' s  

methodo logy. She noted that  Piaget has been c r i t i c i z ed for  a 

lack o f  statistics  and a control led experimental design .  

A ls o ,  similar  to the c r i t i cisms o f  Brown & Desforge s ,  she 

observed Piaget ' s  failure  t o  account f o r  a l t e rnative 

theore t i c a l  explanations . 

H oweve r ,  being cognizant o f  these criticisms ,  the s tudy 

o f  the act o f  l i stening i n  this  thesis was desi gned t o  

accoun t  for the possibi l i ty o f  replication both  i n  format and 

ana lys i s .  This i s  discussed  further i n  Chapter S i x .  A l s o , 

the validity o f  the c linical  meth o d ,  different f rom empir i c a l  

val i d i t y ,  a s  t raced b e l o w ,  furthers the argument for  the 

choice  of the c linical  method  of i nquiry. 

The clinical  method , by nature , is h o l i s t i c .  Diesing  

( 1 97 1 ) described the  c l i n i c a l  method as f o l lows : 

The h o l i s t  uses evidence t o  build  up a many-sided ,  
complex picture o f  h i s  sub j e c t  matt e r .  He  accom­
p lishes this  by using several  kinds of evidence 
each providing a partial  o r  limited description  
that  supp lements other  partial  descript ions 

( p .  1 47 ) .  

The descriptions o r  data as  evidenced in the interviews 

form the bases for an e xp lanation of the phenomenon .  The 
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advantages of the holistic  appr oach stem  from the fact that 

it presents a many-sided c omplex  picture of the phenomenon 

under investigati o n .  Thus i t  a l lows for the interrelation o f  

the evidence supplied by the primary data - the interview 

protoco l s .  The holistic  c linical  method permits the 

persistent probing and obse rvations based upon the working 

hypothesis  t o  result in an unders tanding of the phenemonon .  

The h o l i s tic  approach envis ions possible explanations ,  

understanding of the complex i t ies o f  the phenomen o n ,  mode l s ,  

and eventua lly even theories o f  cognitive development.  

The criticisms o f  the clinical method not having 

scientific  rigour are answered by the exp lanat ion of i t s  

reliabl i ty and validity . D iesing sums up the ques t i on on  

reliab i l i t y ,  validity ,  and the use o f  the pattern model in 

the clinical  interview:  

One should not  expect  a c linica l ,  holistic  theory to 
be h ierarchical-dedu c tive , to contain rigid formal 
definition s ,  o r  t o  y i e l d  predictions and deductive 
e xp lanati o n s .  Its  task rather i s  to provide reveal­
ing classifications of cases and to sens i t i z e  one to 
what is happening i n  a case ( p .  258 ) .  

Reliabil i ty/Valid i ty i n  R e l a tion to  the Deductive Model 

Re l iabi l i ty and v a l i d i ty ,  although important to the 

experimental approach and as answers to criticisms of the 

clinical  metho d ,  distract  the h o l i s t  from the purpose of h i s  

inves tigation .  The h o l i s t  is  concerned with the  i nteract ions 

between himself  and the subject  as  a s ource o f  understanding.  

Diesing summarizes the relat ionships as follows : 

The h o l i s t  i s  interested  neither in reliab i l i ty nor 
in  validity in this  sense.  Reliab l i l i ty implies  the 
ideal o f  an impersona l ,  automatic invest i ga t o r ;  but 
in case studies , the personality of the investigator  
and  his  relations to  the  people  he  is  s tudying are  an  
essential  source o f  understanding.  Validity in a l l  



i t s  officially ( American Psychological  Association )  
approved senses i s  in  the relat ionship between a test  
respons e ,  profi l e ,  or p a t t e rn and some real  a t t ribute 
or quality ;  but t o  the h o l i s t  such isolated  data are 
nearly meaningless because they have not  c ontext 

( p .  1 46 ) .  
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Diesing differentiated between reliabi l i ty and validity 

as  used by  the psychometrician and the clinical  researche r .  

Thus , a 

appropriate 

measure 

for the 

of inter-scorer  reliabi l i ty i s  n o t  

c linical  method . However,  the 

interpre t a t i ons o f  the interview protocols must b e ,  in  some 

sens e ,  v a l i d .  The functional  term suggested  by D i e s i n g  i s  

dependa b i l i ty .  

The  dependabi l i ty of a s ou rce o f  evidence is the 
extent to which its output can be taken at face 
value relative to other sources of evidenc e ,  in  
the  process of interpre t ing manifold evidenc e .  
None o f  the evidence used by c linicians and par­
tic ipant observers i s  a b s o lutely dependable ; none 
is ever free from the need  for c ross -checking and 
reinterpretation ( p .  1 49 ) .  

C odd  ( 1 982 ) discusses  the v a lidity o f  the c linical  

interview in  terms  of ' contextual validity ' which is a 

different kind o f  validity from that experienced in  an 

experimental s i tuation.  D iesing ' s  dependability  i s  Codd ' s  

contextual  validity .  Each piece  o f  evidence i s  interpreted 

in  the context o f  several di fferent kinds o f  evidence that  

become available from a careful  apprais a l  o f  the t o t a l  

situation .  Thus , the validity  i s  achieved when the who le 

model i s  especially suited  t o  the phenomenon being s tudie d .  

C odd ' s  contextual validity and Diesing ' s  dependabi lity  

are  dependent upon  the  mastery of  the c linical  i nterview 

technique . Piaget ( 1 926/ 1 929 )  c ommenting o n  this point  

stated : 



And above a l l ,  i t  is  so  hard to find the middle 
course between systematization due t o  precon­
ceived ideas and incoherence due to the absence 
of  a directing hypothe s i s .  The good [ interviewe r ]  
mus t ,  i n  fac t ,  unite  two o f t e n  incompatible  qua l­
ities ; he must know how to observe , that is  t o  say ,  
let  the child talk  freely,  without ever  checking o r  
side -tracking his utteranc e ,  and a t  the same time 
he must  be cons tantly alert  for  s omething defini­
t i v e ;  at every moment he must  have s ome working 
hypo the s i s ,  some theory, t ru e  or fals e ,  which h e  
is  s eeking to check ( p .  9 ) .  
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Inherent in this mastery o f  technique and maintaining 

dependability is  the interviewe r ' s  d e c is i on t o  c ontinue or 

stop the interview a t  any stage .  H e  must determine the value  

o f  cont inuing after  e ach response  from the child .  H e  must  

determine if  further  questi oning will  revea l any furthe r  

unders tanding o f  the child ' s  thought processe s .  There i s  the  

need  t o  maintain a h i gh level  o f  rapport with the  subject  and  

t o  maintain the subject ' s  attention  or  motivation  t o  the  

task . The factors  t o  be  considered  in the decision  t o  

continu e  are ( a )  the  s u b j e c t  as  a person ,  

differences in  attention ,  ( c )  perseveranc e ,  

( b )  individual 

and ( d )  v e rbal  

responsivenes s .  

Summary/Implicati ons 

Codd ( 1 980 ) integrated the clinical interview as 

acceptable methodo logy and the problem  o f  investigating a 

phenomenon as a cognitive activity .  

I n  Piaget ' s  theory ,  the  clinical  interview ,  is  a de­
liberate and  s e lective  sampling o f  human action  and ,  
because action  is  a manifestation  o f  though t ,  the 
interview data provides the  raw material for a 
s t ructural analysis o f  human c ognition ( p .  2 6 ) .  

The fact that s t ructures are  not  observable but are  

located at levels  reached only by  reflective  abstraction  

invalidates the  test  ( experimen t a l )  method and the method  o f  
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pure observation.  The  disadvantages of  the  relative methods 

and the advantages of the clinical method justi fies the 

cho i c e  of the c linical  method for the inves tigation o f  

lis tening.  

The theoret i c a l  

been connected to 

perspective and the 

the  initial problem 

methodology have 

of  this present 

research . This i n t e rrelati onship w i l l  b e  reflected in  the 

analysis o f  interview protocols  contained in Chapter Five . 



CHAPTER FOUR 

DEVELOPMENT OF STIMULUS SITUATIONS AND DESIGN AND FORMAT 

Introduction 

The purpose o f  this  chapter is  explicated in  four 

s e c t i o n s .  In  the  first  section  the  identification  a n d  

rationale for the  s e lection  o f  t h e  four  list ening situations  

used  i n  the  deve lopment o f  the s t i mulus situations i s  

discus s e d .  

The development o f  the stimu lus s ituati ons and their  

c orresponding materials  i s  outlined in the  s econd s e c t i on . 

The development i s  explained in  t erms o f  applicability o f  

listening 

responses 

situations  as  d etermined by G i l l i on 

of  the  subjects  to the s timulus 

( 1 980 ) .  The 

mate ria l s ,  

developed for use  i n  the  interview s i tuations , were the 

bases for  the analysis of the listening proc e s s .  

I n  t h e  third s e ction  a b r i e f  report  i s  included o n  t h e  

p i l o t  study conducted pri o r  t o  the  main s tudy. The  

i nf luential  e f f e c t s  of  the  pilot  study  on the  main c l inical  

i nves tigation are  reported.  

Finally,  

outlined in  

the  

f u l l .  

design and format o f  the main 

The formati v e  effects  of  

s tudy are  

the three 

previ ous sections are e videnced in the  desi gn and format of 

the investiga t i o n .  

Determination o f  Listening Situati ons 

The review o f  the literature indicated  that a lthough the  

c lassification o f  l i s tening had been  a subject  o f  interes t ,  a 

definitive  typo logy had not  been d e t e rmine d .  Spodek ( 1 97 2 )  

had c lassified l i s t e ning into  four categories : ( 1 )  margin a l ,  

( 2 )  appreciat ive , ( 3 )  attentive ,  and ( 4 )  analytic  ( p .  73 ) .  
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S p o d e k ' s  c l a s s i f i c a t i o n  r e c e i v e d  s u p p o r t  f r o m  s e v e r a l  

s o u r c e s .  S c h i c k e d a n z ,  Y o r k ,  S t e w a r t , & W h i t e ' s  ( 1 9 7 7 )  

c l a s s i f i c a t i o n  w a s  i d en t i c a l .  B a r b e  & M e y e r s  ( 1 9 7 1 )  h a d  

e a r l i e r  c l a s s if i e d  l i s t e n i n g  i n t o  t h r e e  t y p e s  s i m i l a r  t o  

S p o d e k ' s  w i t h t h e  e x c e p t i on t h a t  S p o d e k i n c l u ded  m a r g i n a l  

� i s tenin g .  

G i l l i o n  ( 1 9 8 0 )  i n v e s t i g a t e d  t h e  a p p l i c a b i l i t y  o f  

S p o d e k ' s  f o u r  t y p e s  o f  l i s t e n i n g  i n  t h e  k i n d e r g a r t e n .  T h e  

survey of kindergar t en teachers ind i c a t e d  that all four t y p e s  

o f  l i s t e n i n g  w e r e  a p pl icable a t  t h e  k i n d e r garten level .  

A tt e n t i v e  l i s t e n i n g  was  selec t e d  by 100% o f  the  teachers  

i n  the  s a m p l e .  T h i s  r e s u l t  w a s  c o n g r u e n t  t o  t h e  l i s t e n i n g  

s k i l l  s e c t i o n  w h e r e  1 0 0 %  o f  t h e  r e s p o n d e n t s  i d e n t i f i e d 

" l i s t e n i n g  to follow  d ir e c t ions" a s  t h e  m o s t  i m portant  s k i l l  

f o r  a.n e f f e c t i v e 1 i s t e n  i n  g p r o g ram . 

F u r t h e r  t o  t h e s e r e s u l t s  8 7 %  o f  t h e  s a m p l e  w e r e  u n a b l e  

t o  suggest  further t y p e s  of l i s t en i n g .  The 13% who a t t e m p t e d  

a l ternative  s u g g e s t i o n s  w e r e  able t o  b e  r eclass ified i n  l i ne 

w i t h  Spodek's  c l a s s i f i c a t i o n  s y s t e m .  

A l t h o u g h  S p o d e k ' s  c l a s s i f i c a t i o n  w a s  b y  n o  m e a n s  

d e fini t i v e  it  d i d  enable a l l  l i s t e n i n g  experiences that  t h e  

y o u n g  c h i l d  w o u l d  e n c o u n t e r  t o  b e  c l a s s i f i e d .  T h e  

c l a s s i f i c a t ion s u g g e s t e d  by Spodek also  e m p o wers researchers 

t o  c a t e g o r i z e  l i s t e n i n g ,  i n  t h i s  c a s e i n t o  s t i m u l u s  

s i tu a t i o n s  as an o r ga n i z a ti onal s y s t e m  for the  application  of 

P i a g e t i a n  constr u c t s , for more thorough i nvestigations .  

The  defini t io n s  of Spodek ' s  four  t y p e s  of listening  a r e  

o u t l ined  in t h e  d i s c u s sion  o n  the  d e v e l o p m ent of the  s t i m u l u s  

s i t u a t i o n s  and  t h e i r  c o r r e sp o n d i n g  m a t e r i a l s .  F u r t h e r  t o  

S podek ' s  c lassi f i c a tion  a r e  suggested  c o mponents o f  each of 

the t y p e s  with the except i on o f  marginal  l i s ten ing which is 
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i n t e r r elated w i t h  the o t her three types .  

It  i s  i m p e r a t i v e  to  p r o p o u n d  the  u s a g e  of  the  f o u r  t y p e s  

o r  s i t u a t i o n s  o f  l i s t e n i n g .  A s  s t a t e d ,  t h e  c la s s i f i c a t i o n  

e m p o w e r s  t h e  c l i n i c i a n  t o  d e s i g n  a n  o r g a n i z a t i o n a l  s y s t e m  

c o n s i s t i n g  o f  t h e  f o u r  s e p a r a t e  s t i m u l u s  s i t u a t i o n s .  T h e  

s t i m u l u s  s i t u a t i o n s  c a n  b e  d e v e l o p e d  a r o u n d  t h e  f o u r  

l i s t e n i n g  t y p es .  The organization of the s t i m u lus  situations  

in  t h i s  m a n n e r  h a s  a t a c t i ca l  a d v a n t a g e .  T h e  c on s i d e r a t i o n  

o f  t h e  c h i l d  a s  a p e r s o n  d u r i n g  t h e  c l i n i c a l  i n t e r v i e w ,  a s  

d i s c u s s e d  i n  the choice o f  met h o d ,  i s  enha n c e d  by the a b i l i t y  

t o  i n v e s t i g a t e  t h e  p h e n o m e n o n  o f  l i s t e n i n g  i n  f o u r  

s i t u a t i o n s .  T h e  n e e d  f o r  r a p p o r t  w i t h t h e  c h i l d  a n d  t h e  

c h i l d ' s  a t te n t i o n  s pan o r  exhau stion  level are considered  by 

u t i l i z in g  four listening  s i tu a t i ons.  

The c l i n i cal anal y s i s  of the i n t erv iew p r o t ocols i s  also 

enhanced  by the u t i l i z a t i o n  of d i fferent l i s t e n i n g  situations  

as  t h e  f o u r  s t i m u l u s  s i t u a t i o n s  c a n  be  a n a l y s e d  s e p a r a t e l y .  

T h e  i n t e r v i e w  p r o t o c o l s  c a n  b e  e x a m i n e d  a c r o s s  t h e  f o u r  

l i s t e n i ng s i t uations for e v i d e n c e  of the P ia g e t ian constructs  

s e l e c t e d  for  the  i n v e s t i g a t i o n  o f  l i s t e n i n g .  I n c l u d e d  i n  

t h i s  i n v e s t i g a t i o n  a r e  e g o c e n t r i s m ,  a s s i m i l a t i o n , 

a c c o m m o d a t i o n ,  the three levels o f  equil i b r i u m ,  together w i t h  

s t r u c t u r e  a n d  i t s  i n h e r e n t  i d e a s  o f  w h o l e n e s s ,  

transforma t i o n ,  and s e l f-regulation.  

The c or r o b o ra t i o n  of  the l i t e r a t u r e  

r e s u l t s  w i t h  S p o d e k ' s  c l a s s i f i c a t i o n  

a n d  t h e  s u r v e y  

i n d i c a t e s  t h e  

s u i t a b i l i t y  o f  Spodek 's  four l i s t e n i n g  t y p e s  a s  the s t a r t i n g  

p o i n t s  for t h e  d e v e l o p m e n t  of t h e  s t i m u l u s  situations .  The 

u s a b i l i t y  o f  t h e  s e l e c t e d  l i s t e n i n g  t y p e s  t o  d e v e l o p  t h e  

s t i m u l u s s i t u a t i o n s  a n d  m a t e r i a l s  w a s  i n s t r u m e n t a l  i n  t h e  

s ub se qu e n t  analysis o f  l i s t e n i n g  a s  a c o g n i t i v e  a c t i v i t y .  
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T h e  Deve lopment of  Stimulus Situations and Materials  

Introduction  

The  development of  the  s t imulus si tuations and materials 

was based upon Spodek ' s  four types of lis tening as outlined 

previously.  The four-fold  c ategorization was u t i lized  as an 

organizational system f o r  applying the Piagetian constructs 

as identi fied in the theoretical  perspective for the c linical 

inves tigation of lis tening . The inte rview protocols  would be 

increased four-fold  as each child  w ould enc ounter each o f  the 

four s t i mulus s ituations . A ls o ,  four  s t imulus s i tuations 

would a l l ow listening to b e  c linically investigated in a 

manner that did  not exhaust the  children.  The  investigation 

of  the lis tening process  i n  all  aspects  would have been 

extremely taxing on three-and four-year old children . 

The development o f  each s t imulus situation and its  

corresponding materials i s  o u t lined t o  include the f o llowing 

points : ( a )  the listening  type and inherent functions o n  

which  the particula r  s t imulus situation  was bas e d ,  ( b )  the 

basic task or materia l ,  ( c )  the reasons for  the s e lection o f  

the particular task , ( d )  d e t a i ls o f  the particular stimu lus 

situation ,  and ( e )  c omments regarding final implementation  o f  

the stimu lus situation.  

S timulus Situation  1 - Marginal  Listeni ng 

Marginal lis tening i s  the awareness o f  sounds on the 

fringe of  consciousness.  Marginal listening is not  utilized 

when ass ociating skills  and  a c t ivitie s .  This casual 

lis tening may have been the c ommencement of  a child ' s  

lis tening experience.  S chickedan z ,  York ,  S tewart , & Whi t e  

( 1 977 ) s tated :  "Children may have  begun by  listening 
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marginally,  appreciatively ,  o r  attentively • • •  " ( p .  1 23 ) .  Any 

lis tening activity ,  therefore , may have started  as a margina l 

list ening activity f o r  the  chi l d .  

for  t h i s  stimu lus situation  w i l l ,  

The theoretical  framework 

by necessity , need  to 

encompass marginal  lis tening within the who l e  s c o pe o f  

listening.  

The first  s timulus s i tuation w i l l  be  the  reading o f  

Giles  Reed ' s  ( 1 982a )  book  Dick Turnip o n  cassette  tape with  a 

vari e ty of  background noises .  The  actual process  of  

rec o rd ing the s t ory and  the  background noise will  be 

discussed  below.  

The  reading of  a book with  background n o i s e  was  

selected  for this  first  s timulus s i tuation on the f o l lowing 

bas e s :  

1 .  the effect  o f  marginal lis tening o n  the other  
listening s i tuations ( appreciative ,  attentiv e ,  
and ana lyti c )  c a n  b e  asses s e d , · 

2 .  the s t ory on the  tape i s  a popular s tory and the  
background noises  will  be  recognizable by  the  
subj ect s ,  

3 .  the lis tening s i tuation i s  one  which the pre­
school  child  has experi e n c e d ,  

4 .  t h e  s timulus s i tuation i s  a good examp l e ,  by 
defini ti o n ,  of  marginal l i s t ening,  and 

5 .  the techno l ogy used  readily a l lows s everal 
variables t o  be  controlled by the interviewer.  

B ri efly,  the  technology gave the  interviewer control  

over  s everal variables . The recording  o f  the s to ry vas done 

on one sound track of the recorder  and the background n o i s e  

o n  a second sound track.  The  two s ound t racks were  then put  

together  to make  one  cassette  t a p e .  There w e r e  separate  

vo lume controls  for  each  track.  Thus  the level  and/or  amount 

of  background noise  could  be  regulated by the i n t e rviewer .  

The level o f  the  background noise  was  cons tant for  each  of  

the  children and  a t  no time was the  volume of  the  background 
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noise  greater than that o f  the reading.  

The tape was p layed t o  a l l  subjects  with the background 

noise  control  constant  so that the only variance was the 

pitch  o f  the individua l noises . The interview commenced 

along  the same lines as for  S t i mu lus S i tuation  4 with 

corresponding initial  questions  and probe s .  The d e t a i ls o f  

St imulus Situation  4 ,  and  thus Stimu lus Situation  1 ,  are 

discussed  below .  A d d i t i onal probes were developed to 

determine at what point  marginal l i s tening affected  analy t i c  

l istening ,  appreciative l i s tening,  o r  attentive  l i s tening.  

The inte rviewer aimed t o  determine the fun c ti ons and 

s t ru c tu res and changes i n  thei r makeup .  

The  cogni ti ve-structural features of  the other  list en�ng 

s i tu a t i ons needed to b e  c a refu lly inves tigated .  The  degree 

of dominance over the other  lis tening s i tuations also needed 

t o  be dete rmined in o r d e r  to thoroughly investigate marginal 

l i s t ening in Stimulus S i tuation  1 .  

S timulus S i tuation 2 - Appreciative Listening 

Appreciative l i s t e ning i s  lis tening to 

appreciation ,  leading t o  aesthetic  s a t i s faction .  

develop  

The  

identifiable  functions w i thin appreciative lis tening are  

restric ted t o  five f o r  the three-and four-year o l d  age 

groups ( Gi ll i o n ,  1 980 ) .  The functions o f  appreciative 

list ening are represented  in  F i gure 1 0 .  

Figure 1 0  

Appreciative Listening 

APPREC IATIVE LISTENING 

I I I I I 
A B C D E 



A - l i stens for  r e flection  and rela x a t i on 
B - l i stens to appreciate  literature/music 
C - l i stens t o  v i s ualize i n  order t o  build imaginati v e l y  

on what i s  h e a r d  
D - d e r i v e s  mean i n g  from intonat ion , mo od , oral clues 
E - recognizes d e s c ri p t i v e  terms ( l i terature) /expressive 

passages ( mu s i c )  

8 0 .  

The second st imulus situation was centred on Beethoven ' s  

Sympho ny N o .  6 i n  F (Pa storal) Op. 68 a s  played by the 

Royal Philharmo n i c  Orc hestra condu c t e d  by Sir Charles Groves . 

Consid ering t h e  vastness  o f  classical  music the d e c i s ion  t o  

use this  sele c t i o n  o f  music w a s  b y  no means the o n l y  

p o s s i b i l ity . Howe v e r ,  the selection  o f  the music and  the 

design of the s t i mulus situation  was based  on the f o l lowing 

r e a s o n s :  

1 .  the arran geme n t  and reprodu c t i on o f  t h i s  selec­
t i on are o f  high quality , 

2 .  by observation  and experienc e ,  young children 
enjoy  mu s i ca l  activ i t i e s ,  

3 .  classical  mu s i c  may be unknown t o  some subjects  
and  t h u s  they may  b e  a t t r a c t e d  b y  the nov e l t y , 

4 .  classica l  mu sic is often  u s e d  in childre n ' s  shows 
( e . g .  cartoons)  maki n g  t h em familiar w i th class­
ical music unaware to them s e l v e s ,  

5 .  Symphony  N o .  6 i s  d iverse  e nough t o  allow t h e  
invest i g a t i on of several f u n c t i on s ,  and 

6 .  Symphony  N o .  6 is particularly  musically d e s c r i p ­
t i v e  w h i c h  is desirable f o r  this  st imulus tas k .  

The s p e c i f ic s t imulus task was  t o  li sten t o  the music 

an d t o  draw a picture using  the music as mo t i v a t i o n  or 

subject  mat t e r .  The i n t erview commenced at the com p l e t i o n  of 

the picture . At the request of the child the mu sic  could be 

p layed  more than onc e .  This s i t u a t i on could �ri se if the 

child  needed further  time to comp l e t e  his drawing or i f  the 

c h i l d  experienced d i f f iculty  i n  d e c i d i n g  the subject  o f  h i s  

drawin g . The i n i t i a l  questions w e r e  "Why d i d  y o u  draw a . . . ? "  

and  "What ma d e  y o u  think o f  a . . . ? "  

After  a suitab l e  q u e s t i o n i n g  period rega r d i n g  the 

s u b j e c t ' s  p ic tu r e  a portion o f  the musical selection would b e  
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r eplayed to count er-balance t h e  primary e f f e c t  o f  the initial  

playing  of  the tap e .  The init ial questions , at t h i s  poin t ,  

would b e ,  "What d i d  this part of the music make y o u · think 

o f ? "  and "Why ? "  

Stimulus Situation  3 - A t t e n t ive Listening 

A t t e n t i v e  l i stening i s  l i stening  with care and with a 

view t o  ac t ion . A lthough not  all functions within  a t tentive  

l i stening r e q u i r e  ac tion the ma j o r i t y  d o  have this  outcome . 

At - this  stage  in the study all functions will be considered 

as a c t i o n  outc ome func t i o n s .  Henc e ,  t h e  functi ons o f  

attentive  listening  are illustrated below ( Figure 1 1 ) . 

Figu re 1 1  
Attentive  Listen i ng 

ATTENTIVE LISTENING 

A 
B 

c 
D 

E 
F 

G 
H 

I 
J 

A - l is t e n s  t o  f o l lo w  d i r e c t i ons 
B - i d e n t i f i e s  and locate s  voices of peers and others 
C - l i st e n s  to gain information 
D - l o c a t e s  the source of a sound 
E - r e s p o n d s  t o  ver bal questions  and  statements 
F - reproduces sounds (wor d s ,  i n s truments ,  anima l s )  
G - l i st e n s  t o  b ecome sensitive  t o  a n d  respond t o  rhy thmic 

p a t t e r n s  
H d evelops a music  cons c i ou s n e s s  b y  listening  to tempo , 

p it c h , and  mood and t h e n  r esponds  and creates  
I - increases attention span  
J - d e t e c t s  k e y  words 
K - l i s t e n s  to improve the voice 
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F i gure 1 1  i s  a n on-de f i n i t i v e  c ompi lation of the  

functions  of  a t t e n t i v e  l i s t eni n g .  The comp i lation  o f  the 

functions  above was expedient  t o  the d e v e l o pment of the t h i r d  

s ti mu l u s  situation . The functions included  in Figure 1 1  are 

not a ll-inclusive  and the  entire l i s t ,  which provides  a 

r eference for the f u n c tions pertinent t o  this stud y ,  will not  

b e  i nv e s ti g a te d  i n  this  s i tuation . 

The third stimulus situation was composed of , three 

a c t i v i t i e s  or tasks within the realm of attentive  l i s teni n g . 

The three tasks occurred within the same interview . The 

t asks  were as follow s :  

1 .  
2 .  

3 .  

Body Mo veme n t s  
S o und Reproduction 

S t ory Scramble 

- a directional  acti v i t y ,  
- repeat patterns  using a 

d r um ( e t c . ) ,  and 
- to unscramble a story which 

should be relati vely fami l i a r  
( e . g .  "Coming t o  Schoo l " ) .  

The selection of these ac t i v i t i e s  for the third st imulus  

s i tuation  was based on the following rea s o n s :  

1 .  Tasks 1 t o  3 a r e  a l l  a c t i v i t i e s  which have a 
high proba b i l i t y  o f  occurring i n  most preschool 
s i tuat ions . 

2 .  The tasks investigated  functions  which are related 
t o  several other functions i n  the atten tive 
l i stening  area (see Figure 1 2 ) . 

3 .  The duration o f  the tasks was s u i table ( short 
t ime span ) for three-and four-year old s .  

The first  t as k  i n  this s t imulus s i tuat ion , t o  

i n v e s t i g a t e  the a b i l i t y  t o  follow dire c t i ons , was that o f  

b o d y  movements a s  i n  the childhood game o f  "S imon Says"  w i t h  

the excep t i o n  that the interviewer d i d  n o t  ut i l i ze the v i s u a l  

element . The task was ·  compl e t e l y  oral o n c e' the  task had b e e n  

satisfactorily  e x p l a i n e d  t o  t h e  sub j ec t .  The i n t e r v i ew 

s e c t i on c ommenced w i t h  the q u e s t ion , "Why d i d  you put  your  

hands  on your he a d ? "  which l e d  t o  further questioning  on the 

function  and its related  proces s e s .  
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The sound r e production  s t i mulus task investigated 

Funct ion F - reprod u c e s  sounds ( wor d s ,  i n s t r uments , animals ) .  

The o bv i ou s  related function i s  Function  G .  Howev e r ,  

Funct ions A ,  H ,  and I are also related t o  Function F .  

The task had the s u b j e c t  and the i n t e r viewer interacting  

w i t h  toy d r um s .  The interviewer beat a pattern or rhythm o n  

h i s  drum and then requested the subject  t o  repeat o r  imitate 

t h e  pattern . The interview questions for  this  task were 

i nt e r s persed with requests  for pattern  r e p e t i t i o n .  The 

q u e s t ions  o f  "wha t "  was heard and "how" the l i s t e n i n g  

o c c u rred were t h e  i n i tial  probe s .  "How d i d  you know what 

p a t t e r n  t o  beat on your  drum ? 11 ,  "What d i d  you hear ? " ,  and  

"Why do y o u  think your  pattern i s  the same a s  mine ? "  are 

sample probes for t h i s  task . 

The final  stimulus task , Story  Scramb l e ,  was derived  

f r om Function  I - increases a t tention span . This f u n c t i o n  

and  t h e  a b i l i t y  t o  f o l l ow directions a r e  probably t h e  two 

m o s t  f requently  r e q u i red f unctions i n  t h e  preschool 

s i t u a t io n .  

The interrel a t i o n s h i p s  between Function I and other 

f u n c t ions within  a t t e n t iv e  listening  were d ependent upon the 

task . With the task being "Story Scrambl e " ,  the related  

f u n c t ions were A ,  C ,  and  J .  Function  J was included for  the  

f i r s t  time and added a new  dimension t o  t h e  investigation . 

The  task is progressive  i n  nature . 

Once the subj e c t  had accomplished the task , success  n o t  

a requireme n t ,  the i n terview commenced .  The  i n itial question  

was "How  did  you know • . •  came firs t ? "  and  further q u e s t i o n s  

were  l imited  accor d i n g  t o  s u b j e c t  r e s p o n s e s  a n d  a t t e n t io n  

s p a n  f o r  li stenin g .  
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The prece d i ng discussion  leads  t o  two f u r ther  

d i a gramma tical representations . The fi r s t ,  Figure  1 2 ,  

i n d icates the i n i t i a l  function for each task and the r e l a t e d  

functions . Figure 1 2  also  i l l u s t r a t e s  the frequency o f  

i nv e s t i g a t i o n  for e a c h  funct ion . Table 1 shows the f requency  

of  each function in a more orderly  manner  a f t e r  the ana l y s i s  

o f  the s t imulus materials f o r  the t h i r d  s t imulus situat i o n .  

F igure 1 2  

- Attentive  L i s t e n i ng: Functions  f o r  Individual Tasks 

A -

ATTENTIVE LISTENING 

- R eJo d u c t i o n s  
I 

Direc t i ons F I - Attention  

rl, I 
I 

I rh £. I 
c E A H I A c J 

Table  1 

Frequency Per Function f o r  Investiga t ion 
of A t t entive Listen ing 

Function Fre quency Function  Frequency 

A 3 G 1 
B 0 H 1 
c 2 I 2 
D 0 J 1 
E 1 K 0 
F 1 

Span 

The f requency  table i n d icates that only Functions B ,  D ,  

and K were not investigated  in the c l i n i cal interview for  

the  t hree stimulus task s .  B , D ,  a n d  K were all related  t o  

s o u n d  d i s c rimina t i o n which i s  often  researche d .  

S t imulus Situation  4 - Analyti c  L i s t e n i ng 

Analytic  l i s t ening  i s  l i s t e n i n g  in order  to analyse -- t o  

d ev e l o p  t h e  a b i l i t y  to separate or t o  break up the whole i n t o  
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i ts c omponent p a r t s .  A n a l y t i c  l i s t e n i n g  a l s o  involves the 

d i sc r imina t i o n  between sounds which are s i m i l a r  and involves 

the  comprehension of the communicated message . 

For the purpose o f  this study  the analytic listening  

s i t u a t i on may  b e  divided  i n t o  three sub-categories by 

defini t i o n . Within each sub-category  are several 

i d e n t i f iable f u n c t i o n s .  The area o f  analyt i c  l i s t e n i n g  i s  

represented  i n  Figure 1 3 .  

Figure 1 3  i s  a non-d efinitive  compilation  o f  the 

f u nctions  o f  analytic  l i s tening . The compilation o f  the 

above f u nc t i o n s , as for the third  s t imulu s  s i tuati o n ,  was 

expedient  t o  the development  of this stimulus s i tua t i o n . The 

funct ions included  in F i g u r e  13 are  not all-inc lusive and the 

entire  l i s t , which provides  a reference for the functions  

pertinent  to this  stu d y ,  will not  be i n v e s t i ga t e d  i n  this 

s i tu a t i o n .  The selected f unctions  are  d i sc u s s e d  below . 

D i s c r i�ination  
I 
A 
r 
G 

Figur e  1 3  
Analyt i c  Listeni ng 

ANALYTIC LrSTENING 

Comprehension 
I 
c 

I 
D 
I 
E 
I 
H 
I 
I 
I 
L 
I 
M 
I 
N 
I 
0 

Commu� ication  

I 
F 
I 
J 
I 
K 



A - recognizes  words that ' rhyme 
B - l i s t ens to enlarge vocab ulary 
C - l i stens with comprehension  
D - l i stens  to give  sequence  of  events 
E - l i s t ens for  signi f icant details  
F - u n d erstand s and follows oral d i sc u s s i o n s  

86 . 

G l i stens  t o  d etect likenesses and d i f f er e n c e s  in beginning , 
me dial , and final sounds 

I 

H - l i stens to come to conclusion or to p r e d i c t  outcome 
I - d i s t inguishes  fact from fancy 
J - l i s t ens t o  improve sentence structure 
K - r a i s e s  pertinent qu e s t i o n s  i n  discussions  
L - l i stens t o  i d en t i f y  main  i d ea 
M l i stens  t o  summarize information 
N - l i s t ens to evalua t e  argume n t s  and make j u d g m e n t s  
0 l i stens t o  d i f ferentiate  between f a c t  a n d  opinion  

The fourth stimulus  situation  was the reading  of Giles  

Reed ' s  ( 1 9 8 2 b )  book R o z zy Raspb erry. The selection  of t h i s  

b o ok was ba s e d  on the fol lowing reasons : 

1 .  p o pular among p r e school child ren , 
2 .  based on the fable of "The Boy Who C r i e d  Wol f "  

· i n  i t self popular , 
3 .  the listening  vocab ulary is appropriate  for the 

i n te nded  age  g r o u p , 
4 .  s u b j e c t  matter lends i t self  t o  the aspec t s  of 

analytic  l i s t e n i n g  in the areas o f  comprehension 
and commu n i ca t i o n , 

5 .  the length of the story i s  suit able for three­
and  four-year o ld s ,  

6 .  within  the areas of comprehension  and commun i ­
c a t i o n  t h e  s t o r y  c a n  b e  investigated  on several 
level s ,  and 

7 .  the interest appeal  of the nar r a t i v e  is h i g h  
enough  s o  as t o  enable the reader t o  conceal the 
p i c t u r e s  thus excluding  any visual variab le s .  

Prior t o  further t heoret ical d i scussion  the procedure 

and i n i t ial quest ions will  be out l i ne d .  The functions which 

were  t h e  basis of the ·i n v e s t i g a t i o n  must  b e  i d e n t i f i e d  f i r s t . 

The  comprehension sub-ca tegory  was t h e  star t i n g  point  

f o r  S timulus S i tuation  4 .  The interview q u e s t i o n s  revolved 

around functions C , D , E , H , I  and  L .  W i t h  the exce p t i on o f  
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Function H - l i stens t o  come t o  conclusion  o r  t o  pred i c t  

outcome - the questioni n g  occurred a t  the end  of the readi n g . 

Function  H was invest igated  a t  the pivotal  point i n  the 

story  before the conclu s i o n  became apparen t . The i n i t i a l  

qu e s t i on s  w e r e :  "Do y o u  think Rozzy ' s  f r i e n d s  w i l l  help her 

f i n d  her door k e y ? "  and "What d o  you think will happen to 

Rozzy at the end of the s t o r y ? "  These q u e s t i o n s  were asked 

to reveal the ch i ld ' s  abi l i ty to come to a conclusion or to 

p r e d i c t  an outcome . 

A s  stated ,  Functions C , D , E , I ,  and L were investigated 

at t he conclusion o f  the stor y .  The i n i ti a l  p robes f o r  

Stimulus  Situation 4 w e r e  a s  follows : 

Function C - Where d i d  Rozzy Raspberry l i v e ?  

Function D - Tell m e  which happened f i r s t . Did  
Rozzy f o o l  Adam Avocado  with  the j ack­
in-the-box or d i d  she fool Nurse Plum 
with the arrow i n  her hat f i r st ?  

F u n c t i o n  E - What d i d  Nurse Plum g i v e  Rozzy  to make 
her f e e l  b e tter? 

Function I - Do you think that the story of Rozzy 
Raspberr y  is true?  

Function L - Who was this story about?  ( commencement 
of sequence for main i d ea ) .  

The se questions were j u s t  the i n i t i a l  probes for 

S t i m u l u s  S ituation 4 .  W i t h i n  each function was  a grouping of 

questions  aimed at the revelation of the l i s tening proce s s .  

Pilot Study 

Introduction 

A p i l o t  study was conducted  prior to the mai n  clinical  

i nv e s t i ga t i on of l i s t e n i n g  as a cognitive  act i v i t y . The 

p i l o t  stu d y  was a v i t a l  step i n  the d et e rmination of the 

s t r u c tu res of l i s t e n i n g  a s  it served the f o llowing purpo s e s : 
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2 .  

3 .  

4 .  

The 

two boys , 

t o  provide an opportunity t o  practise the 
c linical method , 
t o  inves tigate the effectiveness /sui tability o f  
the clinical  interview for  de termining the cog­
ni tive struc tures o f  listening , 
t o  revise the four s timulus s ituations and their 
corresponding s timulus materi a l s ,  and 
t o  make a preliminary exploration and det ermin­
a t i o n  of the cogni tive s t ruc tures of lis tening.  

88.  

f ive subjects for the p i l o t  s tudy,  three girls  and 

were selected  from a local  kindergarten . The ages 

ranged from 3 years 8 months to 4 years 9 months . Background 

d a t a ,  which included the results  of the Peabody Pic ture 

V ocabulary Test  (PPVT)  and a brief  family and s c h o o l  his tory 

were obtaine d .  

The procedure for  the main s tudy was very similar t o  the 

p i l o t  study ,  with respect to the establishment o f  rapport and 

the conducting of  the individual inte rviews , and is outlined 

in detail  in the f o l lowing s e c t i on on the design and format 

of the main s tudy. The timeline for the pilot  s tudy dictated  

that  the  five  interviews for  each child  be conducted  with  

shorter  intervals between sessions .  This was the only main 

procedural d i fference between the p i l o t  study and the main 

s tudy. 

The pilot  s tudy fulfiled  i t s  first two purposes 

adequately.  The researcher had  an opportunity t o  practise 

the clinical  method and vas able  to  determine that  the 

c l inical investigation of list ening vas viabl e .  The primary 

d a t a ,  the interview protoco l s ,  indicated that the s timulus 

materials evoked responses which would j u s t i fy the 

c ontinua t i on of the s tudy. The establishment of the evidence 

f o r  continuation and the preliminary determination o f  

cognitive - s t ructural features o f  lis tening resu lted  in the 

main thrus t of  the pilot  s tu dy - the refinement of  the 

s t imulus materia l s .  
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Results  o f  the Pilot  S tudy 

The results  o f  the p i l o t  s tudy are reported i n  two way s .  

First , a gene ral  analysis o f  the four  s timulus materials  i s  

presented  i n  order  t o  demons trate  that the stimulus materials  

were  appropriate  for  the  study of  the l istening process  and 

to show thit the responses , the  observable behavio u rs o f  the 

underlying s t ructure s ,  warranted further investigation.  

Second , the  refinements of  the  s timulus materials  prior  to  

the main s tudy are  discussed as a result of  the  general 

analysis . 

1 .  General  Analysis  ot  the  P i l o t  S tudy 

1 . 1  S timu lu s  Situation 1 - Marginal Listening 

Stimulus Situation  1 was the p laying of  the reco rding o f  

R ee d ' s  ( 1 98 2 a )  b o o k  Dick Turnip with background noise s .  The 

interview,  as s t a t ed previously,  had the same initial  f ormat 

as  Stimu lus Situation  4 thus a llowing c omparisons . 

A t  different  times during the  interview t h e  children 

were  observed as  being intrigued by the background noise s .  

The effect  o f  the noises  o n  the  listening o f  the s u b j e c ts was 

d e t e rmined in three  way s :  a )  by the actual interview 

si tuati o n ,  b )  by comparison with S t imulus Situation 4 ,  and 

c )  by checking f o r  success on a question  when a background 

noise  vas eviden t .  

The analysis o f  this s timu lus s ituation proved that the 

s t i mu lus material  vas viable and that the  subj e c t s  were  able 

t o  respond within the func t i ons inves t igated during the pilot  

s tudy. The  inclusion  of the first  s timulus situation  in the  

main  s tudy vas confirmed . 



90. 

1 . 2 Stimulus Situation  2 - Appreciative Lis tening 

Stimulus Situation  2 involved the child l i s t ening t o  

Bee thoven ' s  Symphony N o .  6 in F (Pastoral)  Op. 68  and drawing 

a picture which was e licited by the  mus i c .  On the c ompletion 

of  the  picture the interview c ommence d .  

The p i c torial  responses t o  the music were varied and 

inc luded a pi cture o f  a family outsid e ,  C indere l la dancing 

with  a man under a light ,  and an office  building.  One child 

requested that  the selection  o f  music be replayed while  he 

finished his picture . 

The a b i l i ty o f  the children  to describe their pic tures 

a l s o  varie d .  Most  were able t o  give a basic d e s c ription  but 

to explain why or  how their pictures had evolved evaded two 

o f  the children . Heather ( 4/8 )  and Elizabeth ( 3 / 8 ) ,  in 

particular,  gave the most  d e t a i led des criptions involving 

loudness /softness , feelings , and c o l ours . Ryan ( 4 / 5 )  and 

Paul ( 3 / 1 1 )  visualized  their pi c tures but could not explain 

them.  Ryan put  i t  d own t o  magic while Pau l ,  with encouraging 

probe s ,  ta lked of mental picture s .  

The analysis o f  the five  protocols revea led that  each 

child exhib i t e d ,  to some degree , each of  the five functions 

o f  appreciative  lis tening.  The degree t o  which each child  

exhibited  a function  resu lted  i n  a revision o f  interview 

questions or in a preliminary notion  that a particular 

function was not  able t o  be developed a t  a certain  age . 

However,  the protocols  f o r  S ti mu lus Situation  2 

Appreciative Listening - j u s t i fied  its  inclusion i n  the main 

s tudy. 
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1 . 3 S timulus Situa t i o n  3 - A ttentive Lis t ening 

Initially ,  S t i mu lus S i tuation 3 invo lved four short  

tasks : body movement s , sound reproductions , s tory s cramble , 

and interview the interviewer.  Of the four s t i mu lus 

s i tuations , the third  s ituation underwent more spontaneous 

and p lanned revisi o n .  The 'interview t h e  i nterviewe r '  task 

vas deleted  because a )  it  vas conside red too  difficult and b )  

with  three other tasks the interview vas c onsidered t o o  long 

and beyond the child ' s  attention span.  The deletion of this 

task did not limit the inves tigation as the functions  being 

inves tigated were included one o r  more times  in  the other  

three  tasks . 

A l l  subjects  were able t o  attend to the body movements 

t a s k .  The reasoning behind their actions  vas adequate f o r  

t h i s  age. 

The s ound reproduction tasks revealed a dominance o f  

language f o r  both age groups . Their responses t o  the various 

questi ons revealed that their understanding o f  "how" and 

"why" was greater f o r  the language-orientated  task . 

The results f o r  the Story Scramble Task revealed that  

the  three-year olds  could  not  achieve any succes s .  The four­

year  olds  could a t t end t o  the  task but  they all  had 

s e quencing diffic u l t i e s .  

The evaluation o f  S timulus Situation  3 - Appreciative 

Lis t ening - indicated that this  s timulus material merited  

inc lusion in  the  main  s tudy. The children ' s  

various questions i nvolved a l l  the func tions  

a l lowed for  further revision which enhanced 

s t imu lus s i tuat ion.  

responses t o  

expected and 

this third  
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1 . 4 St imulus Situation 4 - Analytic  Lis tening 

The reading o f  Rozzy Raspberry (R e e d ,  1 982b ) w a s  the 

basis for the fourth s timulus situation .  The interview,  with  

the  exception  o f  the  prediction  and the conclusion func t ions , 

was conducted at the end o f  the reading.  The interview was 

divided into f ive separate s e c t i ons corresponding t o  

d i f fe rent func t i o n s .  

d i f ferent section s .  

The child  vas not  aware o f  the 

The interviews resulted in varying degrees of  success  

for  each of  the five chi ldren across  each func t i o n .  The 

"how"  and "why" questions revealed that  the three year o l d s ,  

even though they could  answer,  f o r  instance , a comprehens ion 

ques t i o n ,  could not a lways explain how they arrived at a 

particular answe r .  This was due partly t o  age 

d i f fe rentiation and partly to the ques ti oning technique . 

The clinical  investigation o f  this  s ti mulus s i tuation  

did  aid  i n  the determination  of  c ognitive processes  i n  

listening.  The relation of  Stimulus Situations 1 and 4 was 

important due t o  the similarities of the stimu lus materials .  

2 .  Revision  of  the  Stiaulus Materials  

The  clinical  investigation of  lis tening in the pilot  

s tudy prompted s everal revisions i n  the stimu lus mate rial s .  

The revisions t o  the s t i mulus materials  were necessary t o  

ensure a viabl e ,  e ffective and rewarding inves tigation o f  the 

lis tening process i n  three-and four-year old chi ldren.  The  

pertinent revisions are  discussed below .  

In  S timulus S i tuation 2 - Appreciative Listening - the 

main revisions revolved around the initial  playing o f  the 

recording and the playback section .  I t  was  deemed necessary 
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t o  select  a part of  the recording from the middle o r  the end 

section of the tape to counter-balance the primary effect  o f  

the initial p laying o f  the tape . A l s o ,  the initial  questi ons 

fol lowing the playing of the recording,  both initial  and 

playback ,  needed to correspond to each other .  This  a llowed 

comparison of the two l i stening e xperience s .  Exerc ising 

caution t o  avoid the danger of  verbalism ,  more  ques tioning on  

tones and loudness and s o ftness were included in the revised 

s t imulus material . 

The revision o f  the third stimu lus material  resulted  in  

four  changes .  First , one  task  was  e liminated  for  the reasons 

s t ated above . Sec ond , 

body movements task .  

more di recti ons were  needed for  the 

This a l lowed further probes in this 

task .  The dominance o f  the  language section  prompted more 

"why" questions when investiga ting s ound reproduction via 

drum patterns . Fina lly ,  further questioning was inc luded in  

the S tory S cramble Task  to  aid in  the  unders tanding of  the 

thinking processes in young children.  

The main revisions of  S t i mu lus Situations 1 and 4 were 

comparable . F i rs t ,  i t  was  necessary t o  ensure that the f o rmat 

and initial  questions o f  each were homogeneous . A question 

on  the  main idea of  the  s tory in  S timulus S ituation 1 had t o  

b e  queried in S timulus Situation 4 and s o  on.  The  section  on  

main  i dea had t o  be investigated in  a s t ep format as  the 

three-and four-year old child  experienced difficulty with  

main  idea  as  a whole concept . The "why " probes o f  'sequence 

in t i me ' needed to be expanded in o rder to reveal the reason 

for the diffi culty and the processes used in  determining the 

sequenc e .  

Stimulus Situation 1 had three revisions which were a l s o  

reminders o f  the e xpec ted  respons e s .  Questions had t o  b e  
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asked from points  in the s t ory where background noises  were 

eviden t ,  t o  investigate their e f fects on the lis tener and an 

analysis conducted.  A comparative analys is  of  Stimu lus 

Situation 1 and 4 was necessary .  Finally , Stimulus Situation 

needed t o  investigate the  relationships w i th the  other  

s ti mu lus s i tuations and  required distinct  s e c tions t o  

accomplish t h i s  goal .  

C onclusions f rom the P i l o t  Study 

The p i l o t  study was a worth-while endeavou r .  I t  not  

only a chieved its  purpose but  

facilitated  the development of  a 

clinical  investigation p rocedure 

the resulting revisions 

viable and discip lined 

for the s tu dy of the 

cogni tive processes of lis tening in three-and four-year o l d  

children.  

Design and Format of  the Main Study 

Sample Selection 

The s ample was s elected  from a l l  the s tudents a t tending 

Riverdale Kindergarten ,  Palmerston N o r t h ,  and the Palmerston 

North Montes s o ri Presch o o l .  The sample c onsisted  of  20 

preschool  children ,  ten  males and ten  fema l e s .  The sample 

was s e lected  on the basis  of ten  three-year old  and ten  four­

year old  subjects  from  within  the  two  s chool  environments .  

The three-year olds ranged from 3/6 t o  3 / 1 1 and the four-year 

o l d s  ranged from 4 / 1  to 4 / 1 1 .  

The a i m  o f  the s e lection  was t o  obtain a sample within  

Piage t ' s  p reoperational stage  of  cognitive deve lopmen t ,  as  

discussed in Chapter Thre e .  The  sample c omprised ten  

c h i l d ren a t  the preconceptual sub-stage and ten  chi ldren a t  
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the intui tive sub-stage o f  the preopera t i onal s tage . The 

sample was maximized  by each child participa ting in a l l  four 

s t i mulus s i tuations . This resulted i n  a total  o f  80 

interviews for use i n  the analysis o f  the l i s tening process . 

The selection  o f  the  sample was  confi rmed , as 

representative of the presch o o l ,  by the head teacher of each 

presch o o l .  The s u b j e c t s  w i thin t h e  sample were retained 

throughout the study . T able  2 indicates the popu lation and 

sample sizes  as  well  as  the childre n ' s  ages and schoo l s .  The 

numbers of each sex  are also indicated .  

Table 2 

P opulation and S ample Totals  by Age, School, and Sex  

Sample Totals  

3-year olds  4-year olds  , 

Population 
Totals  M p M p 

R iverdale 68 3 4 4 1 1 2 
Kindergarten 

Montessori 44 1 2 2 3 8 
Preschool  

1 1  2 4 6 6 4 20 

Sample Background Data 

The background data for  the s tudy was limited t o  a )  the 

Peabody Picture Vocabu lary Test  ( 1 96 5 )  ( PPVT) and b )  a brief  

family and school  h i s tory. The PPVT was admini s t e red  during 

the first interview situation t o  measure each child ' s  
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recept i v e  language .  The family and school  h i s t o ry was mainly 

determined in discussion  with  the head teachers . The PPVT 

was a l s o  used to help es tablish initial  rapport  with each 

subj e c t .  The results  o f  the PPVT are contained in Table 3 .  

Table 3 

Results o f  PPVT 

Sub j e c t  Chronological  Raw Score  I .  Q .  %ile  Mental  Age 
Age 

Ani a 3/8 49 1 2 1  9 2  4 / 1 1 
Hay den  3 / 1 0 3 8  9 4  3 2  3 /8 
Marya 3 / 1 0 47 1 07 6 6  4/8 

Emma 4/6 6 3  1 3 0 9 9 +  7/6 
G i l l i a n  4 I 1 5 2  1 1  4 88 5 / 5  
Nadia 4 / 4  4 5  1 04 38 4/5 
Sa m 4 / 1 1 5 1  1 0 1  5 1  5 / 2  
Simon  4 / 5  4 4  97 35 4/3  

C a r o l i na 3 / 1 0  4 9  1 1  0 77 4 / 1 1 
Dana 3 / 1 0  48 1 09 7 1  4 / 1 0 
James 3/8 42 1 1  0 70 4/0 
N i c o l a  3 / 1 1 6 2  1 29 9 9  7/3 
Rosa 3/8 48 1 1  9 89 4 / 1 0  
Selena  3/6  3 2  9 4  4 1  3 / 3  
T r i s t an 3 / 1 0  50 1 1 1 82 5 / 1  

Bernard  4 / 1 0 5 5  1 09 7 1  5 I 1 1  
Blake 4 / 1 0 4 2  8 5  1 2  4 / 0  
H e l e n  4 / 6  4 5  9 9  3 8  4 / 5  
Jevon  4 / 1 0 4 9  98 3 8  4 / 1 1 
Richard  4 / 7  5 2  1 1 1 80 5 / 5  

S t imulus Materials 

The deve lopment of the s t imu lus materials  used in  each  

o f  the  four s t i mulus s i tuations was  discussed  in  d e t a i l  

e a r l i e r  i n  this  chapt e r .  The s timulus s i tuations  

c o rresponded t o  the four l i s t ening s i tuations as identified  

in  the review o f  the l iterature and as  explicated previously.  
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Procedure 

The procedure will be outlined i n  step  format with the 

appropriate comments accompanying each step .  The procedure 

was quite disciplined  maintaining c oherence in the study .  

The  discipline also  aided  the  ease o f  analysi s .  

1 .  A pilot  s tudy vas designed and conducted a t  a local  

kindergarten in Palmers ton  North .  The purposes and  the  

resu lts  o f  the  p i l ot s tudy were reported i n  the  previous 

s e c t i o n .  The main  feature of the pilot  study was the 

refinement of the s t i mu lus materials in accordance with  the 

findings of the p i l o t  study. 

2 .  The sample vas s e lected from the two presch o o l s ,  as  

out l i n e d ,  and  fo rma l permission obtained .  

3 .  Once the sample had been selected the order  o f  

presentation o f  the s timulus situations vas determined b y  a 

randomization o f  the subjects  and  the stimu lus ' situations  

using random numb e r  tables . 

4 .  Sever a l  days were spent a t  each preschool  i n  order  

to establish rapport with  the  subjects  i n  their  own  

envi ronmen t .  The necessity o f  es tab lishing rapport with  the 

subjects  was vital  in encouraging them to respond freely in 

the interview s i tua t i o n .  

5 .  Inte rview One 

This vas the first f o rmal c ontact with each s u b j e c t .  

T h e  interviewer introduced the research , talked a b o u t  the 

repeated times together,  and asked  the ini t i a l  background 

questions . 

The subject  was introduced  t o  the use  o f  the tape 

rec orders and was a llowed to expe riment with them in  order 

that in Interviews Two to Five the child vas not distracted  
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b y  them.  The c h i l d  t a lked and sang i n t o  the tape recorder  

a n d  heard  the replay a t  the c onclusion o f  the  a c ti v i t y .  

The PPVT w a s  administered t o  t h e  s u b j e c t  d u r i n g  

t h i s  i n t e rview t i m e .  The PPVT , t o  measure receptive 

language , was also  r e c o rded  o n  the  tape r e c o r d e r .  T h e  PPVT 

and the experiment i ng with the tape r e c orders helped t o  

e s t a b l i s h  good rapp o r t  with a l l  subj e c t s . 

A l l  the i n t e r views took place  in a private , q u i e t  

room  a t  e a c h  presch o o l .  The r o o m s  w e r e  equipped w i t h  t a b l e s  

and c h a i r s  and a means o f  inhi b i t i ng outside  int erferen c e .  

( T eacher o n  supervi s i o n  outside  d o o r . ) 

6 .  I n terviews T w o  t o  Five 

The four s t imulus s i tua t i o n s , as outl ined in the  

s e c t i o n  on s t imulus materials , were  u t i l i z e d  during 

I n t e rviews Two t o  F i v e .  The interviews varied in dura t i on 

from four minu t e s  t o  twenty-five minutes . 

duration  vas approximately 1 5  minu t e s . 

The average 

7 .  A l l  inte rviews were  recorded o n  the tape r e c o r d e r .  

T h e  i n t e rviewer a l s o  maintained w r i t t en notes t o  supplement 

the  tape recordings . 

Analys i s  and I n t e rpre t a t i o n  

1 .  The t a p e  r e c o r d i ngs and s u p p lementary n o t e s  w e re 

t ransc ribed and c o d e d .  The recordings were s t o red f o r  future 

referenc e .  

2 .  The 

i n t e r p re t e d .  

s t u d i es . 

i n te rview p r o t o c o l s  w e re analysed 

The p r o t o c o l s  were i n i t ia l l y  t re a t e d  as 

and 

case 

3 .  The general c l inical  analysis of the s tudy was 

conducted a c r o s s  the four l i s tening s i tuati ons for evidence 

of Piagetian c o n s t ru c t s  selected  for  this  study . C h a p t e r  
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F i ve w i l l  include further d i s c u s s i o n  o f  the s e l e c t e d 

cons t ru c t s  of a s s i m i l a t i o n ,  a c c ommo d a t i o n ,  e q u i l i b r i u m ,  

egoc ent r i s m ,  and the cogn i t i ve - s t ru c tural features o f  

l i s t ening.  

Limita t i ons of the S tudy 

The f i rs t l i m i t a t i o n  o f  the s t udy was the time sched u l e .  

I n  o rder  t o  maintain t h e  c h i l d ' s  interes t ,  the interviews had 

t o  be c onducted w i th i n  a limited time period yet w i t h o u t  

causing t h e  child  t o  b e come fatigued.  A l s o ,  since a t tendance 

at  preschool  i s  not  c ompu l s o ry ,  o c c a s i onal absences o f  the  

child  required  the  i nterviewer t o  b e  f le xible s o  that the  

random o rd e r  of the s t imulus s i t u a t i o n s  c o uld be  maintained 

across the  four i n t e rviews o f  each chi l d .  

A further l i m i t a t i o n  was the numb e r  o f  prot o c o l s .  The 

s a mple of 20 c h i l d re n  generated 80 i n t e rviews which amassed 

over 700 pages of interview p r o t o c o l s .  Howeve r ,  m o r e  

i n t erviews may have  e l i c i t e d  fu r t h e r  inform a t i o n  o n  t h e  

l i s t ening proce s s .  This  d o e s  n o t  i nva lidate the  s t udy a s  

P i a g e t  and o t h e r s  w e re known t o  have  a s  few a s  one o r  t w o  

c h i l d r e n  i n  a s tudy o f  a phenome n o n .  

· .. :. · ' '  � IT( 
L. � � ,1r 



CHAPTER FIVE  

EQU I LIBRIUM - A MODEL FOR  THE  LISTENING  PROCESS 

Introduction 

The  analysis encapsulated in this  chapter investigates  

the  lis tening process  a c ross the  four  s t imulus s i tuati ons a s  

o u t l i n e d  in C h a p t e r  F o u r .  The understanding of the lis tening 

p r o c e s s  w i l l  be i l luminated by the d i s c u s s i o n  o f  the 

e q u i l i b ra t i o n  of the cognitive s t ructures intrinsic t o  the 

p r o c e s s .  

Pia  get ( 1 976 ) e lucidated that the progress ive 

equi librium between the  invariant functions  of a s s i m i l a t i o n  

and accommodation was t h e  fundamental process  in cognitive 

d e v e l opment . Equi l i b rium in cogn i t i ve develo pmen t ,  a s  

out lined briefly i n  C ha p t e r  Three , c o n s i s t e d  of three k i n d s ,  

w h i c h  f o r  the  purpose of t h i s  investigation were c l a s s i f i e d  

a s  levels because o f  their  h i e r a r c h i c a l  natu r e .  Piaget 

( 1 9 7 4 / 1 980 , 1 97 5 / 1 9 7 7 ,  1 97 7 )  d eveloped these l e v e l s  of 

e q u i librium which were further c la ri f i e d  by Vuyk ( 1 98 1  ) .  

Levels o f  Equ i l i b rium 

1 .  Equilibrium be tween the internal  e lements of 
the system - the a s s i mi la t i o n  of the o b j e c t  t o  
t h e  s u b j e c t ' s  scheme of a c t i o n  a n d  the accom­
modation o f  the  s cheme o f  a c t i o n  to the obj e c t . 

2 .  Equilibrium be tween the interact i o ns be tween 
sub-systems - the reciprocal  a s s i milation and 
accommoda t i o n .  

3 .  Equilibrium b e tween differentiations and inte­
grati ons between the  sub-sys t e ms and  the  t o t a l  
system - t h e  relati ons uniting the  sub-systems 
and the t o t a l  system.  

The three levels  of equi l i b rium are composed o f  two  

d i s t inct  fo rms which are a t  the core  o f  c o gnitive operations . 

P i a ge t  ( 1 972/1 973 ) identified these  a s  ( a ) systems whose 
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cond i t ions o f  equ i l i brium are pe rmanent and ( b ) systems  with  

forms  of momentary e q u i li b rium . The f i r s t  f o rm e n t a i l s  the 

concept  of revers i b i l i ty and u s u a l ly begins at the level o f  

conc rete o p e r a t ions . The s e c on d  f o rm i s  chara c t e r i z ed by the 

d i s p lacements of equi librium and s emi-revers i b i l i t y .  The 

f i r s t  form c omprises  " c losed"  l o g i c o - mathemat i c a l  s t ructures 

while  the s e c ond form contains " o p e n "  s t ructures a s  eviden t  

i n  the  s o c i a l  s c i e n c es . 

Piaget c on s i d e re d  that the  key t o  the understanding of 

cognitive dev e l o pment was t o  b e  found i n  the i n t e r c o n n e c t i o n  

o f  t h e  t h r e e  l evels  o f  equi l i b r i u m .  The d e l inea t i on o f  the 

t h r e e  levels  of e q u i l i brium , c e n t ra l  to this thes i s ,  resu lted 

in  the i d e n t i f i c a t i o n  o f  t h e o re t i ca l  c onstructs and the means 

of analys i s .  A n  analysis o f  the l i s t ening p r o c e s s  by the 

equilibra t i o n  of i t a  cogn i t i v e  s t ruct ures requires that the 

d a t a  of the s tudy , the i n t e r v i e w  p r o t o c o l s ,  be e xamined i n  

t e rms o f :  

1 .  a s s i m i l a t i on and a c c ommoda t i o n ,  a s  the 
means o f  a chieving e q u i l i b r i u m ,  

2 .  the  c o g n i t i v e - s t r u c t u r a l  f e a tures o f  the  
l i s t ening proces s ,  and 

3 .  the levels  o f  e q u i l i brium themselves . 

The e x p la n a t i o n  o f  l i s t ening a s  a cogni t i ve a c t i vi ty 

w i l l  be achieved  by cons i d e r a t i on o f  the c e n t r a l  p r o c e s s  o f  

equilibra t i o n .  T h e  interview p r o t o c o l s  w i l l  exempl i fy the 

theore t i c a l  Piagetian c o n s t r u c t s  a c r o s e  the f o u r  s t imulus 

s i tu a t i o n s  u t i l i z ed to i nv e s t i ga t e  the l i s t ening proc ess . 

The e x e mp l i f i c a t i on o f  t h e s e  c o n s t r u c t s ,  

equi l i b ri u m  w h i c h  i n c l u d e  the  c ognitive 

the  features of 

s t ructure o f  

l i s t ening , w i l l  fac i l i t a t e  the explanat i o n  o f  the act  o f  

l i s t ening i n  three -and four-year o l d  chi ldren . 

The exemp l i f i c a t i o n  o f  the c on s t ructs  a c r o s s  the  four 
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s t imulus s i t u a t i ons will be examined in three genera l 

c a t e gories . F i rs t ,  assimilation and accommo d a t i o n  i n  

c o n j unction w i t h  t h e  first  l e v e l  o f  equilibrium w i l l  be 

i l luminat e d .  The e l ements of the  systems , without d i r e c t  

r e f e rence t o  t h e  inherent cogni tive  s t ructure s ,  can  be used 

alone a t  this s t a g e .  Second , the  identification o f  the 

cognitive s t ru c ture of the l i s t ening process as evidenced by 

the features of wholene s s ,  t ransfo rmat i o n ,  and s e l f ­

regulation w i l l  b e  d i s c erned.  I n c l uded in the section on the  

cognitive - s t ru c t u r a l  

of egocent r i s m  a s  

features o f  l i s tening i s  t h e  d i s c u s s i o n  

a c o r e  concept  for t h e  explanation o f  

c o gnitive d e v e l opme n t .  Unders tanding the explana t i o n  o f  the 

c o gnitive - s t ru c tural  features of lis tening w i l l  lead t o  the 

s e c ond l e v e l  of equili brium b e i n g  c omprehended . 

The t h i r d  l e v e l  of equi l i b r ium would be the final  s t e p  

i n  the e x p lanation o f  the a c t  o f  l i s t ening. The i l lumina t i o n  

o f  t h e  r e l a t i onships of t h e  sub-systems of l i s t e ning t o  the 

t o t a l  sys t e m  o f  lis t ening i s  only possible  a f t e r  the 

achi evement of the  first two l e v e l s  of equi l i b r i u m .  The 

differen t i a t i o n  a n d  integration of the sub-sys tems vas not  

investigated  because  the cognitive-developmental  s t age of 

three-and four-y e a r  old c h i l d re n  demanded that the  functional 

categories  or the  lis tening s i tuat ions be imposed on the 

design of the  s tu dy enabling identif ication of c ognitive-

s t ru c t u r a l  featu r e s .  Thus t h e  differen t i a t i o n  o f  the sub-

systems was p r e c luded by the researcher.  At  this s t a ge a 

model o f  the  l i s t ening process  could  be propo s e d .  

Data Presentation 

A s  out lined in Chapter  Four the  inve s t igation  of  

lis tening a s  a cognitive a c t i v i ty amassed a great  quantity of  
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d a t a .  The 80 c l i n i c a l  interviews generated over 700 pages of 

i n t e r view p r o t o c o l s  representing some 2 0  hours of actual tape 

reco rdings . The recordings were stored for future referenc e .  

The supplementary material  c o l l e c t ed but not i n c l uded  in the 

tape recordings or trans c r i p t s  inc luded Peabody P i cture 

V o cabu lary T e s t s , i nterview notes , and bac kground 

informa t i o n .  

The Piaget ian theoretical  perspective  and t h e  c h o i c e  o f  

t h e  c l i n i c a l  method f o r  t h i s  investigation d e t e rmined the 

presentation of the i nterview d a t a .  Throughout t h i s  chap t e r  

t h e  exemp l i fi c a t i o n  of t h e  c o n s t ru c t s  w i l l  b e  a c c ompanied by 

an ind i c a t i o n  of the  numbe r  of c h i ld ren who demons t rated  a 

p a r t i c ular c o n s t ru c t .  This  i n d i c a t i o n  i s  presented for each 

of the four s t imulus s i t uati ons . 

Assimi l a t i on 

A s s i m i l a t i o n ,  t h e  incorporation  o f  n e w  s t imulus events 

o r  experiences  into a n  e x i s t ing system of c ogni t i ve 

s t ructures f o l lowing an i n t e r a c t i on w i t h  the envi ronment , i s  

respons i b l e  for the  growth o f  the  schema t a .  Vuyk ( 1 981 ) 

i d e n t i f i e d  two types o r  l e v e l s  o f  a s s i m i l a t i o n .  The f i r s t  i s  

a phys i o l o g i c a l  l e v e l  i nvolving t h e  organis m ' s  i ntake o f  

substances o r  energies t o  c o n s e rve the system.  T h e  s e c ond i s  

a behavioural  l e v e l  w i t h  t h e  integration of o b j e c t s  i n t o  

schemes of a c t i o n .  T h e  two l e v e l s  are o f t e n  i n t e g r a t e d  as i n  

the  sea rch for foo d .  Phy s i o l o g i c a l  a s s i m i l a t i o n  proceeds  by 

s imple r e p e t i t i o n s  while  behavioural 

the memory which c o n t r i butes  t o  

a s s imi l a t i on s .  

a s s imi l a t i o n  i nvo lves 

the e x t e n s i o n  o f  

Piaget  ( 1 97 2 / 1 973 ) presented  a s s i m i l a t i o n  i n  three non-

d i s s o c i a b l e  forms : 



1 .  func t i o n a l  o r  reproduc tive  assimiliation - the 
re p e t i t ion of a c t i ons leading to consolida t i o n , 

2 .  recognitive a s s i mi la t i o n  - disc rimination o f  
the assimilable  o b j e c t s  i n  a given s cheme , and 

3 .  gene r a l i z a b l e  a s simi l a t i o n  - the extension o f  
the f i e l d  o f  a scheme . 
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The examination o f  the p r o t o c o ls a c r o s s  the categories  

o f  l i s tening w i l l  validate  the  assimilation  process  as a 

c on s t ruct f o r  the  l i s tening p r o c e s s .  I t  i s  postulated  that 

the a s s i m i l a t o ry s chemes within the four  s t i mu lus s i tuations 

w i l l  augment themselves by the i n c o rporation  of e lements that  

a r e  e x t e r i o r  t o  the  s cheme i n  a c t i on and compatible  t o  i t s  

nature . 

S t i mu lus S i t u a t i o n  1 - Marginal L i s tening 

The f i r s t  s t i mu lus s i tua t i o n ,  invo lving the c h i ld ren in 

the  l i s t e ning o f  a s t o ry a c c ompanied by background n o i s e s ,  

yielded  many examples t o  i l lu s t r a t e  the p r o c e s s  o f  

a s s i m i la t i o n .  A l l  o f  the 2 0  c h i l d re n  in the sample exhibited  

forms  o f  a s s i m i l a t i o n .  T h e  d i s c e rnment and s u bsequent 

c o nfi rmat i o n  of p a t t e rns of r e s ponses p e rmi t t e d  s e l e c t e d  

p r o t o c o l s  t o  b e  u s e d  a s  i l lustrative  devices . 

I n  t h i s  s t i mu lus s i t u a t i o n  the chi ldren were c onfronted 

with the task  o f  d i s t inguishing between fact  and fancy a s  

p r o j e c t e d  from t h e  s t o ry .  B e i n g  a s k e d  t o  determine i f  the 

s t o ry were t ru e  presented them with the c h o i c e  

a s s i m i l a t i n g  t h e  s t ory in t o t o  a s  fact  o r  fancy. 

B ernard (4/ 1 0) 

I - Why w ou l d  you s ay they ( marrows ) c o u l d n ' t  
be p o l i cemen? 

B - Because they ' re pumpkins and they can ' t  
walk and they ' ve got n o  eyes . 

I - A l r i gh t .  
B - N o  mouth and n o  n o s e .  
I - G o o d  f o r  y o u  Berna rd .  
B - N o  a rms . 

o f  



N i c o la (3/1 1 )  

I - Can marrows be p o l i c emen? 
N - N o .  
I - Why n o t ?  
N - Because they ' re - because they ' re rea l ly -

but they can ' t  rea l ly b e ,  turnips and 
pumpk ins . They ' re - they ' re - they ' re -
they are only - they are  made today , ahh -
vegetable turni p s .  

I - Vegetable turnips , and vegetable turnips 
can ' t  be poli cemen? 

N - N o .  
I - O r  robbers o r  anything? 
N - N o .  N o t  p o l i c e me n  and n o t  robbers . 
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Both  o f  the protocols  indicate  that the c h i l d r e n ,  in 

assimilating the s t o ry ,  first d e t ermined if the e lements of 

the  s t o r y  led  them to be lieve that the s t ory vas fact  o r  

fancy. B o t h  c h i l d re n  decided  that the e l ements were indeed 

fancy and could thus assimi l a t e  the s t ory as such . 

T h e s e  p r o t o c o l s  i l l u s t ra t e d  that B e rnard and Nicola 

assimilated  the s t ory by the use of conceptua l i z ation as 

d i s c u s s e d  by Piaget ( 1 974/1 976 ) .  They both had develo ped the 

concept of p o l i c e man as people  with vegetables unable to fit 

into human r o l e s  due to lack of appropriate physical 

chara c t e ri s t ics . Nicola r e a l i z e d  that turnips were 

vegetables and as such could not  be p o l i c emen or robbers . 

B e rnard c learly s tated that pumpk ins did not comply with h i s  

concept o f  p o l i c emen because they d i d  n o t  have walking 

capabi l i t i es and lacked eyes , mouth,  nos e ,  and arms . The 

a s s i m i l a t i o n  of the fancy of the s t o ry ,  then , vas possible  

th rough conceptualiz ation . 

S t i mu l u s  S i t u a t i o n  2 - Appreciative Listening 

The app r e c i a t i ve l i s t e ning s i tuation y i e l d e d  examp l e s  

from a l l  20  o f  t h e  c h i l d r e n .  A h i gh number of responses 

demons t r a t ing a s s i mi la t o n  was common to all the  s t i mu lu s  

situa t i o n s .  
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Recognitive  a s s i m i lation  i s  characterized b y  t h e  c h i ld 

b e i n g a b l e  t o  d i s c r i m i n a t e  t h o s e  o b j e c t s  w h i c h  a r e  

a s s i mi l a b l e  t o  h i s  s c h e m e  a t  t h a t  p o i n t  i n  t i m e .  I n  a n  

e n c o u n t e r  w i t h h i s  e n v i r o n m e n t , T r i s t a n  w a s  p r e s e n t e d  w i t h  

the task o f  d r a w i n g  t o  music.  H i s  e f f o r t ,  after  l i s t ening to 

the m u s i c ,  r e sul t e d  in a p i c t u r e  of a cat and dog .  

Tristan (3/1 1) 
I - Why d i d  you draw a cat and a dog?  
T - Cau se - cause I d i d .  
I - Did the mu sic make you think o f  a cat and 

a d o g ?  
T - Yeah . 
I - How d i d  the music  make you think of a cat 

and a d o g ?  
T - Cause the dog  came on and then t h e  c a t  d i d . 

I n  o r d e r  t o  d r a w  t h e  c a t  and  t h e  d o g  T r i s t a n  h a d  t o  

d iscrimina te the assimi lable  p o r t i o n  of t h e  music  - that  o f  

t h e  cat and dog .  Tristan recognized  that  the cat a n d  the dog  

came o n '  t h e  m u s i c  as he  was  l i s t e n i n g .  H i s  r e s p o n s e ,  

s p ecifically  relating  the drawing  t o  the m u s i c ,  i n d i c a t e d  the 

a s s i m i l a t i o n  had o c c u r r e d .  An e g o c e n t r i c  r e s p o n s e ,  on t h e  

o ther hand , would n o t  have i n c l uded  a reference t o  the m u s i c .  

The r e m a i n d er o f  t h e  m u s i c ,  e v i d e n c e d  b y  h i s  p i c t u r e  a n d  

during t h e  conv ersation ,  w a s  n o t  assi milated b y  T r i s tan. 

R i c h a r d ,  i l l u s t r a t i v e  o f  t h e  f o u r - y e a r  o ld s ,  a l s o  

e x h i b i t e d  r e c o g n i t iv e  a s s i m i la t i o n d u r i n g  t h i s  s t i m u l u s  

situat i o n . 

Richard (4/7) 
I - D i d  the music make you  think o f  any 

animals? 
R - N o .  
I - N o ?  
R - Only a bi rd . 
I - A b i r d ?  
R - Mmm. ( y e s )  
I - W h y  d i d  i t  make y o u  think o f  a b i r d ?  
R - U rn .  Cause I thought  i t  was a b i r d . 
I - Mmm? 
R - Making it go . 
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W h e n q u e s t i o n e d  r e g a r d i n g  a n i m a l s  R i c h a r d ' s  i n i t i a l  

r e s p o n s e  w a s  n e g a t i v e .  Th i s  w a s  p a r t l y  d u e  t o  a l a c k  o f  

d i f f e r e n t i a t i o n  b e t w e e n  t h e  a n i m a l  a n d  b i r d  c l a s s e s .  

However , on co n t e m p l a t i o n ,  he d e c i d e d  to relate h i s  thoughts 

a b o u t  t h e  b i r d .  On l i s t e n i n g  t o  the  m u s i c  R i c h a r d  was a b l e  

t o  d i s c r i m i n a t e  t h e  p a r t  o f  t h e  s e l e c t i o n  o f  m u s i c  t h a t  he 

thou ght was the b i r d .  The m u s i c  was also responsible  for the 

f l i gh t  o f  t h e  b i r d ,  a s  R i c h a r d  d i s t i n g u i sh e d  t h a t  t h e  m u s i c  

was  ' m aking it g o ' .  

The final protocol for the second s t i m u l u s  situation  is 

a n  e x a m p l e of g e n e r a l i z a b l e  a s s i m i l a t i o n  w h i c h  e x t e n d s  the  

f i e l d  o f  t h e  s c h e m e  u t i l i z e d  by  t h e  s u b j e c t  ( P i a g e t  

1 9 7 2 / 1 973 ) .  

Jame s (3/9) 

I Did you enjoy  tha t music?  
J - Y u p . 
I - Yup . Why d i d  you enjoy i t ?  
J - Urn.  Cause  I d rawed a potato  man . 

James  was asked  t o  c o m m e n t  on h i s  l i st ening  in terms  o f  

h i s  e n j o y ment of the m u s i c .  H e  r e s ponded that h e  d i d  e n j o y  

t h e  m u s i c  a n d  a l s o  o f f e r e d  h i s  r e a s o n  a s  t h e  d r a w i n g  h e  h a d  

d o n e  t o  a c c o m p a n y  t h e  m u s i c .  T h e  f i e l d  o f  t h e  s c h e m e ,  

l i s t e n i n g  t o  d e t e r m i n e  e n j o y m en t  o f  m u s i c ,  w a s  e x t e n d e d  b y  

a s s i m i l a t i o n  ( P i a g e t  1 9 7 2 / 1 9 7 3 )  a s  i l l u s t r a t e d  i n  t h i s  

p r o t o c o l .  H i s  encou n t e r  w i t h  t h i s  s t i m u l u s  s i t u a t i o n  

presented  h i m  w i th another selection  o f  m u s i c  h e  could  e n j o y .  

Stimulus  S ituation  3 - A tt e n t i v e  Listeni ng 

A s s i m i lation  was d e m o n s trated  by all 2 0  c h i l d r en in the 

t h i r d  s t i m u l u s  s i t u a t i o n .  T r i s t a n  e xh i b i t e d  func t i o n a l  

a s s i m i l a tion in the f o l l o w i n g  protocol a s  i l l u s t r a t i v e  o f  the 

abi l i t y  to follow directions .  



Tristan (3/1 1 )  

I - Why did you put your  hands on your  h e a d ?  
T - Why? 
I - Why did y o u ?  
T - Because I h a d  t o .  
I - Why did you have t o ?  
T - Because you s a i d .  
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Tris tan vas able t o  assimilate  the task of pu t t ing his  

hands on  h i s  head  because  h e  had  repea t ed ly fol lowed 

d i r e c t i ons and had formed the concept o f  o b eying the 

d i r e c t i ons gi ven t o  h i m .  The repetitive nature o f  f o l lowing 

ins t ru c t ions resulting in cons o l i d a tion j u s t ifies Tristan ' s  

r e s ponse a s  functional a s s i m i l a t i o n .  

T h e  s e cond p r o t o c o l  t o  be conside red in t h i s  s t i mu lus 

s i tuat ion is an example o f  recogni t i ve a s s i m i l a t i o n .  

Bernard (4/1 0) 

I - D i d  you h e a r  something that made y o u  
move? 

B - Yup . 
I - Did you hear somebody that made you 

move? 
B - You.  
I - You heard  me ! O h .  And vhat d i d  you hear  

that made you move then? 
B - Your voi c e !  
I - My vo i c e ! S o  h o w  d i d  y o u  know to put your 

hands o n  your head? 
B - You s a i d . 

Bernard vas queried  about what h a d  made h i m  move h i s  

hands during t h e  t a s k  o f  f o l lowing d i r e c t i o ns . H e  revea l e d , 

upon q u e s tioning, that it vas the researcher that had made 

h i m  move his hand s .  Left  a t  that point  in the  i n t e rv i ew 

B e rnard ' s  p r o t o c o l  would have been s imilar  t o  T ri s t a n ' s  

functional assimilation  resp ons e .  Howeve r ,  further 

q u e s t i oning ascertaine d  that  Bernard vas able t o  d i s c rimina t e  

that  i t  . vas the v o i c e  of the researcher tha't a c tu a l l y  made 

him move his  hands while participat ing in the s t imulus 
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s i t u a t i o n .  T h e  disc rimination o f  the v o i c e  d i s t i nguishes 

recognit ive a s s imilation from func t i o na l  a s s i m i l a t i o n .  

S t i mu lus S i t u a t i on 4 - Analytic L i s t e ning 

Two final examples o f  a s s i mi l a t i o n ,  e x t ra c t e d  f rom the 

fourth s t i mu lus s i t u a t i o n ,  i l lustrated "gene r a l i z ab l e  

a s s i mi l a t i o n" .  A s s i m i l a t i o n  was exhibited b y  1 8  o f  the 2 0  

three-and four-year o l d  c h i l dren in Sti mulus S i tuation  4 .  

Bernard ( 4/ 1 0) 

I Where d i d  R o z z y  l i v e ?  
B - I n  t h e  punne t .  
I - I n  the punne t . H ow d i d  you know she lived 

in a punn e t ?  
I - Cause - i n  t h e  s t ory.  

I n  this  examp l e ,  B e rna rd was able t o  e x tend the  field  of  

his  s cheme.  H i s  s cheme involved knowing where he lived  and 

probably where o ther  p e o p l e  c l o s e  to him l i v e d ,  f o r  example 

his grandm o t h e r .  I n  o r d e r  to assimilate  the  e lement o f  the 

s t o r y  indicati ng where R ozzy lived h e  m e r e l y  extended h i s  

s cheme o f  "where p e o p l e  live " t o  inc lude where h e  h a d  heard  

R o z z y  lived  while listening t o  the s t o r y .  

Caro lina exemp l i f i e s  recognitive a s s i mi l a t i o n  i n  the  

f o u r t h  lis t ening s i t u a t i o n .  S h e  needed t o  remember f r o m  

l i s t ening t o  the s t o ry where R o z z y  Raspberry had lived . 

Caro lina (3/1 1 )  

I - Where d i d  R o z z y  Raspberry l i v e ?  
C - Um.  I think in a k i nd of h o u s e .  
I - What k i n d  o f  house d o  y o u  think she 

li ved in?  
C She lived  i n  a kind o f  Raspberry ,  S t raw­

berry o n e .  

I n  l i s tening t o  t h e  s t o r y  C aro l i na h a d  a s s imilated  many 

d e t a i l s  o f  that s t o r y .  One o f  the d e t a i l s  s h e  h a d  absorbed  
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was the k i nd o f  p l a c e  that R o zzy lived i n .  From a l l  the  

details  she had  assimi lated she needed  to  extract from the  

previously assimilated details  the  answer to the question 

that  was demanding that  she  reply.  In  o ther words , the  

q u e s t ion required that  she  discriminate from among the  

d e t a i ls she  held in memory to respond . C a r o lina , even though 

h e r  response vas n o t  e x a c t ,  did d i s t i nguish that the h o u s e  

R o z zy lived in was one especially f o r  raspberries and 

s t rawberries . From h e r  scheme o f  remembering the s t o ry 

C a rolina vas able t o  d i s c riminate the obj e c t ,  in t h i s  

i n s t ance t h e  house f o r  raspbe rrie s ,  

the  demand from her e nvi ronme n t .  

required t o  respond t o  

Summary 

The i l lu s t ra t i v e  p r o t o c o l s  corroborated  the assimila t o ry 

p ro c e s s  in listening.  The  chi ldren were able t o  .l i s t e n  to  

t h e  s t ory and  a s s i mi late the  various  e lements a s  they 

e n c ountered 

s i tu a t i o ns . 

the envi ronmental  demands o f  the  s t imulus 

The process of assimilation  a s  a primary c on s t r u c t  in 

the development o f  lis tening vas p i v o t a l  to the analysis o f  

the  pro t o c o l s .  T h e  presence of a s s i mi l a t i o n ,  a s  a central  

c oncept of  the  equi l i bration o f  c og n i t i v e  s t ru c t u re s ,  vas 

i mpera t i ve to the d i s cussion  of the rese arch d a t a .  The 

e s tabl ishment o f  a s s i mi l a tion paves the way f o r  

d i s cussion o f  acc ommodation , 

e q u i librium.  

cognit ive s t ructure , 

Acc ommo d a t i o n  and Equ i l i b rium Level  One 

the  

and 

The non-di s s o c i a b l e  characteri s t i c s  of ac c ommo d a t i o n  and 

the  first  level  o f  equi l i brium faci l i t a t e  a c ombined 
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nature o f  

ac commo d a t i on and t h e  first  l evel  o f  equili brium d i c t a t e s  

that the  first  level  of  equi lib rium be  e s t abli shed once  

acc ommo d a t i on has  occurred.  Unlike  a s s i mi lation , which can 

fun c t i o n  alone , acc ommo d a t i o n  a n d  equilibration a r e  

interdependent . 

A c c ommoda t i o n  i s  the changing o f  a s cheme o f  a c t i o n  t o  

a l low the  a s s i mi l a t i o n  o f  e lements o f  t h e  envi ronment a l  

demands previously unas s i m i l a b l e .  O b j e c t s  i n  t h e  envi ronment 

must either  result  i n  which cannot be assimilated  

accommodat ion of  the  scheme or  they must  be r e j e c t e d .  As f o r  

types , a s s i m i l a t i o n ,  accommo d a t i o n  comprises two 

phy s i o logical  and behavi oura l .  The behavioural accommodation 

which results  i n  the enrichment o f  the earlier  s ch emes ( Vuyk 

1 98 1 ) a l s o  may lead to new sub-s t ru c t ures by d i f f e r e n t i a t i o n .  

T h e  first  l e v e l  o f  equili brium involves the  i n ternal  

e l ements  o f  the  system.  F l a ve l l  ( 1 96 3 )  observed that the  

f i r s t  level w a s  the process  o f  b ri nging a s s i m i l a t i o n  and 

accommodation i n t o  a balanced coordination.  At  this  leve l ,  

a s s i m i l a t ion o f  the o b j e c t  t o  the s cheme o f  a c t i on and the 

accommodation of the scheme o f  a c t i o n  t o  the o b j e c t  are 

r e c i p r o c a l  and necessary proces ses . The a c commo d a t i o n  o f  the 

scheme o f  a c t i o n  inst i gates the equilibration p r o c e s s  o f  the 

f i r s t  o r d e r .  

The examina t i o n  

a c c o mmodation and 

of 

the 

the 

f i rs t  

p r o t o c o l s  

l e v e l  o f  

for  evidence 

equi librium 

o f  

w i l l  

c o n s i d e r  t w o  postulat e s .  The f i r s t  s t a t e s  that a c c om modation  

o f  the  a s s i mi l a t o ry s chemes i n  each  of  the  four l i s tening 

s i tu a t i ons results  i n  the changing of the schemes o f  a c t i o n  

b u t  wi thout t h e  abandonment o f  t h e  original s ch e me s .  The 

o r i g i n a l  s t ructures are enriched by the accommod a t i o n .  The 
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second  postulate is that the i n i t iation o f  the a c commodation  

pr o c e s s  i n s tiga tes the equilibration proc e s s , o f  ' the first  

lev e l ,  for  each of the  l i stening  situa t i o ns .  

The protocols to illus trate the occurrence o f  the 

p ro c es ses o f  a c commodation  and the f i rst level  o f  

e q u i l ibration  will be identical . The s u b j ect , una b l e  to 

a s similate the obj ect  in h i s  env ironme n t , will need to 

a c commodate h i s  s c heme of a c t i on resulting  in the eventual 

a s s imilation o f  the  object which in turn results i n  the 

e q u i l ibration  of the i n t e rnal elements of the system . 

Stimulus Situation 1 - Marginal Listening 

The first  stimulus situation investigated  for evidence  

o f  a c commodat ion and  the  first  level  o f  e q u i l i b rium yielded  

responses  from 14 of  the c h i l d ren . The  first protocol  

exhibits  the  accommod a t i o n  o f  the s cheme of  action  and  the 

r e s u l t i n g  equilibrium in two short stateme n t s  by Hayden . The 

p r ocesses do not usually  occur a s  r a p i d i l y  as i n  Hayden ' s  

thinking a s  will b e  demonstrated i n  the second stimulus  

s i tu a t i o n .  

Hayden (3/ 1 0) 

I - What was the very  last thin g  that happened 
i n  the  s t o r y ?  

H - A f i r e  e n g i n e  w e n t  home . 
I - The f i r e  e ngine  went home . Why  do you  

think that  was  the  last  thing  that happened  
in  the s t o r y ?  

H - That ' s  because tha t ' s  what I hear d .  

A n  u nderstanding  o f  the s t imulus s i tuation  i s  necessary  

f o r  the interpret a t i o n  of this  protoco l .  The story  was being 

r ea d  while a v a r i e t y  of background n o ises  was a ud i b l e . 

Hayden  wa s aware o f  the n o i s e s  while listening  to the story . 

When  Hayden was requested  to comment o n  the  sequence o f  the  

story  he  could  not , despite  his  rather immed iate response . 
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Ha yden ' s  r esponse ind icated that h i s  sch eme for sequ enc ing  a 

series  of events was not able to assimilate  this particular  

d emand b u t  that  accommodation  occurred i n s tantly resulting  in 

an enriched scheme that incorporated the recognition of the 

noises  into the narrative scheme . The d emand could not have 

been s a t i s f i e d  by generalizable assimi l a t ion - the extension 

of  the field o f  the scheme (Piaget 1 9 7 2 / 1 9 7 3 )  as an extended  

scheme would only r e su l t  in  a response  t o  a request for the  

se quence of t he s t o r y  or to a request  regarding the 

background noi s e s . A r esponse which i llustrated  the  

sequencing  question  b e ing answered f r om background noise  

in format i o n ,  could only b e  possible b y  the integral union o f  

t he two a s  evidenced  b y  the accommo d a t i o n  o f  the scheme . B y  

incorpo r a t ing the noises into  the s t o r y  Hayden had a scheme 

he c o u l d  utilize  t o  s a t i s f y  the envir onmental demand . The 

assimilation  of the demand for sequenc ing  information was 

evidence d  by h i s  answe r .  The f i r e  engine going  home was 

actually  the last  background noi s e ,  a s i ren , that was heard 

at the  conclusion o f  the s t or y .  The equilibration  o f  

assimilation and accommodation was complete a t  the  time  

Hayden  was- able t o  r e s pond t o  the  q u e s t i o n .  

A f u r ther example o f  accommo d a t i o n  and the r e s u l t i n g  

f i r s t  l e v e l  of e q u i l i b ri um i s  taken f r om t h e  same sequencing  

task  a s  the previous  example . Simon i s  asked t o  relate t o  

the  i n t erv iewer the  l a s t  thing  that happene d  in the  s t o r y . 

Simon (4/5) 

I - Wha t was the v e r y  las t  thing  that hap­
pened  in the s t o r y ?  

S - I  don ' t  kno w .  
I - You don ' t  kno w .  Did they  rob some body at 

the  end  o f  the story?  
S - The y  called  the policeman at the  end o f  

the  s tory . 
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I - They what the policeman at the end o f  the 
s t o r y ?  

S - T h e y  called t h e  policeman a t  t h e  end of 
t h e  stor y .  D i ck Turnip  and h i s  gang had 
to b e  put in jail . 

S imon ' s  accommodation o f  his  scheme to answer i s  

d i f f erent f r o m  Ha yden ' s  a s  the accommodation was i n s t i g a t e d  

by a probe f r o m  the interviewe r .  S imilar to Hayd en , Simon 

c ould not respond  to the question  w i t h  the scheme a v a i lable 

to him for sequ enc i n g . Hayden s t a t e d  bluntly that he could  

n o t  r e ply t o  the initial question . The probe "Did they rob 

somebody at the end of the s t o r y ? "  caused Simon to ch a n g e  h i s  

scheme t o  i n c o r porate the background n o i s e s .  H e  i n f e r red , 

from the s i r e n  at the end of the s t o r y ,  that t h e  pol icemen 

were called to p u t  D i ck Turnip and h i s  gang in j a i l . At this 

point  the accommodation of his  scheme was evident a s  the 

background n o i s e  was responsible for his answer . A s  f o r  

H a y d en , generalizable assimilation was a n  inadequate process 

and  the  accommodation  of the scheme was necessary for  S imon 

to satisfy  the environmental deman d .  Equi l i b r a t i o n  had 

o ccurred and S imon was sat i s f ie d ,  e v idenced by h i s  respons e ,  

that h i s  a l t e r e d  cogni t i v e  scheme was operationa l . 

S timulus S i tuat ion 2 - Apprecia t ive Listening 

The protocol below , illustrat i v e  of the ten children  i n  
/ 

the three-and four-year old  age  g r oup who responded i n  this  

category ,  conf i rms both postulates  cited for  accommodation  

a n d  the  first  level o f  equilibrium.  The i nitial  q u e s t i o n i n g  

o f  Dana revealed  that she w a s  unable t o  assimilate t h e  

e lements o f  l o u d  a n d  slow.  

Dana (3 / 1 0) 

I Was the music loud a l l  the time?  
D - Ahh nope . I t ' s  slow . 



Her 

I - I t  was slow . Was i t  loud though? 
D - Nope . 
I - N o .  It  was sof t ?  
D - Urn . . .  y u p .  
I - Soft  and slow? How d i d  you  know the 

d i ff e rence between when i t  was loud and 
soft and when i t  was fast  and slow? 

D - I d on ' t  know.  
I - I f  I hit the table could  you  tell me 

. whether it was l o u d  or s o f t ?  ( h i t s  table 
sof t l y ) 

D - S o f t .  
I - Now d o  me lou d .  
D - ( h i t s  table loud and f a s t )  
I - D o  me s l ow . 
D - ( h i t s  table  s o f t l y )  
I - D o  me fast .  
D ( h i t s  table loud  and f a s t )  
I - S o  f a s t  a n d  l o u d  go t o g e t h e r ,  d o  they? 
D - ( n o d s  y e s )  
I - And soft  and slow g o  together?  
D - ( no d s  y e s )  

scheme compr ised  o n l y  fast and s l o w .  
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The 

accommo d a t i o n  of that  scheme commenced when she was able t o  

i n d icate t h a t  sh e thought the music  was sof t a n d  s l o w .  

F u r ther q u e s t ioning o f  Dana ( e . g .  D a n a  banging t h e  table 

s o f t l y  upon a request for slownes s )  confirmed that the 

a c commod a t i o n  o f  h er scheme was complet e .  She had 

a s similated  the l o u d n e s s  of the music i n t o  a revised  scheme 

t ha t  i n c l u d e d  both t he loudness  and the speed o f  the m u s i c . 

The s t r u c t u r e  o f  t h e  scheme , though indicating  the 

j ux ta p o s i t i o n  o f  l o u d n e s s  and s p eed , was operational for 

Dana ' s  n e e ds .  

The second  protocol sel e c t e d  as illustrative  o f  the 

r e s ponses o f  the children regarding accommo d a t ion  and 

equilibration  reveals the accommodation  o f  a scheme to 

a no ther scheme that had been u s e d  previously . 

Blake (4/ 1 0) 

I - Was there a part of the music  that y o u  
liked t h e  b e s t ?  

B - Yup . 
I - Which part was tha t ?  
B - I d on ' t  know . 



1 1 6 .  

I - Was i t  the part where y o u  heard the battle  
sh i p  or . . .  

B - Th� baddie s h i p . 
I - The ba ddie sh i p ?  
B - Y u p .  
I - Why d i d  you like  tha t part the b e s t ?  
B - I d on ' t  know . 

Blake was able to d e c i d e  if he had a p r e ference for a 

particular part o f  the musical  s e l e c t i o n .  H e  c o uld not , 

however , extend h i s  scheme ( generalizable assimi l a t i o n )  t o  

identify  t hat p ar t .  The probe selected b y  the i n t er v i ewer 

was based upon previous responses from Blake during  the 

s t imulus s i tuation but was n o t  a direct  verbalizat i o n . The 

probe e f f e c t i v e l y  caused Blake to change his  scheme t o  one he 

had u s e d  before where he had d escribed the music u s i n g  terms 

from a popular f i l m .  This abi l i t y  to talk about the mu s i c  i n  

those  terms , d i ff erentiating  Blake ' s  response from an · a nswer 

at ran d o m '  respons e ,  allowed Blake to i d e n t i f y  the p a r t  of 

the mu s i c  he liked the b e s t .  The ' ba d d i e  ship ' 

his preferenc e .  

Stimulus Situation 3 - A t t e n t i v e  Listening 

The third  s timulus s i tuation  further 

symbolized 

exempl ifies  

accomm o d a t ion and equilibr i um . Seven three-year old  children 

and  four  four-year old children exhibited  these constructs  i n  

the t h i r d  stimulus situat i o n . 

Nicola  was required t o  sequence five  statements  but 

i n d i ca t e d  that she was not able t o  and d i d  not want to 

a t t em p t  t h i s  task . I t  was necessary t o  determine i f  her 

i n a b i l i t y  was because she could not remember the five  d e t a i l s  

sh e h a d  l i s t e n e d  t o  o r  i f  her scheme o f  action  was 

i n a p p r o p r i a t e .  The f o l lowing proto col i l l u s t r a t e s  that 

N i c o l a ' s  scheme of a c t i o n  was not suitable  for the 

a ss i m i l a t ion of sequencing requirement s .  



Nicola (3/11) 
I - Can you t e l l  me that story the way i t  

really s h o u l d  ha ppen , not  m i x e d  u p ?  
N - Ahh . . .  not  reall y . 
I - Could y o u  t r y  for me please?  
N - N o .  
I - Wha t d o  you think would ha p p e n  f i r s t ?  
N - G e t  d ressed  a t  home . 
I - Get dressed  a t  home . And then  what would 

happen?  
N - Going t o  Kindergarten without g e t t i n g  

dressed at K indergarte n .  
I - Mmm . . .  hmm .  And  then what would happen? 
N - You would get cold . 
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Nico la had a scheme of action for lis tening to and 

r ememb ering  d e t a i l s .  This was e v i d enced by the  fact that she 

was a b le t o  relate the facts back to the interv i ewer . The 

r e l a t i on of the facts  reveal that N icola ' s  l i stening  scheme 

had  been  changed to enable her to properly  sequence the 

events  o f  the story  b u t  one s t e p  at a t i me . The balanced 

c o o r d in a t i o n  of the assimilation  and accommodation  proce sses  

was  achieved once Nicola  ha d successfully  r e s ponded t o  the  

dema n d s  of  the situa t i o n . 

Accommodat ion and equilibration  are exempl i f i e d  i n  the 

f ollowing p ro tocol provided  b y  the conversation w i th Helen 

d u r i n g  the third  stimulus situation . 

Helen (4/6) 
I - Were some of the t imes I h i t  my drum 

too hard  for y o u  to copy ? 
H - Yes . The y were too har d .  
I - They were too hard sometimes? Why do 

you think they were too  h a r d ?  
H - Umm . ( pa u s e )  
I - Were they t o o  long?  
H - ( nods  y e s )  
I - The y were too long and that made i t  

har d f o r  you?  
H - ( pa u s e )  · 

I - Were the short ones eas i e r ?  
H - Y e s .  

Hel e n , similar t o  several children , w a s  able t o  respond 

t o  t he i n i t i al probe  b u t  was unable to  continue the 

conversation as  indicated by the pause  i n  the  inter view 
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p r o t oc o l .  Helen ' s  change o f  scheme was d e p endent u po n  the 

intervi e wer con t i n u i n g  to ask her simple quest ions which she 

c ould r e s p ond to w i th one  word a nswer s .  Her scheme t o  

comment  on the reproduc t i on of sound task d i d  not  include  

degree o f  d i f f i c u l t y . She then relied  on a ' qu e s t i o n  - one 

word answer ' scheme . The questions  selected by the  

r esearcher coincided  with this  new scheme and  e q u i l i b ra t i o n  

was apparen t .  

S t imulus S i tuation 4 - Analyti c  Listening 

The f inal i l lustration  of a c commodation  and  the  

accompa n y ing  level of  e q u i l ibrium  is Tristan ' s  response  to a 

question  regard i n g  the  d e t a i l s  of a s t ory . I n  this s t imulus 

s i tu a t i o n  1 1  o f  the 2 0  c h i l d r e n  provid ed responses  

illustrating  accommod a tion and  e q u i l i b r a t ion . 

Tristan (3/ 1 1) 

I What d i d  Nurse  Plum g i v e  Rozzy t o  make her 
f e e l  b e t ter? 

T - Umm . . .  I don ' t  know.  
I - You d o n ' t  know . Did she  g ive her  some 

me d i c in e , some milk and swee t s , or a p p l e  
a n d  j u i c e .  

T - Juice and milk . 
I - Juice  and milk? 
T - And some swee t s .  
I - And some sweets . How d i d  you know that 

was what she gave her? 
T - Cause I - cause I see ' d  it on the b i g  TV . 

T r i s t an ' s  i n i t ial response of " I  d on ' t  kno\., 11 ind icated 

t o  the i n terviewer that his scheme of action  was insufficient  

to  answer the  query  about  Nurse  Plum ' s  a c t i on s .  The  selected  

probe involv ing three choices resulted i n  a respo n s e , 

although i ncorr e c t ,  that revealed t he cognitive  process  

involved i n  Tristan ' s  l i s t e ni n g .  Tristan revealed that h i s  

l i s t e n i ng was c o u p l e d  w i t h  a n  inner v i sualization  process . 

What he heard was v i s ua l i z e d  i n  h i s  mind a s  if he had seen i t  

" o n  the b i g  TV" . I n  order to respond t o  the question  i t  had 
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t o  b e  ref erred t o  this  v i sual scheme which was the r e s u l t  o f  

the accommodation  process u p o n  the o r i g inal  inadequate scheme 

of a c t i o n . The o r i g inal question was then assimilated and an 

answer was generate d .  

This f i n a l  mani f estation  o f  accommodation  and  

e q u i l ibration f o r  the fourth stimulus situation reveals  an 

enrichment of a scheme which results  in the assimi l a t i o n  of 

a d d i t ional informa t ion . 

Emma (4/6) 
I - What was Rozzy ' s  f i r s t  trick?  
E - She l ooked into the bask e t .  
I - She looked into the ba sket . And what 

was her f i r s t  trick she took out of 
h e r  basket?  

E - A j a ck-in- t he-box . 
I - A jack-in-the-bo x .  Why do you think 

the j ack-in-the-box was the f i r s t  trick 
she  took o u t ?  

E - Because she took i t  out  f i r s t . 
I - She  took i t  out  f i r s t .  How do you know 

she took that one out f i r s t ?  
E - Because o f  the s t or y .  

Although Emma responds  t o  the q u e s t i o n  prom p t l y , her 

r e p l y  i n d i c a t e s  that her scheme for the comprehension of the 

s t o r y  could not  meet the demand for an anslver . An 

i n v e s t i g a t i o n  of the i n t er v iew p r o tocol  confi rms that Emma 

a l t e r e d  her scheme . The altered scheme dep ended upon  the 

d e t a i l s  o f  the s t o r y  and  the sequence of events  to answer the 

ini t ial prob e .  Emma needed t o  think i n  terms of d e t a i l  and  

s e quence - " S h e  l o oked into the bask e t . "  and  "She  t oo k  it  out  

f i rs t . "  i n  a b l e  t o  respond . Her responses , n o t  a n  

a s similatory process  o f  merely e x tending  the  scheme , 

ind icated  behavioural accommo d a t i o n  which resulted  i n  the 

enri chment o f  the earlier scheme ( V u y k ,  1 9 8 1 ) .  Following the 

acc ommodation  o f  the original scheme assimilat i o n  o f  the 

envi ronmental demands was possi b l e ,  thus i n d i c a t i n g  the 

e qu ilibrium between the internal elemen t s .  
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Summary 

The p r o t o c o l s  supporte.d the two postulates  s t a t e d  a t  the 

beginning o f  this s e c t i o n .  I n  each case the a s s i m i l a t i o n  

process w a s  only possible  a f t e r  t h e  a c commod a t i o n  o f  the 

s cheme of a c t i o n .  The o ri ginal  schemes o f  a c t i on were  never 

abandoned by the child but in the  p rocess o f  a c c ommodation  

were  enri c h e d .  The f i rst l e v e l  of  equ i l i b rium was evident  i n  

a l l  four c a s e s  because  an imbalance would have resulted  i n  an 

inadequa t e  assimilation  o f  the  e lements o f  the envi ronme n t .  

I t  i s  necessary t o  investigate  t h e  features invo lved i n  

the s e c o n d  level o f  the equ i l i b r a t i o n  process i n  o r d e r  t o  

progress i n  the discussion o f  the  hypo thesis that  the  

l i s tening process can be  e xp la i ned by considera t i o n  o f  the  

equilibration  of  i t s  cogni t i v e  s t ructures . Inherent i n  this  

d i s c u s s i o n  i s  the  concept of  s t ru c t u re . The d i s c e rnment o f  

the exis t ing cogni tive s t ru c tures  o f  listening,  v i t a l  t o  this  

d i s c us s i on , is  the  s u b j e c t  of  the  next  s e c t i o n .  

The C ogn i t ive-Structural Features o f  Listening 

P i a g e t  ( 1 968/ 1 971 ) defined  s t ructure a s  a s y s t e m  o f  

t rans f o rm a t i ons which was enriched  o r  preserved b y  the  

i n t e rp lay o f  its  own t ransformational  law s .  The concept o f  

s t ruc t u r e  involves the i d e a  o f  wholeness , the  i dea o f  

t ransforma t i o n ,  and the i dea o f  s e l f -regu l a t i o n .  These three 

central  i d ea s  or features of s t ru c ture w i l l  be d i s c u s s e d  

below b y  an examination o f  t h e  i n t e rview protoco l s .  

T h e  bas i c  tenets o f  s t ru c tu ra l i s m  are adequa t e ly 

summa r i z ed by Tomlinson-Keasey ( 1 982 ) as being threefo l d .  

The f i r s t  tenet i s  the convi c t i o n  that there i s  a p a t t e rn o r  

o rgan i z at i o n  underlying the  mental  func t i oning o f  s t ru c tu re s . 
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The s econd t e n e t  i s  t h e  n o t ion t hat s tr u ctu res have a 

genera l i t y  and cohe s iveness  that extend s beyond a specific  

i nstance i n  t i m e .  F inally , t h e  third  tenet states that there 

is a �el i e f  that structure can be d i scovered through orderl y 

analy s i s .  The orderly analysis  o f  the f o l l owing protocols  

resulted  i n  the d i scernment of the cogni t i ve-structural 

f eatures  o f  l i stening . 

Cogni t i v e  structures d e l im i t  the child ' s  capa c i t y  for 

action  by defining  what actions  are i n tellectually  possihle  

for the  child  at his  stage  of  devel opme n t .  The actions  of 

the c h i l d , in response t o  the envir onmental d emands of the 

stimulus  situations exh i b i t  the structural features by whi ch 

the c o g n i t i v e  structures may be known . The exemp l i f i c a t i o n  

o f  these  features of s t r u c t u r e  eventually result  i n  their 

u t i l i z a t i on i n  the equilibration  p rocess by which the 

l i s te n i n g  can be expla i ne d .  

The four f o l d  catego r i za t i o n  of l i s tening has been 

u t i l i ze d , t h u s  far , a s  an organizational s y stem for a p p l y i n g  

the  Piagetian  constructs  over the l i s t e n i n g  pro c e s s .  The 

four s t imulus  s i tuati ons w i l l  be u t i l i ze d ,  i n  this section , 

t o  exem p l i f y  the features of s t r ucture  a s  d i scussed  abo v e .  

This i s  i n  accordance w i t h  both Furth ( 1 9 7 0 )  and Flavell & 

Wohl w i l l  ( 1 9 6 9 )  who consider  the ' s tructures  d ' e n s emble ' t o  

be a family  of structu res . 

The se i n t roductory remarks on structuralism lead t o  one  

major  postulate  prior  t o  the d i scussi on o f  the  i n d i v i d u a l  

f e a t u r e s  of structu re . I t  is p o s t u l a t e d  that t h e  four 

l i s t e n i n g  s i tuations  will each exhibit the cogni tive­

structural features  of  wholene s s ,  trans forma t i o n , and  self­

r e g u l a t i o n .  

P r i or t o  the d i s c u s s i o n  o f  the features of struc t u r e , 
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but as an integral par t ,  i t  i s  nece s s a ry t o  d i s cuss  

ego c en t ri s m  a s  a c o r e  concept  for  explaining aspects  o f  a 

c h i l d ' s  cognit ive development ( Nea le , 1 970 ) .  Piaget ( 1 976 ) 

r e c o gnized the impo rtance o f  egocentrism to  cognitive  

d e v e lopment and i n  s o me works  changed his  termino logy to 

c e n t ra t i o n  to avoid the  p e j o ra t i v e  conno t a t i o n s  p laced upon 

it  by some  authors . A s  a c h i l d ' s  beginning thoughts are 

e g o c e n t r i c  much can be revealed by an examination of this 

c o n s t ruct regarding the  ch i ld ' s  cogni t i ve s t ructures and his 

l i s t ening p r o c e s s .  

Ego ce n t r i s m  

T h e  c o n c e p t  o f  egocentrism  i s  important to the  study o f  

the  l i s t ening process  because i t  describes a co gni t i v e  s t a t e  

o f  the c h i l d  within which h e  perceives the w o r ld from h i s  own 

s i ngular viewpo int . A synthes i s  o f  the  w ri t ings p f  Piaget  

( 1 926/1 926 ) ,  Vygo tsky ( 1 96 2 ) ,  Sigel  ( 1 96 9 ) ,  E lkind ( 1 974 ,  

1 979 ) ,  B rown ! Desfo rges ( 1 979 ) ,  and C oh e n  ( 1 983 ) resulted  i n  

t h e  f o l l owing d e s c r i p t i o n  

perceives  everythi ng from  

o f  e g o c e n t r i s m .  T h e  c h i l d  

h i s  o v n  p e r s p e c t i v e  with  an 

inabi l i ty to differentiate  between his own perspective  and 

viewp o i n t s  and those of o thers . Egocentrism i s  a mental  

limita t i o n  which  r e s t r i c t s  the  abi l i ty t o  decentre  and  thus  

inhibits  the  development of  cognitive  s t ructures e s p e c i a l ly 

during the preoperational  p e r i o d  o f  e a r ly c h i l dh o o d .  

Egoc e n t r i s m ,  enveloping centra t i o n ,  depicts  the  c h i l d  

centring on o n e  aspect  o f  t h e  phenomenon t o  the  e x c l u s i o n  o f  

o th e r  a s pe c t s .  I t  v a s  t h e s e  chara c t e r i s t i c s  o f  e g o c e n t r i s m  

t h a t  prompted S i g e l  ! C o cking ( 1 977)  a n d  other  a u t h o r s  t o  

view egocentrism a s  a very important c on s i d e r a t i o n  i n  the  

unders tanding of  a c h i l d ' s  cogni t i ve behavi o u r .  
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Piaget ( 1 926 / 1 926 ) characteri zed  egocentrism further i n  

the  fol lowing f o u r  point s .  F i r s t , the child ' s  m i nd leaps 

from a basic premise to a conclusion in a single bound . 

S e c o n d ,  the ch i ld a t taches l i t t le value to questioning h i s  

b e l i e f s  a s  h i s  v i s i o n  o f  the who le brings rapid s e c u r i ty t o  

h i s  b e li e f .  T h i r d ,  the child  makes u s e  o f  h i s  own p e r s o n a l  

s chemes o f  analogy . Fourth , visual s chemes play an important  

part  in  his thought  processes and  can take  the  p l a c e  o f  

p r o o f .  

The impli c a t i o n s  o f  egocentrism for  t h e  s tudy o f  the 

process  o f  listening are impo rtan t .  N e a l e  ( 1 970 ) c o n s i d e r e d  

t h a t  c h i ldren were  unable to c o mmunicate  fully because  

egocentrism prevented  them from taking a role  o f  l i s t e n e r .  

Ginsburg & O p p e r  ( 1 97 9 )  proposed t h a t  a l i s tener d i s t o r t s  

what h e  hears , e laborates upon i t  and is s a t i s f i e d  that he 

has understood t h e  mess age . Brown a D e s fo rges ind�c a t e d  that 

interpersonal c o mmuni cation  vas l i m i t e d  due t o  c o n t i nued 

egocentrism of action  which vas carried  o n  f ro m  the  

sensorimotor stage of developme n t .  

T h e  concept o f  ego centrism w i l l  a i d  the und e rs tanding o f  

the c h i l d ' s  development o f  cogni t i v e  s t ruc tures . T h e  c h i l d ' s  

l i s tening w i l l  be i n f luenced by egocentrism and thus valuable 

information w i l l  be obtaine d  about his cognitive p r o c e s s e s .  

The r o l e  o f  egocentrism w i l l  a l s o  b e  pivotal  to understanding 

the  idea o f  t ransformation as  the  child e x h i b i t s  a �  

increasing abi l i ty to decentre a s  a n  i dentifying f e a t u r e  o f  

t ransformat i o n .  

As a n  a i d  t o  t h e  unders tanding o f  the child ' s  cogni t i ve 

d e v e l opmen t ,  the protocols  from the four s t imulus s i tuations  

will  be  examined for  evidence of  egocent r i s m .  A s  the  

analysis  o f  l i s tening is cons t a n t ly advanced the  s e l e c t e d  
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p r o t o c o l s  are i l l u s t ra t ive of egocentrism  a s  d i s c e rned i n  

each s t i mu lus s i t u a t i o n .  I t  i s  p o s tu lated  that e g o c e n t r i s m  

i s  o p e rat ive a c r o s s  the f o u r  c a tegories  o f  l i s t e n i ng a n d  

a f f e c t s  t h e  c h i l d ' s  c o gnitive d e v e l o pment o f  l i s t e n i n g .  

S t imulus S i t u a t i on 1 - Marginal L i s t ening 

Egocen t r i s m  evoked many examp l es which could have b e e n  

s e l e c t e d  f o r  this  s t imulus s i tua t i o n .  A l l  o f  the c h i l d ren i n  

t h e  sample i l lustrated  their egocentric  t h i nking o n  s e veral  

o c c as i o n s . 

The f o l l o wing two p r o t o c o l s  exhibit  egocent r i s m  a t  i ts 

bas i c  leve l .  The f i r s t  child  needed t o  d i fferent i a t e  between 

two aspects of  the s i tuation and state h i s  reas on for h i s  

cho i c e . H e  empha t i c a l ly and egoc ent r i c a l ly s t a t e d  that h i s  

reason was " C a u s e  I l i k e  them ! "  

T r i s tan (3/10) 

I - D i d  you l i s t en to the  s t o r y  more o r  t o  the 
n o i s e s  more?  

T - N o i s e s . 
I - Why d i d  you  l i s t e n  t o  the n o i s e s  m o r e ?  
T - C au s e  I like  t h e m !  

H e l e n ' s  task  w a s  to d e c i d e  upon h e r  enjoyment o f  the 

s t ory.  She r e p l i e s  i n  the affirmat ive because she c on s i d e red 

h e r s e l f  successful  in the s i t u a t i o n .  

Helen (4/7) 

I D i d  you e n j o y  the s t o ry ?  
H - Yup . 
I Why d i d  you e n j o y  i t ?  
H - Because  I knew a l l  the  things . 

Piaget  c o n s i d e r e d  that an egocentric  chara c t e r i s t i c  o f  a 

c h i l d  w o u l d  be t o  beli eve that h e  had unders t o o d  everything 

i n  a gi ven s i t u a t i o n .  H e l e n ,  tho ugh incorrect  i n  h e r  
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assump t i o n ,  b e lieved s t rongly that s h e  had knovn a l l  the  

things ( ques t i o ns and answers ) in this first  s t imulus 

s i tuat i o n .  

S t i mu lu s  S i tu a t i o n  2 - Appr e c i a tive Listening 

A l l  o f  the chi ldren had examples o f  egocen t r i s m  in t h i s  

s i t u a t i o n .  C aro lina ' s  p r o t o c o l  exemplifies a child ' s  

ego c e n t r i s m .  H e r  response related  specifically t o  h e r s e l f .  

Carolina (3/1 1 )  
I Was the loud music happy o r  s a d ?  
C - S a d .  I t  m a d e  m e  be angry - vas t h e  loud­

Baaa ! ! !  - like that  s ometimes as b a d  as a 
c a r .  

I - Why did t h a t  loud  mus i c  make you f e e l  kind 
o f  angry? 

C - Cause it j u s t  d i d .  
I - What about the s o f t  music?  Was i t  happy 
C - Happy. 
I - Why vas it happy? 
C - Cause I liked i t .  

She held sad  and angry i n  j u x tapos i t i o n .  Juxtap o s i t i o n  

i s  a n  a s p e c t  o f  egocentrism.  Further,  C arolina ' s  o n ly reas o n  

f o r  t h e  soft mus i c  being happy vas h e r  o w n  egocentric  

p o s i t i o n  of  h e r  p a r t i a l i t y  t o  the  mus i c .  

S i mo n ' s  responses i n  t h e  f o l lowing p r o t o c o l  were  based  

upon h i s  egocent ric  thought p roces s e s .  

Simon (4/5) 

I - Was the loud  music happy o r  sad?  
S - Sad . 
I 
s 
I 
s 
I 
s 

- Why vas 
- Cause I 
- Was the 
- Happy.  

it  sad? 
d o n ' t  like loud  mus i c .  
s o f t  m u s i c  happy o r  sad?  

- Why vas it  happy? 
- Every time s o f t  mus i c  comes up i t ' s  happy . 

S i mo n ' s  o n ly criterion  f o r  the  loud music being sad v a s  

that h e  did n o t  like loud  mus i c .  H i s  reply v a s  based  u p o n  
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how the mus i c  made him feel  regardless o f  the chara c t e r i s t i c s  

o f  the mus i c .  A l tho ugh n o t  explici t ly s t ated i t  can be 

inferred from S i mon ' s  response that the soft music i s  denoted  

as happy because Simon w i l l  like i t .  

S timulus S i tuation 3 - A t t entive Lis tening 

The thi rd s t imulus s i t u a t i o n  continues the  t rend o f  

e g o c e n t r i s m  d i s played i n  t h e  first  t w o  s i tuations w i t h  a l l  

the  children i l lus t r a t i n g  egocentric tho ught . The f i r s t  

p r o t o c o l  exhibits t h r e e  characteristics  o f  egocentrism.  

Simon (4/5) 

I - How d i d  you know what pattern to h i t  on 
your drum? 

S - C ause I know how to hit d rums - cause 
I watched the d rum thing.  

I - You w a t ched  the d rum thing.  Did you try 
to make yours s o und j u s t  like mine? 

S - Yes . C au s e  I can make any s ound.  
I - Where did  you  hear  the  hitting  on tha 

drum? 
s - On S o l i d  G o l d .  

Firs t ,  S i mon h o l d s  h i t t ing the d rums i n  j u x tapo s i t i o n  t o  

t h e  watch ing o f  S o l i d  G o l d  o n  t e levision.  He  b e l ieves that 

his a b i l i ty to r e produce the pat t e rns on the  d rum i s  

dependent u p o n  w a t c h i n g  drums being p layed on the  t e levision  

program.  Second , Simon views his  success  enti rely from h i s  

o w n  vantage poin t .  H e  measures h i s  a b i l ity o n  the drum w i t h  

h i s  own measuring s t i ck.  He does  seek confirmation o f  

s u c c e s s  but i s  assured  within himself that h e  i s  c o r r e c t .  

Finally,  Simon exhi b i t s  one las t charac teristic  e lucidated  by 

Piaget i n  that h e  be lieves that h e  c ompletely understands 

everything and i s  able t o  do everything reque sted  by the  

inte rviewer.  

Ania ' s  personal point of  referen c e ,  i l l u s t rated  in the  
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s e c o nd proto c o l ,  i s  charac t e r i s t i c  o f  egocentrism.  The 

p r o t o c o l ,  howeve r ,  i s  important because i t  paralle l s  Piage t ' s  

i l lustration  of the f i r s t  s t age o f  though t . He observed that 

the  young child c o nside red  that thinking was done with the  

mouth . Ania r e l a t e s  to the interviewer that her l i s tening 

was  with "the mouth " .  

Ania (3/9) 
I - Where d i d  you hear  the  w o r d s ?  
A - Out  o f  your mouth . 
I - Out  o f  my mouth . They c ame out o f  my 

m o u t h  and where d i d  they go a f t e r  they 
came out o f  my mouth? 

A - I n t o  my mouth . 

The similarity  between Piage t ' s  f i r s t  s tage o f  thought 

being " thinking w i t h  the mouth " and Ania ' s  reve l a t i o n  that 

lis tening occurred "with the mouth " is interes ting . I t  

sugges t s  that l i s t ening as a cogni t i ve a c t i vity resembles the  

development o f  thought.  

S t i mu lus Situation 4 - Analyti c  L i s t e ni ng 

The final s i t u a t i o n ,  o f  w h i c h  the  fo l l owing p r o t o c o l s  

a r e  i l lu s t ra t i v e , completed the t rend of egocentrism i n  t h e  

l i s t e ning . I n  t h i s  s i t u a t i o n  1 9  children  exhib i t e d  egocentric  

though t . The limiti ng nature o f  ego centrism i s  evident i n  

Dana ' s  respons e .  

Dana (3/1 0) 
I - Did  Rozzy l o s e  h e r  k ey f i r s t  o r  d i d  s h e  

t r i c k  T i ny a n d  B u t t o n  Mushroom f i r s t ?  
D - L o s t  her  k e y  f i rs t .  
I - She l o s t  her  key f i r s t .  How do you  know 

she l o s t  her key f i r s t ?  
D - C au s e .  
I - D i d  you hear  anything that made y o u  t h i nk 

tha t ?  
D - Because my - my - I ' ve g o t  a talking h o u s e .  
I - Oh , you have a t a lking hous e .  
D - Cause my talking h o u s e  told  m e .  
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Once Dana had answered the i n i t i a l  quest ion she had t o  

turn t o  another scheme of a c t i o n .  The scheme w a s  o n e  o f  

make-believe , a s  evidenced by t h e  ta lking house . Dana 

b e l i e ved that she had unders tood and c o r r e c t ly answered the 

i n i t i a l  p r o b e .  To maintain this e go c e n t ric belief s h e  d i d  

n o t  ques t i o n  h e r  r e s ponse b u t  s w i t ched t o  the a l t e rna tive  

scheme of action  which vas probably naturally e l i c i ted  by the 

make-believe s t o ry she had heard . 

The s e cond p r o t o c o l  exem p l i fying egocent rism  i s  the 

final example of t h i s  c o n s t ruc t .  The f o l lowing e x c e r p t  

i l lu s t ra t e s  Nadia ' s  egocent r i c  thinking which vas e v i denced 

throughout the s t imulus s i tu a t i o ns by her and the o ther 

c h i l d ren.  

Nadia  (4/4) 

I - Did  Rozzy lose h e r  key first  o r  d i d  she 
t r i c k  T i ny and Button Mushroom fi r s t ?  

N - ( pause ) 
I - Which one d i d  she  d o ?  ( first ) 
N - H e r  key firs t .  
I - She l o s t  h e r  key f i rs t .  Hov d o  y o u  know 

she l o s t  her key vas the thing that 
happened firs t ?  

N - ( pause ) 
I - Hov d i d  you know tha t ,  Nadia?  
N - ( pau s e ) 
I - How d i d  you know that?  
N - I just  know. 

N a d i a  e xh i b i t e d  her egocentric  thought i n  two ways . 

F i rs t ,  when she v a s  required t o  make a choice o n  the s e quence 

of events she  did not  offer a reason for her s e l e c t i o n .  She 

empha t i c a l ly s t a t e d ,  " I  j u s t  kno v " .  She vas under the 

impre s s i o n  she had unde r s t o o d  the question and had  answered 

corre c t ly .  Egocentrism ( Piaget 1 92 6 / 1 926 )  induced h e r  t o  

believe s h e  had understood  e v e rything.  Second , N a d i a ' s  final 

response indicated  that she vas finished with this p a r t i c u l a r  
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que s t i o n .  H e r  egocentric thought was evident as s h e  w a s  not  

prepared t o  question h e r  own thinking on her  initiative  o r  

a l low the  interviewer to a i d  h e r  by further questioning.  

Summary 

The t rend o f  egoce n t r i s m ,  o p e rative i n  l i s t ening , was 

t raced th roughout the four l i stening s i tuati ons . The many 

charac t e r i s t i c s  out lined by Piaget and o t h e r  authors were  

exhibi t e d  in  the  protoco l s .  The effect  o f  egocentrism was 

indeed seen  a s  a limiting f a c t o r  i n  the �hild ' s  l i s t en i n g .  A 

d e c r e a s e  in egocentrism,  a s  w i l l  be i l lustrated  in the  

s e c t i o n  o n  trans forma t i o n ,  i s  important for  the d eve lopment 

o f  the cogn i t i ve s t ru c tures  o f  l i s t ening. The fea tures o f  

s t r u c t u r e  - wholeness , t ransformation,  and s e l f - regulation -

w i l l  b e  examined i n  the f o l lowing s e c t ions . 

Who l e n e s s  

Wholeness , the  f i r s t  f e a t u r e  b y  which t h e  s t ru c tu re o f  a 

phenomenon may be know n ,  d i fferenti a tes the s t ru c t u r e  from  

the e l ements which define  i t .  The  e lements o f  the  s t ructure 

are s u bordinate t o  the laws o f  composition which r e l a t e  them.  

I nherent  in the  idea of who leness i s  meaning. Meaning must  

be mapped w i t hin the s t ru c t u r e .  Wholeness i s  t h e  p r i n c i p l e  

which i n d i c a t e s  t h a t  meaning h a s  been mapped within a 

p a r t i c u la r  c o gn i t ive s t ru c ture ( Piaget 1 968/ 1 97 1 , C o ck i n g ,  

1 981  ) • 

The 

dyna m i c  

h o l i s t i c  n a t u re o f  s t ructure i s  evidenced by the 

( 1 98 2 )  interrelation o f  i t s  part s .  Phi l l i p s  

r e c o g n i z e d  tha t ,  in a h o l i s t i c  sense , each s t ru c t ure i s  a 

sys t e m  because the i n t e ra c t io n  o f  the e lements a r e  such that  

the  whole  i s  more  than  t h e  sum  of  its  p a r t s .  T h e  synth e s i s  
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of the various e l ements that have been d i s c riminated w i t h i n  

the  s y s t e m  results i n  meaning for  the s t ru c t u r e .  

A s imple i l lu s t r a t i o n  of t h i s  concept  was g i v e n  b y  

C o c king ( 1 981 ) .  The s e a rch for s t ructure resembles a murder 

my s t e ry .  The e l ements of the mys t e ry are the but l e r ,  the  

rich  h e i r ess , 

i t s  own r i g h t .  

and a s t abbing.  Each e lement has meaning i n  

Howeve r ,  the  s t ructure a n d  s o lu t i o n  o f  the  

mys t e ry are only d i s covered when the e lements are integrated  

t o  reveal  that  the  rich hei ress used  a d a gger t o  stab the  

b u t l e r .  

To exemplify wholenes s ,  t h e  examination  of the  p r o t o c o l s  

o f  the four s t imulus s i tuati ons must reveal that a dynamic 

i n t e r r e l a t i on of the  e l ements of the s t ru c ture does e x i s t .  

M e aning must be mapped throughout the s y s t e m ,  r e lationships  

within  the  sys t em must  be e s ta b l i s he d ,  and hitherto  s ep a r a t e  

e l ements of t h e  s y s t e m  mus t be conne c t e d  o r  associ�t e d .  

Operationally , i f  the e lements of a s t i mu lus s i t u a t i o n  

c a n  b e  shown t o  i n t e r r e l a t e  dynam i c a l ly in a non-ad d i t i ve 

manner the  feature o f  wholeness w i l l  be i l lustra t e d .  I t  i s  

p o s t u l a t e d  that f o r  e a c h  l i s t ening s i t uation  the  e lements o f  

s t ructure ( the funct i o ns o f  the s t imulus s i t u a t i o n ) w i l l  be 

dynami c a l ly interrelated  ( non-ad d i t i ve ly ) , such that  t h e  

s t ructure w i l l  be d i ffe rentiated  from t h e  e lements which 

d e fine i t .  

S t i mu lu s  Situation 1 - Marginal L i s t en i ng 

The s e l e c t e d  p r o t o c o l s  from the marginal 

s i tuation  are r e p r e s entat ive of the res ponses 

t h ree-and four-year old c h i l d ren i n  the s t udy who 

the  feature of w h o l e ne s s .  The envi ronmental 

l i s t e n i n g  

o f  the  1 4 

exhi b i t e d  

demand f o r  

informa t i o n  about t h e  s t o ry vas i l lustra tive of t h e  dynamic 



i n terrelation of two functions within this  situation . 

Sam (4/ 1 1) 

I - Did he ( Dick Turni p )  live  i n  a ket t l e , a 
bo o t ,  or a funnel? 

S - Boo t .  
I - I n  a boo t .  How did  you know he lived i n  a 

boot?  
S - Bec ause he  j u s t  did . 
I - Did you hear something t ha t  made y ou th ink 

he ( D i c k  Turni p )  lived in a bo o t ,  today?  
S - ( no d s  y e s )  
I - What d i d  you hear? 
S - I heard music and Dick Turnip lived in a 

bo o t .  
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When asked whe r e  D i ck Turnip lived  Sam indicated  that he 

had heard mu sic , the background n o i s e ,  and that Dic k lived  in 

a bo ot . The interplay  was evident  tha t ,  for Sam , i t  was 

n e c e s sary to incorporate his margina l  l i stening  ( h earing the 

background noise)  with the analytic  request .  He could not 

s e p a rate t he two f u n c t i on s .  This response  also e x emp l i f i e s  

t h e  second · of three levels of equilib rium . A s  equilibration  

is  indicative  of s e lf-regulation i t  i s  evident  that  the 

wholeness of this s i tuation is supported  b y  the  further 

i n terrelat i on of the  features of c o g n i t i v e  structu r e .  

The second example of the cogni t i v e- s tructural feature 

of wholeness i s  contained  i n  the i n t e r v iew protocol f r om the 

youngest child in the stu d y .  Her resp ons e ,  limited  by her 

s t a g e  o f  c o g n i t i v e  development and  her  verbal s k i l l s  

( Tompkin s , Friend , & Smith , 1 9 8 4 ) , nevertheless  r e s u l t e d  i n  a 

p e r t inent example of wholene s s . 

S e l ena (3/6) 

I - Wha t d i d  Emma , Sally and  O l i v e  put i n t o  
t h e  sweets  t h e y  made e s p e c i a l l y  f o r  Dick 
Turnip and his gan g ?  

S - ( p a u s e )  
I - D i d  t h e y  put soap powde r ,  o r  peanut b u t te r ,  

o r  v i negar?  
S - Vinega r ! 



I - Vinegar ! Why d o  you think they p u t  
v i n e gar in ? 

S - Cause they ' re nau ghty . 
I - Because the Turnips were naughty?  
S - ( nods  y e s )  
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The request of Selena was to dete rmine the contents  o f  

the sweets t hat w e r e  m a d e  f o r  D ick Turnip and h i s  gang . 

Although Selena could  not imme d i a t e l y  respond the 

a l ternatives  o ff e red provided  her with a means o f  arriving at 

an answer t o  the question . The request for d e t a i l s ,  an 

ana·l y t i c  task , required that Sele na listen  a t t e n t i v e l y  on two 

occas ions . First , Selena needed t o  l i s t e n  attent i v e l y  t o  

t h e  c h o ices presented to her . S ec ond , i n  o r d e r  t o  respo nd t o  

the second p r o b e  regarding t h e  reason for t h e  v i n e g a r  in t h e  

s w e e t s  S elena must  h a v e  l i st ened a t t e n t i v e l y  t o  conclude that 

the irregu lar content of the sweets  was the result  of the 

Turni p s ' naughty  behav i ou r .  The i n terrelation  o f  the 

ana l y t i c  request with attentive  listening  t o  produce her 

response  i l l u s trated the cogni tive-structural feature o f  

whol e n e s s .  

Stimulus Situation 2 - Appreciative Listening 

In the second l i s t e n i n g  situation  1 4  children  

d emonstrated  the cog n i t i ve-structural feature  o f  whol e ne s s . 

The n e x t  protocol  i l l u st rates the i m p o s s i b l i t y  for Ania t o  

r e spond t o  the probe w i thout  a n  i n t e r p l a y  o f  functions  w i t h i n  

t h e  s t imulus situat i o n . T h e  i n i t ial p r o b e  quest i oned Ania  on 

h e r  enj oyment of the mu s i c  which i s  a l i s t e n i n g  for  enj oyment 

t ask . 

Ania (3/8) 

I - Was ther e  a part o f  that mu s i c . that y o u  
l iked t h e  b e s t ?  

A - Y e s .  
I - Which part was tha t ?  
A - The s o f t  o n e .  The soft  b i t  o f  mu s i c .  



I - The s o f t  part o f  t h e  mu sic . Why d i d  y o u  
like t h e  soft part of t h e  mu sic b e t t e r ,  
A n i a ?  

A - Because I didn ' t  l i k e  the l o u d  o n e  because 
i t  hurts my e a r s .  

I - Because it hurts your ears . 
A - Mak e s  me sick . 
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Ani a ' s  affi rma t i v e  r e p l y  as a function of enj oyment 

n eeded t o  be a u gmented by the funct ion of l i s t e n i n g  for 

descriptive  terms . I n  order to explain  her e n j oyme n t  o f  the 

music she needed to d escribe the music as · s o f t ' which could 
I 

only be accom p l i shed if she had l i s tened t o  the music and 

r ecognized the d e g r e e  of l o u dn e s s . The inter play of the two 

functions  resulted  in a response that adequately expressed  

the  wholeness o f  her cognitive  structu r e .  

T h e  second protocol in this stimulus situa t i on , this 

t ime ex t racted from a four-year old , again illustrated the 

idea of wholeness  as associated with struc ture . 

Emma (4/6) 
I - Can you tell me all about your picture?  
E - The turtle i s  trying  t o  sneak in the  

h o u s e .  
I - Why d i d  y o u  draw somebody ' s  house? 
E - He wanted t o  go ands  visit h i s  f r iends  

and play  w i t h  them . 
I - Did  the music make y o u  think o f  d rawing 

the turtle v i s i t i n g  his frien d s? 
E - Yeah.  
I - How d i d  the music make you think of a 

turtle?  
E - Because i t  sounded like a t u r t l e .  

I n  t h i s  case t h e  c h i l d  was  requested�  i n i t i a ll y ,  t o  

l i s t e n  i n  o r d e r  to visua l i z e ,  culminat i n g  in a drawing .  Emma 

h a d  d rawn a p i c ture o f  a turtle  going  to v i s i t  some friend s .  

S h e  acknowl e d g e d  that the mu s i c  was the motivation  for her 

p i c t u r e .  Howe v e r ,  s h e  could d i scuss h e r  picture  o n l y  i f  she  

too  drew upon the d e s c r i p t i v e  terms she  had heard  whi l e  

l i stening  t o  t h e  mu s i c .  Also  evident  i n  Emma ' s  response was 

imager y ,  an aspect o f  descrip t ion . 
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S t imulus Situation  3 - A t t e n t i v e  Listen ing 

The threefold design of the t h i r d  stimu l u s  s i t uation 

r esulted  i n  wholeness being operational i n  three areas . 

Wi thin these  areas eight children  exh i b i t e d  the feature of 

wholeness .  As illustrative  of the childre n  i n  the study  two 

protocols were chosen to support  the construct of wholeness . 

way s .  

Caroline (3/ 1 1) 

I - D i d  you think that your d rum sounded the 
same as my d r um? 

C N o .  
I - Yo u  d i dn ' t ? Why not?  
C - Cau se it  sounded  like this - ( h i t s  d r um ) . 
I - Do you think when I went - when I hi t my 

d r um ( hi t s  d r u m )  - and y o u  h i t  your d r um 
( hi t s  drum)  - d o  y o u  think that sounded 
t h e  same? 

C - But you went - ( hi t s  d rum three time s )  -
a n d  I went - ( hi t s  drum two t imes - like 
t ha t !  

Wholeness was evident  from this protocol in a number of 

The e lements o f  the s y s t em a l l  concerned the 

reproduction  o f  sound on the d r um . The relationships  of 

these  e l ements were e v i d e n t  in the d i scussion  with  Caro l i n e .  

She was asked t o  d i scuss t h e  i d ea o f  same n e s s .  I n  order to 

r e s p o n d  t o  her satisfaction  she needed  f i r s t  t o  consider the 

d if f e r e n t i a t i o n  o f  pat t erns . A s  wel l ,  she exhibited  

p r o g re s s ion through a process  or cycle  of  evaluation and  

ana l y si s .  

The second  interview protocol was a l s o  selected  from the 

r e p r o d u c t i o n  o f  sound task using  drums . 

Sam (4/ 1 1) 

I - How d i d  ·y o u  know what pattern t o  h i t  on 
your d rum? 

S - Cause you h i t  it f i r s t .  
I - Cause I h i t  i t  f i r s t ?  

What d i d  y o u  hear? 
S - Umm . You  - the sound  that you make o n  

y o u r  d r u m .  
I - The sound  t h a t  I ma d e  o n  my drum . That ' s  

good . How d i d  y o u  hear that sound ? 



S - Cause the d r um mad e i t .  
I - I ' m  sor ry . 
S - Because the drum ma de the sou n d , 
I - Because the drum made the sound  and you 

heard it? 
Where did you hear the pattern?  

S - ( pa u s e )  
I - Where d i d  y o u  hear i t ?  
S - I n  the d r u m .  
I - I n  the d r um? 

How did y o u  hear i t ?  
S Because i t  was in the d r um . 
I - Because i t  was in the  d r u m .  

What did  you use t o  hear i t ?  
S - T h e  drum . 
I - What did  you use t o  hear i t  with?  
S - Ear s .  
I Your ears?  
S - I t o l d y o u  that ! 
I - Can you tell  me how those ears work? 
S - The ears because they have special things  

i n  them and they  work . 
I - And they wor k .  How d o  those special 

things work - do you know? 
S - They j u s t  work and  work and work . 
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This l e ngthy excerpt from the inter view with Sam 

exemplifies t he a spect  of wholeness by the i n t erplay of 

several fa c t o r s . Within this  protocol Sam d i scusses  how he 

l i stened a t t e n t i v e l y  to the sound that the interviewer ' s  drum 

made t o  repeat the pattern , how the drum made the sound he 

heard as a r e s p on s e  t o  how he heard the n o i s e ,  the s p e c i f i c  

l o c a t i o n  o f  t h e  n o i s e  as being  ' i n  t h e  drum ' ,  plus  a 

physiological  explanation o f  the  working of the ears as the 

means of hearin g .  These factors resulted  in the who leness  of 

S am ' s  r e s p o n s e .  They d i d  n o t  a d d  up t o  h i s  response  but 

interacted  such that meani n g  ran throughout the l i s t e n i n g  

process s uch t h a t  omission of one  factor would h a v e  a l tered 

the meani n g  of Sam ' s  respon s e .  

S t imulus S ituat ion 4 - Analyti c  Listening 

The d ynamic interrelation  of the elements of the s y s tem , 

evident  i n  tfie i n terviews of 1 3  of the 20 child ren , was 

simply but powerfully  i l l u s trated in the final two protocols  

o n  who l e n e s s .  



Rose (3/8) 

I - T e l l  me what happened f i rs t .  D i d  Rozzy 
f o o l  Adam Advocado with  the j ack-in-the­
b o x  or d i d  she fool  Nurse Plum with  the  
arrow in  h e r  hat?  

R - ( pause ) 
I - Which one d i d  she d o  f i r s t ?  
R - Um • • •  Pop ! 
I - The one that  vent p o p ! Hov d i d  you 

remember tha t ?  
R - I j u s t  knoved i t .  
I - Y o u  j u s t  knev i t .  Where d i d  you hear i t ?  
R - The j ac k -in-the- b o x .  
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The i n i t i a l  t a s k  o f  sequencing vas synthes i z ed w i t h  

l i s tening f o r  d e t a i l s  a s  evidenced b y  R o s e ' s  response o f  

" P op ! "  f o r  h i s  answer to t h e  q u e s t i o n .  H e  vas unable to  

respond u nt i l  i n  his mind h e  had a s s o c i a t e d  sequence v i t h  

detai l .  F o r  R o s a  the meaning vas mapped w i t h i n  the 

s t ru c ture . 

S i m i l a rly , B la k e  required that  the  i n i t i a l  l i s t ening for  

details  task  be synth e s i z e d  vith  l is t ening c o mprehens i o n  

before h e  c o u l d  respond accurately t o  the ques t i o n .  

B l ake (4/1 0) 

I - Wha t t r i c k  d i d  s h e  play o n  Nurse P lum? 
B - Jumped • • •  leaped - leaped out of b e d . 
I - What d i d  she do vhen she leaped o u t  o f  

bed?  
B - Ummmm . Flung her h a t  o u t  i n  the ai r .  
I - Ahh g o o d .  And  vas there s o mething 

s p e c i a l  about that  h a t ?  
B - N o .  Had a n  arrow i n  i t !  
I - Hov d i d  you knov  a l l  t h a t ?  
B - Cause  I j u s t  d i d .  

B l a k e  exhibi ted h i s  c omprehen s i o n  o f  the  s t o ry a s  h e  

r e l a t e d  t o  the i n t e rviewer h i s  understanding o f  hov R o z zy h a d  

leaped o u t  of b e d  a n d  flung h e r  h a t  i n  the a i r .  T h i s  p r o c e s s  

eventua l ly l e d  B lake to t h e  d e t a i l  h e  v a s  searching f o r  - the  

arrow in  the ha t .  The i n t e rp lay o f  lis tening c o m prehens i o n  
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and lis tening f o r  details , the who leness o f  the s t ructure  o f  

l i s tening,  had d e t e rmined Blake ' s  response.  

Summary 

The evidence f o r  the idea o f  who lenes s ,  as supplied  by 

the i llus t rative protocols , supported the postulate  p roposed 

at  the beginning of this section .  The  interre lation o f  the 

various elements or funct ions of each listening s i tuation 

corroborated the exis tence of  their  s t ructure . 

The representative  patterns e s tablished in  conversation 

with three-and four-year o ld chi ldren demons trated  that 

cognitive s t ructure could be partial ly known through the 

feature o f  wholenes s .  The idea o f  transformation  a s  the 

second feature of s t ructure w i l l  be investigated i n  the next 

section.  

Transformation 

Transforma t i o n ,  the second characteristic  o f  structure ,  

refers t o  sets  of  rules o r  to  operations which  change the 

state  o f  the s t ructure.  The development o f  cognitive 

s tructures ,  as defined by Piaget ( 1 968/1 971 ) ,  can be t raced  

in three general t rends ( Gardner 1 97 2 ,  C owan 1 97 8 ,  Codd 

1 980 ) .  

The first  i s  i ncreasing d ecentration.  Decentration ,  as  

discussed  under  egocentrism,  underlies  cogni tive deve lopment . 

The child  exhibi t s  a s teady dec l ine i n  egocentrism  and i s  

inc reasingly able t o  participate  i n  verbal exchanges . 

The s econd general t rend to  b e  considered  i s  the 

increasing interiorization o f  action .  C owan depicts  this 

trend as  thought being supported by internal language .  A s  

the c h i l d  moves through the developmental s tage s ,  action  i s  
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eventually t ransformed i n t o  thought o r  i nter nal languag e .  

Furth ( 1 9 7 0 )  represents this  trend as a movement from 

practical t o  operational i n t e l l i g e nc e .  

The third  general trend i s  the internali z a t ion o f  

a c t ion . P iaget d i d  not  s e p a r a t e  internali z a t i o n  and 

interiorization  but used one term t o  denote both concep t s .  

Thu s ,  for the purpose o f  t h is d i sc u s sion , t he t e rm 

s ym bo l i z a t i o n  will be use d .  A n  increasing use of symbols can 

b e s t  characterize this third  trend and is in keeping  with 

P iaget ' s  o r i g inal connotati ons . Var i o u s  kinds of symbols  may 

be u sed which  include  words , p i c t u r es ,  and conc e p t s .  The 

child will exhib i t  greater u s e  of symbols as he progresses  i n  

h i s  co g n i t i v e  devel opmen t .  

The i n t erview protocols w i l l  b e  d i scussed  to exemplify 

t he second s tr uc t u ral f eature of  l i s t e ni n g . The general 

postulate  is tha t : the cogni t i v e  structures  o f  l i s t ening 

i n corporate t ransformat i on s .  Transformations do not  

within the protocols  of the s t imulus situati6n s  b u t  

occur 

during  

that the c h i l d ' s  c o gnitive  development . Evidence 

d ecentration and symbolization a r e  opera t i o na l  in the child ' s  

l i stening  process and  that i nteriorizat ion occurred prior to 

the child ' s  response  will c o n f i r m  that transformations  ha ve 

o c curred 

general 

o r  are occurring in the  l i s tening 

postulate  will be confirmed a s  

proce s s . The 

the i n terview 

protocols  f o r  each o f  the stimulus  situations  corroborate the 

e x istence of d ecentra t i o n , interiori zati o n , and 

s ymboli z a t i o n . 

Stimulus S i tuation 1 - Marginal  Listening 

The f i rst s t imulus s i t u a tion yielded  examples o f  

decentr a t i o n , interiorizat ion , and symbolization . However , 
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only one protocol per trend was selected  a s  representative  o f  

t h e  child ren in t h e  s t u d y . S i x  of the thr ee-year olds  and 

eight  o f  the f our-y ear olds  generated examples over the three 

categor i e s .  

The f i r s t  protocol demon s t r a t e d  the decentration o f  the 

child . Simon i l l u s t rated that he was aware o f  both  the 

no i s e s  in the background and the sto r y .  

Simon (4/5) 

I - Wo u l d  you have und erstood  the story better  
i f  the noises weren ' t  there?  

S - Y e s .  
I - Why d o  you think t ha t ?  
S - C a u s e  i t  b e  much louder  and b e t t e r .  
I - D i d  the noises  make i t  d i f f i c u l t  f o r  y o u  

t o  answer the q u e s t i o n s ?  
S - Y e s .  
I - Why d o  y o u  think tha t ?  
S - Cause they - cause the noises  were much 

l o u d e r  and they are t h e y  the other 
q u e s t ions or hear y o u .  

Even though he admitted  t o  d i f f i c u l t y  i n  understanding 

t he story  h e  did  not  centre on the  noises  alone . He was 

cogni zant o f  the charact e r i s t i c s  o f  the noises and o f  the 

questions  he needed to respond to during the i n t e r v i e w .  

S imon ' s  responses throughout t h e  interview r e f l e c t e d  h i s  

capacity  t o  d e cen tre i n  the face o f  the c o n f l i c t i n g  a u d i o  

informat i o n .  

The i n t e r i o r i zation of a c t i o n , t h e  e v i d e n c e  o f  

increasing  i n t e r nal though t ,  i s  t h e  second t r end t o  b e  

investigated . The child  must d emonstrate that he had , pr ior 

t o  r es ponding to the envi ronmental d emand o f  the s t imulus 

s i t u a ti o n , i n t ernal thought or language . The protocol  from 

Richard . i s  a g o o d  example o f  i n t e r i o r i z a t i o n .  The i nt ernal 

thought or language e v i denced would have been transformed 

f rom action during his  c o g n i t i v e  d e v el o pme n t .  



Richard (4 /7) 

I - Do you think  marrows would make good 
policemen? 

R - Y u p .  
I - Why d o  y o u  think that?  
R - Cause he had ropes  t o  t i e  them u p .  
I - He had ropes  to t i e  them u p .  

Can marrows b e  p o l i cemen? 
R - Y e s .  
I - O . K .  
R - But ! Some n o t - n o t  around here - o n l y  

in t h e  s t o r y . 
I - Only in the s t or y .  Why can the marrows 

only be poli cemen in the s t o r y ?  
R - Cause - t h e s e  people have t o  b e  police­

mens . Cause the other - the Munch Bunch 
people aren ' t  real . They ' r e o n l y  puppe t s . 

Richard demon strated  t h a t  he had considered 
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this  

question  i n t e rnally pri o r  t o  giving  h i s  resp o n s e .  He showed 

a method o f  reasoning in which he could respond in t e rms o f  

r e a l i t y  o r  make-bel i e v e . He knew that marrows could not  be 

p o l i c emen i n  reality b u t  was also  able t o  place h imself 

w i t h i n  the fanciful world of  make-bel i e v e .  

Sam p r o v ided  t h e  f i r st example for t h e  existence  o f  

s ymbolization a s  a charac t e r i s t i c  o f  transformati o n .  

Sam (4/1 1) 
I - What d i d  Emma , Sall y ,  and O l i v e  put into 

the sweets they ma d e  especially  for D i c k  
Turnip and  h i s  g a n g ?  

S - ( pa u s e )  
I - What d i d  t h e y  p u t  i n t o  them s p e c i a l l y  for 

t h em? 
s - Bubble s .  
I - Bubble s .  How d i d  they make bubbles?  
s - They j u s t  g o t  t h em from the s ho p .  
I - They go t them from the sh o p .  How do y o u  

know that that was what they put  in? 
s - Just d i d .  

His response t o  the question  on the composition  o f  the 

s p e c ial sweets made for  Dick Turnip  and  his gang was 

s ymbolic . Instead o f  answering ' s oap  powder ' Sa m 

s ymbolically expressed the o u tcome o f  eating  the sweets both 

i n  words - "bubbles" and actions - gestures  with hands and 

mouth t o  d ep i c t  bubbles blowing in the air . 
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S timulus S i t uation 2 - Appre c i at i v e  Listening 

The second s t imulus situation  also generated many good 

examples of transformation a s  evidenced by each of the three 

general trend s .  Transformati ons were confirmed in both age 

groups .  A t otal of 1 4  child ren demonstrated the 

transfo rma t ional aspect  of structure in this situa t i o n . The 

f o llowing four i n t erview protocols  exemplify the struc tural 

feature under investigation and are illustrative o f  the 

r espon s e s  of the children i n  the s t u d y . 

The excerpt selected from the interview with Blake , t o  

i llustrate decentration , c a n  b e  con trasted with p ro t ocols 

containing egoc e n t r i c  respons e s .  

Blake ( l./10) 

I Did  you enjoy the music?  
B - Y u p . 
I - Why did  you like i t ?  
B - Because I think i t  was n ea t .  
I O . K .  Was there a part of that music that 

y o u  l iked the b e s t ?  
B - Y u p . 
I - What part was that?  
B - Ummm . . .  Star Wars sh i p .  
I - The part that sounded l i k e  the Star Wa rs 

s h i p ?  
B - Y u p .  
I - What part was tha t ?  Can you remember what 

the music sounded  l ike when the S tar Wars 
s h i p  was on? 

B - ( makes noise of a laser gun) Like tha t .  

The e gocentric  response t o  t h i s  question , for  example , 

would have been "Because I liked  i t " .  The reaso n i n g  process 

o f  the e gocentric child could not  b e  extended any  further . 

Blake , in contras t ,  had demon s trated  h i s  ability  t o  go beyond 

e gocentric  thought in  his l is tening , t o  discuss a feature of 

the mu sic  that he particularly enjoy e d .  

The i nteriorization o f  thought i s  i l l u s t ra t e d  i n  t h e  
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f ollowing p r o t o c o l .  F o r  a three-year old  i t  r e p r e s e n t s  

e vidence o f  ini t i a l  interiorization . 

Hayden (3/ 1 0) 

I Wha t d i d  you hear in the music that made 
you think o f  shooting  crocodiles?  

H - ( pa u s e )  
I - Mmm? 
H - Bec a u s e  I know i t .  
I Did the mu s i c  make you think of shoo ting 

crocodiles?  
H - Y e p . 
I - How d i d  it do that ?  
H N o ,  i t  didn ' t .  I t  ( mu s i c )  told me t o  d r aw . 
I - So t h e  music told you  t o  d raw shooting 

c r o c o d i le s .  
H - Yeah . 
I - How d i d  it do tha t ?  
H - Cause i t  could . 

The stimu l u s  s i tu a t i o n  involved the child in d rawing a 

picture  to mu s i c .  Ha yden ' s  response t o  quest ioning about h i s  

picture  illustrated  that the action o f  drawing had been 

i nteriorized to t h e  point that Hayden r ealized  that i t  was 

l istening  t o  the mu s ic which caused him to draw the p i c t u r e  

t hat a p peared on the paper . The depth  o f  Hayden ' s  

explana t ion revea l e d  that the interiorization  was recent . 

The use of s ymbol ization i s  i llus trated in the 

following interview protoc o l s ,  one from each age group . R o s s  

u se d  t w o  simple forms o f  symbols i n  h i s  d e scription  o f  t h e  

loudness o f  t h e  mu s i c .  Fir s t ,  and v e r y  lou d l y , h e  d e s c r i b e d  

t h e  loud music w i t h  " b o i n g s "  like  t h e  c l ashing o f  c ymbal s .  

I n  contrast ,  his  actions symbo l i z e  the softness  o f  the mu s i c  

a s  he compares the m u s i c  t o  t h e  gentle  blowing o f  the wind . 

Ross (3/8) 

I Wa s the mu s i c  loud a l l  the time? 
R - Y e s . 
I - How d i d  you know i t  wa s l o u d  all the time? 
R - I j u s t  d i d . 



I - How d i d  you know that i t  was loud all t h e  
time?  

R - Cau s e  I just d i d .  Bo ing l Bo ing ! Bo i n g ! 
( l o u d l y )  

I - I s  t h a t  what i t  [ t he mu s i c ] sounded like?  
R - Y e s .  Bang ! B o in g l  Boing l 
I - How does soft music sound? 
R - ( B lows gently like wind ) Lovely . 
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The second protocol illustrates the use of symbols to 

d i fferentiate  b e tween the d e g r e e  of loudness in the mus i c .  

Jevon {4/ 1 0) 

I Wa s the mu sic loud all the time? 
J - ( shakes head n o )  
I - No? 
J - It was - i t  was sometime s .  
I - I t  was some of the time . So some o f  the 

time i t  was loud and some of the times i t  
was s o f t . How d i d  you tell the d i fference 
between the loud part and the soft pa r t ?  

J - The loud  part c ame f i r s t .  
I - The loud part came first . What did  i t  

sound like? 
J - Like truck . 
I - I t  sounded like  a truc k .  O . K .  And t h e  

soft  p a r t  sounded l i k e  what? 
J - A car . 

The s ymbo l s  are taken from the child ' s  e veryday 

experience o f  loud and  s o f t . The truck represents the loud 

mu s i c  and the car represents the softer mu s i c . 

Stimulus S ituation 3 - Attentive Listening 

S t i m u l u s  S ituation 3 ,  the investigation of attentive  

l i s tening , produced several revealing examples o f  

decentr a t i o n , interiorizat i on ,  and symbol i zation a s  defined  

f or this  s t u d y . Even though three out  of four protocols  

selected  f o r  this  d i scussion resulted  from conversat ions with 

three-y ear old  child ren , t h e  four-year olds  were equally  

revealing in their  respons e s .  Interviews with  seven three-

year olds a n d  eight  four-year o l d s  i l l u s t ra t e d  the e x i s tence 

of tran s fo rmation as a cogn i tive-struc tural feature . 
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The f i r st protoc o l ,  evidence  of d ecentration i n  the 

young child , illustrated  the q u e s t i o n i n g  process involved  in 

a r r i v i n g  at a f i n al conclusio n .  Caroline was d i s c u s s i n g  the 

loudness  of the drum followi n g  her attempts at reproducing  

the patterns used  d u r i n g  the task . 

Car oline  (3/ 1 1) 

I - Wa s the banging on the d r um loud or s o f t ?  
C - Loud . 
I - Lou d .  How did  you know i t  was loud?  
C Cause I j u s t  kno w .  My brain ma de me think 

and  I j u s t  know.  
I - Let ' s  j u s t  listen t o  my drum . Tell me 

whether this i s  loud o r  sof t .  ( I  h i t s  
drum loudly  and slowl y )  

C - S o f t .  

Carol i n e  exhibi t e d  her abi l i t y  t o  determine i f  the 

banging  o n  the d r um was loud o r  s o f t . After  repeated  

examples of the  concept of  loud and  soft  the questioning  

i n v e s tigated the concept  of f a s t  and  slow . 

I - Caroline , were some of the times I h i t  my 
d r um fas ter than other t im e s ?  

C - Yup . 
I - How d i d  y o u  know t ha t ?  
C - Cause I j u s t  think i n  my brain  and I think 

and I j u s t  knew. 
I - Tell me , is this  one fast or slow? ( I  h i t s  

f a s t / l o u d )  
C - Fast . 
I - I s  this  one fast or slow? ( I  h i t s  d r u m  

s 1 o w I t s...s t 2 
C - Slow.  

The interrogation  on the rate  of  speed  was necessary t o  

d e t ermine i f  loudness  a n d  speed  were i n  juxtapos i t i on a s  

apparen t  in several ·cases pr eviou s l y . In Carolin e ' s  case 

s p e e d  and  loudness were not  j ux t a p osed  and she was able t o  

d e c e n tre , t h u s  confirming t h e  existence of a 

t r a n s f ormat ional feature of her c o g n i t i v e  structu r e .  

The p r i o r  interiorization  of thought was apparent i n  the 
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f ollowing protoco l s .  R i chard was b e i n g  probed o n  t h e  

understanding of t h e  l i stenin g proc e s s . 

Richard (4/7) 

I - How d i d  you hear wha t t o  d o ?  
R ( pa u s e )  
I - How d i d  you hear? 
R - Because  I ' ve got these ( po i n t s  to ears ) !  
I - You ' v e got those ! What are those?  
R - Ear s .  
I - How d i d  those ears of yours  work? 
R - Because they ' v e got l i t t le holes in them 

and they can hear what you s a y .  
I So what I say goes in those l i tt l e  holes?  
R - Yup . 
I - And then where does it g o ?  
R - Nowhe r e .  

R i c ha r d ,  who had previously e x h i b i t e d  this  featu r e ,  d i d  

s o  a g a i n  i n  this  s i tuation . He was asked t o  explain how he 

l i s t e ne d .  Repeated exper ience with l i stening  gave Richard 

all the information he needed to i nternalize  his  thoughts 

about  listen i n g .  Unfortunatel y ,  but  not  known t o  Richard , 

h i s  i n t eriorization  process was s t i l l  b e i n g  developed as h e  

was n o t  able t o  trace the intake of information an y further 

than h i s  ear s .  Howe v e r ,  Richard d i d · exhibit a gradual 

devel opment of the interiorization  of a c t i o n . 

Caroline ' s  i n teriorization  was f u r ther advanced than 

Richard ' s . 

view p o i n t .  

Her i n t er v i ew protocol below confirms 

Caroline (3/ 1 1) 

I - Ca roline , were some of the times I h i t  my 
drum faster than other t im e s ?  

C - Yup . 
I - How d i d  you know t h a t ?  
C Cause I j u s t  think in my brain and I think 

and  I j u s t  knew.  

t h i s  

S h e  obviously  h a d  interiorized  the act ion of ban g i n g  on 
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a d r um o r  other i n str uments and knew immedi at el y  that her 

brain  was responsible for her actions once she had listened  

to  someth i n g  and  could  verbalize  audibly  her inner languag e .  

Symbo l i zation was evident in the protocol from Ros s .  

I n s t ea d  o f  v erbally answering the question  he behaviourally 

symbolized his response by the clicking of his  ton g u e . 

Though e l ementary , i t  was the commencement of symbolization 

f o r  R o s s .  

Ross (3/8) 

I - How d i d  y o u  hear i t ?  ( r e f e r r i n g  t o  the 
banging o n  the drum)  

R - ( clicks tongue t o  pattern ) 
I - Like t h a t ?  What d i d  y o u  u s e ?  
R - ( clicks tongue again ) 

The e nd of R o s s ' s  protocol also r e v e a led s i gnificant  

i n f o rmat i o n . In response t o  a query about  what he used t o  

l i s t e n  with he c l i c k e d  h i s  tongu e .  This  was  reminiscent of 

P i a g e t ' s  first stage of thought ( think with mou t h )  and of 

earlier protocols in t h i s  study  where children  listened with 

their mouths as a primary stage of the understanding o f  the 

l i s t ening proce s s .  

S timulus S i tuation 4 - Analyti c  Listening 

The f ourth  s timulus s it u a tion also  evoked a wealth o f  

i n f o rmation  about the transformational feature o f  structure . 

Decentra t i o n ,  interiori z a t i o n , and symbo l i z a tion  were easily  

i d e n t if i ab l e  in interviews with  1 5  of the 20 children in this  

s i tu ation . 

A cursory  glance at Hayden ' s  responses  would suggest  

that  Hayden was not a b l e  to decentre a t  t h i s  t ime . Howev e r ,  

based  on the facts of t h e  stor y ,  Hayden surprisingly  

d emonstrates  h i s  ability  to decentr e .  



Hayden (3/ 1 0 )  

I - Did R o z z y  lose h e r  key f i r s t  o r  did she 
t r i c k  Tiny and Button  Mushroom first?  

H - Yup . She tricked B u t t o n  u p .  
I - She p layed t h e  t ri c k  o n  Tiny and Button  

firs t ?  
H - Yup.  
I - How d o  y o u  know that? 
H - Because  that ' s  because she ' s  a supposed to  

every day.  S o  i t ' s  the s o ldiers  can see 
her  d o i ng i t .  
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Hay den,  in fac t ,  is  able to supply i n forma tion  o n  more 

of  the s t o ry than the s t age in qu e s t i o n .  A l l  he needed f o r  

h i s  response t o  t h i s  q u e s t i o n  vas t h a t  R o z z y  h a d  t r icked Tiny 

and But t o n  Mushroom f i r s t .  Once h e  gave this  info rma t i o n  h e  

p l a c e d  the answer i n  the sequence o f  the s t ory.  This  is  

shown by his  reference to  the s o ldiers  who were meant to see  

R o z z y ' s  next t ri c k  of  being supposedly s h o t  by the Indians . 

The f o l l owing p r o t o c o l  i s  i l l u s t r a t i v e  o f  two point s .  

F i r s t ,  i t  demo n s t ra t e s  the c h i l d ' s  i n t e r i o r i z a t i o n  o f  

t h ought . Second , i t  i l lustrates the cognit ive growth o f  Ania 

o v e r  the short t ime f rom the c ommencement of the c l i n i c a l  

i n t e rviews . 

Ania (3/8) 

I - Where d i d  you get  that i d e a ?  ( after  
the p re c eding answer ) 

A - W e l l  I get  found o u t  and I can s i f t  i t  
o u t  o f  my mind.  

I - You g o t  it  o u t  o f  your mind . 
A - I t  j u s t  d i d .  
I - I t  j u s t  d i d ?  
A - I t  s li pped into  my mind . 
I - I t  j u s t  s lipped i n t o  your  mind? 
A - Yeah . 
I - D i d  y o u  hear that when I was reading the  

s t o ry ?  
A - Y e s  a n d  i t  s lipped i n t o  my mind . 

A pa raphrase o f  A ni a ' s  response i s :  " I  l i s t ened t o  the 

s t o ry and the info rmation from the s t o ry was lodged in my 
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mind . When I needed t o  r espond to your q u e s t ion I found the 

a p pr o p r i a t e  respons e ,  sifted  i t  out  from among the 

u nn ecessary i n forma t i o n , and gave my answer . "  The preced i n g  

paraphrase ind icates that the l i s t e n i n g  process had indeed  

b e e n  interiorized  w i t h  e v idence of i n t e rnal though t .  

Also  Ania ' s  response illustrates her  growth over a short 

p e r i o d . Her previous reply to a s i milar que s t i o n , was 

similar to thinking w i t h  the mou t h .  I n  Ani a ' s  case she had 

l i stened w i t h  her m o u t h .  Now howe v e r ,  A n i a ' s  understanding  

of the process  of  l i s t e ni n g , though n o t  clearly  explained , is  

more comp lete  and thus  e v idence of growth in interiorizati o n .  

The final thr e e  protocols i l l u s t r a t e  the presence o f  

s ymboliza tion i n  the  young  chi l d .  The s ymboli z a t lon which 

occurs  for Tristan , Ross , and Jevon takes the form of 

i nt e rnal images which are explained t o  the  i nterviewer during  

the  discu ssion . 

Tristan (3 / 1 1) 

I - Can p lums talk? 
T - Noooo . 
I - Why n o t ?  
T - Bec a u s e  they ain ' t  g o t  mouths and eye s .  
I - Mmm . . .  can they b e  nurses then?  
T - ( shakes head no)  

Ross (3/8) 

I - Can plums talk? 
R - N o .  
I - Why n o t ?  
R - They can ' t  because they j u s t  can ' t .  Plums 

aren ' t  meant t o  talk . 
I - Why aren ' t  they me ant t o  t a l k ?  
R - ( pa u s e )  
I - Why aren ' t  they meant t o  t a l k ,  Ross?  
R - Because they grow on t r e e s . 



Jevon (4 / 1 0) 

I - Do you think plums would make good nurses?  
J - ( shak es head  n o )  
I - N o ?  W h y  n o t ?  
J - Beca u s e  they ' r e not  allowed t o  run i n  t h e  

nurses ' p l ac e .  
I - Can plums be n u r s e s ?  
J - N o .  
I - Why n o t ?  
J - Beca u s e  people have t o .  
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While l i stening  t o  t h e  story  a l l  three boys  have 

s ymbolicall y ,  in  the i r  min d s ,  developed a picture of a plum 

a s  a n u r s e .  While  symbolically sharing  t h is w i t h  the 

i n t e rviewer they r e j ec t  the i r  vision of Nurse Plum and r e t u r n  

t o  real i ty . T h i s  i s  not  b e f o r e  they h a v e  demonstrated t h a t  

s ymbolization  i s  a scheme of a c t i o n  available to t h e m  as a 

t ransforma t i onal feature  o f  structur e .  

Summary 

The interview protocols corroborated  the  general 

postulate f o r  the second s t ructural  feature of l i s t e ni n g .  

Across  each of the f o u r  stimulus situations  evidence o f  t h e  

ex istence  o f  decentr a t i on , interiori z a t i o n ,  and symbol i z a t i o n  

confirmed that transformations h a d  occurred  or were occurring  

in  t h e  l i s t e n i n g  process  during  the child ' s  c o g n i t i v e  

development . Thi s evidence f u r t h e r s  the search f o r  s t r uc t u r e  

a n d  t h e  underst and i n g  o f  t h e  listening  pro c e s s .  

The final struc tural featur e ,  s e l f-regulati o n , w i l l  b e  

examined below . The exemp l i f i c a t i o n  o f  this f eature  w i l l  

conclude the d i scussion  on  

structures  of l i s t e n i n g . 

Self-Regulation 

the c o g n i tve-d evelopmental  

The third  and  final  feature of structure  t o  be d i s c u s s e d  

i s  s e l f - re g ul a t i o n .  The process  o f  s e lf-regulation needs  to 
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b e  d e l i m i t e d  f o r  the purpose o f  this s e c t i o n .  Piaget and 

authors such as Furth ( 1 969 ) ,  C owan ( 1 978) ,  and Brown & 

Des fo rges ( 1 97 9 )  n o t e  that e q u i l i b rium be comes a sequence o f  

o r  provides the s e l f- regula t o ry processes  respons i b l e  f o r  

cognitive  devel opment . I n  o t h e r  words  the concept o f  s e l f ­

regu l a t i o n  i s  d i fficult  to s eparate from e q u i l i brium.  

However,  o n  the b a s i s  that the theme of  this  thesis  i s  the  

understanding of  lis tening by the consideration of  the  

e q u i l i b r a t i o n  of  its  cogni t i v e  s t ructures and that the  

present goal  i s  t o  know the  cognitive s t ructures by evidence 

o f  the e x i s tence of their s t ructura l  features , s e l f ­

regu l a t i o n  w i l l  be examine d ,  a c r o s s  t h e  s timu lus s i t u a t i ons , 

th rough the  i n t e ra c t i o n  o f  s e v e r a l  concepts to be e laborated  

below.  The  equi libration o f  the  cognitive  s t ructu res on the 

s e cond level w i l l  be discussed i n  the next  s e c t i o n .  

The i dea o f  s e l f-regu l a t i o n  e n t a i l s  s e l f-maint enance 

and c l o s u r e .  S e l f -maintenance i s  the  a c t i v e  invo lvement o f  

the  c h i l d  a t  h i s  own level o f  c ompeten c e .  C losure refers  t o  

completeness  w i t h  t h e  safegu a r d i ng o f  meaning to any further 

modi f i c a t i ons . 

The three bas i c  mechanisms o f  s e l f -regu l a t i o n  a s  

o u t l i ned by P i a g e t  ( 1 968/1 97 1 ) are rhy thm,  regula t i o n ,  and 

o p e ra t i o n .  The " openne s s "  o f  the s t ruc tures of l i s t en i n g ,  as 

o u t l ined  in Chapter Three , o m i t s  the operation mechani s m  and 

considers  o n ly rhythm and regula t i o n .  Rhy t h m ,  such as 

pervades b i o l o g y ,  is considered i n  the s o c i a l  s c i e n c e s  at the 

e lementary level of symm e t r i e s  and repetit ions . Regulation 

means that  a c t i o n  i s  not repeated in  the same form but is 

modified  into  another a c t i o n  with  the m o d i f i c a t i o n  due  t o  the 

effect  of the o riginal a c t i o n  ( Vuyk , 1 98 1 ) .  

Vuyk n o t e s  that regula t i o n s  are o f  tvo types : 
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c o r r e c t i o n  ( nega t i v e feedback ) and reinfo rcement ( p o s i t i v e  

feedback ) . Elkind ( 1 979 ) ,  s i m i l�rly but i n  a more prac t i c a l  

s e ns e ,  refers to regu lations that have d i re c t ion , 

o rgan i z a t i o n ,  and s e lf-corre c t i o n .  S e l f -regu l a t i o n  occ urs to 

overcome d i s s o nance w i t h i n  t h e  c h i l d .  This  d i s s onance 

compr i s e s  two types ( Piaget  1 975/ 1 977,  Vuyk 1 981 ) .  

S i mp l i f i e d  somewha t ,  an " o b s t a c l e "  refers to an inability t o  

a s s i m i l a t e  a n d  a " lacuna" to a g a p  o r  unfulfilled requi rement 

in the s cheme of a c t i o n .  

regu la t i o n s . 

Both obstac les and lacunae lead t o  

The examination o f  the  i n t e rview p r o t o c o l s  f o r  evidence 

o f  the  s t ructural  feature of s e l f - regulation as a means o f  

knowing t h e  c o g n i t i v e  st ructures  o f  l i s tening w i l l  consider 

two p o s t u l a t e s .  F i r s t , the features o f  s e lf - regulation,  

c losure and s e l f - ma i ntenanc e ,  w i l l  come i n t o  play upon a n  

encoun t e r  with e i ther a n  o b s t a c le o r  a lacuna . Second , the 

encoun t e r  w i t h  the  obstacle  o r  lacuna w i l l  i n i t i a t e  two 

p e r t i ne n t  basic  mechanisms o f  s e l f - regula t i o n ,  regulation and 

rhythm w i t h  their various fo rms , which w i l l  overcome the 

dissonance in the  system.  

The s t ruc tural  feature o f  s e l f-regu l a t i o n  w i l l  be 

corrobo r a t e d  across the four l i s tening s i tuati ons by the 

inve s t i ga t i o n  o f  the i n t e r v i e w  p r o t o c o l s  a s  outlined  in the 

two p o s t u l a t e s .  A pro t o c o l  s e l e c t e d  for  inc lusion in the 

discussion exhi b i t s  an i n t e r p lay of the factors invo lved in 

s e l f - regulation  as a feature o f  the cogni t i ve s t ru c tures o f  

l i s t e n i n g .  

S t i m u l u s  S i tu a t i o n  1 - M a rgi n a l  L i s t en i ng 

I n  the  marginal l i s t ening s i t uation 1 9  childre n  

exhi b i t e d  s e l f - regula t i o n  a s  a feature o f  t h e  s t ru c ture o f  
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l i s t ening.  In  p a r t i cular this  s t imulus s i tuation w i l l  be 

u t i l i z e d  t o  exh i b i t  rhythm as a mechani s m  of s e l f-

maintenance . As rhythm involves repetition of a c t i o n  two  

int e rview exce rpts a r e  requ i r e d  from each child  s e l e c t e d .  

G i l lian (4/1 ) 

I - Where d i d  Dick Turnip live?  
G - I don ' t  know.  
I - You d o n ' t  know where  he l ived? Let me 

give you some choices  then.  D i d  he live 
i n  a k e t t l e ,  a boo t ,  o r  a funnel?  

G - A boo t .  
I - A bo o t .  How d o  you know h e  lived i n  

a b o o t ?  
G - Cause y o u  told  me i t  i n  the  s t o ry? 

I - Why did everyone have a lovely t i me at 
the end o f  the s t o ry ?  

G - I don ' t  know. 
I - Did they get the food back from D i c k  

Turnip and h i s  gang o r  d i d  D i c k  Turnip 
and his gang come t o  the party o r  vas 
Superc oo l ' s  party lots of fun? 

G - Lots of fun. 
I - How do you know t h a t ?  
G - Because y o u  t o l d  i t  i n  the  s t o r y .  

I n  both  of t h e s e  excerpts  G i l lian encountered a n  

obstacle  i n  her  environmen t .  G i l l i a n ' s  i nabi l i ty t o  respond 

t o  the q u e s tion vas evidenced by her answer " I  d o n ' t  know " .  

Based upon  G i l l i an ' s  previous responses i n  this  s t i mu lus 

s i tuation  and the other three pr�ceding s t i mu lus s i tuations  

the i n t e rviewer knew that  the  c o r r e c t  l i ne of ques t i oning vas 

to offer G i l lian three a l t e rnatives t o  the i n i t i a l  ques t i o n .  

G i l lian v a s  a b l e  t o  respond c o rr e c t ly t o  the qu e s t io n  once 

she received the cho i c e s .  S h e  d i d  not  s e e m  t o  w i thhold any 

scheme of action which would have a l lowed her  to answer the  

initial  question without  the a l t e rnati ves . The rhythmic 

s e lf-regulation vas observed when the  pattern vas repeated a s  

shown i n  the  s e c o n d  excerp t .  The rhythmic s e lf-regulation a t  
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G i l l i a n ' s  own level o f  involvement was a l s o  obse rved i n  the 

fourth lis t e ning s i t u a t i o n .  

Two e x c e r p t s  f r o m  the i nt e r view with  Ania have been 

s e l e c t e d  t o  exemplify self-regulation in the first s t imulus 

s i tu a t i o n .  

Ania  (3/9) 

I - Who d i d  Dick  Turnip l i ve next door t o ?  
A - ( pause ) 
I - Who d i d  Dick  Turnip l i ve next  door t o ?  
A - I  don ' t  know.  
I - Was i t  R o z zy Raspberry,  Tom Toma t o ,  o r  

Rory Rhubarb? 
A - R o ry Rhuba r b .  
I - R o r y  Rhubarb. Where d i d  y o u  g e t  that 

i d e a ?  
A - I don ' t  know. I t  must have s lipped i n t o  

my b r a i n  agai n .  
I - How d i d  i t  s l i p  i n t o  your brain? 
A - Through my e a rs ! 

I - What d i d  Dick  Turnip say when he was about 
to rob  somebody? 

A - Don ' t  know. 
I - Did  h e  say,  " S t i c k  ' em u p ! " ,  " S tand and 

d e l i v e r ! " ,  or " G i v e  me the cake ! " ? 
A - N o .  H e  s a i d  " S t and and d e l i ve r ! "  
I - How d i d  you know t h a t ?  
A - Just  d i d .  
I - Just  d i d .  
A I t  m u s t  have s l i pped i n  through my e a rs 

aga i n .  

I n  b o t h  o f  these e x c e rp t s  Ania experienced d i fficu l ty i n  

responding t o  the que s t i o n .  S h e  needed t o  b e  given a 

s e l e c t i ve , non-sugges tive p robe before her  scheme o f  a c t i o n  

could  p r o v i d e  a n  answ e r .  F o r  A n i a ,  se lf-maintenance vas 

ena c t e d  upon encountering an obsta c l e , a s  this  vas h e r  

p a r t i c u l a r  level o f  involveme n t .  S h e  d i d  not s e e m ,  a t  this  

t i m e ,  to  have command of  any ski l l s  which  she did  not  employ. 

The rhythmic mechanism was inst i gated  by the observance of 

the  s e c ond time she required the s e lective probe . ·Each t i me 

during the i nt e rview , the  response p a t t ern vas "question  - no 
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answer - s e l e c t i ve probe - answe r "  the system was s e l f -

regulated by the mechanism o f  rhy t h m .  

Ani a ' s  p r o t o c o l s  also  i n d i c a t e d  t h a t  her  interi o r i z a t i o n  

o f  thought and  unders tanding o f  the  l i s tening process  was 

deepening.  This s t i mulus s i t u a t i o n  was  the  last  i n  the  

s e r i e s  f o r  A n i a .  Th roughout t h e  s t udy Ania h a s  progressed  

from listening using  her  mouth , t o  l i s tening s lipping into  

her  brain  f o r  sifting  out , t o  f i n a l l y ,  l i s tening w i t h  h e r  

e a r s  to t ransmit  t h e  message to h e r  b r a i n  a s  evidenced  i n  

t h i s  final p r o t o c o l .  

S t imulus S i t u a t i o n  2 - Appr e c i a t i v e  L i s tening 

In t h i s  l i s t e ning s i t u a t i o n  1 6  c h i ld ren demonstrated  

s e l f-regu l a t i o n .  The f o l lowing two p r o t o c o l s  are 

i l lustrative of the chil dren who experienced d i s s onance i n  

the  form o f  a lacuna . 

The f i r s t  exce rpt i l l u s t r a t e s  the  a c t i o n  of a chi l d  upon 

encountering d i s s o nance i n  the  form of  a lacuna . The 

cognitive s t ructure was s e lf-regu l a t e d ,  with  the c h i l d  a t  h i s  

own unique l e v e l  o f  devel opmen t ,  t h rough an o rgani z a t i o na l  

regula t i o n .  

Ania (3/8) 

I Was the music l o u d  a l l  the  time? 
A - N o .  
I - N o ?  How d i d  you  t e l l  the  difference  • • •  

A - Sometimes i t  g e t s  s o f t  and someti mes i t  
gets l o u d .  

I - H o w  d i d  y o u  t e l l  t h e  d i fference between 
the loud part  and  the  s o f t  part? 

A - Because I know.  Because I know what that 
feels  l i k e .  

I - You know what that feels l i k e .  
A - Yeah.  
I - What does the l oud part  feel  l i k e ?  
A - Dump ly.  
I - How does  the s o f t part  fee ::I: ?  
A - S o f t .  



I - Where d o  you feel  i t ?  
A - Thro u gh i t  - I can f e e l  i t  through the 

tape r e c o rder or th rough that thing there 
( speaker ) .  

I - D o  you  feel i t  somep lace i n  you? 
A - Yes . Sometimes . N o t  o f t e n .  
I - Where would  that b e ?  
A - D a  d a  d a  ( po i n t s  t o  s t omach ) .  
I - Right there i n  your s t omach . 
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The l a c una vas apparent i n  Ania a s  her scheme o f  a c t i o n  

v a s  unab l e  t o  grasp the c o n c e p t  o f  loud a n d  s o f t  w i thout 

re ferring to f e e l i n g .  H e r  i n i t i a l  scheme o f  a c t i o n  vas 

deficient  and  required a c c o mmo d a t i o n  t o  a l l o w  Ania to 

o r gani z a t i ona lly m o d i fy her response to speak i n  te rms of 

fee lings . A n i a  responded t o  the  best  o f  h e r  a b i l i ty as 

limited  by h e r  c o gni tive c a p a c i t y .  

Emm a ,  i n  the sec ond p r o t o c o l ,  encountered a lacuna i n  

h e r  scheme of a c t i o n  when she v a s  required t o  d i s c u s s  the 

aspects  ' fas t and s l o w ' during the s e cond s t i mulus s i tuation.  

Emma (4/6) 

I - Was that part  o f  the music  fas t o r  s l ow ?  
E - S l o v .  
I - Was i t  s l o v  a l l  t h e  t i m e ?  
E - N o .  The s o f t  p a r t  vas s l o w .  
I - T h e  s o f t  p a r t  v a s  s lo w ?  A n d  the  l o u d  

part  v a s  fas t ?  
E - Y e a h .  

Emma r e a l i z e d  that her s cheme of a c t i on vas n o t  

s u f f i c i e n t  t o  respond t o  the questions  on the s p e e d  o f  the 

mus i c .  H e r  la cuna r e s u l t e d  i n  a regulation which o rganized 

her  s cheme o f  a c t i o n ,  a t  her level of  involvement ( s e l f-

maintenanc e ) ,  t o  a l l o w  h e r  t o  reply to the probe s .  T h e  

accommodation  which  v a s  necessary to alter  h e r  s cheme 

inc l u d e d  the degree o f  loudness of the mus i c .  I n  her  "' I new 

s cheme soft music was s lo w  and loud music was fas t .  She h e l d  

s p e e d  a n d  loudness i n  j uxtapo s i t i o n but the  aspect o f  
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structure evidenced in sel f-regulati�n did  enable her to 

respond in  a si tuation,  which in the absence of the self-

regulation would  have been impossible .  

Stimulus Situatidn 3 - A ttentive Listening 

The two protocols  selected t o  explain s e lf-regulation 

represent the responses from 1 1  chi ldren who exhibited  this 

construct 

situation.  

during their i nterviews for this stimu lus 

Both protocols  discuss the actions of the child 

upon encountering an obstacle  in his/her environment . 

The pro t o c o l  below  i llustrates that the child 

encountered an obstacle and via a regu latory mechanism 

completed  the task in such a way as to safeguard any further 

modification.  

Jevon (4/1 0) 

I - Nov that s t o ry i s  a l l  mixed u p .  Can 
you tell  me the way i t  really happened 
not  all  mixed up?  

J - ( pause ) 
I - W i l l  you tell  m e  that story? 
J - N o .  I don • t  knov how t o  t e l l  you.  
I - Would you like t o  listen  to it  all mixed 

up one more time? 
J - Yes .  ( I  repeats s t o ry ) 

I - Alright now . C an you take all  those 
sentences and t e l l  me the way they 
really happened? 

J - I don • t  know how to dd i t .  
I - D o  you know what would come first  i n  a l l  

those mixed u p  sentences? 
J - I know what comes first .  
I - What comes first?  
J - Ahh • • •  I got  up in  the  morning. 
I - Righ t .  
J - And I go t o  Kindergarten.  
I - Right . Then what? 
J - Then I think I said hello to my teacher.  

The obstac le vas evident when Jevon was unable to 

complete the task without lis tening t o  the mixed up s tory one 
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more t i me . He had ae t a s s i m i l a t e d  the i n f o rmation during the 

f i r s t  p e r i o d  of l i s t e n i n g .  The i n i t i a l  response given by 

Jevon was modified  by the mechanism o f  regu lation  i n  o r d e r  t o  

respond to the qu es t i o n s .  H i s  i n i t i a l  response had the 

e f f e c t  �f being insufficient  so he had to mo dify i t .  Once 

the m o d i f i c a t i o n  had  o c curred it was a s e r i e s  of c o rrections  

( response led t o  a c o r r e c t i o n  that inc luded more o f  the 

sequence ) that r e s u l t e d  i n  c losure 

s u c c e s s fu l ly completed the sequence . 

once Jevon had  

Further exemp l i f i c a t i o n  o f  the s e l f-regulation c o n s t ru c t  

i s  e v i d e n t  i n  t h e  fo l l owing p ro t o c o l .  The o b s t a c l e  that i s  

encountere d  b y  Marya i s  n o t  a s  d i f f i c u l t  t o  overcome a s  i n  

Jevo n ' s  case  but s t i l l  requires s e lf-regu l a t i o n .  

Marya (3/1 1 )  

I - Can you t e l l  me the way i t  ( the s t o ry) 
really s h o u l d  happen? 

M - I had  my breakfast and I went to s c h o o l .  
Umm • • •  I - I don ' t  know t h a t  o n e .  

I - Y o u  went t o  s c h o o l ?  And what d i d  you 
d o  a f t e r  breakfas t ?  

M - G o t  my c l o thes o n .  
I - G o t  your  c l o thes o n  a f t e r  breakfas t .  And 

then what d i d  you do a f t e r  you got your  
c l o th e s  on?  

M - Went  t o  s c h o o l .  
I - You went t o  s cho o l .  And what was the 

f i r s t  t h i n g  you d i d  when you got to 
s c h o o l ?  

M - U m m .  G o t  t o  line up t o  t h e  l i n e .  
I You got t o  the  line right away . And i s  

that when you say h e l l o  t o  your  teacher? 
M - Yup . 

Marya commences the  r e t e l ling o f  the s t o ry i n  the  

c o r r e c t  o r d e r  but  i s  unable to c o n t i nue a s  evidenced by her  

response  " I  don ' t  know that  one " .  I n  conversation with  the  

i n t e rviewer Marya does  n o t  repeat  her  a c t i o n ,  i n  this  case  

verbal  response o f  "I  d o n ' t  know that  o ne " ,  because that  

a c t i o n  was incorrec t .  The r e s u l t ing m o d i f i c a t i o n  t o  the 
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o riginal  response i s  a n  organizational regulation that is  a 

series  o f  corrections .  In Marya ' s  case each progressive 

response is  an organized modification on  the previous 

response until the task is  comple t e d .  T h e  completion o f  the 

task with the end to the successive regulations is Marya ' s  

approximat ion o f  closure.  

S ti mu lus Situation 4 - Analyti c  Listening 

The final lis tening si tuation investigating the 

s t ru ctural feature of s e lf-regulation is  abstracted  from the 

interviews o f  1 6  chi ldren which contained examples of this 

construct .  

The  first  pro t o c o l  i l lustrates  the  idea  o f  closure via a 

reinfo rcing regulation  due t o  a lacuna encountered by the 

c h i l d .  Nicola  was asked  to relate t o  t h e  intervi ewer a 

detail  about the story.  Even though she responded quickly i t  

was apparent that her  s cheme o f  action w a s  insufficient . 

N i c o la (3/1 1) 

I - What trick did  she play on  Nurse  Plum? 
N - She j u s t  pretended that she was h i t .  
I - She w a s  h i t  by what?  
N - Indians . 
I - By the Indians? 
N - Mmm. {yes ) 
I - How did  you  know that that was the t rick 

she played on Nurse Plum? 
N - Because she had a hat with an a rrow in i t .  
I - Ahh , she d i d .  Where did you g e t  the idea 

from? 
N - In the s t o ry .  

Each successive answer gi ven by Nicola  added t o  the 

modification o f  her  initial  reply .  Her s cheme was not able 

to generate  all the details  at once .  The successive 

modifi cations by reinforcement , in this case  gentle probes t o  

s ti mulate  though t ,  eventually led to a c omplete answer and 
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closure  of the system.  

The final pro t o c o l  s e l e c t e d  as evid ence for s e l f -

regulation d emonstrates one o f  the b a s i c  properties o f  s e l f -

regu la t i o n ,  rhy thm, which was  operative  in the fourth 

s t i mu lus s i tuation a s  w e l l  as the f i r s t  s i t u a t i o n .  

This 

R i c hard  (4/7) 

I - Who d i d  R o z zy l i v e  next d o o r  t o ?  
R - Umm • • •  s o m e  of t h e  Munch Bunch . 
I - Some o f  the  Munch Bunch . D o  you  know 

which one Of the Munch Bunch she lived  
next d o o r  t o ?  

R - N o .  
I - D i d  she l i v e  next d o o r  t o  Merv Marrow , 

Tom Toma t o ,  o r  Chunky Pineap p l e ?  
R - Chunky Pineapple.  
I - Chunky Pineapp l e .  What made you think 

o f  tha t ?  
R - Um • • •  because  I jus t heard i t  o n  the 

story.  That ' s  a l l .  

I 
R 
I 
R 
I 

R 
I 

R 

I 

R 

- What vas R o z zy ' s  f i r s t  t r i c k ?  
- I forgo t .  
- You fo rgo t .  
- Yes . 
- Do you think i t  vas the nai l i n  the 

bandage , the jack-in-the - b o x ,  o r  the 
ink in the f lower? 

- The ink in the f l o w e r !  
- The ink i n  t h e  f l o w e r .  Why d o  y o u  think 

that vas f i r s t  and not one o f  the others? 
- Because I j u s t  heard i t  o n  the  s to ry 

befo r e .  
- And tha t ' s  t h e  vay y o u  remember i t  

happening f i r s t ?  
- Yup . 

excerpt f r o m  the interview with Richard indicates  

that upon encoun t e ri n g  an o b s t a c l e ,  i n  this case  the 

inabi l i ty t o  respond t o  the  ques t i o n ,  rhythm vas a c tivated  as 

a mechanism of s e l f -maintenanc e .  Richard  vas given i n  both 

ci rcumstances a s e le c t i v e ,  non-sugges t i v e  probe which 

r e s u l t e d  in the a c c ommo dation  o f  his s cheme o f  a c t i o n  in 

o r d e r  to answer the i n i t i a l  ques t i o n .  The rhythmic mechanism 

was evident when Richard ' s  response p a t t e r n  vas " qu e s t i o n  
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I n  each 

c i rcumstance it was evident to the interviewer that R i chard 

p a r t icipated  at his own unique level o f  invo lvemen t .  

Summary 

Self- regulation a s  a s t ru c tural feature o f  l i s t e ning has 

been exemplified a c ro s s  the  four s t imulus s i t u a t i o n s .  

C onfirmation o f  t h e  p o s tulates  for  s e lf -regulation c o n c l u d e s  

the  analysis o f  the s t ructural  features o f  lis tening.  

Examination o f  the  cogni tive-structural features a c r o s s  

t h e  four s t imulus s i tuati�ns d e mons t r a t e s  the e x i s t en c e  o f  

the  cognitive s t ructures  o f  l i s tening.  C o rrobora t i o n  of  the  

m a j o r  postulate  made a t  the  begi nning of  this  s e c t i o n ,  by 

examina t i o n  o f  the functional categories  o f  listening,  now 

paves  the  path f o r  the d i s cussion  of  the second  l e v e l  o f  

equi librium.  

Equ i librium - Level 2 

The s e c ond l e v e l  o f  equil ibrium i s  equilibrium between 

the  interactions b e tween sub-systems invo lving r e c i p r o c a l  

a s s i mi l a t i o n  a n d  a c comm o d a t i o n .  U n t i l  the foregoing 

e x emplification  of the  cognitive-s t ru c t u ra l  features o f  

l i s t ening had  been completed  o n ly a theoretical  d i s cou rse o n  

t h e  second  level o f  equi l ibrium w a s  p o s s i b l e .  The 

d e l i nea t i o n  o f  the  wholene s s ,  t ransformat i o n ,  and  s e l f -

regulation o f  the  cogni tive  s t ru c tures o f  l i s tening 

c o n s t i t u t e s  a praxis of this level of equili brium.  

Explana t i on of the  lis tening p r o c e s s  w i l l  be a dvanced by 

the  consideration of the  interactions  be tween the sub-systems 

of listening.  The interactions  of  the  sub-systems a t  this  

s t a g e  involve o n ly the s i mple relationships between 
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c o l la t e ra l s  ( Piaget 1 975/ 1 977 ) .  Thi s type o f  r e l a t i onship 

was  i l lus trated by Vuyk ( 1 98 1 ) as eye-hand c o o rd i n a t i o n .  

Thus t h e  c o o r d i n a t i o n  o f  the s t imulus s i tua t i ons w i l l  

i l lustrate  the exis tence o f  the second  l e v e l  o f  equilibrium.  

It  i s  p o s tu la t e d  that  each  l i s t ening s i tuation w i l l  interact  

with  one o r  more  d i f f e rent l i stening s i tu a t ions . 

The interview p r o t o c o l s  w i l l  be exami ned , i n  turn , f o r  

e v i d e n c e  o f  t h e  i n t e ra c t i o n  b e tween l i s t ening s i t u a t i o n s .  

A l though many examples were evoked , o n ly a rep res entation  

w i l l  b e  made.  The responses from both the  three-year o l d s  

and  the fou r-yea r o l d s  contained  examples o f  the s e c o n d  l e v e l  

o f  equilibrium.  

S t i mu lus Situation 1 - Marginal  Listening 

The sea rch f o r  evidence o f  the  the  s e cond level o f  

e q u i l i b rium revea l e d  that the  i n t e rviews w i th 1 6  o f  20 

c h i l d re n  contained examples o f  this c o n s t ruc t .  The f o l lowing 

proto c o l s  both i l lu s t ra t e  the i n t e r a c t i o n  be tween t h e  

marginal l i s tening s i t u a t i o n  and the  analyt i c  l i s t ening 

s i tu a t i o n .  B o t h  boys were  l i s t ening to t h e  s to ry w i t h  

b a ckground no i s e s .  

Hayd e n  (3/ 1 0) 

I - What happened f i r s t ?  D i d  Merv Marrow 
arrest Dick Turnip and h i s  gang f i r s t  o r  
d i d  D i c k  Turnip and h i s  gang r o b  Emma 
Apple f i rs t ?  

H - Yup . 
I - Which o ne? 
H - He robbed Emma Apple f i rs t .  
I - H e  robbed Emma Apple f i r s t .  Why d o  you 

think that happened firs t ?  
H - Cause i t ' s  supposed t o  and d i d .  And a b i g  

fire engine came a long . 
I - And a b i g  f i r e  engine came along? 
H - Yup . 



T h e  analy t i c  qu e s t i o n  p o s e d  to Hayden 

1 62 .  

e l i c i t e d  a 

response whi c h  i nd i c a t e d  that h e  c o u l d  no t d i s s o c i a t e  the 

noises  from the  s t ory.  H i s  s equencing scheme of a c t i o n  

interrelated s t o ry f a c t s  a n d  n o i s e  fa cts . The refe rence t o  

the fire engi ne , only a background noise a n d  n o t  part o f  the 

s t o ry ,  demonstrated the  i nterplay O f  the two l i s tening 

s i t u a t i o n s .  This  syncre t i s t i c  response i n d i c a t e d  the 

intera c t i o n  o f  the two l i s t ening s i tuations as the  n o i s e s  

were m a d e  part o f  the s t o ry .  

Sam (4/1 1) 

I - D i d  you h e a r  something that made you t h i nk 
h e  lived i n  a b o o t , t o day? 

S - ( nods  yes ) 
I - What did  you hear? 
S - I heard music and  D i c k  Turnip lived i n  

a b o o t .  

S am ' s  response v a s  s i m i l a r  t o  Hayden ' s  respons e .  H e  

referred t o  b o th t h e  background n o i s e s  ( music ) a n d  the  s t o ry 

( l i v e d  i n  a b o o t ) when responding t o  the q u e s t i o n .  T h e  

ana l y t i c  ques t i o n  v a s  r e p l i e d  t o  b y  a s s o c i at in g  s t o ry d e t a i l  

w i t h  d e t a i l s  o f  the n o i s e s . The relationship vas e v i d en t ,  

that S a m  had  s i mu ltaneously l i s t ened t o  the s t o ry and the 

n o i s e s  as permitted  by the  cogni t i ve s t ructures of the 

l i s t ening p r o c e s s .  

S t imulus  S i t u a t i o n  2 - Appr e c i a t ive L i s tening 

The interviews from 1 3  chi l d ren included  examples o f  the 

s e c o n d  level of equi l i brium.  As i l lustrative  o f  these  

examples  the next  p r o t o c o l  demonstrates the i n t e r a c t i o n  

between l i s tening s i t u a t i o ns resulti ng f r o m  t h e  q u e s t i oning 

on d e s cri p t i ve terms h ea r d  in  the  mus i c .  I n  T r i s t a n ' s  case  
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the  i n t e racti on b e t w e e n  the appreciative  l i s t ening s i tu a t i o n  

a n d  t h e  a t t entive l i s t ening s i tuation w a s  evident . 

Tristan (3/1 1 )  

I - How d o  you t e l l  the difference when 
something ' s  fast  or s l ow ?  

T When the  fire engine comes then I think 
the n o i s e .  

I When the fire engine comes - i s  that the 
fast part o r  the slow part ? 

T - Slow  pa r t .  
I - The f i re engine i s  the s low part? 
T - Yup . 
I - And what ' s  the fast p a r t ?  
T - T h e  s i nging.  

Tris tan ' s  s cheme o f  action d i c t a t e d  that  he combine 

appreciat ive lis t ening with a t t entive l i s t ening. H e  could 

not  have ta lked about  the  descriptive t e rms unless h e  had 

a t tentively l i s t e n e d  to the  music a s  shown by his  choice o f  

w o rd s  f o r  his  d e s c r i p t i o n .  He had heard , i n  the mus i c ,  a 

part  that  sounded l i k e  a f i re engin e .  This also  i n d i c a t e s  a 

growing use o f  symb o ls a s  h e  depi c t e d  s lowness by the fire  

engine . 

The next e xemplification of the s e cond l e v e l  

e q u i l i brium a l s o  involves appreciative lis tening 

a t tentive  listening . 

Bernard (4/1 0) 

I Did you e n j o y  the mus i c ?  
B - Yup.  
I - Why did  you like i t ?  
B Because when i t  went real  l o ud it was nice 

and when i t  went real s o f t  i t  was n i c e .  
I - Ahh y o u  liked both part s .  Was there a 

part o f  that mus i c  that y o u  liked the b e s t ?  
B - Yup . 
I - What part was that? 
B - The loud par t .  
I - Why d i d  you like the loud part the b e s t ?  
B - Ahh - I don ' t  know.  

o f  

a n d  
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Bernard was asked t o  comment on his  enjoyment o f  the 

mus i c  which is an appr e c i a t i v e  l i s tening s i t uation t a s k .  H i s  

i n i t i a l  one w o r d  answer c o u l d  n o t  be maintained if h e  w a s  t o  

c o n t i nue the i n t e rview.  In o r d e r  t o  s ta t e  his  reason for his  

enj oyment o f  the mus i c  the  interrelation o f  the l i s t ening 

s i t u a t i o n s  had  to be evoked . Bernard demonstrated  h i s  

a t t e n t i v e  lis tening,  by at t ending to the music to be a b l e  t o  

u s e  d e s c riptive t e rms , a n d  appreciative lis tening by h i s  

comment on enj oymen t .  O ne lis t ening s k i l l  a lone w i t h o u t  the 

interre lation o f  the o t h e r  w o u l d  have r e s u l t e d  in a n  

insuffic ient answe r .  T h e  interaction  o f  the two l i s t ening 

s i tu a t i o ns i nd i cated  the  s e c ond  level o f  equi l i brium d u ring 

B e rna rd ' s  interview.  

S t imulus Situation 3 - A t tentive L i s t ening 

Examples Of the i n t e r a c t i o n  between the l i s t ening 

s i tuations were evidenced i n  one-half o f  the intervi ews from 

the third s t i mulus s i t u a t i o n .  

i l lu s t ra t e  the i n t e r a c t i o n  

The f o l lowing two 

o f  attentive and  

pro  to  c o l s  

analytic  

lis t ening situations . The task was to u n s c ramble a m i x e d  up 

s t o r y .  

I n  o r d e r  to unsc ramb l e  the s t ory the c h i l d  bad t o  a t t e n d  

c l o s ely to the  d e t a i l s  o f  t h e  s t o r y .  The t a s k  involve d ,  f o r  

s u c c e s s  o r  non-succe s s , t h e  a b i l i ty to s e quence the  s t o ry .  

I f  t h e  child  relied  o n ly o n  a t t e n t ive l i s t ening the  response 

was l i k e ly t o  be s t i l l  mixed u p .  However , s u c c e s s  o r  even 

p a r t i a l  s u c c e s s ,  was  d e p endent  upon the interplay between 

analytic  and a t t entive l i s t en i n g .  



CarcHine (3/ 1 1 )  

I - How d i d  y o u  know that that was first? 
C - Oh.  I just knew and I just  think. 
I - You just  knew. Why did you just know 

that? How did  you know that? 
C - Cause I just knew and I just thinked and 

my brain made me t e l l  i t .  
I - O . K . Why did  you not say,  " I  said hello 

to my teacher" firs t ?  
C - Well - u m  - cause that vas - um - mixed up .  
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Caro lina ' s  success vas a result o f  the inte rrelation o f  

attentive and analyt ic  lis tening a s  enabled by the cogni tive 

st ructure of  the listening process . Her response also  

indicated that there vas some underlying knowledge that the 

brain,  as the seat  of s t ructure , was responsible for success.  

Gillian (4/ 1 )  

I - Can you t e l l  m e  the way i t  really 
should happen? 

G - ( nods yes ) 
I - How vas that?  
G - F i rst  you should wake up ,  then  get 

dressed , then go and have your breakfast , 
then go t o  prescho o l .  

I - What would you  d O  when you g o t  to 
preschoo l ?  

G - D o  some work.  

Gil lian ' s  success was also related t o  the interaction 

of  the attentiveness and analytical  features of  the listening 

proces s .  Her prompt response t o  the task demons trated this 

interaction c learly.  Gillian,  as had C arolina , achieved 

success  in this  task by a t taining equi libri um between 

lis t ening s i tuations.  

S t imulus SituatiOn 4 - Analyti c  Listening 

The final stimulus s i tuation involved 20 children . In 

the interviews which were recorded 1 5  chi ldren p rovided 

evidence of  the second level of equilibrium. 
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The three protocols  s e l e c t e d  for the exemp l i f i c a t i o n  of 

the s e c ond level of equil ibrium i nv o l v e  the interrela t i onship 

between analytic l i s t ening and a t tentive l i stening within the 

who l e  o f  the l i s t e n i ng p r o c e s s .  

Sam (4/ 1 1 )  

I - D o  you t h i nk R o z z y  w i l l  play tri cks o n  
p e o p l e  anymore? 

s - N o .  
I - N o .  Why d o  y o u  think s h e  won ' t  play t ricks  

o n  people  anymore? 
S - Because she won ' t  find her door key.  
I - What happened to R o z z y  because she p layed  

tricks?  
S - They d i d n ' t  help  h e r  find  h e r  door key.  
I - How do you know t h a t ?  
S - Because I heard  i t  i n  t h e  story.  

The int erview with  Sam c l e a rly i nd i c a t e d  the i n t e r a c t i o n  

b e t w e e n  t h e  analytic l i s tening s i tu a t i o n  a n d  t h e  a t t e n t i v e  

l i s t ening s i t u a t i o n .  S a m  accurately answered t h e  analytic  

questions ( e . g .  Wha t happened t o  Rozzy because s h e  played 

t r i c k s ? ) exhibi t i ng not  only hie ana l y t i c  capacity fo r 

l i s t ening but an a t t e n t i v e  c a p a c i t y .  The a t tentive l i s tening 

c a p a c i t y  w a s  empha s i z e d  at  the  end of the protocol a s  Sam 

i n d i c a t e d  h e  knew the answers because he had heard ( a t tended 

t o )  it  in  the  s t o ry .  The  analytic  l i stening in  this  case  was 

dependent upon at tentive  l i s t e n i n g .  

Marya ' s  response vas s i m i l a r  to S am ' s  i n d i c a t i n g  a n  

i n t e rrelationship of analytic  and a t tentive l i s t ening 

capa c i t i e s .  

Marya (3/1 1 )  

I - Why d i d  R o z z y  have a horrible feeling a t  
the e n d  of the s t ory? 

M - Because s h e ' s  lost h e r  door key.  
I - What gave you that i dea? How did you 

know that s h e  had lost h e r  door key? 
M - I heard it  at the  end of the  s t o ry ?  
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Marya was able t o  respond prompt ly t o  the analytic  

que s t i o n  regarding her  comprehension of  the  s t ory . She was 

a l s o  able t o  i l lumina t e  for the i n t e rviewer that she had 

a t t e n t i vely lis tened to the s t o r y  i n  o r d e r  t� respond 

c o r r e c t ly to the qu e s t i � n .  As i n  eye-hand c o o rd i n a t i o n  Marya 

had w i thin her cognitve capacity c o o r d i n a t e d  ana lytic and 

a t t e n t ive l i s t ening.  

C ar o l i n a  also  i l lu s t ra t e d  the a t t entive/ana l y t i c  

i n t e ra c t i o n .  H e r  analytic  t a s k ,  however,  demands that she 

s p e cu late o n  the effect �f p laying mean tricks  o n  h e r  

friend s .  

C a rO lina (3/ 1 1 )  

I - What w o u l d  happen t o  • • •  

C - Yeah . 
I - • • •  i f  y o u  played mean t r i c k s  � n  your 

friend s ?  
C - Um • • •  I t h i nk I bring - I w o u l dn ' t  

find my key from my hous e .  
I - You t h i nk you wou ldn ' t  find y o u r  key? 

Why d o  you  think t h a t ?  
C - Cause I t h i n k  they wouldn ' t  h e l p  me . 
I - Why w o u l d n ' t  they help  you?  
C - Umm. I t h i nk they just  wouldn ' t  help  

cause I p layed t ricks  o n  t h e m .  

C a r � l i n e ,  when a s k e d  t �  p r e d i c t  what w o u l d  happen i f  s h e  

p layed  m e a n  t ricks o n  h e r  frien d s ,  thought she would  n o t  f i n d  

h e r  d o o r  key . The respons e ,  rega r d l e s s  o f  i ts content , 

i n d i c a t e d  that s h e  had  c � m p l i e d  w i t h  the analyt i c  

envi ronmen t a l  deman d . H oweve r ,  the i nterp lay with  a t t e n t i v e  

l i s t e ning becomes evident  w h e n  t h e  r e s p o n s e  is eva lua t e d  i n  

r e l a t i o n  t o  the s t o ry . R o z zy Raspberry i n  the s t ory h a d  

p layed  mean t ri cks o n  h e r  friends and  a s  a result  her  friends 

refused t o  help  her  search for  her  l o s t  key.  The s i m i l a r i t y  

o f  C aro lina ' s  response to the  d e t a i l s  o f  the  s t o ry i n d i c a t e s  

the  degree to which C a r o lina had  a t t e n d e d  t �  t h e  s t o ry .  When 
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she received the ana lytic  request  analy t i c  and a t t e n t i v e  

l i s tening i n t e racted  t o  p ro du c e  the response n e e d e d  t o  

s a t i s fy the deman d .  I t  was o n ly the equi l i brium o f  the  

d i f ferent l i s tening s i t u a t i ons within the  l i s t ening process  

that enabled  C a rolina t o  respond adequa t e l y .  

Summary 

Examina t i o n  o f  the i nterview p r o t o c o l s  has s u c c i n c t l y  

d e m o n s t r a t e d  t h e  equi l i brium b e t w e e n  the d i f ferent l i s t ening 

s i tuat ions . The interact ions o bs e rved a l l owed a d e e p e r  

underst anding o f  the l i s te n i ng p r o c e s s .  O n c e  the c o gn i t i ve ­

s t ru c tural features o f  l i s tening had  b e e n  exemplified  d u ri ng 

the e a r l i e r  s t ages o f  this  chap t e r ,  the understanding o f  the 

l i s t e n i n g  p r o c e s s  was advanced by e s tablishing that  

i n t e r a c t i o n  did  o c cur and  then by  observing the  int erp lay i n  

the  p r o t o c o l s  from young c h i l d r e n .  

Final Summary and Conclus i o ns 

L i s tening has been d i scus s e d , i n  t h i s  chap t e r ,  by the  

c o n s i d eration  o f  a c e n t r a l  process  o f  e q u i l ib ra t i o n .  The 

a n a l y s i s  o f  the d a t a ,  the  i nt e rview p r o t o c o l s ,  cons t i tu t e d  an 

inve s t i ga t i o n  o f  the t o p i c  i n  three general area s :  ( a )  

a s s i m i l a t i o n  and a c c o mm o d a t i o n  a s  the means o f  a c h i e v ing 

equ i l i b rium,  ( b )  the c ognitive-structural  feature s  o f  

l i s t en i n g ,  and ( c ) the l e v e l s  O f  e q u i l i brium themselves . 

The supposition a t  the beginning o f  the analysis vas 

that l i stening vas a n  undeve l o p e d  f i e l d ,  in terms o f  

c o g n i t i ve s t ructure s ,  and  that the Piagetian constructs  u s e d  

i n  the  analysis c o u l d  n o t  b e  assumJ'ed t o  be valid  for the 

l i s t en i ng pro c e s s .  I n  each c l a s s i f i c a t i o n ,  the int erview 

prot o c o l s  were examined t o  c onfirm o r  r e j e c t  s e v e r a l  
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postulates . The confirmation  o f  several o f  the postulates 

was necessary pri or  to the discussion o f  the second level of 

equilibrium. 

The postu lates for the first area of investigation ,  that 

of assimilation,  ac commodation ,  and the first level o f  

equilibrium, were c onfirmed b y  t h e  exemplification o f  the 

interview protocols .  The s tudy o f  listening required that 

these concepts were valid.  I f ,  for  instanc e ,  a child  was 

unable t o  assimilate environmental demands ei ther before or  

after  the  ac commodation process , equilibration would not 

occur and the development o f  the cognitive structures  of 

listening would not  be pos s i b l e .  At that stage t h e  inquiry 

would be termina t e d .  

A simi lar line o f  reasoning may b e  observed f o r  the 

existence of cognitive st ructure s .  Prior to the research 

reported 

listening 

in this study the cognitive-s tructural features o f  

had not  been exemplif i e d .  The theoretical 

framework could be derived but the task o f  determining the 

existence o f  st ructure had not been undertaken. Piaget ' s  

c laim that cognitive  development vas dependent upon the 

equilibration of cognitive s tructures demanded the 

existence 

cognitive 

o f  these structures . I f  equi libration  and 

development were to occur  the s tructures o f  

listening had t o  exis t .  

The general postulate for the second area vas that each 

o f  the i d entified s timulus s i tuations exhibit the cognitive-

st ructural features of wholene s s ,  t ransformation ,  and self-

regu la t i o n .  The interview pro to cols  corroborated this 

general postula t e .  Egocentris m ,  as an 

consideration in the understanding of the child ' s  

development was included in  the analysis .  

impo rtant 

cognitive 
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The confi rmation of the e x is t e n c e  o f  the c o g ni t i ve ­

s t ruct ura l features o f  l i s t e n i n g  enabled t h e  examina t i o n  o f  

t h e  s e c o n d  l e v e l  o f  equilibrium.  U n t i l  the estab l i shment o f  

these  features O f  l i s t ening , equi l i b ra t i o n  o f  t h e  s e c ond 

o r d e r  c o u l d  not o c c u r .  

A fo rmula t i o n  o f  a m o d e l  f o r  t h e  understand i ng o f  the 

l i s t ening process  based on the e q u i l i b ra t i o n  o f  the  cogni t i ve 

s t ructures o f  l i s t ening evolves  natura l ly from the analysis 

i n  this cha p t e r .  

environment a l  demands , 

The m o d e l  would be composed  o f  

func t i ons , cogni t i ve s t ructures , 

c ontent , and finally,  the t h r e e  l e v e l s  o f  equi l i b r i u m .  The 

d e s ign o f  the m o d e l  is based upon the results o f  the analysis 

o f  the i n t e rview p r o t o c o l s  with lis t ening corroborated a s  a 

cogni t i ve a c t i v i t y .  The e d u c a t i o n a l  implications  for  the 

understanding o f  the l i s t ening process and for  early 

c h i ldhood education are the t o p i c  of Chapter S i x .  



CHAPTER S I X  

R E V I EW, EDUCATIONAL IMPL I C A T I ONS, SUGGESTIONS FOR 
FURTHER RESEARCH AND CONCLUSIONS 

The final  chapter o f  t h i s  thesis  w i l l  be c omposed  o f  

four main s e c ti ons . The f i r s t  s e c t i on w i l l  contain a c o n c i s e  

review o f  t h e  research to t h i s  p o i n t  in the repo r t .  I n  the 

second s e c t i on the pertinent e d u c a t i o na l  implicati ons of the 

s tudy w i t h  an emphasis  on curriculum implications  w i l l  

be d i s c us s e d .  I n  the t h i r d  s e c t i on areas f o r  further 

research w i l l  be sugges t e d .  The final s e c t i o n  w i l l  contain 

conclusions from the  present s tudy o n  the understanding of  

the  cognitive processes  o f  l i s tening i n  three-and four-year 

old  c h i l d re n . 

R e v i ew 

The i nvestigation o f  the  l i s t e ning process i n  three-and 

four-year old  chil dren vas b a s e d  upon Piagetian principles  

and  m e t h o d ology.  The purpose  of  the  s tudy vas  to  consider  

the equi l i b ra t i o n  o f  the  c o gnitive s t ructures of lis tening in  

order t o  provide an eva l u a t i o n  of  the  cognitive processes  in 

listening.  The  equi l i b r a t i o n  of  cogni t i ve s t ructu re s ,  

according t o  Piaget ( 1 97 5 / 1 9 77 ) ,  o c curs on three leve l s .  The 

first two levels of e q u i l i b rium , ( a ) the equi l i b rium of the 

internal e lements of the s y s t e m  and ( b ) the equilibrium 

between the  interacti ons between sub-syst ems , were i n t ri n s i c  

t o  t h e  l i s tening p r o c e s s  a t  the  th ree-and four-year o l d  age 

leve l .  

The first  level o f  equi l i b rium could  b e  explained 

without  direct reference t o  the cognitive s t ructures of  

l i s t e ni ng . However,  the explanation  must state that a l tho ugh 
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the structures  d i d  not have t o  be a l luded t o  they s t i l l  

e x i s t e d  a s  t h e  d e t e rmining mechanisms o f  the child ' s  c ontent 

o r  observable a c t i ons . 

The review o f  the l i t e rature  revealed that r e s e a rch i n  

t h e  area o f  l i s tening did  n o t  s u f f i c i en t ly c onsider c ognitive  

s t ructure s .  The  s e c ond l e v e l  o f  equili brium c ould  not be 

d i s cussed w i thout  prior exem p l i f i c a t i o n  o f  the c ogni t i ve-

s t ructural  features of l i s t e n i n g .  Thus , i t  was n e c e s s ary to 

undertake a search for these a s p e c t s  of s t ructure in order 

t o  be able t o  discuss the s e c on d  level o f  equi librium.  

As out lined i n  C h a p t e r  Thre e ,  the  t h e o r e t i c a l  

perspe c t i v e  f o r  t h e  research w a s  based upon the Piagetian 

principles  o f  c o gnitive psychol o gy and s t ructura l i s m .  The 

impleme n t a t i o n  o f  these p r i n c i p l e s  aided  the d i s c u s s i o n  of 

the s e cond level o f  equilibrium.  

I nherent  i n  Piaget ' s  p r i n c i p l e s  vas  his method of  

inquiry - the  clinical  i n t e rv i e w . The c linical  int erview was  

chosen a s  the  means o f  investigation because o f  the 

advan tages d i s cussed i n  C h a p t e r  Three.  The c l i n i c a l  

int erview , b r i e f l y ,  v a s  d e t e rmined to b e  m o r e  pene t ra t i n g  

than o t h e r  methods o f  inquiry and to b e  a b l e  t o  d i s c o v e r  the  

und e r lying cognitive  s t ru c t u r e s  o f  l i s tening i n  three-and 

four-year o l d  c h i ldren.  

I n  order  to  conduct  the c l inical  inte rviews four  

s t imulus s i tuati ons w e re developed . The development o f  the 

four s t i mu lus s i tu a t i ons vas based upon the c l a s s i f i c a t i on o f  

l i s t e n i n g  by Spo dek ( 1 97 2 ) .  The applicability  o f  the four  

types of  lis tening a t  the  k indergarten level was  verified  by  

G i l l i o n  ( 1 980 ) .  The fourfold  categorization vas u t i l i z e d  a s  

an o rganizational system f o r  applying the  Piaget ian 

c o n s t r u c t s .  Prior t o  f i n a l i z i n g  t h e  s t imulus mat e r i a l s  a 
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p i l o t  study was c onducted and necessary adaptati ons were  made 

to the s t i mu lus si tuat ions . 

Twenty child ren , ten  three-year o lds and ten four-year 

o l d s ,  were interviewed in the course o f  the resea r c h .  The 

ten g i r l s  and ten boys were s e le c t e d  from two of the l o c a l  

presch o o l s . The i nt e rviewer h a d  es tab lished rapport w i t h  the 

children by spending time in each of the preschools  p r i o r  t o  

the inte rviews . Each c h i l d  m e t  with the interviewer on five 

occas ions . The Pea b o dy Picture Vocabulary T e s t  w a s  

admini s t e r e d  t o  t h e  c h i l d  a t  t h e  f i r s t  meeting.  On each of  

the next four o c c a s i ons the  child was presented with one o f  

the s t imulus materials a s  the basis  o f  the interview.  The 

interviews varied in duration from four minutes t o  twenty-

five minutes . 

trans c r i p t i o n .  

A l l  t h e  int erviews were taped f o r  l a t e r  

T h e  analysis  of the  i n t erview p r o t o c o l s  w a s  c onduc t e d  

a c r o s s  the  four s t imulus s i t u a t i ons developed f o r  the 

inves t i gation of the l i s t ening proces s .  According to the 

theoretical  perspective f o rmulated  prior to the i n t erviews 

the c a s e s  were c o d e d .  S e le c t e d  p r o t o c o l s  were t h e n  u t i l i z e d  

to exemp l i fy t h e  e q u i l i b r a t i o n  o f  t h e  c ognitive s t ru c t ures o f  

l i s t e n i n g .  

The analys i s ,  i n  b r i e f ,  indicated that the  three-and 

four-year o l d  children were capable of assimilation  and 

a c c ommodation and the f i r s t  level of equilibrium.  Further 

analysis of the cas e s ,  in the  s e arch f o r  c ogni tive s t ru c t ures 

o f  l i s tening,  

of w h o l enes s ,  

demons t r a t e d  the c o gni tive-structural features  

t rans f o rm a t i o n ,  and s e lf-regu l a t i o n  by which 

the e xi s t ence of the s t ru c ture i s  i l lu s t ra t ed . 

The exempli fica t i o n  o f  the c o gni tive-structural features 

o f  l i s tening allowed the  second level o f  equi lib rium t o  be 
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d i s c u s s e d .  The intera c t i ons between the sub-systems were 

established  using examples from the interview pro t o c o l s .  

The d i s c u s s i o n  o f  t h e  s e c o n d  level  o f  equilibrium,  the 

i n t e r a c t i ons between sub-sys t e ms , c ompleted the analysis o f  

the i n t e rview p r o t o c o l s .  The c o r r o bo ration o f  t h e  p o s t u l a t e s  

f o r  each of the  theore t i c a l  Piagetian cons tructs s u gge s t e d  a 

m o d e l  f o r  the lis t ening p r o c e s s  based upon the e q u i l i b r a t i o n  

o f  t h e  c ogni tive s t ructures o f  l i s t ening.  This m o d e l ,  and 

the educational  implica t i ons , w i l l  be elaborated i n  the  next 

s e c t i o n .  

Educational  I mpl i c a t i ons 

A M o d e l  o f  the L i s t ening P r o c e s s  

P r i o r  to a d i s c u s s i o n  o n  the curricu lum and 

m e t h o d o l o g i c a l  i m p 1 i cat  i on s and s u g g e s•t i on s f o r fur the r 

resea rch the final result o f  the analys i s ,  an educational  
, 

implication  i t s e l f ,  requires e la b o r a t i o n .  The f i n a l  outc ome 

of the c l i n i c a l  analy s i s  was a model of the l i s tening 

p r o c e s s .  The proposed  m o d e l  i s  an a dvancement o n  the  

d i s c u s s i o n  by F la ve l l  ( 1 96 3 )  and the d i agramma t i c  

i l l u s t ra t i on b y  C od d  ( 1 980 ) .  

F l a v e l l  ( 1 96 3 )  d i s c u s s e d  the  concept o f  s t ru c ture i n  

t e rms o f  lying between the invariant functions o f  

assimilation  and accommod a t i o n  and  the specific  variants o f  

c o n t e n t .  C o d d  advanced F l a v e l l ' s  theorizing t o  i n c lude t h e  

environmental demands p l a c e d  u p o n  t h e  person which l e a d  t o  

the i nvariant func tions . C od d  diagrammed these elements i n t o  

a m o d e l  of a c t ive cogn i t i o n  which was i l lu s t ra t e d  in Chapter  

Three o f  this  the s i s .  

The m o d e l  was fo rmu l a t e d  on t h e  evidence generated  by 

the  interview prot o c o l s .  The c onsideration  of  the 
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equi l i b ration o f  c o gnitive s t ructures ( Piage t ,  1 97 5 / 1 977 ) i n  

the rese arch o f  lis tening effec tua l ly expanded the b a s i c  

model  o f  ac tive c o gnition f o r  l i s t e n i n g ,  Figure 1 4 . 

Figu re 1 4  
A M o d e l  o f  the Listening Process 

EQUIL IBRIUM 1 

CONTENT 
Observab l e  Act ions 

LISTENING 
STRUCTURE 

B 

I N VARIANT FUNCTIONS 
OF 

A s s i m i l a t i o n  and  A c c o mmodation 
and  

FUNCTI ONS OF LISTEN ING 

ENVI RONMENTAL DEMANDS 
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The model o f  the l i s tening process i s  an advancement o n  

the m o d e l  d i s c u s s e d  b y  F lavell and  C o d d .  The bas i c  e l ements 

o f  "The Model of  Active  C ogni t i o n "  ( Codd , 1 980 ) ,  the  

environmental 

accommodation,  

d emands , func t i ons of ass imi l a t i o n  a n d  

s t ru c ture , a n d  c o n t en t  were d i s c u s s e d  i n  

d e t a i l  i n  C h a p t e r  Three o f  this  thesis  a n d  w i l l  not  be 

e labora t e d  in d e t a i l .  Howeve r ,  t h e s e  basic e l ements w e re 

ins t rumental t o  the i n i t i a l  analysis o f  the 

protocols  and the  development of the revised mode l .  

i n t e r v i ew 

The key t o  the development  o f  knowledge i s  the  

equi libration of  i t s  cogn i t i ve s t ru c tures . Thu s ,  the  

i n c lu s i o n  o f  the  three  levels  o f  e q u i l i brium is a n e c e s s i ty .  

I t  cannot be assumed that the e q u i l ibration occurs s omewhere 

among the e l ements of the model but must be d iagramma t i c a l l y  

the s t ructures  represent e d .  Equilibra t i on oc curs when 

generated by the functions are in d i ssonan c e .  A s  d i s cu s s e d  

i n  Chapter F i ve , the d i s sonance may be i n  the f o rm o f  an 

obstacle  or a lacuna . An explana t i on o f  the flow of the  

mo d e l  will  i l luminate each o f  the e l emen t s .  

I n i t i a l ly the  c h i l d  encounters a n  environme n t a l  d e mand . 

The demand may take the form o f  a t a s k ,  a ques t i o n ,  a problem 

or a d i lemma . The c h i l d ' s  response t o  the  environmental  

d e mand is des i gn a t e d  a s  ' cont e n t ' in  the  model.  

The  s e c ond leve l o f  the  model  is compos e d  of  the 

invariant func t i ons of a s s i mi la t i o n  and acc ommo d a t i on and 

a l s o  the func t i on s  o f  l i s t e ning.  A s s i mi la t i o n  and  

a c c ommo dation  a re inherent i n  the  cognitive process  and  the  

funct i ons of l i stening are inherent  i n  the process  o f  

l i s tening.  The invariant func t i ons o f  a s s i m i l a t i o n  and 

a c commoda t i o n ,  

s t ruc tures . 

at this s t a g e ,  g e,n e r a t e the c o gnitive  

The functi ons o f  l i s tening are narrower i n  
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d e f i n i t i o n  than a s s i m i l a t i o n  a n d  accommodation and refer  t o  

the phenome n o n ,  i n  t h i s  case l i s t ening.  

The next  level  of  the  m o d e l  comprises  the c o g n i t i v e  

s t ru c tures generated b y  the func t i ons . F o r  the purpose o f  

t h e  mode l ,  a l though by n o  means d e f i ni t i v e ,  three s t ruc tures 

have been i l lu s t r a t e d .  A lt h ough t h i s  present s t udy u t i l i z ed 

l i s t ening o r  s t imulus s i t u a t i ons they d o  not rep resent  the 

s t ructures i l lustrated  i n  the  m o d e l .  The l i s tening 

s i tuat ions used in the des ign o f  the s t udy were  an 

o rgani z a t i o n a l  s y s t e m  for  the  application  o f  Piagetian 

c o n s t ru c t s .  The s t ru c tures o f  a phenomenon are known by 

t h e i r  c o gni t i ve - s t ru c t ural feature s .  

The e q u i l i b ra t i on o f  the i n d i vidua l cogni t i ve s t ru c t ures 

a t  the next  level o f  the model eventually results in the 

c on s t ru c t i o n  of the s t ructure d ' ensemble which enables the 

c h i l d  to exhibit the  a c t i o n s  o f the content leve,l o f  the 

m o de l .  The content i s  the behavioural  actions  o f  the c h i l d  

w h i c h  may be u t t eranc e s ,  d e c i s i ons , j udgmen t s , or 

p e r formanc e s .  

The three levels  o f  e q u i l i b rium a r e  d i agrammed s i d e  by 

s i d e .  Each contributes  t o  t h e  c on s t ru c t i o n  o f  the s t ructu re 

d ' ensemb l e , the t o t a l i ty o f  the s t ruc ture o f  l i s t ening,  

i n i t i a t e d  by the  envi ronme n t a l  d e man d s .  The equilibration o f  

t h e  cogni t i v e  s t ru c t u re s  c o n f i rm s  t h e  speculation b y  F la v e l l  

& Wohlw i l l  ( 1 96 9 ) :  

• • •  t h e r e  appears t o  b e  n o  reason that the s t ruc­
tures d ' ensemble could  not  be  looked  at a s  a 
family o f  separate s t r u c t u re s ,  each fol lowing i t s  
own d e v e l opmental timetable  ( p .  95 ) .  

The varying d e v e l opmen�al t imetables  o f  the s t ru c tures 

neces s i t a t e  the e q u i l i b r a t i o n  process and the i nt e rc o n n e c t i o n  

o f  the leve l s .  However,  each s t ru c t ure once e q u i l i b r a t e d  by 
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s t ructure d ' ens emb l e .  
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t o  the 

The e q u i l i b r a t i o n  process  is inst rumental  t o  the 

l i s tening 

l i m i t e d  

p r o c es s .  The chi ld ' s  capa c i ty f o r  development 

by h i s  cognitive s t ru c t u r e  d ' ensemble which i s ,  

i s  

i n  

t e rms of increasing equilibra t i o n ,  d e t e rmined by the levels  

o f  equi l i b r i u m .  The levels o f  e q u i l i b rium may be c o n s i d e red 

a s  screens to the s t ructure d ' ensemble through which the 

envi ronmental  demand , 

must  pas s .  

acted  upon by the invariant func t i o n s , 

As o b s erved i n  the present resea rch the first  t w o  l e v e l s  

o f  t h e  equi l i b r a t i o n  process  may o c cur s imultane ous ly o r  the 

mutual a s s i m i l a t i on and a c c ommo d a t i on of the f i r s t  l e v e l  may 

enable the second  level of the  equilibration p r o c e s s  t o  

eventua t e .  The des ign o f  t h i s  s t udy precluded  the 

inves tigation  of the third l e v e l  of equilibrium w i t h  the 

three-and four-year old ch i l d r e n ,  a s  d is cussed i n  Chapter  

F i v e ,  but w i l l  be d i s c u s s e d  u n d e r  sugge s t i ons f o r  further 

research . 

This  explanation o f  the m o d e l  o f  the lis tening p r o c e s s  

i s  fundament a l  t o  t h e  remai n d e r  o f  the d i s c u s s i o n .  T h e  

c on s i d e ra t i on o f  a c e n t r a l  p r o c e s s  o f  equilibra t i on p laces  

the  Piage t i a n  constructs  e v i d e n c e d  i n  the  interview p r o t o c o l s  

i n t o  an o v e r a l l  perspective . 

Curriculum I mpl i c a t i ons 

The c o mple t i o n  o f  the r e s e a rch on the evalua t i on of the  

c o gni tive processes  o f  l i s t e n i n g  i n  thre e-and four-year o l d  

c h i ld ren generated several curricu lum-based i m p l i c a t i o n s . 

These i mp l i c a t i o n s  are i l l u s t rat ive and pertinent c o ncerns 

arising from the resea rch . 
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1 .  Models f o r  the O t h e r  Language A r t s  i n  Early C h i l d h o o d  

The f i r s t  curricu lum-based i m p l i c a t i o n  c o n s i d e r s  the 

a p p l i c a b i l i t y  and the adapta b i l i ty of the mode l of the 

l i s t ening process  as based on the  considera t i on of the 

equilibration  of the cogni t i ve s t ru c t u re s .  The mult i - l evel 

mod e l  proposed i n  this  thesis  o u t li nes the steps o f  the 

l i s tening p r o c e s s ,  s t rongly r e l a t ing each one t o  P i a g e t i a n  

c o n s t ructs  o f  the central  p r o c e s s  o f  equilibra t i o n .  T h e  

q u e s t i o n  is whether o r  not the m o d e l  w o u l d  b e  a p p l i c a b l e  

a n d / o r  adaptable t o  o ther  phenomena i n  t h e  a rea o f  language 

a r t s . 

The mani f e s t a t i o n  of the c o gnitive-structural features 

of thought i n  l i s t ening was one way to det e rmine that 

l i s tening was a cognit ive a c t i v i t y .  The analysis o f  t h e  d a t a  

i n  Chapter F i v e ,  the exemp l i f i c a t i on o f  these features i n  

l i s t ening,  

a c t i vi ty .  

demons t rated  that l i s t ening was a c og n i t i v e  

T h u s  t h e  act  o f  l i s tening is a c o g n i t i v e  p r o c e s s  

invo lving and sharing the cogn i t i ve c o n s t ru c t s  of knowledge . 

I f  l i s tening i s  a cognitive  process  sharing the  same 

cons t ructs  a s  though t ,  then it would fo l l ow that o t h e r  

phenomena c o u l d  also  share t h e  same c o n s t ru c t s .  I f  s o ,  then 

the  principles  of the  model c o u l d  a l s o  be share d .  T h i s  

pre sumed sharing o f  c ogni t i ve p r o c e s s e s  i s  implied from the 

present r e s e a rch but it is suggested that this be verified  

through further  res e a rch . T h i s  point  will  be  d i s c u s s e d  i n  the 

s e c t i on on sugge s t i ons for further research.  The m o d e l  

deve loped f o r  t h e  l i s tening p r o c e s s  ( F i gure 1 4 ,  p .  1 75 )  which 

i n c o rporated the c o gni tive-structural  featu res o f  thought 

c o u l d  be imp lemented for other c ognitive  phenomena . 
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2 .  Curriculum Development i n  Listening  

In  order that listening  may  be more effectively  taught 

t o  y oung child ren , whether in preschool or primary sch ool , a 

listening  curriculum would be arlvantageou s .  Tompkin s , Smi t h ,  

& F r i end ( 1 9 8 5 )  surveyed teachers on the t e aching o f  

listening  and reported  t h a t  teachers have l i m i t e d  knowledge 

about l i steni ng . The t eachers i nd i cated that they had 

received ina dequate training in the teaching of l i s te ni n g .  

Tompkins , Smi t h ,  & Friend ( 1 985)  r e v ealed that a l i s tening  

curriculum was lacking  in  elementary  scho o l s  and that  there 

was a n eed for l i stening  as part o f  the language a r t s  

textbook s .  A s  a resul t teachers d i d  not teach strategies  

that  children could  use in various  listening  s i t u a t i o ns .  

Tompkin s ,  Friend , & Smith ( 1 9 8 4 )  found that cogni t i v e  

s t rate gies c o u l d  b e  taught . The s k i l l s  o f  i n t e g ra t i o n , 

trans forma t i o n , and synthe s i s ,  for exampl e ,  are available  

to child ren a s  y oung as three and  four and  more a t t e n t ion  

sho u l d  b e  given  io their  developme n t .  Other l i s tening  

strate gi e s ,  not  made  available t o  children a t  this  t i m e ,  i f  

encouraged wou l d  result in ' li s t e n i n g  l i tera t e '  s t u d e n t s .  

The importance o f  listening , a s  the b a s i s  for a l i s t e n i n g  

curriculum , a s  developed throughout t h i s  thesis  

emphasized i n  the following poin t s .  

1 .  Young c h i l d ren spend a high percentage of each 
day l i s t e n i n g .  

2 .  Listeni n g  generates knowledge . 
3 .  L i s t e n i n g  i s  consid ered a s  t h e  foundation 

of all language skills . 

i s  

The topic  of curr iculum stu d i e s  i s  a broad area composed 

of evaluation , d e s ign , impleme n ta t i o n , and their r e s p e c t i ve 

compone n t s .  T h e  impl ications of t h i s  present s t u d y  towards 

the development of a l i stening c u r r i c u l um merit d i s c u s s io n .  
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Evaluation is a central process i n  the development o f  a 

curriculum i n  a n y  area.  Evaluation  should  be an  on-going  

process  operati v e  at all stages of the  devel opme n t .  I n i t i a l  

evalu a t i o n , e i t h e r  b y  research o r  d i r e c t  a c t i on , should  be 

conducted  to provide  a foundation and to identify  needs for 

deci sions re garding  d e v elopment or modific ation of  

curriculum . Three areas  for  initial  evalua tion are : 

1 .  present practice - survey o f  t eaching  programs 
and resou r c e s ,  

2 .  knowl e d g e  of learning and growing - child growth 
and d e v e l o pme n t , characteri s t i cs of learner ,  and 

3 .  exam i n a t i o n  of other program s .  

a 

This  present  thesis  has commenced  the evaluation process  

for  the  development of a l i stening curriculum . F i r s t , t h e  

comprehensive r e view o f  the l i t e r a t u r e  reported i n  C h a p t e r  

Two i n c l u d e d  a l l  areas o f  l i s t e n i n g  from t h e  general theory  

t o  t h e  assessment o f  l istening . A s  a n  up-to-date rev iew i t  

provides  the curriculum developer with  an assessme n t  o f  t h e  

l i s t e n i n g  f i e l d  u pon which c u r r i c u lum work could be based . 

Secon d ,  the research reported i n  t h i s  thesis  res u l t e d  i n  a 

d e sc r i p t ion o f  l i stening  as a c o g n i t i v e  a c t i v i t y  and i n  a 

e x p l i cation  of a model of the l i s tening  proce s s .  A s  a 

c o n t r ibut ion to the knowledge of children ' s  c o gn i t i v e  

processes  and learni n g , the conclusion t o  t h i s  study c o u l d  b e  

another s t a r t i n g  p o i n t  for the evaluation process  of 

curriculum devel opme n t . The c u r r i c u l um developer would have 

sufficient  m a t e r i al · t o  commence the  d e s i gn for a new- or 

revised  curr iculum . 

R ea d i ness  

Readine s s ,  a sub-category of evaluation and  d e s i g n , 

presupposes a genera l  maturati o na l ,  motivational and s o c ial 
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d i sp o s i tion that must  b e  present i f  a c h i l d  i s  t o  master any 

particular a c t i v i t y  or skill e f f e c t iv e l y  and e f f i c i e n tl y . 

The n o t ion o f  readiness  has been a ssociated , histor i c a ll y ,  

only with reading . The results  of t h i s  research , indicating  

that l i stening is a cognitive  activ i t y ,  imply  that ' l i s te n i n g  

readin e s s ' i s  an issue  which should  be addressed by 

e d u c a t o r s .  A s  l i s t e n i n g  readiness h a s  n o t  been d i s c u s s e d  in 

the l i terature the simila r i t i e s  between reading and l i s t e n i n g  

and t he ir implicat i ons f o r  t h e  classroom a r e  avenues for  

inv estigation . 

1 .  both r e q u i r e  attention t o  r e a d ine s s ,  
2 .  both f l ou r i s h  i n  a relaxed social s i t uation , 
3 .  both use  similar uni t s  o f  comprehen s i o n ,  
4 .  b o t h  u s e  common analogous s i g nal s ,  and 
5 .  both employ c r i t i cal thinking and emotional 

aspec t s .  

Lundsteen ( 1 976a)  indicated tha t readiness i s  based on 

t h e  f o l lowing c r i t e r i a :  

1 .  experience w i t h  the English lan gua g e ,  
2 .  speaking and l i stening vocabulary equal 

t o  the ta sk , 
3 .  evidence of interest  or p o s i t i v e  feeling 

for  language a c ti v i t y , and 
4 .  abi l i t y  t o  remember and f o l l ow short 

sequences ( p .  9 5 ) . 

G i ven : ( a )  the evi dence in t h i s  the s i s  that l i s t e n i n g  is 

a c ognitive  a c t i v i t y , ( b )  t h e  similar i ti e s  between read ing 

and l i steni n g ,  and ( c )  the readiness  criteria , the 

d e v e lopment o f  l i s t e n i n g  readiness can be d i scuss e d . The 

p o s i tion of l i s t enin g as the f i r s t  language art to appear 

n e c e s s i tates that l i stening  read i n e s s  be a dd r essed early in 

t h e  young c h il d .  I t  i s  important to remember tha t learning 

to  r ea d  starts four or five years  a f ter l i s tening and then 

proceeds  slowly for  a year or  so . 
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The research has positively  linked l i stening a n d  reading  

a s  receptive commu ni cation arts and  a s  major  avenues for  

i n forma tion  a c q u i s t i o n  as outline d  in Chapter Two .  A s  s uc h ,  

i t  has been acce p t e d  that reading readiness a c t i v i t i e s  

prepare t h e  c h i l d  for  l i s tening l e ssons . The c u r r iculum 

implicatio n ,  from this  stu d y ,  i s  that although reading 

r ea d iness may be a source f o r  d e termining the content  o f  

l i s tening readiness t h e  curriculum developer should e s t a b l i s h  

l i s t e n i n g  readiness g o a l s  and o b j e c t iv e s  b a s e d  upon l i s t ening  

a s  a separate  cogni t iv e  activ i t y . 

Implicit  to l i s tening readiness is the q u e s t i o n  o f  

whether or not  r ea d i n ess i s  an absolute p h e n omenon 

d et ermined by the child ' s  rate of d evel opment and interes t .  

The a l t ernative i s  that l i s t e n i n g  r ea d j ness involves  the 

ab i l i t y  to cap i t a l i z e  on the child ' s  abi l i t i e s  at the mome n t .  

C o u p led w i th t h i s  quest ion i s  t h e  d e ba t e  on enrichment and 

i n s t r uc t io n  regarding rea d i n e s s .  The enrichment supporters  

have the  child  growing  up i n  an o p t i mal envir onme n t .  H i s  

growth i s  as advanced a s  possible and h e  n e e d s  enrichment n o t  

i n s tr u c t i o n .  The instructionists  regard readiness n o t  a s  a 

f i x e d  a t t r ib u t e  of the child  but a s  relative t o  the 

c o n s tr u c t i o n  o f  mat erials  appropr iate  t o  the child ' s  level o f  

d e v el opme n t .  

Reference to Piaget ' s  theory o f  cognitive development  is 

necessary t o  res � ond  t o  the d e b a t e  on l i stening r ea d i ne s s . 

L i s tening has been shown to b e  a cognitive  act i v i t y  wh ich 

could b e  related d i r e c t l y  t o  Piag e t ' s  stages of developme n t .  

A s  the child progresses through t h e  cogni t ive-developmental 

s tages of h i s  life he aquires knowledge a n d  matu res in hls 

thinking processes . Absolutes are not  pos sible in the s t a g e s  

o f  cognitive  devel opment but  a preoperat ional c h i l d , for  
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examp l e ,  cannot formal operations when 

c o g n i t iv e l y  he is 

r e s p o nd u s i n g  

not  rea d y . A s  each child develops  

i n d i v i duall y ,  as t h e  cognitive  processes i n terpl a y ,  i t  i s  

impor tant n o t  to t r y  and advance children from one stage  t o  

a n o t h e r .  A child ' s  r eadiness  i s  d e termined by his  own 

c o g n i t i v e  structure . The development of the child ' s  

c o g nitive  f ramework i s  his  r ea d iness for  l i s t eni n g . 

2 b .  Design 

I n  a d d i t ion the d esign of the curri culum could be based 

on the results  o f  t h i s  study . For i n s t a n c e ,  the goals o f  the 

c u r r i culum could be d e rived from the examina t i o n  o f  the  

c o g n itive-s tructural 

e q u i l ibration pro c e s s  

featu res of 

as discerned i n  

l i s tening and  

the research . 

the 

The 

second  l e v e l  of e q u i li bration , the i n teraction  between the 

sub-system s ,  prov i d e s  an adequate example . 

was exemp l i f ied i n  t he present s t u d y . 

This construct  

The necessary 

i n teraction  between a t t e n t i v e  and  analytic l i stening would be 

t h e  basis  for a p r o gram g o a l .  The goal would i nv o l v e  the 

a t t e n t ive/analytic i n teraction and its necessity for the 

c h i l d . The limiting  f eature of structure would assist  i n  the 

i d e n t i f i c a t i o n  of the con t e n t  of the curriculum whlle the 

s p e c ific  objectives  of the curriculum c o u l d  b e  developed by 

delv ing into the invariant  functions and the functions o f  

l i s tening . 

Models  for Early Childhood 

Prior to 

i m p l ementation 

the d i scussion  of the imp l i cation s  for 

of a · l i s t e n i n g  curriculum following 

the 

the 

P i a g etian  clinical investigation  i t  i s  impera t i v e  t o  o u t l i n e  

t h e  v a r i o u s  models f o r  e a r l y  c h i l d hood curricula a s  a 

referenc e .  Although there are  many d i f f e r e n t  early childhood  

p r ograms in  existence  the majority  can b e  class ified into  one 
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o f  the f o l lowing four m o d e l s  ( S po d e k , 1 9 7 2 ; Ma y e r ,  1 9 7 1 ) .  

The f i r s t  i s  the Ch ild-Development Model . E a r l y  

c hi l d h o o d  p ro g r ams i n  t h i s  c l a s s i f i c a t i o n  h a v e  as their  g o a l  

t h e  sel f-actualization  o f  child ren ' s  i n h e r e n t  p o t e n t i a l  

thro ugh p r o v i s i o n  of a w i d e  range of e x p e r i e n c e s  f rom w h i c h  

the c h i l d r e n  have o p p o r t u n i t y  to make cho i c e s . The B r i t i s h  

I n f a n t  S chool i s  an example of t h e  Child-Develo pment Mo d e l .  

The V e rbal-Cog n i t i v e  Model i s  orga n i z e d  t o  facil i t a t e  

b road c o g n i t i v e  growth . The emphasis is  o n  t h e  d e v e lopment 

of s t r u c t u r e s  fo r logical thoug h t .  An example of this model 

is the C o g n i t i v e l y  O r i e n t e d  Curri culum . 

The Mon t e s s o r i  S c h o o l  i s  an example of the Sensory­

Cogn i t i v e  Mo d e l .  I n  t h i s  mod el the empha s i s  i s  o n  c h i l d ­

envi r o nment i n t e r a c t i o n  as a v e h i c l e  for i n c r e a s e d  

s e n s o r imotor competence . 

The final mod el , Verbal-Di dact i c , s t r e s s e s  t h e  

u t i l i z a t i on o f  beha v i o u r a l  o b j ec t i v e s  w h i c h  a r e  m e t  b y  a 

s e r i e s  of systematic teacher present a t ions , l i n ked w i t h  

s p e c i f i c  , r e in f orced c h i l d  r e s p o n s e s .  D i s t a r  i s  an example 

o f  this approach . 

The design  of a l i s t ening c u r r i culum is influenced  by 

the model  for early  c h i ldhood i n  use by the p a r t i c u l a r  

sch o o l . The Child-Development Mo del , f o r  example , w o u l d  have 

a l i s t ening centre as one of the c h i l d ' s  a c t i v i t y  choi c e s . 

The D i s t a r  method would have l i s t e n i n g  a s  part  o f  i t s  

p r o g ramme d  i n s tr u c t i o n . The c u r ri c ulum d ev e l oper a n d / o r  the 

p r a c t i t ioner must d e c i d e  on the mo d e l  and the d e s i g n  

a c c or d i ngly . I n  the f o l l owing d i s c u s s i o n  the i n c l i n a t i o n  is  

f o r  the V e rbal-Cog n i t i v e  Model for early c h i l d ho o d  educ a t i o n  

w h i l e  s t i l l  b e ing c o g n i z ant o f  the o th e r  three g e n e r a l  

t r e n d s .  
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2 c .  Imp leme n t a t i o n  

The e d u c a t i onal implications , based on the f i n d i n g s  of 

the p resent s t u d y , for the impleme n t a t i o n  o f  a l i s t e n i n g  

c u r r i culum a r e  twofold . F i r s t ,  a n  examination  of t h e  r e s u l t s  

i n d i c a t e s  t h a t  the s e c t i o n  of the c u r r i cu lum d e a l i n g  w i t h  

a t t e n t iv e  l i s t e n i n g  would f a c i l i t a t e  the learning p r o c e s s  f o r  

t h e  y o ung c h i l d . For i n s t a nc e ,  a s  e v i d e n c e d  in the i n t e r v i ew 

p r o t o c o l s ,  t h e  child ' s  abi l i t y  t o  successfully  a s s i m i l a t e  an 

a n a l y t i c  t a s k  can be aided b y  i n c r e a sed a t t e n t ive l i s t e n i n g  

a n d  as p a r t  o f  the impleme n ta t i o n  p r o c e s s  more a t t e n t i o n  

s h o u l d  b e  g i v e n  t o  a t t e n ti v e  l i s t e ni n g .  S e c o nd , t h e  a n a l y s i s  

o f  the d a t a  i n d i c a t e s  t h a t  in t h e  impleme n t a t i o n  p r o c e s s  the 

d e v e lopment of the c o gn i t i v e  s t r uc t u r e s  of l i s t e n i n g , 

r e f le c t e d  in the c o n t e n t  of the c h i l d , should be empha s i ze d . 

The emphas i s  i s  n e c e s s a r y  because s t r u c t u r e  i s  the e n a b l i n g  

me chanism of the cogni t i v e  cont e n t .  This  was also e v i d e n t  in 

the mod el o f  l i s t e n i n g  as the c h i l d  

i n i t i a l  e n v i ronmental demand to the 

o b s e r v a ble a c t i o n .  This i m p l i c a t i o n  

p rogre ssed 

end result  

f r o m  

o f  

an 

an 

r e f u t e s  the e x p e c t a t i o n  that c o g n i t i v e  

f o r  impleme n t a t i o n  

s t r u c t u r e s  w i l l  

d e v e l o p  o n c e  the c og n i t i v e  c o n t e n t  h a s  b e e n  t a u gh t .  

Piaget-Derived Curriculum for L i s t e n i n g  

An imp l i c a t ion o f  this  p r e s e n t  s t u d y  i s  t o  c o n s i d e r  t h e  

p o s s ib i l i t y  of a P ia g e t - d e r i v e d  c u r r i culum f o r  l i s t e n i n g .  

The d i s c u s s i o n  o f  the four  g e n e r a l  models  for early  c h i ldhood  

e du c a t ion p l a c e s  Piagetian  c u r r i culum into the  Verbal­

C o g n i t i v e  Mod e l .  The empha s i s  o f  this s t udy has been 

P i a g e t ian a n d  the result  of the s tu d y ,  that l i s t e n i n g  is  

c on s i d ered as a c o gn i tive  a c t i v i t y , j u s t i f i e s  this 

d i s c u s si o n . The d i s c u s s i o n  will inc l u d e  factors  f o r  the 

c o g n i tive  d e v e l o pment o f  l i s t e n i ng , general p r i n c i p l e s  of a 
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P iagetian c u r r i c u l u m ,  the r o l e  of t h e  teache r ,  l i s t e n i n g  

curriculum , and e q u i libration . 

When c o n s i d e r in g the imp l e me n t a t i o n  of a cog n i t i v ely-

o r i e nt e d  curriculum factors a ssociated  w i th c o g n i t i v e  

d e velopment shoul d be exp l i c a t e d . Five f a c t o r s  

a ssociated  w i t h  c o g n i ti v e  d e v e l o pment ( K ami i ,  1 9 7 2 ) :  

1 .  b i o l o g i c a l  factors like phy s i o l og i cal matu r a t i o n ,  
2 .  e x pe r i e n c e s  w i t h  phy s i c a l  o b j ec ts/env ironm e n t ,  
3 .  s o c i a l  fa c t or s /environment , 
4 .  c u l t u ral and e d u c a t i o nal t r ansmi ssion , and 
5 .  e q u i l i b ra t i on .  

a r e  

All f i v e  of these f a c t o r s  should  be c o n s i d e r e d  t o  allow 

the implementation of the l i s t e n i n g  c u r r i c u l u m .  A d e f i c i t  in 

an y one of the f i v e  areas could result  in the r e t a r d a t i o n  o f  

t h e  c o g n i t i v e  d e v e l o pment of l i s tening . 

The f i r s t  p r i n c i ple for the d e v e l opment of a Piaget-

derived l is t e n i n g  curriculum i s  to  d e s i gn a new c u r r i c u l um or  

t o  modify an e x i s t i n g  one with the Piagetian c o g n i t i v e -

d e v elo pme n t al s t a g e s  i n  mind . S e c o nd , the l i s t e n i n g  

curriculum should n o t  t r y  t o  simplify  Piaget ian tasks for 

y o u nger c h i l d r e n .  This p r i n c i p l e  i s  e a s i l y  adhered t o  with  

regards t o  l i s t e n i n g  as formal Piagetian l i s t e n i n g  tasks are 

a lmost non-ex i s t e n t .  Third , a s  s t ated . a b ov e ,  the 

implem e n t a t i o n  should not t r y  t o  advance c h i l d re n  f r om one 

s tage to a n o t h e r . A child w i l l  n o t  progress to the next 

s t a g e  u n t i l  he is  c o g n i t i v e l y  capable o r  rea d y .  

The a i m  o f  a l is t e n i n g  c u r r i culum based on P i a g e t  i s  t o  

h e l p  o r  enable the · child t o  develop a total c o g n i t i v e  

f ramework f o r  l i s t e n i n g ,  t h e  d e v e l opment of stru c t u r e s ,  s o  

that t h e  c h i l d  w i l l  b e  able t o  a p p l y  i t  t o  a n y  l i s tening 

task . When a c h i l d  reaches a c e r t a i n  level o f  c o g n i t i v e  

d e v el opment h e  i s  able t o  s o l v e  problems that h e  hasn ' t  
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encountered b e f o r e .  Cognitive d e v e lopment i s  the dev elopment 

of the total s t r uc t u r e  or s t r u c t u r e  d ' ensemble and , a s  s t a t e d  

abov e ,  the d e v elopment of t h e  c h i l d ' s  c o g n i t i v e  f r amework i s  

readine s s .  The curriculum developer wan ts t o  d e v e l o p  the 

c o g n i tve p r o c e s s e s  of l i s te ning so that they ma n i f e s t  

themselves i n  the child ' s  beha v i o u r .  

I n  t h e  design and impleme n t a t i o n  of a l i s t e n i n g  

cu rriculum the teacher has an unique ro le . The role of the 

t e acher i s  s u mmarized as follow s :  

1 .  he d o e s  n o t  shape a r e s p o n s e ,  transmit or 
p r o g r a m  knowledge a s  i n  t h e  empiricist  
appr o a ch , 

2 .  he d o e s  not passively watch the children 
play waiting for read i n e s s  as in the 
m a t u r a t i o n i s t  approach , 

3 .  the t e acher structures the envi ronment for 
c h i l d ren to ac tivate the child ' s  schemes 
of a c t i o n ,  

4 .  the teacher s t ructures s i t u a t i o n s  where t h e  
c h i l d  can a c t i v a t e  h i s  l i s t ening schem e s ,  

5 .  t h e  teacher intervenes so t h e  child  will test 
his schemes against other objects and 
p e o p l e , and 

6 .  the teacher should ask more ' wh y ' question s . 

The t ea c h er s hould be r eminded that  t h e  c h i l d ' s  

c o g n i t i v e  framework is not devel o p e d  by having him go through 

a l l  the s t a g e s  of a P i a g e t i a n  t a s k .  T h e  implemen t a t ion o f  

t h e  teache r ' s  role w i l l  r e s u l t  i n  the child  b u i l d i n g  new 

s chemes by d i f f e r e n t i a t i on and i nt e g r a tion of c o g n i t i v e  

scheme s .  

I n  t h e  case of most pra c t i tioners  the exi s t i n g  e a r l y  

c h i l dhood p r o g r am w i l l  be based o n  t h e  Child-De v e l o pm e n t  

Mo d e l  as e x p l a i n e d  -previou sl y .  In order to take t h i s  

a p proach t o  a l i s t e n i n g  curriculum a n d  change to a P i a g e t -

d e r i v e d  l i s t e ning curriculum a several-stepped p r o c e s s  i s  

r e q u i red . 



1 .  e x p e r iment by provi d i n g  the materials and at­
mosphere for d e vel o pme n t  in listeni n g . 

2 .  observe the children in the a c t i v i t i e s  to 
d et ermine which ones c a p t u r e  their interest  a s  
i n t e r e s t  indicates  mental a c t i v i t y  and 
cons t r u c t i on . 
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3 .  ensure that i n s t r u c t ional materials d o  no t c a l l  
f o r  i n d u c t i v e  or d e d u c t i v e  reasoning a s  t h e  p r e -

· o p e r a t i o na l child ' s  reasoni n g  is  transduc t i v e . 
4 .  k e e p  c e r t a i n  a c t i v i t i e s  a n d  then mod i f y  them 
5 .  e l i m i n a t e  some a c t i v i t i e s  
6 .  a d d  new a c t i v i t e s  
7 .  o b s e r v e  and g o  through s t e p s  1-6 again . 

The e f f e c t s of e qu i l i b r a t i o n  on the l i stening p r o c e s s  

h a v e  been emph a s i z e d  throughout t h i s  thesis but are worthy of 

r e v i e w .  E q u i l i b r a t ion is  a s e l f - r e gulating proc e s s  which 

brings  a s s i m i l a t ion and a c c ommo d a t ion into balanced 

c o ord i na t i o n .  The s t r u c t u r e  d ' ensemble , d e veloped t h rough 

the process of e q u i l ibration , i s  u l t imately r e spon s i b l e  for 

the c o ntent o r  o b s ervable a c t i o n s  of the child . The 

d ev e l opment of the s t r u c tu r e  d ' ensemble , the enabling  

m e chanism of t h e  c h i l d ' s  framework i s  the  goal  of a P ia g e tian 

l i s tening curr i cu l um . 

I n  pr a c t i c e  the structure d ' ensemble for listening will 

be d ev e l o p e d  o r  enhanced each t ime c o g n i t i v e  d i s s o nance or 

conflict  o c c u r s .  Research suggests  that c o g n i t i v e  

d e v e lopment i s  promoted whenever t h e r e  i s  a moderate d e g ree 

of d i s crepenc y between the child ' s  cogni t i v e  struc ture and 

some new e v e n t .  The i n t r o d u c t i o n  of a new l i s t e n ing 

a c t i v i t y  c o u l d  cause c o n f l i c t  and lead t o  e q u i l i b r a t i o n  and 

growth in c o g n i t i v e  f ramework . 
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Method o l ogy  

T h e  me t h o d o l o g y  used  i n  this  t h e s i s  l e a d s  to a f u r t h e r  

imp l i c a t i o n .  The P i a g e t i a n  clinical i n t e r v i e w  was s e l e c ted , 

for reasons s t a t e d  earl i e r , a s  the method which wou l d  produce 

the c o r r oboration  of  the ' h y pothe s i s ' o f  the r e sea r c h .  As 

the ' h y p o the s i s ' of the s t u d y  was the explanation of the 

l i s t e n i n g  p r o c e s s  by the c o n s i d e r a t i o n  o f  the e q u i l i b r a t i o n  

of M i t s  c o g n i t i v e  s t r u c tu r e s , the resul t s  o f  the r e s e a r c h  must 

be e x a m i ned . 

P e r t inent  to this  d i s c u s s i o n  i s  the work o f  P i a g e t  a s  

v iewed b y  o th e r s  and b y  h i m se l f .  G i nsburg & Opper ( 1 9 7 9 )  

repo r t e d  that Piaget used na t u r a l i s t i c  observation  when 

working  with i nf a n t s  and c h ildren two-to f o ur-years  o l d . 

Vuyk . con firmed  that P i a g e t  d i d  not u t i l i z e  the c l i n i c al 

i n te r v iew w i t h  three-year o l d  children  a n d  c o n c e n t r a t ed o n  

child r e n  four-to twel v e - y e a r s  old . Howeve r ,  even in t h e  

f o u r - t o  twelve-year o l d  a g e  g r o up P i a g e t  focused on the 

o l d e r  half of the age grou p .  Thus Vuyk v i ewed P i a g e t  as 

s e l d o m  u s ing the c l inical  me thod w i t h  three-and four-year o l d  

c h i l d r e n . Fina l ly , Piaget ( 1 9 7 2 / 1 9 7 3 )  himself  sta ted : 

T h i s  stage [ pr e o p e r a t i o nal ] i s  the o n e  o n  which 
we have the least info rmation on the o p e r a t i o n s  
o f  t hough t ,  f o r  i t  i s  n o t  p o s s i ble t o  q u e s t i o n  
t h e  child b e f o r e  the a g e  of four  in a c o n t inuous 
c o nversation  ( p .  73 ) .  

A c c o r d i n g  t o  the s o u r c e s  abo v e ,  Piaget d i d  n o t  u t i l i z e  

t h e  c l i n ical method  b e f o r e  t h e  c h i l d  was f o u r - y e a r s  old a n d  

n o t  v e r y  o f t e n  with  t h e  four-year o l d  child . Pia g e t  
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c onsi d er e d  t ha t ,  b e cause o f  a n  i n a b i l i t y  t o  sustain the c h i l d  

i n  conver sation , l i t t l e  information could be a t t a i n e d  f r om 

the c h i l d . Howe v e r , the p r e s e n t  r e s earch has shown that i t  

i s  p o s s i b l e  to u t i l i z e  the c l i n i c a l  me thod  a t  this early  a g e .  

As e v i d e n c e d  by t h e  d e v elopment o f  a model f o r  the p r o c e s s  o f  

l i s tening  and s e v eral hund r e d  p a g e s  o f  interview t r a n s c r i p t s  

the c l i n i c a l  metho d c a n  b e  ind e e d  p r o d u c t i v e  at the three-and 

four-year old a g e  level . 

The educat ional implica t i on is  that the c l i n i c a l  

i nt e r v i e w  i s  a v iable method f o r  the i n q u i r y  of l i s t e n i n g  i n  

e a r l y  c h i l dhoo d . Since t h e  me t h o d o l o g y  h a s  been u t i l i z e d  

s u c c e s s f u l l y  in the i n v e s t i g a t i o n  of l i s t e n i n g  i t  i s  

s u g g e s t e d  this p r o c e dure cons t i t u t e s  a viable me t h o d  f o r  the 

i nquir y of other phenomena in early chil dhood e d u c a t i o n . 

Suggestions for Further Research 

The· research on the l i s t e n i n g  process produced  s e v e r a l  

sugge s t i on s  for f u r t h e r  research . The main reason for t h e  

generation  o f  t h e s e  s u g g e s t i o n s  was t h e  u s e  o f  a m e t h o d o l o g y  

which had n o t  b e e n  u s e d  p r e v i o u s l y  t o  i n v e s t i g a t e  l i s t e n i n g  

i n  t h e  y oung c hi l d .  

Equilibrium - Level Three 

The f i r s t  suggestion for f u r ther research is  to 

i nv e s t i g a t e  f u l l y  the t h i r d  level of e q u i l i b r i um . This t h i r d  

level involves the equ i l i b r a t i o n  between the d i f f e r e n t i a t i o n s  

and i n te g r a t i o n s  between s u b - s y s tems a n d  t h e  t o t a l  s y s t e m .  

The t h i r d  level , then , involves the relations u n i t i n g  the 

sub-s y s tems a n d  the total s y s t e m .  P i a g e t  ( 1 975/ 1 9 7 7 )  s t a t e s  
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that the second  level and the third level of equi librium d o  

n o t  merge but are separate p r o c e s s e s .  The t o t a l i t y ,  the  

s t ru c ture d ' ensemble a s  i l lustrated  by the model  deve l o p e d  i n  

this  chap t e r ,  i s  characterized  b y  i t s  particular laws o f  

c o m p o s i t i o n .  

T h e  t h i r d  l e v e l  o f  equ i l i brium d i d  not apply t o  the  

three -and four-year old  c h i ldren because of the d e s i gn of  the  

s t udy.  I n  o r d e r  t o  genera t e  the c ognitive - s t ru c tu r a l  

featu res of l i s tening a n d  t o  c o n s i d e r  t h e  se cond l e v e l  o f  

equi l i brium i t  became apparent t h a t  the d i fferent i a t i o n  o f  

sub- syst ems was p re c luded by the u t i lization  o f  a n  

o rganizational 

a c r o s s  the 

system for applying the Piagetian 

four s t i mu lus s i tu a t i o n s .  The 

c o n s t ru c t s  

c o g n i t i v e -

s t ru c tural f e a tures were n o t  known p r i o r  t o  the s tudy b u t  

were evidenced a c r o s s  t h e  f o u r  s t imulus s i t u a t i ons . O n c e  the 

featu res were c o rroborated the equilibration  between the  sub-

s y s t e ms was p o s s i b l e .  Howeve r ,  

the third level c o u l d  n o t  

s i nce t h e  equi l i b r a t i o n  o f  

b e  a t t empted because  the  

d i fferenti a t i o n  of sub-systems had  been precluded  by the  

organi zati ona l system , the h i erarchical  integr a t i o n  o f  sub-

systems was not  p o s s i b l e .  

There a re t w o  recommenda t i o n s  for further research i n  

t h i s  area.  F i rs t ,  the same a g e  group c o u l d  b e  s e l e c t e d  and a 

s i ng l e  s t imulus s i tuat ion d e v e l oped  as t o  b e  non­

d i f f e rentiated  with  regard to c ognitive  s t ru c t u re s .  W i t h  

three-and four-year o l d s  i t  may be d i fficult  t o  a c c om p l i s h  

t h i s  t a s k .  The d i f f i culty a r i s e s  from the t w o  requ i rements 

that  must be f u l f i l l e d  by the s t imulus s i tuation.  F i rs t ,  i t  

would  be n e c e s s a ry t o  develop a s t imulus s i tua t i o n  t h a t  would  

permit  the  d i ffere n t i a t i o n  and int egration of sub-systems a s  
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d e fined by the t h i r d  level o f  equi l i b r i um. S e c o n d ,  t h e  

s t i mulus s i tuation  must be of a duration t h a t  i s  i n  

a c c o rdance w i t h  t h e  a t t e n t i o n  spans o f  such a y oung age 

group . An adequate s o lu t i o n  t o  the  c o n f l i c t  between these  

t w o  requi rements could  result  i n  a rewarding study.  

This  leads to the  s e c ond recommend a t i o n  which would 

i nv o lve an older age group of c h i l d ren s t i l l  regarded a s  

e a r ly childhood.  The s e l e c t i on o f  f i v e - t o  eight-year o l d s  

w o u l d  b e  adequa t e ,  making the development o f  the s t i mu lus 

m a t e r i a l s  easier.  The  f i ve-to  eight-y e a r  o l d  c h i ld re n  are 

further advanced o n  the c o gnitive-developmental s c a l e  and 

t h e i r  a t tention s pans  are longer.  The s t imulus m a t e r i a l  

w h i c h  c o u l d  b e  developed  f o r  this  a g e  group would be longe r ,  

m o r e  complicat e d ,  and non-differentiated thus a l lowing the 

i ntegration  of the s u b -systems . T o g e th e r ,  these p r o c edures 

should permit a more d e t a i l e d  inves tigation  of the t h i r d  

l e v e l  o f  equi librium.  

V e r i f i c a t i o n  by R epl i c a t i on 

The se c ond suggestion  f o r  further research i s  t o  v e r i fy 

t h e  m o d e l  o f  the  l i s t ening process as presented i n  t h i s  

t h e s i s  by re p l i c a t i o n .  A c c o rding t o  Elk ind ( 1 97 9 )  t h e  

r e l i a b i l i t y  of the  c li n i c a l  method can b e  es tablished b y  t h e  

re p e t i t i on o f  t h e  s t udy b y  o thers . I f  o ther researchers 

arrive a t  the same c a t e g o r i z a t i o n  o f  responses into  s tages o r  

s e quence o f  development then the r e l i a b i l i ty o f  the o ri gina l 

r e s u l t s  i s  enhan c e d .  

The present s tudy is organi zed  s o  as t o  pe rmi t 

r e p l i c a t i o n .  

i d e n t i f i e d  and 

The four s t imulus s i tuat i o ns have b e e n  

the  design and f o rmat o u t l ined i n  d e t a i l  i n  

C h a p t e r  F o u r .  T h e  theore t i c a l  perspective  and t h e  c h o i c e  o f  
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t h e  c l i n i c a l  method were  a l s o  d i s c ussed i n  det a i l  i n  Chapter  

T h re e ,  and  finally the  analysis of the  i n t e rview p r o t o c o l s  

w a s  discussed tho roughly during each s t e p  o f  the  analys i s .  

Thu s , the s tudy c o u l d  b e  replicated  with  e a s e .  

Replicat ion o f  the  present results  w ould enhance t h e  

f i n d i ngs o f  this s t u d y .  The c redibi l i t y  o f  the m o d e l  o f  t h e  

p r o c e s s  o f  listening c oupled w i t h  the i n t e rnal v a l i d i t y  o f  

the  c l i n i c a l  method w ou l d  t h e n  e s t a b l i s h  the  u s e  o f  t h e  mode l 

i n  the explana t i o n  o f  the  l i s t ening p r o c e s s .  

I nves tiga t i on o f  O t h e r  Phenomena 

Two o ther  sugg e s t i ons for further res earch a re d e ri v e d  

from  the u t i l i z a t i o n  o f  the  c l i n i c a l  method for  the  

i nvest i ga t i o n  of l i s tening as a c ogni t i v e  activity and  from 

the  devel opment o f  a m o d e l  t o  explain the  c o gni t i v e  p r o c e s s e s  

o f  l i s tening.  F i rs t ,  the c l i n i c a l  meth o d , successfully u s e d  

w i t h  three-and four-year o l d s  i n  t h e  p re s e n t  s t u d y ,  c ou ld be 

imp l emented i n  the i nvestigation  o f  o t h e r  phenomena in early 

c h i ldhood educa t i o n .  The des ign o f  this study would 

faci l i t a t e  the design of further i nv e s t igations a s  the  

t h e o re t i c a l  perspe c t i ve ,  

s t i mu lus materi a l s ,  and 

o u t l i n e d .  

c h o i c e  o f  meth o d ,  deve lopment o f  

method o f  analysis a re c l early 

The s e cond sugge s t i on for  research invo lves the  m o d e l  o f  

the  lis tening proce s s .  

e du c a t i o n a l  implic a t i ons , 

As o u t l ined  i n  the s e c t i o n  o n  

the m o d e l  w a s  applicable  t o  o t h e r  

phenomena . I t  i s  suggested that resea rch in o t h e r  areas o f  

the  language arts  b e  conducted t o  corroborate  this  cognitve 

m o d e l  and  provide changes which are dictated  by the  

characteri s t i c s  o f  the  particular  phenomenon.  
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Indi vidual S t i mulus S i t uations o f  Listening 

The fina l sugges tion  f o r  further research i s  f o r  a 

tho rough investigation of each o f  the s t imulus s i tu a t i ons 

i d e n t i f i e d  i n  this  the s i s . P r i o r  t o  the analysis o f  the  

i nt e rview data the  c ogni t i v e - s t ru c tural features of  l i s tening 

had not been  d e s c r i b e d .  T h e  i nf o rma t i o n  procured from each 

of the four s t i mu lus s i t u a t i o n s  has suggested  

information regarding the  c o gnitive  s t ructures . 

further 

The role  p layed by the present research was to 

investiga t e  the cognitive-structural  features a c r o s s  four 

h e u r i s t i c  categori e s . Future research may select only one of 

the  s t imulus s i tuations and inves t i ga t e  it  on a larger s c a l e . 

The number o f  chi ldren included i n  the i nvestiga t i o n  c o u l d  be 

much large r .  The present s t udy generated 80 i n t e rviews which 

represented 20 cases f o r  each s timulus s i t uation  a s  each 

child was seen for every s i tuat i o n .  A group o f  1 00 c h i ldren 

f o r  a single s t imulus s i tuation  w ould  n o t  be unrea s onable f o r  

t h e  p r o p o s e d  resea r c h .  

The i nd i vidual cogni t i ve s t ructures may be further 

i l luminated by extending the age group to  five-to 

old chi l d r e n .  T h e  inclusion o f  the chi ldren u p  

e i ght-year 

t o  e i ght 

y e a rs w o u l d  y i e l d  informa t i on o ve r  a five year s pan thus 

s t rengthening the validity of the c l inical method  a s  

develo pmen t a l  trends c o u l d  be d i s c erned . 

C on c lu s i ons 

The explana t i o n  o f  the l i stening process has been 

undertaken i n  the present t h e s i s  by the consideration  o f  the 

c e n t r a l  p r o c e s s  of equilibration  o f  the cognitive s t ru c t ures 

o f  l i s t e n i n g .  The research has been based on Piagetian  
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principles  and methodology.  The steps  o f  this  research have  

c l o s e ly f o l lowed Piage t ' s  own resea rch on c ognitive  

deve lopment as o u t l i ned by  Vuy k .  The s t e p s  o f  the present 

r e s earch were a s  f o l l ows : 

1 .  f o rmulate a genera l q u e s t i o n - " Ex p la i n  the 
l i s t e ning proc ess" , 

2 .  trans late the general q u e s t i o n  o r  guiding 
hyp othesis  into the four s t imulus s i tuations , 

3 .  c onduct the c l i n i c a l  int erviews i n  order t o  
c o l lect  i n f o rm a t i o n ,  

4.  l i nk the interpret a t i ons o f  t h e  s t i mu lus s i tu­
a t i o n s  to the general ques t i o n ,  and 

5 .  report the re s u l t s .  

The nature of the s tu d y ,  based o n  Piagetian principles  

and meth o d ,  was unique t o  the research evidenced i n  the  

s e a rch o f  the l i teratu re . A s  a resu l t ,  the review o f  the  

l i t e rature was  t re a t e d  a s  an h i s t o r i c a l  perspective on  

l i s t ening.  It  was  d e termined , howeve r ,  that l i s tening d i d  

o c cupy a place  o f  prominence i n  the language ar t s ,  I t  was 

the  first  s k i l l  to appear chrono l o g i c a l ly , was the base f o r  

the  other language arts , and y oung c h i l d re n  were reported t o  

s pend u p  t o  60% o f  t h e i r  day l i s tening.  

The  pau c i ty of  research i n  the  a rea o f  c ogni t i v e  

s t ructures o f  l i s tening e s ta b l i shed  a need f o r  t h e  present 

research . The resear ch involved ten  three-year o l d  c h i ldren  

a n d  ten  four-year old  c h i ldren w i t h  t e n  c h i ldren o f  each  s e x .  

The s e l e c t i on o f  such a young age group was made , being 

c ognizant o f  the  remarks made  by  Piaget  that until  a c h i l d  

reached the  age o f  f o u r  a c o n t i nuous c onvers a t i o n  w a s  n o t  

p o s s i b l e  a n d  l i t t l e  i nforma t i o n  c o u l d  be atta ined . P i a g e t  

h i m s e l f  concentrated h i s  c li n i c a l  i n t e rviews on eight - t o  

twel ve-year o l d s  ( Vuy k ,  1 98 1  ) . This s t u dy not only showed 

that  a continuous c onve r s a t i o n  was p o s s i b l e  with three-and 
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four-year o l d  chi ld ren but a l s o  that the c onversa t i o n s  were 

produc t i ve . This result has ma j o r  educational imp l i c a t i ons 

f o r  i t  suggests that the t e chnique of the c l i n i c a l  i n t e rview 

c o n s t i t u t e s  a viable m o d e  of inqui ry f o r  future research i n  

l i s tening and a l s o  a s  a method  f o r  i nvestigati ons i n  o t h e r  

a r e a s  o f  ea rly chi ldhood educa t i o n .  

The results  o f  t h i s  research contribute t o  the 

understanding 

c o n s i d e r a t i o n  

be 

o f  the l i s t ening 

of  the equilibration of  

a viable means o f  

proc ess . F i rs t ,  the 

cogni t i ve 

explana t i o n .  

s t ru c tures 

Second , proved t o  

Piagetian  cogni tive-structural  features were c o rroborated  

across  the  four  fun c t i on a l  categories  of l i s tening . Third , 

the c o rroboration  res u l t e d  in the  iden t i f i c a t i o n  o f  the 

l i s t e ning process  as a c ogni t i ve a c t i v i t y .  F i nally,  

c o n s i d e r a t i o n  of  the  c e n t r a l  process  of e q u i l i b r a t i o n  was 

i n s t rumental  to the f o rm a t i o n  of a model of the l i s tening 

p r o c e s s .  

T h e  inves t i ga t i o n  o f  t h e  cognitive processes  o f  

l i s t e n i n g ,  which u t i l i z e d  Piage t i a n  meth o d o l o gy ,  genera t e d  

two k i n d s  of implicati ons . The f i r s t  was t h e  educational  

imp l i c a t i ons which included the explication o f  the  m o d e l  f o r  

the c o gnitive processes  o f  l i s tening,  curriculum-based 

imp l i c a t i ons , and the c l i n i c a l  i n t e rview as a method o f  

inqui ry .  The se c ond type o f  implicat i o ns referred t o  the 

sugges t ions f o r  further r e s e a rch . I n c luded i n  this  c a tegory 

was the  third l e v e l  o f  e q u i l i brium as a further refi nement t o  

the m o d e l  o f  the l i s t e ning p r o c e s s ,  v e r i f i c a t i o n  by 

re p l i c a t i o n ,  the inve s t i ga t i o n  of other  phenomen a ,  and 

further research into the c ogni t i ve - s t ructural features o f  

l i s t e n i n g .  
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The educati onal implicati ons could  c o n t r i bute t o  the 

f i e l d  of l i s tening in p a r t i c u l a r ,  and to the area of early 

c h i l d h o o d  in genera l ,  i f  implemen t e d  as suggeste d .  F i n a l l y ,  

t h e  s u gge s t i ons f o r  further resea rch w o u l d  contribute t o  t h e  

a c qu i s i t i o n  of knowledge o n  t h e  cognitive processes  o f  

l i s t ening i n  early ch i ld h o o d .  
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APPENDIX ONE 

INSTRUCTIONS AND STIMULUS MATF.RIALS FOR STIMULUS SITUATIONS 
ONE TllROUGH FOUR 

S t imulus S i t u a tion 1 - Margi n a l  Lis tenina 

I n s t r u c t i o n s :  I am g o i n g  to p l a y  you a s t o r y  on the t a p e  
r e c or d e r .  I want y o u  t o  l i s t e n  c a re f u l l y .  W e  w i l l  t a l k  
a b o u t  the s t o r y  before our t i m e  is up t o d a y . 

S t imulus Material 

DICK TURNIP 

by G i l e s  Reed 

Dick Turnip is one o f  the Munch Bunch . H e  l i v e s  in a n  

o l d  b o o t  w i t h  three l i t t l e  t u r ni p s . He c a l l s  them h i s  T u r n i p  

* 

Gan g .  They a l l  live  n e x t  d o o r  to Rory Rhuba r b . Dick likes 

t o  t h i n k  he i s  the mean e s t , t o u ghest  t u r n i p  i n  t h e  whole 

w o r l d . B u t  r e al l y , he i s  no stronger than Lucy Lemon . 

(\ ("! (; # 
I t  w a s  a v e r y  s p e c i a l  d a y . I t  was S u p e r c ool ' s  b i r t h da y . 

·; 

Dick Turnip and his Gang were most s u r p r i s e d  because they  had 

* 

j u s t  r e c e i v e d  an i n v i t a t i o n  t o  h i s  p a r t y . You see , normal l y ,  

# * 

n o  o n e  e v e r  i n v i t e s  the t u r n i p s  t o  part i e s ,  b e c a u s e  they  a r e  

u s u a l l y  so na s t y . 

Emma Apple was in v i t e d  to the party a s  wel l .  

d e c i d e d  t o  mak e  some l i t t l e  cakes t o  take a lo n g . 

they  e n j o y  my cakes , "  she s a i d  to hersel f .  

# : ; r e  

So she 

"I d o  hope  

And late r ,  when the  cakes had coo le d ,  Emma put them i n t o  

::> .  
* 

. , . 
' 

a b o x  a n d  set out t o  take them to Superc ool ' s  hou s e .  B u t  
"* start of background noise 

# = end of background noise" 



2 .  

D i ck Turnip a n d  h i s  Tu r n i p  Gang w e re h i d i n g  i n  t h e  bushes  

# 
w a i t i n g  f o r  her t o  go pa s t .  

" S t a n d  and d el i v e r ! "  s h ou t e d  Dick , p o i n t i n g  h i s  water-

* 

pi s t ol at Emma . He h a d  heard tha t highwaymen always s a i d  

"S tand a n d  d e l i v e r , "  b u t  he d i d n ' t  r e a l l y  k n o w  w h a t  i t  mean t ! 

The three l i t t l e  turnips q u i c k l y  stole the cakes f r om Emma 

# 
and ate them all up . Emma was f u r i ou s .  

* 

S a l l y  S t rawb e r r y  h a d  b een b u s y  t o o .  She h a d  baked 

Supercool a lovel y b i r t h d a y  cake and had c o v e r e d  i t  with  

# 
p r e t t y  i c ing . S h e  was g o i n g  to take it t o  S u perc o o l , so  she 

put it in a big cakebo x . 

• 

But , j u s t  a s  Sally was walk i n g  along the pa th , Dick 

Turnip an d h i s  Gang j umped o u t  of the bushes i n  f r o n t  of h e r . 

H e  poin t e d  h i s  water-pi s t o l  at h e r  and demanded the box . 

# 
Once again , the t h r e e  l i t t le t u r n i p s  q u i c k l y  o p e n e d  i t  and 

s ta r t e d  t o  eat t h e  d el ic i o u s  cak e .  

* # 
When Olive h e a r d  what h a d  h a p p ened t o  Emma a n d  S a l l y , 

she h a d  an i d ea .  So she asked  b o t h  of them t o  come r o u n d  t o  

* 

h e r  house . 

t h e i r  p l a n . 

The t h r e e  of them then wen t i n d o o r s  t o  work o u t  
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They made  some special sweets for D i ck Turnip and h i s  

Gan g .  The swee t s  were made from soap-powd er and t a s t e d  

awfu l .  But they looked a b s o l u t e l y  d e l i c i o u s ! 

As ·soon as the sweets had coole d ,  Olive l e f t  to g o  t o  

# 
S u percool ' s  hou s e .  She had n o t  gone v e r y  f a r  when the 

d re a d e d  Turnip Gang stopped  he r .  " S tand and d e l i v e r ! "  

d emanded Dick a g a i n . A n d  one o f  the Gang grabbed the sweet  

* 

box and they a l l  ran o f f .  

Emma , S a l l y  a n d  O l i v e  w e n t  t o  see Merv M a r r o w ,  the 

# 
v i l l a g e  policeman . They e x p l a i n e d  what Dick Turni p and h i s  

* 

Gan g ha d been up t o .  And they also t o l d  Merv about the t r i c k  

# 
they had played  o n  D i c k .  

* 

So the y all set o f f  for D i ck Turni p ' s  house w i t h  Merv 

l ea d ing the way .  A s  they approached the hou s e , t he y  c o u l d  

see l o t s  and l o t s  of bubbles pouring o u t  everywhe r e . " I t ' s  

worke d , "  s h r ieked  O l i v e .  " D i c k  a n d  h i s  Gang have eaten t h e  

# 
s o a p y  sweet s . "  

When they l o o k e d  ins i d e ,  Dick and h i s  Gang were r e a l l y  

* 

i l l .  They had eaten most o f  the swe e t s , and e v e r y  t ime they 

o p e n e d  the ir mouths bubbles came out . "That w i l l  teach them 

n o t  t o  steal other people ' s  things in f u t u r e , "  laughed S a l l y . 
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# * 

Merv Marro� a r r e s t e d  D i ck a n d  the Turnip Gang f o r  

s t ealing  the cakes a n d  t h e  sweet s .  He t i e d  them a l l  up a n d  

t ook t h e m  o f f  t o  j a i l .  

# * 

Emma and S a l l y  made some more cakes and took them a l o n g  

t o  Sup e r c ool ' s  p a rt y . Merv Marrow arrived a l i t t l e  late  

because he had  been  b u s y  locking Dick and his Gang i n  j a i l . 

S u p ercool ' s  party was l o t s  o f  f u n .  
# 

Everyone had a l o v e l y  

t ime . . .  

* 

except Dick Turnip  and the Turnip Gan g .  

# 
t each t h em n o t  t o  b e  so n a s t y  i n  the f u tu r e .  

* s t a r t  of back ground n o i s e  
# = e n d  o f  background n o i s e  

Stimulus Si tuation 2 - Appre c i a t i v e  Li stening 

Tha t w i l l  

I n s t r uc t i on s :  I ' m  go i n g  to play you some mu sic on the 
tape recor d e r .  This music does n o t  have a n y  wor d s .  I ' d  like 
y ou t o  l i s t e n  v e r y  carefully  to the music . I ' m  go i n g  to g i v e  
y o u  a p i ece o f  p a p e r  f r om m y  f o l d e r  w i t h  D o n a l d  Duck a n d  
M i c k e y  M o u s e  and the i r  f r i e n d s  o n  i t  and some crayon s .  N o w , 
a s  y o u  l i s t e n  t o  the m u s i c  d raw any p i c t u r e  the music makes 
you think of . You may draw more than one i f  you l i k e , i f  the 
m u s i c  mak es you t h i nk o f  more than one p i c t u r e .  Your p i c t u r e  
i s  the one I wan t t o  see . Do you understan d  what I want  y o u  
t o  d o ?  Great ! Here  we go t L i s t e n  and d ra w  when y o u  wa n t .  
We ' l l talk about your p i c t u r e  when you ' re f i n i s h e d ,  

S t i mulus  Material 

The st imu l u s  material f o r  the second stimulus s i t u a t i o n  
was Beethoven ' s  Symph ony No . £ in F (Pa s t oral) � 6 8  a s  
p layed b y  the R o y a l  Philharmonic Orchestra c o n d u c t e d  b y  S i r  
Charles Grov e s .  

Stimulus Situation 3 - Attentive Listening 

a )  Body Moveme n t s  

I n s t r u c t i on s : I w a n t  y o u  t o  play  a game with me . I ' l l 
t e l l  y o u  how t o  move y ou r  hands a n d  you move them . Li sten 
carefully  and do  wha t I say . 
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S t imulus Material 

T h e  s t i m u l u � m a t e r i a l  for the f i r s t  t a s k  of the t h i r d  
s t i mulus s i tu a t ion w a s  a r e q u e s ted series o f  hand m o v e m e n t s  
a s  i n  t h e  c h i l d h o o d  g a m e  o f  " S i m o n  S a y s "  b u t  w i t h o u t  t h e  
v i s u a l  e l e m e n t .  E a c h  c h i l d  w a s  r e q u e s t e d  t o  m o v e  t h e i r  
ha n d s ,  i n  or der , to the f o l l o w i n g  locatio n s :  

1 .  head 8 .  e y es 
2 . feet  9 . legs 
3 .  s t omach 1 0 .  mouth 
4 .  knees 1 1 .  cha ir 
5 .  e l bow 1 2 .  m o u th 
6 .  tab le 1 3 .  feet  
7 .  ears 1 4 . head 

b )  Rei!roduction o f  Sound ( Drums and Wor d s )  

I ns t r u c t i ons ( d r u ms ) :  We are going to p l a y  a game w i t h  
t h e  d r u m s  n o w .  L i s t e n  c a r e f u l l y  a s  I h i t  m y  d r u m .  T h e n  I 
want y o u  to h i t  y o u r  d r um t o  make i t  sound j u s t  l i k e  mine . 

S t imulus Material 

Drum P a t tern 1 - 3 quarter notes 
D r um P a t t e rn 2 - 2 quarter notes and  two e i ghth notes 
Drum Pattern 3 - 1 quarter note,  one eighth n o t e ,  one 

q u a r t e r  n o t e ,  one e i ghth n.o t e  
Drum Pat tern 4 - 6 e i ghth notes and 1 q u a r t e r  n o t e  
Drum P a t t e r n  5 - 4 quarter notes and 4 e i ghth notes 

I n s t r u c t i o n s  ( w o r d s ) : This is ano ther part  o f  t h e  game 
b u t  w i t h w o r d s .  I w a n t  y o u  to say e a c h  s e t  o f  w o r d s  a f t e r  
me . 

S t imulus Material 

Word S e quence 1 - The dog ran . 
Word S equence 2 - He l p ,  hel p ,  hel p !  
Word S e qu e n ce 3 - F i r e  t r ucks have ladd e r s .  
Word S eq u en c e  4 - What ' s  f o r  tea?  
Word S e quence 5 - The b i r d  caught a n d  a t e  the b ir d .  

c )  S t o ry Scramble 

I n s t r u c t i o n s :  I h a v e  a n o t h e r  l i t t l e g a m e  I ' d  l i k e  t o  
p l a y  w i t h y o u .  I t ' s  c a l l e d  " S t o r y  S c r a m b l e " .  I ' l l  t e l l  y o u  
a l i t t l e  s t o r y  b u t  t h e  o r d e r  o f  t h e  w a y s  t h i n g s  h a p p e n e d  w i l l  
b e  a l l  m i x e d  u p .  I w a n t  y o u  t o  l i s t e n  v e r y  c a r e f u l l y  t o  t h e  
m i xe d  up story and then t e l l  m e  the s t o r y  n o t  m i x e d  up - t h e  
w a y  i t  really happened . 

S t imulus Material · 

S t o r y  S c ramble ( incorrect  sequence ) 

I a t e  m y  b r eak f a s t .  
I said hel l o  t o  my teache r .  
I g o t  u p  i n  the morning . 
I went to Kind ergarten ( P reschoo l )  w i t h  my mommy . 
I g o t  d r e s se d .  
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Stimulus Situation 4 Analytic Listening 

Instructions : I am g o i n g  t o  read you a stor y .  I want 
you to l i s t e n  care fully . We ' l l  t a l k  about the s t o r y  at the 
end before our time is  up . 

S t imulus Material 

R o z z y  Raspberry  

by  Giles  Reed  

Rozzy  Raspberry i s  one o f  t h e  Munch Bunch . She  lives in 

a n  old punnet next t o  Chunky Pineapple . R o z z y  looks such a 

sweet l i t t le b e rr y ,  but her a p p earance can be very  d e c e p t i v e . 

She i s  usually a very  naughty l i t tle berr y .  

Today , R o z z y  thought  she w o u l d  have a b i t  o f  fun w i t h  

some o f  her Munch· Bunch f r i end s .  S o  she searched through her 

t o y bo x ,  looking f o r  something t o  d o ,  until she came across 

her old b o x  o f  trick s .  "Th i s  could  be very amu s i n g , 11 s h e  

thought t o  hers e l f . 

Fir s t , R o z z y  found a trick bandage with a na i l  through 

i t .  S h e  s t o o d  o u t s i d e  her punn e t ,  a n d  as soon a s  she saw 

But t o n  and Tiny coming she p r e t e n d e d  to c r y .  ' 'Oh , you poor 

little  t hing , "  shrieked Button looking at R o z z y ' s  f i n ger . 

"Wha t e v e r  ha ve you d on e ? "  

"Come home w i th u s  and have some cak e , "  said Tiny . "You 

must feel really t e r r i bl e . "  This was j u s t  what Rozzy want e d . 

She put her feet  up , and let Button and Tiny make a f u s s  o f  

h e r .  

A s  soon as R o z z y  h a d  f i n i s h e d  eat ing t h e  cak e ,  s h e  

s ta r t e d  to g i g g l e  a n d  pulled t h e  bandage o f f  her f i n g e r .  The 

mushr ooms looked aghas t , and were very upset at having been 

t r i ck e d . Rozzy ran o f f  laugh i n g . "Thanks f o r  t h e  cak e , "  

she shout e d .  " I t  was lovel y . "  

R o z z y  rushe d home t o  find her next t r i c k . "Who can I 
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t r i c k  this t i m e ? "  s h e  chuckled t o  h e r s el f .  Just t h e n , Ad  am 

Avocado  came d own the road . " A d a m ,  please can y o u  g e t  the 

lid o f f  this box for me? It s e ems t o  have stuck , "  asked 

Rozzy innoc e n t l y . 

p l e a se d  t o  h e l p . "  

" Certainly , "  r e p l i e d  A d am . " O n l y  too 

A d am t u g g e d  at the l i d . But i t  wasn ' t  stuck a t  a l l . A 

Jack-in-the-box l e a p t  up straight  i n t o  h i s  f a c e .  R o z z y  f e l l  

about laughi n g , b u t  A d am was r e a l l y  shaken . 

a b i g  shock . 

I t  had given him 

The day was turning out to  be even more amusing than 

R o z z y  had h o p e d  f o r .  Nex t ,  s h e  p u t  o n  a hat w i t h  an arrow 

thr ough it , and s t a g g e r e d  up to N u r s e  Plum ' s  home , " H el p , "  

c r i e d  R o z zy . " I ' v e  b ee n  shot  b y  the I nd i a n s . "  N u r s e  P l um 

was horrified  and quickly  t o ok R o z z y  into the Hospi t a l . 

"Don ' t  w o rr y ,  Rozzy . I w i l l  tuck y o u  u p  in bed and 

bring you a d r i n k  of milk and some s we e t s . That w i l l  make 

y o u  f e e l  b e t t er , " · s a i d  N u r s e  P l u m .  She was very  c o n c e r n e d  

f o r  her patien t .  " Oh , thank you , Nu r s e ,  11 she mu r mu r e d . 

" I ' m  beginning  t o  f e e l  a l i t tle b e t t er now . "  

A s  soon as R o z z y  h a d  fini she d h e r  sweets and d r i n k ,  she 

l e a p t  out of b e d  and flung h e r  hat i n  the a i r . " F o o l e d  y ou , "  

she shout e d .  B u t  Nurse Plum d i d  n o t  think i t  was v e r y  funny 

a t  a l l .  " R o z z y  Raspberr y ,  y o u  a r e  very  naught y .  You have 

wasted my valuable time when I have got other p a t i�n t s  who 

a r e  really  i l l  t o  l o ok a f t e r . "  

But R o z z y  wasn ' t  at  al l b o t he r e d .  She was having  great 

f u n ,  and when she saw Aubrey Aubergine comning towar d s  her 

she couldn ' t  r e s i s t  p l a y i n g  one l a s t  t r i c k .  "Wo u l d  y o u  l i k e  

t o  s m e l l  t h i s  p r e t t y  flower that  I p icked t o d a y , 

she asked . 

A u b r e y ? "  

Aubrey b e n t  over t o  have a good  sni f f .  But j u s t  a s  he 
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was looking s t ra i g h t  i n t o  the flowe r ,  Rozzy  s q u i r t e d  ink i n t o  

h i s  fa c e .  Aub ie y ' s  n e w  w a i s t c oat was r u in e d ,  But R o z z y  

d i dn ' t  n o t i c e  how u p s e t  h e  was - she was t o o  b u s y  laughi ng . 

I t  was g e t t i n g  l a t e ,  so Rozzy made h e r  way b a ck t o  her 

punn e t .  "That r e a l l y  was a good day , "  she chuckled to 

h e r s e l f .  But t h e n  she had a h o r r i b l e  feel i n g .  S h e  

d is covered  t h a t  she had l o s t  h e r  d o o r  key . 

Just the n ,  some of the Munch Bunch walked b y . " He y ,  

A d a m ,  B u t t on , Tiny , Aubre y ,  N u r s e  Plum,  p l ease help me , "  

shou t e d  R o zz y .  " I  c an ' t  find  m y  door k e y . "  "Not l i k el y , "  

r e p l ie d  B u t t o n .  " Y o u  a r e  n o t  going t o  p l a y  a n y  more o f  those 

silly  tricks on  us . "  

But t h i s  time R o z z y  wasn ' t  j ok in g .  She really had l o s t  

h e r  key . And she had to s p e n d  the whole night  o u t  i n  t h e  

d a r k  on her own . 

so  funny now . . .  

Playing t r icks on her f r i e n d s  q i d n ' t  seem 
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