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ABSTRACT 

SECTION ONE 

The purpose of this paper was to present , in a study f ormat, a t 

a t welve to fourt een ye nr readabi li ty level , two are as of every­

da;y lif'e (' The F'ami ly' and ' Leaving Home ') relevant t o students s 

teacher s and p arents o In the first area , the topics of' family 

groupl.ng::: 1 family relationships and fami ly behav iour are covered 

in detail, using down-to -earth te r ms taken from Ad.lerian 

Psychology , Abrac11.nm Maslow, Eric Berne and Rs D. La ine. 

The b asic assumption behind this :paper was t hat t h e se t wo tor,i cs 

ru•e crucial one s f or the adole sce n t to come to term s with , and 

imp ortant for pare nts , teachers and younger c hildren t o g raspo 

SECTION TWO Asne cts of La~guag_~ 

I n thf~ f irst. of' the thre e papers compris i ng this secti on, a 

set of' b as ic coding/decoding uni ts for the Romanised Eng L t sh 

alphabet are presented in detail. These ar e t heYJ. related t o the 

mechanisms and st ages of deve lopment in t he de coding process, 

and to the various l evels of percep t ual di scriminat ion4 

In the second p aper, the concept of de coding _patt er11 s was 

extended by exaraining the e xtens ion un its ( accents s u ch a s t he 

cedill a ) u sed i n a cross-section o f ten lanc;uages .. Elcven such 

extension units were compared and contrasted , a s was the 

internal consisten cy of t he individual letter-s among the ten 

lang u ages o High cons istency was found to e xist b et·.vee n T.O.A' s 

using Romanised script. ,-

In the third p aper , second language learning 1 i n a New Zealand 

context , is di scussed and related to the con cept of l anguage 

maste1'y. Three levels of mastery - basic, secondary and 

· advanced - are postulated, together with e xamples. The 

conceptual process of spillover fr om one l anguage to a second, 

throug h levels of mastery, to spillover back to the original 

lang uag e, is introduced and di scussedo •-· . . 



In t.his _pap er , Part 0::-i c looks at Mas low' s hierarchy of needs, 

Bncl the t l mc~sp a c0 p e r s:pect i ves of individuals , in synthesis 

f' or-:n . Timc-:::_c,2 ce cons traints are shov;n to o..9eratc in 

c ,Jnj ,c ction r,i th the individ·ial' s need framework . The ability 

and Cc:i_pab:L l:i.t:,r of' the self-actunlising p erson to mi_nimise 

u:·/Vor r>er!'oY8 the conr;traints of time and space , in meeting 

h i s or her· hicher· nee ds , is diecussed . The concept of an 

nl1•-n:nb racd ng higheI' nee d 'the need to serve' is intI'oduced. 

The ~bili ty of self--actualising pers ons to fu..n.ction effectively 

b otb in the future, and v,orld-wide, and to be in the present 

is expres se d in the light of their potential v a lue to the r est 

of' man._1<:i nd Q 

In P~r·t 'l' v.10 , J.laslow' s concept of the peak-experience is 

e xnrrd. n c d. i n three ways:(,) in ter·ms of the self'-actual i fd .ng 

1, A:."' 8 011 1 oncl th e methods used to produce or i n duce pe ak­

e x1,1srienccs /2Jth.c necessnry and s u fficient conditions for 

i T;.:bcing the peak- exp e riences ,(3)and in the li g ht of a three­

tj e::e exp e r-i m:=; nt carri.ed out b~r the author in 1974gConclusions 

r•e a ch e d we1'c t hat experle nces similar to pealc-experi ences in 

qua lity may be able t o be induced in oneself' or in suitable 

suh ,jcets, u nder a:ppropr-iate condit ions. Necess ary and 

suffi cier1;~ r..: unditio11 s included re lative silen ce, a visible 

foc us-object, relative ab sence of pb~ys.ical tension, a hig h 

,cleg r ec o.f attent ional ability, and an op enness to experience 

on the part of' the individual. 
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SOCIAL EDUCATION 1 

'The I'amily' and 'Leaving Home' 

Two Study Uni ts 

Prefctce 

To thos e of us 1 past, present and future, who find ourselve s 
involved with the development of others ---

Development of the indi vid u,,_'il, in terms of learning , tends 
to be separated for convenience into a number of area. Vie 

t a lk of intellectual, physical, emotional/psychological, 
social and rnoral development. As in the above sentence, 
intellectual developme nt has tended to come first, to pre­
dominate. Here in Hew Zealand, as intellectual gains 
persist in their being perceived as criteria of achievement 
or success, so have the other are~tended to be held back. 

\fo need teachers, among many resource people and groups, to 

enable yo\Jx1ger people to l earn and apply ba.sj_c skiJ_ls of 

living within the family, and within other groups in society. 

This is one of the prir;ie objec tives of social education. 

The purpose of this paper is to pr:esent, in a study format, 

two areas of life which tend to be overlooked or glossed 
over by t he schools for various reasons. The schoo ls could 

and perhapa sho\Jid take some responsibility for the instill­
ing of awareness, and the teaching of skills in these areas . 
Parents can and do instruct their children in a range of 

family life skills ( see Unit One), which thos e children are 
capable of using in adult life. However, few parents may be 
capable of the objectivity needed to allow children to 
explore the questions of how they want to live, and what 
choices are available to them. (See Unit Two). 

This paper is not value-free. The topics of va lues, want s 
and needs have been included, so that teacher and learner 

may share their findings about the influence of our values on 
our decisions and choices. I have used portions of these two 
units in working with classes of younger people in inter­
mediate and secondary schools in New Zealand and England. 
The format is my own. :My inspiration to write these units 

stems in part from the writings -of Alfred Adler, Abraham 

Maslow, Bric Berne, R.D. Laing, Loren Grey and Rudolf 

Drei.kurs. 
rn •\ Q r.:.. /77 
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SOCIAL EDUCATION 

' The Family' 

I NTRODUCTION 

To those using this unit of work: 

4 

A lot 6f the ideas presented here come from the wri tings of 

f i\T;J people .-tho have u o1"ked for much of their lives wi~h f amilies , 

chi.ldren , p2:ccnt s, brothers and sisters, and the problems they 

rur.L into. 'l'hesc idea s have not been thought up or dreamt up . 

They come fro• years and years of work and observation , in 

thouso.nds cf situations, with thousands of families. 

I personally believe in these ideas . They work for me . They 

may not work for everybody. :Maybe theywork for me because I 

beli eve in t hem. It helps me to have a bit of faith. I like the 

icl0 c:1 f.~ beco1xJ8 they a.re simply w:i::i.tten, easy to understand and to 

tall: about, and they make sense to me. 

You may not vmnt to believe these ideas. You may not want to 

sval.low thern . Test them out. See if they might be true for 

f arn:i.lies and other groups of people you know. Talk about them 

w:L th you.r f riends. Give s ome ideas of you.r 01-m. 

The 'teacher guides' are presented only as one possible founda­

tion for these units. They are a set of basic assumptions, and 

do not have to be t aken as facts. 

T. A.S. 6/77 

Notes for Unit One 

At the end of this unit , check to see if you understand the 

meanings of these key words and phrases: family constellation, 

child development, family pattern, displacement, family tree, the 

four mistaken goals of childhood, family atmosphere, natural 

consequence, lo5ical consequence. 
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UNIT 01TE 

'THE FANI LY I 



SOCIAL EDUCATION 

The Fami]_y 

. 
Topic One - Ji'amily Grouris ( O .. Il.P. Transparency - Exam-ple) 

(Teacher Guide ) 

A. J?arnLLy Harne - Cooper. 

1 .. \-!here do I live? 

Bo ·Ji'orename - Alan. 

At home., 

2 . Street 23 Cable Road . 

3. Suburb Lm-1dale. 

4. Town - Te Awamutu. 

5. Shifts 3 times. 

6. l>:revious Addresses: 764 Brook Road, Hamilton 

6 

12 Sunnyvale Street, Hamilton East 

103A Eden Street, Manureua . (A t1ck:Land ) 

7. Size of family group now six people. 

8. Hames - Brian Coope r, June Cooper, Grn.nt Cooper , 

AJ.an Co ouer, Cai"ol Coo1)er, Sue Cooper. 

9.. lhckna.mes - Brian (Dad ), June ( Hum ), Grant (none ), 

.Alan (Blue ), Carol (none), Sue (Bub ). 

10. Others not with me - none. 

11. N/A (not applicable - it doesn 't apply to me). 

120 Others treated lil::e family - yes. 

13. Names - Uncle Rod and Aunt Helen, lvTr Banks (old family 
friend). 

14. Lived with Us - Yes, Jvir Bartles boarded for a year with us 

when I was little. 



SOCIAL EDUCA'.L'ION 

Topic One Family Groups 

This is a fQQ:t-gathqri:Q.:.':s. topicQ Facts can help us to under­
stand more about family life . Road up a page / sheet. To nic o~e 
Hy E'a rnily Group. R.ead the follm-ring quo st ions, one at a tii.1e, 

and 1·1ri te your own answer·s to each question - use O.H .P. t rans­
parency as your example. 

A. \'!hat is my family name ? 

B. What is the forename I am known by? 

7 

1. \'i'here do I live? (at home, boarding, hostel , ui th frie nds , etc). 
2. Hl1at street do I · live in? 
-3. \·:hat subtJ.rb (if any) do I live in? 
4. What t01·m/city/county town/area do I live in? 

5. How many times have I shifted house since I was born? 
6. If I have shifted house, what addresses have I lived at? 
7. How many people are there living in my (family ) group at the 

moment? 

8. What are their n8.J;les ? (Give one forename and family name 
under line my name ) • 

9. \'lhat nicknames , if any, do my f amily have for one another? 

10. Are there any other members of my family group who are not 
living with me ? 

11. If so, what are their names, and where do they live? 
12. Are there any other pe ople whom my family treats as part of 

the family? (e.g .. special family friends, special relatives). 

13. If so, what are their names? 
14. Have any of this last group lived with my family group at any 

time? 

\'le will use some of this information :for Topic Two - Family 
Descriptions .. 



SOCIAL BDUCATION 

The Family 

Topic Two - Family Descriptions (Teacher Guide) 

Example - here are thre e ways of describing the Coo per family. 

(O.H. P. transpa r ency or BB) 

Metho c1:__Q!:1e (l•'amily Tree) 
Brian Cooper m. 

(b. 19 ;J- 0 ) 
Ju..n.e Stano.way 

(b. 1942 ) 
Sue Grant 

(b . 1 961 ) 
.Alan 

(b. 1962) 
Carol 

(b. 1965) (b. 1972) 

Method Two (Short Method) 

8 

COOPBR FAHILY: a . Brian (37), J\Jne (born Stanaway, 35), Grant 16, 
AJ.ai1 15, Carol 12, Sue 5. 

b. F - H: B16, B15 , G12, G5 

Co Fathe r (work ), J\1othe r (work/home ): Boy 16 (1102., k ), 

Boy 15 (F4), Gir l 12 (F2 ), Girl 5 (Pl). 

Method Three (l{an-o1tive Me thod) 

(Hy ) The Cooper family goes like this: :My father, Brian, ,ms 

born in Auckland in 1940, went to school in Auckland and Hamilton, 

and 1-rnrks as a handyman for an au_toele ctrician. Hy mother, June, 

was born in Hamilton, in 1942, Hent to school in Cambridge, and 

has jus t started work in a dairy. My father was the second of 

four children, and my mother was the first of three children. 

They me t in Huntly, and married in Hamilton in 1960. I have one 

brother, and two sisters. My elder brother, Grant, was born in 

1961, went to school in Te Awamutu, got his School Certificate 

last year and works as a bricklaye r. I was born in 1962, and I 

am in the Fourth Form at school here in Te Awarnutu. Ny younger 

sister, Carol, uas born i.n 1 965, and is j_n Form Two, and my 

younger sister again, Sue, has just started school. 
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Each of these methods ~ives you informa tion about the Cooper 

family. 

This is a des cribjn« topic. 

descrj_b e or depict your family. 

We are looking at ways for you to 

We use the idea of the f a n i ly ___ ..._ 

pattern to help us to do this. 

Head up a page/sheet Hy Fa mily Pa ttern. 

1. My f amily tree looks like this: ( use the example to help you ) • .' 

2. My :family pattern looks like this: (short method - use one of 

a 1 b or c.) 

3. Write do-vm this passage, filling in the eaps as you go. Use 
the example sh01m to help you. 

· My i'arnily pattern goes like this: r-:y father was born in 

and. n ow in 1 9_, went to school in ___ , traL11.ed as a 

1·10rks as a for --- Hy mother, was born ::Ln 

and now Horks as a --- for . --- My father c ame 1.n a 

:family of --- children, and my mother ca me in a f Eti,Jj _l y 

of children. Hy pa rents met in and rr arried in 
---' , l, . ----

in 19 __ • I have sister (s ) and brothe r (s). They 

are: who was born in in 19 __ , went to school in ---
___ , (OR - i s going to school in ___ _), and is now 

(CONTIHUE FOR EACH BROTIBR AND SIST~R). 

4. What else can you tell (infer) about this family just u.sing 
the above information? 
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Childr en wa tch everything wh ich g oes on around them. They 

decide about wha t is g oinG on f r om wha t they see, and look for 

clue s for how the y shouJ d do thines. All children have to l earn 

to hn.nd:Lc thercselves - t heir bodies and m:i nds , and the wo1·ld 

around t hem. A b aby s pends mo s t of its first year learning ho--;-1 

to hand l e its b ody . It l earns h o,·r to move its arms and lee;s in 

a coordinat ed wa y , so it ca n change position and grasp Hhat it 

wants. It le a r ns how· to oalrn it s b ody work as it wants it to. 

It learns to s ee , and fi glu~e out uha t it s ees; it· learns to he a r, 

feel, s mell, t as t e , and eat and diges t solid food. In time, :i.t 

learns how to use it s 'brains' , and to do what is ha s to do 

(dre ssj.nG i tsel:f , opening doors and. drawers, going to the toil.et). 

Later on, it di scovers what it i s bette r a t, and wha t it is not so 

good at doing. 

At the same time a s t he ba by is learnine; to handle itself, it 

is l e a rning to m2.. l;: e contac t with others. It learns to cmile , ancl 

return a smile for a smile. It l earns to e urgle , coo, kick its 

There are three points which a f fe ct how a child grows up in a 

family. How tho family f~e t s on 'i'lit~1 one anothe:r:_-, and how the 

parents get on, affects t he child's a c tions , and attitudes. 

The family constellation is als o very important - it is the 

position of each person in the f allLLly, and how they all get on 

with ·one another. This also affects how the child grows up in a 

family. Each child will find its own place in its own way. The 

last point is tha t the a ccepted ,-ray s of tra ining children have a 

strong effect on how a child grm·TS up. If parents beJ.ieve in Dr 

Spock, or Plun ke t, or Ge s ell, they will often n.se the methods 

t hese 1-1riters sugge s t, e s pecially if their parents or the ir 

friends use (d) it alsc. 
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ouroelves, in our families, when we were you.ng,to try to find a 

reason or reasons for the way we are now. 

Here are some points which may be of use to us;. 

People do things for a reason, or for a purpose. Peop1e try 

to rea ch a goal by doing something. Sometimes we know why we do 

things, sometimes we don't. We all have done something, which 

made us think afterwards: "Now, why did I do that?" There is a 

hidden reason for it~ Tbe same eoes for things that young 

children, or your younger brothers and sisters do, and you think, 

or say, "Uhy did you do that?" If we can understand the reason 

for it, 1te can help a child to change from doing something we 

don't like. 

Every child in every family, when it is young ( ss,y , under 3 

years old) wants to belong . It 1·rants to find her/his place e It 

tries to find ways to belong, to be a part of its family .. Once a 

way is found, which gets results, the child will stick to it. 

The results are that the child feels it belongs to the famj_ly, and 

that it reaches its goal. Children know they 1·mnt to belong. They 

don't have any idea of how they get to feel they belong. They just 

do it, whatever it is - scream, draw on the wallpaper,- help with 

the dishes, be quiet, fight, mess themselves - if it lets them 

feel they belong, (no matter what happens afterwards). 

·· --· · Children are good at watching what people · do, but make a lot of 

mistakes in deciding what is going. on. They often get the wrong 

idea, and pick the wrong ·way to find their place in the family. 

We will look more at that in Topic Four - Understanding Our 

Mistaken Goalso · 
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Topic Three Understa nding Ourselves In Our Fa milies '. Then We 
Were Young. J'IY Ea r1y: i~QT':l orj_e s and Behe,vj_our. 

Answer these first questions by yourself, us.in.g the above he ading 

and a fresh pa ge/sheet. 

1. What did I do when I 1-ms young, which makes me think now ' VJhy 
did I use to do that?' 

2. 1'lhat do I do now, which makes me think 'Why do I do tha t?' 

3~ What did I do at home, when I was young, to show I belonged? 
(Give three examples or more) . 

4. Can I remember three things I got the wrong idea abo ut wben I 

was young? 

5. Wha t was I good at before I turned five? Wha t could I do, 
that I got praised or encou~aged for? (Try to list 3 items). 

6. Uhat was I pretty useless at, at the same t il11e, which I got 
told off for, or punished for? (Try to list 3 items ). 

7. What is my earliest memory? (\'lri te a short paragrapl-:i in you.r 
own words about that memory - don't worry a b out spelJ. i ng or 
grammar). 

· 8. Is there any part of my early life I don't like rem0mbering? 
Just ,·Trite yes or no. (You do not give detail s unless you 

really want to). 

Discuss with your neighbours in class, the answers you each wrote 

- see if you can find some conclusions about wbat you all did when 

you were young. 
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Answer these first questions by yourself, using the above heading, 

on a fre sh page/sheet . 

1 0 Am I a i. First-born child iv. Last-born child 

ii. Second-born child v. (an ) Only child 

iii. Middle child vi. Other ( specify ) ?? 

2. Have I been displaced? To answer this question, look at this 

example of the Coope r family: 

At the start, there was only Brian and June, for the first 

15 months after they were married .. Grant came along in 1961, 

and Alan displaced him the next year. Three years later, 

Carol dj_spla cecl 1Uan . Uhen all the three childre n were at 

prima ry school, seven year s late:r 1 Sue arrived. She didn't 

real.Ly displace anybody very much. 

3o \'/hat do I think be ing disnla ced mec;i.ns? (Try to see yourself 

as a very young child who has just had a baby brother come home). 

How do I feel about . the whole idea? \'!hat has changed for me? (If 

you have actu~lly been displaced 1 describe what happened, and how 

you £el t). Write a short paragraph about it. 

We will answer these questions as a class: 

4o How many of us are there in this class? 

5. How many of us are: i. First-borns iv. I,.-3.st borns 
ii. Second-borns v. Only children 

iii. Middles vi. In more than one 
group ?? 

Move to sit in groups of people as you were born. Pick the first 

of your two groups if you belong in two groups, i.e. if you were 

second-born and also a middle child, go to the second-born group. 

6. Can we find similar situations, or ways in which two or more 

of ·us in a group arc alike? (Appoint a recorder, and have him/her 

list details). 

7. Can we see any ways in which the people in the other groups 

are like each other, inside school, or outside of it? (Recorder 

to list findings). 
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Answer t hese questions by yourself, using the .above heading , and 

(NB: A oib is any of your brothers or sisters ). 

1. Which sib was I most like ·when I was younger? 
1 a. In what 1,mys was I like him/her? 

2. Which sib was I least like when I was younger ? 
2a. In wb a t 1.mys was I not like him/her? 

3. Who did I ~et along best with in my family? (Only children 
begin here ). · . 

3a. How come I got along best with this person? 

4. Whom clid I not ge t on with much at all in my family? 

4a. How come I didn't get on Hell with this person? 

5. \fuat were the advantages of my being in my position in the 
family? 

5a. What ·Here the disadvantages ? 

Discuss your anm·rnrs ·to these questions in your groups according 

to ·where you were born in your family. 

\'!hat conclusions can we find from our groups? 
in the family). 

Clue= 
(Look at positions 

Now go on, . and write brief answers to these questions: 

6. Who, if anyone, got me into t r ouble? 
7. Whom, if anyone, did I fight with? 

8. Whom, if anyone, did I argue or squabble with? 

9. Whom did I tend to take sides with? (stick up for?) 

10. Whom did I enjoy playing with? 
11 o \;f11om· did I'get up to things' with? 

Discuss as above,in your groups, using the same clne as above . 
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A..nsuer these q_nestions by yourself, using the above heading, on 

a frGsh page/sheet. 

1 • Whom did I take most notice of when I ·was young? 

2 . Whom did I try to get round most ? 

3. \•/horn did I go to when I wanted something ? 

4. \'lhom did I g o to if I wanted to confide in an older person? 

4a. Whom did I go t o if I uas in trouble? 

5. Hhom did I disagree with most? 

Compare your answers in your groups - Can we find any people 
with the same, or nearly the s ame answers as yourselves? 

Now go on to these questions - make very brief notes .. 

6. How did I find my fathe r ( step-father) when I . 1-ras young? 

6ac In what ways was I most like him? 

6b. In what wa,ys was I not like him at all? 

7. How did I find my mother (step-mother ) when I was young? 

7a. In what ,,,ays was I most like her ? 

7b. In what ways ·was I not like her at all? 

8. How well did my parents get on when I was young? 

9. Who was the boss (at home )? 
(on holiday, on tr ips, when the family went 
out )? 

1 O. ·were there any other adults who were important to me when I 
·was young? 

10a. If so, who were they, and what was my connection with them? 

WE WILL NQ\'l GO BACK AND LOOK AGAIN AT ALL TF..£ QUESTIONS ON THIS 
SI-illET - HOW DO I FEEL ABOUT TRESE QUESTIONS NOW ? 

( TTIIHK TO YOURSELF ABOUT YOUR ANS\TERS FOR YOURSELF , IF YOU \'!ANT 

TO TALK ABOUT TH.SM WITH S0l1IEOff.2: ~ \'!HO YOU F32L 9 UND.3RSTAND3 OR 

ACCEPT3 YOU ) o 

·I 
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Topic li'our Uncle rotanding Others ' Mistaken Goals ( Teacher Gc;.ide) 

This is a ne rson-o xplorjnr;_ topico We aro going to look at the 

pozsiblo reasons for others c.loing what they did when they i.,ere 

vory yom1c; f to feel they belonged . (Look at p3.c;es 7-8 to refresh 

your me rn ory if you ·wa nt to). 

Here arc some points which may be o:f use to use 

We ho.ve read that young children are good at lmtching what 

people clo. They go ahead and do wha t they decide they have to do 

t;o belong. They decide on 1•1hat to do from what they 1·1ork out 

other pe ople are doing. Hmrnver, th~do oft en....1:~e t t_he wronr.r idea. 

(Jane, aged two, ,-:rants to he lp Mum chanee baby Ben ' s nappies. 

Mum says no every ti.De, and goes on changing Ben herself. Jane 

starts messinB herself to show she belongs, and to get her mother 

to invol~e her in the baby' s lifeo She has become a bit of a baby 

again to eot sorne of Mum I s attention. ) 

If a child_ does well, and learns th a t it can cope , and is able 

to try out nGw things and have soree success, there will not be 

many problems for it, or for the p a rents. The child does what the 

situation requires. If a cbild h as become di scouraged (has had a 

lot of knockbacks or setba cks), he will try anything to find , or 

keep hiB place in a e roup. He has to find a place e For example , 

Bill doe • n ' t like playing rough games with the boys, so to show he 

belonc;s, and to c;ct the group ' s attention 1 he bashes the girls. 

Th ere :ffiJ fom:_r1istakcn r:::gals a c11~i_ Jd. can h 2.ve . It helps us to 

understand otb c r s I i~ i_staJ::cn g oa J.s to ge t on with them. It helps 

us to t..m.rlcrs tancl ouT mir;takcn coa l to see why ue do pointlosr3 

thingf; ::1o mc timcs. ~l'he f:i rot of t}1 c 0e eo3,ls is attention (wantinc; 

to be: the centre of 2.ttcnt ion ) . A ch:iJ.cl ma y do a.J .. l sorts of things 

to keep oi.:hc:rs 1)ns y with it, or to c;ct others to notice it. ( \!c 
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getting too much attention. ) 

The second mistaken goal is power (also called 'the struggle 

for p ower'). This o f ten happe ns after parents and sibs h ave 

trie d to use force to stop a child trying to get attention . The 

child decides to use power to fieht back~ The ch ild may defy 

everyone who tries to use force, or refuse to do something , or 

may do tho opposite . For example, Ann ·wants to play all the time 

with Hum, who is busy watching T.V. Mum tells Ann off, Ann keeps 

it u_p; and Num ends up by ordering Ann to bed. Ann refus es, is 

sma cked and put to b e d. She has forc ed Eun to take a ct ion , and 

so Ann wins the st ruggle. 

The third mi staken goal h appens 1-rhen the power struggle gets 

a lot worse c Both s ides fight back most of t he time . The child 

may have to use r evenge to feel it still belongs. By now, the 

child may fee l it can't be liked, and that it has no power. So, 

the child only counts when it can hurt others back. For example, 

Tony 's father whacks him hard every time Tony answe rs b ack. Tony 

learns to ge t at his father by really taking it out on his little 

brother, Alan . 

The l ast mistaken goal is used by the child, who is completely 

discouraged (knocked back in all ways). These children try to 

show how completely useless they are, by giving up trying at any­

thing. They become he l pless, and use this to avoid doing most 

things. For example , Graham is very slow at his school work, and· 

has got b ehind. His mother e xpe cts him to do as well as his 

sister, Claire, who has caugh t him u p e a sily at school. She 

scolds Graham for not doing ·well, and he gives up. Graham feels 

that he is g oing to fail whatever he does, so why should he even 

try? 

One · fina l point - Every ch ild is ,-rnrth some-th ing , and no child 

is worthless . 
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1. Can I think of any young children I know who have got the 

wr·ong i.clec.t of things ? ( Share any examples you can think of). 

2. Can I think of aDy example from my own family or close 

f r i ends, where a child h as got the wrong idea of things? 

3o Can I thili.k of any children I knou who are discouraged? (who 

h ave be en knocked back a lot?) 

4. What did I do at home when I was a child to cet parents' 

attention when they were b1..,1.sy? What used to happen? Do I 

think that what I used to do worked out all right for me ? 

Why/\'fhy not? 

Drm·1 up the followinc; table ( show O.H. P. or BB) on one pac;e/sheet. 
Head it up l'-'i:Lstaken Goo.ls : 'l'abJ.e One . Enter in as many of the 
spaces as poss ible n~ne s of people who fit into the categories. 
For example, fo r t he space headed School/Power , you might think 
of Jimr in Ji'orm ~-1rG j who a l wa;:,rs answers Mr Brounlic back, a nd. 
neve r does wha t he is told. If you do not want to wr~te in names, 
put the initials of tb e people instead, so you will remembe r all 
your exampl es when we come to talk about them. 

Some clues to help yon work out the difference between Attention 
Pouer - Revenee - Withdrawal are: 
ao If some one tells 8.n attention-getter to stop it, he/she will 

. for a short time, then start$ up again. 
b. If someone tells a power-struggler to stop it, he/she will 

almost always keep on, to show his/her power. 
__ Q._ J;f __ some one tells a revenge r to stop it, and succeeds, he/she 

i.-d.ll take it out on s ome one else, usually not long after. 
d. If someone tells a withdrawer to stop it, he/she will give up 

n1 ,,y 
straieht away, and,,_-uant to be left a·lone. 
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Enter the n o.raes o f the t wo or mo re people invoJ_vcd in the example 
you think of for each sq ua1:e. 
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Wh_at are The . Mistaken Goals Herc ? 

1. A three-ye a.r old, Anne, refused to stay out of the street 

when she played outside. Her mother had to watch her all t he 
time, and bring her back into t he garden. Tellings-of_f and 
spank:Lngs did no good . 
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2. Fou:r-year old, Gavin, spilled his salad on the t a ble. 'Clean 
it up, Gavin ,' said his mothe r. Gavin looked sulky and did not 
move. 'Come on. You mo.de the mess, you clean it up. _Gavin 
kept on looking sulky. His mother cleaned up the salad and didn't 
say anything more. 

3.- T1rn of the mother I s friends dropped in . Angela , aged four, 

stood watching eight-month-old Billy cra1·1ling around the floor. 
Her mother .and friends were admj_ring Billy and saying ho1•r clever 

he was. Angela suddenly dashed O°"TOr and bit Bil1y 011. the arm . 
•, . 

Her mother grabbed her, spanked her and dragged her to her room. 

4. Andrew, aged six, greeted his erandmother as she came i nto 

the house, 'Gidday, you old wrinklebag J' His mother slapped him 
hard on the mouth. 'Don 't you ever speal:: to your Gra:rmy lil::e 

that again J ' . she said. ' Apologis0 ! ' Andrew apoloGised through 
his angry tearso . ,,. .. . 

5. Fiona, aged four, wouldn 't stay in bed. She would come out 
and ask for a drink, she would ask to go to the toilet, she would 
try to climb into her parents ' laps, as they sat watching T.V. 

6. Brian, aged nine, came home from school with another maths 
test saying ' Hust try h arde rc 2/10'. His mother looked at the 
test and told him off severely, saying, ' \'lhy can't you do as well 
as your sister? You're a disgrace to the _family!' Brian shrugged 
his shoulders and Hent off into his bedroom and shut the door. 

\ 
7. Lyn's mother often had friends rOLlnd in the afternoons. Lyn, 

aged four, was usually asked to go and play by herself. However , 
within a short time, she would start brj_nging her jigsaw puzzles 

in shm-i to the visitors. \'/hen her mot:b.er told her off, Lyn 

would resignedly pack up her puzzles, leave the room, and come 

back in again soon afterwards with soma other toys. She kept 
this up most afternoons, in spite of the regular tellings-off. 
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Here are some points uhich may be of use to the understanding of 

this topic. (See also the Chart on Page 22). 

Many parents punish childre n for doing ' Hrong ' things, or for 

not doing what they are ' supposed to do'. How useful is punish­

ment if a child keeps on doing the wrong thing? 

Many parents praise children for doing the 'right ' thing, or 

for not doing something naughty. How useful is praise when the 

child expects rewards every time he/she i s g ood, eve n if only for 

a short while? What use is a reward if t he child is na ughty 

often? 

What happens when a child forcAts its l unch ? The chi ]~ goes 

hl'.ngry. What heppens when a child t ouches a hot plate? The child 

gets. burnt. 'rho8 e are n 2.tural consequences of a child's foreetting/ 

being careless . · Except where the child migh t ge t badly hurt, we 

· should aJ~low him/her to find out tho conse quenc es of wha t he/she 

does. 

A child has to le a rn responsibil i ty for itself. A child has to 

take the conseq_uences of its acts. We c anno t le arn for ther:i , or 

t ake their conseq_uences . \Ie have to mind our 0 1·m business , and 

J.et the child learn to mind its own. If ue mind the child's 

business (force it to eat, for example), it will l earn to mind 

ours (force us to do something when we don't want to). 

Look for the child's goal. In many' cases, it will be to get 

extra attention. If there is a n atural conseque nce, let it happen, 

( if the child isn't going to be badly injured). If not, ask 

yourself, 'What will happen if I don't interfere? 1 I.et the child 

see the consequence of what he /she does, by arranging the result. 

For example, if a child leaves clo thes and toys all over t h_e house, 

the parent can put them out of sight and reach. If t he child asks 

for them, the parent can say, calmly, 'I'm sorry, but I put that 

avrny because it Has in the way of my cleanin~/ hoovering/etc. Ask 

me tomorrow and I 'll give yo~ your toy '. This is a logica l 

consegtwnce for what · the above child · did. Make sure the child sees 

the logic of tho consequence. 
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Topic Five - What Can We Do About Children's Mistaken Goals? 

What Happened To Us? 

Move into your groups. Use the following questions to look at 

the list of everyday situations . 

i. What was the mistaken goal? 

ii. Who won out? 

iii. Uhat was the natural or logical consequence ? (if any) 

v. What would I have done in my parents' place? 

List of Situatj_ons: (Check out with each group membe r what 
h appened vhen he/she was a child in this 
si tua ticn) . 

a. Getting up late/getting up too early in the morning. 

b. Not eating all your food. 

c. Leaving l ate for school. 

d. Leaving your room untidy. 

e. Refusing to go to bed/trying to stay up late. 

f. Showing off with visitors. 

g. Not doing homework. 

h. Being late for tea. 

i. Leaving toys outside/in the lounge .. 

j. Not doing your chores/jobs around the house. 

23 

NB: Some situations may not apply to some people. Try to figure 

out why, for example, you always keep your room tidy. 
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\lhat 1Jould I Do If I He re A Parent In This 
· 0i tu2.tj_ on? 
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Look for the goal - look for a consequence to improve the situat ion . 

1. 'l'h1·e e-year old, Bruce, spilled his porridge at breakfast. 

'Cle an i t up, BrD_ce ,' s aid his mother O Bruce made a face, 2,nd 

· said nothing. 'Come on. You did it, you clean it up!' His mother 

waited. Bruce mad e another face. His mother cleaned up the 

porridge and said no more about it. 

2. Four-year old Tracey , wouldn't take a shower in t h e cha nging 

rooms afte r swi1n.rning in the sea. He r mother, who had finished her 

' shower , said,I'll s mack you if you don't get in that shower right 

this minute! ' Tracey refused, got smacked, and was put, wet and 

sandy , in the b a ck seat of the c a ro 

3. Nine-year old, 

a pigey boyJ' sa id 

table like that! 

And I suppose your 

Craig , came in to tea with dirty hands. ' \}hat 

his mother. '\·/hat do you mean by comine; t o t he 

And look at yo ur hair~ And that shi r t colla r! 

towe l s filthy:' Craig looked down, and said 

sadly, 'You always say I' m useless • 

4. Hary and her father were at the TAB. 'Stand right by me , 

said her father. Mar.y moved away. 'Come b a ck here!' called her 

father. r-'.iary stood still. Her fat he r kept writing, then Ma ry r an 

for the. door. 'Come back a t once, nary! ' h e r father ca lled~ Mary 

ignored him, and stood in the doorway watching the traffic. 

5. Dad had taken five-year old, Greg, to the supermarket to do 

the shopping . After pa ying for all the ite ms , fathe r noticed Greg 

carrying a bag of marshmallows. ' Where did you get t hat?' he 

demanded . Greg looked scared. 'Over there', he poµited. 'You 

little thief! That's stealing, what you just did! You're just 

trying to make trouble for me!' The father spanked Greg, h a uled 

him back inside, and paid the clerk, while apologizing for ·his 

son' s dreadful b e haviouro 

6. It ,-m s a little before b edtime , and Sandy's toys were all over 

the floor of the living room. Her mother said, 'It's time for 

bed. Would you like me to help you pick up your toys, and put 

them a wa y, or do you ~ant to do it by yourself?' ( This appr oach 

usua l l y worked). Sandy said, ' No, I'm too tired to pick them 

up'. Her mother repli ed , 'You jolly well get on and pick .•• 

• I 
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them up, or no story for you!' Sandy burst into tears, and r an 

into her room. 

7. Father was working in the earage. Pau.lj aged eight, wandered 

in, and picked up a saw. 'Put that down at once, you'll hurt 

yourself ! ' his father said stra i ght away. Paul put it down, and 

picked up a chisel. 'Didn 't you hear me, Paul?' Paul retreated, 

put the chise l down, and grabbed a cutting knife. 

8. J','J:e lissa, aged four, sucked her thumb when she was sad or up­

set. Her mother was very worried about it, and spoke to Melissa 

about it a lot. Melissa started sucking her thumb more and more. 

9. Colin, aeed seven, was always getting into trouble at school. 

His parents kept telling him off. His parents sr:c nt a lot of 

their time with Colin's baby sister, Kay. Colin wasn't allowed 

to help with Kay , because he was a bit clumsy. One day, Colin's 

mother came into the kitchen and found Colin putting a lighted 

match on Kay's arm. 

10. Joan j_s an only child. She is spoilt. She and her mother 

went to tea at Grandma's place. Joan wanted pike.lets for tea. 

She cried and -whined when her mother said, 'You'll eat i;-1hat Granny 

gives you;' Joan kept on whining. Her mother smacked her, and 

told he1· to be quiet. Joan started howling , and had to be taken 

home before the meal was finished. 

11. Graham, aged six, greeted his grandfather as he c ame into 

the house, ' Hiya , baldy!' His father smacked him hard on the 

cheeko 'How dare you spaak to your Grandad like that, Graham ! 

· Apologise ! ' he said. Andrew, in tears, apologised. 

12. Two of the mother's friends dropped in. Angela, aged four, 

stood watching eight-month-old Billy crawl ing around the floor. 

Her mother and friends were admiring Billy and saying how clever 

he waso Angela suddenly dashed over and bit Billy on the arm. 

· Her mother grabbed her, spanked her and dragged her to her room. 

13. Brian, aged nine, came home fror.1 school with another maths 

test saying 'Must try harder. · 2/10'. His mother looked at the 

test and told him off severely, saying, 'Why can't you do as well 

as your sister? You're a disgrace to the family~' Brian shrugt;ed 

his shoulders and went off into his bedroom and shut the door. 
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1. Almost all of us here in NeH Zealand have a family, or f amily­

type group we belong to. We may belong to more than one group like 

this du.ring our lives. We may belong to family groups for all, or 

most or some of our lives. 

2~ Every family has a family pattern. We can depict or describe 

a family pattern in several ways. A family pattern can tell us 

something about a particular family. 

3. Every child wants to belong 1 to be a part of his/her family. 

A child 1-rill do what he / she thinks is right for him/her to belong 

to the f amily. Children make a lot of mistakes in deciding Hhat 

they should do to belong, from wrongly i nte rpreting the actions 

of people in their family. These things ma y affect a child's 

growing up in a family; the f amily atmosphe re , how the parents 

get on, the family constellation, the pre sent methods of raising 

children. 

Families often have one main problem or one 1pro1)lem ' son or 

daughter. Many children -will have one (or more) brothers or 

sisters they do not get on with, except in families where there 

is an only child. Many children will have one (or more) brothers 

or sisters they get on well with, much or at least some of the 

timeo 

4. Most children in most £amilies develop one or more basic goals 

within that family, at some early stage of their lives. There 

are only four bas ic goals - attention, power, 'revenge' (getting 

back at someone) and withdrawal (which is sometimes called 
1assumed disability'). These four goals are mistaken goalso 

5. We u.se the na tura l and logical consequences of the situation 

... to i mpr ove the situ.at ion for ouroelves and for a child. We have 

to let the child find out the cons equence s of his/her actions. 
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'Leaving Home ' 

I HTRODUCTION 

To those using this unit of work : 

Sooner or later, nearly all of you will leave 'home', at least 
contemplate for some yea.rs . Most of you will leave, or will 

to seven years. 
- you want to go 

Some of you 
back on the 

l eaving home within the next five 
may already have set future plans 
farm, yoa i'mn.t to join the f amily 
away from home. 

business, or you may now live 

Seven ques t i ons you will probably have to consider at some 
stage in these next five to seven years are : 

1. How do I want to live? 

2. How come I want to leave? 

3. When am I going to leave? 

4. Where am I going to live? 

5. Who am I going to live with? 

6. What living costs will I have? 

7., How will I meet those costs? 

The first two quest ions involves your thoughts and feelings, 
your ideas and plans, your values and wants and needs. 

The last five questions deal with the facts of leaving home. 
Your answers to these questions will be affected by your answers 
to the first two questions - once you have some idea of how you 
feel you might want to live, and how come youmnt to leave, you 
have started to answer the other basic questions. 

Notes for Unit Two 
At the end of this unit, check to see if you understand the 

meanings of these key words and phrases: values, wants, needs, 
life-styles, option, specific/general, living costs, fully­
furnished, semi-furnished, unfurnished, bed-and-breakfast, bed­
sitterr board, rent, kitty. 
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HO';/ DO I WANT TO LIVE? 

Ma~y young people get to the point where they want.to leave 

home. Some leave . Some stay on. Some sort out their reasons 

for leaving, other just leave. Some t'hink about how they want 

to live, others l eave without considering any of the 

possibilities. 
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If we learn abo ut ourselves - our values, wants and needs -

we can start build ing up a picture of our life-style. A life­

style is a mixture of how we are living , and how ,-rn want to 

live, in terms of ou.~ va lu.es, a,.'1.d needs. When 1-.re get to a point 

where we gradually become di s satisfied with how we are living, 

we often consider leaving home to live how we want to live. 

Questions to consider a t t he end of this unit: 

1. Can we live how ,-,e want to, stra i gh t after leaving home? 

(Why/why not?) 

2. What right and responsibilties are common to us in all 

living situations after we leave home? 

3. What alternative can you think of, which uould help young 

people like yourselves, to adjust better to everyday life 

after leaving home? 



SOCIAL EDUCATION 

Leaving Home 

Topic One - How Do I Want To Live? 
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:l!,ill in these incomplete sentences from your own life, t1sing the 
above heading , on a fresh page/sheet. 

1. My f amily calls me ••••• 
2. My friends call me ••••• 
3. I prefer to be called ••••• 
4. I live ••••• (at homo, in a hostel, flat, etc.) 
5. I live with these people: •••.• 
6. Where I live, I get on best with ••••• 

7. Where I live, I get on not so Hell with . . . . . 
Where I live, we usually . . . . . toge ther 8. 

0 
.J. Where I live, we occasionally . . . . . together 
10. 

11 • 

Where I 

I enjoy 
live, 
doing 

we never . . . . . together 
. . . . . with the people I live with/my 

12. With people out side my family, I enjoy ..... 
13. On my own, I enjoy •••.• 
14. Around the house, I don't like doing ••.•• 
15. I don't mind doing ••••• around the house 
1 6. I have to • • • • • around the house 
17. I can choose to •••.• around the house 

family 

18. I can have ••••• of the people I like to visit my house 
19. I can visit ••••• of the people I want to visit 
20. I can go out ••••• 
21. I can stay out ••••• 
22. When I go out, I like to wear ••••• 
23. When I go out, I like to ••••• 
24. I am allowed to •• ••• at home 
25. I allow myself to •••• outside of home 
26. The group/'crowd' I mix with are ••••• 
27. Where I live, we talk about ••••• 
28. When I am with my friends, we talk a lot about ••••• 
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VALUES 

32 

1 o He all have values , whether we admit to them or not. \le may 

be aware of some of our values, and unaware of others . Being 
clearer about our values can be useful, enjoyable, and helpful to 
ourse lves and others. 

2. Values mean different things to different people . Value s are 
defined in many ways. The word 'values ' means some thine dif'ferent 
to each person. Two or more people may share t he same value . 
Pe ople take on values - they don't just happen. 

3. We can val ue something we own or share or do, just for itself . 
J an may value playing indoor basketball. Gary may value his 
Yamaha 360 Trail Bike. We may a lso value the same thing , f or 
what i t gives us . J an may value indoor basketball, because it 
keeps her in shape. Gary may value his bike, because it gives him 
some freedom. 

4. We can also value qualities (like patience, generosity , 
trustworthiness, kindness and cool-headedness) in others, and in 

ourselves . 

5. Below is given a range of meanings for the statement 1 1 value 
my sleep'. The Concise Oxford Dictionary was used to find these: 

My sleep is i mportant to me 
I appreciate my sleep 
My sleep is worth a lot to me 
I pride myself on my ability to sleep 
I prize my sleep highly 
I have a high opinion of the value of sleep 
I need my sleep 
I want regular sleep 

So, one person may value sleep, because it is refreshing . 
Another may value sleep, because it means she can get away ·from 

the kids for a few hours. Values do have different meanings for 

different people. 
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1. What do I value? List t en things you do, share or own, which 
you value. 

2o If someone says t o you, 'I value exercise ' or ' I value wood­
work ' or 'I value your opinion', what do you think he / she 
means? Give three or more meanings for each of the above 
statements, in your own words. 

3. Take each of the values you wrote in Question One, and extend 
it in this way: 

I value my ••••• , be ca use i t give s me •• ••• 

.Q.!: 

I value my ••••• , be cause I depend on it f or my • •• .• 

4. Which of the things you wrote in Question One are most 
important to you at the mome nt? 

5. Which of the values you wrote i n Question Three arc most 
impor t ant to you at the moment? 

6. Fill in the endings t o t he se sentences with possible values: 
a. I value food, beca use I depend on it •.••. 
b. I value having my own room, because it gives me ••••• 
c. I value living at home , because it gives me ••••• 
d. I value my friends, because I depend on t hem ••••• 
e. I value living out in the country, be cause it gives 

me ..... 
f. I valu.e my holidays, because they give me •••• • 
g. I value money, beca use it gives me • • • 0 • 

h. I value going out, because it gives me • • • • • 

Discuss t hese questions in your 5 groups (see O·HP transparency or 
BB). 

7. What do we value in others? (Example 'I value Roger's honesty') 
8. What else might we value others .for? 
9. What do we value ig_ ourselves? 
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1. What Do We Need ? (Example fr om class ... ) 
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To help us ans wer this question 9 we are going to look at a 
diagram called the need f r amework . It may he lp us to se e how our 
needs fit together and depend on one anothe11

• This need-framework 
was worked out by a man called Abraham Maslow. He spent a lot of 
time studying healthy and super-healthy people . His plan was to 
try and find out why these people were so hoalthy. He used the 
need-framework to help h im. 

Diagram 1 (Draw on blackboard or on OHP transparency). 
2. The diagram goes like this. Everyone sta rts off as a ne w-born 
baby (or maybe even earlier ) with ce r tain basi c body needs, such 
as •.• ? We move upwards in the diagram once we have satisfied, i n 
our own way , t he needs lower down. So, if ,-re are hungry , or 
thirsty, we are not going to be t hinking much about be coming an 
All Black, or about h ow our friends will l i ke our new shoes . 

3. Once we get to the stage where we can bones tly say , most of the 

time, 'I reckon I'm OK as a person' and where other pe ople respect 

us, or like getting around with us, or don't mind us ge tting around 

with them (treat us as OK) then we r each (f or a while ) the par t of 

the diagram where the super-healthy pe ople have got to . This 
doesn't mean that they are super-fit. It means t hat their lives 
are a healthy balance of their needs - all of them. Whom do we 
know who is always cheerful, never seems to ge t ill, has a lot of 
energy, make.s and keeps friends easily, is good at almost every­
thing they try to do, and praises. r a ther t han pulls down? 

How many examples have we found? What ca n we figure from this? 
4. When you get to the top row of needs, you are usua lly more 
interested in looking out for others basic needs t han in concen­
trating on your own. Many of us reach out for one or more of these 
needs in the top row, but we don't have to s atisfy t h is need a lot 
of the time, like the super-healthy person. Most of us put 
ourselves first, most of the time. 
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1 o Draw on on a fresh sheet, the need •-frame,;.rnrk, filling in the 
needs on each level from the OHP transparency/BB. You will 
need to use one complete side to fit everything in. 

2. List any other needs you can think of, on the level where they 
fit in the diagram you drew for Question One. 

3. Think of two people you know on each level of the framework. 
List the five levels, and w-rite the names of your two people 
beside the level each is ne eding to satisfy regularly. (Clue -
start off with very young children at the lower levels). 

4. Look at the top row of needso Are there any of them you feel 
you have satisfied at any time, even if only for a few minutes 
or more? List any you have. 

Now move into your five groups. Look at people ' s answers for 
Questions Two, Three and Four. Appoint a recorder. Note 
general findings briefly to share in a full class session. 

5. Who do you _know who is likely to be on the top row of needs 
most of the time? Give reasons. Look at people in your 
city/area, your country, other countries, the world. 

6. How are values and needs tied in with each other? 

7. Fill in the gaps in the following statements to make them 
true for you: 

I value .•••• because it gives me•••·•• I need ••••• 
to meet my ••••• needs. 

Now write out the sentence three more times, covering three 
more of your values. 

8. What am I good at? List 3-5 things you are good at, or which 
you think you are at least a little better than average at. 

9. What does the rest of the group think I'm good at? We will 
check out each thing we put for ourselves in our groups in 
our next session • . 
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FROM NrJEDS TO WANTS AND WISHES ( Teacher Guide) 

1. What do you want ? What do you want to do in life? How do 

you uan-t to live? I wish that I ..... 

2e We all have wants and wishe s, whether we admit it to others or 

not. Some wishes we keep secret, some we tell, , Some wants we 

don't see in ourselves. 

3. Wants mean different things to different people. Wants can 

easily be confused with needs. We often blur the line between 

them. 

4. Some things we want we don't need and other things we need we 

don't want. Ann, who has a good complexion, wants some 

iridescent make-up, but does she really need it? Alan's 

mothe r insists he eats 'greens', but Alan doesn't want to 

know about them •. 

5. A simple difference between wants and needs is: you cannot 

usually do .without the (basic) things you need , but you can do 

without a lot of the things you want. 

6. We often tie our wants in with our mistaken goal from child­

hood - Gail wears loud clothes because she wants to be 

noticed (among other reasons), Keith argues because he wants 

to win over people with words, Trev kicks the neighbour's dog 

_because he's bean walloped by his father, and Marion reads in 

her room so people will leave her alone. 

7. Most people have a secret wish, which they aim for. Some few 

people make it, most don't. The ones that don't may settle 

for s omething less, or may keep on about how unlucky they were 

or are. 
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FROM NEEDS TO \·! AI?l.1S AND Vi ISHES 

.Answer these questions by yourself , using the above heading, on a 
fresh page/shee t. Make brief notes onlye 

1o What do I want? (List 5 possessions you want within the next 
5 years.) 

2. What do I want to do in life? 
3. What do I want from others? 
4. What do I want which I don't really need? (Give at least 3 

examples). 
5. What do I need that I really don't want? (Give at least 3 

examples). 
6. Read up two columns 'Needs' and 'Wants '. Write each word in 

the list below in the column where it belongs for you. 
oxygen 
alcohol (drinks ) 
privacy 
fri ends 
modern clothes 
cigare ttes 
TV 
School Certificate 
prayer 
sunglasses 

peace and quiet 
money 
eight hours sleep a night 
a set of 'wheels ' 
regular exercise 
vitamin C 
pop music 
self-co_nfidence 
greasies 
rest 

Move into your five groups and compare notes on Quest ions 1-6. 
What can you work out from comparing notes? 
Next, look at Question Seven. 

7. We have been looking at Abraham Maslow 's need-frame work , and 
the basic needs every human being has o Are you going to have 
different needs after you leave home? Are you going to want 
different things? 

8. Do you have a secret wish? Colin Meads did - he made the All 
Blacks. June Opie did - she learnt to walk again. Sir Edmund 
Hillary did - he climbed Mt Everest« Some people have a 
secret wish to run their own business, to become mayor, to 
have a good time, to travel to a particular country, to be a 
good father, mother, wif.e, husband, or person. What is your 
secret wish? Are you going to have to leave home to follow 
that wish? 

Move into your 5 groups again, and share your wants and wishes if 
you feel you can. Perhaps we could ail agree not to say anything 
about this outside the classroom, if that would help people. 
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LIFESTYLBS (Teacher Guide ) 

1. We have been lookj_ng at our values, our wants and our needs. 

We have to tie t hese together to mak8 up a picture of our 

l ife-stvle. Part of our life-style will come from our 

parents, and what they have shown us a bout everyday life , and 

part comes from other people . 

2. Most people do no t want to live exactly the s ame way as their 

pa rents did. Most people do not want to be comple te different. 

We all tend to mix the two toge ther, and use the best from 

both, for us. 

3. Parents and children all over the world d isagr ee over certain 

bits and pieces of the ir respect i ve life-styles. It is a 

process which happens natv~rally as children become adults, and 

want to live their own lives . 

4. Your life -s tyle is what yo u make it. No-one else can live 

yours for you. No-one else can t ake yours away from you, 

unless you break t he rules of the society you live in, in 

following your life-s tyle. 

5. Our life-styles only become possible if we are in a situation 

where we can control our own lives, most of the time. Some 

people choose to stay at home to do this, more leave home. 

The choice is up to us. 
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Answer these questions by yourself, using the above heading , on a 
fre s h page/shee t. 

1 • Write a little about your feelings on these aspe cts of your life-
style. Look at where you are now, whether you want to change 

the 
of 

sit uat i on, and if so, what you want to change 
50 words on any one aspec t ) . 

a) 
b) 

~~ 

il 
ll 

The way I want to dress 
The way I want to t a l k 
The transpor t I want to have 
The job I want to get 
The groups I want or like to belong to 
The activities I want to t ake part in 
The friends I want to have 
The things I want to own 
The place s I want to go to 
The money I -..,ant to ••• 

to. (Maximum 

Move into your five groups, toge ther with your answers. Appoint a 
recorder. Look at the first question to do with your dress, and 
note the range of answe rs which come from the group. Now, move into 
the group which is closest to your view of that aspects of your life­
style. There may be t wo groups only, there may be a dozen. For 
example, you may have groups who prefe r (a) casual clothing , (b) 
ro ugh clothing, (c) t he latest fashions, (d) conservative clothes, 
and so on. It does not matter greatly how the group divides itself 
up. The groups can choose their own appropriate titles. 

Next, look at the second question, and look at the range of answers 
again. Repeat the group-shifting process if necessary. Continue 
for each question. 

For each individual, these are your instructions: label the question 
and write down all the members of the group you are in, plus its 
title. 

At the end of the session, look at your data, and answer the 
following questions: 

A. Did anyone follow exactly the same lifestyle as me? 
B. Were there any people who shared in at least 5 groups with me? 
C. If so, what is my connection with these people? 
D. What conclusions can we draw from this? 
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HOW COM:FJ I WANT TO L-SAVE F Ol'-8 ? 
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Some people leave home, becans e it s eems the obvious thing 
to do. Some people leave homef beca use t h ey get nudged out. 
Some people think about why they want to l eave, others just up 
and leave. It ma y be use ful for us to look at t his question in 
our groups, to see if we are like one ano t her in t his re spect. 

Reasons for leaving may be tied up wit h jobs , sports, friends, 

independence, travel, and so on. Whatever it is, it will 

to be a reason important enough for you to leave . 

Answer these questions in your groups . Listen to each other's · 

feelings about leaving home. Bow would you feel if you were in 

their shoes? 

1. What general reasons might I have fo r wantin& to leave? 

2. What specific reasons, if any, do I ha ve, for wanting to leave? 

3. Do any of us share similar reasons? Why/why not? 

4. Can the groups think of any people who have left home for the 

following reasons? 

Marriage, training elsewhere in NZ, to live by themselves, 

to live with friends, to travel overseas, to become 

independint, to live with one other person, to study away 

from home, to work away from home, to get away from a 

situation, person or people. 
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1. Some people leave home without thinking about what they are 
doing - they may have strong reasons for doine; soo Some 
people leave home fu1.ly pre pared. Most people l E::ave home 

knowing a few of the facts, and a fe w of the options. We can 
help ournolves by checking out the present facts of l eaving 
home. 

2. Timing when you leave is worthwhile. Af ter school? After 
study or tra ining? When you're fed up? You may have to leave 
later or earlier than you first planned. A job may come up, 
a training course may begin, you may find a place in a flat, 
youtre not getting on so well at home , your family may be 
shifting. 

3. Choosing l7here you live (City or country? Fla t, board, hosteJ., 
or ••• ?) may depend on one or more f a ctors . 1raining , jobs, 
study, travel , friends can all influence yo ur c~oice. 

4. When you first leave home, you may/ you may not have some say 
in whom you live with. We may choose to live with r elatives, 
friends, or people we know, but we may eq_ually well havo to 
live with the above, or with people we don't know at all. 

5. How much your living costs are going to be, may depend on 
where you live and what type of hous ing you live in. You 
cannot control these costs much. You can control your 
personal costs. You may share control of some group costs. 
Some costs you will have to meet daily, some weekly, 
monthly or yearly. 

6. How you meet your costs is up to the sources you can call on 
- from a job, or jobs, from parents, from loans, from shares, 
interest, or dividends. 
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7. On the next pages are lists of options . Some will be more to 

your liking than others . Some will be ones you feel you will 

be able to choose now in t he future, some you may not consider 

fo r your own reas ons. Some options are followed by a large 

number of pe ople, some options are on ly followed by a handful. 

All the options presented are options for someone or some 

people living in New Zealand - they are largely taken from 

questionnaires administered by secondary school pupils in 

their loca l communit ies. 
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Answer these fir st questions by yourself, us ing a fre sh page/sheet 

and t he a bove heading. Lis t the number of the question, and write 

the one or more options which are closest to when you think you 

will l eave. 

(If Living At Home ) 

1. When do I think I might leave home? 

a) Before I finish school 
b) Straight after I finish school 
c) After I have found a full time job 
d) After I have been working for a while 
e) After I am accepted for training 
f) When I'm fed up/ready to leave 
g) When I begin studying 

2. What main reason is there for me leaving when I do? 

a) Work d) Travel 
b) Study e) Parents/Family/Sib(s) 
c) Training f) Other 

Move into fours. Appoint a recorder to take notes. 

3. What factors might cause you to leave earlier than you planned? 

4. What factors might keep you at home longer than you thought? 

5. What advantages might there be in your leaving earlier? What 
disadvantages? 

6. What advantages might there be in your 'staying' on? What 
disadvantages? 
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1e Straicht after I l eave home (I think), I would probably live: 

a) In the same area/ tm-m/ city as I do now, . OR_ 
In a different area/town/city. 

b) Near 
OR 
OR 
OR 
OR 
OR 
OR 

the centre of a town/city (Which?) 
In the (outer ) suburbs of a town/city (Which?) 
In a smaller town or country tovm 
In a country area close to town 
Right out in the country 
Moving fr om place to place 
Othe r - specify 

NB: You may like two or more options eq_ ually. W.rJ..te both do·wn. 

2. Straight after I l eave home (I think), I would probably live: 

a ) In a house like my present one 
OR In a older place 
OR In a newer place 
OR In a 'lived-in' place 
OR In other conditions (specify) 

b) In a place with a few rooms 
OR In a place with a lot of rooms 
OR It doesn't bother me 
OR Other - specify 

c) In a place by itself 
OR In a place in a street 
OR In a place in a block of fla ts (Coronation Street or 

high-rise types) 

d) In a pla ce off the road if possible 
OR In a pla ce on the road/street-front 
OR It doesn't bother me 
OR Other - specify 
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3. Strai ght nfter I loave home (I think ), I would prefer to live: 

i. In a flat 
ii . 

iii. 
iv. 

In a hostc J_ 
In a boarding ho use 

I f 
In a bed-and-breakfas t 
In a bed-sitter (one r oom, cook for yourself- oft en 

in yo 1.J.X room ) 
vi. In a commune , ohu or community 

vii. In a crib, bach , bungalow or cottage 
viii. In a hut/works hut/camping ground hut 

ix. In a block of flats 
x. In a fa rm house/farm cottage 

xi. In a hotel, motel, or guest h ouse 
xii. In any of the f ollowing : van, car, tent, caravan 

xiiio On a boat/ ship 
xiv. Other (specify) 

NB: You may find more than one option equally preferable - list 
the one or ones you prefer most. 

4. Go back t o Question Three, and use t he above options to ans we r 
this statement : 

Straight after I le ave home (I think), I may have to live: 

5,6,7. Now put yourself in t he position where you have left home 
for a few months or years. Look at Questions 1-3 again, and 
answer them using this statement: 

Now I have enough money to live on, and I can save a 
little, I would prefer to live : 
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(OHP transparency or Wall Chart, plus Banda or Ge stetner sheets) 

WHERE AH I GOING- TO LI VJ<j ? 

STRAIGHT AF~r~R I LE AVE HOME NAJYIE : George Wa ru 

1 Form 5G 

I WOULD PROBABLY LIVE : 

1. (AREA): ao In a different area 
b. In the suburbs of a town/city (Welli ngton or 

Wanganui) 

2. (CONDITIONS ) : a. In an older pla ce 
b. In a pla ce with a few rooms 
c. In a pla ce in a block of flats 
d. 

I WOULD PREFRR TO LIVE : 

3. (TYPE ) Choice : 
(If you have 
other eg_ual 
choices) 

1 • 

2. 

Doesn't ma tter 

In a block of flats 
In a boarding ho~se. 

4. (TO BE REALISTIC,I MAY HAVE TO LIVE ): 
Choice 1. . In a works hut (MOW ) 

(or maybe ) 2. In a bed-and-breakfast 
Choice 

IF I HAD ENOUGH MONEY TO LIVE ON, AND I COULD SAVE A LITTLE, I WOULD 
P~FER TO LIVE : 

5. (Future AREA ): a. In a different area 
b. In a country a rea close to town 

6. (Future CONDITIONS); a. In a 'lived-in' place 
b. In a place with a few rooms 
c. In a place by itself 
d. In a place off the road 

7. (Future TYPE ): 1. In a cottage, or bach 
2. In a farm cottage. 
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WHO A.1'1 I GOING 'rO LIVE WITH? ( Teacher Guide) 

Of t en , when we l eave home, we a r e forced, for one re ason or 

another , to live with people we don't really know or care about. 

Sometimes we :have to live with people we don't particularly want 

to live with. At the same time we may have ideas about the kind 

of people we would like to live with. We may have friends we 

want to live with. We may meet people we want to live with 

through a job, a club,a sport, through going out. Our values, 

wants and needs will influence us in our choice of who we live or 

have to live with. It depends on what is most important to us at 

the time - our job, having a good time, the people we live with, 

s aving money or wha tever it is. 

On the next page is a list of options. Read them and select 

the options which you may have to take, (de pending on what your 

future plans are). Next,go through the list again , and state 

which options you would prefer, if you had more choice in the 

matter. Use the example on the wall chart/OHP transparency to 

help you. 



SOCIAL EDUCATION 
Leaving Home 
Topic Two - The Facts of Leaving Home 

WHO AN I GOING TO LIVE WITH? 

1. Straight after I leave home I may have to live: 

a. With another f amily 
b. With one other person 
c. With a small group of my own sex 
d. With a small mixed group 
e. With a larger group of my own sex 
f. With a larger mixed group 
g. By myself 
h. Other - specify 

2. Straight after I leave home I may have to live: 

a. With people of about my m,.m age 

b. With people a little younger than myself' 
c. With people a little older than myself 
d. With people of different ages 
e. It wouldn't bother me 

3. Straight after I leave home I may have to live: 

a. With relatives, or another member of my 
b. With people I work with 
c. With people I share activities with 
do With fellow-students, or other trainees 
e. With friends of the family 
f. With a boyfriend or girlfriend 
g. With my own friends 
h. Other - specify 
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family 

4. Go through Questions One to Three again, and find the options 
you would take, if you had more choice in the matter. 
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(OHP transparency, or Wall Char t, plus Banda or Gestetner sheets) 

WHO AM I GOING TO LIVE UITH? 

STRAIGHT AFTER I LEAVE HO~IB NAHE : George Waru 

Form: 5G 

I MAY HA VE TO LIVE : 

1 • ( GROUP SIZE ): 1 • 

(or maybe) 2. 

2. ( AGE OR PEOPLE) : 1 • 

(or maybe) 2. 

3. ( TYPE OF GROUP): 1 • 

(or maybe ) 2. 

IF I HAD MORE CHO ICE IN THE MATTER 2 I WOULD LIKE TO LIVJ.i:! : 

4. (GROUP SIZE): 1 • 

(or maybe) 2. 

5. (AGE OF PEOPLE): 1 • 

(or maybe) 2. 

6. ( TYPE OF GROUP) : 1 • 

(or maybe) 2. 
(or maybe) 3. 

7. For Questions 1-3, What might force me to live this way? 

8. For Questions 4-6, What might force me to change? (List 
3 or more factors). 
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WHAT J1IVING COSTS WILL I HAVE ? (Teacher Guide ) 

1. Wherever we live, or whoever we live with, (after we leave 

home), ,-re have costs to meet . 

2. Cost s vary from place to place. Costs may be high in a l arge 

city, quite low in a remote country area, and in between,in a 

town. 

3. Inflation affects your living cos ts at any time,as prices varyo 

4. Your living costs are affected by your life-style. In the 

long run, if yott live high, you pay more. If yo u budget 

carefully, you pay less. 

5. If you want to save money, you have to learn to cut your 

living costs. 

A proj e ct follow on pages 53-58. It is composed of two instruction 
sheets, (teacher and pupil), an interview sheet, and a summary 
sheet. 
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WHA'J~ LIVING COSTS WILL I Ff.A VE? ( Teacher Checklist) 

A. I F I WERl~ \: I 'l'H A G J:1()lJP : 

i) IN A FULLY-FU.R.!USHJ1D F10T: 

(Like ly costs ) Rent, P & T, Power/Fuel, Food, Incidentals 
(Paper, cleaning materials, etc). 

(Po ssible cos ts) TV Hire /Licence, Personal Effects, 
Ins tn-•ance (Group ), Some Repairs. 

ii) IN A SBHI- or UITFU'RJHS~D FLAT : 

(Likely costs ) As above, plus buying a 'fridge, washing 
machine , lounge suite, carpets , table and 
chairs. 

(Possible costs ) As above, plus ute nsils, pots and pans,. 
dee pfreeze, drink supply . 

B. I F I HAD A YO mm FA;.JILY OF J.IY _Q'JN : 

i) IN A FlJLLY-FUEl:i'TISH3 D FLAT: As above in A(i), plus clothing , 
transport, insurances (life, car, effects), toys, linen 
(towels, sheets, blankets, etc). 

ii) IN A SEMI-FURNISHED FLAT : As above in A(ii), including 
possibly utensil s , pots and pans, deepfreeze , radio, TV. 

C. WHICH ARE PERS ONAL 'rO ME : 

(Possible costs) Clothing , footwear, entertainment, 
membership of clubs, travel, correspondence, 
sweets, alcohol, tobacco, hobbies/interests, 
incidental meals, medical, dental and legal 
costs, transport, insurances (life, car/bike, 
personal effects), linen, toiletries. 
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Answer t hese questions i n pairs• us ing the l:mderlined headings . 
below, as best you can. Ifake ne a t brief notes only. We will 
check our answers out dux ing our project. 

1. What might I expect to find in a fully-furnished flat? 

FULLY FURNI SHED FLAT 

2. What might I expect to find in a semi-furnished flat? 

SEMI-FURNIS}JED FLAT 

3. What might I expect to find in an unfurnished flat? 

UNFURNISrLSD FLAT 

4. What is a "kitty"? 

KITTY 
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5. If I were in a fully- furnished flat with a group , what living 

costs might I have to share in? 

SHARED LIVING COSTS I N A FLAT 

6. If I had a young family of my own, what living costs might I 

have in a fully-furnished flat? 

LIVING COSTS IN A FLAT WITH :MY OWN F.ANILY 

7. If I were in a fully-furnishe d flat with a group, what 

personal costs (not shared costs) might I have? 
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1. Let t he class divide into pairs which feel confident they can 
working with each other. 

2. Obtain 2 maps of your city/town area (divided into collection 
areas), from a local service organis a tion - Jaycees, SIH, Lions, 
Rotary, etc. 

3. Pin one map on a wall as a reference chart. 

4. Cut the other into its segments, after pasting onto cardb oard/ 
thick card. 

5. Select appropriate areas/segments. ( Try to pinpoint areas with 
rental/board accommodation for younger people and families , 
rather than home-owner areas). 

6. Assign appropriate area s to each pai1·. Leave some area s as 
back-ups. 

*7. Obtain permission for project from dean/principal. 

*8. Telephone local r adio/TV station (if- any ) to arrange a news 
item, to give the local people some warning. 

*9. Send an article to the local newspaper. 

(*Good PR is vital to the success of this type of pro ject). 

10. Explain details of project on Student Instruction Sheet - give 
out copies. 

11. Assign times for class to go out, (avoid Monday mornings , pay­
days , and Friday afternoons) once you have been cleared t o do 
this project work in school time. 

12. Give out 8 Projects Sheets to each pair. 

13. Keep a folder for each pair for completed Proj ect Sheets. 

14. Fix a time limit for all Projects Sheets to be handed in (say 
2 weeks)~ 

NB: * Some Project Work may have to be done in the evenings - send 
a notice home to parents telling them of the project, and the 
responsibilities of t he pupils. 
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We have been looking at the topic of 'Living Costs '. We are going 
to mount a research project now to help us with our course . The 
idea of the project is to get at the facts about the present living 
costs of people of your ages, and a little older, who have left 
home . 

SKILLS 

The project will involve a range of skills connected with gather­
ing, preparing, presenting, analysing and evaluating dat a , or 
informa tion. Interviewing skills will be part of the set of data- . 
gathering skills. 

TIME-SPAN 

We will require 4-5 weeks for t he project; 2-3 weeks to gather 
and prepare data, and up to 2 weeks to present our findings, and 
to analyse and evaluate them •. 

You will have to visit people at their addresses to find out what 
living costs they have; groups, young f amilies, couples, individuals 
in accommodation they do not own. You may have to visit some 
addresses (people in flats who work or study) in the evenings or 
at night. Subject to permission, you will be doing some of your 
interviewing during school hours. 

INSTRUCTIONS FOR INTERVIEWS 

You will receive a Banda/Gestetner sheet with some instructions on 
it. We need to discuss these, amend them or add to them if 
necessary. You will be working in couples. Each couple will be 
given a letter of the alphabet, as a code name. 
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1. Walk around your assigned area, and pick out houses you feel 
might be worth visiting (i.e. houses which are obviously occupied 
by young people ; students, young couples , young familie s , boarding 
houses, hostels - see List on Page 46). List th e addresses on a 
piece of paper . Check:back flats, long driveways, rig_1t-of-wa.ys. 

2. Report addresses to organisers (teacher, and/or pupils ). 
Enter addresses on map - use your alphabet letter, and the numb er 
of the house. 

3. Spread your visits (8 in all ) out over 2 weeks. Try to 
complete most of them in school time , if possible. 

4. Politeness, and a reasonable standard of dress, (if you visit 
outside school hours) will help to put the people you visit at ease . 

5. For our results to be valid and reliable , you all ~ave to: 
(A) Use the same introduction, to tell t he pe ople you inter­

vie-w what is going on. 
(B) Ask all the ~uestions, in their right order. Try to get 

accurate answers. 
(C) Record answers neatly and accurately, on to t he interview 

sheets. 

INTRODUCTION TO I NTERVIEW 
1. Good morning/ afternoon/evening. We are form students at 
_ High School/College. As part of our Social Educa tion 
programme, we are trying to find out living costs of people our own 
age and a little older. This is to prepare us better for life when 
we leave home. We would like to interview you/you:r group about 
you:r living costs. 

2. (If they say yes). Everything you tell us will be treated as 
confidential. It will be stored for safe-keeping at out school. 
Only the principal and our teacher will have access to the 
information you give us. 

3. Thank you/Thanks for your help. If you can give us any further 
information, conta ct us as ___ or ___ • 
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SOCIAL EDUCATION 
Leaving Home 
Topic Two - The Facts of Leavine Home 

HD1.'l WILL I GET THE NONEY TO MEET MY COSTS? 

(Tea cher Guide) 

59 

1. Money is available to us from various sources. We can work for 

it, we can borrow it from various sources. We can receive 

money from shares, savine;s, or dividends. We can inherit 

money, or be given monetary gifts . We can obtain bursaries, 

grants, awards and cadetships . 

2. Money commitments or payments have to be met - the people 

receiving the money usually are not concerned where the money 

comes from. 

3. Gambling is a common fe ature of New Zealand life. Some people 

resort to gambling to meet their costs, or to try to increase 

the money they already have. 

4. If we work to earn money, we may need to consider our values 

again. Do we want good money, do we want to enjoy the job, 

do we want both, good money and an enjoyable job, do we want 

something else from work? Will we need to work full-time in 

one job, or part-time in two or more jobs, to meet our costs, 

(and our ·monetary needs?) 
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Leavj_ng Home 
'.l'opic T,10 - The Facts of Leavi..11.g Home 

HQ:i \-!ILL I GBT THE r-ION"EY TO l\IEET MY COSTS? 

60 

Look at the f ollowing questions , in your groups of four. Gi ve 
everyone time to express his/her opinion on ea ch question. We will 
follow t his with an evaluation s e ssion, looki ng a t t h e pla ce of 
money in our lives 9 before and aft e r we l eave home . 

1 . Stra ight after I leave h ome , I intend to get money to meet my costs 
through 

a . Full- time work - specify what type of work if poss ible. 
bo Part-time work - specify what type s of jobs . 
c. Holiday work (pl us possibly bursaries, if studying ). 
d. Regular part-time work (plus possibly bursaries, i f studying). 
e . Part-time work wh i le training off the job . 
f. Loan::::, giftG , grantD, savings . 
go A cadetship , studentship , study award, t rai neesh i p , or si~iliar. 
h. Shares, dividends , profi ts ( includi ng gambling or betting ). 

(Mention one or more of yo ur sources of money). 

2. What do we mean by a ' kit ty ' system? 

3o Do I gamble ? Is i t worth me gambling to meet my costs , or to 
increase the money I al ready have? Do I take part in any of this 
range of take-a-chance activiti es, i nvolving money? 

a. Golden Kiwi (lot t erie s ) e. Pool, billiards, or snooker 
b. Raffl e s f. Housie, lotto, bingo 
c. Cards · g. Sweeps (sweepstakes} or 
d. TAB, or on-co urse betting the pools 

h. Other - specify 
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Leaving Home 
Topic Three - Looking a t Money and Values 
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Move into the pairs you were in for the project. Read 
i ng value list (not a complete list) through together. 
pinpoint t hose values whi ch are more important to you, 
c rossing out those which have little or no meaning for 
Explain your values to the other member of you.r pair. 

the follow­
Try to 

after 
you. 

VALlD]; LIST: Wha t do I value, because I own it, do it, or sha re 
it with others? 

'vlhat do I value, for what it gives me? 
What do I value in others? 

Car , q_ualj_fications, being an individual, friendship, stereo, 
sport(s ), praise, happiness, bike, high wayes, teamwork, a hobby, 
i nclependence , the latest fashions, beauty, leadership, good fun, 
a pet , honesty , my family, spare time, books, good health, 
re sponsibility, travel , go od food, trust, an interesting job, 
jewelle ry, acceptance , an activity or an interest, cooperation, 
a ·wa tch, ' experience'~ generosity, fresh air, fitness, good 
clothe s, pa tience, a sense of humour, 'love ', simpli city, status, 
i ntelligence , a tool or piece of equipment, encouragement, money •••• 

1. Try to list 8 va lues which are most important to you at this 
time. List them in order, from 1st to 8th, in the table 
below. Now , look forward in time, to about when you will 
proba bly leave home . List the eight values which might be 
most important to you at that time. 

Now When I Leave Home 

1 1 
2 2 
3 3 
4 4 
5 5 
6 6 
7 7 
8 8 

2. How important is money to you now? 

3. How i mportant might money become, in relation to your other 
values, when you leave home? 

4. What do you want/need money for? 

5. What are you prepared to sacrifice, or give up, to get the 
money you need or want ? 
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Leaving Home 
Summary of Unit Two 
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1. Almos t all of us here in New Zealand l eave ' h ome ', a t some 
stage of our lives . We l eave ho:ne for a variety of reasons .. 
We ma y or may not be aware of t hese reasons. We may think 
about l eaving , we may j ust leave. 

2. Two questions possibly worth consideri ng before we leave are: 

How do I want to live? 
How come I want to l eave? 

These two questions look at our way of l ife , and intended life­
style, our values, needs, wants and wishes . They do not deal 
with the facts of leaving home but rathe r with our ideas on 
the same topic. 

3. Five questions which i nvolve t he f a cts of leaving home are: 

When? Where? Who? IIm·r much? Where f rom? 

Once we have answered the ' How' quest ions above , we have a 
basis f r om which we can get at the fact s - we have more 
of wha t we 're looking for , and why ~rn ' re looking for it. 

4. The question ' How Much?' is often a 'crunch ' question . We 
need to look at the present-day costs to bring home to 
ourselves the realities of eve ryday life away from home. 
We need practice at finding this information. 

5. Money is tied up closely with our va lues . We pla ce different 
values on money at different pe riods in our lives. 
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Evaluation of 'The Family' and 'Leaving Home' 

No. The Family Leaving Home 
1 • Did I find the unit worthHhile? 
2. Did I enjoy the worksheets? 
3. Did I understand the key ideas? 
4. What size of group was best to 

to work in? 

5. Was there enough oral work? 
6. Was there enough written work? 
7. Was there enough practical work? 
8. Did I feel the project was useful? 
9. Have I learnt any new skills? 
10. Which skills, if any? 

11. How could we make these units more interesting for future 
classes? 

12. What other activities would I have wanted to do for these 
units? 

13. Do I feel any clearer about family life, or the idea of 
leaving home? 

14. What other units, if any, do I feel could be useful for 
students in looking at everyday life? 

15. What other projects might it be worth us doing? 

16. Any other comments? 
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'The Family' and 'Leaving Home' 

A Final Comment 
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These units are not intended to be all-inclusive. Options 
will no doubt have escaped my attent ion, and that of the students 
with whom I have worked on parts of these units. I have included 
the 'Other - specify' option to cover these cases. 

To get on in life, we must cooperate. For society to grow, 
we need to cooperate. Cooperation beti,een people is basic for 
the enjoyment of learning about this area of lifeo To this end, 
I have included much group work in pairs, fours and larger groups. 
Extension activities have been left to the individual teacher, as 
have the possible areas of integration. 

These . un·,ts are aimed at the school leaver, in the year(s) 
before he/she leaves school. Many students between the ages of 
15 and 18 (and some below 15) will be capable of handling the 
learning and skills involved. 

I hope students, teachers and other· resource people alike get 
as much out of these units as my students and I have in preparing 
them and trying them out. 

T.A.S. 6/77 
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Foreword 

My inspir .:;tion to \,Ti tc t he first of t h e thr ee puperc :-:~:-1tc:1 i r12c in thiG 

report Drosc f rom the perus...,l of an art icle in'i.he Res dini::;; Tct,G.:c r ' 

entitled ' Tecch ini prereadinc skill s throuch tr~ininc in pat~ ern 
recogniti on '.The c:.rt i cle seemed inconLle te to me,and Cic no t exT:7.'.):-- e -'- he 

concept o:f p.:..ttern r-e co cnit i:m fullyo?rom this, I desicnecJ a s et of b :-si c 

co d int:; units f or t}1c Ron:nni::.,sc~ alp;u:J, e t c1s u sed in En 01iol1, anc:. r e l ated 

the set to t he me c . ~nismo of dec odint ,and to t h e degree of p er~sptual 

discriminclion inv olved . 

The second pa.per e.:-:tc nded t he concept of pbttcrnin6 tb:::-·ouch c:,;,c.::d r:Gt i ')n 

of the ex ten sion un its use d lor tl1c lo a er-ccs c l etters of the R~~o~ised 

clpb&bet in & cros s -section of.' ten L .:.n~ucges ( seven European, t ·:rn Pccific 
and one hsibn ).It also look6 at the i n t ernal consistency of the 

individu.::.l letters 0JTI.on6 the t en l&n[;u ages . 

The third pnper concerns t he learning of langu 8.ge s other than one 's own . 

It looks at second lcm£usge lesrnin['. in New Ze&.land , 0nc o. t the conc ep t 

of mastery of a l ancuagc .Different lev els of m&stery ~r e d ic cussed a~d 

a possible list of' cri teric.1 for mastery includec. , to r.c~tlv~ r v;i th three 

e..x.umples.Tl11::! concept of the ' spillover effect' in the preces s o.: 
1e&rnin6 a new lsn,£;uc..ge is intro C:: uc ed . 

I ;::im aware t hat these three p apers ask consid er8bly mere que s ti ons t~tu'1 

they anm;cr.My principal concern in presentin; t hese p3.pcrs Wc.0 to 

&.ttemnt to 0ynthe s i ,.; e c oncepts f rom different fields of inqui ry .,I find 

it increLsin~ly difficult to look at the field of re &d i.ng without 
considering other arcGs such a s vi s uo-motor dcvclopmunt,neural p~tt a r n i n~, 

l angu&Ge formation,p erceptusl discrimination,t he rol e o~ t he tebc~er 
c.nd the symbolic n&.ture of lc.n6uc.ge it self. 

T.1~.s. 7/ 77 
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Aspe c ts of L~nzu~ge 

Introd1.1cti on 

This r ep ort i s c omp osed of three Ehort r esearch p &pers .Each de~ls with 

an &spect of l~n~uage l earning . 

The fir s t p~per ce&ls v, i th &sp0cts of l et t er-decoc i n[; in the English 

tradi t i on &l orthocrc;:i.ic Llphc.bet ( T. 0 • .t~.), c:.nd the 1 eve ls of perceptu a1 
d iscrimin2tion involved.'~' 1·1c dir.~r imin2tions ore vi ewed o. S bG inc 

hier&rchical ( i~voJvi nc pro5rc ~siv-J. ~ f iner di sc r im in~tions ). A ranee of 
d iagrcrt f.', : ( e i ~·,h t in s ll),c..re pr eE:,:,mte d,together with notes t o each 

diagr&m. 

'l'he s ec onp. p aper deals with a cross-s ect ion of ten c::..lphsbe ts util is i nc'.; 

Romanise d loVJer-case l etters . It lo oks at 1 etter co::1.s i s tency hetv,een 

alphabets,and the various extension f orms of lettcrs,in terms ot' the 

hierarchY, of di scriminations ,in t he ~.O.~'s. 

The third paper de als with aspects of l earnin~ a language other than 
one ' s own (i.e. the basal lancuac e one learnt between birth and adul t­
hood) . It looks ot the si tuotion in ?fow Ze&lu.Jld , anf. then at t he question 

of master-1 of' onothcr lant:,ua6e.It utilis e~'. three examples to d~p ic t 
three possible l evels of mastcry,and lo oks at cri t eria for rnustery ,ane at 

an effect involved in the proce 2s of learn i ng &ne ther languat;e . 

\ 
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OiAGRAM 1 - BAS,C- 1)c::CODING UN1Ts·, ROMAN AL?t-lABE:T 

X) EPiCTi 0f'1 NOMENC,LJ\TLlRE' DESCRi PT<ON CF SHAPE 

0 BALL C!RCL.E 

-

I I $Tl CK$ (,-0NG1 SHORT) LiN E ..SEGMf~NTS 

J l HOOKS OPE N CURVES 

C un CUPS (MuGs) Si=:i'vi10,~ c..,,LAR O FCN C ) .RVi::.S 
· -

~ - ( .SAUCERS (Bowu;) AR.C 

s SNAKE: 10/iN L.1.1 0-P OPEN 0.-'-RVE: 



r.,e.t t er Rscogni ti on Throu ,:.h Put terni1.~.5 

~i x bas i c units bre utili s e d.Thie is the Di n i mum nu~bc r of units needed to 

::!e co dc c:.11 26 l ett ers in t he :S::-i6 lit:. ~: c:.lph :. t- e t. Inciv i. c twl l y, or in differia,:; 

corr.binbti .:ms , th c[: e unite c.:.n b e us ed to c ompo3EJ E .. r\:/ lo·.v er-c.GGC l et t er in 

t he ~n0J. ish c.l phi:.lbct . 

The six jnits ar e hLlse d nn concre te object so The obj ec ts s e l e ct e d are &11 

com;:;ion i nJ~--iimb.t e objects, e xc c> p t f or the: u n it. bassc on the 

v,rhich only conc err.:. e one l etter , ( s) .Tlw obj ,::c t. s- arc l i :ely to be v: ithin 

the e:xpE._ri ence , an d all J i nc} udin_; t he E,n&kc i i·: i thin tte :<: en of fi v2-y e &r 

old chil dren.In most cultures ~hich utili~e a Ro m~nise a a l phcbst in pre~ 

and e[;.rly rec.:.din; pr ogr am1,e~3 , mo st childre n, t ·;y the time the_y enter primsry 

~ chool or it s e quivalent, wil l huv e h~d some contact ~ith balls,st icks, 

cups snd s 2:.uc ers /bo1.\'ls~Ma:iy chil dren. wil l l i0Ve some co r::ni2&:1c: 9 of the 

concepts 6f h~oks and snakcs ,if no t from experienc e ,then f rom televis i on 

or fro m p&rcnts. 



DlA GRArvt z -DE"COD,NG UN 1,s R:•R EACH LE•TER. , RorvtAN ALPHABc. T 

LE TTER .DECO-DIN.(:i- UN c-rs NUMBER OF UNJ1S 

a f>AU.. I ST"I C-K_ z 
b 13AU.. , S Tl c..l( z 

~ 

C CUP I 

d /3A<.L I s I W< z 

e Cur, STtCK z 

f /-fOOKJ StlCK 2 

g HooK1 8AL.L z 
,__ 

h Cµ_f' 1 STlCK ~ 

I ST1CA< I 
-

J 1-:-00< I 

k S'TiCK.S 3 

I snck I 

m Cuf'.fST1CK 3 
-

n Cu.P , ST1CK .z 
---· 

0 BALL. I 

p BA.u.., s II CK z 
- ·- - ----- ----•--·----- - ··- ---- -·- ·- · -----

9 6Au.1 snCK z, 
-

r SAUCER, ST(CK_ z 
s SNAl<J;. I 

+ ST1CKS z 
u CU.P, .S,10( :& 

V S·ncxs 2 
- --

w ST1c><s + 
X s , ,cx.s z .. 

I 

I y STtCXS 2 
r------------------- ------------------

1 c; STICKS 3 

- see :J)tA('rR_A:M j_Q] 



Letter Hecognition Throuch Patterning 

Notes to Liacrbm Two 

The dee .J c.in£ uni.t.., h sv e been s e l ectc-id and labelletl,on t:1c basis of' the 

llikelihood of their bcir1..g kn•J·;,1n by nevi entrc.nts : knovm verbal l.y, s;ymbol­
ically1 bnd in many cas2s throuch V~KT cont~ct,and expc rientially , through 

use in the hone or the loc .::,,l environment. 

Each l over-c s se letter has to be discriminated from nll other l e tters,so 

thot it c.s:.n be Ec-sn a~. '-• separ&.te er:ti ty.At the s1:.mo time,it will be 
croupe~ and recroupcd with other letters to discover the siiila~ities 

betwe en letters. 

The letter·s are diocrirninated he.re in two basic ways.Children , as t1el l as 

adults,discriminat e members of sets by the parts (units ) which make up the 
1separvte rnembersoFor example,the child ' s cognition of the difference 
between men and women in .the set of people,is a discrimination learnt 
often within the first four years.Children also discriminate ac cording to 
the number of p&rts which make up the members of a set.For exs.mple , in the 
se t ' fclllilies ' ,the child may know there are 6 people at h i s home,but only 
four next door,but that both groups are still families . 
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a a a 
- -

b b 6 
~- ----

C C 

d d d 
~-- ----· ~ --•------- -

e e e 
-- -

F f f 
··--

g 9 ~ --
h h h 
I I 

J J 

k k k 
I I 

-

I 
tYl m /Y) 

() n n 
I ----

' 0 0 I 
p p p 
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q q q 
--, r -r 

s s 

f- t + 
u u u 

V V 
- - --------

w w 
X X 

y 'I "I 
-

z z 
I 
I 

7 q 15 3 C; I ., 
1-~ LONG-- STICK 
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Aspect~ of Lanou,ie 

Letter Recot~iti on Throu£h Putterning 

Notes to Di&gram Three 

For interect,I hav e included a freque ncy table for the usage of the 

decoding uni ts in forming the 26 lcr.-:er-css e l~t ters in the L.nclish 

alphabet., 

It can be seen that 15 letters cont c:.in a short stick,and nine a long 
stick.Twenty-one letters in al l contc:dn one or more sticks .Ten letters 

are composed of a single type of unit ( c ,i,j ,l,o, s, v , w,x and z ) .'l'he 

remaining sixteen letters are al l compose d from two differing types of 
units (se e Gls o Notes to Dic1grams Five and Six). One ne ar-obsolet e letter, 

the ' ae ' four.a in words like ' encyclopt:edia ' and ' paediatr ici an' (but no w 
often repl.siced by Wl ' e '), combines three ·dif'f'erent types of unit - a ball 

, a cup and two short sticks. 



,~ 

Di AGRAM 4 - LET TE..R GRov..Pt NGS 
I 

l r,.JiTt AL. 

OF UN!r.s: N E..E. O E .D T..:) FO RM 

1 2 3- 4-

C C\ k w 
b m 

j d z 
f-

0 3 
s h 

n 

p 
9 
r 
t 
u 

V 

X 

----- -----1-------- ---- - - -- -···-- · --·---· -·-• - · ·--

e 

1~ 3 1 



I 

Letter Heco6ni tion Thr:ou~h P&tterning 

Note s to Diagrom Four 

This depic tion is a reorr bncement of t he second c olumn shown in Di agram 
Two 9 i nto an initial pattern for decoding. ( see Dia2~r2,m Sev en al so)I am 

utilisinc this i~iti al £rouping accord ing to number of unit s needed to 

If 

form lEtters,to del i ne&te the first stace of a hi er&rchy of discriminati~ns 
'l'his hierarc hy i s ful ly sho,·m i n DL: ... gram Seven . Children, c:nd oduJ ts , divide 

up the ,1:orl d in many -.:c1.ys ,in the percep ti on of concreta a::c symboli c 
repres entations . In ever ydsy li fe, the ex&mp1es of pr·i ces , w2.ge·s , costs and 
omount c infl uence the abil ity to discriminate perc e:)tu2.ll;y 9 in areas other 
than numeric al discriminntion. An example I like to quote from babysittin6 
d&ys is of a four ye br old boy nomed Gord on .I hcd t o babys it oft en i n 
the afternoons/evenings , o.nd I was required to co ,Jk Go rdon te;;., since both 

parent s were busy professi ,Jnal pcopl e. The f arni ly ate tradi t i.onally - mcnt , 
spud £nd t wo veb. Cn this particulcr day,I found there were no pot2toes, 
in the house or out in the garden.I prepared the me8t,and to compenoate 
'for- _tho lack· of pQta:toes ·,cooked l arger quantities of the t vrn vegetabl es . 
Upon serv ing the meal,Gordon rembrke d,"You haven't given me as much as 
r.~u:n do cs? I hnven't got any pot ato es ! __ L·terythi ng el se is O.K!" 

Ii.ty interp r etation of thi s is that Gordon had a percept of a meal whic h 

included four s eparate p arts,or components, when perce ived on a pl&te, 
but v:hich did not discrimincte as to total amount o:' food,only to a 

generE.l ' too much - O. K. - too 1 i ttl e ' discriminst ion of t he amounts of 
the separate parts.Gordon sG.w differences before likeness cs , os wel l .He 

notice d the disp arity between the number of parts I was serv ing him, and 
the numbe r of pLrts he usually r ece ived,before he ackn~wl edged th~t t ~e 

'amounts of e ach p&rt I had served him , fell within his perc~pt of :an O~K9 

amount. ' 
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Asp ects of I, ... ,n guc:g e 

Lett0r .Recoc:nition Throut:,h Patterning 

Notes to lJia[ rLms Five and Six 

Th~ hier&rchy of discriminations 1s continued here ,leadin~ on from Stag e 
O:r:.e in Dia£rbm Four . Bc, U 1 diagr8.rr:s depict 6 roupinu : &ccorcing to 

simil8rities between l etters combining one or mo r e different decoding 
unit s.Di.se:;ram :?iv e describes a more gen eral gro uping tho.n Diacr&m Six . 

Most uni t combinat i ons ure spec i f icall,y descri be d in Di ac r 8.m Six, v: i th the 

exception of tLe lett c: rs f, g [ .n d r.r(-2ithe r d i a6r ;:1m i s int. c::1d ed to h e 

a complete step,or sto6e in the hierarc h.Y of discriminnt ions,but rut her 
to show that &rauping accord i nc to simil~rities i s gradual.The proce s s 
is gr&du.s.l, bec&use t he f e ature 811&.lysis involved in the clL::. sifyinc. of 
one group of ob j ec ts &s simil cr to each ot her,bnd different to all other 
groups of obj ects in trw populc.ti on bein[: ex&min 2d,impl i cs groupinc and 

re grouping t o establi sh b reasonably constant definit iv e dis crimin ati on, 
which is utili t&riLn.A child lo oks for differences,befor e attempting to 
clussify different gr oups according to their int ernal similarities. 

To t &ke another person2l example, I looked : after thre e ye ar old Joey for 

a number of months while his mother was ill.He l abel led alJ insects as 
' bug '. Ue loved c at ching and keepi:ig 'bug ' in hi s hands until they 

inevit ably expired .From observ&tion ,I noticed Jo ey putting down his 
colle ction of ' buG ' every time he spott ed a potentibl addi tion to his 
coll ect ion.i✓h ereup on, cer t &in ' bug ' woul d disappe.:.r while oth8rs st.0.yed 
curl ed up or ent&n6led.Joey fi 6ured .thi s out qui cl:ly , &nd e:ame an c &sked 
me for a tin. I cav e him one , and sit ting down in the backyc:.rd, he put do·✓m 

his c ol lection, and put eve ry insec t that ' :-&n B\'iffj'.,' into t he tin. I n the 
space of & few days, he was putting beetles and c entipede s into th8 tin, 
without checking theIT. out first,and le .s.ving worms,and occas ionally slaters 
in t wo hcE..ps on the p:)rch,where h e coul d l.t:ee p an eye on them wh il e he 

continued with hi s huntin6 and c at ching. 

Joey initi~lly grouped all ins ec ts as ' bug ' . ' ft er groupin0 them 

indiscriminat ely, he found he h ad to re6roup in mo r e th c...n one way t o 
cater for the ~ifferenc e s between group s .1\rentu&lly,he w2s able to 
perceive simil arities within groups,and from then on,he could cl as si~y 

most insects he caught on the spot,and c:.ss i £n them to th e ir correct 

groups. 
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Aspects of L&n£u~cc 

Letter Recogniti on ThrOUb1 Patterning 

No tes to Dia~ram Se ren 

In 1i&gram Sevc~,there l r· . v dep j_ct ed & flow chart for the entir e process of 

decipher in,; any spec ific 1 o·.re r-Ci....0 ~ letter in the Enc1ish al phabet. Tne 

diai r o.m buildG on the bu.sis lai d iT1 Dia6 rc..i m Four, Emd the ext ensions made 

in Dia6 r-.:.ms Five and Six~l-!ov,ev 0r, the groupings, an d t he group patterns on 
the second l ev e l of the !:ierc.::.rchy may v&ry .For exampl e, cll the le t t ers 

cont~ininG sti cks ( a,b,d,0>h,n,~ 1 ~ 1 r,t ,u,v, x ,y) which are made up from 

t •;o uni ts might be ,erour ~, d [.;.S they· 8re in the di agr8.m , or kept bS a &roup 

of 14 l etters w.1lch are not. clcLrly discrimin~ted until s ubgroups are 

more defined, on tho thi rd l evel o~ the hi erarchy.I have presented 
groupings which seem l ogic~l to me ,but will not nece ssarily Nppear as 

logic 2.l t o any child at the pre- ::.~e,Iding st age , or any adult who is un­
f&.mil i.&r with i deo,:;ram-b&sed scrip ts. · 

From the diagra:n,it is b.pp:.?-rent thot t he l etters (c,j,m, o,r, s,w ) can be 

deciph ered with t he use of only t~o discriminctions in the hi er&rchy.As 

soon as the third l evel in the hi s rarchy i~ re&ched , and l et t er- groups 
are able to be -~~ . .L~:5s i f i.. c c} c:ccord:in_-; to unit compos it ion, we are able t o 
dec i pher ( a , f, g,h , i , k ,l, ~ ) . 

Levels Four an d live in th e hie rcrchy involve more compl ic a t ed procescea 
of dis criminati on.Sp&ti~l dis crimination is i nv olved i n Level Four,where 
the di ff erences between l etters in subgroups (b,d,p , q )fe ,n, u) (v ,x ) anc 
( t , y ) is mu ch lc ~s than ~t LeveJ s One and Two .~ fiv e- year ol d new 
entrant v ery qui ckly J. 2c.rns the m:eaninE; of expressi ons such &s 'C ome 
'Join h8nc1s !' ' Hc.-.nds u p ! 1 '::3 i t 0.0-;\·n! ' 1 _.:::ross ;your l cEs !' The spplication 

of t hese direc tionsl and r el 8tionu1 conc i:::p ts to th e me 2n i ngful perception 
of l etter-symbol s presuppos es fine visual discriminat i on,and t he abil ity 
to att end ,:i.n orde r to di scover t he fin e difference s wh ich exi s t.In other 

__ words, s ometh i n g akin to a V~KT approach is necessery ,to ensure a child' s 

pe,vc eptusJ. base _i s bro c..d o.nd mul ti sensory. ·'i/e know t hst children up to t he 
age of t hree , ~n &verage,explore and di scrimin ate concrete objects t acto­
visually, with t he sense of touch predominant. We know t ha t vi s ual per­
c ep t ion bec omeJ inc:-c asin.:;ly im;.:iort ant onc e a chi l d be gins formsl 
school in6 , and must l earn to discriminate symbols more than ob j ects . 

Level Five involves the adv anced s tage of l ate ral discrimination,where a 

child hos l e.srnt k incest het ic s.wcreness of l eft and ri c;ht(his left and 

right),&nd must transfer thi s t o left/right discrimination in symbol form , 
'l'his may in some way contribute to the difficulties often found 'iii th b, 

d,p and q. 
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Aspects of Lc..r!£Uof.:~ 

Letter Recocnition Through P&ttcrning 

Not e~ to Di,1gr &.m Eight 

17 

Di~grbm Eight is included to make one point.It is e&sily calculated that 
22 out of 26 letters reGuire from two to four Ciscriminations / abstract 
rul es /operations to cecode Gny f;pecific 1 et ter. \'iechsler 2,nd Gesell both 

con sider,on the bnsi c:; of their work with childr en,th&t,on &ve::aE,e, n 

four c:,nd L hc:..1f :; e2.r o1c chi1d Cun hold four un.1.·~c in memor;y.At t he sume 

&.ge, a11 averc-[;E' child c&.n count objects up to t~ r,::c , can coui:-it alow:: 

beyond three, ce-n matcL cicht out of ten ~~orms , &nd CEJ1 n&:nr; the primar·:, 

colours .Piacet ' s aver8£_,e five year old child cc:;n m.ske 2,p: ·• lice.tions of 

' many-to-one', but not ' one -to-many; cs.n count t o l O, kno·✓.:~; h:i s age 2nd 

name, and is C<-1p&ble of usin6 and w1derE3tcndin6 s ;y ;nbolic language. The 

aver&ge five year ol d blso perceives details vi sually,&n~ asks about 

th em. Onl;y o.t cce five anc. a half years on aver.:.;_·e is the chil d developing 

the c oncept of left &nd right. 

Further,with the letters ·b,d, p &nd q requirin6 five rules or progressivelJ 

fine cliscriminations,in order for them to be dec ode- d,plus syrnbo~jc left-

. -~j.,.:;!:. ~- ~1.n::.reness (i.e. beyon_q a concrej.rn c:.w&.rene2s of lst e r::;1.i ty), it C•'.)mes 

as no s urpri se thct m~ny new entrbnts c &nnot cope with certain lett ers 

of the alph~bet. 



Lett,:r rlec o.r·.r~i tion Throu r ,h P .... .it ernin r-- - - . - . . '-' 

Hyp othe s e s LnC! Con c lt~si '.)ns 

1. 'Ihe 26 lo:. c r-c c.~ s J e tt e r in the :Cn.t,li::h orth or;r~ph ic: blpho b e t c c..:1. 

be perceived ~"le. dccodr;c: E,s i deo,e:;:-•.:,m.s, u s i~c c. basic set of six 

decodin 0 u::-i its. 

2. Decod i ,...,:; invJlv c-::., pc,rcc;;t0.c..l d i ccrimin0.tion o~ t l:e d e coding uni-ts 

3 . 

u ,. dis crete,. ent i t_ i •J::., t 0t:c, U!o r vii th c i sc rirni.n c. ti ons of direc t:L .-:mc:1.i ty, 

relcl i on ~~ i ty 2n~ l stcrLlity . 

Dec odin,_, involv es r.l, Tr h .r-,t' of o rn -.,,· +1· ,,.,.,.._c., for e·,... h 1 ,., ... .... ,,., ~, 
,._J. <I-• • I~ ..._ • '- · • U V '..JJ.J. \...J Cl\,.;~ '-' l, l, .....,...!. ' 

~ . J P . , . . . ... . T\.-, t 1 ' • • • • c:nc pro .:_ r oss iv -:: .:-r· :~l :'1er u.1~c rimin ,s 1,1 0:'.1.s. "c rercep U ,J ,. c1::,c r 1m1nBtJ. 0 ~1 s 

h . h . l , . 
ere , l (?T.'GrCJ lC L- ) L.c:corGlD L to di f f er inc l eve l s of per2ertual 

development . 

4. De cod in L sny 1 et ter of l :1e 26 1 o:;er-c c.s e 1 et ters in the Eng] i sh 

E..l;;habct re ,.uircs ~)etVteen t:10 nrnJ f ive discrimin&t i or:.s . 

l',,luch ·;;ork of e,:i es~ entic ... l l y :; rc.ct i c ;_,J. n ... ture nee-1 s to he con e in this 

by no me c..:n s hc..rd un c.l. f us t 1 c.v c~1 s for m'.)re than the chi 7 c7r e :1. for whom I 

found my &pprobch ·,,orke d .I L.:T, Llso F .. \,c;re th E.. t :the decoc in6 units chosen 

aro, in so:r. e 1::E..ys ,pur 2ly &rbit rcry , L.nd m&y be pcrce~ved &s suchcin t erms 

of any chiJ.c ' s t otu.1 0:1.coini:.,; developm2nt , t he hier.::.r chy .Jf discr i r.1i ... Lti0ns 

its elf may be too nb~zowly c ~nceived,to take in evit&bl e spur t s and l bes 

into &c cou:it .The ~ecod i n c pro ce bs Ln~ lhe pr oblems it cause s i :1 the 

hor:le c:.:id t he 

perception. 

Cl ,. c r " ..., .n 1· c \ ' :--r.'.' re , 1. : :'. J·_-::: C,. .,0 .,_, \,I V ! J ~ ~ _ - , - - ~ the ~hole ~uest i Jn o~ teaching 
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~s pec ts of L~ncu&£e 

Cons ist en cy &nc1 Chor:~e in Rom&nis ed TrLdi tionaJ. Orth:>graphic Alphabets 

Notes to Di sgr cms Nin e 2nd Ten 

~ crocs- s ec ti on of l cncu ~ses ut ilisinc Romun i se d scr i pt in the l o~er­
css e l ette r s of t he i~ traditi on cl orthographic nlphGbets(T . O. h .,in 

abbrcv i 2.te c form ) wc s choson on the bE..sis of av c:: il c:1bili.ty of texts, 
dictionaries 8nd chil dr en ' s re c:.ders.Ten lc.mgua£e s e~e r ged from t his 

sel ec t i on ( see DibgrGm Nine ). 

The T.O.~' s of the t en languoses we r e analysed and compared.The first 
fi ndi n[. of r e"-.1 i nt eres t was thot all 2.lphabe:t s rel ied on .the ba~, ic 26 

l etters , pl u~; •2:-:t 0ns i on uni ts , except for :n:)r·aegL::.n, which employs ' ae ' as 

a vo~el , s nd Ger man , wh ich still uses the Gothi c'~' ( doubl e ' s ') in s~~e 

chil dren ' s t 0xts .In En~lish ,the •~ ' i s st ill use d , but i s fa s t b8ing 

r epl&ced b;y ' e ' or '( cl)e ' in diction&.ri es such as the Concise Ox±' ord. 

:::> even of the t en l &ne,ue).£8 S utili s ed extension un it s .The only e:zcepti ons 
were I tali ~n,Samo&n &nd Maori .The other seven l an£uoies accounted for 
the el even extens i on ur:.i ts- f ound . In eicht of th e exte.:1s i on uni ts, the 

unit is adde~ to a l etter of the T.C.~., as an accent to alt er pronun­
ci ation ,to de s ignbte c f i s c arded letter or phoneme ,or to emphasize a 

s pecific voN el,:>r v o~el form.In the otter three extens ion units , ~hich 
i nclute the t~o exa~pl ec above,thc ext2nsion shape si~nifi ~s a new 
gr aphoneme , &n d a n e.-.11 letter shape . 

French (i, i,1,S,~,1,~,l,~ ~nd di ~eresis) with nine letter alterations, 
(....._ "' ~ "" .,,... .,.._ ) . t h . th t . and Esperai---ito . c, g , r1, J , s, u •,v i six , are e v-rn l ongu eges in t he cross -

s ec t ion c hos en which pr~cipelly use letters with an attached ext ension 
un.it . 'l'hey ar e more simply known &s extension let ters .Ge:.::man h as :four 
letter o.lter&tions (a,o,u,and/3),Norwegian three,a.nc English , S~anish and 
!1/,alaysian one e ach. 

1Qf the eleven extension un.its,three are optional in specific languages. 
-The ' ee ' is optional in Znglish .'I'he diaeresis is optional i n Engli sh and 

French.The •~• is optional in Ge r man.Thes e extension uni ts occur in some 
texts and not in others. 

The circumflex (circonflex ) is by far the most commonly us ed extension 
unit.It is found in ten extension letters .The uml &ut/diaeresi s is found 

in t hree extension lett er s , and in a range of vmvel combina tions .Seven of 
the extension units are peculiar to a particular letter. 
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Consistency c:.nd Chc:nge i n Romanis-2(: Trad:i. ticmc.l Orthographic ,\lphabets 

Notes to Di&gr~~ Jlcvcn 

In lo :::ikin~ at t:: c sxtensi on units,1.'e find,,rn might h ave been expected, 

extension vowels predominste over extension consonants.All five vowels 
he.Ve extension :forms,with ' a ' bnd ' e ' h&vin0 four sepurate for::is a:;iece. 

EsperLnto provi~es most o~ the extension consonant s (~,~,i,~,§).The only 

other ex t ens ion consonc..nt s v.:hich ore in re gul or orthosraphic use are the 
•~t in French and the 'fi' in Spanish. 

-;Jhen. v,e consider the numbe.1' of ope::."Ltions needed to decode any extension 
lett.er)sever&l interesting points emerge.In Frcnch,the extension forms o:f 

the letter 'et cause di:f~iculty to second lan6uu,;e 1earners.T~is may be 
because three options are ov&il a ble,and fine discrimi~ations are 

require d to make &n eppropri~te selection. There may also be di-fficu1 ty 

bec~us e the ext ens ion forms require five or six operGtions to be decod ed. 
Pattern recocni tion at thi s 1 evel implies a formal operati'.:rnul level 
of development on the part of the learner.Six tmit memory spans may be 
necess ary for a child to cope with concrete operati ons,but symbolic 

cognition is vas tly different to recE.tlling number patterns in a ·,;rs::. 
From 8Cc.c cmic hcc.rsay - I have not lL.'1Covered any source litera ture to 

date on this p~int -
more difficulty wi th 

letter.If we include 

F h h · 1 ' . 1 · . th . rr " ' . r en::: ,_ c 1._ cren ,1.n . ec:rning . eir -•V•"•,experience 
the forms of the l et t er 'e',than ~i th &ny other 
the extension forms of ' e ' (br&nc~ing down~ards from 

' e ')in Dia6rar!l Se'!en;at Level s Five un·': Six,it see!'!ls reGsonc:ble to assurr.e 

th&t 1 ett ers of such perceptuc::.l complexity, a.v:d invol vin& veY:-y fine dis ­
criminations ( e.£. between •t• and '~'), will prese~t the most difviculties. 

• I II I • G . . ... . Further t o the c:,bove point, the letter u in erman, requi::-inz J 1.Ye 
operations to b e deciphered,has a stronc possibility of bein6 t~e 

problem letter for lesrr.ers of that lar1£u8ge,as has t he letter 'n' 1n 
Spanish.I person.ally found 'u' the most difficult letter to &ssimilate in 

·Gcrman,in le~rnin 6 the ulphbbet·&t an e &rly age. In fact,the debate sbout 

appropric..tte &ges .or . stoges of development for 1 ec.1rnin 6 lar..gua.;e symbo1-

ically ( in re&dinc, v:ri tin.; anC:. spelling ), becomes les s relevant, if thos e 

who work with young people,are themselves able to discriminate which 
level in the discriminc.tion hierur~h,i' any child has reached,and thus 

identify potential problem areas,or letters. 
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Consistc:1.c:y snd Ch;.,.n.:;.:e in Ro1~ani sed Tre.di tion&l Orthocraphic ·Alphabets 

_. &11.n.£_::..:;::1,.::;lish as t:1e b&se lG:-lgu&ge,c:r:.d i~cludinc; the obsoles c ent '&e', 

the t en J. &n6 uc:.gc s v,' ere c o~par ed ~ in dia,:;:r.:;rn form, to see if any )8. tterns 

or generalities were appsrcnt in their T. Q~A 's . 

Eleven letters out of the tv✓ enty-se>v en bc.sc letters were usec ns "\,:)rro•,\·ed 

letters,in lun.::;uu,:;cs other th::..n ::..::nc;lish.Thcse were ( re,c , :f ,h,k, q,r ,w, x 1 

~ and z).Tb c let ter 'w' w~s used as a borrowing in four European languaces. 
'l'he lett er 'k' v,us used as c.:i. borrm..,·ed letter in three lancuages. All other 

borrowed letters occurred in only one or bv0 lan6 uGges • . 
Fifteen letters ( ae)b ,c,d,f, g ,j,l,q_, s,v , w,x,y and z) did not form part of 

~:J=Jhe _T.0.ho of one or more l.b.n[;uaces in the cross-section of languages 

chosen.Eight letters (~,c,f,q,w,x,y, and z) were used as a borrowing i n 

at least one languGge,and did not form part of the T.O.k. in one or more 

other laniuaGes.Two letters _ (b,r) were used as a borrowing in one language 

each,bu t were incl ude d in the other nine T.O.~'s. 

Disregarding the o bsol es cent 'E.ie ', t}--ie 1 et t ers ( c; , x, ar:c y ) were nos t 
fr c ( uently not found in the ten T.O.k's.The l etters (b ca · a z) · , , i g, J , v , w an 
were less frequently missin£. 

Conclusions from thi s set of data appear on Pa£e Z1. 



-
l) I A G-RA-IV\ 13 - IABL.t OF LE.TTER.s. CoMl'V",ON To Ti-tr TEN 

--- -
I 

' (f<.oM. ANI 5~' Sc.RtPT} CRos- s -SEC.noN I.J\;N G CU\ G-~S 

l£.TTI::R_, ~ Cot-Alv\.C)N ,0 .' [NUMBER. OF LANG-u AG-£ S IN SAMP~ 
---- ---- - - - - -- ---

10 )K q * B' * 7 M (o ~ 5 ·* <. 5' 7'I' 

a 3 h 3 b 5 j 2., C 2 q 5 w z, 
_ ___J 

I ~ 

e 4 I 3 d 5 
i k 3 'i 4· X 4-
! 

I J 3 r 2 f 3 z. 3 ce 3 
-- - -----

m 2 s l 9 '3 

V\ 4- V 4 

0 2 
I 

p 5 
1 

----

+ 4 
I 

u 4 

9 4 5 z 3 1' 3 

¥ N<> - OF OPE R.r-.Ti°"J.!' ,o .DE:CoDE t.E:11€:R 

--- -- - - - - -- ---



Aspe ct s of Languo5c 

Consistency and Change in Romanised Tr&dit:ional Orthographic Alphabets 

Notes to Dia6r a!n Thirteen 

The t v,enty-seven letters were grouped , in this diagr 1:..m, into letter-sets 
com.."Ilon to a speci f ic nu:nber of l an,cuages out of the ten lan6uages in 

the cro ss-section. 

Nine letters, inclt ding al1 five regular vowels,wer e f ound in all ten 

languages. No co:1sonants blonds were able to be formed from tI"". C :four· 
consonants i ffIOl Yc d ( m) n, p ~nd t ) e 

Four letters .were f'ou..T'l.d 1n nine o 1t of th e t en lancu.c.1ce s.Theso were t...,e 

twq l ett2rs (l, r ) ·which are most fre ·;uentJ._y used in consonant blcnd;:-;,in 
I • • the seven European lc::n,:;uage s in the cross-sGcti on chosen,the letter ' s ' 

which occurs as the initial consono.nt in & wide r&nge of bl ends in t he 
I 

s&me seven l &I1£UL6 es , and t he letter ' h ' , ·v1hich occurs in a number of 
digraphs ,and bl ends. 

With the above thirteen l e tters which are found in nine or t en of th e 
ten l an6 u&ges ,eight consonbnt blends and three digrcphs c an be form c de 

•rhis implies cons istcnc_y on the part of the T. o.;,.., in that moving f rom 

1eorninc one l angua.se using a Ro:-:1&nised T. o • .,~. to &nother, will involve 
·,3. lmver/more gross l evel of perceptual discrimination than if one ha d 
to learn a language bas ed on the Cyrillic script or ideograms. 

five letters,incluc in6 ' b ' &nd ' d ', occurred in eight out of thc ten 

languEJges.These could be used to form a further seven conson.ant blends 
Md two digr&phs. 
I 

io su..rru:r.&rise ,33% of the letters occurred in all ten languages in the 

f
'ross-section,48% occurred in nine or ten lan6uages, ~nd 67~ occurred in 
ight or more l an~uages. Fifteen common conBonant blends and five digraphs 
approximately 5076 of all those found in the European languages )coul d be 

f ormed from the 18 l etters common to eight or more of the ten languages . 

I 
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fspe cts of L~ngu ace 

Cons ist en8,Y and Cl1ctn[;e in Ro:nanised Trac i tionel Orthogro.phic Alphabets 

Notes to Diagr .srn Four teen 

'l'his di L[_T&m is int ended 33 a s tirnmc.ry of the t otals of 1 et ters in the 

ind i v i du.sl T.0. /i's.the bor ro·.dngs,ths obsole scent letters ,the extension 
l e tt er s 8nd t wo combined t ot alsa 

&•ooth eL~s bnd Co nclus ions 
~ . 

Co.91i t inn of aJ.1 27 lo·,.ie r -c ::. ;:,e lett er-shapes in t he Romanised Enclish 
'l ' .,O .,h. ( iT,~ludin0 'ce ') t rE.i.nsfcrs to the same l etters, as they occur , in 
othe r 1 t,n,.::,u~ges b c.ssc:3 on Hom Gni sed scr ipt, bec E,us e of internal cons is tenc;y o 

Perc epti on of 2 part i cul l::..r l e tter in &n unfarnili .sr language using a 

Roman i sed T. o. ;i. . i s i nfluence d by one ' s re-co6ni ti ) 11 of the individual 
letter- s ln,pe or pc:t t crn from prev iously forme d neural pathways, and 

prior me:nory. 

Cogni ti0r of inc. i vi du sl lowe r-cD.se l et t ers in the RomEmised En.sl ish 
T.Oo~• ( includinE ' ae ') does not nec essarily transfer to t he sa~e letters, 
as they ·occur,in oth er l aneuu6es b2s ed on different script systcms,such 
as the Cyrillic script ,bec ause there is a low de£re e of letter - · 
consist en cy. 

Consis tency of ext ens ion shapes utilised with lo~en-cas e letter-shapes 
in the t 8.n Rom[.;.ni s2d T.o. ;~ ' G was hit;h,in terms of transferability . 

Conclusi ons at thi s stage &re tent.:~tiv e , since much correl a ti onGl and 
further cross-c cc ti on0l compar e.tivc res earch is necessc.ry.From Dia,r;rams 
I~in.e to Fourteen, whi ch were included for refe r ence rather than as any 
form of proof,the i nte rnai consistency of the 27 Romanisec T.O. A. letters 
c 8 n be seen to be hich ,in t erms of cocnitive trunsfer.~vo ~yrillic-based 
languae:es were examined (Qreek and Russian ), which i nclude a number of' 
Romanis ed l etters .Little t ransfer consist ency was observable , but more 
r es e8rch needs to be carried out in this area.The extension shapes used 
with var ious letters in the Romani s ed T.O.~'s formed ext ehsion letters 
whi ch reqilired a higher hierarchic al level of' discrimination than t he 

original letterso 
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Languaie ~cquis i tion: 

We leE-rn a specific lant;uc16 e in a veriety of woys. '.'le P-Iemor 1.s e the 

alphabet,or perhaps grapherros &nd 3~aphonemes. ~e writ e out a siGht vocob­

(i1&ry.· 1e listen to tapes,or to other people Sj;eo.kinc; the lancuacc. ·,'le rc c r.:l 

the script of the langu~ge in books,macaz ines and other publications.~e 
imitate the writt en and spoken lan~u&ge patterns of 0thcrs ,we re~a aloud 

to discover t he flo·.v or the feel of the lanr,l·: ace .·:;e spel2 the lc1TI.f.Uc.:E,c , 

-nd consult dictionr ries. ~e compose our own thoU[hts and fecJin5s in the 

iancu&ge.~t some c ertain point or st c1 Ge,we Lre c1ssum ea to be c omp etent at 

one or mor e of the ~od es of readinc,writinG,listening,spellin£ ana 
' . speor<:1.ng. 

ibere &re different levels of competence in the knowledge and usage of o 

particul.s.r l&nQ.1a2,;e.Function.al literocy involves the basic skills of 

reading and writing.Oracy involves the adequate knowledge of the sp~ech 

patterns of a l&ngu&ge,and the ability to use them to communic ate with 

others.Some people prefer to acquire only the basics of a lanv1age -

langua6 e for everydc..Y use. - while othe rs w,mt .. to extend their knowlecge 

of,and their ability in their own language.Still others want to learn to 

use other lan£uages. It is this last crcup which is cf particular int2rcct 

tom~ . . . . -... 

Herc, in I;"e-.v Zec:l D.nd, we use the Bngl ish 1 anguage predominantly. Se have 

developed our own pronunci~tion,our own idioms,and to a lesccr extent, 

minor di&lccticsl variations,in cert&in areas,or environments. (e.g. Hie:: 

langu.:.6e v&ristion s found on the Nest Coast, in Southl&.!1d ond t he Uraw· ras) 

Our minority lcmgua[;es are principally spoken by the members of the 

ethnic groups ·,·1h.o wish to retain their languages of origin, either us a 
first or second lan6u&ge.There is little cross-pollin&ti on of cultures or 

languages.M&ori,Sc:tmoan,Dutch,Chinese and Serbo-Croati&n e.re al1 spoken in 

~IJ"ew ~ealond~wit~in f~rnilies,ex~ended fruni~ies,neighbourhoods,clubs or 
bther or6 anisat1.ons.il.t least five thous a..r10 people .speak each of these 

languages as part of their everyday life .Most of these peop1 e ( t :,.e Maori 
race excepted) are imrnigra.nts,or h&ve parents or 6randparents who are/were 

immigrants.If the families speak English together with their mother tongue 

at home, the children will have a 6re ater cha11.ce of gro-.•1 ing up bilingual. 

\there the parents principall;y speak English or their mother tongue at 

home,the chilgren will tend to grow up monolingual. 



Aspects of L&nguage 

Languace AcGuisition: 

Few Ne-.v .6Cc:lc,.1nderr~ 1.·1ho do n .') t. stem f r om one of the previously-mentione d 

(!thnic bGck6 r ounc. G mc.k e or t c:.k o th e:: chi..,.ncc to leu.rn one or more of U1eE'e 

•minority 1Dngu:::.t6es, i n. a fo rm.~.l s ens e or 1.n an ar~propr i ut2 cul tur81 S':)t ting. 

~ mode r ate proportion of you n~~ r people in this country study l&ng u ages 

wi t hin the educ o.ti o11 oy st ern - s.t ir. te r:E1 Gd i &te a1c1 secondsry schools 1 in 

universiti e s s n6 a t t 0chnic 0l insti t ut0s .A ron~c of Europecn ,Pac~fi c a nd 

Classicc:.l l cn ~u £;gec c.oTc t.rv &il ..:.. ble t o be studie d.0:;;,ly at th~ univ ers ities 

i s ' n wider-bLlsed .s t u::: :;1 of l.:.n::,u G_c:e i n. tro 1Jucec..,l"spec t s of cul t ur e .such as 

linbui s ti cs,li~crs t ure ~nd literary c r iticism,drbm&,hist ory,politics, 

phil osophy , Gnd th a evolution of l ~ncuc~e itself may come under the orbit 

of & uubject such li~ Ce rmun or J apbne de . 

However,vve le s rn these sec ond (or th i rd,fourth, or nth) lan6 u~ges c:.11 too 

oft en in vacuo - we Lre r equir ed to l eurn the basics of renf.ing,speaking 

and writin;:; a l a nguG_;e v1ithout bein0 o.ble to ex perience at first hand the 

languag e as a medium for the communication of ano the r wEy of life . 

I a m not implying t ha t we should export lan£uEge students,nor that our 

m&stery of l2.n6u a.bc s other thE..n our ovm ::.s i nferior in the basic l one:uage 

skills. 

I would li~e to de s cribe wh:::.. t I see 8S severL.l levels of maste ry of a 

l&nguage ot her than one ' s o·,m . (i.e. a langu:::ige different to the principal 

lang uage used by p eople i n the cult~re wi th i n which you were rais ed .) 

Let us consicer the exrnnple s of John, ';;0r-ry and David.Ec1c h men is a !few 

Zee.lander born and bred.All h e.Ve on e grandpe.r?.nt who is of English 

extrc:..ction. 1·,11 thr ee sets of parent s were born &.nc: rais e d in 1Je·11 Zeal and . 

Eac h of the three c om.~leted .; BG.chcl or of ;lrts de 6 r ee at b I~ew Zealar1d 

univer&ity between 1 969 and 1971 .Esch mu jored in German , with French and 

.English beinc their othe r subjects in common.All received above average 

tarks throu [.hout their universi ty ( and secondary school ) c&reers .All 

tr&velle~ overseas e5rly in 1 972. All spent at l eas t six months ( to early 

1973) in ·;;est Germ&n~,. All thr e e. 1 i ved in major cities. 

Individuc.lly, in terms of t heir mastery of the German language, they are 

quite different.Th~· . .; ~:.atement is bcsed on a record of conversations vii th 

close mutual f r iends of Jo hn,Terry &nd David.These friends are German 

born end bred, with univers i t,y educ ati ons and a wide backt_;round in languages. 



~spect s of L8~gu age 

~&nGuage ~c quis ition : 

rerry r e&ds German 2s well c:..:s he speaks i t .He wri te s it l ess well.In 

,·, e st Ge r mc:..ny ~ he wcs c o.'.ltinuull,y compl imented on his kno·✓1J. ecge of t r.e 

Jerm&n l &n £uage. He v-H~s oft e n ( at l e&s t five t i me c a v;eek ) mist aken fo r 

8.n Arneric &.n, ]anadi on or &....'1 En61 i s hm an. On c e the locals got to know him, 

t hey s lowe d down t heir sp~e ch wten convers i ng with him , or even in h i s 

presence. He st8tec th 1:;; t tr:e ,y tended t o spec;;k very cl early , -.vithou t mu,: h 

notice8bl e \1s0 of i cioms .~L'erry h as rcsch ,:, C: the h e. s ic l evel of master·.r 

of anot h er }c,rl[_"u&.r:e. H_c is abl e to c ommu:;.i c c.te wi th ot he r s, at- their 

e.·pr.nse . Thc_y rruct li :::;ter.. Lnd ~pesk mor e pre cisel _Y. ttan normal 2 a::ia choos e 

t he i r wor ds r,1ith mor e c&re t han u.sucil .. He is un abl e to follow their id iom, 

an d c annot extract much mean in.s f rom convers 8tions at normal to rapid 

§_Qe.::::k i n ,c; speed. He spe&ks w.i th b ' b&ckr;round En;.;l i s h-type accent. ' 

Dav i d speoks , re&d s and writes f ormal German well. He re ads German n earl,Y 

as f as t as he reads Ene:li s h.He ha s an extensive voc abul ary of Gerrr.a ::i 

wor ds, ::::p pl;y im.6 to a num:::>er of spe ci &li s t skills, such as che ss,car 

&int enanc e and paintir.~ .. Dav id ,in his time in Ger ::r:any , w.ss usually: mis -,. 
t:::.ke n f or a Dutch , Swi ss or i,ustrian person.He us es Ge rmari c orrectl ;y,·✓,ith 

some us e ·of ic iom. The l ocal s in t h e a.rec v: h e r c h e liv ed did not sl o\'1 

d_own their s pee ch, bu t d i d s peak mo re c) eorly ·,:hen conversing wit h Dav id. 

They spok e i n t heir usu~l ' p at t er ' or p a t ois in h i s p r esence , when n ot 

enga£ ed i n con-Vers&tion with him.Dsvid h c::.s re s ch e d th e s econd ary l eve l _ 

of mos-te r y of .:m other l c.:JFUL[e .He · is able t o c om::mn ic a te ·N i th o t hers_ 

rl~os t a s & l an~u &ge ecu al. Th ey,on t he othe r han d , st ill me~9 allowan~e s 

r his d i fferen t e t hni c b a ck ~r ound b -mak i n~ t he ef f ort to r onounc e 

-, ores _and i cioms more cl e t:;rly thoo n or mel .Davi d i s un&hl e to extrac t 
mecning fro m c onver s&.t i,:m s h el d c t r ap i d s peEking s p-ee d.He .spe a lcs 

a ccent. 

J ollI?, spe ak s , t eE.d s and wr ites German . well. He re ads German well , bu t not 
. . . ' , 

·as well as David~}Ie b a_s a wid e v ocabu.lary of' German words, including a 

r ange of loc al idioms learnt fro~ the loc 3ls.in t h e aree whe re he lived. 

John wa s able to sp eak Ge rman fast,and accurately enou gh that he was 

accepted - not as a forei gner who spoke German well,but as a temporary 

r es ident, a t le ast.The locals spoke to h im a t normal speed af ter t heir 

fir s t few. encounters with hi m. They r e gul a rly used the loc al pat ois wh en 

s p e aking to John,&nd a cc epted his usinc the s a me expressions.John has 

r e' ched t h e advanc ed l evel of r.:Ds t ery of anot!-le r l z.n ;u e:ce .He commu..r1 i ca t ,2 s 

wi th other.,; .s;;.3 a l r·Qs.;u .::;ge equc:l. Th ey m&ke no c 0nc ess i J ns fo r him in thei r 

.ap_r~ e ch,They,use ~ ful l r2nge of idiom c~c spe&kin ~ s~eeds a per normal. 

-~o hn uncerB t .... nd s most of wh.::,;t i s sa i d to him, 0r i r. h . s rr-:;sence. H') s pe aks 

German vr ith n German accen t . He may use l ocal pronu nc iati on v ariations . 



Aspects of L&ngu&g e 

Lan6u&0e ,\. c t~uis i t ion 

'I h er e i s E.. l ev el of rn c,S t e ry b e:.r 0nd the 1 evel J ohn r ea ched in the pr evi ous 
1
cxwr.pl e. Rathc r ·Lhcin i lJu~t r&tc t:--d .s l eveJ. by rne2ns of a pers on.al exa 'n;J "J e , 
I woul d prefer t o provi de a purtiul s et of criteri a f or de t ermining 
whethe r ~ person h [.;.S m~ved beyon d t he 8dv ance d l ev el of mastery of a 
sec ond lani u&ce. Thece cri t eria h~v e be en culled f ro ~ bi-, tri- and mul t i-

• .P f . h. • n . . 1 d .:i l in0 1..1 c.ls , i n & r .... n 6 e o , pro e s ::; i ons , .ere in 1,ew ~ ecL &n nn u ov er s ea s,, &:1 cl 

rep r esent com~on f ec e t s of t h e ir expe ri enc e. It i s acknowl e dced that t ~e 
4et i s by no means c or.ip l e te ,nor i s it s ci eniific al l y sel c c t ed, bu t i t may 

t pen up an a reL of s oc i ol i n~ui stics whi ch hbs rec e iv ed lit tle a t t ent ion 

1
o dc1te . 

1t t r ue bi-,tri-,or multi - lingu bl will,throu~h hi s / he r knowl edge of,and 
biii t ,y to use a lc.:.nf u c.1.;e othe r t h'-'n his/her own , be c 2pabl e o-f f u1. f ilJ i ng 

, 10s t or all o f t he fo1lowinc ~_e :tJ of cri t er i&i 

~e/s he is capbble of ••• 
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(a) Playin6 s yntactic olly,semantically or £rarrrrr e.tic al 1 y with the l &Y1r uage 
(b) TellinG j okes in t h e lan£u&6 e ,in an appropriate style ~o r the cul ture 
( c ) Punni~ i n the 1 an.::,;uE1t:;e 

(d) La s in£ his/her t emper in t~e lani u a6e 
. 

(e) Us in6 expletives &nd oaths i n the lan£uage 
(f) L-reaminc i n the lt..n6usge ( and in an appropriat e settint ) 

(G) Discussing,argu1ng ,debating,criticisin6 ,encour&gi ~£ ,fibbing an~ 
' s tirrin6 ' in the l cnguo6e 

(h) Hone s tly portr~yini fe elines ,ctDd c£pturin6 t he feelin 6s of others 
in the le.I1£UG6e 

(i) Thinking i n the flow,in the patterns of the language 
·(j) Comprehending the l &n6u&ge es it is use d in t he ebove ways 
{k) Comprehendi ng and apprecicting the language as it is -expresse~ 

throu6h literature,the mass media anc the performing arts . 

(k) 'i/riting the language naturally,and translating it sensitively and 
in a .manner appropriate to the culture into which the language is 
being translated 

(1) Comprehendin6. a r ange of dialectical forms of the language 



Aspects of LaneuuLe 

In. looking a t t hes(::> different lev o1s of maotery of a lenguage other th an 
ona ' s oi:,., t he emp h Lti io hss been on pointers rather thc:.n process. One 
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salient 0s pect of t he pro ces s involvin~ maturbtion in a lan£uace other 
than one 's own is & concept I have t ermed the 'spillover ef¥ect ' .Rrief1 yt 

when a person ~~1ts to m&ster a second,thirt or nth lLnGuage,and mbkes a 
dec isi on tJ thi~ cf fe ct,thc sp ill over effect begins to appe~r.The pers on 
,vill t rc.r: c f c: T' c:. cc, 1:nul. 2; t ed lin[ uisti c-cocnitive uncerstsr:d ings (eeg. stron..£; 
verb f o r ·1w in Li s / :.:.2r O\m l r,n0ut..6e w il 1 probE.bly be conjugated in s imi 1 2r 

fashion i~ the l~n&uaGe being le&rnt) to the n ew lancuage .At the same tim~ 
the perscn,in order to move toward~ mastery of that language,must relin­
quish t he internulised patterns of re ~ding,writing,speaking,spelling and 

listeninc he/she has built up,throu£h habi~uation to a former language . 

As the person forms percepts and builds coc:n i ti ve avrnreness o:f the new 

l8.nguc1ge, spillover from t h e originLll langua6e wil l tena to gradually 

decrease ,as the de-habitubtion process has its ef:fect.During one or more 
stages of learning the n ew language ,minimal spillover occurs.This is 
particul crly noti cecble in the stage wher e t he person has a rtdticed 
mbstery of the original l angubge, end at the s2.me time, is sti11 struggling 
for mcst ery at t he basic l evel in the new language being le&rnt.(It is 
importLnt for the l e.srner to be encouraged to continue building percep ts 
and co,::ni tion of the new l an~uage, ·,\'hil e disref~&rding tr. e oriaine1 
1,&rµ;uL.&; e l earnt. ) Once the pe rson h&s moved on from this stage of learning, 
the spillover effec t reLppasrs minimclly,and,os the basic,and lat e r levels 
o:f mast c~y are str iven for, gra~uolly tends toward a form of homeostatic 
spillover .In other words, when a l e~~ner achieves basic mastery of & new 
langusgo , only then i s he / she able to tr~nsfer linguistic-c~~nitive 
unders t.:...nd ings b 2.c.k to the originc.1 l&nr;u.sge.The ori[:inal languace may 

then be reestablished at,or near the original level of mestery,This will 
·· tend to occur r ap icly, since the original neur Gl pat terns still exist 
within the (conc ep tu&l) nervous sy s t em ,c.nd require on1y a certain degree 
of stimulus to r ecoieroAt the Sbme time,there will be minimal loss o:f t he 
new langu8ge .Spillover betw-e en the t wo 1 anguage s will tend to equalise. 

The cons i deration of such a• pec ts of l anguage acquisition in the light 

of curre::1.t theori es of cerebrsl dominance,memory and biofeedback is worth 
further prolonged investigc:.tion.So much of our inner world is still un­

known and incomprehensible to us. 
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In 1969, as a first-year student of psychology, I delved, by 

chance, into the life and works of Abraham HaroJ.d Maslow. He 

brought a sense of meaning to my whole year's study. To find a 

psychologist who wrote of healthy and super-healthy human beings 

was for me a stroke of luck, since it coincided so closely with my 

own Weltanschauung. Maslow was a person who threw his net wide, 

rather than looking inward. He contributed to many diverse fields 

of study, such as human relations, cognitive development, music 

education, creative thinking, psychoanalysis, juvenile delinquency, 

biology, philosophy, personnel administration, religion and social 

work. I feel the real weight of his contribution to our knowledge 

of people is yet to be recognised. 

I am indebted to him for the inspiration to write this paper. 

~..aslow's hierarchy of needs1 was the basis of his humanistic 

view of the individual in society. It is depicted here in its 

basic form. 2 

Figure 1: 

1 

- ----------- ·- - ·- . --
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DEFICIENCY 
NEEDS 



2 

Maslow arranged the above pyramidal stru.cture in levels, to 

reinforce his premise that an ind ividual ·had to fulfil all the 

basic, or deficiency needs (at least temporarily; or transitorily) 

on one level, before he/she could move upwards to the nex t level. 

(i.e. The lower needs in the pyramid were pr.epotent t o those on 

higher levels). 

I wish now to refer to the Club of Rome's First Re port on 

'The Limits To Growth'. 3 On p.19, the following diagram . appears : 

Figure 2: 
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The Report states: 'A person's time and space perspectives 

depend on his culture, his past experience, and the immediacy of 

the problems confronting him on each level. Most people must have 

successfully solved the problems in a smaller area before they 

move their concerns to a larger one.' (p.18). To me, the basic 

contention behind this graph, and what it portrays, is that more 

people are functioning most of the time clos e to the origin. That ..• · 

I 

.I 
I 

I 



is to say 1 that most pe ople dwell mos t of the time on the 'here' 

(the f amily, and/or social groups of which they are regularly a 

member), and 'now' (today , tomorrow, payday, next weekend, next 

week). 

Two questions of r el evance to this paper emerge from this 

graph. Who are these fe w people who occupy the outer limits of 

3 

the gra ph (who t h ink globally and 20 or more years into the future?). 

What likelihood is there of any points being on the origin of the 

graph, and, who are thes e people, if any? 

To answer t hese ques tions, we first need to return to Figure 

1. At the apex of the need-pyramid is the need for self-fulfilment 

or, (as Maslow termed it) self-actualisation . 4 He called people 

who had begun to fulfil themselves self-actualisers . 5 (Maslow, 

albeit with a self-con.fessed subjective list of criteria, turned 

up an interesting list of people whom he regarded as 

self-act ualise rs . Lincoln, Thoreau, Goethe, Beethoven, Einstein, 

both the Roosevelts , and John Stuart Mill were aJ.l on his list. 6 ) 

Self~actualisers tended to develop a new need pattern. They had 

met all their deficiency needs, and now moved toward the fulfilment 

of higher, or growth needs. The growth needs of such people were 

termed by Maslow metaneeds . 7 They had equal value, were in no 

hierarchical order , and could be substituted for one another. 

These higher needs are inherent in man , as are the deficiency 

needs, and include justice , goodness, beauty, order, unity, 

knowledge , and creativity. I depict here my own representation 

of Maslow's description of the potential need-framework of the 

individua1 . 8 It is an extension of Figure 1 and is intended for 

clarification. 
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Figure 3: 
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We move immediately to the consideration of a graph which 

combines and extends Figuxes 2 a...~d 3. The depiction is my own: 

Figure 4: 
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Now the first question previously raised can be explored. 

The proportionately few people who occupy the outer limits of the 

graph (those portions containing the number five) are mostly 

self-actualisers. I have assumed that self-actualisers are 

capable of thinking, and tend to think more widely,in terms of 

space and time, than those lower on the need-hierarchy. 

6 

I would like to comment on this further. In a world beset 

with the struggle to evolve sound and far-reaching global policies 

on matters such as energy, finance, transport, food production, 

conservation of resources and the like, we definitely need self­

actualisers who are able to think and act in wider terms of space 

and time. Moreover, we need more self-actualisers, as problems 

continue to compound and become increa_singly complex. We need 

more of the ilk of Henry Kissinger and Dag Hammerschoeld. Despite 

their apparent faults and failures, they had only too obviously 

both the mental equipment to formulate sound ideas and plans, and 

the energy and personality to serve others (and their ovm 

metaneeds) by personally ensuring that their ideas were put into 

practice by the politicians concerned (as far as this was humanly 

possible). 

However, a problem for the self-actualiser arises here. If 

we accept the assumption that, of all people on earth, self­

actualisers are the most capable at thinking about the future of 

the world, then I would further assume a good capacity on their 

part, for planning and acting on those thoughts. 

Let us return to the concept of growth needs. 9 Self­

actualisers need to grow. In order to grow, they must create or 

find opportunities to put their thoughts and plans into a.ction. 

Thoughts and plans, without action to follow them, frustrate 

fulfilment and growth possibilities. 
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I would posit that this is true at all levels in the need­

hierarchy. Further, it is essential for the growth-oriented 

self-actu~liser. Therefore, if self-actualisers have the 

opportunity to act, they are meeting a new need upon which all the 

growth needs are dependent. I interpret this new need as a 'need 

to serve'. 10 

So self-actualisers need to serve - an ideal, nature, a 

country, God, huma nity - in order to grow, and preserve their wide 

perspectives. I would posit further that any self-actualiser's 

metaneed is dependent for its fulfilment, upon the fulfilment of 

the 'need to serve'. To take an example, a self-actualiser may 

hold beauty as his/her prime metaneed. He/she may attempt in 

various ways to meet, or fulfil this need. However, unless the 

need for service is met at the same time, the metaneed will remain 

unfulfilled. The only other option open to a questing self­

actualiser, is to substitute another of the metaneeds. (NB: With 

regard to the metaneeds, it is also possible to perceive them as 

ideals~1 ). In summary: 

Metaneeds are similar to ideals, in that they can only 
be fulfilled through service. One must meet the 'need 
to serve', to fulfil a perceived metaneed, just as one 
must serve an ideal, to realise that ideal in onself. 
Therefore, the fulfilment of the 'need to serve' is 
prepotent to the fulfilment of one's perceived metaneed. 

We now turn to the second question. Can we assume that there 

are human beings who have a time-space perspective at the origin 

of the graph in Figure 4? If so, who are they? I previously 

posited that the self-actualiser, who is in the position of being 

able to serve his/her perceived metaneed, can range freely into 

the future (and the past), in thinking about problems involving 

nations or the globe. 
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How does t he present con cern t hem? :rr.1a. slow stated in 

'Motivation and Pe rsonalit y 112 that the characteristics of self­

actualised pers ons included the following: 

The ir appre ciation of pe ople and things is fresh rather 
t han stereotype d. 

They ident ify with mankind. 
They transcend t he environment rather than just coping 

with it. 
They have an air of deta chment, and a need for privacy. 

Eric Berne's concept of the autonomous individua113 gives 

support to these characteristics. (See Figure 5 below). 

Figure 5: 

MASLOW 

.5ELF -ACTUAL/SER 

l 
~NSCENDINq-

FRESHNESS OF 
APPREC IATION 

IDENTIF ICATION 
WITH MANKIND 

(DETACHMENT) 

BERNE 

AUTONOMOUS 'PERSON 

1 
AWARENESS 

SPONTANEITY 

INTIMACY 

( .USE OF AUTONOMOUS 
ADULT) 

TAS S"/77 

We can ·accept that t he self-actualiser who can range far in 

time and wide in space in his/her thoughts and plans, is also 

capable at other times, of being aware, spontaneous _and intimate. 

I would posit, that in working or acting on his/her thoughts and 

plans, the self-actualiser, at the same t ime, has the capacity to 

be oblivious to everything , but the problem or person(s) at hand. 

The self-actualiser who can transcend the environment, through 

being oblivious of the pa ssage of time, the immediate surroundings, 

and his/her basic needs, will be able to bring full here and now ••• 
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awareness to the problem or person (s) at hand, It is likely that 

the observable detachment of the self-actualiser comes from his/her 

ranging far and wide, in time and space, in his/her thoughts. The 

need for privacy·, on the other hand, arises because of the 

capability of the self-actualiser to be here and now for other 

people in meet:i.ng the ir needs, and his/her own 'need to serve' • A 

person who spends much of his/her time in t he here and now with 

othe rs has at least an equal need to be alone, and to be left alone. 

In summary: (cf . Figure 4) 

Self-actualisers can be at the origin. They tend to operate 

at need level 5. In thinking, they may be at the origin, and level 

5 at the same t:i.me. In acting, they will tend to be at the origin, 

and l evel 5 - 6 at the same time. 

People on need-levels 1-4 may have moments on level 5, and/or 

at the origin. 

Those self-actua lisers who do not meet their 'need to serve' 

and their metane ed, may have short periods at the origin and on 

level 5 at the same time. Those self-actualisers who are presently 

meeting their 'need to serve' and their metaneed, are the only 

people who meet their growth needs,by being on level 6, and 

simultaneously at the origin. 
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BEYOND r.IASLOW AND THE LIJ.:ITS TO GR01,'/TH 

PART II 

Maslo\·1 ' s concepts of the peak- experience : 

methods, experiment s and applications . 



In. 'Motivation bnd Pe.rsonGl i ti' (1 95,1 ), ~!.1:is l ow formul atec. his 

initibl li s t of char&cteriEtics of self-~ctu&lised pers ons,based 
on studie8 of frien~s,acqLl~int&nces and his tor i cal fi cures .The 
list is reprcduced here ,as an introduction to some of the factors 

i nvolved i n Maslo~ ' G se con~ basic c ~ncept,that of the peak­
experienc e (P .Bg i n ubbreviated form). 

Figur e. 6: 

They ar e r ealistic&lly oriented . 

They ~c cept th emselves,other people and the natural world,for 
what t hey are. 
They have & 6reat deal of spont&.nei ty. 

They are proble m-centred rather than self-centred. 
They hav e ~n air of detachment b.nd a need for privacy. 

They &re autonomous &nd indape n~ent. 
Their appreci&tio:;-i of peJ ple and thin.gs is fres h rather tr.5!1 

stereot,yped . 
1fost of t r.em hcive hE.d profound mystical or spiritual eYperience8 

alth ou~h not necessarily relicious in chbracter. 
They identify with mankind. 
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1he.ir intimate relationshi ps with a few specially love~ people tend 

to be profound anc deepl;y emotional rather than superficial. 
Their. values &nc uttitudes are dernocr&tic. 
'I'hei do not confuse means with ends. 
Their sense of humour is philosophical rather than hostile. 
'I1hey have a greut fund of cre&tiveness. 
They r es ist conformity to the culture. 

Th ey tr &.ns cend the environment rather than just c:opinr, with it. 

'.l'he underlined ch c.re.cteristics are those which may best bridge 
the gaps between Maslow 's hierarchy of needs on the one hand,end 
his view of the peak-experience on the other.This will be 
examined more clos ely in the latter part of this paper,w~ich 
gives reports of three types of P.E. situati~ns. 
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As f'ar as Mc.slow wc.s conc..-Jrne d, P.:i:. ' s were his l&bels for those 

person8.l cx_;;)eri ence:.:= v.- h:l. c!1 -_.1ere profoundly mystic al, he;p py , bliss­

ful, spiri tu s l or v,' :,nderft1l. Ee considereu th s t D person v;ho had a 

P.~o,und er~2nt so~~ ( mo~ ~ntnry ) form of actualisation of self . He 

further po.:.tulat e ,- t!1ct self-actuaJ.iscrs underwent more ·P .. E ' s 

t hfu"1 ot:..e r pe o;' l e bccc:.usc they actual .Lc.ed more often, ar.d more 

regu1Drly·14.Be.forc his deL/ch,M&slow,in his l&st major work, ' The 

Farther Reaches oi' HumE..n !h.t ure 15 trecc:~p;-:- ed on P.E ' s . He considered 

that P .E' s only occ 1Jrred .s;; ont[meously, &.s an effect of' actualis in.,g 

behaviour,or higher (me t s- ) coenition , bnd could not be naturallv 

induced. 

·,ii thin my e::-:perienc e , a.· P. E . is a deeply self-fulfil ling,moment ary 

experience of peroonol mebning.It C8n provide flaches of 

inspirati an,or cl~ e c to t he ancwers to the basic imponderables : 

·iiho am I? .",by arr. I here? (i.e. ·,V'c c.1t is my purpose here on earth? ). 

· Peak experiences h&ppen to everybocy,but may not n e cessarily be 

perceived &s such.The mot he r seeini her new-born child f or the 

first t ime,the t e~m- member ~ho scores in the last minute t o win 

the geme,the chil d who re ce ives G.n unexpected present,the 

cl imbe~ stbndinL on a new ' top ' - &11 these people are likely to 

h&ve u ndergone a P.E.,albeit for a few seconc.s onl y , and of'ten 

without an;r co~n.iti on. or re-co2:nition o'n t heir pert . 

'Two questions which arise in rel ntion to the experience of' P. E ' s 
are : 

(1) . Ca."1 P.E. ' s b e naturZilly induced, and i f" so , by what means ? 

( 2 ) ~h&t factors,in a situ&tion where a P . E. oc c urs , are neces s ary 

and/ or sufficient co~ditions for inducing P . E ' s ? 
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To l:in:::.\.','er tr-.e sG questi ::rns , I l cok~d for sources dealing with 

exp eriences of~ profound nature , which ~p~eared similar to P.E's. 
In p~:.0 ticul &:.r, I loo k2cJ. for clues l e.z:dinc to the rncthoc.s in~1olved, 
and c r:ner h1 i ti c s in ths conditi ons 11hereby these rnecnir~gf'u1 

• ' J 1 expcr10nc e c ~oo: p ~ce . 

The f o1lowinc condit ions or f actors ,plus the exarrples riven , 
beg0n to e~erce as a p~ttern : 

From othe r s,from self,from one 's irnmediote environment. 
e .i. th e de tachment of t he rese ~r6 her ,or of t he deep- thin~ing 
person, or of the pe rson follm·; ing his/her ' grE.nde pas s ion

10 
• 

(2) !~cceptLnc ~ 

Of other peopl e,of self,of na ture,of self as a part ~f nature. 
c~£ . th e ac ceptsnce of ecological or environmental 
resp ons ibility exrrcssed t hrough such poths as vege tari anism, 
v eg ani sm,c onserv~ti on,recyclin£,simplicity,livinc at nature 's _. 
pac e,living wi t hin one's me ans,and keeping life in balGnce. 

(3) ~hil dlikenass 

... 

In seeing o~esGlf,in seeing others,in seeing the world . 
e.g. t he experienc ing of 1 ife as alv,ays fresh, new, exciting, as 
a chil d \·:ould, whose sense receptors have not yet he[;Un to 
chaP~~el,block or filter sense impressions.Also,the unblocking 
of the sensory channels through meait ation,prayer,Hatha Yoga 
and other relaxation techniques,exercise,and the return to 
nature. 

(4) Silence 

1-. lack of verbal communication, the allowing of natural sounds 
to pr ec1o:ninate. 
e . c . the s ilenc e of a Quaker meeting~or worship ,the silence 
at dusk in the mountains,or in the bush,the silence of two or 
more peo~le who are comfort able being silent in each other 's 
company~ 

( 5) Transcendence 

Jf self, of one's -bss ic neeas,of .life's demands and pressures, 

of one' s immediate environment (momentary or short-term). 
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e.e,. in r cl i ,; iou ;:.1 t crrninol ow , s uch e xpr essions as 'fillec. wit~ 

Christ', ' co~munion wi t h God ' a~d 'rcle asin£ t hat of Go d in man', 
i n the alpha deep re:-s t s t at0 (physiol ow and Transcend ental 

Medit&t iJn ),be i n6 ~tone ~ i tt n&ture , rne r g inc ~ith its r egul Lrly 
r ecurri~ pot t ern:3 hc..rrnoni ousl .Y ( t he back-to-nature rnovemc::t), 

hi 6her c onc ciousness , h i che r v:.vsrene s s of being . 

In surnm2.ry , pr econcit ions f or i nduci n6 P.E' s rni t::h t seem to inclu c'l2 

the abil i t,y to be. de ts.ch e d , sel f-acc ep tb'.l C e, ·:rnll-devel oped ser..s ory 
awareness , rcl&tiv c s ilence i n one' s i • mediate environment ,and t t e 
ability to'switch off ' and 'tune in'. 

It prove d much more difficult to find means by which P.S's,or 
similar profound experience s could be i ncuced.'Ihe similarities 

betwe e n tte types of ~xperi ence,as they occurred and ~ere 
cescribed, were about as uniform as the previous l~st of 
conditi ons.In other words,the source literature set the stage,ana 

, I I 

tended to jump to the climax or tohe Punkt of the enactment,rathe r 

than follow throu6h scenes snd acts. 

For example,all the following concepts sh&re something in common 
with Maslow's P.E.: Maharishi Mahesh Yo£i's seven levels of 
consciousness in Transcend ental Meditation17 ,Gurdjieff's ten 
sta6es of the development of awareness in m&n18 , Colin -;/ilson 's 

I , I , 19 . 
St lieot mar gin _and reservoir of enerw , the drug-induced 

experiences of' ,:":.ldous Huxley 2°, ~arlos ~astanedn21 , ar1d Hermann 
Hesse 22 , 'the still,small voicG of C-Jd' found in Quaker theology 23 , 

the at tain:::1ent of hi6her consci ousness Orirv ana) through the 
practice of Hatha (and other) Yogas,a~d the field of eiaetic 

imagery in adults. 

Only a few snippets de aline with methods of inducing P.E's came 

to light. Lll concerned the preparation of self for these experiences 
over a time period of at leas t weeks, &nd at most, a 1 ifetime. 

The next stage of exploration was experimental. My suppositions 
were that: 

(1) It WciS possible to induce P.E's in myself, as a subject. 
(2) It was possible for me to induce P.E's in selected individu als. 
(3) It was po s sible for me to i:m.duce P.E's in individuals in a 

group situation. 
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I accept i n adv&nce,that at thnt time,rny methodology was based more 
upon trial and error than upon previously establishe~ scientific 
bases.My reesons for this course of action are centred around the 
lack of s ource mat erial de aling with the methodology for such 
research. 

The follo~ing descriptions of the three phases of the experimental 
work are intended to be anecdotal,yet precise,in terms of the 
observations recorded.The descriptions are summaries of diary notes 
for three separate teachin6/learning experiences. 

Initially,I taught myself (Phase One) to induce experiences akin to 
P.E's.In the second phase,I simplified my initial approach to its 
bare essentials,and taught it to three separate children in the 
Form One class I was teaching at the time.In Phase Three,I attempted 
to induce P.E's in individu&ls in a group situation,(including the 
three children from Phase Two). 

Descriptions of the three methods,and of the conditions present at 
the time follow,together with a summary of what took place. 

PH.t'~SE ONZ 

Method A 

Time period: Marc~ 1973 to June 1973 (3 months,including two weeks 
initial baseline,four weeks experirnent,three weeks 
return to baseline - including May holidays - and 

Place: 

Equipment: 

a further four weeks experiment). 
40 floodlands Road,Timaru,in the lounge of a front 
flat. 
One straight back chair,one timer. 

Routine: Up to twenty minutes twice daily,using biorhythmic 
times (before breakfast and before the evening meal) 
rather than fixed hours. 

Interruptions: The experiment was discontinued in these cases. 



Proces s : Sittinc wit~ hands on knees,feet flet ,back straicht , 
he&d erect,the foll owi~g a:tivities were performed in 

sequ1?nce. There ·:,ere no f i:..: ed time 1 imi ts f or s ny of the 
five Gctivities,except the taenty minute tot al time 

constrcint. 

( 1 ) 3asic H. ... ths. Yo es breo.thi:1e o..rid rel8.x&tion exc·rcis es. 
( 2 ) L1inc-c 1 e:...ring, &nc centerini::;- d.o·.vn-int o-s elf e:-:erci ses 

(from ~u&ker met~ods of meditation). 
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(3) Focus-relbx exe rcise utilisec in Tr~nsce:1~ent al Mc~it~tion. 

( 4. ) Perceptu&l focu ss ing (v isuc.:..l,tc:.ctile) on c:n object wit1: 

eies open (&) Ball -point ~en (b ) Orange 

(5) Use of eidetic imczery to foc us on object with eyes 

closed,for as lon6 as necess.::.ry - until the timer 

sounded,or u.~til some effect ('experience') occurred. 

Resul t s from Method A 

(;.n.ecdotc.l summc;ry only ) I found thc.1t if I coul.d sust.::.i:1 t:;e o'!'-j ec t 
ima~e e i~etic.::.lly wi th ey es close d,that , wh&t :an only be desc~ibe~ 

as a ''.:love of enerQJ ' p&s::ed throuc;h me, bCcomp onied by 2. rel ax­
ation of the focus s in6 by involunt.s.ry menns. T:--,is occurr-ec beb-:een 

fifty and sixty percent of the time,or more simply,&t least once 
a day in the exp e rimental ph~ses , &nt very occasionslly,twice.I 

found t hese experience~ renewing f,nc refrcshinr, 2r..c. I was ahl c 
to work l cte into the ni ght with no feelicc o~ fati cue ,hut other 
factors mcy have contributed to this.The pesk-ef~ects varied 
from 2 few second s to several minutes in duration,in my estimati on. 

I foun d it difficult to pinpoint in precise l&ngu 26e the quality 

of t hese experiences,except to state that t hey were ,for me,1n­
depth experiences. 

Pb,ysical effects: (checked at end of 20 minutes) 

Briefly,pulse rate(baseline 66) lov.;ered to a consistent 50-52, 

which t.ook up :.to five minutes to restore itc:elf to normal 1evels. 
Blood-pressure (baseline 105/70) lo·,rnred to & consistent 95/50 

ov~~ 20 seosions,and returned to norm~l after the three mont~ 
period.Respiration rate (basel ine 20) droppec. to below 15 in most 

sessions. Results were obtained and che.cked by E. Williams, B.Sc. 

- ·- . 
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Ph.sse One wo.s C'.)!Il~ l e t ed in J u..--ie ,1 07 8. I r eturned to besel ine,for 

bvo v,;e e ks, wh ich to ·J k ·me i nto J u1_y. Durir:.; this t ·No -.v 2s 1{ r eri e;c, I 

presele cted five po s s i bl e c h ildren who rni£~t be willing to l e &rn 

the be.sis of the techni ½ue I had c1ttempt ,2 c to t e2 ch mys elf.I 

c ontc:c t ed the f E.1:nil ies conc 2rned , cALc: •.v ;,,;. s c:..bl 8 to o½tain se y:: a ra t e 

wr i tten sp ~rovels from thre e of t h e five set s of pa rents ,ana verbal 
~ . 1 -"' ,._, t h . d ' -"' ,._. ·approv e. .Lro :n 1,1 :.. e hree c il r en concern ~c.por l,n em to l earn 

L!e thod B. I in.forme d the fc:..mili es c:bout the b&s ic i dea of t he 
experiments . 

• ..... 4 

P :2.,;,..:::, E 11\ i 0 -
- .: .. ... ... . - ~ . 

, . Time P.e.riod :._ July 1973 (2 weeks,plus one; ·,ve e k baseli:1.e); '.• , '. 

Pl ace: :: _In t h e homes of the children, in the _qu i etes t roo m 

~--. avc::.ilab1:e.The same room w&.s us ea , v,here practicable, 

·• for -e a qh session. 

:Zquipment: 

Routine: 

: ) 

, 
' 

One s t raight b&ck ch.sir ,on e timer,one orange . 

Zac h child was visit ed onc e every \hr ee evening s 

1 after dinner,in the t wo wee~s aft er bL.tscline,as 
a aupp~rt to t he ir l earning ,and to c hec~ that 

Method B was being fol lowed appropriately. 

H&rnes of 
_,_ 

' ' . 

Children : Y.ich c.::.el, Marie, Steven 

Interruptions : The experiments were discontinued in the _event of . 

-. -- ~ in.terruptions. .,:, . .• - ' . . _ 

Data on chil~ren: 
,, .. . . ., ............... 

I'l'El',~ 
- ~ ,. J ... ,,.;. .. ~ ~ 

MICHl.ZL 
j - r ·_: ,, •,. • ~ A • • • 

Ot is (I. ~ ) 135 

_R&ven ' s Mutrices . • T· 
0

_.. • . ;t38 • . ,. ·. 

Rec;~a Cord (Rdb ,Lani ,Maths» 1,1,1 

Place in family 3rd of 4 

i,,bility to visu::..lis e :.:' ·:-,_ 

.· .. i mages 

Age .. 

~ ;· r.: -.. ~- . _. l :-r..: -: . Very hi gh ..... : : .. } . 

,,11 ' •., .... . , 

. _l,rt ability ;:-. 
\.. .. , 

· Verbol &bil i ty . 

Lbil_ity to rel &x 

Visual attention spun 

10 

· Very hi 6h 

V.G. 

High 

- ·- : i J 

MliR IE STEYZ!J 
. . ~ .L , .. _ ... : ~ :: 

120 122 

-._; 116 :.: • 

2,1,2 

3rd of 3 

·: :·l:: ~ ~(! .128 

2, 2, 1 

· 6th of 6 

High''1 ~ :·:~ . • • • Moderate 
· 11 : ~-~ · ,. ~;: 12 

Hig~ ('2 ) 

Very hi gh 

G. 

High 

··-L·Hig~ (1, 2 ) 

Ve·ry h1gh 

v.c. 
.4.bove average 
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Process:. 

Method Bis divided into three stages .It is described here in full 
detail. 

Stage One 

J.sk the child to sit in one of the t wo upri ght chairs (see Fi gure 7). 

Seat yourself in the other chair.Keep the child at ense.Tell him/her 
a joke,ask him/her about a favotu~ite activity,place or person.Talk 
about lLst night's TV programmes .Ensure the child understands he/she 
h&s to sit uprigh t,withou t crossed legs or folded arms ,to get the 
most ou t of Method B. 

Stage T'.vo 

(Verb&tim) Concentrate on this orang e (give orange to child).Look 
at it,and at nothing else.Hold it loosely.Keep on looking at it ••• 
now,keep loJking and imagine it,inside your head ••• can you see it? 
••• can you smell it? ••• i m&gine you're tasting it ••• now imagine 
you're an or&nge.Keep looking. 
(After the first f ew minut es,you will find ths t most children's 
eyes tend to blaze with tee.rs,from the focus s ing.To resolve t~is, 
say:) 
Look at me ••• look &t the ce~ling ••• look at the door ••• look at 
your knees ••• lo Jk at the table ••• look at me again •• • no·N look at 
the orang e ag&in,hard.Think about being an oran£e. 
(Try not to speuk for the next 4-5 minutes.The silence is necescary, 
but not sufficient for progression to Stage Three.When it proves 
necessary ,tell the child:) 
Your eyes look sore ••• 
(If the child agrees,move to Stage Three.If the child wants to keep 
on, say: ) 
Kee.p on. looking at the orange ••• imagj.p.e .._ ~o.u~:are right inside it. 

Stage Three 

Now,shut your eyes ••• keep on seeing the orange,inside your head ••• 
keep on thinking orange,orange,orange as hard as you can •••• 
(Stop speaking at this point,and ~ait until the child opens his/ 
her eyes.This may be a few seconds,or it may last several minutes. 
If the child wents to know that you are still present,tell him/her 

briefly.) 



Results from h~thod B 

u~necdot&l summLries only) 

(1) !.1ichael found no difficulty with &ny of the three stagcs ,in 
the five trisls in ~hich I observet him.In Stage Three ,he 
tended to i rin widely , his brow furrowed ,then smoothe~ out, 
he wouJ.d le 2n bncl: in the chair, nnd crane his neck further 
back,his breathing r ate woul d become slower and deeper,and 
he took up to ten minutes to open his eyes,after verbal 
communic ation had ce 2sed . 

\'✓hen asked about his experiences, Michael said ( in summary ): 
' Re&.lly 6r eat ••• I felt all light and floaty ••• my heed kept 
bobbing upwards ••• ~ couldn't stop smiling ••• ! felt tingly.' 

(2) Marie experienced minor difficultie s with t he latter part 
of Stage Three., in visus lising the or ~nge vii t h eyes closed, 

in all five tri als in which I observed her. In Stage Thre e , 
she tended to stretch upwE.rds and lesn back in her cha ir, 
she breathe d more deeply, s he wrinklee both nose and brow 
in concentration, she gripped the orc:nge tightly at times , 
and she took up to five minutes to open her eyes. 

~/hen asked about her experiences, Marie said (in sum~ary): 
'It was funny,but nice ••• I could see lots of bu'chles ••• 
stars ••• I can still see st ars,sort of ••• it felt good.~ 

(3) Steven experienced difficulties with Stage s Two and Three. 
He appe ar ed to have very active te ar-glands in comparison 
to the other two children, and had diff iculty focusiing for 
any length of time.Steven found it difficult to keep still 
in Stage Three.He kept moving in the chair, and he turned 
the ·orange around in his hands .His respiratio~ varied in 
depth and rhythm,and he bent .forward on several occasions, 

to draw deeper bre aths.Steven opened his eyes within 80 
seconds of the onset of silence. 

When asked about his experiences,Steven said (in summary): 
'1:iy head feels a bit bigger ••• I don't know ••• I couldn't 
concentrate on the orange or anything ••• I quite liked it -

it's different.' 
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Gen.e.ral Conclusions from Phase T·::o 

(1) Michael appe&red to have ' experie~ces ' similar to my own.Re 
wanted to continue wi th the sessions , since he felt he had 
derived much bene~it from them. 

( 2) !.~brie &ppe.::.red to have short-term ' experiences ', with strong 
visual &fter-ef::'ects. Marie al so appe ered to experience a::-iy 
side- or after-effects more st ron6ly than Michael or Steven. 

(3) Steven may have harJ momentc.1ry 'exper ierices ', of a mild 
nature. His concentraticm/ &t tention spun was markedly lovrer 
than those of the other t wo children.Physically,Steven v,as 
in. the early stc6es of puberty, ·:ihich may account for some 

of the difficulties he experienced. (Mich2el and Marie were 
both still in ~~e prepubertal phase of development.) 

(4) It can be posited that 'experiences' similar to P.E's are 
able to be induc ed ,under app ropriat e conditi ons ,with suit­

able subjects. 

(5) Tentative necessary conditions for an 'experience' to occur 
are: (a) Relative silence (b) L&ck of distractors in the 
immediate environment (c) Focus-object,which is a simple, 
pure form (d) hppropriate posture (to facilitate correct 
breathinc and muscle relaxation) (e) Acceptance of a (new) 
learning role (f) l~bili ty to conjure up eic.etic images , and 
to hold them in mind (g) kbility to 'turn off' one's thinking 
processes (h) High attention span • 

. (6) Tentative sufficient conditions for an'experience' to occur 
are~ (a) Rel ative ailence (b) ~ focus-object (c) Correct 

breathing (d) Relaxation of body and mind (e) A high degree 
of perceptual ability,or'awareness'. 
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Method C 

'l'ime Period: l-.Uc'.:;USt 1 073 ( one Sc:.,turday evening , fr om the onset of 
dus~{ untiJ. full d2rkness ) 

Pl ace: Tro tt er' s :or~e,near the tfuiversity of Otago hut, 
seven mil es from P~lmerston South. 

Equipment:: Nil 
Focus-object: The moon in the process of rising 

Pre-planning:: From AU€ust,1973,a series of 2-3 day camps wer e held 
at the above site.Before the first of these camps, (at 
which Michael, Marie and St even were all present), 
Method C was devis ed .Theore ticalJ.y, it involved e, 
range of, similar conditions to Metho ds A and B: a 
focus-object,a non-distracting local environment, 
relativ e silence,EJ1.d hopcfully,co Jperation i~,and 
&cceptcnce of t he experiment by the participants, 
plus the attentional ability require d. 

A lar6e,flat rock,surrounded by a f ledglin6 s~and of 
manuka,on a hill-side about one kilometre from the 
hut,was chosen as a suit able site for observ ation. 

Anecdotal report of Method C 

The idea of the experiment was expl&ined to the children late on 
the afternoon of the chosen Saturday.The entire group of 26 
children were given the choice of enterin6 into an informal 

·contract to do exactly as they were told,or to st ay at the hut with 

the small grQup of parent-helpers.All elected to take part~Th.e 
terms of the contract,briefly described,required each child to 
look and listen as hard and as long as possible,to· stay sil ent 
until the st ort of the return journey to the hut,to_keep movement 
of limbs to a minimum,to breathe slowly and deeply,and to keep 
from communicating with ton5ue,eye or limb,with any other child. 
All agreed to these conditions. 

We moved,after an early dinner,to the rock,ana seated ourselves 
as dusk began to fall.The group was tol d to watch the moon ap~ear 
from behind and rise over the neighbouring cliffs.All fell silent. 



Recorded here are notes from observation of t he group of twenty­
six childr~n (in summary f or m) plus the chiJdren's expressions of 
their experience (writ ten on the foll owing c ay). These are prefaced 
by a st a t ement of intent ion : 
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Metho d : was dev i se d,to ex&mine whether a natural outdoor lo c ~ti on, 
to£ether with an i ntangible focus-object,we re primary c~nditi ons 
for t he inducin~ of P.E.-type experi ences in individuals within 
a group. ',Vi th the i r recent buckground , it seemed reasonable t o assume 
that Mich&el &'1d Marie, and possibly Steven would be more likely to 
induce P. E 's,or similar 'experiences' in themselves,th an most of 
the other children would. 

Notes 

All the children sat a!1d listened and looked around initialJ.;yo The 
UBual: signs of embarrassment pas s ed.Many of the chil dr en focussed 
on the cliffs or on the ro cks and trees nearby.The s ounds whi ch 
predominated (for me) wer e the gur61e of 'Not er plashing in t he 
stre Gm,the calls of birds, snd the nois es of the evening wind~From 
their own accounts,this initial waitin£ period was,for the 
children, an openin~ up of their senses.Expres s ions similar to the 
following cropp ed up repe&tedly: 'I he srd birds c elli~g a sl eery 
goodnight to one another' •.• 'the manukc bus he s rustl ed in time ~ ith 
each other' ••• 'I felt ·very small' ••• 'I heard the stream chattinz to 
the stones' ••• 'the breeze was exploring the paths in the bush' ••• 'I 

was part of the rock'. 

As the moonlight strengthened,and the first segment of moon began 
to appear,the children refocussed visually.Many of them le ant 
:forward.Some gazed quite bug-eyed,completely oblivious of the 
existence of anything or anyone else. Others s&.t back, and watc h ed 
through narrowed eyes.Some hugged their legs (the weather was warm) 
and rocked back and forth, ·with a blank expression on their faces. 
Very :few children were aware of my gaze.Most seemed absorbed. 

As the moon rose into ful1 view, several children showed :facifii.1. 
e.xpress i ons ran~ing from pleased thr Jugh happy to beatific .Some 

looked calm, even serene. Some merely grinned. On.e. or, two looked 
awe-struck .No-one stirred or spoke. 
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In their ' diaric s ' 1 rnan,_y o::.· the chiJ.dren wr ote up this part of the 
experiel1 ce as something ma ,, ic&l,somcthi n.£ mystical nna vivifying . 

A£&in1 the f ol l o~ i nc ex cmplec cropped up oft en : 'I was still like 
the ro ck ' ••• ' I f elt m;y se1f S\'layinc wi t h th e tree s' • •• t I hao to keep 

on looking at t h - moon ' • •• 'I coul dn ' t stop smilin6 ' • • • ' The moon-

1 i ght m~de m;r e;yc s go m1im:ny ' •• • ' The moon held me to tl:e r ock ' ••• 

'I fe l t the mo ~n wbs shining jus t on me '. 

~lrnost all of th e children kept on looking at the moon.Some lo,ke d 

drearw no-N, others looked as absorb ed as the;/ h.s.d prev iously. The 

first fe# children fo und their attent i on lacc ing ,but kept quiet, 

·and r efrain ed frore st&rin£ at t hose wh o we r e still involved with 
their• perception8 . About ~5 minutes had passed.I decide ~ to stand 

up,to bre ak t he s tillness. The children stood up,in ones and t wos, 
stretching ,y awnin6 , blinking and rubbing their eyes. ·,·te walked, in 
small c roups,bbck to the hut .Not a word was spoken on the return 

j ourney. 

General 8onclusions from Phase Thr ee 

Te.nt&tiv ely,it could be posited t ha t some f ew of the children 
underwent a P • .S .-type expe rience curing Phase Three. Michael and 
Marie s t .sted t hat t he outdoo r experience felt liluch the same as 
their five indoor trials.Steven s&id tha t he had got a lot more 

out of the outdoor situution ,bec ause he could concentrate better. 
Almost all the children (over 85%) said they enjoyed the experience, 

a~d over half enjoyed the silence ( 60% ). Al rnost all the chi1dren 

said ~itber th&t they felt comfort abl e being out in t he open at 

night,or t hat they were less afraid of the dark.Over 35% said t hat, 
when I go t up t hey did not feel r eady to le av e,and 20X spantaneously 

came and thanked me.The only, conclusions which emerge from these 
figures are (1) that tthis was a useful le arning experience from 
a perceptual-sensory point of view and (2) that silence c an he an 

enjoy able learning medium. 

Scientificolly speaking,the vari ables in this situati~n were not 

all accounted for.Certain v ari ables were con trolled,but I would 
feel very hesitant about confirming any purticular factor as a 

precondition for a P.E.;.s a teac he r, I am doubly cnu_tious from my 

classroom experience of the ' Hawthorne ' and 'halo' effects of 

arranged situ&tions,with the obs erver/recorder also participating. 



Ck- er &.11 Conclusions 

( 1) P ~ •s or ~1·m1·1 ~r 
• .,l,,,J ' ~::, J. c...,. ' experienc es' are able to be self-inducec,or 

induce d in others, 6iven cert a in concitians. 
(2) uith Eppropriat e s kills-training,P. E's or simil ar experiences 

c8n be inGuced i ncoors or Dut doors,using a t engible or 
intan~ible focu s -object. 

(3) Hecess c. r,y e.nd suf f icient conditions for a P.E.,or simi7 er 

experi en c e to be induced,include the following : 

2 r::. .... 

(&) Rel ative sil ence (plus the absence of manmade or artifici&l 
sounds, or co rmn unicati ons) 

(b) A visible focus-object 

(c) Openness to experience 
(d) Undivided a t~ention 0 iven to focus-object 
(el Absence of any,but minor physic al (or respiratory) t ensions 

This crea ne eds rese arching thJroughly.Tha concept of ~ induced P.E's 
could h&ve ~pplications to family life,to in~ivi dus l growt h,to 
forma~ and informal educ ation,to religion and medicine,ond to the 
philosophies behind t h ose fields.ML.slow sp ent ;years applying the 
concept of the P.E. He knew he was onto & ~ajor discovery,but time 
rc..n out for him.His leg&cy w&.s 'The Farther Re.s.ches of Human 

Nature '.The book point s out one direction, ~s have many books by a 
r&n6e. of philoso-;)hers ,novelists ,theologists and theorists.However, 
the pr[.:.cticol nature of Maslow's work with P.E's, 2nc his spplications 
of it in ind us try, me dicine a.'1d educ at i on make hi s direct i '.:'In, f 0r me, 

down-to-earth enou gh to refine,and ~ass on to more people. 
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