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SECTION ONE Social Education

The purpose of this paper wes to present, in a study format, at
8 twelve to fourteen year readability level,two areas of every-
day life ('The ¥amily' and 'Leaving Home') relevant to students,
teachers and parents, In the first area, the topicslof family
groupinge, family relationships and family behaviour are covered
in detail, using down~to-carih terms taken from Adlerian
Psychology, Abraham Naslow, Eric Berne and R.D. Laing.

The basic assumption behind this paper was that these two topies

are crucial ones for the adolescent to come to terms with, and

important for parents, teachers and younger children to grasp,

SECTION TWO ' Aspects of Language

In the first of the three papers comprising this section, a

set of basic coding/decoding units for the Romanised English
alphabet are presented in detail, These are then related to the
mechanisms and stages of development in the decoding process,
and to the various levels of perceptual discrimination,

In the second paper, the concept of decoding patierns was
extended by exanining the extension units (accents such as the
cedilla) used in a cross-section of ten langusges.Eleven such
extension units were conmpared and contrasted, as was the
internal. consistency of the individual letters among the ten
languages, High consistency was found to exist between T,0.A's
using Romanised script, -

In the third paper, second language learning,in a New Zealan
context, is discussed and related to the concept of language
mastery. Three levels of mastery - basic, secondary and
advanced - are postulated, together with examples,The
conceptual process of spillover from one language to a second,
through levels of mastery, to spillover back to the original
language, is introduced and discussed..



XCTION THR=E Beyond Kaslow and The limits to Growth

In this paper, Part One loo at Maslow's hierarchy of needs,

ooks
and the time-space perspectives of individuals, in synthesis

aQ

form, Time-snece constraints are shown to operate in
conjunection with the individusl's need framework.The ability
end capability of the self-actualising person to minimise
and/or remrove the constraints of time and space, in meeting

his or her higher needs, is diescussed., The concept of an
all~embrecing higher need 'the need to serve' is introduced,
The anility of self-actualising persons to function effectively
both in the future, and world-wide, and to be in the present

is expressed in the light of their potential value to the rest
of mankind,

In Part Two, Maslow's concept of the peak-experience is
exarined in three waysil)in terms of the self-actualising
parson, and the methods used to produce or induce peak-
nees f)the necessary and sufficient conditions for

g the peak-ex sriencesﬁﬂand in the light of a thrse-

i 1
tier experinsnt carried out by the author in 1974.Conclusions
ched were that experiences similar to peak-experiences in
guality may be able 1o be induced in oneself or in suitable
subjzets, under appropriate conditions, Necessary and
sufiicient conditions included relative silenece, & visible
focus-object, relative ebsence of physicel tension, & high
degrec of atientional ability, and an openness to experience

on the part of the individual,
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SOCIAL EDUCATIOHN 1
'The Family' and 'Leaving Home'
Tvo Study Units

Preface

To those of us ast resent and future, who find ourselves
s y P ’

involved with the development of others -—--

Development of the individual, in terms of learning, tends
to be separated for convenience into a number of area, ¥e
t21lk of intellectual, physical, emotional/psychological,
social and moral development. As in the above sentence,
intellectual development has tended to come first, to pre-
dominate. Here in FNew Zealand, as intellectual gains
persist in their being perceived as criteria of achievement
or success, so have the other areas tended to be held back.

We need teachers, among many resource people and groups, to
enable younger people to learn and apprly basic skills of
living within the family, and within other groups in society.
This is one of the prime objectives of social education.

The purpose of this paper is to present, in a study format,
two areas of life which tend +to be overlooked or glossed
over by the schools for various reasone. The schools could
and perhaps should take some responsibility for the instill-
ing of aﬁareness, 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 those 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 values, wants
and needs have been included, so that teacher and learner

may share their findings about the influence of ocur values on
our decisions and choices. I have used portions of these twe
units in working with classes of younger people in inter-
mediate and secondary schools in New Zealand and England.

The format is my own. DMy inspiration to write these units
stems in part from the writings of Alfred Adler, Abraham
Maslow, EBric Berne, R.D. Laing, Loren Grey and Rudolf

Dreikurs.,
m 4 ot & frrr
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SOCIAL EDUCATION . 4
'The Family'
INTRODUCTION

To those using this unit of work:

A lot of the ideas presented here come from the writings of
five people who have worked for much of their lives with families,
children, parsnts, brothers and sisters, and the problems they
run into, Thesc ideas have not been thought up or dreamt up.
They come from years and years of work and observation, in
thousands ¢f situations, with thousands of families,

I personslly believe in these ideas. They work for me, They
may not work for everybody. Maybe theywork for me because I
belicve in them. It helps me to have a bit of faith. I like the
idens because they are simply written, easy to understand and to
tallr about, and they make sense to me.

Yeu may not want to believe these ideas. You may not want to
swallow them., Test them out., See if they might be true for
famnilies and other groups of pesople you know, Talk about then
with your friends. Give some ideas of your own.

The %eacher guides' are presented only as one possible founda-
tion for these units. They are a set of basic assumptions, and

do net have to be taken as facts.
TA.S. 6/T7

Noteag for Unit One

A%t 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, logical consequence,
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SOCIAL EDUCATION , 6
The Family

Topic One -~ TFamily Groupé (0O.H.P. Transparency - Example)
(Teacher Guide)

A. PFamily Name -~ Cooper. B. Torename - Alan,
1e Vhere do I live? At hone.
2, Street - 23 Cable Road.
3. Suvburb - Towdale.
4. Town ~ Te Awamutu.
5 HShifts -~ 3 times,
6. Previous Addresses: 764 Brook Road, Hamilton
12 Sunnyvale Street, Hamilton Bast
103A Eden Street, Manurewa_(&uckﬁand)

7. ©Size of family group now - 8six people.

8. Namnes - Brian Cooper, June Cooper, Grant Cooper,
Alan Coovzr, Carol Cooper, Sue Cooper.

9. DNicknames - Brian (Dad), June (Mum), 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).
12, Others treated like family -~ yes.

1%3. Names - Uncle Rod and Aunt Helen, Mr Banks (old family
friend).

14. Lived with Us -~ Yes, Mr Banks hoarded for a year with us
when I was little.



SOCIAL EDUCATION ' 7
The Family

Topic One ~ Tamily CGroups

This is a fact-gathering topic. TFacts can help us to under-

stand more about family life., Head up a page/sheet. Topic One
My Family Group. Read the following questions, one at a time,
and write your own ansvers to each question -~ use O0.H.P. trans-
parency as your example.

A. Vhat is my family neme?
B. VWhat is the forename I am known by?

1. Vhere do I live? (at home, boarding, hostel, with friends, etc).

2. VWhat street do I live in?

3. VWhat suvburb (if any) do I live in?

4. Vhat towm/city/county town/area do I live in?

Bie How many timeg have I shifted house since I was born?

6. If I have shifted house, what addresses have I lived at?

7. Bow many people are there living in my (family) group at the
noment?

8. Yhat are their names? (Give one forename and family name -
underline my name).

9. Vhat nicknames, if any, do my family have for one another?

10. Are there zny 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 people 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?

Ve will use some of this information for Topic Two - Family
Descriptions.
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The TFamily

Topic Two — Family Descriptions (Teacher Guide)

Example -~ here are three ways of describing the Cooper family.

(0.H.P., transparency or BB)

lethod One (Family Tree)

: Brian Cooper m, June Stanaway
_(b. 1940) (b. 1942)
Grant Alan Carol Sue
(b. 1961) (b, 1962) (b. 1965) (b. 1972)

Method Two (Short Method)

COOPER FAMILY: a. Brian (37), June (born Stanaway, 35), Grant 16,
Alan 15, Carol 12, Sue 5.
b. F - M: B16, BiS, G12, G5

c. Father (work), lother (work/home): Boy 16 (work),
Boy 15 (F4), Girl 12 (¥F2), Girl 5 (P1).

Method Three (Narrative lMethod)

(My) The Cooper family goes like this: DMy father, Brian, was
born in Auckland in 1940, went to school in Auckland and Hamilton,
‘and works as a'handyman for an avtoelectrician., My mother, June,
was born in Hamilton, in 1942, went to school in Cambridge, and
has just started work in a dairy. My father was the second of
four children, and my mother was the first of three children.
They met in Huntly, and married in Hamilton in 1860, I have one
brother, and two sisters. My elder brother, Grant, was born in
1961, went to school in Te Awanutu, got his School Certificate
last year and works as a bricklayer. I was born in 1962, and I
am in the Fourth Form at school here in Te Awamutu. DMy younger
sister, Carcl, was born in 1965, and is in Form Two, and my

younger sister again, Sue, has just started school.
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Each of these methods gives you information about the Cooper
family.
This is a describing topic. We are looking at ways for you to
describe or depict your family. We use the idea of the igg;;x
pattern to help us to do this., |

Head up a page/sheet My Family Pattern.

1. My family tree looks like this: (use the example to help you).

2. My family pattern looks like this: (short method - use one of
a, b or c.)

3. Yrite down this passage, filling in the gaps as you go. Use
the example shown to help you.

"Ny family pattern goes like this: My father was born in

in 19 s, went to school in , trained as a . and now
works as a for . My mother, was born in ___
and now works as a for . My father came in a

family of _______ children, and my mother came in a family
of __ children., My parents met in , and married in
~in 19___. I have sister(s) and brother(s). They
are: who was born in in 19 ____, went to school in
, (OR - is going to school in ), and is now ___ .

(CONTINUE FOR EACH BROTHSR ANWD SISTER).

4. Vhat else can you tell (infer) about this family just using
the above information?
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Children watch everything which goes on around them. They
decide about what is going on from what they see, and look for
clues for how they should ﬁo things. All children have to learn
to handle themselves - their bodies and minds, and the world
around them. A baby spends most of its first year learning how
to handle its body. It learns how to move its arms and legs in
a coordinated way, so it can change position and grasp what it
wants, It learns how to make its body work as it wants it to.

It learns to see, and figure out what it sees; it learns to hear,
feel, smell, taste, and eat and digest solid food. In time, it
learns how to use ite 'brains', and to do what is has to do
(dressing itself, opening doors and dravers, going to the toilet).
Iater on, it discovers what it is better at, and what it is not so
good at doing.

At the same time as the baby is learning to handle itself, it
is learning to make contact with others. It learns to smile, and
return a smile for a smile., It learns to gurgle, coo, kick its
legs and so on.

There are three pointe which affect how a child grbws up in a

family. How the family gets on with one another, and how the

parents get on, affects the child's actions, and attitudes.

The family constellation is also very important - it is the

position of each perscn in the family, 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 that the accepted ways of training children have a
-ééfoﬂé“éfféét on how a child grows up. If parents believe in Dr
Spock, or Plunket, or Gesell, they will often use the methods
these writers suggest, especially if their parents or their

friends use(d) it alsc.
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The Family

Topic Three - Understanding Ourselves in Our Families When Vie
Were Young (Teacher Guide).

This is a family-exploring topic. We are going to look at

ourselves, in our families, when we were young,to try to find a
reason oxr 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. People try
to reach 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. The same goes for things that young
children, or your younger brothers and sisters do, and you think,
or say, "VWhy did you do that?" If we can understand the reason
for it, we can help a child to change from doiﬁg something ve
don't like.

Every child in every family, when it is young (say, under 3
_years o0ld) wants to belong. It wants to find her/his place. 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 family, and
that it reaches its goal. Children know they want to belong. They
don't have ény 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).

“7 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 Goals,
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The Family

Topic Three -~ Understanding Ourselves In Our Families ‘hen Ve
Vexre Young. Iy Barly liemories and Behaviour.

Ansver these first questions by yourself, using the above heading

and a fresh page/sheet.

1. What did I do when I was young, which makes me think now 'Vhy
did I use to do that?!

2. VWhat do I do now, which makes me think 'Why do I do that?!?

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

4. Can I remenber three things I got the wrong idea about when I
was young? '

5. VWhat was I good at before I turned five? Vhat could I do,
that I got praised or encouraged for? (Try to list 3 items).

6. VWhat was I pretty useless at, at the same tims, which 1 got
told off for, or punished for? (Try to list 3 items).

7. What is my earliest memory? (Write a short paragrach in your
own words about that memory - don't worry about spelling oxr
grammar).

8. Is there any part of my early life I don't like remembering?
Just write yes or no.(You do not give details unless you
really want to).

Discuss with your neighbours in class, the answers you each wrote
- see if you can find some conclusions about what you all did when

you were young.
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The Family

Topic Three - Understanding Ourselves in Our Family's When Ve

L3
Were Young. Family Constellations

Answer these first questions by yourself, using the above heading,
on a fresh page/sheet.

1., Am I a i, First-born child iv. Iast-born child
ii., Second-born child v. (an) Only child
iii. Middle child vi. Other (specify) 2°?

2. Have I been displaced? To answer this question, look at this
example of the Cooper 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 displeced him the next year. Three years later,
Carol displaced Alan, VWhen all the three children were at
primary school, seven years later, Sue arrived. ©She didn't
really displace anybody very nmuch.

3. What do I think being disvlaced means? (Try to see yourself

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

How do I feel about the whole idea? VWhat has changed for me? (1
- you have actually been displaced, describe what happened, and how
you felt). VWrite a short paragraph about it.

We will answer these questions as a class:

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

5. How many of us are: i. First-borns iv. Iast borns
ii, Second-borns v. Only children
iii. Middles vi. In more than one
group e

lMove 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 arec 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 1list findings).
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The Family

Topic Three - Understanding Ourselves In Our Family's Vihen Ve

Vere . ® .
ere Young Family Atmosphere

Answer these questions by yourself, using the above heading, and
a fresh page/sheet.
(§B: A gib is any of your brothers or sisters).

1« Which sib was I most like when I was younger?
1a. In what ways was I like him/her?

2. Which sib was I least like when I was younger?
2z2. In what weys was I not like him/her?

3. VYho did I get along best with in my family? (Only children
begin here% '

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

4. VYhom aid I not get on with much at all in my family?

4a, How come I didn't get on well with this person?

5. VWhat wvere the advantages of my being in my position in the
family?

5a. What were the disadvantages?

Discuss your ansvers to these questions in your groups according

to where you were born in your family.

Clue:
Vhat conclusions can we find from our groups? (Look at positions
in the family).

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

6. VWho, if anyone, got me into trouble?

7. Whom, if anyone, did I fight with?

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

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

11, Whom did I‘get up to things with?

Discuss as above, in your groups, using the same clue as above.



SOCIAL EDUCATION . B 15
The Tamily

Topic Three - Understanding Ourselves In Our Families When Ve

Were Young. How Did we See Our Parents?

Ansver these qguestions by yourself, using the above heading, on
a fresh page/sheet.

1. Vhom did
2. VWhom did
3. Uthom did
4, VWhom did
4a., Vhom did
5. VWhom did

take most notice of when I was young?

try to get round most?

go to when I wanted something?

go to if I wanted to confide in an older person?
go to if I was in trouble?

H H H H H =

disagrec with most?

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

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

6. How did I find my father (step-father) when I was young?
6a, In what ways was I most like him?
6b. In what ways was I not like him at all?

7. How did I find my mother (step-mother) when I was young?
7a. In what ways was I most like her?
b, 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 trips, when the family went
out)?

10. Vere 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 NOW GO BACK AND LOOK AGAIN AT ALL THE QUESTIONS ON THIS
SHERET - HOW DO I FEEL ABOUT THESE QUESTIONS NOW?

(THIEK TO YOURSELF ABOUT YOUR ANSVUZRS FOR YOURSELF, IF YOU WANT
TO PALK ABOUT THEM WITH SOMEONZ,WHO YOU F2Z3L,UNDZRSTANDS OR
ACCEPTS YOU), ' .
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Topic Four -~ Understanding Others' Mistaken Goals (Teacher Guide)

Thie is a person-exploring topic. We are going to look at the
possible reasons for others doing what {:hey did when they were
very young, to feel they belonged. (Look at pages 7-8 to refresh
your memory if you want to).

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

Ve have read that young children are good at watching what
pecople do. They go ahead and do what they decide they have to do
t0 belong. They decide on what to do from what they work out

other people are doing., However, they do often get the wrong idea.

(Jane, aged two, wants to help Mum change baby Ben's nappies.

Mum says no every time, and goes on changing Ben herself. Jane
starts messing herself to show she belongs, and to get her mother
to involve her in the baby's life. She has become a bit of a baby
again to get some of Mum's attention.)

If a child does well, and learns that it can cope, and is able
to try out new things and have some success, there will not be
many problems for it, or for the parents. The child does whal the
situation requires. If a child has become discouraged (has had a
lot of knockbacks or setbacks), he will try anything to find, or

keep his place in a group. He has to find a place., TFor example,

Bill doesn't like playing rough games with the boys, so to show he
belongs, and to get the group's attention, he bashes the girls.

There are four mistaken goals a child can have. It helps us to

uderstand others' mistalien goals to get on with them. It helps

us to understand ouwr mistaken goal to see why we do pointless
things sometimes. The first of these goals is attention (wanting
to be the centre of attention). A child may do all sorts of ihings
to keep others busy with it, or to get others to notice it. (Ve

-

a1V yvamd o ddinndd omn Viera ye are ":_,:_-‘_']“,,_-jn:r_v: aboul l-fall‘tins {],nd N
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gelting too much attention.)

The second mistaken goal is power (also called 'the struggle
for power'). This often happens after parents and sibs have
tried to use force to stop a child trying to get attention. The
child decides to use power to fight back. The child may defy
everyone who tries to use force, or refuse to QO somethiﬁé, or
may do the opposite. For example, Ann wants to play all the time
with Mum, who is busy watching T.V. Mum tells Ann off, Ann keeps
it up, and Mum ends up by ordering Ann to bed. Ann refuses, is

smacked and pul to bed. She has forced IMNum to take action, and

so Ann wins the struggle.

The third mistaken goal happens when the power struggle gets
& lot worse. Both sides fight back most of the time: The child
may have to use revenge to feel it still belongs. By now, the
child may feel 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 answers back. Tony
" learns to get at his father by really taking it out on his little
brother, Alan.

The last 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 helpless, and use this to avoid doing most
things. For example, Graham is very slow at his school work, and’
has got behind. His mother expects him to do as wéll as his
sister, Claire, who has caught him up easily at school. She
scolds Grzham for not doing well, and he gives up. Graham feels
that he is going to fail whatever he does, so vhy should he even
try?

One final point - Every child is worth something, and no child

is worthless.
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Getting The Wrong Tdea

1. Can I think of any young children I know who have got the
wrong idea of things? (Share any examples you can think.of).

2, Can I think of any example from my own family or close
friends, where a child has got the wrong idea of things?

3. Can I think of any children I know who are discouraged? (who

have been knocked back a lot?)
4., VWhat did I do at home when I was a child to get parents'
attention when they were busy? What used to happen? Do I
| think that what I used to do worked out all right for me?

Vihy/vVihy not?

Draw up the following table (show O.H.P. or BB) on one page/sheet.
Head it up lMistaken Goals: Table OCne. IEnter in as many of the

spaces as possible names of people who fit into the categories.
For example, for the space headed School/Power, you might think

- of Jim,'in Form 47TG, who alwvays ansvers Fr Brownlic back, and
never does what he is told. If you do not want to write in names,
put the initials of {the people instead, so you will remember all
your examples when we come to talk about them,

Some clues to help you work out the difference between Attention -
Pover - Revenge - Vithdrawal are: '
a. If someone tells =zn attention-getter to stop it, he/she will -

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

almost always keep on, to show his/her powver.

¢, If someonec tells a revenger to stop it, and succeeds, he/she
will take it out on someone else, usually not long after.

d. If someone tells a withdrawer to stop it, he/she will give up
straight away, angzgant to be left alone.
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Inter the names of the two or more people involved in the example
you think of for cach square.
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Topic Four - Understanding Others' Mistaken Goals

What are The Mistaken Goals Yerc?

1« A three-year old, Anne, refused to stay out of the street
when she played outside. Her mother had to watch her all the
time, and bring her back into the garden. Tellings-off and
spankings did no good.

2. Four-year old, Gavin, spilled his salad on the table. 'Clean
it up, Gavin ,' said his mother. Gavin looked sulky and did not
move, 'Come on. You made the mess, you clean it up .' Gavin
kept on looking sulky. His mother cleaned up the salad and didn't
say anything more,

3. Two of the mother's friends dropped in. Angela, aged four,
stood watching eight-month-old Billy crawling around the floor.
Her mother and friends were admiring Billy and saying how clever
he was. Angela suddenly dashed over and bit Billy on the armn.
Her mother grabbed her, spanked her and dragged her to her room.

4. Andrew, aged six, greeted his grandmother as she came into

. the house, 'Gidday, you o0ld wrinklebagl!' His mother slapped him
hard on the mouth. 'Don't you ever speak to your Gramny like
that again!' she said. 'Apologise!' Andrew apologised through
his angry tears.

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 'lMust try harder. 2/10'. His mother looked at the
test and told him off severely, saying, 'WVhy can't you do as well
as your sister? You're a disgrace to the family!' Brian shrugged
his shoulders and went off into his bedroom and shut the door.

7. ILyn's mother often had friends round ig the afternoons. Lyn,
aged four, was usually asked to go and play by herself, However,
within a short time, she would start bringing her jigsaw puzzles
in show to the visitors. Vhen her mother told her off, Lyn
would resignedly pack up her puzzles, leave the room, and come
back in again soon afterwards with some other toys. She kept
this up most afternoouns, in spite of the regular tellings-off.
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The Family

Topic Five - What Can We Do About Children's Mistaken Goals?
(Teacher Guide)

Here are some points which may be of use to the understanding of
this topic. (Sce also the Chart on Page 22).

Natvral and Logical Consecouences

Many parents punish children for doing ‘'wrong' 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 fright' thing, or
for not doing something nauvghty. How useful is praise when the
child expects rewards every time he/she is good, even if only for
a short while? Vhat use is a reward if the child is nauvghty
often? '

What happens vhen a child forgets its lvnch? The child goes
hvngry. Vhat heppens when a child touches =2 hot plate? The child
gets burnt. These are natural consequences of a child's forgetiing/

being careless. Except where the child might get badly hurtv, we
- should allow him/her to find out the conseguences of what he/she
does.

A child has to learn responsibility for itself. A child has to
- take the consequences of its acts. We cannot learn for them, or
take their consequences. Ve have to mind our own business, and
let the child learn to mind its own., If we mind the child's
business (force it to eat, for example), it will learn 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 natural consequzsnce, 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?' Iet the child
see the consequence of what he/she does, by arranging the result.
For example, if a child lcaves clothes and toys all over the house,
the parent can put them out of sight and reach. If the child asks -
for them, the parent can say, calmly, 'I'm sorry, but I put that
avay because it was in the way of my cleaning/hoovering/etc. Ask
me tomorrow and I'll give you your toy'. This is a logical
conseguence for what the above child did. Make sure the child sees

the logic of the consequence.
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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. VWho won out?
iii. What was the natural or logical consequence? (if any)

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

List of Sitvations: (Check out with each group member what
' happened vwhen he/she was a child in this
situation).

a. Getting up late/gettiﬁg‘up too early.in the morning.
b. Not eating all your food.

‘c. Leaving late for school.

d. Ieaving 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. Ieaving toys outside/in the lounge.

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

NB: Some situvations may not apply to some people. Try to figure
out why, for example, you always keep your room tidy.
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Vhat VWould I Do If I Vere A Parent In This
" Bituation?

Look for the goal - look for a consequence to improve the situation.

1. Three-year old, Bruce, spilled his porridge at breakfast.
'Clecan it up, Bruce ,' said his mother. Bruce made a face, and
said nothing. 'Comeon. You did it, you clean it up!' His mother
waited. Bruce made another face. His mother cleaned up the
porridge and said no more about it.

2. Four~year old Tracey, wouldn't take a showver in the changing
rooms after swimming in the sea. Her ﬁother, who had finished her
shover, said:I‘ll smack you if you don't get in that shower right
this minute!' Tracey refused, got smacked, and was put, wet and
sandy, in the back seat of the car,

3. Nine-year old, Craig, came in to tea with dirty hands. 'Vhat
a piggy boy!' said his mother. 'What do you mean by coming to the
table like that! And look at your hair! And that shirt collaxr!
And T suppose your towels filthy!' Craig looked down, and said
sadly, 'You always say I'm useless .

4., Mary and her father were at the TAB. 'Stand right by me ,'
said her father. lMary moved away. 'Come back here!' called her
father., Mary stood still. Her father kept writing, then lMary ran
for the door. 'Come back at once, lMary!' her father called. lary
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 paying for all the items, father noticed Greg
carrying a'bag of marshmallows. 'Where did you get that?' he
demanded. Greg looked scared. 'Over there', he pointed. 'You
little thief! That's stealing, what you just d4idl! TYou're just
trying to make trouble for mel!' The father spanked Greg, hauled
him back inside, and paid the clerk, while apologizing for his
~son's dreadful behaviour, '

6. It was a little before bedtime, 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 awvay, or do you want to do it by yourself?' (This approach
usually worked). Sandy said, 'No, I'm too tired to pick them

up'. Her mother replied, 'You jolly well get on and pick ...
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them up, or no story for you!' Sandy burst into tears, and ran
into her room. '

7. Father was working in the garage. Paul, aged eight, wandered
in, and picked up a saw. 'Put that down at once, you'll hurt
yourself!' his father said straight away. Paul put it down, and
picked up a chisel. 'Didn't you hear me, Pavl?' Paul retreated,
put the chisel down, and grabbed a cutting knife.

8. lMelissa, aged four, sucked her tThumb 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, aged seven, was always getting into trouble at school.
His parents kept telling him off. His parents spent a lot of
their time with Colin's baby sister, Xay. Colin wasn't allowed
to help with Kay, becauvuse 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. Jcan is an only child. She is spoilt. She and her mother
went to tea at Grandma's place. Joan wanted pikelets for tea,.

She cried and whined when her mother said, 'You'll eat what Granny
gives youl' Joan kept on whining. Her mother smacked her, and
told hexr to be guiet. Joan started howling, and had to be taken
home before the meal was finished.

11+, Graham, aged six, greeted his grandfather as he came into
the house, 'Hiya, baldy!' His father smacked him hard on the
cheek. 'How dare you spsak 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-o0ld Billy crawling around the floor.
Her mother and friends were admiring Billy and saying how clever
he was. 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 from 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 shrugged
his shoulders and went off into his bedroom and shut the door.
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Summary of Unit One

1« Almost all of us here in New Zealand have a family, or family-
tyve group ve belong to. We may belong 1o more than one group like
this during 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 pdattern can tell us
something about a particular fanmily.

3. Bvery child wants to belong, to be a part of his/her fanmily.
A child will do what he/she thinks is right for him/her to belong
to the family. Children make a lot of mistakes in deciding what
they should do to belong, from wrongly interpreting the actions
of people in their family. These things may affect a child's
grovwing uvup in a family; the family atmosphere, how the parents
get on, the family constellation, the present methods of raising
children,

Families often have one main problem or one 'problem' 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
time,

4, Most children in most families develop one or more basic goals
within that family, at some early stage of their lives. There

are only four basic goals - attention, power, 'revenge' (getting
back at someone) and withdrawal (which is sometimes called
‘assumed disability'). These four goals are mistaken goals.

5. VWe use the natural and logical consequences of the situvation
--%o improve the sitvation for ourselves and for a child. Ve have
to let the child find out the consequences of his/her actions.

LY
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'Leaving Home'!
INTRODUCTION
To those using this unit of work:

Soonexr or later, nearly all of you will leave ‘home', at least
for some years. lost of you will leave, or will contemplate
leaving home within the next five to seven years., Some of you
may already have set future plans - you want to go back on the
farm, you want to join the family business, or you may now live
away from home.

Seven questions 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. VWhen am I going to leave?

4., Vhere am I going to live?

5. Who am I going to live with?
6. What living costs will I have?

T. How will I meet those costs?

The first two questions involves your thoughts and feelings,
your ideas and plans, your values and wanis 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 night want to live, and how come youwnt 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-

sitter, board, rent, kitty.



SOCIAL EDUCATION 30
'Leaving Home'
Topic One

Teacher Guide

HOW DO I VART TO LIVE?

Many young people get to the point where they want.to leave
home., Some leave., OSome stay on. Some sort out their reasons
for leaving, other just leave. Some think about how they want
to live, others leave without considering any of the
possibilities.

If we learn about ourselves - our values, wants and needs -

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

style is a mixture of how we are living, and how we want to
live, in terms of cur valuves, and needs. WVhen we get to a point
where we gradually become dissatisfied with how we are living,

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

Questions to consider at the end of this unit:

1. Can we live how we want to, straicht after leaving home?
(WVhy/vhy not?)

2., What right and responsibilties are common to us in sll
living situations after we leave home?

3. What alternative can you think of, which would help young
people like yourselves, to adjust better to everyday life

after leaving home?
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MY PRESENT WAY OF LIFE

'ill in these incomplete sentences from your own life, using the
above heading, on a fresh page/sheet.,

1 My family calls me ceses

2. My friends call mMe .eves

3 I prefer to be called eeece

de I BEVR sonus (at home, in a hostel, flat, etc.)
5 1 live with these people: eee..

6. Where I live, I get on best with .....

T. Where I live, I get on not so well with ...

8. VWhere I live, we usvally ..... together

9« VYhere I live, we occasiorally ..... together

10, Where I live, we never ..... together

11. I enjoy doing ..... with the people I live with/my fanily

12, With people outside my family, I enjoy eece..
13 On my owvn, I enjoy .ce..
14, Around the house, I don't like doing .....

15. I don't mind doing ..... around the house

16. I have to ..... around the house

17. I can choose t0 ..... around the house

18, I can have ..... 0f the people I like to visit my house
19. I can visit ..... Of the people I want to visit

20, I can go out ,eeee

21. I can stay out .....

22, When I'go out, I like to wear .....

23. When I go out, I like t0 esecse

24, I am allowed t0 ..... at home

25. I allow myself to .... outside of home

26. The group/'crowd' I mix with are e....

2T7. Where I live, we talk about ..... .
28, When I am with my friends, we talk a lot about .....
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Teacher Guide

VALUES
1. We all have values, whether we admit to them or not. Ve may

be avare of some of our values, and unaware of others. Being
clearer about our values can be useful, enjoyable, and helpful to
ourselves and others.

2. Values mean different things to different people. Values are
defined in meny ways. The word 'values' means something different
to each person. Two or more people rmay share the same value.
People take on values - they don't just happen.

3. We can value something we own or share or do, just for itself.
Jan may value playing indoor basketball. Gary may value his
Yamaha 360 Trail Bike. We may also valuve the same thing, for

vhat it gives us. Jan 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 'I value
my sleep'. The Concise Oxford Dictionary was used to find these:

My sleep is important 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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MY VALUES

1. What do I value? List ten things you do, share or own, which

you value,

2, If someone says to you, 'l 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, eand extend
it in this way:

I value my +...., because it gives me .e.ee
or

I valve ny ....., because I depend on it for my ece..

4. Which of the things you wrote in Question Cne are most
important to you at the moment?

5. Yhich of the wvalues you wrote in Question Three are most
important to you at the moment?

6., Fill in the endings to these sentences with possible values:

a. I value food, because I depend on it .....

b. I value having my own room, because it gives IN€ eee.e
c. I valve living at home, because it gives me ..eece

de I value my friends, because I depend on then .....

e. I value living out in the country, because it gives

me L
f. I valve my holidays, because they give M€ eeeee
g. I value money, because it gives me .....
h. I value going out, because it gives me .¢c..

Discuss these questions in your 5 groups (see OHP transparency or
BB).

7. What do we value in others? (Example 'I value Rogef's honesty ')
8. What else might we value others for?
9. What do we value in ourselves?
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FROM VALUES TO NERDS (Teacher Guide)

1. What Do We Need? (Example from class ...)
To help us answer this question, we are going to look at a
diagram called the need framework. It may help us to see how our

needs fit together and depend on one another. This need-framevork
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 hecalthy. He used the
need-framework to help him.

Diagram 1 (Draw on blackboard or on OHP transparency).
2. The diagram goes like this. Everyone starts off as a new-born
baby (or maybe even earlier) with certain basic body needs, such
as ...? Ve move upwards in the diagram once we have satisfied, in
our own way, the needs lower down. So, if we are hungry, or
thirsty, we are not going to be thinking much about becoming an
A1l Black, or about how our friends will like our new shoes.

3. Once we get to the stage where we can honestly say, most of the
time, 'I reckon I'm OK as a person' and where other people respect
us, or like getting around with us, or don't mind us getting around
with them (treat us as OK) then we reach (for a while) the part of

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

How many examples have we found? What can we figure from this?
4. When you get to the top row of needs, you are usually more
interested in looking out for others basic needs than in concen-
trating on your own. DMany of us reach out for one or more of these
needs in the top row, but we don't have to satisfy this need a lot
of the time, like the super-healthy person. MNost of us put
ourselves first, most of the time.
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1e

4.

De

6.
Te

9.

FROM VALUES TO NEEDS

Draw on on a fresh sheet, the need-framework, filling in the
needs on each level from the OHP transparency/BB. You will
need to use one complete side to fit everything in.

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

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

Look at the top row of needs. 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.

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.

How are wvalues and needs tied in with each other?

Fill in the gaps in the following statements to make them
true for you:
I value ..... because it gives me .eceec0 I nNced .....
to meet my ..... nNeedse
Now write out the sentence three more times, covering three
more of your values.

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.

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 NBEDS TO WANTS AND WISHES (Teacher Guide)

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

you wvant to live? I wish that I .....

2. We all have wants and wishes, 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 scme
iridescent make-up, but does she really need it? Alan's
‘mother insists he eats 'greens', but Alan doesn't want to

know about then..

5. A simple difference between wants and needs is: you cannot
usuzlly do without the (basic) things you need, but you can do

without a lot of the things you want.

6. Ve 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 been 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 something less, or may keep on about how unlucky they were

Oor are.
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FROM NEEDS TO WANTS AND WISHES

Answer these questions by yourself, using the above heading, on a

fresh page/sheet. Make brief notes only.

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

2. Yhat do I want to do in life?

3. What do I want from others?

4., VWhat do I want which I don't really need? (Give at least 3
examples).

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

6. Head up two columns 'Needs' and 'Wants', Write each word in
the list below in the column where it belongzs for you.

oxygen peace and quiet

alcohol (drinks) money

privacy eight hours sleep a night
friends a set of 'wheels'

modern clothes regular exercise
cigarettes vitamin C

TV pop music

School. Certificate self-confidence

prayer greasies

sunglasses rest

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

T. We have been looking at Abraham Maslow's need-framework, and
the basic needs every human being has, 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, wife, 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 all agree not to say anything
about this outside the classroom, if that would help people.
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1.

LIFESTYLES (Teacher Guide)

Ve have been looking at our values, our wants and our needs.
Ve have to tie these together to make up a picture of our
life-style. Part of our life-style will come from our
parents, and what they have shown us about everyday life, and

part comes from other people.

Most people do not want to live exactly the same way as their
parents did. DMost people do not want to be ccmplete different.
We all tend to mix the two together, and use the best from

both, for us.

Parents and children all over the world disagree over certain
bits and pieces of their resyedtive life-styles. It is a
process which happens naturally as children become adulis, and

want to live their own lives.

Your life-style is what you make it. No-one else can live
yours for you. No-one else can take yours away from you,
unless you break the rules of the society youw live in, in

following your life-style.

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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LIFESTYLES

Answer these gquestions by yourself, using the above heading, on a
fresh page/sheet.

1. Urite a l1little about your feelings on these aspects of your life-
style. Look at where you are now, whether you want to change
the situation, and if so, what you want to change to. (lMaximum
of 50 words on any one aspect ).

a) The way I want to dress

The way I want to talk

The transport I want to have

The job I want to get

The groups I want or like to belong to
The activities I want to take part in
The friends I want to have

The things I want to own

The places I want to go to

The money I want to ...

CR M HO A0 O

Move into your five groups, together with your answers. Appoint a
recorder., Look at the first question to do with your dress, and

note the range of answers 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 two groups only, there may be a dozen. For
example, you may have groups who prefer (a) casual clothing, (b)
rough clothing, (c) the 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 enswer 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 COME I WANT 10 LZSAVE HOMA?

Some people leave home, because it seems the obvious thing
to do. Some people leave home, because they get nudged out,
Some people think about why they want to leave, cthers just up
and leave. It may be useful for us to look at this question in
our groups, to see if we are like one another in this recpect.
Reasons for leaving may be tied vp with 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. Iisten to each other's
feelings about leaving home, How would you feel if you were in

their shoes?

1. What general reasons might I have for wanting to leave?

2. Vhat specific reasons, if any, do I have, 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
independent, 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.

4.

5e

Some people leave home without thinking about what they are
doing - they may have strong reasons for doing so. Some
people leave home fully prepared. Most people leave home
knowing a few of the facts, and a few of the options. Ve can
help ourselves by checking out the present facts of leaving

hone.,

Timing when you leave is worthwhile. After school? After
study or training? When you're fed up? You may have 1o leave
later or earlier than you first planned. A Jjob may come up,

a training course may begin, you may find a place in a flat,
you're not getting on so well at home, your family may be
shifting.

Choosing where you live (City or country? Flat, board, hostel,
or ...7) may depend on one or more factors. Training, jobs,
study, travel, friends can all influence your choice.

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

How _much your living costs are going to be, may depend on
where you live and what type of housing 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.

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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T 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 the future, some you may not consider
for your own reasons. Some options are followed by a large
number of people, some options are only followed by a handful.
All the options presented are options for someone or some
reople living in New Zealand - they are largely taken from
questionnaires adnministered by secondary school pupils in

their local communities.
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WHEN T AM GOING TO LEAVE?

Answer these first questions by yourself, using a fresh page/sheet
and the above heading., List the number of the question, and write
the one or more options which are closest to when you think you

will leave,
(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)
¢) 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?



SOCIAL EDUCATION 45

Leaving Home

Topic Two -~ The Facts of Leaving Home

WHERE AM I GOING TO LIVE?

Read these first questions by yourself, Use the OHP example to
help you with your answers.,

1. Straight after I leave home (I think), I would probably live:

a) In the same area/town/city as I do now, OR
In a different area/town/city.

b) Near the centre of a town/city (Which?)

OR
OR
OR
OR
OR
OR

In the (outer) suburbs of a town/city (Which?)
In a smaller town or country town

In a country area close to town

Right out in the country

Moving from place to place

Other - specify

NB: You may like two or more options equally. Wxrdite both down.

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

a)
OR
OR
OR
OR

b)
OR
OR
OR

c)
OR
OR

d)
OR
OR
OR

In a housge like my present one

In
In
In
In

In
In
It

a older place

a never place

a 'lived-in' place

other conditions (specify)

a place with a few rooms
a place with a lot of rooms
doesn't bother me

Other - specify

In
In
In

a place by itself
a place in a street
a place in a block of flats (Coronation Street or

high-rise types)

In

a place off the road if possible

In a place on the road/street-front

It

doesn't bother me

Other -~ specify
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WHERE AM I GOING TO LIVE?

3. Straight after I leave home (I think), I would prefer to live:
i. In a flat
ii, In a hostel
iii, In a boarding house
iv. In a bed-znd-breakfast'
v. In a bed-sitter (one room, cook for yourself--often
in your 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
Xx. In a farm house/farm cottage
xi. In a hotel, motel, or guest house

xii. In any of the following: van, car, tent, caravan
xiii. On a boat/ship
xiv. Other (specify)

NB: You may find more than one option equally preferable - list

the one or ones you prefer moste.

4. Go back to Question Three, and use the above options to answer
this statement:

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

5:6: T Now put yourself in the 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 Gestetner sheets)

WVHERE AM I GOING TO LIVE?

-STRAIGHT AFTER I LEAVE HOME NAME: George VWaru

l Form 5G
I WOULD PROBABLY LIVE:

1. (AREA): a. In a different area
b. In the suburbs of a town/city (Wellington or
Wanganui)
2. (CONDITIONS): a. In an older place
b. In a place with a few rooms
¢, In a place in a block of flats
de Doesn't matter

r I _WOULD PREFER TO LIVE:

3. (TYPE) Choice: 1. In a block of flats
(If you have 5
other equal ¢
choices

In a2 boarding house.

4, (TO BE REALISTIC,I MAY HAVE T0 LIVE):
Choice i.- In a works hut (MOW)

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

IF T HAD ENOUGH MONEY TO LIVE ON, AND I COULD SAVE A LITTLE, I WOULD

PRoFER TO LIVE:

5. (Future AREA): a., In a different area
b. In a country area 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
de 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 AM I GOING TO LIVE WITH? (Teacher Guide)

OCften, when we leave home, we are forced, for one reason or
another, to live with people we don't really know or care about.
Sonetimes 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,

saving money or whatever it is.,

On the next page is a list of options. Read them and select
the options which you may have to take, (depending 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.
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1. Straight

8.
b.

WHO AM I GOING TO LIVE WITH?

after I leave home I may have to live:

With another family
With one other person

Ce With a small group of my own sex

d.
€.
f.
&e
h.

2. Straight

a.
b.
Ce
d.
e.

3. Straight

2o
b.
Ce.
de
€.
s 8
=
h.

With a small mixed group

With a larger group of my own sex
With a larger mixed group

By myself

Other - specify

after I leave home I may have to live:

With pecople of about my own age

With people a little younger than myself
With people a little older than myself
With people of different ages

It wouldn't bother me

after I leave home I may have to live:

With relatives, or another member of my family
With people I work with

With people I share activities with

With fellow-students, or other traineces

With friends of the family

With a boyfriend or girlfriend

With my own friends

Other - specify

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 Chart, plus Banda or Gestetner sheets)

WHO AM I GOING TO LIVE WITH?

STRAIGHT AFTER I LEAVE HOME NAME: George Varu
Form: 5G

I MAY HAVE TO LIVE:

1. (GROUP SIZE):
(or maybe) 2,
2. (AGE OR PEOPLE): 1.
(or maybe) 5
3. (TYPE OF GROUP): 1.
(or maybe) R

IF I HAD MORE CHOICE IN THE MATTER, I WOULD LIKE TO TIIVi:

4, (GROUP SIZE): Yo
(or maybe) -

5. (AGE OF PEOPLE): 1.
(or maybe) s

6. (TYPE OF GROUP): .
(or maybe) g
(or maybe) Be

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 TIVING COSTS WILL I HAVE? (Teacher Guide)

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

home), we have costs to meet.

2. Costs vary from place to place. Costs may be high in a large
city, quite low in a remote country area, and in between,in a

town.
3. Inflation affects your living costs at any time,as prices vary.

4. Your living costs are affected by your life-style. In the
long run, if you live high, you pay more. If you budget

carefully, you pay less.

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

living costs.

A project follow on péges 53-58. It is composed of two instruction
sheets, (teacher and pupil), an interview sheet, and a summary
sheet.
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WHAT? TLIVING COSTS WILL I HAVE? (Teacher Checklist)

A, IFP I WERE WITH A GROUP:

i) IN A FPULLY-FURNISHEED FILA

(=

(Likely coste) Rent, P & T, Power/Fuel, Food, Incidentals
(Paper, cleaning materials, ete).

(Possible costs) TV Hire/Iicence, Personal Effects,
Insurance (Group), Some Repairs.

ii) IN A SEMI- or UNPURNISHED FLAT:

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

(Possible costs) As above, plus utensils, pots and pans,
deepfreeze, drink supply.

B, IF I HAD A YOUNG FANILY OF MY OVN:

i) IN A FULLY-FURIISHED FLAT: As above in A(i), plus clothing,
transport, insurances (life, car, effects), toys, linen
(towels, sheets, blankets, etec).

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

C. MHICH ARE PBRSONAYL, TQ lMS:

(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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WHAT LIVING COSTS WILL I HAVE?

Answer these questions in pairs, using the underlined headings
below, as best you can. lake neat brief notes only. We will
check our answers out during our project.

1. Vhat might I expect to find in a fully-furnished flat?
FULLY FURNISHED FLAT

2, What might I expect to find in a semi-furnished flat?
SEMI-FURNISIED FLAT

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

4. VWhat is a "kitty"?
KITTY

5. If I were in a fully-furnished flat with a group, what living
costs might I have to share in?%

SHARED LIVING COSTS TN 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 FAMILY

T. If I were in a fully-furnished flat with a group, what

personal costs (not shared costs) might I have?
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TBACHER INSTRUCTION SEES

1. Let the 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 organisation - 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 cardboard/
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 areas to each pair. Ieave some areas as
back-ups.

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

*8, Telephone local radio/TV station (if any) to arrange =z neus
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 project).

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 to 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 Project 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 the pupils.
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Teacher Guide

IDEA

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 data, or
information. Interviewing skills will be part of the set of data-
gathering skills.,

TINE-SPAN

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

TASK

You will have to visit people at their addresses to find out what
living costs they have; groups, young families, 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. Ve need to discuss these, amend them or add to them if
necessary. You will be working in couples., BEach couple will be
given a letter of the alphabet, as a code name,
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Instruction Sheets for Interviews

1. Valk 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 families, boarding
houses, hostels - see List on Page 46). IList the addresses on a
piece of paper. Check:back flats, long driveways, right-of-ways.

2. Report addresses to organisers (teacher, and/or pupils).
Enter addresses on map - use your alphabet letter, and the number
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 vzlid and reliable, you all have to:

(A) Use the same introduction, to tell the people you inter-
view what is going on.

(B) Ask all the questions, in their right order. Try to get
accurate answers. _

(C) Record answers neatly and accurately, on to the interview
sheets.

(Cut_aslong ling)

INTRODUCTION TO INTERVIEW
1. Good morning/afternoon/evening. We are _____ form students at
___ High School/College. As part of our Social Education
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/your group about
your 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, contact us as or .
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Leaving Hone ’
Topic Two - The Facts of Leaving Home

BOW WILL I GET THE MONEY TO MEET MY CO3TS?
(Teacher Guide)

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

grants, awards and cadetships.

2. lMoney 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 feature 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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Leaving Fome
Topic Two ~ The Facts of Leaving Home

HOY WITLL I GET THE MONEY TO MEET MY COSTS?

Look at the following questions, in your groups of four. Give
everyone time to express his/her opinion on each guestion. We will
follow this with an evaluation session, looking at the place of
money in our lives, before and after we leave home,

1.5traight after I leave home, I intend to get money to meet my costs
through
a. Full-time work - specify what type of work if possible.
b. Part-time work - specify what types of jobs.
¢c. Holiday work (plus possibly bursaries, if studying).
d. legular part-time work (plus possibly bursaries, if studying).
e. Part-time work while training off the job.
f. Lcans, gifts, grants, savings.
g. A cadetship, studentship, study award, traineeship, or similiar,
h. Shares, dividends, profits (including gembling or betting).

(Mention one or more of your sources of money).
2. VWhat do we mean by a 'kitty' system?
3. Do I gamble? I& it worth me gambling to meet my costs, or to

increase the money I already have? Do I take part in any of this
range of take-a-chance activities, involving money?

a, Golden Kiwi (lotteries) e. Pool, billiards, or snooker
b. Raffles f. Housie, lotto, bingo
c. Cards g. Sweeps (sweepstakes, or

the pools)

d. TAB,or on-course betting
h. Other -~ specify
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Leaving Home

Topic Three - Looking at lMoney and Values

Move into the pairs you were in for the project. Read the follow-
ing value list (not a complets list) through together. Try to
pinpoint those values which are more important to you, after

crossing out those which have little or no meaning for you.
Explain your values to the other member of your pair.

VALUE LIST: Yhat do I value, because I own it, do it, 6r share
it with others?
What do I value, for what it gives me?
What do I value in others?

Car, qualifications, being an individual, friendship, stereo,
sport(s), praise, happiness, bike, high wayes, teamwork, a hobby,
independence, the latest fashions, beauty, leadership, good fun,

a pet, honesty, my family, spare time, books, good health,
responsibility, travel, good food, trust, an interesting job,
jewellery, acceptance, an activity or an interest, cooperation,

2 watch, 'experience', generosity, fresh air, fitness, good

clothes, patience, a sense of humour, 'love', simplicity, status,
intelligence, a tool or piece of equipment, encouragement, money....

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

Now When I Teave Home

0~ WIS NN =
W=V =

2, How important is money to you now?

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

4. VWhat 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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Sunmary of Unit Two

1.

4.

5.

Almost all of us here in New Zealand leave 'home', at some
gtage of our lives, Ve leave home for a variety of reasons,
We may or may nol be aware of these reasons. Ve may think
about leaving, we may just leave.

Two questions possibly worth considering before we leave are:

How do I want to live?
How come I want to leave?

These two questions look at our way of life, and intended life-
style, our values, needs, wants and wishes. They do not deal
with the facts of leaving home but rather with our ideas on

the same topic.

Five questions which involve the facts of leaving home are:
When? Where? Who? IHow much? Where from?

Once we have answered the 'How' questions above, we have a
basis from which we can get at the facts - we have more
of what we're looking for, and why we're looking for it.

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 everyday life away from home.
We need practice at finding this information.

Money is tied up closely with our values. We place different
values on money at different periods 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 worthwhile?
2. Did I enjoy the worksheets?

3. Did I understand the key ideas?

4. Vhat size of group was best to
to work in?

5. Was there enough oral work?

6. Vas there enough written work?

T« W¥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 mske these units more interesting for fubure
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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A Final Comment

These units are not intended to be all-inclusive. Options
will no doubt have escaped my attention, and that of the students
with vhom 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 between people is basic for
the enjoyment of learning about this area of life. To this end,
I have included much group work in pairs, fours and larger groups.
Extension activities have been left to the individuzl teacher, as
have the possible areas of integration.

These units 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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Aspects ol Lenguage
Foreword

Ky inspiration to write the first of the three papers containeé in thi

45

report arose from the perusal of en article in'fThe Reading Teucher!
entitled 'Teaching prereeding skills through trzining in patt
recognition'.The srticle seemecd incomplete to me,aqd ¢id¢ not exzplore the
concept of pattern recognition fully
coding units for the Romsnised alphabat & sed in Bnglish,and relsted
the set to the mechanisms of decoding,and to the degree of percesptuzl

discriminaztion invelved

The second peper extended the concept of patterning through exeminstion
of the extension uniis used for the lower-cese letters of the Romsnisecd
eglphabet in a cross-section of ten lungusgesseven Zuropean,two Pacific
ancd one Asiazn).It elso looks &t the internsl consistency of the
individucl letters among the ten languagese.

The third paper concerns the learning of languuges other than one's own.
It looks &t second language leerning in New Zeelend,znd at the concept
of mastery of a languege.Different levels of mustery are discussed and

a possible list of criteria for mastery included,togethar wit
sxemples.The concept of the 'spillover cffect' in the prccess of

-

earning a new lenguage is introcuced.

-

—

I am awere ihat these three peapers ssk considereb

D]

y more guestions than
they answer.My principal concern in presenting these pepers wes to
attempt to synthesize concepts from different fields of inquiry.I find
it increcsingly ¢éiffi cult to look at the fielé of reasding wit

L
consicdering other areca such o5 visuo-motor development, neural petterning,

C'?

language formation,perceptus]l discrimination,the role of the tescher
ené the symbolic neture of langucge itself.

T.A.S. 7/7?
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Aspects of Lunguige
Introduction

This report is compos of three chort research papers.Bach deals with

ed
an aspect of languege learning.

The first paper deals with aspects of letter-decoding in the English

bl == |

traditional orthograrhic @lphebet (T.0.n.),and the levels of perceptual

discrimineation involved.The dlegcrimine re viewed as being

T a8
hierarchical (involving progrecsively finer diseriminations).A range of

J'V

5o o

diagrems, (eizht in &ll),are presented, together with notes to each

The second paper desals with & cross-section of ten alphabets utilising
Romanised lower-case letters.It looks &t letter consistency between
glphabets, and the various extension forms of letters,in terms of the
hierarchy of discriminations,in the T.0.a's.

The third peper dezls with aspects of learning a language other than
one's own (i.e. the basal language one learnt between birth and adult-
hood).It looks ot the situation in New Zesgland,and then at the question

of mastery of &nother language.It utilisec three exemples to depict

three possible levels of mastery,and looks at criterisa for mastery,aré at

en effect involved in the procesc of learning another languege.

b Y
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DiAGRAM | — BAasic. DeEcepiNg UniTs, RoMAaN ALPHABET

DEFICTION NOMENC LATURE DESCRIPTION CF SHAPE
O BALL CIRCLE .
I I STICKS (mwe,s;;am) LiNE SEGM;;P:I'TS
J ]H B ) HOO?S OPEN CURVES )
j 6 LS ) CJU_PS <Mu&€) .‘S'E';MtQR(_‘dI_AR OPZN CURVES
— ( SAUCERS (Bow;_s) AR.C o -

S SNAKE TWINLIOP COPEMN CURVE
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Letter Recognition Throuzh Patterning

dotes to Diagrum One

bix beasic units are utilised.This is the minimum numter of units needed t
decode cll 26 letters in the Eaglieh zlphibet.Incividually,or in differin
combinations, these unite can be used to compose any leower-case letter in

the Lnglish elphabet.

The six inits are based on concrete objectz.The obhjectes selected are &l1
common inenimate objects, except for the unit based on the object ‘snave’
which only concerrs one letter,(e).The objects are likely to be wi

t
the experience,und ull,including the snake,within the ken of five~yecar
n

j\

0ld chiléren.In most cultures which utilise a Romtnised alphaebet in pre-

o)
end esrly reuding programues,most children,by the time they enter primary
Echool or its eguivalent,will have had some contact with balls,sticks,

cups &né ssucers/bowls.Many chiléren will have some cogmise

a
concepts 4f hooks and snekes,if not from experience,then from television
or from parcnts.



DIAGRAM 2

— DECODING UNITS R EACH LETTER , ROMAN ALPHABET

LETTER DECODING UNITS

NUMBER OF UNITE

BALL | STick

Z

BALL | STICK

cur

BAUL., STicK

CUP, STiICK

HOOK, SueK

Hook, BALL.

CUuv, st

ST

STick

Curg, ST

Cup, STICK

Badl.

BALL, STICK

BAW., STICK

SAUCER, STCK

SNAKE

STICKS

CUP, STICK

STICKS

STICKS

STiCrS

ST1cKS

NI IZRI<ICI=x|lis |ODIS i3 |3

sSTiCtkg

£l

— see DIAGRAM _’1_0]




ASpects 0I Laniuuge

Letter Recognition Througsh Patterning

=
Yotes to Diagram Two

The decoding units have been selected and lahelled,on the basis of the
llikelihcod of their being known by new entrants: known verbelly,symbol-~
icelly,and in many cases through VaKT contact, snd experientislly, through
use in the home or the locc&l environment,

Zach lower-case letter has to be discriminated from &£11 other letters,cso
that it can be sesn ac & separate entity.At the seme time,it will be
grouped and regrouped with other letters to discover the similarities
between letters.

The letters are digcriminated here in two basic weys.Children,ss well as
adults,discriminate members of sets by the parts(units) which make up the
yseparste members.For exeample,the child's cognition of the difference
between men and women in .the set of people,ies a discrimination lesrnt
often within the first four years.Chiléren also discriminate according to
the number of parts which make up the members of & set.For example,in the
set ‘'families',the child mey know there are 6 people at his home,but only
four next door,but that both groups are still femilies.
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ROMAN ALPHARBED LLETTERS (Orevaegind !

BALL LONG STiCK SHOMRT STICK HCOK

cuP SAUCER

SNAKE

N % I € B 5B x 800 3 3 = 8 G-

a ) Q

| b b e
e et e - c N
a . d .
. S = =
— f f )
q - J
ST S ____h -
e , S
e J
e k = S __k, e
______ oo I = s
=8 L ) = il - M _—
N N
_PG
5 S S .
il S .

4

N[> 1T | € |<

7/ 9 15 3

6 I

LONG STicK SHeRT ST Hook

Cuwr SAUCER

SNAKE




Aspects of Languige
Letter Recognition Through Putterning
Notes to Diagram Three

'For interest,I have included a freqguency table for the usage of the

[

decoding units in forming the 2€C lower-case letters in the Inglish
alphebet.

It can be seen that 18 letters contain a short stick,endéd nine a long
stick.Twenty-one letters in all contain one or more sticks.Ten letters
are composed of a single type of unit (e,i, j,1,0,s,v,w,x and z).The
remeining sixteen letters &are all composed from two differing types of
units(see &lso Notes to Disgrems Five and Six).One near-obsolete letter,
the 'e ' found in words like 'encyclopeedia' and 'peediatrician'(but now
often replaced by an 'e'),combines three different types of unit - a ball
) & cup and two short sticks.
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Aspects of Language
Letter Recognition Through Patterning
Notes to Diagrcm Four

This depiction is a rearrengement of the second column shown in Diegram
Two,into an initisl pattern for decoding.(see Diagram Seven also)I am
utilising this initial grouping according to number of units needed to
form letters,to delineate the first stage of a hierarchy of discriminations
This hierarchy is fully shown in Diugram Seven.Children, end cdults,divide
up the world in many ways,in the perception of concreta and symbolic
representations.In everydey life,the examples of prices,Wages, costs and
amounts influence the sbility to discriminate perceptuzlly,in areas other
than numericsl discrimination.An example I like to quote from babysitting
days is of a four ye&r old boy named CGordon.I hed to babysit often in

the afternoons/evenings,and I was required to cook CGordon tea,since both
perents were busy professional pcople.The family ate treaditionally - meeat,
spud end two veg. On this particular day,I found there were no potatoes,
in the house or out in the garden.I prepared the me&at,and to compenszte
for the lack of petatoes,cooked larger quantities of the two vegetables.
Upon serving the mesl, Gordon remarked, "You haven't given me as much as
Man does! I haven't got any potatoes!. Lverything else is 0.K1"

My interpretation of this is that Gordon had a percept of a meal which
included four separate parts,or components,when perceived on a plate,
but which did not discrimineate &s to total smount of food,only to a
generel 'too much - 0.K. = too little' discriminction of the emounts of

|the separate parts.Cordon saw differences before likenesses,as well .He

noticed the disparity between the number of parts I weas serving him, and

©

the number of purts he usually received,before he acknowledged that the
emounts of each part I had served him,fell within his percept of an 0.K.
amount. '
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Aspects of Languege /
Letter Recognition Through Patterning

Notes to Diagrems Five @nd Six

Fie

The hierarchy of discriminctions is continued here,leading on from Stage
One in Diagram Four.Both diagrams depict groupinge sc
similarities between letters combining one or more di
units.Diggram Five describes & more general grouping
hMost unit comwbinations are specificelly described in Dia
exception of the letters f,z &and r.Neither diagram is int«
a complete step,or stage in the hierarchy of discriminations,but rather
to show theat grouping according to similuarities is gradusl.The process
is graduel,beceause the festure zn&lysis involved in the clacsifying of
one group of objects &as similer to each other,and different to &ll other
groups of objects in the population being examined,implies grouping and
regrouping to establish &« reasonsbly constant definitive discrimination,
which is utilitarian.A child looks for differences,before sttempting to

clussify different groups according to their internal similarities,

To tuke another personel example, I looked: after three year old Joey for
& number of months while his mother was ill.He labelled &81)1 insects as
'bug'.le loved catching andé keeping 'bug' in his hands until they

inevitebly expired.From observation,I noticed Joey putting down his

"

-

collection of 'bug' every time he spotted & potential acd

Lte F

tion to his
collection.iéhereupon,certain 'bug' would disappesr while others stayed
curled up or entangled.Joey figured this out quickly,&and came &nd asked
'me for & tin.I gave him one,and sitting down in the backysrd,he put dow
his collection,and put every insect thet 'ren away, into the tin.In the
spece of & few days,he was putting beetles and centipedes into the tin,
without checking them out first,and leaving worms,and occasionally slaters
in two heaps on the porch,where he could keep an eye on them while he
continued with his hunting and catching.

Joey initially grouped &all insects as 'bug'.after grouping them
indiscriminately,he found he had to regroup in more thuin one way to
cater for the Jifferences between groups.Eventuclly,he wzs &ble to
perceive similarities within groups,and from then on,he could classify
most insects he caught on the spot,and assign them to their correct
groups.
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Aspects of Languuge _ !
Letter Recognition Through Patterning
Notes to Dieagrem Seven

gram Seven, there i1s depicted @ flow cheart for the entire process of
d ic lower-cise letter in the English elphabet.The
diagrem builds on the basis laid in Diagrem Four,and the extensions made
in Diggrems Five and Six.However,the groupings,and the group patterns on
the second level of the hierarchy may very.For example,all the letiters
containing sticks (g,b,d,e,h,n,p,q;r,t,u,v,x,y) which are made up from
two units might be grouped s they ere in the diagrem,or képt &s a group
of 14 letters which are not clearly discriminated until subgroups are
more defined,on the third level of the hierarchy.I have presented
groupings which seem logicul to me,but will not necessarily appesr as
logical to any child at the pre-~reazding stsge,or eny adult who is un-~
femiliar with ideogram-based scripts.:

From the diagraem,it is spparent thet the letters (c¢,J,m,o,r,s,w) can ke
i

deciphereé with the use of only two discriminstions in the hierarchy.As
‘rl

G

soon &s the third level in the hizrarchy is reached, and letter-groups
+
to u

8
nit composition,we are able to

rJ

are eble to be clu

sificé according
decipher (a,f,g,h,i,k,l,z).

Levels Four end f'ive in the hierc nhﬂy invelve more complicated procesces
of discrimination.Spaticl discrimination is involved in Level Four,where
the differences between lelters in subgroups (b,d8,p,ql)te,n,u)(v,x) and
t,y) is much lcoe than ut Levels One and Two.a five-year old new

entrant very quickly lecrns the meaning of expressions such &s 'Come in,'
'Join hands!' 'Hends up!' 'Sit down!' 'Cross your legs!' The application
of these directioneal and relationsl concepts to the mezningful perception
of letter-symbols presupposes fine visual discriminetion,and the ability
to attend,in order to discover the fine differences which exist.In other
words, something akin to a VaKT approach is necessery,to ensure a child's
perceptusl base is broad anc¢ multisensory.We know that children up to the
age of three,on average,explore and discriminate concrete objects tecto-
visusally,with the sense of touch predominant.We know that visual per-
ception becomes increasingly important once & child begins forms

schooling, end must learn to discriminate symbols more than objects.

Level Five involves the azdveanced stage of lateral discrimination,where a
chilé has leernt kingesthetic awareness of left and right(his left and
right),and must trensfer this to left/right discrimination in symbol form.
This may in some way contribute to the difficulties often found with b,
d,p and q.
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Aspects of Lun_u'*P 7
Letter Recognition Through Patterning

Notes to Liugram Eight

cluded to make one point.It is easily calculated that

Disgrem Eight i ol
inations/ebstract
er &and Gesell both
5 of their work with children, that,on aversge, &

3
four zné & half yeor o0lé child can holdéd four units in memory.4t the same

i

s in s
22 cut of 26 letters require from two to four discrim
rules/operati o Cecode any sepecific letter.iechsl

o1
concider,on the bas

age, an aversse child can count objects up to three,cen count aloud
beyond three,cen match eight out of ten forms,and cen name the primary
colours.Piaget's aversaze five year old child can meke applicetions of
'meny~to-one',but not'one-to~many; can count to 10,knovs his age &nd
name, and is cupable of using and understonding s
average five yeer old w«lso perceives details visuvelly,and asks ehout
them.Only at age five and & half years on avercge is the child developing
the concept of left and right.

Further,with the letters b,d,p and q requiring five rules or progressivel}
fine discriminations,in order for them to be deccded,plus symbolic left-
rizht cverenesc(i.e. beyond a concrete cwereness of laterslity), it comes
-bg no uurbr1ue that many new entrunts cennot cope with certain letters

of the alphzbet.



aspects of Lunguege I3
Letter Recoznition Through Potterning
{ypotheses end Conclusions

1. The 26 lower-ceze lestterc in the English orthogrephic slphabet con

be perceived und decoded &s ideogrums,using & basic set of six

L=

decodin; units

2. Dec

3. Decodin. involves & perticuler number of operctions for each Jetter,
¢né pro.ressively finer discriminctions.The perceptus) discriminetions
ere hiererchicul,wecoréing to differing levels of perceptual

opmant.

& oany letter of the 26 lower-case lett
et requires between two and five discr:minations.

Mach work of an escenticlly practicil nouture needs to be done in this

sreec.] am aware thet my levels in the hiercrchy of discriminatisne ere

A

by no meene herd and fust levels for more thén the children for whom I

t
found my &approach worked.I w«m &lso &were that the decoding units chosen .
are, in some weys,purely erbitrcry,and may be perceived &s such.In terms
of eny child's total ongoing céevelopment,the hiererchy of dlsvrlﬂln tions
iteelf may be too narrowly conceived,lo take inevitable urte and lags
into account.The decoding process &né the problem
1-

home &néd the classroomyis very real,ss is the w

perception.
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DIAGRAM G — A Cross-SecTion OF LANGUAGES GTiLiSiNG

RoMANISED LoOWER-CASeE LETTERS IN THEWR T.0.A's
ENGLIS I TALIAN ‘SAMo AN
FReNCH SPANISH MAORA
QERMAN ESPERANTO
NORWECG-LAN MALAYSIAN

Diagrat 10

— EXTENSON WUNITS TO

RomMman ALPHARET, BASED

ON THOSE UTILISED IN THE CHosENn (CRoss-SECTON OF LANGUAGES

EXTENSION UNIT NOMENATURE FounDo v LT AN, USuAL NAME
ReNe (3,27,8.0) :
a4 Roek Esrerano (8. 0h..2,5)  COCUMTEX
\ STiex FRENCH (Bt,‘é) CRAVE
~ STiek Frencn (€ ) AcCuTE
) TAL Feence (€ ) CEDILLA
EvEs ENGU SH, Frencd (Aais) DIAERESS
e . ES Qermean (8,0,0) uMLAUT
R (55) HOOK + CuP CERMAN Dougte ‘s’
VOWEL
’Q’ (o ) BALL, STICK NORWEG 14N AT
w
a (Q) BALL STICK,EYE NORWE G- AN \S/gui;
ENGLUSA(o8s)
(0= BALL QAP STICK NORWE G IAN ggwEL[
~ WORM seanise (A) MANTILLA
v cue MALAY'S (AN (é) (Extra voweL)




sspectes of Languege
Consistency snd Chenge in Romeniesed Traditionsl Orthographic Alrhabets

Notes to Dieggrems Nine end Te

i crocs-section of lengucges utilising Romenised script in the lox
case letters of their traditioncl orthogrephic alphabets(T O.u.,ln
abbrevizted form) wes chosen on the basis of ava 11Lb11:ty of tezts,
dictio '

The T.0.4's of the ten languages were gnalysed and compared.The first
finding of reitl interecet was that all elphabets relied on.the basic 26
letters,plus extension units,except for Norwegien,which employs 'ae' as
& vowel,end German,which still uses the Cothic '@’ (double 's') in some
chiléren's texts.In English,the ' ' is still used,but is fast be

H: 9]
Li

H

i1
0

replaced by 'e' or '(a)e' in dictionaries such as the Concicse Ox d

seven of the ten languages utilised extension units.The only exceptions
were Itelicn,5amoan end Maori.The other seven langucges sccounted for
the eleven extension unite found.In eicht of the extension units, the
unit is &addec to & letter of the T.C.a.,&as &n sccent to &lter pronun-
ciation, to designate & discarded letter or phoneme,or to emphasize a

1G]

clflc vowel, or vow ul form.In the other three extension unlts,which

™

Be
incluée the tuo examples above, the extz2nsion shape signifies a new
grephoneme,and & new letter shsape.

A I a4 . . . .,
French (8,¢,1,0,U,4,¢,¢é,¢ ond dizeresis) with nine letter alterations,

and Lsperanto. (S,5, T, 3,%,0) with six,are the two langueges in the cross-
section chosen which principelly use letters with an attached extension
unit.They &re more simply known as extension letters.German has four
letter alterations (&,90,48,and ), Norwegian three,snd English, Spanish and

lalaysiean one each.

Of the eleven extension units,three are optiongl in specific languages.
The 'ee' is optional in Inglish.The diseresis is optional in English &nd
French.The '@' is optionel in CGerman.These extension units occur in some
texts and not in others.

The circumflex (circonflex) is by fer the most commonly used extension
unit.It is found in ten extension letters.The umlaut/diaseresis is found
in three extension letters,and in a renge of vowel combinations.Seven of
the extension units are peculiar to a particular letter.
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Consistency &nd Change in Romaniscé Traditionsl Orthographic Alphabets
Notes to Piagrem Zleven

In looking at the extension units,we find,us might have been expected,
extension vowels predominate over extension consonants.All five vowels
hauve extension forms,with 'a' &nd 'e' having four separate forms ariece.
Esperento provices most of the extension consonants (%,£,%,3,86).The only
other extension consonunts which are in regular orthographic use are the
'¢' in French and the 'R’ in Spanish.

When we consider the number of operctions needed to cdecode any extension
letter,severcl interesting points emerge.In French, the extension forms of
the letter 'e' ceuse difficulty to second language learners.This may be
because three options &re cvailable,and fine discriminations are

regquired to meke &n &ppropricte selection.There may also be difficulty
beceuse the extension forms require five or six operctions to be decoded.
Pattern recognition et this level implies & formal operatisnsl level

of development on the part of the leerner.Six unit memory spans may be
necessary for & child to cope with concrete operations,but symbolic
cognition is veastly different to recsalling number patterns in a WISC,
From eculemic hecrsay - I have not uncovered any source literature to
dete on this point - Frenzh children,in lesrning their T.C.4.,experience
more difficulty with the forms of the letter 'e',than with any other
letter.If we include the extension forms of 'e' (brancring downwards from
'e')in Diegrem Seven,at Lavels Five ani 8ix,it seems recsonsble to assume
that letters of such perceptusl complexity,end involving very fine dis-
criminstions (e.g. between 'é' &na 'E'),will present the most dif“iculties.
Further to the cbove point,the letter 'q' in Cerman,requiring five
operstions to be deciphered,has a strong possibility of being the

problem letter for learners of thaet language,as has the letter "' in
Spenish.I personally found '"aQ' the most difficult letter to sssimilate in
‘Cermen, in lesrning the «lphabet-at an early age.In fact,the debate about
appropricte sges or . stages of development for learning language symbol-
ically(in reading,writing anc spelling),becomes less relevant, if those

who work with young people,are themselves able to discriminate which

level in the discrimination hieruarchy any child haes reached,and thus
identify potentisl problem ereas,or letters.
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aspectes of Language

Consistency end Chunge in Romanised Treditional Orthogrephic "Alphabets

o

llotes to Diagrem Twelve

.g8ing Bnslish as the base language,and including the obsolescent 'ee!,

the ten languages were compared,ln diagrem form, to see if any patterns
or generelities were apparent in their T.Q.a's.

Eleven letters out of the twenty-seven base letlers were udsed as borrowed
letters, in languages other thun “1b]_£”.TWc were ( &,c,f,h,k,q,r,w,X%,

y &nd z).The letler 'w' was used as a borrowing in four Iuropean languages.
The letter 'k' wus used &s a borrowed letter in three lengsuages.All other
borrowed letters occurred in only one or two languages.

Fifteen Jetters (e, b,¢c,d,f,8,3,1,G6,8,v,w,X,y and z) did not form part of
skhe T.0.A. of one or more lenguages in the cross-section of langusges
cbosen.zl ‘ht letters (ee,c,f,q,w,X,y, and z) were used &s a borrowing in
at least one language,and did not form part of the T.0.4A. in one or more
other langueges.Two letters (b,r) were used as a borrowing in one language
each,but were included in the other nine T.O.n's.

Disregerding the obsclescent 'ae',the letters (q,x%, znd y) were most
frecuently not found in the ten T.0.i's.The letters (b,c,djg,j,v,w and z)
were less frequently missing.

Conclusions from this set of data appear on Paze 29.
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Aspects of Languuge
Consistency and Change in Romanised Trsditionel Orthogrephic Alphebets
Notes %o Diagram Thirteen

The twenty-seven letters were grouped,in this diagrem,into letter-sets
common to a specific number of languages out of the ten languages in
the cross=-section.

Nine letteres,including 1) five regular vowels,werec found in all ten
languages.No consonants blends were able to be formed from the four
consonants involved (m,n,p &nd t).

Four leitters were founé in nine out of the ten languages.These were the
two letters (1,r) which &are most frequently used in consonant blends,in
the scven Buropean lenguages in the g¢ross-section chosen,the letter 's'
which occurs &s the initi&l consonant in & wide reange of blends in the
same seven languages,and the letter 'h',which occurs in a number of
digrephs,and blends.

With the above thirteen letters which ere found in nine or ten of the

ten langucges,eight consonant blends and three digrephs can bte formed,
This implies consistency on the part of the T.0.4.,in that moving from
leserning one language using & Romanised T.0.4. to another,will ifuvolve
& lower/more gross level of perceptual discrimination than if one had

to learn & langucge besed on the Cyrillic script or ideograms.

Five letters,including 'b' and 'd',occurred in eight out of the ten
languages.These could be used to form a further seven consonesnt blends
e&nd two digraphs.

To summarise,33% of the letters occurred in all ten languages in the
¢ross~section,48% occurred in nine or ten langueages,and 67% occurred in
éight or more languages.Fifteen common consonant blends anéd five digraphs
(approximately S0% of all those found in the European langnages)could be
formed from the 18 letters common to eight or more of the ten langusages.
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Lspects of Lunguoge L9
Consistency end Chunge in Romanised Traditionsl Orthographic Alphsbets
Notes to Liegrcm Fourteen

This diggram is intended as a summery of the totals of letters in %h

(=]
indivicduel T.0.a's,the borrowings, the obsolescent letters,the extension
letters ané two combined totals
Hrpothecés and Conclusions
Cognition of all E? lower-cose letter-shapes in the Romanised English
TeOchoe(including 'ee ') transfers to the same lettsrs,as they occur,in
other lungnages beszd on Romanised :cript,becanse of internal consistency.

Perception of e purticular letter in &n unfemilisar lenguage using a
Romaniced T.0.4A. is influenced@ by one's re-cognitiosn of the individual
letter-shupe or pattern from previously formed neural pathways,and

prior memory.

Cognition of individuzl lower-case letters in the Romanised English
T.0ea. (including 'se') does not necessarily transfer to the same letters,
as they -occur,in other languages based on different script systems,such
gs the Cyrillic script,becauce there is a low degree of letter-:
consistency.

onsistency of extension shapes utiliced with lowven-case letter-shapes

2

in the ten Romeniscd T.0.i's wes high,in terms of transfersbility.

Conclusions at this stzge acre tentative,since much correlationel and
further cross-cecctional comparative research is necessary.From Diagrams
Nine to Fourteen,which were included for reference rather than as any
form of proof,the internzl consistency of the 27 Romanised T.0.i. letters
can be scen to be high,in terms of cognitive transfer,Two Cyrillic-based
langusges were exemined (greek and Russian),which include a number of
Romanised letters.Little transfer consistency was observable,but more
research needs to be carried out in this area.The extension shapes used
with verious letters in the Romaniced T.0.4's formed extehsion letters
which reguired & higher hierarchical level of discrimination than the
original letters,
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Aspects of Lenguage
Languege sacquisition:

We learn & specific language in & veriety of ways.Ve memorise the
glphabet, or perhaps graphemes &nd¢ Zreaphonemes..e write out a sight vocab-
Wl ary.wWe listen to tapes,or to other people speaking the language.wWe recd
the script of the language in books,magazines ané other publiceations.ie
imitate the written and spoken langucge patterns of others,we read aloud
10 discover the flow or the feel of the langrvarze.wWe spell the language

&nd consult dictionsries.We compose our own thoughts and feelings in th@
lenguage.~t some certain point or stage,we are assumed to be competent at
one or more of the modes of reading,writing,listening,spelling e&nd
speaking.

There are different levels of competence in the knowledge and usege of a
perticuler langusge.Functionel literuacy involves the basic skills of
realing and writing.Oracy involves the adequate knowledge of the speech
patterns of a language,and the ability to use them to communicate with
others.Some people prefer to acquire only the basics of a language -
language for everydsy use - while others want .top extend their knowlecdge
of,ané their &bility in their own language.Still others went to learn to
use other langusges.It is this last group which is of perticular interest
o me.

Here,in New Zezland,we use the Inglish language predominantly.de have

developed our own pronuncistion,our own idioms,and to & lescer extent,

minor dialectical varistions,in certain areas,or environments.(e.g. the
language variations found on the West Coast,in Southland ané the Uraweras)
Our minority languages are principelly spoken by the members of the

ethnic groupe who wish to retain their languages of origin,either as a
flrst or seconé langusge.There is little cross-pollinetion of cultures or
languages.Maori, Samoan,Dutch, Chinese and Serbo-Croatizn are 211 spoken in
hew seglend,within femilies, extended families,neighbourhoods,clubs or
éther orgenisations.it least five thousand people .spezk each of these
langueges as part of their everyday life.Most of these people (the Ms

race excepted) are immigrants,or have perents or grandpsrents who are/were
immigrants.If the families speek English together with their mother tongue
at home,the children will have & greater chance of growing up bilingual.
Where the parents prineipelly speak English or their mother tongue at
home, the children will tend to grow up monolingual.
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Aspects of Lenguage

Languege Acguisition:

Few New geelaunders who do not stem from one of ihe previcusly-mentioned
athnic bsckgrounds mcke or teke the chance to learn one or more of these
minority languzges,in a sense or in an appropriate culturel setting.
4 moderate proportion of younger people in this country study languages
within the education sys intermediate and secondaory schools, in
universities znd &t techniced institut renge of Europezn, Pacific and
Classicel leznjuages «re avelleble to be studisd.Only at the universities
is & wider-bused study of lan_uage introduced:lispects of culture such as
linguistics,litersture and literery criticism,drams,history,politics,
philosophy, end the evolution of language celfl may come under the orbit

of & subject such &s Cerman or Japanese.

However,we lezrn thecse second (or third,fourth,or nth) langucges sll too
often in vacuo - we cre required to learn the basics of reading,speaking
end writing a langucge without being sble to experience at first hand the
languege &s & medium for the communication of &nother wey of life.

I am not implying that we should export langucge students,nor that our
mastery of lengueges other thean our own is inferior in the basic language
skills.,

I would like to describe whot I see ss severul levels of mastery of a
language other thean one's own.(i.e. & language different to the principal
langusge uvsed by people in the culture within which you were reised.)

Let us consider the examples of John, Terry end David.Dach men is a lew
Zeelander born and bred.ill have one grendperant who is of English
extraction.nll three sets of parents were born and raised in New Zealeand.

.

Esch of the three completed & Bachelor of arts degree at & New Zealand
university between 1869 and 1971.Each majored in Cerman,with French and
English being their other subjects in common.All received above average
marks throughout their university (end secondary school) carecers.All
travelled overseas early in 19872.A11 spent at least six months (to early
1973) in West Germany.All three lived in major cities. '

Individuclly,in terms of their mastery of the CGerman language, they are
quite different.Th’: statement is bused on & record of conversations wmith
close mutual friends of John,Terry and David.These friends are German

born &and bred,with university educations end & wide background in languages.
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senguoge acguisition:

Perry reads German &s well «s he speaks it.He writes it less well.In
vest Germany,he was continually complimented on his knowledge of the
Jerman language.He wes often (at least five times & week) mistsken for
en Americen,vanedian or an Englichman.Once the locals got to know him,

ey slowed down their speech when conversing with him,or even in his

-

presence.He stated th«t they tended to especk very clearly,without much
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of enother linimegedlic is able to communicete w y others, &t- theinr

xnensa.ihoy muct listen &nd speek morse precisely than normel,end choose

their words with more care then wsual.He is unsble to follow their idiom,

and cannot extract much measning from conversctions &t normel to rapid

specking speed. He speeks with & 'backpground English-type &ccent,'

David speaks,reads and writes formal German well.He reads German nearly
as fast as he reads Lnglish.He has an extensive vocabulary of German
words, cpplying to & number of specialist skills,such as chess,car
meintenance and palntlnb‘quld in his time in Cermany,ws&s usually mis-
teken for & Dutuh,Salau or Lustrian person.He uses German correctly,with
some use ‘of icdiom.The locals in the argca where he lived ¢id not slow
down their speech,but did spesk more clearly when conversing with Deavid.
They spoke in their usucl 'patter' or patois in his presence,when not
engaged in conversation with him.Devid has resched the secondary level

of mastery of cnother lanruare.He is &ble to communicate with others

almost as & lensuace ecuel.They,on the othor hané,still meks allowsences

for his different ethnic becksround by.making the effort to pronounce

worcs anﬁ_lCWOMu more ﬂloar15 than normel.David is unsble to extract

much mezning from conversations held &t rapid speeking speed.He .spesks

with & generé)l Luropean~-type background accent.

thn éﬁeak rehcs and writes German well .He reaCs German well,but not
as well as David. He hdS a wide vocabulary of Cerman words,including a
range of locsl idioms learnt from the locals in the earea where he lived.
John was able to speck German fast,and accurately enough that he was
accepted - not as a foreigner who spoke German well,but as a temporary
esident,at least.The locels spoke to him at normal speed after their
first few encounters with him.They regularly used the locel patois when
speeking to John,and accepted his using the same expressions.John hes

reached the advanced level of mastery of another leansusge.He communicates

with others es a lonsusge equel.They meke no concessiosns for him in their

e
speech.They use z full renge of idiom &nd speekins speeds as per normal.
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him,or in his przsence.Hs spesaks
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John understunds most of what is seid

Cerman with a Cermun accent.He may use locel pronunciatidn varistions.




Aspecte of Leangusge
Languaize acquisition

There is & level of mestery beyond the level John reached in the previous
1

execmple.Rather than 111u;tr&te this level by mezns of & personal example,
articl set of criteria for determining

whether a person h&s moved beyond the advanced level of mastery of a
second lenguscge.Thece criteria have been culled from bi-,tri- and multi-
linguels,in & runge of professicns,here in Tew Zealend and overseas;and
represant common fecets of their experience.It is acknowledged that the
set is by no means complete,nor is it sciengifically selected,but it may
open up un aresz of sociolinguistics which hes received little attenticn

1o Catee.

s

4 true bi-,tri-,or multi-lingual will, through his/her knowledge of,&and

ebility to use a language other then his/her oan,be capabtle of fulfilling
most or g1l of the following 8ékiof criteri

He/she is cepable of..e

(a) Playing syntactically,sementiceally or gremmeticelly with the language

(b) Telling Jjokes in the language,in an eappropriate style for the culture

(¢) Punning in the language

(d) Losing his/her temper in the languege

(e) Using expletives end ocaths in the languaée

(f) ZIreaming in the lungusge (end in an eppropriate setting)

(g) Discussing,arguing ,8ebating,criticising,encouragirg,fibbing anc
'stirring' in the lenguage

(h) Honestly portraying feelings,and cepturing the feelings of othere
in the leanguage

{i) Thinking in the flow,in the patterns of the lenguage

(j) Comprehending the language &s it is used in the ebove weys

(k) Comprehending and eppreciating the language @s it is-expressed
through literature,the mass media and@ the performing arts.

(k) ‘Writing the language natureally,and transleting it sensitively and
in a manner appropriate to the culture into which the language is
being translated '

(1) Comprehending a range of dialectical forms of the language
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Aspects of Languuge ; =
Lenguage Acquisition

In looking &t these different levels of mestery of & language other than
ona's own,the emphasis has been on pointers rather than process.One
salient cspect of the process involving maturation in & language other
than one's own is & concept I have termed the 'spillover effect'.Priefly,
when a person wants to master a second, third or nth lenguege, end mekes a
decision to this effect,thc spillover effect begins to sppear.The person
will trencfer sccumulated linguistic-cognitive uncderstandings (e.g. strong
verb forms in his/her own language will probably be conjugated in similar
feshion in the languege teing learnt) to the new language.At the seme time,
the person,in order to move towards mestery of that language,must relin-
quish the internalised patterns of reading,writing, spesking,spelling and
listening he/she has built up, through habituation to & former language.

4s the person forms percept

o

m

and builds cognitive awareness of the new
lenguage, spillover from the original language will tend to graduslly
decreasc,as the de-habitusation process has its effect.During one or more
stages of learning the new language,minimal spillover occurs.This is
perticularly natlocable in the stage where the person has 8 reduced
mastery of the original langusge,cnd at the same time,is still struzgling
for mestery et the basic level in the new language being learnt.(It is
importent for the lesrner to be encourazged to continue building percepts
and cognition of the new 1anouuge,uhlle disregarding the origins]

languege learnt.)Once the person has moved on from this stege of lesrning,

the spillover effect reuppeere minimelly, and,as the basic,end later levels
of mestery are striven for,gracually tends towerd a form of homeostatic

spillover.In other words,when & lecrner echieves besic mastery of z new

langucge,only then is he/she able to trwunsfer linguistic-cognitive
understandings beck to the originel lenguege.The original language may

then be reestablished at,or nesr ihe original level of mastery,This will
-tend to occur repidly,since the original neurcl patterns still exist
within the (conceptual) nervous system,and require only a certain degree
of stimmlus to recover.At the same time, there will be minimel lose of the
new language.Spillover between the two languages will tend to equalise.

sopects of language gcquisition in the light
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The considera
of current theories of cerebrel dominance,memory and biofeedback is worth
further prolonged investigztion.So much of our inner world is still un-

known &ané incomprehensible to use.
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4 written recard of conversctions concerning the three men used as
examples wus kept,over the course of three years of intermittent contect
with mutuiul friznds.Tupes,letters and examples were the principal sources
of informetizn.By excmples, I meun specific lsnguage behaviours.
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In 1969, as a first-year student of psychology, I delved, by
chance, into the life and works of Abraham Hﬁrold llaslow. He
brocught 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.

Maslow's hierarchy of needs1 was the basis of his humanistic
view of the individuval in society. It is depicted here in its

basic form.2

Figure 1:
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Maslow arranged the above pyramidal structure in levels, to
reinforce his premise that an individual ‘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 next level.
(i.e. The lower needs in the pyramid were prepotent to those on
higher levels).

I wish now to refer to the Club of Rome's First Report 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 close to the origin. That...



is to say, that most people dwell most of the time on the 'here'
(the family, and/or social groups of which they are regularly a
member), and ‘'‘now' (today, tomorrow, payday, next weekend, next
week).

Two questions of relevance to this paper emerge from this
graph. Who are these few people who occupy the outer limits of
the graph (who think 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 these people, if any?

To answer these questions, 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 pecople
5

who had begun to fulfil themselves gelf-actualisers. (Maslow,

albeit with a self-confessed subjective list of criteria, turned
up an interesting list of people whom he regarded as
self-actualisers. ILincoln, Thoreau, Goethe, Beethoven, Einstein,
both the Roosevelts, and John Stuart Mill were all on his 1ist.9)
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 cculd 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

individual.8 It is an extension of Figure 1 and is intended for

clarification.
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5

We move immediately to the consideration of a graph which

combines and extends Figures 2 and 3.

Figure 4:

The depiction is my own:
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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-actuvalisers. 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.

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 increasingly 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 own
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
parf, for planning and acting on those thoughts.

Iet vs 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 action.
Thoughts and plans, without action to follow them, frustrate
fulfilment and growth possibilities,



I would posit that this is true at all levels in the need-
hierarchy. TFurther, it is essential for the growth-oriented
self-actvaliser. 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, humanity - 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
b

ideals: 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.



How does the present concern them? NMaslow stated in

12

'Motivation and Personality' that the characteristics of self-

actualised persons included the following:

Their appreciation of people and things is fresh rather
than stereotyped.

They identify with mankind.

They transcend the environment rather than just coping
with it.

They have an air of detachment, and a need for privacy.

Eric Berne's concept of the autonomous individual13 gives
support to these characteristics. (See Figure 5 below).
Figure 5:

MASLOW BERNE
BELF - ACTUALISER AuTonoMous PERSON
TRANSCENDING AWARENESS I
FRESHNESS OF SPONTANE ITY
APPRECIATION

IDENTIFICATION INT IMACY

WITH MANKIND

SE OF AUTONOMOUS
(DETACHMENT) (us ADULT)
TAs &N

We can accept that the 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 time, 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 passage 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 ovservable 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 meeting their needs, and his/her own 'meed to serve'. A
person vwho spends much of his/her time in the here and now with

others has at lecast 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 time, In acting, they will tend to be at the origin,
and level 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-actualisers who do not meet their 'need to serve'
and their metaneed, 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 metaneced, are the only
people who meet their growth needs¢by being on level 6, and

simultaneously at the origin.
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BEYQID ITASLOW AND THE LINITS TO GROWTH
PART II

laslow's concepts of the peak—-experience:
methods, experiments and applications.



In 'Motivation end Personality' (1954),Maslow formulated his
initial list of characterictics of self-actuslised persons,based
on studies of friends,acquaintances &nd historical figures.The
list is reprccéuced here,as &an introduction to some of the factors

¥
involved in Mas!

r

ow's second basic concept,that of the peak-
experience (F.Z. in abbreviated form).
figure 6:
CHARACTIRISTICS OF SELF-ACTUALISED PIRSONS
They sre realistically oriented.
They wccept themselves,other people and the natural world, for

what they are.

They have a great desl of spontaneity.

They are problem-centred rather than self-centred.
They heve wn air of detachment and a need for privecy.

They &are eutonomous &and independent.
Their sppreciation of people &nd things is fresh rathsr than

stereotyped.

Most of them have had profound mystical or spiritual eyperiences

elthough not necessarily religious in chéracter.

They identify with menkind.,

Their intimate relationships with a few specially loved people tend
to be profound &nc¢ deeply emotional rather than superficial.

Their values &and wttitudes are democratic.

They do not confuse means with ends.

Their sense of humour is philosophic&l rather than hostile.

They have & great fund of creativeness.

They resist conformity to the culture.

They trenscend the environment rather than just coping with it.

The underlined cheracteristics are those which may best bridge
the gaps between Maslow's hierarchy of needs on the one hand, and
his view of the peak-experience on the other.This will be
examined more closely in the latter part of this paper,which
gives reports of three types of P.Z. situations.
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As far as Maslow wus concerned,P.E.'s were his labels for those
personal czperiences which were profoundly mysticeal, heppy,bliss-
ful,spiritucl or wonderful.He considered that & person who had a
P.Z.,underavent some (momentary) form of actualisetion of self.He
further poztulatel thuat self-actualisers underwent more -P.E's

han other people tecause they actualiced more often,end more
regularlqu.ualoro his death,Maslow,in his last major work, 'The
Ferther Reaches of Humen 4ature15,recapped on P.E's.He considered
that P.E's only occurred spontanecusly,as an effect of actualising
behaviour, or higher (meta-) cognition,&nd coulé not be naturally

-

induced.

deeply self-fulfilling,momentery

within my experience,& P.E. is a
1 meaning.It can provide flashes of

experience of percona
inspiration,or cluzec to the enswers to the basic imponderables:

who am IT chy am I here’

=3
= (D
[

.es What is my purpose here on earth?).

"Peek experiences happen to everybocly, but may not necessarily be
perceived as such.The mother seeing her new-born child Tor the
first time,the tewm-member who scores in the last minute to win
the geme,the child who receives an unexpected present, the
climber stending on & new 'top' - &ll these people are likely to
heve undergone & P.E.,albeit for a few seconds only,and often

without any cognition or re-cognition on their part.

Two questions which arise in relation to the experience of P.E's
are:

(1) Can P.E.'s be naturzlly induced,and if so,by what means?

(2) VWhat factors,in a situation where & P.I. occurs,are necessary
and/or sufficient conditions for inducing P.E's ?



To ancwer these questions,I lcoked for scurces cealing with
experisnces of & profound nature,which apreared similar to P.E's.

cular, I looked for clues leading to the methods involved,
and generalitics in the conditions whereby these mecningful

The {21lowing conditiosns or factors,plus the examples given,

5
begun to emerge as & pattern:
(1) Detachment

From others,from self,from one's immediate environment.

e.ge the detachment of the researcher,or of the deep-thinking
16

person, or of the person following his/her 'grande passion .

(2) Aicceptence

£ other people,of self,of nature,of self as a part of nature.
c.Se the azcceptance of ecologicel or environmental

responsibility expressed through such paths as vegetarienism,
VL”’QlUJ,?OHSETVgthn,Pe”"CIIP”,Slm slicity,living at nature's.

pace,living within one's means,and keeping life in baleance.

(3) Childlikeness

In seeing oneself,in seeing others,in seeing the world.

e.5e the experiencing of life as alweys fresh,new,exciting, as
& child wovld,whose sense receptors have not yet begun to
channel,block or filter sense impressions.Also,the unblocking
of the sensory channels through meditation,prayer,Hatha Yoga
and other relaxation techniques,exercise,and the return to
nature.

(4) Silencé

4 lack of verbal communication,the ellowing of natural sounds
to predominate.

e.£. the silence of a Quaker meeting €for Norﬂhlp,the silence
at dusk in the mountalnstor in the bush,the silence of two or
more peocple who are comfortable being silent in each cther's
compéany .

(5) Transcendence

Of self,of one's-basic needs,of life's demands and pressures,

of one's immediate enviromment (momentary or short-term).
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e.g« 1in religious terminology,such expressions as 'filled with
Christ', 'communion with God"' and ‘releasing that of God in man',
in the alpha dgep rest state (physiclogy and Transcendental
Mediteation),being &t one with nature,merging with its regulerly
recurring kuttevqm harmoniously (the back-to-nature movement),

higher concciousness,higher awareness of being.

In summery,preconditions for inducing P.E's might seem to include

the &bility to be detached,self-acceptance,well-developed sensory

awareness,relative silence in one's immediate environment,and the
.t

ability to'switch off' and 'tune in'

It proved much more difficult to find means by which P.Z's,or
similar profound experiences could be incduced.The similarities

between the types of experience,as they occurred and were

described,were about as uniform as the previous list of
conditions.In other words, the ﬂourve 11»erature set the stage, and
tended to jump to the climax or 'hohe Punkt of the enactment, rather
than follow through scenes &and acts.

For exemple,all the following concepts share something in common
with Meslow's P.E.: Meharishi Mahesh Yogi's seven levels of

17

consciousness in Transcendental Meditation  ',Curdjieff's ten

stages of the development of aweareness in man18,301in Wilson's
|St Heot margin'and reservoir of energylg,the drug-induced
experienceu of sildous Hu lny“o,iarlos Sastanedazl,and Hermann
Hes se““ 'the still,small voice of Cod' found in Queker theology2q,
the attainment of higher consciousness (Nirvena) through the
practice of Hatha (and other) Yogzs,and the field of eidetic

imagery in adults.

Only a few snippets decling with methods of inducing P.E's came
to light.:;l11 concerned the preparation of self for thece experiences
over & time period of at least weeks,end at most,a lifetime.

The next stage of exploration was experimental.My suppoéitions
were that: '

(1) It was possible to incduce P.E's in myself,as a subject.

(2) It wes possible for me to incuce P.E's in selected individuals.

(3) It was pocsible for me to induce P.Z's in individuals in a
group situation.
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I accept in advance,that at that time,my methodology was based more
upon trial and error than upon previously established scientific
bases.ly reesons for this course of action ere centred around the
lack of source materisl decling with the methodology for such
researche.

The following 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 summeries of diary notes
for three separate teaching/learning experiences.

Initielly, 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 essentiels,and taught it to three separaste children in the

Form Cne class I was teaching at the time.In Phase Three,I attempted
to induce P.E's in individuals in a group situation, (including the
three children from Phase Two).

Descriptions of the three methods,and of the conditions present &t
the time follow,together with a summary of what took place.

PHASE ONE

Method A

Time period: March 1973 to June 1973 (3 months,including two weeks
initial baseline,four weeks experiment,three weeks
return to baseline - including May holidays - and
a further four weeks experiment).

Place: 40 Voodlands Road,Timaru,in the lounge of a front
flat. _
Equipment: One streight back chair,one timer.

Routine: Up to twenty minutes twice deily,using biorhythmic
' times (before breskfast and before the evening meal)
rather than fixed hours. _
Interruptions: The experiment was discontinued in these cases.



ProceO": S with hands on knees, feet flzt,back straight
’ < bl

crect, the following activities were performed in

a
uence.There were no fixed time limits for any of the
e activities,except the twenty minute totzl time

s

Hutha Yoge breathing and relexation exercises.
(2) Minc-clecring,anc¢ centering-down-into-self exercises
(from uaker methods of meditatisn).
(8) PFocus~relax excrcise utilised in Treanscendental Meéitztion.
(4) Perceptual focussing (visual,teactile) on an object with
eyes open (a) Bell-point pen (b) Orange
. (8) Use of eidetic imegery to focus on object with eyes
closed,for as long as necessery - until the timer
sounced, or until come effect ('experience') occurred.

Results from Method A

(Ainecdotal summary only) I found that
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image cicdetically with eyes closecd, that,what can on

3

¥
as & 'wave of energy' pacsed through me,accompsnied b
stion of the focussing by involuntary means.This occu
fifty and sixty percent of the time,or more simply,at least once
day in the experimentel phuses,ancé very occasionelly, twice.I
found thece experiences renewing &né refreshing,enéd I was able
to work late into the night with no feeling of fatiyue,bhut other

factors mcy have contributed to this.The peek-effects var

<=
L5))

A
S

mation.

+
e

from & few seconds to severel minutes in cduration,in my es
I found it éifficult to pinpoint in precise languzge the guality
of these experiences,except to state that they were,for me,in-

depth experiences.
Physicel effects: (checked at end of 20 minutes)

Briefly,pulse rate(baseline 66) lowered to & consistent S0-52,
which took up.to five minutes to restore itcelf to normal levels.
Blooé-pressure (baseline 105/70) lowered to & consistent 95/50
ofer- 20 ceesions, and returned to normal after the three month
period.Respiration rate (beseline 20) dropped to below 15 in most
sessions., Results were obtained and checked by E.Williams, B.Sc.

.
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Phese One wos completed in June,1073.I returned to baseline,for

two weesks,which tovk me into July. Durln; this two woek period, I

preselected five possible children who might be willing to learn
the besis of the technigue I had attempted to tezch myself.T

contected the families concern

o

d,end wue able to obtain separate

ru

ritten &pprovels from three of the five cets of parents,snd verbal
&pproveal from the three children concerncl,for them to learn
Method B.XI informed the fumlll sbout the basic idea of the

experiments
PdacE TwO,
Method B

Time Period: July 1973 (2 weeks,plus one week baseline).
Plsace: - In the homes of the children,in the quietest room

. availeble.The seme room was used,where preacticable,
_ ! -_forveach session., ) _
Lquipment: One straight back cheir,one timer,one orange.
Routine: Bach child was visited once every three evenings

efter dinner,in the two weeks after buseline,as
,,- . a support to their learning,and to checlk that
_ Method B was being followed appropriately.
Nemes of ;
Children: Michael, Marie,Steven
Interruptions: The experiments were discontinued in the event of
interruptions.

« i

Data on chilcéren:

e ™

ITEM ' S el MICHAZL . MARIE . STEVEN
otis (I.&) 135 120 122
'Raven 8 BEAPLCEN . .. spore, 10Buprive son toe Y185 i je 128
Record uUrd(Rdb,LanL,Mdth D 21, g 24142 2: 23
Place in family 3rd of 4 3rd of 3 6th of 6
Ahility to visuslise °; S i oaTunggy inelEt oW T el
_imeges ing crunio,ereTi Very highc 4%t High': <SR+ Moderate
hAge .- ) ak. b ta petnf, 0 AEHE PBRETRTLE < ; hlgs

Ark ebility -ay Yo o Fiw ¢ Bigh(l,2). o7 “High'(2) “THigh (1,2)
Verbal ability . 4 . Very high "7 Very high  Very high
ibility to relax : V.G. ; G. V.Ce.

Visuszl attention spun High High ALbove average
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Process:

Method B is divided into three stages.It is described here in full
detail.

Stage Cne

Ask the child to sit in one of the two upright chairs (see Figure 7).
Seat yourself in the other chair.Keep the child &t ease.Tell him/her
a joke,ask him/her about a favourite activity,place or person.Talk
about last night's TV programmes.Ensure the child understsnds he/che
has to sit upright,without crossed legs or folded arms,to get the
most out of Method B.

Stage Two

(Verbatim) Concentrate on this orange (give orange to child).Look
at it,and &t nothing else.Hold it loosely.Keep on looking at it...
now,keep looking and imegine it,incide your hesd...can you see it?
eeeCén you smell it?...imegine you're tasting it...now imagine
you're an orcnge.Keep looking.

(After the first few minutes,you will find thet most children's
eyes tend to glaze with tears,from the focussing.To resolve this,
say:)

Look at me...look &t the eedling...look at the door...look st

your knees...loyk at the table...look at me again...now look at

the orange again,hard.Think about being an orenge.

(Try not to speuk for the next 4-% minutes.The silence is necescary,
but not sufficient for progression to Stage Three.when it proves
necesss&ry, tell the child:)

Your eyes look sore...

(If the child agrees,move to Stage Three.If the child wants to keep
on,say: )

Keep on looking at the orange...imagine youzare right inside it.

Stage Three

Now,shut your eyes...keep on seeing the orange,inside your head...
Xeep on thinking orange,orange,orange as hard as you CaN....

(Stop speaking at this point,and wait until the child opens his/
her eyes.This may be a few seconds,or it msy last several minutes.
If the child wants to know that you are still present,tell him/her
briefly.)
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Results from hiethod B

(inecdéotel summuries only)

(1)

(2)

(3)

Michael found no difficulty with any of the three stages,in
the five triels in which I observed him.In Stage Three,he
tended to grin widely,his brow furrowed, then smootheé out,
he would lean back in the chair,ané crane his neck further
back,his breathing rate would become slower and deerer,and
he took up to ten minutes to open his eyes,after verbal
communication had cecsed.

When asked ebout his experiences,Michezel said@ (in summary):
'Reelly creats..I felt &ll light end floety...my head kent
bobbing upwards...I couldn't stop smiling...I felt tingly.

Marie experienced minor difficulties with the latter part
of Stage Three,in visuelising the orznge with eyes closed,
in &11 five trisls in which I observed her.In Stage Three,
she tended to stretch upwerds and leean back in her chair,
she breathed more deeply,she wrinkled both nose znd brow
in concentration,she gripped the orenge tightly st times,
and she took up to five minutes to open her eyes.

when asked about her experiences,Marie said (in summary):
'It was funny,but nice...I couléd see lots of bu-hleS...
stars...I can still see stars,sort of...it felt good.‘

Steven experienced difficulties with Stages Two and Three.
He appeared to have very active tear-glands in comparison
to the other two children,and had difficulty focussing for
eny 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 respiration varied in
depth @nd rhythm,and he bent forwerd on several occasions,
to draw deeper breaths.Steven opened his eyes within 80
seconds of the onset of silence. '

wWhen asked about his experiences,Steven said (in summary):
'y 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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General Conclusions from Phase Two

(1) Michael appeared to have 'experiencee' similar to my own.He

(2)

(3)

(4)

(6)

wented to continue with the sessions,since he felt he had
derivec much benefit from them.

Narie appecred to have short-term 'experiences',with strong
visual after-effects.Marie also zppeared to experience any
side- or after-effects more strongly then Michael or Steven.
Steven may have had momentary 'experiences',of a mild
nature.His concentration/attention spun was markedly lower
than those of the other two childéren.Physicelly,Steven was
in the early stages of puberty,which may account for some

of the difficulties he experienced.(Micheel and Marie were
both still in the prepubertal phase of development.)

It can be posited that 'experiences' similar to P.E's are
able to be induced,under appropriate conditions,with suit-
able subjects.,

Tentative necessary conditions for an 'experience' to occur
are: (&) Relative silence (b) Lack of distractors in the
immediate environment (c) Focus-object,which is a simple,
pure form (d4) appropriate posture (to facilitate correct
breathing and muscle relaxation) (e) Acceptance of a (new)
learning role (f) Ability to conjure up eifetic images, and
to hold them in mind (g) i4bility to 'turn off' one's thinking
processes (h) High attention spen.

Tentative sufficient conditions for an'experience' to occur
are: (a) Relctive silence (b) 4 focus-object (c) Correct
breathing (d) Relaxation of body and mind (e) 4 high degree
of perceptual ability,or'aweareness'.
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PHASL THRIS
Method C

Time Period: iugust 1972 (one Saturday evening,from the onset of
dusk until full dserkness)

Place: Trotter's Corge,near the University of Otago hut,
seven miles from Pzlmercston South.

Equipment : Nil

Focus-object: The moon in the process of rising

Pre-planning: From August,1973,a series of 2-8 day camps were held
at the ebove site.Before the first of these camps, (at
which Michael, Marie and Steven were all present),
Method C was devised.Theoreticselly,it involved a
range of similar conditions to Methods A and R: a
focus-object, & non-distracting local environment,
relative silence,and hopefully,cosperation in, and
acceptence of the experiment by the participants,
plus the attentionsl ability required.

A large,flat rock,surrounded by a fledgling stand of
manuka,on & hill-side about one kilometre from the
hut,was chosen &s a suitsble site for observation.

Anecdotel report of Kethod C

The idea of the experiment was explained to the children late on
the afternoon of the chosen Saturday.The entire group of 26
children were given the choice of entering into an informal
contract to do exactly as they were told,or to stay at the hut with
the small group of parent-helpers.All elected to take part.The
terms of the contract,briefly described,required each child to
look and listen as hard and as long as possible,to stay silent
until the start of the return journey to the hut, to keep movement
of limbs to a minimum,to breathe slowly and deeply,end to keep
from communicating with tongue,eye or limb,with any other child.
A1l agreed to these conditions.

We moved, after an early dinner,to the rock,and seated ourselves
as dusk began to fall.The group was told to watch the moon aprear
from behind and rise over the neighbouring cliffs.All fell silent.

0



Recorded here are notes from observation of the group of twenty-
six children (in summery form) plus the children's expressions of
their experience (written on the following Cay).These are prefaced
by & statement of intention:

Method C was devised,to examine whether a natural outdoor location,
together with an intangible focus-object,were primary conditions
for the inducing of P.E.~-type experiences in individuals within

a group.'With their recent background,it seemed reasoneble to assume
that Michael and Marie,and possibly Steven would be more likely to
induce P.E's,or similar 'experiences' in themselves,than most of
the other children would. '

Notes

A1l the children sat and listened &nd looked eround initisally.The
usnal signs of embarrassment passed.Many of the children focussed
on the cliffs or on the rocks and trees nearby.The sounds which

g in the

predominated (for me) were the gurgle of water plashin
strecm,the c&lls of birds,cnd the noises of the evening wind.Fronm
their own accounts,this initizl wsiting period wes,for the
children,&an opening up of their senses.Expressions similar to the
following cropped up repeztedly: 'I hecrd birds celling a sleepy
goodnight to one another'...'the manuke bushes rustled in time with
each other'...'I felt very small'...'I heerd the stream chatting 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 leant
forward.Some gazed quite bug-eyed,completely oblivicus of the
existence of anything or anyone else.Others szt back,and watched
through narrowed eyes.Some hugged their legs (the weather was warm)
and rocked back and forth,with & blenk expression on their faces.
Very few children were aware of my gaze.Most seemed absorbed.

As the moon rose into full view,several children showed facial
expressions ranging from pleased through happy to beatific.Some
looked calm,even serene.Some merely grinned.One or two looked
awe-struck.No-one stirred or spoke
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In their'diaries',many of the children wrote up this part of the
experience as something magiceal,something mystical and vivifying.
Agein, the following examples cropped up oftent: 'I was still like
the rock'ees'I folt myself swaying with the trees'...'I had to kee
on looking at the moon'...'I coulén't stop smiling'...'The moon-
light made my eves go swimmy'...'The moon held@ me to tha rock'eee

*I felt the moon was shining Jjust on me'.

Almost &1l of the chiléren kept on looking at the moon.Some losked
drearmy now,others looked as sbsorbed as they had previously.The
first few children found their sttention lagging,but kept quiet,
*and refrained from staring at those who were still involved with
their perceptions.About 45 minutes had passed.I decided to stand
up, to break the stillness.The chiléren stood up,in ones and twos,
stretching,yawning,blinking end rubbing their eyes.We walked,in
small groups,back to the hut.Not a word wes spoken on the return
Journey .

Genersl Conclusions from Phase Three

Tentatively,it could be posited thet some few of the children
underwent a P.S.-type experience curing Phase Three.Michael and
Marie stcted that the outdoor experience felt much the same as
their five indoor trials.Steven said that he had got a lot more

out of the outdoor situation,because he could concentrate better,
Almost 2ll the children (over 8&%) said they enjoyed the experience,
and over half enjoyed the silence (60%).Almost &all the children

said either that they felt comfortable being out in the open at
night,or that they were less afraid of the dark,Over 3£% said that,
when I got up they did not feel reeady to leave,and 20Y% spontaneously
came and thanked me.The only conclusions which emerge from these
figures are (1) that tthis was & useful learning experience from

a perceptuel-sensory point of view and (2) that silence can be an
enjoyszble leerni:g medium.

Scientifically spesking,the varisbles in this situstion were not
ell accounted for.Certain variables were controlled,but I would
feel very hecitant about confirming any particular factor as a
precondition for & P.E.is a teacher,I am doubly csasutious from my
classroom experience of the 'Hawthorne' and 'halo' effects of
arranged situations,with the observer/recorder also participating.



Oversll Conclusions

(1) P.E's,or similar 'experiences' are sble to be self-induced,or
induced in others,given certain conditions.

(2) «ith eppropriate skills-treining,P.E's or similar experiences
cen be incuced incoors or oputdoors,using & teangible or
intangible focus-object.

(3) liecessary end sufficient conditions for a P.E.,or simile
experience to be incuced, include the following:

(&) Relative silence (plus the abscnce of manmade or artificial
sounds, or communications)

(b) A visible focus-object

(c) Openness to experience

(¢) Uncivided cttention given to focus-object

(e} absence of any,but minor physical (or respirstory) tsnsions

This cree necds rzsearching thoroughly.Ths concept of : induced P.I's
could have upplications to family life,to individusl growth,to

formel and informal ecucation,to religion and medicine,ané to the
philosophies behind those fields.Muslow spent years applying the
concept of the P.E. He knew he was onto a major discovery,btut time
ren out for him.His legeacy was 'The Farther Resaches of Human
Nature'.The book points out one direction,as have many books by &
range of philosophers,novelists,theologists and theorists.However,

the practical nature of Maslow's work with P.Z's,ané¢ his cpplications
=1

of it in industry,medicine and education make his direction, for me,
down-to-earth enough to refine,end pass on to more people.
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