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"The mentally retarded person has a right to ...
such education, training, rehabilitation and

guidance as will enable him to develop his ability

and maximum potential."

Declaration on the Rights of Mentally Retarded Persons
UN General Assembly Resolution 2856 (XXVI) -~ 20 December 1971
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SUMMARY

Since the publication of the Warnock Report (1978) on children's special
educational needs, special schooling has taken a new direction. Some
authorities have even gone as far as to abolish their special schools, while
others have implemented greater integration between special and ordinary
schools. In almost all instances a greater challenge has been given to
children hitherto labelled as handicapped, either physically or mentally,

or both. They are now expected to cope in a greater variety of educational
settings. Such demands highlight the need for more action research in the

social and communication skills of persons of all ages with a mental handicap.

The Language Fluency Project, hereafter referred to as LFP, was set up to
investigate the development and training of socialised language in adolescents
with a mental handicap, their linguistic behaviour in a conversation
situation, and the development of verbal and social facility. 1Its aims
were 1) to identify the component skills of socialised language ;

ii) to develop both individual and group assessment instruments to evaluate
socialised language facility; 1ii) to develop educational strategies to
encourage socialised language; iv) to assess teachers' attitudes to this
aspect of the curriculum. The project was conducted in five phases as follows:-
phase one, the effects of a discussion group training programme on spontaneous
language performance; phase two, the development of the classroom analysis
system; phase three, the development of the socialised language profile to
assess the individual child's performance; phase four, the pilot and
development of the training programme to develop socialised language in
children with a mental handicap and phase five, the survey of the language
curriculum in special schools, with a view to influencing pedagogical

practices in the special classroom.

LFP phase one aimed to encourage the study group of eight girls to verbalise
more clearly, more fluently, to maintain a verbal interaction in order to

be better understood by those about them, and as an added skill in the
depleted repertoire of the child with a mental handicap. The group was

aged between 11,0 and 13,10 years, with I.Q. scores ranging between

60 and 80.



Over a twenty week period, thirty-minute weekly discussion sessions were held
on topics gauged for equal difficulty by independent observers. The group
was given one day's notice of the topics to be discussed. The topics, which
were presented randomly, dealt with "School'", '"Pets", '"Food", '"Music' and
others. Each discussion was recorded. The tapes were analysed using
Flanders Interaction Analysis Categories System (FIAC), a system by which the
sequence of classroom interaction is coded for analysis on a matrix of ten
categories of teacher and pupil talk listed by Flanders (1963). 1In general,
while the quantity of the children's language did not change, the quality

of their verbal performance did increase significantly. Their language

was more spontaneous as measured by category nine on the FIAC system, the
children interacted more with each other than with the teacher, and their

language content was relevant to the topic under discussion.

It was recognised that an assessment instrument was needed which took
greater account than does the FIAC system of spontaneous as opposed to
initiated utterances. The classroom analysis system developed in LFP phasc
two was based on the FIAC system which was extended to a thirteen component

structure which coded verbal interactions in the classroom.

Having developed a group assessment tool, it was considered necessary to
develop a baseline assessment profile for the individual c¢hild, in LFP
phase three. Sixty-eight questions were formulated, and presented for
initial investigation as the socialised language profile (SLP). SLP was
piloted by eight teachers who completed a series of two assessments for
each of forty nine children, twénty three girls and twenty six boys of age
range 11-14 years, I1.Q. 50-70. Two assessments per child were completed for
reliability purposes. The scoring system was constructed to display a high/
low socialised language proficiency, and reflected the technique laid

down by Likert (1932), each then credited 4 : 3 : 2 : 1 respectively,
high to low. It was decided to carry out factor analysis procedures to
differentiate constructs of socialised language. A Varimax rotation
procedure was employed to maximise the potential of the data. Five factors
emerged: Fluency, Spontaneity, Reticence, Inarticulation, Restricted

Production.

LFP phase four addressed the development of training/educational methods to

aid teachers to encourage socialised language facility. The LFP pilot
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programme involved groups in a four-block training schedule. Each of these
blocks was independent,but at the same time formed a functional interdependence
with the other three blocks. Four schools in Scotland piloted the training
project over six months. Thirty nine children were involved. An SLP score
was completed for each child at the beginning and on the completion of the
pilot period. Teachers and headteachers completed é questionnaire on
various aspects of the project.. In the light of comments from the teachers,
the programme was redesigned as a twenty eight week programme of four units,
components 1-3 as before but with differing emphases, and component 4 as
role play sessions. Teachers completed SLP scores for each child before
and after the programme, maintained a weekly report and completed a case
study of one child, while an objective assessment of verbal ability was

completed by each school speech therapist.

LFP phase five surveyed teachers' attitudes to language, and to the language
cqrriculum in schools for children with special needs in Scotland. In order
to overcome the difficulties of representativeness by sampling of schools
and teachers throughout each Region in Scotland, it was proposed to carry
out a postal questionnaire survey of all special schools in Scotland. Data
were sought in the major areas of class/school language curriculum;
socialised language; materials; methods; advisory/support services;
in-service training. 1In total five hundred and ninety five of Form B
(teachers) and one hundred and thirteen Form A (headteachers) questionnaires
were circulated to ten Regions in Scotland. Forty-six (41%) headteachers
and one hundred and nineteen (20%) class teachers responded to the survey.
In most cases, schools were represented by a return from the headteacher,
plus one class teacher. Results suggested that socialised language was
considered of vital importance within the special classroom, but teachers
required more guidelines and materials in order to incorporate strategies
and methods to facilitate such language in the classroom. Implications

- for both pedagogical practice and policy were suggested.

The Language Fluency Project proposes socialised language as the basis for
future integration as proposed by Warnock (1978), and suggests further
research into teaching style, management processes and curricular development

to further this.
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Introduction and Literature Review



1.1 Mental Handicap

1.1.1

During the last ten years there have been many major and
fundamental developments in the principles and practice of
special education, including the report of the Warnock

Committee (1978), the implementation of the Education (Scotland) Acts
1980&1981 and increasing emphasis on integration, normalisation
and community care. Previously people with a mental handicap
suffered many indignities due to fear and ignorance.

In 1866 Seguin described those people described now as having
special needs as '"one of us in mankind but shut up in an
imperfect envelope'", and as "an innocent isolated without
associations'". In their chapter in "Politics of Mental Handicap"
on the history of mental handicap, Ryan and Thomas (1980)

explore the various and sometimes extreme perceptions of mental
handicap and those who are labelled as such, evident over the
last four hundred years. Sometimes regarded as the gift from
God, sometimes as animals or even vegetables, people with a
mental handicap enjoy at best a very low priority within the
social scale. They claim "Mentally handicapped people are still
as hidden from history as they are from the rest of life".
"Mental handicap is not a single condition, nor is it a disease
or illness in the generally accepted sense, though it may be
caused by illness or disease" (Mittler 1979). '"Mental retardation
... does not corstitute a syndrome in the usual sense, but rather
a symptom which can stem from a wide variety of disorders"

(Robinson & Robinson 1965).

Much controversy surrounds the definition of mental handicap.
Traditiohally it is defined largely in terms of mental incapacity
and lack of intelligence (Tredgold 1937, Kanner 1957), as
measured by intelligence tests. However "the use of intelligence
tests is beset by many problems" (Mittler 1979), including the
discrepancy between a child!'s mental age and chronological age,

their heavy reliance on verbal skills, and problems of administration.




Defining mental handicap in terms of social criteria, adaptive
behaviour and social competence also is fraught with difficulties
including a lack of reliable assessment instruments, the effects
of training and early experience on social competence, and the
fact that "the criteria which any given society uses to decide
when someone is mentally handicapped will vary greatly from
one time to another, and will also depend on what help is able
to be offered to those it categorises as handicapped" (Mittler 1979).
Edgerton (1979) states "In clinical retardation, the degree of
intellectual deficit ranges from moderate to profound, that is,

less than IQ 55. The diagnosis of clinical retardation is
typically made either at birth or in the first few years of life.
Clinical retardation can usually be shown to have concomitant
organic deficits of a neurological, metabolic, or physiological
sort. Approximately 20 to 25 per cent of all retarded children
belong to the clinical category. Sociocultural retardation
accounts for the remaining 75-80 per cent of retarded individuals.
It involves mild intellectual impairment with IQs ranging from

55 to 69. The condition is usually not diagnosed until the
child enters school, has academic difficulties, and undergoes
psychological assessment. There are seldom any marked physical
handicaps and laboratory tests for physical abnormalities are

usually negative'.
Incidence

Stafigtics quoted in "A Better Life" (1979) show that the
expected numbers of children and adults with learning difficulties

in Scotland for 1986 are as laid out in Table 1.1 following.

Table 1.1 Expected Numbers of Mentally Handicapped Persons * to 1986 in Scotland

Moderate and Severe Mild

Rate Numbers Rate

per per Numbers

1,000 1976 1881 1986 1,000 1976 1981 1986
Pre-school 3.0 1,070 990 1,200 - - - -
School age 3.6 3,540 3,180 2,780 9.3 9,180 8,210 7,170
Adult 3.0 11,590 11,840 12,030 2.1 8,110 8,290 8,420
Totals 16,010 16,010 16,010 17,2980 16,500 15,590

"% Since this terminology was used in "A Better Life" it has been retained

in the gquoted statistics.




The estimated numbers of persons with learning difficulties in
1972 were quoted as follows in Table 1.2, although such
statistics can only be estimated, since only in-patient statistics

are issued by the Scottish Home and Health Department.

Table 1.2 Estimated Numbers of Mentally Handicapped Persons in 1972 in Scotland

Moderate and Severe Milad
Rate Numbers Rate
per per

1,000 Total Male Female 1,000 Total Male Female

Pre-school 3.0 1,500 900 600 - - - -
School age 3.6 3,600 2,000 1,600 8.7 8,700 4,900 3,800 .
Adult 2.0 7,600 4,200 3,400 2.5 8,250 5,230 4,020
Totals 2.4 12,700 7,100 5,600 3.4 17,950 10,130 7,820

"The figures in Table (1.1) when compared with those in Table (1.2)
show that the major changes between the 'Blue Book' * figures and
current estimates for the 'moderate and severe' category in 1986
is that there will be some 300 fewer pre-school children, the
numbers of school age children will fall by 800 over the decade,
and the numbers of adults may be 4,000 or more in excess of those
shown earlier. During the period 1976-86 the numbers of pre-
school children may be expected to rise, and of school age
children to fall, the adults remaining fairly constant. In the
'mild' category, which omits pre-school children, the number of
school age children starts higher but falls over the period, while
the number of adults is lower, reflecting the lower level of
prevalence. The other important feature brought out in the

figures in Table (1.1) is that, despite a fairly static total
Scottish population over the next ten years, and with projected
total numbers in 1981 and 1986 little different from the estimates
for 1976 for those with moderate or severe degrees of subnormality,
there is a change in the balance between the age groups, with the

numbers of school children decreasing, and adults increasing." (2.11)

#* "Services for the Mentally Handicapped'" Memorandum from the
Scottish Home & Health Department and the Scottish Education
Department 1972.
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Nature of Mental Handicap

Much work has been done on the nature of mental handicap and its
implications for the cognitive functioning and development of
individuals categorised as mentally handicapped or mentally

impaired.

Two extreme theoretical standpoints can be identifed. The '"delay"
theory proposes that cognitive development takes place at different
rates in different individuals (Zigler 1969) so that children

with a handicap may be said to be developing at a slower rate

than their non-handicapped peers, thus displaying a quantitative

difference between them.

The "difference" theory proposes that the cognitive development of
children with a mental handicap is qualitatively different

(Inhelder 1966, Das 1972).

There is evidence that discrepancies in the cognitive abilities
of handicapped and non-handicapped children cannot be accounted

for by mental age alone, which supports the "difference'" stand-

~point. Inhelder (1966) reported for example that retarded

children's reasoning abilities were characterised by fixations

in operational activities at different stages of development.
Using a large battery of Piagetian tasks, Stephens and McLaughlin
(1974) found significant differences on operational thought,
between handicapped and non handicapped children, which were not
explicable by chronological or mental age. They noted that
differences appeared 'to involve the categorisation, flexibility
and reversibility required in tasks involving conservation and
classification". From their investigation into performance on
memory and reasoning tasks, Das, Kirby & Jarman (1975) proposed
that handicapped children are deficient in simultaneous integration
skills caused by the use of less efficient problem solving
strategies, ie. they are deficient in simultaneous synthesis,

where stimuli are arranged into simultaneous spatial groups.

Those who support the ''delay' theory suggest that experience




interacts with the genetically endowed ability potential of
the individual, and this interaction, along with the level of
endowed potential and the quality of the experience, determines

the rate of the development of the individual.

Penrose (1933) attributed mental handicap to such an interaction
of inheritance and the environment. Lewis (1929) suggested that
severe and profound handicap was a pathological state, but that
"high grade defectives constitute a 'subcultural' group who

simply have 'a lower measure of intelligence', ie. they are at.
the bottom end of the 'normal biological distribution' found in
physiological attributes such as height, weight etc? (Malin & Race
1980) .

Bijou (1966) described a person with a mental handicap as someone
with a limited repertoire of behaviour because of a lack of

environmental stimulation.

Kamhi (1981) explored in detail the differences between the
developmental and delay theories of mild mental handicap, and
compared the performance of three groups of children, normal,
language impaired and suffering a mild mental handicap on
nonlinguistic symbolic and conceptual cognitive tasks. He found
that the '"performance of the retarded and non-retarded groups was
essentially similar, while both of these groups generally
performed at higher stage levels than the language impaired group."
He concluded that "the relatively similar task performances of the
retarded and nonsretarded groups reflect the influence both of

experiential factors and overall level of cognitive functioning ".

Kamhi (1981) states "The similar performances of the retarded and
non-retarded children on the six cognitive tasks clearly support
the developmental theory of retardation, ie. that children matched

for MA will demonstrate similar cognitive abilities".

These two extreme principles however are linked with the variety of
causation of mental handicap which can be caused by trauma
resulting in physical damage to the brain, giving rise to all

degrees of handicap. Much of the incidence of mild mental




‘population.'

handicap however is rooted in social factors of poor environment,
lack of stimulation by low ability parents, and poor nutrition,

ie. factors rooted in social class. Indeed Woods (1983) notes that
"more ESN (M) * children come from social class V than would be
expected in a normally distributed population ... .. 30%

were from social class V, as against 7.8 per cent in the local

' When such factors as poor nutrition, birth complications
and general living conditions are excluded, social class differences
in cognitive development have not been found until the third year

of life, when language becomes increasingly important for

learning (Bayley 1973) , who reported no social

class differences in intellectual performance during the first

two years of life. Such research reinforces Kamhi's findings as

above.

This suggests that cognitive development, the environmental
conditions and the mechanisms which facilitate intellectual
growth may be discontinuous between the verbal and preverbal
period, but appears to play an increasingly important role when

learning is mediated more by language.
Terminology

The Mental Health Act (1959) defines subnormality and severe
subnormality as

severe subnormality: "a state of arrested or incomplete development
of mind which includes subnormality of intelligence and is of such

a nature or degree that the patient is incapable of living an
independent life or of guarding himself against serious exploitation,

or will be so incapable when of an age to do so'".

subnormality: '"a state of arrested or incomplete developmént of mind
(not amounting to severe subnormality) which includes subnormality

of intelligence and is of a nature or degree which requires or

is susceptible to medical treatment or other special care or

training of the patient".

* ESN (M) is the English equivalent terminology representing
educationally subnormal (mild).




The corresponding Mental Health (Scotland) Act of 1960 gives no
such definition but defines mental disorder for its own purposes
globally as '"mental illness or mental deficiency however caused
or manifested" (Ch 61.6), and those people to whom it refers as
someone with '"(a) mental deficiency such that he is incapable of
living an independent life or of guarding himself against
serious exploitation; or (b) a mental illness other than a
persistent disorder which is manifested only by abnormally

aggressive or seriously irresponsible conduct" (Ch 61.23).

Grossman (1973) quotes the American Association of Mental
Deficiency's definition as "Mental retardation refers to
significantly sub-average general intellectual functioning
existing concurrently with deficits in adaptive behaviour and

manifested during the developmental period".

The issue is further clouded by the large number of differing
terms applied to similar conditions by different countries.

These include 'retarded', 'deficient', 'handicapped', 'subnormal'
and 'impaired', and carry with them varying degrees of social
stigma.

The Warnock Committee (}978) considered the advantages and
disadvantages of the categorisation of children according to a
specific handicap, and declared that "it would be preferable to
move away from the term "educationally sub-normal' or in Scotland
"mentally handicapped", terms which can unnecessarily stigmatise
a child not only in school, but when he comes to seek employment'.
The Committee recommended that the term "children with learning
difficulties should be used in future to describe both those
children who are currently categorised as educationally sub-
normal and those with educational difficulties who are often at
present the concern of remedial services" (3.26). The Education
(Scotland) Act 1981 described such children as children with
"pronounced specific or complex special educational needs" (4(2)6),
which in turn were ''meeds caused by a learning difficulty which

(a child) has, which calls for provision for special educational




needs to be made for him, and a child or young person has a
learning difficulty if -
i) he has significantly greater difficulty in learning than

the majority of children .. of his age". (3(1)d).

In a personal communication, the Scottish Education Department
stated that the terminology is "confusing'", and "while it is
clear enough what ought not to be said (supported by acceptable

reasons) there is as yet no real consensus about alternatives.

SED favours the following:

"Special educational needs" (provision for) rather than "special
education"

"Pupils with learning difficulties due to ..." rather than

eg "mentally handicapped pupils"

"Recorded pupils" (where appropriate) rather than "recorded

special educational needs"

Some people are using "moderate/severe/profound learning difficulties
to describe what would formally have been called '"mild/severe/
profound mental handicap", (which is current in England and Wales)
and it has not yet achieved consensus .... s long as one does not
use terms which imply that a child is sufficiently described in

terms of some handicap (eg. "The mildly mentally handicapped

pupil") there is a certain amount of latiﬁude which can be precise

without being restrictive."
(Personél communication from Mr G Dell, HMI, dated 15 July 1985)

For the purposes of this thesis the terms '"children with special
educational needs" and "children with moderate learning difficulties"
are used interchangeably, the condition of '"mental handicap" is
recognised, and all three refer to those children and adults
formerly classed as "mildly mentally handicapped" as defined by

the World Health Organisation (1981) who identified mild mental
retardation within an IQ range of 50 - 70, and described those
suffering from it as "Individuals who can acquire practical skills

and functional reading and arithmetic abilities with special
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education, and who can be guided towards social conformity”
in the "International Classification of Impairments, Disabilities

and Handicaps" (1981).
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Trends in Special Education

The history of special education in Scotland is concisely summarised in

"The Education of Mildly Mentally Handicapped Pupils of Secondary

School Age in Special Schools & Units in Scotland" (1981),by HM Inspectorate.

l1.2.1

Legislation

Following the introduction of compulsory education in
Scotland in 1872, it was quickly apparent that there were
many children who were not benefitting from education in the
normal school. In 1898 the first special class was set up,
and the Education of Defective Children (Scotland) Acts of
1906 and 1908 empowered school boards to make provision

for children with special educational needs up to sixteen
years of age, although it was not made compulsory until the
Education(Scotland) Act of 1945, and applied only to those
children with learning difficulties arising from a mild
mental handicap. In 1969, it became mandatory that children
going into special education be examined psychologically as
well as medically by a team of professionals. Those children
suffering severe learning difficulties, regarded as
"untrainabie" or "ineducable'", continued to be the responsib-
ility of the health authorities until the Education (Scotland)
Act of 1974 imposed on the education departments of Regional
Councils, the duty to provide education for them, whether

they lived in hospital or at home.
Special Education Statistics

That these children became the responsibility of the
education authorities reflects the growing emphasis on
community care for handicapped children, which began in the
early seventies, and the social awareness that such children
had a right to take their place as best fhey could within
society rather than experiencing some form of institutional-
isation, where they were looked after but received little

education or developmental stimulus.




Statistics from the Government Statistical Service

on "Basic Educational Statistics (Scotland)'" show that
there is a substantial percentage increase since 1977/78
in special schools/departments, in comparison with a
decrease in the number of primary, and an increase in
the number of secondary schools, as detailed in

Table 1.3 following

Table 1.3 * Numbers of Schools in Scotland 1977/1983

1977/78 1981/82 1982/83 % change +
Primary 2525 2499 2489 - 1.43%
Secondary 433 439 442 + 2.08%
Special - 298 314 320 + 7.38%

* From "Basic Educational Statistics (Scotland)'" 1984
issued by the Scottish Office Library.




Regarding resources allocated for the provision of

special education, comparative figures for the number

of teachers and pupils, and for financial input show

interesting patterns. (See Table 1.4)

Table 1.4 * Pupils/Teachers and Finance in Scottish
Schools 1977/1983

13

Pupil & Teachers

by the Scottish Office Library.

(in thousands) 1977/78 1981/82 1982/83 % change t
Primary :  Pupils 594.6 492.6  468.0 - 22.3%
Teachers 26.6 24.3 23.0 - 15.5%
P/T Ratio 22.4  20.3  20.4 9.1%
Secondary :  Pupils 406.2 404.6 399.1 ~ 1.75%
Teachers 27.6 28.1 27.9 + 1.1%
P/T Ratio 14.7 14.4 14.3 - 2.7%
Special : Pupils 12.9 10.8 10.3 - 10.2%
Teachers 1.4 1.6 + 7.1%
- P/T Ratio 9.2 6.8 - 33.3%
Finance (£ million)

- Primary 211.9 384.8 400.0 + 88.7%
Secondary 304.4 517.9 540.5 + 77.5%
Special 20.1 46.3 51.0 +153.7%
* From "Basic Educational Statistics (Scotland)'" 1984 issued
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Closer inspection of these figures by calculating the number of
special pupils as a ratio and then percentage of all pupils

in Scotland, yields the following figures; detailed in Table 1.5.

Table 1.5 Special Pupils/All Pupils in Scotland

- Special All Pupils Ratio % age
Pupils

1977/78 12.9 1013.7 0.0128 1.28%

1981/82 10.8 908.0 0.0118 1.18%

1982/83 10.3 877.4 0.0117 1.17%

The drop in pupils in special schools, as a percentage of all pupils

in Scotland, suggests that more children with special needs are

catered for in mainstream education.
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While primary schools show a decrease in the number of
establishments, pupils and teachers, secondary schools show
a slight increase in establishments and teachers, but a drop
in pupil numbers, while special schools show substantial
increases in the number of establishments and teachers, a
drop in the number of pupils, and percentage increases in
financial input almost twice that of increments to primary

and secondary schools.

Such anomalies in equivalent funding indicate the growing

recognition of special educational needs.

Teacher Training

Awareness and expertise among professionals was one of the main
areas of concern of the Warnock Committee . In Chapter Twelve
of the Report, the Committee recommended that a special
education element be included in all courses of initial

teacher training; that the great majority of serving

teachers experience a short study course on special

educational needs within the next few years; that all special
education teachers should have a qualification in special
education; and that research be undertaken to increase

knowledge and understanding of different aspects of special

education.

Such post—experience education of teachers is seen as crucial
by the author to promote awareness of new developments in
special education. For too long it has been seen as a

"soft option'" in education, because of short hours, the lack
of accountability in many schools, the lack of need for
achievement, and the lack of pressure of examination results.
Granted that academic achievement may be minimal, it rests
with the special teacher to offer an "education for life",

or a social and personal education to equip the child with
special learning difficulties to cope with everyday ups and
downs after leaving school, when support and servicing from
caring agencies take a severe drop in comparison to the

pre-sixteen years.
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Post Sixteen Provision

Provision for young people over sixteen with special needs
was seen as another major area of priority by the Warnock
Committee. In Chapter Ten it was recommended that more
opportunities should be given to young people over sixteen
to continue their education, that financial support should
be made available to do so, and that existing courses should
be expanded to suit any specific disabilities within the

population.
Assessment

The Warnock Committee recommended that statutory categorisation
of handicapped pupils should be abolished (3.26) and that

where possible, children with special needs should attend
normal schools or that special units should be attached to,

and function as part, of ordinary schools.

The Education (Scotland) Act 1981 follows this recommendation,
and among many other duties, imposes on education authorities
and personﬁél the responsibility of assessing children
suspected of having learning difficulties of any kind, and

to open for each child confirmed as such, a Record of Needs.
The Record is a confidential document reviewed annually,

and cannot be opened unless a child "has undergone a process
of assessment, including a medical examination and a psycho-
logical examination and a report by any teacher in their
employment who is or has been concerned in his education,

for the purpose of affording to the authority advice as to
his special educational needs and whether or not they ought
to record him; and before doing so, an authority shall -
invite the parent of that child by notice in writing to
submit the child for a medical examination and a psycho-

logical examination for the said purpose. (4(i) Section 61)

Children formerly classed by a specific handicapping condition,

are referred to as '"non recorded children" i e. children



17

with learning difficulties whose needs will be met in the
ordinary school; and "recorded children" i e. children
who have a Record of Needs, or children with specific,

1
pronounced or complex needs.

The Historical Perspective

Before the 1800s, mentally impaired people were thought of
as witches and evil spirits to be kept hidden away from the
public eye to avoid family disgrace, where they could not
offend the "decency" of society (Scott 1974). Denied the
right to live a life even in an institution with others
these sufferers were not in contact with other
people at all. Some people thought that they were being

punished for some horrible deeds in another life.

In 1808 the County Asylums Act was passed which led to
development of many large institutions for these people.
Society recognised that these people were in need of treatment
and administered " cures " such as hot and cold baths into
which the patient was locked, straight jackets, the
administration of senna, bloodletting and boring holes in

the skull.

However, many sufferers went into workhouses or stayed at
home, hence the tradition of the '"village idiot", the slow
person in the community, who nonetheless was part of a small
social world in which he had a part to play. Unfortunately,
that part was often to be the butt of people's amusement

and humour.

Over the years, mentally impaired people have undergone and
been subjected to, a number of differing conditions. In the
larger institutions they were kept and cared for, but given
very little to do. The role of the care staff was custodial,

with no developmental input at all.
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Handicap in itself was considered as bad and undesirable,

as is reflected in the terminology associated with the
subject, e g. subnormal, with its implication of standardised
normality, or even worse, abnormal. Such terms have negative

implications for the people who have such labels put upon them.
Current Perceptions of Handicap

In 1969 Jefferys, Millard, Hyman,& Warren et al elucidated
three terms for use in this area:

a) impairment - lacking part, or all of a limb, or having

a defective limb, organ or mechanism of the body

b) disablement - the loss or reduction of functional

ability

¢) handicap - the disadvantage or restriction of activity

caused by disability "

Legislation and organisation of services have both compounded

the social-perceptions of disability or handicap.

Within medical and paramedical circles it is both necessary
and desirable for the professionals involved to detach
themselves from their patients or clients in order that the
intimacy of their work does not intrude on the professional
situation and on their own personal feelings. As a method
of control, such detachment has led them to refer to a
condition, rather than the person suffering from that
condition, and consequent depersonalisation of the patient.
Such depersonalisation has occurred within the area of
handicap. People suffering a handicap are referred to
collectively as '"the handicapped" or '"the blind" by

"the normals" in society.

The detachment embodied in this depersonalisation reduces

society's responsibilities to handicapped people, compounding
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the notion that they are being cared for by trained staff
and are better out of the way. Society's traditional view
of handicapped people is of stigmatised individuals
(Goffman 1978) collectively perceived with a blanket
prejudice which compounds the depersonalisation initiated
by the caring professions. The "handicap" rather than the
people involved thus becomes an "issue" (Mills 1866) or

and "institutionalised problem" (Carmichael 1968).

Handicap, however, is an abstract concept which becomes
meaningful only within a context: that is, handicap is a
relative term which is dependent on its context, a person,

and his abilities or disabilities, for meaning. Thus one
cannot talk about the '"role'" or the place of "the handicapped"
in society, but it is meaningful to talk about the expectations
of people in society with regard to "the handicapped'" - the
"virtual social identity" defined by Goffman (1978). Then,

a person's behaviour in any social situation depends on an
interaction between his own learned expectations and the
pressures put on him by others with possible different
expectationg, which also depend on the "power" they have

over him (Coulson and Riddell 1980). There is thus a
transition from the social "issues" of handicap, as mentioned
above, to the personal "trouble" of individual people.

Thus the label "handicapped", because of the social

perceptions is by implication negative, and so has a negative
effect on the person's self esteem and self image. He may

be socially inconfident, which can result in a greater |
negative treatment from others, and the cyclical process

downwards of failure is thus compounded (Laing 1975).
Normalisation

Recognising this negative cycle of depersonalisation of
persons with a handicap, several practiticners developed the
theory or philosophy of ''mormalisation'", which aims to

recognise each person for his or her own value.
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Bank-Mikkelson (1969) defined normalisation as ''letting the
mentally retarded obtain an existence as close to the normal
as possible". Nirje (1969) outlined the principle as
"making available to the mentally retarded, patrons and
conditions of everyday life which are as close as possible to
the norms and patterns of the‘mainstream of society".
Wolfensberger (1972) defines it as "utilisation of means
which are as culturally normative as possible, in order to
establish and/or maintain personal behaviours which are as
culturally normative as possible'". From this Wolfensberger
identifies normalisation as culture specific, and consistent
with this, deviancy as being "in the eyes of the beholder".
The normalisation principle can be implemented at three
different levels, both from the viewpoint of the individual,
and from the way that individual is perceived by others.
These three levels are person to person; 'primary and
intermediate social systems'", families, friends etc.; and
"societal systems" such as service delivery, national

education systems etc.

Integration-

In the light of this growing philosophy the early seventies
saw the beginnings of major reconsiderations in practice,
culminating in the recommendationsof the Warnock Report (1978).
Professionals began to talk about "integration", and began

to look at ways in which people who were slow learners could
develop what skills and abilities they had. Art and music
therapy were introduced into many of the larger institutions,
as an option to the monotonous and boring industrial work
that many adults with a mental handicap were set to do.

Many units had socialisation budgets which were used for trips
outside the institution to introduce patients to the outside
world. Community care policy demands that those who are able,
live as independent a life as possible in sheltered housing
in the community. Close proximity, however, does not

necessarily imply social interaction. There is a danger that
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many people will be isolated, within a community. Many

social work departments are working at alerting neighbours

who call in occasionally to a sheltered flat, and encourage

its occupants out.

"Special Educational Needs" (1978) highlighted three forms

of integration:-

a)

b)

c)

"locational integration'", which exists where special
units and ordinary schools are housed within the

same grounds, (7.7)

"social integration" where special children eat,

play and meet children from the ordinary school; (7.8)

"functional integration ... where locational and social
association of children ... leads to joint participation

in educational programmes". (7.9)

If integration is to bring full benefits within the

policies of community care, handicapped children must share

in enough‘of the social and educational activities of the

school to gain full acceptance as members of the

community by pupils and teachers. This will not occur

spontanecusly and neither will it be achieved by

legislation alone. Education within the school, by the

regular class teacher must be effective in preparing the

child, handicapped by low mental functioning, to be a

competent socialised adult in order that he can take

his place in society on a meaningful level. After

leaving school the child with mental handicap may make
little use of reading and writing, but should certainly
make daily use of language to communicate with others.
The child with special needs can experience difficulty
in knowing what to say, and how to say it. Since
language plays a vital part in everyday life, it can be

considered crucial that children debilitated by their
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mental standards, be given as much opportunity as possible
to develop their verbal potential. This was recognised

by HM Inspectors of Schools in the report "The Education

of Mildly Mentally Handicapped Pupils of Secondary Age"(1981)
which stated "The informal organisation of the classroom
gives rise naturally to conversation among pupils and
between them and their teachers. These are good conditions
for the development of constructive speaking and listening

activities, but more planning to this end is now required".

Such lack of planning was recognised by Wolfensberger (1972)
who maintained " ... the normalisation principle would
dictate that we provide services which maximise the
behavioural competence of a (deviant) person. (However)

we appear to be much more effective in shaping
skills to be physically adaptive than in shaping them to

be socially normative."

Vaughan and Shearer (1986) in their book on mainstreaming
in Massechusetts, propose the way forward in the United
Kingdom. They state that almost 90% of children with special
needs receive their education either part or full time in
ordinary schools. Such integration is seen as desirable

by Stobart (1986), but he cautions against implementing such

programmes without adequate and appropriate modifications to the

environment and preparation of all those concerned, and
advocates that such implementation would involve "stipulating
conditions which would make the process a structured, active
and co-operative one'. The aim of LFP to develop training
programmes to facilitate socialised language is seen as part

of such a process.
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1.3 Relationships, Language and Mental Handicap

1.3.

1

Comparative Social Skills

The doubts expressed by Wolfensberger (1972) on the availability
of programmes to encourage those with a mental handicap to build
a socially normative repertoire, are supported by research
findings indicating that the skills of this group in relation-

ship building are indeed reduced.

Laing (1975) proposed that people with learning difficulties

were ostracised because they lacked the social skills to blend
with a group. She states '"The slow learner is caught in a
vicious circle. Because he does not react in the expected way in
a social situation, he is not accepted fully by the others
involved and may in fact come to be rejected by them if his
behaviour continues to be unpredictable. His opportunities

for improving his social skills are thereby reduced as the

group closes up against him, depriving him of models of effective

social behaviour".

Reiter and Levi (1980) completed a study on the social integration

of noninstitutionalised moderately and mildly mentally handi-

capped adults. Findings showed that '"the retarded adults who

had non-retarded friends showed better social-educational skills
than did the other subjects. Findings suggest that even
retarded individuals who grow up in a community need help in

order to become socially independent'.

Research shows that children with learning difficulties also
have difficulty in establishing and maintaining social

relations. (Siperstein Bopp & Bak 1978, Bryan 1974, 1976).

Siperstein et al (1978) completed a sociometric survey on a
group of one hundred and seventy seven children, of whom 4
twenty two were learning disabled. Each child was asked
whom he/she liked best in the class, as well as who was
smartest, best looking, and the best athlete. Results showed
that the learning disabled children were significantly less

popular (p € .01).
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Relationships and Social Skills

The identification of mental handicap as developmental delay in
1.1.3 has crucial implications for the facilitation of social

skills in children with learning difficulties.

Social skills are acquired through learning in a variety of modes,
through various media, and were described by Combs and Slaby
(1977) as 'the ability to interact with others in a given social
context in specific ways that are socially acceptable or

beneficial primarily to others"

The elements of social skills have been outlined by several research
workers as non verbal skills, including eye contact, gesture,

body stance and facial expression, and verbal skills, including the
quality, volume, pitch, rate, and function of speech, giving
instructions or directions, asking questions, selecting or
identifying topics, listening and conversation skills (Spence

1980, Argyle 1967, 1969, Trower, Bryant & Argyle 1978).

An individual perceives a social situation, translates it or evaluates
it against his own belief system, then decides what to do in that
situation. His feedback within the situation leads to the
continuation or dis—continuation of that behaviour.(Argyle,Furnham &Graham
1981). Such a process necessitates having appropfiate

cognitive skills "for processing information, for making

inferences about the consequences of courses of action, for taking

the role of the other person and so on." (Trower et al 1978).

They maintain that this process also carries with it an overlay
of>long term planning, which may be conscious, and short term
planning, which is habitual and mainly unconscious. Research

into the development of interpersonal relationships and the

necessary social skills required, has increased and developed
over the last decade. Traditionally, the social skills model was

defined in terms of the verbal and non-verbal attributes of a

social interchange (Argyle 1967, Spence 1980). As knowledge

increases, research is turning more and more towards the
diagnostic process of the identification of differing types of

relationships in terms of their characteristics or quality
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Following Laing (1975) this has important implications for

young people with a mental handicap, whose relationships are

unsatisfactory.

Argyle and Henderson (1985) describe relationships as "regular
social encounters with certain people over a period of time
.+. (which) can be placed along dimensions such as

intense - superficial

friendly - hostile

equal - unequal

task - social"

They go on to argue that knowing the dimensions as above of
different relationships is not enough, and that to understand the
development of a relationship, the rules, goals, environmental
setting, repertoire and skills must be known. Relationships,
they maintain, are '"like games in that certain goals are being
pursued, within limits set by the rules, only certain activities
are permitted, they take place in particular arenas, and they
need certain skills." In exploring the reasons for the analytical
interest in relationships taken by many research workers (Duck
1983, Duck & Gilmore 1981, Noller & Bagi 1985), Argyle and
Henderson outline the benefits of good relationships as having a
"strong link with health and happiness.'" Such a statement is
supported by several research findings (Campbell 1981, Verbrugge
1983). They probose that "social behaviour, like any motor skill

can be broken down into its component parts and taught" using
social skills training, various therapies, counselling and self
help, as well as recognising and considering the rules of a

relationship which can enhance its development. (Argyle & Henderson 1985

At present, it could be said that many relationships which both
children and young people with a mental handicap experience, are
in the extreme, unequal, superficial and hostile. In line with
current thinking within the philosophy of normalisation,
practitioners involved in special education must consider ways
to enhance their pupils' skills so that they can develop

relationships which are more intense , friendly and equal.
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Training in Social Skills

The social skills model (Trower et al 1978) required cognitive
abilities of a certain level in order for participants to function
successfully. Were their cognitive development to be different
from that of the normal population, it could be concluded that
persons with learning difficulties would be unable to be socially
skilled, despite training, as they would lack the cognitive
ability. Within a delay theory model however, it is suggested
that young people with a mental handicap whose cognitive develop-
ment may be delayed, can in fact benefit from social skills

training if it is linked with their social and cognitive experience.

To be an effective communicator, the child must learn which
linguistic events are equivalent. The social or physical context,
as well as particular information about the world, is often
necessary to make an utterance clear. Chronic social isolation,
or restriction in the diversity of language to which he is exposed
can deprive the child with a mental handicap of the kinds of
stimulation he might require for nearly normal development.

(Rosenberg and Cohen 1972).

Language may be seen as a constituent element of the process
whereby social bonding occurs, and from which social interaction
develops within the communicative context, along with non-verbal
communicative cues of facial expression, hand gestures and

gross body posture, on the part of both speaker and listener.

The verbal and non-verbal communicative modes are interdependent.

(Trower et al 1978).

Language is a set of rules to which all forms of language or speech
codes must comply, but which speech codes are realized is a
function of the culture acting through social relationships in

specific contexts. Different speech forms, or codes, symbolise

the form of social relationship, regulate the nature of the speech
encounters, and create for the speakers, different orders of
relevance and relation. The speech form is taken as a consequence

of the form of the social relation, ie. it is a quality of the
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social structure. (Cazden 1976).

One such social structure concerned with the development of speech
forms is the school which is concerned with making explicit

and elaborating through language, principles and operations, as
these apply to objects and persons. Some children are already
sensitive to the symbolic orders of the school, whereas others

are much less able to cope, if oriented towards specific orders

of meaning which are context bound, in which principles and
operations are implicit,and reguire a special and identifiable
fomof language. (Cazden 1972) This could apply to many

children with a mental handicap.

Linguistic Competence and Performance

Traditionally language has been dichotomised into linguistic
competence and performance. Competence refers to the total
knowledge of language a person holds, ie. the linguistic know-
ledge which allows one to produce language. Performance refers

to the combined receptive and expressive use of language,

ie. the understanding and formulation of verbal communication
which the user demonstrates. Receptive and expressive language
may be seen in terms of encouraging children to express themselves,
or display their expressive language by talking about a picture,

or telling a story from a picture sequence.
Linguistic Function

Language functions within -the comtext of situation . Some
individuals can function linguistically in certain types of
situation, but not in others, eg. a concrete but not an abstract

situation.

What is desirable therefore, is the development of a socialised
language , so that the move can be made from the "clear cut,
discrete protolanguage of infancy, to the polyphonic language of
maturity, where a number of threads run simultaneously.

(Halliday 1974)
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In attempting to define the global term '"language', Halliday
(1973) proposed a seven component model of language, to
establish certain general criteria of reference. This model

consists of:-

Instrumental : here language is used for the satisfaction
of needs. It is the "I want" function.

Regulatory : this is the '"do as I tell you'" function;
language in control of behaviour.

Personal : the expression of identity, the 'here I
come'" function.

Interactional : the '"may I join you?'" function; or "are
you the same as myself?"

Heuristic : the use of language to learn, to explore
reality; the "tell me why?" function.

Imaginative : the "let's pretend" wherebythe reality
is created, and what is being explored is
the child's own mind.

Representational : the "I've got something to tell you"

function.

This socialised language as part of that social competence described
by Laing (1975) is not generally seen as something which should be
explicit within the curriculum context, but is often assumed to
develop as the child grows. However, skill in language training
cannot be implicit within the special classroom context but must

be an explicit curricular development, with realistic aims to be

fulfilled by practical objectives.

This was recognised by Curtis and Cording (1980) who offered a
course of ten fortnightly sessions of two and a half hours each
to nine adolescent boys who suffered from maladjustment, with the
aim of developing and improving the social skills of these school
leavers. Evaluation was on a self report basis and interviews
with the group, of whom only four appeared, and a pre/post
completion of the Bristol Social Adjustment Guide. Results on
this measure were not conclusive. It should be noted that this

group was not mentally handicapped.
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The growing emphasis on social skills, however, and the role of
language in the facilitation of social adequacy, the development
of self esteem and the projection of an individual's personality,
points up an inadequacy of the two process models of competence
and performance. Knowledge of language, or linguistic competence
is a basic prerequisite of any verbal interaction. Linguistic
performance is the process whereby a verbal interaction can take

place.

It is proposed that a third level of "linguistic function" is
necessary before the model is complete. Such linguistic function
represents an individual's ability to use language as a means

to promote social and personal interaction, to recognise the
linguistic processes, ie. using language as a means rather than
an end, and to facilitate, through social skill, interpersonal
development using language as the infrastructure on which social

interaction rests.

Socialised Language

If the proposal for "linguistic function" is accepted as the
third stage of the present two stage model, socialised language
must then be acknowledged as a specific mode of communication
separate from information exchange and task related language.
Features of such socialised language include open endedness and
divergence within the communicative context, and spontaneity in
that it is not bound within a task situation but develops
according to the needs and direction of the participants. Such
language is informal and conversational, promoting a social and

interpersonal relationship between two or more people.

It functions within a social situation to promote bonding between
the participants, to encourage mutual self-esteem, and to provide
the basis for successful social and personal interaction. It does
not involve the direct giving of information, but more indirectly
builds an interactive structure within which individuals can

share the benefits of social and interpersonal activity.

such an acceptance could also go towards clarifying the linguistic
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dilemma pointed up by Skinner (1957) who maintained that some
linguists have had difficulty in fitting conversation into a
definition of behaviour because they have been unwilling to
recognise that language is itself, behaviour, reinforcing the
proposal that "communication is the mother of language"

(Lewis 1969), and co-ordinating all forms of language in a total
functional structure where "attempts to offer definitions and
distinctions between speech, language and communication have not

always been helpful'". (Mittler 1976).

"Conversation is the primary basis of direct social relations
between persons ... It is a sharing process which develops a
common social experience'". (Allen and Guy 1974). Conversation
forms part of everyday behaviour, "and always arises from some
situation of doing, of feeling or thinking".
It is the means whereby man gives and gathers information, makes
and responds to requests, shares feelings and exchanges experiences,
and exhibits his level of social skills.(Martin, Williams, Wilding,
Hemmings & Medway 1976).
Speech is not a mechanical utterance which can be improved by
administering a few exercises or reciting a poem. It a reflect-
ion of the speaker's mind and feelings and imagination - his whole
personality (Sansom 1965). The Newsam Report, "Half Our Future"
(1963) states that the inability to speak fluently is a worse
handicap than the inability to read or write. Far more important
than accent or pronunciation, is the need to speak easily, clearly
and with interest, and to have something to speak about.
Similarly, Lewis (1969) stated "Education in language must be
concerned with the spoken word no less than the written word;
with utterance no less than comprehension'". Those with an
ability to convey feelings and ideas through language are more
socially accepted than those who cannot interact in these ways.
Any human relationship can be improved by the proper use of speech

as communication. (Schiefelbush, Copeland & Smith 1967).

In analysing the language of children involved in problem solving
tasks (aged 13-14 years of average intelligence), Barnes and

Todd (1977) identified various component skills including
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"initiating discussions of a new issue; qualifying another
person's contribution; containing information from others;
completing unfinished utterances; and supporting another's

assertions with evidence."
They order these into four categories of collaborative moves:

a) initiating : where one member of the group takes the
initiative and sets up a frame of reference which enables

discussion to begin;

b) eliciting : which is defined as how groups sustain
coherent talk, and how they invite one another to
contribute. There are four kinds of eliciting moves
requests to someone to continue; to expand; for support;
for information ;

c) extending : which may be seen as developing the interaction,

d) qualifying : to add to, and qualify what someone has said.

Personal and social adequacy depend on being articulate, ie. on
having the words and language structures with which to think,

to communicate what is thought and to understand what is heard or
read. The school should offer pupils experiences which will not
only help them find the words but also give them the confidence

to express them.

Linguistic interaction between two or more persons not only
contains the overt content of the verbal message, but has several
other functions. It helps assemble and adjust the self image

an individual holds, because self image is based on feedback, both
positive and negative, from one's social environment. Thus children
suffering a mental handicap may constantly be reinforced in their
negative or poor self esteem. It forms the basis from which a
relationship can develop, however transient, between two people

sharing a conversation.
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Spence (1980) outlined training techniques used by Social Skills
Training (SST) groups; as modelling, practice, role-play and
discussion. She also emphasised the benefits of introducing the
participants to situations outside the training session, where
other people can play a part in the training process. While the
SST model is seen as a huge step forward in the recognition that
training is necessary for many people, it is suggested that its
emphasis on non-verbal behaviour as well as verbal behaviour,
along with the importance throughout the training of self recording
and self assessment, would place an overwhelming burden on pupils
with a mental handicap. This is not to say that they should not
receive training in each of these areas, but that it should be

done separately with discrete and specific objectives.

Self-presentation, appearance, appropriate body posture and
gestures influence the feedback in a communication situation,
which in turn influence or adjust an individual's self image,
and his future self presentation in a social situation.

(Trower et al 1978).

Each, however, can be isolated for analysis and investigation so
that the two channels of verbal and non-verbal communication can

be blended as a functionally integrated whole.
Language Facilitation

Several research workers have addressed the issue of facilitating

socialised language with children with learning difficulties.

The Hester Adrian Research Centre in Manchester University

has’ contributed much at several age and ability levels

to the investigation of the development of language in children

and young people with learning difficulties.

One early development centred on the child who has a capacity for
language, but rarely engages in verbal communication with others,
or uses language even as a means of acquiring something he wants.

Several games for use with this type of child with a view to
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encouraging spontaneous language, were developed. Such task-
centred situations, however, limit the spontaneous and open
ended interactive language used in social situations.

McConkey ( 1379 ) involved parents in carrying out learning
activities in the home. They were given guidance on the choice
of suitable learning objectives, and games to play, and, where
necessary, their teaching methods modified. Results showed
that parents were effective in teaching their child to name
objects and to structure two-word sentences. Much of the
improvement shown here may be attributable to the increased
stimulation parents offered their children in infancy. Childrens'
IQ ranged from 37 - 78 (x = 53) and the children had little or

no language.

La Greca and Mesibov (1979) highlighted areas of social skills

as follows, enjoyment of interactions, greeting, joining,

inviting, conversation, sharing/co-operation, play, complimenting,
appearance and grooming. The coméonents of the 'conversation'
skills included: "Smile; Look most of the time, ﬁove when
listening then talking; Sit/stand near the person; Use "normal"
voice, eg speak clearly not loud or soft; Ask questions; More
open ended questions; Stick to topic of conversation; Intersperse
questions with information about self (eg. taking turns in the
conversation); Talking more; Elaborate on responses to questions;
Volunteer information about self, inter-interests, activities;
Generating topics of conversation; When someone talks, listen,

ask questions."

Using modelling, coaching and role play sessions with feedback
from video, they worked with small groups of children on a one
hour weekly basis, for six to eight weeks. The data suggested
that the social skills training was effective. The authors
themselves agree that more time is required for such a training
programme, and the intervention was more skills oriented than
affect oriented. Further to this, La Greca and Mesibov (1981)
set up a social skills training programme for adolescent boys
with learning difficulties. The programme was designed to
improve joining skills, ie. initiating social interactions, and
communication skills in conversation. The strategies used

included modelling, coaching and behaviour rehearsal.
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The training group consisted of four adolescent boys. Using
tutors and videotape feedback, the group practised the skills,
until they could demonstrate them themselves. Participants

were assessed using two role play situations which were
videotaped for scoring on the number of:comments made, different
topics introduced, statements per topic, the proportion of topics
with more than two comments, questions asked, and questions

which were open-ended. Students were also asked to complete

a self report rating form. $Skills in both areas of interest
improved so that they more closely approximated the '"normal
comparison group". This programme made initial steps towards

the development of a training programme, but also presented
several areas of concern. The programme lasted only six weeks,
during which time the group of four were receiving intensive
training from tutors in a summer school. As such, doubt may be
raised on the long term effects of such a brief, if intensive
programme. Strategies involved modelling and behaviour rehearsal.
No assessment was made of the group outside the role play situation,
in "real" situations where there is a greater spontaneity and

unpredictability.

In another project, Luiselli (1982) used similar procedures to
teach two children with learning difficulties how to give
personal information, such as their name, address and telephone
number. Following training the children were able to give

correct responses to adults not involved in the training procedure.

While of value, the above training procedures run the risk of
giving the participants a veneer of social facility, in that
they have learned appropriate responses given certain cues, and
certain situations. This may be said to be true particularly
in the use of modelling and behaviour rehearsal. However, the
risk then becomes apparent in a situation where children are
expected to have the social facility, but because their cues

are not there, they fail.

In another study Sigelman and Elias (1981) identified that, in
an interview situation, adults with a mental handicap who appeared
more socially skilled, were more successful. Their studies

indicated that 'verbal skills are more important determinants
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of how mentally handicapped adults are evaluated than are

non-verbal skills". Having identified this, they set up training
programmes which emphasised responding to questions, speaking
loudly, eye to eye contact and good appearance. The teaching
methods employed were '"instruction, presentation of models of
good interview performance via videotape, rehearsal of skills

by trainees, and feedback regarding strengths and weaknesses'".
While such emphases were seen as important, they still do not
address themselves to the content of the responses to questions,
and the function of the interaction. Methods again risked the
trainees gleaning only a superficial veneer of facility, since
they may have become dependent on certain cues as used in the
teaching situation, as in a stimulus/response situation, without

being able to generalise to other situations.

Bates (1980) also conducted a social skills training programme with
adults and found that "as the result of a 12-session interpersonal
skills training programme, moderately and mildly retarded adults
acquired more effective content responses to trained items of a
situation role play assessment in each of the following areas

a) instructions and small talk, b) asking for help, c) differing
with others, and d) handling criticism." Bates (1980) selected
sixteen moderately and mildly retarded adults who were randomly
assigned to a control and study group. The experimental group
received a 12-session interpersonal skills training programme
consisting of instruction in the following areas: (1) Intro-
ductions and Small Talk, (2) Asking for Help, (3) Differing

with Others, and (4) Handling Criticism. The social skills
instructional package included verbal instruction, modelling,

role playing, feedback, contingent incentives, and homework.

As a result of this training programme, moderately and mildly
retarded adults acquired new social skills as evidenced by
performance on a situation role play assessment. These gains
generalised to untrained role play situations but did not

result in significantgroup differences when assessed in a more

natural setting (ie. local grocery store.)

Meredith, Saxon, Doleys & Xyzer (1980) compared the social skills behav-

iour of a small group of young adults who were mentally handicapped
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with a group of undergraduate student respondents, in three
social settings, initiating a conversation with a peer, a
co-operative task with a peer, and expressing anger with a
peer. Each of these situations was completed in a same-and
opposite-sex situation. Twelve social skills training sessions
followed. It was found that '"training was more effective than
a no-treatment condition in increasing positive social skill
behaviour, attention to interpersonal transactions, and degree
of empathy". It is suggested that this study is open to risk
that students' behaviour improved because of the increased
stimulation and attention as compared to the no-treatment or

control group.

Boruchow & Espenshade (1976) developed a socialisation programme
for young adults which was designed to increase the skills of
the young people in self care, culinary and shopping activities,
travel, social and recreational events, as well as supporting
families to increase independence.in their handicapped member.
This programme, designed for adults between 18 - 30 years old,
was considered successful, although took no specific account

of the language content and quality of the social interactions.

Foster (1975) proposed that sociodrama would be a suitable
technique for the acquisition of social skills and socially
acceptable behaviour, which he saw as "a central factor in the
recognised aim of helping this population of the handicapped
maintain independence in the end community in which they find
themselves." He also went on to report that "The meaningfulness
of sociodrama can best be appreciated in realistic settings
within and outwith the school." Fleming and Fleming (1982)
"compared the effectiveness of structured learning alone,
structured learning and fear coping, and structured learning
and anger coping in teaching assertiveness to educable mentally
retarded children"™, and found that all children improved in
assertiveness, but the "transfer to learning to in vivo

situations was not accomplished to the degree predicted".

Castles (1983) concluded that "structured training in interpersonal

problem solving skills ard social skills is a promising technigue
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for improving the social competence of retarded adults."
Bornstein, Bach, McFall, Friman & Lyons (1980) offered individual
social skills training to six adults with learning difficulties
and found that "(a) treatment was effective for virtually all
behaviours across all subjects, (b) improvements occurred for
both training and generalisation scenes, and (c) behavioural
performance was maintained one month following the termination

of treatment." Target behaviours included number of words spoken,
overall interpersonal effectiveness, posture, enunciation, and

other non verbal behaviours.
Socialised Language and Special Education

Such research is effective in identifying and recognising the need

for study into socialised language, and conversational skills in those
identified as mentally handicapped. Much of the research however is
completed with adults, and yet it is a recognised fact that "health"
behaviour: , as which socialised behaviour could be categorised, has

a history which is rooted in the pre-school years and continue through-
out the socialisation process to be established by mid teens

(Schools Council Health Education Project (1977)).

The importance of language in forming interpersonal relationships has
already been established, as has the social deficiency of many children

with difficulties.

Traditionally language has played a major role in the curriculum of
every school, in the development of basic skills of reading and writing.
The publication of the Bullock Report (1975) "A Language for Life"
highlighted the value of the development of oral communication in
schools. "Primary Education in Scotland" (1965) suggested that small
group work and discussion methods were of benefit in the classroom.
Much research (Barnes & Todd 1977, Halliday 1975, Doughty, Pearce &
Thornton 1972) has been completed to show the value of such methods in

the normal classroom.

Studies already examined, with adolescents or pre-teen children are
recognised as being short term injections of intensive training, not
reflective of the natural daily socialisation process. It was proposed

to instigate an investigation within a structured research design, to
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examine the component skills of the child with learning difficulties
in socialised language with a view to future curricular planning

towards integrative courses in the classroom.
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Language Fluency Project

The 1970 s saw the beginnings of both governmental and local attention
for the need for community based care for children and adults with a
mental handicap. Implicit in such proposals, however, was the

need for early education in skills which would prepare young

adults with a mental handicap to enjoy life within the community.

The memorandum "Primary Education in Scotland" issued by the Scottish
Education Department (1965) highlighted the need for an awareness
and encouragement of spoken language and oral composition. It lays

out the aims of teaching in language arts as including

"a) to encourage fluent self expression in speech and in writing;
b) to develop the child's power to express himself in an
intelligible and acceptable form;

c) to cultivate the habit of intelligent listening."

It goes on to state that "Opportunities must be affbrded to children
to converse with one another, and with the teachers". Such aims are
equally applicable in the context of special education. Unstructured
observation of pupils by the author had suggested that personal and
intefpersonal development could be effectively improved through an

increased facility in socialised language.

Sansom (1965) warns practitioners against expecting classroom language
to be different from language outside the classfoom, ie. incomplete
sentences, carefully formulated utterances, and standard English

grammar.

He maintains that conversation is a neglected "art" in schools.
However, the dynamic properties of social interaction make it
difficult to analyse in detail, the communication skills in which the
child with the learning difficulties is deficient. The analysis of
what is happening in a classroom is a notoriously inefficient method
of collecting data. Hamilton and Delamont (1976), outline the faults
of classroom analysis as being: it ignores the social and temporal
context in which the data are collected, and may then gloss over
aspects of the interaction relevant to interpretation; such analysis

is concerned only with overt and observable behaviour, and takes no
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account of the intentions which lie behind behaviour; because it is
concerned with what can be categorised and measured, using pre-

specified categories, data may be lost or distorted.

Children with special needs require a stable routine within which to
function. Their mood states can be affected by variables which need
not even be present in their prevailing situation. Extraneous

factors such as the weather, what they had for breakfast, or what
happened to their favourite television characters the previous evening,
are gross, identifiable imbalancers, which can alter the whole

structure of the personalities in the group.

Inevitably, every individual has such factors working on him in every
situation, and at all times. However, due to his lowered capacity,
the child with special needs is less able to cope with any change in
the aspects of his environment which he considers often of vital
importance.

Again because of his lowered capacity, the child may not understand,
or at least be able to rationalise his changing emotional state, and
through his frustrations and fear at his own confusion, bring to

bear on the situation, many factors not present in a comparative

"normal" situation.

Assessing any environment for language use by naturalistic observations
assumes large dimensions. If "child performance" is important for
"child learning'" then observations in completely natural settings

have their limitations. (Davies, 1977).

Walker & Adelman (1975) outlined three assumptions often made which
limit the usefulness and efficiency of available techniques. Firstly
while the teacher's role is seen as central, variations in pupils'
role are ignored; secondly researchers often assume that the class-
room situation is one where the teacher speaks, and the class sits
still and listens; and finally it is often accepted that interactions

are of a very straightforward nature.

Bearing in mind that children in a special school are often working
on individual teaching programmes, the activity ongoing in most

special classrooms is of a highly complex and possibly energetic
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nature. Small class sizes, and the preferably informal ethos of the
special classroom combine to afford many opportunities for socialised
language in a conversation between teacher and pupils, as well as

pupil to pupil.

The Language Fluency Project was set up to investigate the component
skills involved in the development of socialised language among
adolescents with specific learning difficulties. It was initiated

by the author, while employed by Lothian Regional Council as a teacher
in a special school for children with a mild mental handicap of

school age.

The aims of the project were:-

a) to identify the component skills of socialised language;

b) to develop assessment instruments for use both with a class
group, and with individual pupils to evaluate socialised
language facility;

c) to develop educational strategies and training programmes
designed to encourage skills in socialised language;

d) to assess teachers' attitudes to such language in the classroom,
its place in the curriculum, and appropriate materials and

resources.




PART TWO

LFP Phase One
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LFP Phase One

The Language Fluency Project (LFP) was set up to explore and
investigate the training of socialised language skills among

children with learning difficulties.

Such exploration was seen as an attempt to identify the

interactive skills which a child, identified as mentally handicapped,
brings to the special classroom, and his usage of those skills.

It was therefore necessary to carry out an assessment of inter-

active classroom skills.

Research as detailed in Part One indicates that it is feasible

to train children with special educational needs using small
group discussions asa training method. Such training however

is constrained within the context of a task-oriented

situation, eg. picture sequence, and takes no account of the
open-ended situation wherein much linguistic interaction takes
place. Performance in an open conversation setting is a function
of language facility which has not received prominent attention

within research literature.

A pilot study, LFP phase one, was therefore set up to assess
the effects of the discussion group setting on the socialised

language of the study group.

Two major emphases must be highlighted in phase one. This phase
of the project was exploratory in nature, with objectives to

be achieved rather than hypotheses which had to be tested; the
phase was 'scientific' in that it was not asking casual

questions.

The discussions which took place were open-ended, in that the
children had no task to complete, and there was no conclusion
to which they had to come. Discussion could range as widely as

the group wanted.
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.2 The Training Programme

2.2.1

Aims

The aims of the programme were i) to increase the socialised
language facility of the group within a secure and

familiar environment; 1ii) to increase the group's
willingness to contribute verbally to a social interaction;
iii) to facilitate each child's participation in an
interactive conversation, by improving the quality of

her verbal input.

Objectives

With an emphasis on pupil participation within the
discussion it is suggested that, as pupils became more
familiar and confident with the discussion situation,
their language output would change in quality in that

it would become more spontaneous, as the members of the
group felt more willing to contribute uninitiated
utterances to the interaction with less prompting from the
teacher. Simultanedusly ', such pupil participation would
incresse the quantity of the group's linguistic output,

i e. pupil talk would increase. It is also suggested
that as a consequence of this, teacher talk would

decrease over time.

The Enhancement Programme

The programme consisted of a series of thirty minute
discussions round a variety of topics. The discussion
sessions, which were conducted over a twenty week
period, emphasised the open-ended nature of interaction,
i e. there were no set guidelines along which discussion
should take place, and no set questions which were to be
put to the group, who were seen to be in control of how

and where the conversation developed.




A set of twenty topics were selected by the author as

being within the children's experience as follows:

1 Holidays 11 Personal Hygiene

2 Christmas 12 Good Health

3 School 13 The Country

4 Fashion 14 Parties

5 Weekend Activities 15 Traffic in the City
6 Television 16 Family and Home

7 Pets 17 Music

8 Food 18 Sports and Games

9 The Beach 19 Travel

10 Wild Animals 20 Books

The topic '"Sex Discrimination' was requested by one
member of the group, and was substituted for "“Travel"

in Session 19. The list as above was vetted for equal

difficulty by two teachers.
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The Study Group

The Language Fluency Project was set up while the author was a
class teacher in an inner city special school for children with

specific learning difficulties.

The training programme was initiated as part of attempts to
construct a curriculum tailored to the social and educational
needs of the children in the class group. The study group was
therefore the class group of which the author was teacher.

(See Part Two Section 2.4.5 for a discussion of the issues related

to this dual role).

The training group was made up of eight girls. They formed a
class in a special school and as such shared a class teacher,
specialist teachers, the same school timetable and the same play/

work ratio. Each child came from socio-economic classes IV or V.

The group was aged between 11,9 years and 13,10 years
(x = 12,8) with I.Q. scores ranging between 61 and 78 (X = 68,6). Table 2.1

summarises these data.

Table 2.1 The Study Group

+ Date of Age

I.Q. Home Background
Birth (Jan '76) »*9+ HO £

Anne 17. 1.63 13,0 61 Two Parent Family

Elizabeth 14. 7.63 12,6 61 Two Parent Family
Gale ' 22. 2.62 13,11 62 Two Parent Family
June 4. 9.63 12,4 61 In Care

Lily 14. 4.63 12,10 78 One Parent Family
Lorraine 2.10.62 13,3 77 One Parent Family
Margaret 14, 1.64 12,0 72 One Parent Family

Marty 24, 4,64 11,9 72 In Care
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Each participant had been referred by an educational
psychologist to the special school from the loéal
primary school following poor progress, an inability
to cope with the pressures of a primary classroom, and

poor attendance at school.

Assessment by the psychologist had suggested that the
special school was a more suitable educational placement

for these children.
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Method
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Design

LFP phase one was essentially exploratory. The design
was therefore constructed in as flexible and divergent
a way as possible. No control group was set up for
several reasons. There did not exist within the special
school from which the study group came, another group
of comparable age or ability. To identify a control
group in another school would have been specious,

since the other group would have functioned within a
different educational climate and regime, and extraneous
variables could have confounded or made meaningless

any comparison between the two groups. Equivalence
between the study group and any proposed control group
would have been impossible to establish. Control by
dividing the study group was also rejected, since the
group numbered only eight, and subdivision would have

severely limited the data.

The principle of gathering data from the same group

on successive occasions was adopted. The group was

exposed to the programme over twenty weeks, and an ongoing
assessment of the group was conducted. This methodology has
been accepted as valid by Kerlinger (1973) who states that
"it is common to use subjects as their own control".
Comparative date in LFP phase one were drawn from the group's

initial performance, and subsequent performances.

Setting

The group of eight girls and the teacher sat informally in

a circle or round the "library table'. It was important that
neither the teacher's desk,nor any of the children's work
tables were used, as the situation might then have been

perceived as a task-oriented situation for the group.
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It was vital that this exercise was perceived by the group
as being '"fun" and different from the academic work of the

classroom with no '"right" and "wrong" answers.
Training Procedure

The children were told the topic under discussion the day
before the session was to take place. Having settled the
children in a group, the teacher opened up discussion by
reminding the group of the topic, and inviting them as a
group to initiate conversation round that topic. If the
children were reluctant to contribute the teacher offered

an opening sentence. Members of the group were encouraged
to speak to each other rather than using the teacher as a

pivot through whom all input had to be filtered.

No single child was selected out or named specifically to
answer, as this would have raised anxiety, and emphasised
the pedagogical role of the teacher rather than the

participatory role which was seen as desirable.
Teacher's Role

The role of the teacher within the group was perceived to be a

tripartite function as follows:

a) Participant in the Group. It was seen as important
that the teacher participated in the discussion, voicing
opinions and making comment on the topic in hand, without
being seen to ask the children questions which might
be perceived to have a right or wrong answer. If silences
occurred, the teacher did not immediately speak, but
left it to the group to take some of the responsibility
for verbal interaction. When it became apparent that
the silence was making the group uneasy, only then would

the teacher intervene.
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b) Maintainer of discussion when group skills broke down.
Throughout the discussion sessions, the teacher
encouraged the children with smiles and verbal positive
reinforcement eg. "Good", "That's interesting'". When
conversation broke down, the teacher would stay quiet
until sure that the children had no more to contribute,

then offer a statement for continuation of the conversation.

c) Maintainer of an ordered situation wherein learning could
take place. Where a child was disturbing the group, the

teacher would frown or check her by name.

Teacher/Experimenter Role

LFP phase one was conducted by the author while working as a
teacher in a special school. As a teacher, the author conducted
the phase one research, to investigate and assess the use of an
educational method on her class group. The joint function

presents several difficulties and several benefits.

Objectivity is seen as of paramount importance within scientific
methodology. The expectations which an experimenter has in a
situation may affect the outcome of the study.

Experimenter bias may occur because of errors in recording

observations and/or computation. (Rosenthal & Jacobson 1968)

Wallen & Travers (1963) asked research workers for their raw
data from the previous year's experiments. 50% responded

that the data had been destroyed, while among the remaining
50% there was a high percentage of computational errors. 1In a
batch of data studied, Rosenthal e% al (1968) found 73% errors
which supported the hypothesis under investigation. This could
arise from the fact that if results coincide with expectations,
then the experimenter does not check for mistakes, whereas

if the results do not support the hypothesis, the experimenter
will check for computational errors. Computations throughout

the LFP study were all double checked.
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Any observational setting is open to interpretation on a
subjective basis by the observer. The more ambiguous the
situation, the more likely is experimenter bias

(Walker & Adelman 1975). Within the discussion group
setting it may be said that interpretation by the author of
the girls' utterances was based on a daily close working
relationship with them. It is suggested that, were the
children's statements being misinterpreted within the
discussion situation, the daily working relationships would
also suffer from such misinterpretation, and break down.

There was no indication of this happening.

Observers construct meanings via a process very similar to
that carried out by the original speakers: they too must
use their interpretive skills to assess meaning. Stubbs &
Delamont (1976) note that the researcher brings to the
classroom situation a "pre-interpretation'" of a situation
through having been a member of the situation either as

a teacher, or a former pupil in another class as a child.
There is no reason why a researcher should be afraid to use
his intuitive knowledge of the system of communicative
behaviour in order to work out its structure. Indeed there
is in principle no way of inducing the systematic significance
of fragments of behaviour, without making use of the first-
hand knowledge of the system held by a native, or near native
member. It would be impossible to set up an automatic
procedure which would allow one to work out the rules for
appropriate speech behaviour in a given speech community
without privileged access to the meaning of the speech

held only by someone with intimate knowledge of the system.
It is thus suggested that the joint function within LFP phase
one of teacher/experimenter aided the interpretation of
utterances made by the participating group. In 1973
Beals,Spinder & Spinder wrote "The dispassionate observer
cannot exist, since such an observer distorts the data by
behaving in an inhuman manner. The solution would seem to be
to participate, but to try to limit one's passion and

involvement to the minimum expected by the community".
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Data Collection

Data from LFP phase one were collected in twenty sessions
each lasting thirty minutes, using an audio cassette
recorder, to which the children were accustomed. The data

were transcribed for subsequent analysis.

Instrumentation

LFP phase one data were collected to investigate qualitative
and quantitiative changes, if any, in both teacher and child
talk over the study period. This was done using Flanders

Interaction Analysis Categories (FIAC) system (Flanders 1965).

FIAC is a system for observing and coding the verbal inter-
changes within a classroom. The system operates a structure
of ten categories, within which all verbal statements are

classified at least once every three seconds as follows:-—

Indirect Influence:

1)

2)

3)

4)

Direct

5)
6)

7)

Accepts feelings: clarifies the feelings of the pupils in

a non-threatening manner, either positive or negative;

Praises or encourages: including nodding head, or saying

"uh huh?" or ''go on";

Accepts or uses ideas of student: <clarifying, building

or developing ideas or suggestions by a pupil.

Asks questions: with the intent that a student should answer.

Influence:

Lectures: giving facts or opinions;
Gives directions: which a pupil is expected to follow;

Criticises or justifies authority: statements intended
to change student behaviour from non-—acceptable to

acceptable pattern: bawling out:

Student Talk Categories:

8)

9)

Student talk - responses: responding to teacher.

Student talk - initiation: talk by pupils which they

initiate, or spontaneous talk.
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Additional Categories:

10)

Silence or confusion:

Categories 1-7 are used when the teacher is talking, 8-9 when the pupil is
talking, and 10 when there is silence or confusion (Flanders 1965).

The events are coded using numbers 1-10 which are written down in such

a way as to preserve the original sequence. The data are tabulated in

a 10 x 10 matrix, examples of which are laid out in Appendix 1.

The sequence of coded events are then paired. The first number of
each pair represents the row of the matrix, the second the column.
The first pair consists of the first two numbers, the second pair of
the second and third numbers, and thus overlaps the previous pair.
All tallies in the original sequence enter the matrix as a series of

overlapping pairs (Flanders 1965).

The major feature of this category system lies in the analysis of
initiative and response which is a characteristic of interaction between
two or more individuals. To "initiate"in this context means to make the
first move: +to '"respond'" means to take action_after an initiation. In
most situations the teacher can be expected to show more initiative

than the pupil. Within the structure of the ten category system, an
estimate of the balance between initiative and response can be inferred
from the percentage time of teacher talk, pupil talk and silence or

confusion (Flanders 1965).

Because of the complexity of problems involved in categorisation, Flanders
(1965) has set up several '"ground rules" to aid the development of
consistency in trying to categorise behaviour. If uncertain in which

of two categories a statement belongs, the category that is numerically
furthest from category 5 1is used. Because those categories furthest
from the centre (5) of the category system occur less frequently, the
observer maximises information by choosing the less frequently occurring
category. If the teacher's behaviour has been consistently direct, or
indirect, use the opposite classification only when a clear indication

is given. The observer must try to retain objectivity. When more

than one category occurs during the three-second interval, all
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categories used are recorded. If a silence is longer than three

seconds, it is recorded at 10.

Data for the verbal interaction analysis were collected in twenty

thirty-minute blocks by tape récorder, and coded on a three-second

.interval basis. A 10 x 10 matrix described previously,

(see TEble,Z-Z) was constructed for each session. From this,

a variety of percentages and ratios best described in relation to the

_findings laid -out in the subsequent section were calculated in order
Yo describe and interpret the interaction patterns emerging from the
.. data., For each session, an array of ten category total and ratios

., were computed. (Appendix 2).

Tablé 2.2 Matrix from FIAC : Session Ten

1 2 3 4 5 6 7 8 9 10

1

2 1 4 12 | 11 18 1 a7

3 11 18 31 4 10 15 89

4 2 2 7 0 80 8 4 103

5 | 16

5 1

7 )

8 9 46 28 1 70 18 172

9 23 19 15 2 143 202
10 1 2 1 1 5

47 89 103 16 1 172 202 5 635
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Results

All scores within the FIAC system are percentages based on the total
number of responses in each session. From each 10 x 10 a series of

ratios were computed, and the following results obtained, as in Table 2.3.

Table 2.3 : Category usage as percentage of total interaction
over twenty sessions

Category

Session 1 2 3 4 5 6 7 8 9 10
1 4.4 10.1 9.6 22.8 2.8 1.8 17.1  23.1 6.3
2 6.8 4.3 8.7 21.3 11.1 0.3 23.6 19.6 3.3
3 1.1 12.3 13.6 20.3 2.0 2.2 26.8 17.1 4.3
4 9.7 14.7 26.2 7.5 1.6 24.5 1-.2 5.2
5 16.6 10.2 17.6 1.3 35.4 16.5 2.3
6 15.4 4.8 9.6 0.4 0.6 29.0 39.0 1.0
7 15.6 4.9 8.6 0.5 0.2 26.1  43.5 0.5
8 13.3 11.4 13.1 4.1 0.2 29.7 27.2 0.8
9 14.2 7.4 8.3 2.8 14.2 52.8

10 7.4 14.1 16.2 2.5 0.1 27.1 31.8 0.7
11 9.2 12.7 5.3 26.8 0.1 8.1 37.3 0.1
12 12.5 16.1 9.3 5.4 ‘ 14.4  41.7 0.3
13 15.4 14.8 9.5 5.7 10.1  44.1 0.4
14 13.1 12.8 6.7 0.3 6.2 60.1 0.6
15 13.4 19.8 12.8 0.6 0.2 3.7 47.8 1.4
16 17.1 17.6 18.1 4.5 0.5 8.5 31.3 2.0
17 12.1 25.7 19.1 9.9 0.6 29.9 2.5
18 10.4 17.5 8.8 8.1 53.6 1.3
19 7.9 12.2 8.6 13.1 0.7 56.5 0.5
20 12.5 20.5 9.9 4.6 '~ 5l.5 0.7

The first and broadest measure is that of total interaction which
indicates the proportion of both teacher and pupil talk in the

observed classroom situation found in each category. An overview

of the table indicates that Category 1 (accepts feelings), was used

only in the first three sessions, while Category 2 (praises or encourages),

was used fairly consistently over the twenty weeks.



Category 3 (accepts or uses ideas of student) shows an increase
over time in the use of this category. Linked with the increase
over time in the use of Category 9 (spontaneous pupil talk) this
suggests an increased contribution to the interaction by the pupils
in a spontaneous way. Use of Category 5 (lectures) ia fairly low,
except in session 2, (Christmas), session 11, (Personal Hygiene),
and session 19, (Sex Discrimination). Similarly the use of
Category 6, (gives directions) is low over the twenty sessions.
Usage of Category 7, (criticises or justifies authority) fades out

after session 4.

Infrequent usage of categories 5, 6 and 7 emphasise that the desired

informality of the situation was achieved.

Tallies in category 8, (student talk responses) decreases over time,
as does the teacher's use of category 4, (asks questions), while
category 9, (spontaneous student talk) increases markedly over the
study period, confirming the proposal above of an increased

contribution to the interaction, by spontaneous pupil talk.

Analysis ot the results tooxk place using Kruskal Wallis H Score

and the Page's L Trend Analysis.
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Analysis of the Data

Analysis of the data took place within and between categories,

and within and between the nine ratios computed from the data.

2.6.1 Category Analysis

In order to identify differences in usage between categories,
it was decided to compute a Kruskal Wallis H score, because
of the non parametric nature of the date. The result

was H = 743,71 ( p {.001).

The result of the test confirms a highly statistically
significant difference between category usage, although

the large numbers of zero cells contributed significantly

to the high H value. Categories 1, 6 and 7 had zero scores
tallying seventeen, nine and sixteen respectively, hence are
the least frequently used categories, while category 9 shows

most frequent use by pupils, and category 4 by the teacher.

The data within each category were grouped in four sets of five
scores and a Page's L Trend Analysis was computed within each
category except 1, 6 and 7 because of the large number of

zero cells, to investigate underlying trends in category

usage over time. Results were as follows as in Table 2.4

Table 2.4 Page's L scores, within categories

|

Category Page's L i Significance
o 123 |
3 263 *x%
*

4 140
5 115

; 8 146 bk

: 9 141 o

10 137 *
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Categories 3 (accepts/uses ideas of student) and

8 (pupil responses) both are highly significant, showing
that the teacher increased usage of category 3 while pupil
usage of category 8 decreased. The significant result of
category 9 shows that pupil initiated talk increased over
time, while the teacher's questions (4) and silence/

confusion (10) decreased.
Ratio Analysis : Teacher

Several more detailed ratios can be computed from the data
which estimate the emphases in the function of language used

by both teacher and pupil in the classroom situation.

These are: a) Total Teacher Talk (T T T ) which identifies
the percentage of utterances made by the teacher within the
total interaction; b) Indirect/Direct (I/D)ratio, which
estimates the balance between the initiation and response
functions of teacher language within the interaction;

c) Revised I/D Ratio (I/D Rev), which estimates the emphasis
given to motivation and control by the teacher; d) Teacher
Response Ratio, (TRR) which is an index representing the

tendency to react to the ideas and feelings of the pupils;

e) Teacher Question Ratio (TQR), which is an index representing

the tendency of the teacher to use questions when guiding
the more content-oriented part of the discussion;

f) Content Cross Ratio (CCR), which isolates those teacher
statements which are least likely to be involved with
certain process problems, such as control and social
integration problems solved by the teacher during the

lesson.

The ratios derived as above from the data are listed in

Table 2.5, Teacher Talk Ratios.
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Session  T.T.T. I/D éég T.R.R T.Q.R. C.C.R
1 53.5 7.02 6.1 86.0 89.0 25.5
2 53.4 3.33 17.0 93.0 65.6 32.4
3 51.8 10.4 10.4 91.2 91.2 22.2
a4 60.0 5.3 12.3 92.5 77.6 33.6
5 45.8 34.4 | 100 93.1 18.9
6 30.9 28.8 34.2 971 95.5 10.04
7 29.8 43.0 121, 99.1 94.4 9.15
8 42.2 8.8 121. 99.1 76.1 17.2
9 32.8 10.3 100 74.2 11.2
10 40.3 14.5 136 99.2 86.2 18.7
11 54.3 1.01 133 99.2 16.4 32.1
12 43.4 7.0 100 63.3 14.8
13 45.5 6.92 100 62.3 15.4
14 33.1 104.5 100 95.5 7.04
15 46.9 55.7 161 99.3 95.3 13.4
16 58.1 10.5 69 98.5 80.0 22.7
17 66.8 5.6 100 65.6 23.0
18 45.0 4.5 100 52.1 17.0
19 42.0 2.19 100 39.7 21.8
20 - 47.4 Q.2 100 68.3 14.5

In order to assess the significance of trend underlying the

data, Page's L Statistic

to assess trend where there

is a predicted order of conditions among non parametric data,

was computed for each ratio over twenty sessions.

were grouped in four groups of five sessions for this

purpose.

Results are listed in Tabhle 2.6.
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Table 2.6 Trend Analysis : Teacher Talk Ratios

L P
Total Teacher Talk . 118 ' NS
I/D Ratio 118 NS
Revised I/D Ratie ¢ 119.5 NS
Teacher Response Ratio : 141.5 wH
Teacher Question Ratio | 118.5 NS%
Content Cross Ratio 120 NS:

Results show that teacher talk did not differ
significantly over time except in the ratio of response
to pupil talk, which increased. This is confirmed by the
earlier results which show an increased use of category 3
(accepts/uses ideas of students) and a decrease in

(teacher questions).

Over the'twenty weeks total teacher talk varied between
29.8% on session seven and 66.8% on session seventeen.
However, no significant trend appeared on this measure over

the twenty weeks (L = 118, p } .05).

From Table 2.6 it will be seen that although the

percentage of teacher talk does not appreciably decrease,

the quality of talk produced is different in the latter
parts of the training schedule from that in the earlier stages.
The revised I/D ratio “rises" to 00 in session twelve, and
more or less remains there throughout the remaining discussion
sessions. An I/D ratio of 00 signifies no direct control
utterances in the total interaction. The results on the I/D
ratio and the I/D revised ratio show that the teacher in

this group is very indirect in approach, using emphasis

on motivation and positive reinforcement as means of control
rather than direct, instructive methods which are considered

more authoritarian in approach.




60

The T R R (Table 2.5) is a ratio which indicates the
teacher's tendency to react to the ideas and feelings of the
pupils. Although Flanders quotes 42 as a "good estimate"

on this variable, it should be noted that results on this
study are significantly highef with a bottom score of 86
and a top score, on nine occasions, of 100. This means
that during these nine sessions, the teacher reacted to
every pupil utterance. While this is exceptionally high
within the terms of classroom analysis, it must be
remembered that the discussion sessions were not regular
classroom sessions in that the small group was focussed on
the group discussion , and the -‘group cohesion i e. the
group of nine (one teacher and eight girls) was functioning
as a composite unit, instead of the usual classroom situation
where each child is busy with his own work, and the teacher
with individual children. There was therefore the time and
opportunity to hear what each child had to say and react

accordingly.

A significant trend (p ==<.Ol) appeared in this ratio, showing
that the teacher's response to the children rose over the

twenty week period.

For the T @ R , Flanders quotes 25 as an average score, and yet

the average score in this study is 74.1. This indicates
the tendency of the teacher to use questions as a guide in
content-oriented parts of the interaction. However, it
must be remembered that "talking'" was the '"content" of the
discussion groups. Although each had its own topic, the
individual sessions were concerned with '"whether' and
"how", the child was talking. In order to stimulate verbal
production much questioning was done, more in an indirect
rather than direct way i e. the questions were used as

support struts rather than testing devices.

Consequently a fairly high CCR ensued. A high CCR, as has
already been stated, shows '"that the main focus of verbal

behaviour was on subject matter, that the teacher took a

very active part in the interaction, and that attention to

motivation and discipline was at a minimum". (Flanders 1963).
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Ratio Analysis : Pupils

Two more specific ratios can be computed from "pupil talk"

data as follows:

1) Total Pupil Talk (TPT) i e. the total output of pupils'

utterances within eachsession,

2) Pupil Initiation Ratio (PIR) indicates what proportion
of pupil talk was judged by the observer to be an act
of initiation by pupils.

Results of this study follow in Table 2.7.

Table 2.7 : Pupil Ratios

f TPT PIR
1 40.2 57.4
2 43.3 45.3
L3 43.8 38.9
L4 34.8 29.3
' s | ' 51.9 31.7
6 68.0 57.2
T 69.6 62.5
8 56.9 47.8
.9 76.1 78.7
10 58.8 54.0
11 45.4 82.1
12 56.7 74.2
13 54.4 81.4
14 66.0 90.5
15 51.5 92.7
16 39.8 78.4
17 30.6 97.7
18 55.6 100
19 57.3 98.6
20 51.7 100
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A Page's L analysis of trend within pupil data showed

no significant change in the quantity of pupil talk over
the twenty week training programme (L = 121, p ) .05).
Analysis of the Pupil Initiation Ratio shows a highly
significant trend (L = 148, p <r .001) on this variable,

i e. pupil utterances became more spontaneous, and less

in response to a question from the teacher. Such results
over time suggest that experience within an open discussion
setting facilitates children's functioning in socialised

language.
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Discussion

The LFP phase one was set up to explore the effects of the
discussion group setting on the socialised language of a study
group of eight adolescent girls identified as mentally handicapped.
It aimed to enhance the socialised language facility of the group,
with the‘consequent decrease in teacher talk and increase in pupil

talk, which would become more spontaneous.

Analysis of the data shows that pupil talk and teacher talk did
not significantly differ over time, but the quality of pupil talk
changed, with the utterances becomingsignificantly more spontaneous.
The quality of teacher talk did not change significantly over time
except on the TRR where the teacher responded significantly more to
the children's utterances over the twenty week period. The number

of "100" cells in this ratio possibly inflated this statistic.

Several areas of interest may be highlighted from these results.

. 2.7.1 Group Discussion as a Teaching Method

Discussion of a topic within a subject has been adopted as

a methoé by several research workers (Barnes & Todd 1977 ,
Halliday 1975; Doughty& Thornton {1973) and has been
incorporated into several teaching packs such as the Teenage
Talk-In Support Material and Schools Council Health Education
Project. La Greca & Mesibov (1979) employed discussion
as a means to encourage social skills among children with
learning difficulties. "In class discussion, the teacher's
role is more that of a chairman and/or facilitator - keeping
communication going, allowing conversation to develop should
development be desirable, helping pupils to clarify their
thinking ..... "  (Teenage Talk-In Teacher Handbook SHEG).
Within the special education situation discussion may be seen

as one of the most useful methods available.

Some children with special educational needs will never be
able to express their personalities adequately through the

use of the written word. Indeed their educational placement



is assessed on this lack of present and potential

ability.

LFP phase one results indicate that children already
identified as having special educational needs can benefit

significantly from experience in a discussion group setting.

Teacher Stiyle

From FIAC, the style used in the class group by the author
was indirect with reference to control processes. The
teacher responded to the group's feelings and ideas, and
made more indirect than direct statements. Total teacher
talk however did not decrease as predicted. The balance
between teacher and pupil talk was maintained over the
twenty week period. It is proposed that this may suggest
that the teacher from the beginning of the programme did

not attempt to dominate the interaction, but guided it as
necessary. The increase in TRR suggests that the guidance
became more subtle, away from the supporting question into a
reactive utterance by the teacher, as the children's language

became more spontaneous.

Teacher style, and the emphasis on indirect and subtle
methods of control are seen as crucial within the context of
LFP phase one. A more direct method of control would
require a much stricter process of the teacher's question
followed by a pupil's answer, which as a functional

process would eliminate spontaneity and interaction between

pupils.

Because of the small class groups maintained in special
education, it is suggested that indirect methods of
control are more possible and effective. They need not

be less apparent to the class groups and must not be
regarded as less efficacious. Within an open situation,
the special child is free to explore his own potential,
while being given clear boundaries of control. The teacher

can use his personality more freely rather than hiding
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behind a role within the class group. Interaction

between adult and child, as opposed to teacher and

pupil can then be explored and practised by the

child for generalisation to later situations. By freeing

the class group from direct and regimented discipline structures,
the teacher is encouraging the child to develop an internal

locus of control, instead of reacting against the external

controls of the school.
Environmental Factors

Throughout the programme it was seen as important that the
children move away from their desks and their work area,
in order to free them from the constraints imposed on them
by perceiving the discussion session as ''work". Argyle
(1967) has shown that discussion groups are conducted most
successfully in a circle, or informal setting, where no one
member of the group may be perceived aé "leader" or
"director" of the group. Within the context of LFP phase
one this is seen as of keystone importance. The study
group was used to working together as a class group.

It was important that the class security be transferred to
the discussion situation, so that no participant would feel
inconfident about expressing her opinions. The significant
increase in spontaneous language of the group suggests that

this was achieved.
Topics

The twenty topics as listed in 2.2.3 were selected because

they were within the experience of the group.

The sessions which produced the greatest amount of language
as measured by TPT were those which dealt with television,
pets, the beach, and parties. These were session six,
seven, nine and fourteen respectively. From PIR however,
the topics which produced the most spontaneous language

were the last four in the series, music, sports,/games,

sex discrimination and books.
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It is suggested that this reflects a greater facility
within the discussion group setting and an increased
facility with the spoken word. Sex discrimination

was a topic requested by one member of the group. It is
suggested that the specific nature of this topic renders

it impractical for use in further enhancement programmes.

In order to stimulate and maintain the motivation of pupils
participating in the training programme, it is suggested
that after perhaps an introductory five discussions, they
themselves would suggest topics for following weeks
discussions. Such a technique might enhance the group's
commitment to the project, and increase motivation to

participate.
Spontaneous/Initiated Use of Language

Observation by the author in a variety of classroom
situations has suggested that a child with learning
difficulties will indulge in the spontaneous use of language
only when confident that his verbal initiation will be
acceptéd by others. As a result of his learning problems
and the contingent social negative reinforcement of his
ability, the child tends to withdraw, and be hesitant about
initiating contact with others. (Laing 1975). His self
image tends to be vague and defined in terms of an
inability to succeed, (Yamamoto 1972), -whether .

in a remedial wunit or special school, or at home,

where his difficulties may be highlighted by more able

siblings.

The increased usage of spontaneous language within the
context of LFP phase one may be seen as a mechanism towards
building a more positive self image, and greater self-
esteem, thus enhancing the personal skills of children

with special needs. Therefore, the enhancement of
spontaneous language should be emphasised as a teaching aim

within the special class.
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Relevance of Utterance

While suggesting a change in the language of the child

from initiated to spontaneous language, the question of
relevance of the utteranée to the topic in hand and

the non-initiated use of language as an attention gaining
mechanism must be considered. Burland (1969) warned against
the danger of reinforcing only verbal production. The
assessment of a statement as relevant hinges on the
listener's own expectations of what his partner will

say, and what he himself would say as a subsequent statement
to his own utterance. In practice, when discussing the
question of "relevance" the opposing concept of "irrelevance"

is the key issue.

Two main sources of irrelevancies are proposed within the
context of the LFP. A child may have an individual
association of ideas which he verbalises , thus sounds out
of context, or he may use an irrelevant utterance as a

means of gaining attention.

The former is more difficult to assess unless the speaker

realises the apparent irrelevancy, and explains the

.association of ideas which led'him to make the statement.

The association may come to light in the course of
interaction, otherwise the apparent irrelevance will stand
as just that, instead of as a potential source of the
development and expansion of the verbal interaction along

new lines.

Irrelevancy as an attention seeking mechanism is a crude
and gross device to project the self into the social
setting. With self confidence, and the ability to
assert and maintain one's personality by positive verbal

means, this behaviour should disappear.
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Situational Sensitivity

Closely associated with the concept of relevance of
utterance is that of "situational sensitivity". In
order to function successfully and adequately, it is
important to be sensitivevto any given situation, and gauge
the correct language to use to feel comfortable and not
feel embarrassed or awkward by employing the wrong mode,
e g. too informal, or too intimate. Thus situational
sengitivity can be defined as the ability to gauge the
context in which language is to be employed, and the
subsequent skill to use appropriate language in the
situation in which an individual finds himself. Within
the context of LFP, this concept has far reaching

implications.

Socialised language and verbal fluency are related to the
context in which they occur. People in an interactive
gsituation must be aware of the contextual cues which lead
them to use appropriate language.

While no specific study was made of this it was of interest
to note on én observational basis, the changes in the

study group's linguistic output during discussion, and then
language in the daily running of the class, and in the
playground. Many of the children formalised their
language in that they used "Yes" instead of "Aye", ''don't"
instead of "dinnae'", "town" instead of ''toon", "home"
instead of "hame", and other dialectical idiosyncrasies.
They assess this discussion situation as requiring a

less intimate code of language, a more distant, less
personalised code of language than they would have used

at home. This indicates they were using some sort of cueing
device, which although perhaps not very sophisticated in its
sensitivity, had the basic potential to be developed.
Further research is needed into the constitution of this

cueing device, its development as a function of the
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of the socialisation process of the individual,
and its use in the many social situations, in which an

individual finds himself with another person.
FIAC as an analytical instrument

The FIAC system was developed and standardised in
American classrooms with normal children and teachers.

It was selected for use within the context of LFP phase
one as an initial analysis instrument because of its
categorisation of spontaneous and initiated language.

It is clear however that the focus within FIAC is on the
didactic processes and control. The seven categories
allocated to the teacher reflect the heavy emphasis
placed on teacher output, while there are only two

pupil categories, dealing with pupil reaction to what the

teacher is saying.

Emphasis witin LFP phase one was on the social aspects of
the class group, where no individual had a central role,

and on the spontaneity of any interaction within the group.

Having demonstrated that the discussion session programme
led to enhanced spontaneity in the study group, it was
decided to reanalyse the data to investigate more

closely the social interactions at work in the discussion
group which led to this enhancement, using an instrument

designed specifically for such purposes.
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Summary

Over a twenty week period, LFF phase one explored the effects of
an-open discussion setting on the socialised language facility

of a group of adolescent girls with special needs. Although

the quantity of pupil language did not change overall the
children's utterances became more spontaneous, as assessed by

FIAC, suggesting that discussion enhances children's language

facility.

As an assessment instrument, FIAC was identified as inadequate,
due to the didactic ethos and limited choice of categories

which took no account of the social interaction within a classroom.

It was proposed to develop an assessment instrument which
highlighted the interactive processes at work in a classroom at a
social as well as pedagogical level. LFP phase two was

therefore set up for this development.



PART THREE

LFP Phase Two
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LFP Phase Two

Following the results of LFP phase one it was decided to examine
more closely the input of the group into the discussion sessions
in order to investigate the increase in spontaneous language as
assessed by FIAC. Such an investigation may be seen as subject to
the problems of classroom observation discussed in section 1.4.

It was considered inappropriate to identify and examine only the
spontaneous utterances within the classroom, as this would have
divorced these from the contextual environment and thus rendered

them functionally useless.

It was decided that a category system which took account of the
formal and informal verbal interactions in the classroom, on both the
spontaneous and initiated dimensions, would clarify the linguistic
interaction functions in the discussions sessions, which gave rise

to the increased spontaneity identified in LFP phase one.

"The benefit of the category system is that it gives the experimenter

a structure within which to base his observations, and give a varying
and multifaceted situation on inherent organisatibnal structure, which
can then be clothed with his own particular observations from any

given situation" (Walker & °~ Adelman 1975). Having recognised that

existing category systems were unsuited to the needs of the LFP

in assessing the informal social interactions in the special classroom,
it was decided to assemble a classroom analysis system which attempted

to take account of these functions.
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The FIAC system was selected in LFP phase one for initial analysis
because of its dichotomy of the spontaneous and initiated use of
language by pupils in the classroom. Such a distinction was seen as
of crucial importance in assessing the social climate of the classroom
through the linguistic functions, as well as a necessary part of any
analysis system applied to the special classroom, not only with_
reference to pupils' language but also to teachers' language. As part
of the social exchange within the classroom it must be recognised that

such an dichotomy applies to teachers' language as well as to pupils'.

FIAC offered a model of teacher language functions over categories 1-7.
These categories, or seven linguistic modes, may be seen to have specific
functions within the social interactive processes within the special
classroom. As these processes involve a two-way exchange between both
teacher and pupils, these teacher categories of functional usage in the

FIAC system, may be broadened to apply to pupils' language also.

When these two expansion proposals are applied to the original categories

system, the suggested model then becomes for both teacher and pupil:

Category 1 : accepts or acknowledges the feeling in what someone
has said, but carries no invitation to continue

Category 2 : praises or encourages someone who has spoken, to
continue with the listener's support

Category 3 : accepts or shares ideas, where two or more people

contribute to group cohesion through linguistic interaction

Category 4 : asks a question about content, in order to learn, or
elicit information

Category 5 : gives facts, information

Category 6 : gives commands or orders, with which the listener

is expected to comply

Category 7 : criticises or justifies authority, a controlling or
regulatory utterance made in order to change behaviour

Category 10 : silence or confusion

In FIAC categories 8 and 9 applied specifically to pupil response.

In the model as above, each category may be applied to either teacher
or pupil. The pupil 'response' function of 8 and 9 thus become
redundant, although the spontaneous/ initiated principle is retained.

In order to avoid the risk of confusion between FIAC system and the
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restructured classroom analysis model, it was decided to label
categories 1 - 7 and 10 as follows: Acknowledgement (1), Support (2),
Interactional (3), Question (4), Information (5), Instruction (6),

Regulation (7), Incomplete Utterance/Silence (10).

When the spontaneous/initiated function of categories 8 and 9 are
superimposed, the Acknowledgement, Support and Interactional categories
remain intact, because they are responding, or initiated utterances,
while Question,Instructim and Regulation are implicitly spontaneous
statements. Category 5 however becomes Spontaneous Information, while
Category 5(a) becomes Initiated Information, ie. where information is

offered spontaneously or elicited by a question, respectively.

Category S/Interactional in the first order model is described as
accepting or sharing ideas to further group cohesion. It is suggested
that such a contributory function may be of two types however, one

of offering, or stating ideas, the second of asking questiors or
eliciting ideas to further interpersonal interaction. Such a
statement and question differ from Categories 4 and 5, which are con-
cerned with factual information, rather than the subtle exchanges of
ideas and feelings which develop interpersonal relationships. Two
categories thus emerge of Interactional Question, and Interactional

Statement.

The devising of the categories system to fill the needs of the LFP
sprang from a gap in existing classroom analysis models' provision
for the assessment of the social interactive language within the
special classroom. Much of our language in conversation is redundant,
and serves only to flesh out linguistic interactions, to fill
"embarrassing silences", and derives from social pressure to maintain
a verbal interaction. Statements such as these elicit or offer no
new information, and do not further interpersonal relationships.

That such utterances figure in conversation cannot be ignored. It
was thus proposed fo include an additional category of '"Padding",

to account for this function.

It has been stated in Part One, and phase one of the LFP, that children
with specific learning difficulties suffered from a poor self image

(Yamamoto 1972), and from poor social skills. It was therefore
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proposed that a category of Personal utterances be introduced into
the model, in order to allow scrutiny of the individual child's
ability to present himself and his own opinions and feelings through

linguistic input into a social interaction.

The spontaneous/initiated dichotomy was also superimposed to create

two sub categories of Spontaneous Personal utterances, and Initiated

Personal utterances.

The classroom analysis model was devised as a thirteen category system
which allowed for classification of observed utterances in a special
classroom situation, and was reordered to avoid the risk of confusion

with other category systems, as follows:

1) Instruction

2) Regulation

3) Spontaneous Personal

4) 1Initiated Personal

5) Interactional Question
6) Interactional Statement
7) Question

8) Spontaneous Information
9) Initiated Information
10) Support
11) Padding

12) Acknowledgement

13) Incomplete Utterance/Confusion/Silence

Such a grouping reflected that categories 1-7 were involved with the
establishment of the group through management statements, personal
statements and interactional moves towards more sociable behaviour,
while categories 8-12 reflect the maintenance and development of that

sociable behaviour through response and support utterances.

All discussion sessions from LFP phase one were coded using this

classroom analysis system.
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Reliability

In social and behavioural science, "validity evidence is almost entirely
lacking; one has to evaluate the measuring instrument with respect to
other characteristics and assume its validity. A frequently used method
for evaluating an instrument is itsvdegree of reliability" (Nachmias

and Nachmias 1976). Reliability is an assessment of the errors which
occur between uses of the instrument, (Nachmias et al 1976) on its

consistency of measurement in different situations or with different users.

In order. to assess the level of contamination by subjectivity in the use
of the classroom analysis system by the author it was seen as vital that
interobserver reliability be established. The reliability therefore was
within the operational conception described by Guilford (1965) in that
the level of reliability between observers would indicate the proportion
of variance which was true variance, and the proportion which could be

ascribed to the preconceptions and inferences of independent raters.

"(Such) judgements may be in the form of rank order, rating scale evaluations,

pair comparisons scaling, judgements in equal appearing intervals and the
like. We can correlate the same observer's judgements obtained at two
different times, or we can assume that similar judges are interchangeable
and intercorrelate their evaluations." (Guilford 1965). Because changes
in the category pattern were taking place over time due to a change in
the children's behaQiour, the former method was inappropriate, especially
as it did not highlight rater subjectivity. It was therefore necessary
to establish interobserver reliability, which enhanced the possibility

of the test being used by other teachers. Any test which is used by a
number of observers must take account of several key aspects in the

use of category systems. The first of these is the amount of inference
required by observers as to the intent behind behaviour. The majority of
the categories available to observers on the classroom analysis system
required no such inference, eg. Question, Spontaneocus Information,

but some inference was required in differentiating between Acceptance

and Padding. In order to combat confusion, such categories were

clearly explained and described to another observer who agreed to
participate in the reliability assessment. Connected with the issue

of inference is the frame of reference, ie. '"the dimension to be
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observed and about the vantage point (the observer is) to use in
observing, recording, coding or rating it." (Heyns & Zander 1966).
As the classroom analysis system addressed the language of the group
this was not seen as a possible point of rater disagreement, nor was
the context of the frame of reference, as this was constant, ie. the

group situation in the special classroom.

The second observer was trained in the identification of each
category, shown examples from a variety of sessions and children.
Possible confusions were discussed, eg. between Acceptance and
Padding. The observer then categorised the utterances of the teacher

and two randomly selected children over five sessions.

"The most frequently used statistic in appraising degree of agreement
between observers has been the correlation coefficient" (Heyns et

al 1966). The data being non parametric, the Spearman Rank Correlation
Coefficient were computed between the tallies over categories as

assessed by the observer and the author. Scores are given in Table 3.1.

Table 3.1 Interobserver Correlation over Five Sessions

' ) »

! Session Teacher Sig Child 1 Sig Child 2 Sig
A 472 * .325 .436 *
B .536 * .527 * .462 #*
C .634 ** .458 * .475 *
D .595 * .615 *x .395
E .625 *H .645 *® .465 *

As "it is impossible to state categorically that observational scores
should be at such and such a level to be useful for the usefulness

of a score depends on the use to which it is to be put" (Heyns et

al 1966) the .05 level of significance was taken as the criterion,
following convention. The level of agreement between observers had
to be real and valuable, but only to the extent that it indicated the
reliability of the test, since at the most gross level the classroom

analysis system was designed as a guideline for individual teachers,
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and as a trigger to alert them to the kind and quality of language

interaction in the special classroom which they were managing.
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Data Analysis

The restructured analysis system was developed in order to investigate
more closely the interactive processes within the small group
situation. The original discussion sessions from LFP phase one

had been transcribed for subsequent analysis, and it was decided

to reanalyse this original data using the restructured analysis

system. This had the double advantage of confirming the results of

the assessment of the interaction by FIAC system, as well as

assessing the validity of the restructured model as against another

test instrument.

Each utterance in the transcriptions was classed in one of the thirteen
categories on the restructured model. For each individual child, and
for the teacher, a total number of utterances was calculated for

each session, as well as a sub-total number of utterances under each
category heading. Results for the whole group were recorded on a

session table, as in Table 3.2.
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In] R|SP{IP|IQ{ IS} @q S1.} 11} S|P Al IUl E
Teacher 1 1] 4 1 21 ¢4 | 58 8l 4 | 55 42| 90| 8 [272
TCT 1 1| 4 1 2| 4 |58 gl L | 551 42| o0 & [278
iy 7|1 1 19| 4 1 23
Margaret 10 1 18] 9 1 A VA
Gale 4 1 13| 6 1 2127
Lorraine 11 1l 2 29| 7 1 4 21 57
June sl 7 9
Anne 21 3 >
Elizabeth Ll 2 6
Mary 5 71 4 13
Others 7 7
PCT o of mf 1| 15| o0 % {49 11 2] 5| 5 |1%
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Results for each session were tabled in three ways as follows:

(a) raw scores (Appendix 3)

(b) individual scores as a percentage of the total teaéher and pupil
interaction (Appendix 4)

(c) individual pupil scores as a percentage of the total pupil

interaction (Appendix 5)

It was decided to assess any existing trend in the usage of each
category by members of the group, by applying Page's L trend analysis.
This test was selected because of the nominal status of the related
samples, and the non-parametric status of the data. Total scores for
each session, and for each category were assembled for both the
teacher and the pupil group (Appendix 6 & 7). Each set of scores

were grouped in four groups of five as follows:

l1-5

6 - 10
11 - 15
16 - 20

Scores for sessions three and twelve were missing through loss of

the original tapes. Scores for these sessions were computed by
calculating the mean of group 1 - 5, and group 11 - 15, for the purposes
of analysis.

Page's L was computed for each category over time for the whole group,

ie. teacher and pupils, for teacher scores and for pupil scores, to

investigate trends in the data.
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Results from the application of Page's L trend analysis as described

are given in Table 3.3.

Table 3.3 Page's L Trend Analysis:

Categories and Total

Teacher Pupils Teacher/
Pupils
L Sig L Sig L Sig
Instruction 130 No computation 130
Regulation 133.5 ”C“Zieggﬁiezc’gstigz; 133.5
were each used
only once
Spontaneous Personal 121 114.5 118
Initiated Personal 116 127 131
Interactional Question 117 112 117.5
Interactional Statement 140 * 104.5 117
Question 133.5 125.5 133.5
Spontaneous Information 138 * 137 * 136
Initiated Information 133.5 142 * 141 *
Support . 135 128 123
Padding 129 119.5 126
Acknowledgement 123 138.5 * 126
Incomplete Utterance/ 137.5 * 124 116
Confusion
TOTAL 130 122 122
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Results showed that the teacher's use of the Interactional Statement decreased

over time, while the teacher's usage of the Spontaneous Information
category increased. There was also an increase in the teacher's
categorisation of Incomplete Utterances. Pupil talk showed an increase
in usage of Acknowledgement Utterances, an increase in the giving

of Spontaneous Information while fhe usage of Initiated Information
category decreased significantly (p =4£.01) as predicted. Overall, the
total group showed a decrease in usage of the Initiated Information.
Pupil scores as a percentage of the total interaction may be summarised

as follows in Table 3.4.

Table 3.4 Pupil Group Scores as a Percentage of the Total Interaction

% E(T+P)

Tn R SP TP TQ TS Q S1 11 g P A TU F
SESSION
One 28.5 4.7 33.3
Two 5.7 0.3 0.3 0.3 0.3 12.3 15.3 0.3 0.3 1.5 2.1 38.7
Three
Four 2.2 0.1 0.6 0.1 17.6 4.5 1.1 1.4 0.9 1.2 30.0
Five 0.1 0.1 6.0 2.8 0.8 3.5 10.1 10.9 0.3 1.8 0.8 1.3 39.0
Six 11.5 0.3 0.3 0.1 0.9 29.9 5.4 0.8'2.3 3.4 3.4 58.8
Seven 3.7 0.3 0.6 0.3 0.3 23.8 12.6 2.0 0.9 1.1 45.5
Eight 13.7 1.4 0.4:0.7 16.6 5.2 0.20.9 3.5 3.5 46.5
ENine 3.9. 0.5 0.1 0.7 32.3 6.3 65 L7 1.3 48.1
Ten 7.1 0.2 0.2 1.0 19.7 10.3 0.20.4 1.0 1.0 41.4
Eleven 4.2 0.5 5.7 1.1 0.82.0 3.1 2.8 40.6
Twelve '
Thirteen . 0.3 0.3 1.1 0.3 30.3 3.8 0.3 1.1 0.3 3.0 44.3
Fourteen 0.3 0.6 0.3 34.6 3.9 1.6 1.3 45.4
Fifteen 0.2 0.2 0.2 23.8 5.8 0.6 0.6 1.0 1.4 37.0
Sixteen 1.1 1.1 1.1 0.3 18.8 8.6 0.3 0.3 32.0
Seventeen 0.1 0.1 0.5 20.8 1.1 0.1 1.5 0.1 26.8
Eighteen 1.0 0.2 0.7 29.6 0.7 3.0>0.7 2.2 3.0 44.6
Nineteen , 9.6 3.3 0.2 2.4 11.3 3.0 1.9 3.3 2.7 3.0 _41.2
Twenty ' .1 0.1 0.30.1 35.3 1.8 0.9°0.7 2.3 1.9 45.9
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Pupil Talk Over Sessions

The non-significant L score on the total amount of pupil talk over
time confirms the findings of the analysis completed in LFP phase one,
ie. the quantity of pupil talk did not differ significantly over time.
As the discussion schedule was designed to change the quality of pupil
talk, making it more spontaneous and less initiated, rather than the
quantity this may be regarded as a positive finding. An increase

in quantity of child talk could have resulted from reinforcement of
input only, rather than the quality of that input, and this was to be

avoided if possible.
Pupil Talk Over Categories
a) Instruction and Regulation

Over the twenty week programme both the categories were used
only once, both by the same person and within the same
session. It was apparent that within the context of the
discussion within the classroom setting the pupils perceived
usage of such categories as unnecessary or inappropriate.

b) Spontaneous/Initiated Personal

Throughout the programme, it is notable that the "Initiated
Personal' category was employed consistently less than that
of the "Spontaneous Personal", ie. the study group uttered
personal opinions, or passed comments relating to their
personal environment more spontaneously than in response to
utterances from other members of the group. It is proposed
that the low-level functioning of the study group, and
associated egocentricity of the mental age at which they are
functioning, is comparable to that of younger normal children.
The spontaneous expression of ego-identity reinforces self image,
and builds ego integration in a world in which every time a
child with special needs speaks, his intellectual inferiority

is reinforced, and his intellectual identity constrained.

c) Interactional Question/Statement

The egocentricity of the child with learning difficulties
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as proposed may also contribute to the low usage of the inter-
actional question and statement categories. The inability of
deprived children to perceive another's communicative needs
(Tough 1973) would contribute to the low interactional

functioning in the discussion situation.

Question

This category was used rarely, and then only when a child
wanted specific information from the teacher. The category
was never used as an inter-pupil interaction. It is suggested
that the children felt that the teacher was the main and most
reliable source of information, and therefore directed the

few questions seeking such, specifically to her.
Spontaneous and Initiated Information

A t-test applied to these data yielded a significant difference
(p €.01) between the two categories, ie. the children offered
significantly more Spontaneous Information utterances than were
initiated by utterances from other members of the group, and
more Spontanecus Information utterances than any other

category utterances available on the restructured model.
Acknowledgement

Pupil scores showed a significant trend upwards on this category
as the discussion programme progressed, ie. pupils were
verbalising more acknowledgement or acceptance of what others
were saying as the programme progressed. This finding confirms
the change in quality of pupils' 1énguage over the twenty

weeks, their increased willingness to participate, and their
recognition of the values of verbalising attention to something

someone has just said.
Support and Padding
There was no significant change in the pupils' usage of these

two categories, indeed throughout the programme, the tallies

in these categories were consistently low. It is suggested
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that, the usage of the Acknowledgement category may be seen as
an increased recognition by the pupils that they should
contribute to the interaction, and do so in response to
another's contribution, while usage of the Padding and Support
categories are higher level functions within a conversation,
ie. they respectively maintain and develop the verbal inter-

action, rather than merely acknowledging its existence.
Incomplete Utterance/Confusion/Silence

There was no change on this variable, and scores were

consistently low.
Teacher Talk Over Sessions

Teacher scores may be summarised as a percentage of the

total interaction as follows in Table 3.5.
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Table 3.5 Teacher Scores as a Percentage of the Total Interaction
% E (T+P) '

In R SP 1P 1IQ IS G s1 11 . P- A 1IU E
SESSTON |
One ! 4.7 19.0 4.7 14.2 23.8  66.6
Two 1.5 1.8 0.6 1.8 0.3 21.3 1.8 0.6 13.8 7.8 10.0 61.6
Three _ Data lost for this session
Four 0.4 2.5 0.3 14.7 3.1 15.8 16.3 15.5 0.3 69.5
Five 0.4 2.50.8 0.5 1.5 0.4 15.2 * 0.1 0.4 11.4 9.4 15.9 0.8 58.8
Six 0.3 1.3 0.3 0.1 11.2 0.4 0.9 11.2 3.1 10.7 1.1 41.1
Seven 0.3 11.7 10.9 6.3 24.6 0.6 54.4
Eight 0.2 0.9 1.9 0.2 10.4° 0.9 0.7 8.0 8.7 19.4 1.9 53.4
Nine 0.1 0.1 9.3 0.1 1.1 8.3 7.1 23.9 1.1 51.8
Ten .2 > 0.8 0.2 0.4 0.8 12.2 1.6 0.8 11.5 8.8 18.9 1.6 58.5
Eleven .2 0.8 0.5 0.5 6.5 6.3 2.8 4.0 15.4 18.9 2.8 59.3
Twelve Data lost for this session
fhirteen 5 3 9.5 0.3 10.4 0.5 1.9 8.5 10.4 22.1 0.8 55.7
Fourteen : 8.8 12.7 11.4 21.2 0.3 54.5
Fifteen 1.2 12.8 0.6 13.8 13.6 18.2 2.6 62.9
Sixteen | o | o 18.4 - .6 0.7 14.3 8.3 14.3 2.3 67.6
Seventeen ;4 5 20.6 3.8 2.8 9.8 16.2 17.1 1.7 73.0
Eighteen , 1.5 0.2 0.2 0.2 7.3 2.7 7.3.12.9 18.0 2.7 55.3
tineteen 5.2 0.2 1.1 | 7.4 5.8 4.9 9.9 7.4 12.7 7.4 57.6
:Twenty 0.1 0.30.1 10.8 3.0 9.6 9.8 17.2 1.2 54.0

i
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Again the results on this variable confirm the results of
phase one, ie. that the quantity of teacher talk did not

change throughout the programme.
Teacher Talk over Categories

Several observations may be made regarding the changes in the range
of scores which forms an interesting comparison with that of the

pupils.
a) Instruction Regulation

A constant level of output was shown in these categories.

The minimal tallies in these categories however indicate
that these utterances were low-level disciplinary utterances,
to maintain a level of interaction wherein fruitful
discussion could take place, less dominant members would
have the opportunity to contribute, arid on a practical

level, comprehensible recording could be made.
b) Spontaneous/Initiated Personal

The stores in these categories are very low for the teacher.
Many empty cells appear on the table and usage amounts to
one or two utterances in the session where they have been
employed. This is the result of the teacher's attempts

to maintain a low key role in the interaction.
c) Interactional Statement/Question

Scores on these categories remain unchanged throughout the
discussion programme, with Interactional Question category

holding more empty cells on the table.

d) Question

Because of the guiding role of the teacher in the group,
the Question category of language was employed as a
structure round which the discussion could pivot and

develop according to the needs and desires of the group

interaction.
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However, scrutiny of the table will show that, if the high
scores on sessions 15, 16, 17, were removed, the use of the
Question category decreased over time to approximately 30%
of intiial scores on this category. There appeared a trend
upwards on the Spontaneous Interactiongl category, ie. as
pupils' spontaneous talk increased, the guiding probes

of the teacher decreased.

Spontaneocus/Initiated Information

In contrast to the high level of pupils' scores on Spontaneous/

Initiated Information, the teacher ratings are consistently
low throughout the programme in both Spontaneous and

Initiated Information category.

Support, Padding, Acknowledgement

In order to encourage the children to talk relevantly and
lucidly about the topic in hand, the teacher used many
Support and Acknowledgement utterances in the guidance

of the discussion. The Support category was employed to
encourage a child to continue: the Acknowledgement category
to acknowledge a child had spoken, but inhibit any further
output. Acknowledgmement was employed when another child
was speaking, when the utterance was considered irrelevant
although this happened rarely, or when a child had been

speaking for so long as to inhibit interaction.
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Discussion

The preceding results give rise to three major areas of interest

within the. context of LFP phase two.

3.6.1

Spontaneous v Initiated Use of Language

Results of analysis by both FIAC system and the restructured
classroom analysis system supported the aim of the twent&
week discussion programme and confirmed that the pupils'
language over time became more spontaneous, ie. they were
willing to offer an input to the verbal interaction without
a teacher prompt. It is suggested that this increased
willingness to participate spontaneously springs from a
growing confidence within the social situation in the class-
room and an increased facility in socialised language as a

result of participation in the training programme.

The development of such confidence builds a base from which
pupils with specific learning difficulties can enhance their
social skills, and their facility for social interaction as
part of personal development. Within the context of special
education such a skill in spontaneous contributions to a
verbal interaction on a meaningful level are crucial within
leavers' programmes and training in life skills. Such programmes
traditionally include form-filling, making telephone calls,
social public signs such as toilets etc., post office and
banking procedures (Laing 1975), but rarely highlight the
verbal content of such situations. With increased confidence
in spontaneous and socialised language, children with specific
learning difficulties will be more able to cope with various
social situations in which they find themselves, thus going

far to promote an integrated participation in everyday life.

Interpersonal Interaction

The progression of interaction throughout each discussion session

shows a change over time from the initial teacher (T) - pupil (P)

interchange of:

T-P-T-P-T-=-P
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to later sessions which show increased interaction between
pupils, ie:

T-P=-P-T-P-P~-P-T--FP

Scrutiny of the transcripts will show that pupils were not
Jjust speaking one after the other, but were speaking with
each other, ie. a more meaningful interaction was taking
place, The increased flow of linguistic interaction between
pupils highlighted the increased power dispersion, away from
the teacher as leader of the group, and increased group

responsibility for the maintenance of the interaction.

Role of the Teacher

The objectives of the discussion setting in LFP phase one
included'the withdrawal of the teacher from the entrenched
teacher role to a less authoritarian role as a member of the
group. This was to be identified by the change in interaction
patterns towards increased pupil to pupil interaction and

away from the perception by the pupil group of the teacher as
a pivot through which all utterances had to be channelled.
This change in interaction pattern was clearly identified as
already-discussed. Such a change of perception of the teacher
by the pupil group has several implications for the role of

the teacher within the classroom.

The school is one of the main socialising agents for the
developing child. School life and school based activity
form a major component within the child's day to day
schedule, and the pervasive, long term effects of school
days cannot be refuted. As the main agent perspnifying the
school system within the classroom, the teacher has two
basic sets of roles to fulfil: one set corresponds

with major functions of instruction, socialisation and
evaluation. The second set is concerned with motivating
pupils, maintaining control, and creating an environment for
learning. The aim in the classroom is to‘explain, influence
others, and ultimately bring about a change in behaviour.
The teacher can encourage some types of behaviour, and inhibit
others, either directly or indirectly, beginning at the

level of the individual within the instructional setting.
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Teaching is more than just programming and communication of
knowledge. The teacher must create conditions under which
instruction and creative learning can take place. (Morrison

& MacIntyre 1972). Such as process is embedded in the
pedogogical and social interactions which occur in the
classroom. It is clear that the teacher's style of management
contributes largely to the interaction. The personalities of
both the teacher and the pupils also contribute, for interaction
is behaviour, and behaviour is people. Morrison & MacIntyre
(1972) however maintain that the classroom situation tends to
be one wherein the teacher relates to the pupils as an
undifferentiated mass, or to each pupil on a one to one basis,
often with the rest of the pupils still undifferentiated.

This may be true for many of the academic subjects where the
examination ethic still rules. In special education, however,
there is not only the opportunity but the necessity to break
away from the teacher/pupil situation which maintains certain
of these social barriers, and to highlight the personalised

contributions to any interaction ongoing at the time.

More progressive/child centered methods of education were
specifigally advocated in 1965 in Scotland with the.
publication of the memorandum "Primary Education in Scotland",
More recently in "The Structure of the Curriculum in

Third and Fourth Years of the Scottish Secondary School" (1977)
the Munn Committee maintained that in developing the social
competence of pupils, the model which the teacher himself

provides is of critical importance.

As a component of social competence, self-esteem must rate

as crucial. Intrapersonal confidence must exist before
interpersonal exploration and development can take place.
Research findings in this sphere (Blume 1968) indicate that
teachers who display high self-esteem tend to be associated
with groups of pupils who also have high self-esteem. During
the elementary years a significant correlation exists between
the child's perception of his teacher's feelings, for him and
his own self image, (Rothenberg 1968) and the sex of the
teacher may have an effect on the self concept of the pupil

ie. cross-sex teacher/pupil situations tend to encourage a



92

poorer self concept than‘single sex situations (Williams 1970).
These findings have great implications for special education
today, both for practising teachers and for pre-service
training, where larger and more pervasive or intrusive
emphasis on social skills might improve the quality of
teaching, and in turn, the quality and effectiveness of
education for school populations. Peters (1964) said that
"all education can be regarded as a form of socialisation in
so far as it involves initiation into public traditions".

The Munn report stated that "Schools are fostering what we

may call the pupils' social competence". (1977) Within the
classroom, this growth and development of social competence
depends on how the teacher perceives himself and his pupils,
how his pupils perceive themselves and the teacher, and how
each sees the other perceiving them. It forms an ongoing
reciprocal structure round self concept. Every teacher should
be aware of self esteem, which should be a measured variable
for monitoring purposes within each classroom. However,

there are several difficulties with this. The inadequacies of
objective techniques for self concept appraisal include

a lack of a clear cut definition of self concept,

there are many professional barriers and much professional
resistance to techniques which may highlight both personal

and professional inadequacies; comments on teacher self
concept and esteem may be seen as personal comment, and indeed
as an intrusion and violation of personal and professional

integrity.
Classroom Analysis Model

The restructured classroom analysis model was developed to
quantify and qualify the socialised language, within the
classroom situation. It is of importance to note that the
design is based on individualised classroom interactions
ie. there are no norms, and no target totals in any of the

thirteen observational categories.

The Analysis System

The analysis system has been designed to assess each classroom
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relative to itself, as it functions over the school year.

It delineates what is happening in class on a social
interactive level; it regards the class as a communicative
context with varying potentials of the individuals who
constitute the group. The analysis system confirmed the
results of LFP phase one when FIAC system was applied to the
same data. The analysis system may be regarded therefore as

having construct validity.

It may bé used by the class teacher with the aid of a tape
recorder to ascertain the different types of linguistic
output of the class group. From such an analysis may appear
proposals for changes in the management of the class, or in
teaching style, eg. where there is tooheavy a use of the
Question category by a teacher it may be seen as desirable to
concentrate on more Support language in eliciting responses

from the class group.

The restructured analysis system assesses group interaction

on an individualised basis within the special education
setting. Before assessing such a situation however, it is
necessary to compile baseline data on the individual
participants level of functioning, in order that comparisons
be made if remedial action is taken by the teacher in any
specific area. What was required was an assessment instrument
which would offer a profile of an individual child's facility

in socialised language within the existing classroom setting.

Language . Fluency Project phase three was therefore established

to identify such an assessment instrument.
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Summary

LFP phase two set out to construct an analysis system which took
account of the social interactions in the classroom, and which
highlighted socialised language. A thirteen category system was
formulated, based on the FIAC system. The restructured classroom
analysis system applied all categories to both teacher and pupils,
and emphasised the spontaneous and initiated language in the
classroom. The discussion sessions from LFP phase one were
reanalysed using the thirteen category system, and results from

LFP phase one were confirmed.

It was recognised that baseline data on individual child facility
levels were required when assessing the group situation. LFP

phase three. was proposed to develop such an assessment instrument.



PART FOUR

LFP Phase Three
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Language Fluency Project = Phase Three

The long term development plan of the Language Fluency Project
included a socialised language training programme for use in special
school classrooms. It was recognised that evaluation of such a
programme required an individual child assessment instrument to
detail baseline data, and subsequent changes in child facility

after exposure to the training programme. It was considered

-appropriate to construct such an individual child assessment

using the same principles as were applied in the development of the
classroom analysis system, since the two assessment instruments
could then be used either independently to assess child or grdup
facility in socialised language, or interlinked to assess a

child's facility within his group situation using baseline
individual data as well as group data. Within the realm of
language development in general, a distinction is made between
various aspects of language, such as vocabulary , syntax, semantics.
It is the contention of this thesis that socialised language is
also a major and specific aspect of language development, and
requires specific analysis in its own right. Whilst instruments
have been deveioped for assessing individual children in the more
academically familiar aspects of language, there is no available
instrumentation to assess social skills and language function in

itself.

The Reynell Developmental Language Scale distinguishes,

as does the Illinois Test of Psycholinguistic Ability, between
receptive and expressive language. The linguistic behaviour in

the test situation is centred round standard materials, in concrete
and task-orientated situations which set up boundaries only

within which linguistic interaction can take place.

The Vineland Social Maturity Scale (Doll 1953) has six out of

one hundred and seventeen items which refer to socialised linguistic
behaviour. All of these are listed by age levels two and three,
after which socialised language facility is assumed to be inherent

in the skills exhibiting social maturity. However, with reference
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to children with special needs, a skill suchbas interactive linguistic
behaviour should feature as a discrete, but integral part of social
skills, and be explicitly recognised and acknowledged as such. It

is not enough to take a test which has been standardised on children
who show a developmental rate within the normal range and apply it

to mental handicap. If comparative chronological ages are maintained,
then children with learning disability are immediately disadvantaged by
their lower mental capacity. Where comparative mental ages or levels of
functioning are maintained, then the experiential background which

the older child with difficulties brings with him to the test, is
reflected in his performance, and creates an incongruence between his

experience and the tasks set in the test.

However "... researchers have paid more attention to production than
comprehension ... (as do) ... parents and teachers of children who are
mentally handicapped ... despite recommendations that work on compre-
hension should take precedence ... and programmes based on that
assumption" (Bell 1984). That research can be albeit unequally divided
between production and comprehension highlights the lack of research
work in the areas of socialised language usage, and its assessment and
evaluation. Again Bell's statement (1984) that one 'drawback with
comprehension work is that it requires the child to be passive"

ignores the potential of investigation into socialised language, in
involving the child in a participative and interactive situation.

This situation draws on both production and comprehension as necessary
skills which contribute to the development and progress of an interaction.
The problems of assessment however have plagued existing literature.
Longhurst (1974), when looking at communiication patterns of adolescents
with learning difficulties, used the Carroll Type-Token ratio which
computes the ratio of different words (types) to the total number

of words spoken thus measuring the diversity of vocabulary which an
individual uses. Boxer et al®(1981) in constructing a checklist for the
development of a language curriculum describes "basic social conversation
skills" as the ability to "1. Use an appropriate greeting in informal
situation (eg Hello, Hi) or formal situation (eg Good morning).

2. Stand(s) at an appropriate distance from a person when talking

to him and look(s) in the direction of the speaker as appropriate."
Neither of these techniques however takes account of the quality

of the language, its relevance to the situation. Fleming & Fleming

(1982) assessed the responses of almost a hundred children with

*

Boxer, Hugget, Kerfoot, McCarthy, McDowell.
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learning difficulties using four steps .or levels of assertiveness

as follows: a) recognising feelings, b) assessing why you feel the
way you do, c) considering alternatives for action, and d) choosing

to speak. Although this is seen as a useful and innovative way of
assessing language, the project was based on the relative passivity

and aggressiveness of subjects, who were placed in a task oriented
situation, ie. deciding what they would do or say if someone 'violated
the rights of another by means of some verbal statement or action".
Thus, although the language may be described as '"spontaneous", it was
within a given and bounded situation. Abbeduto & Rosenberg (1980) developed
a fifteen category analysis by which they assessed the conversation of a
group of adults with a mental handicap. While assessing admirably the
process of the conversation, their checklist does not differentiate
between initiated and gpontaneous stétements and questions made by
individuals. As this differential was of crucial importance in
assessing the language of children in the special school, and as it

had been developed for use with adults, this category system was not

deemed usable.

Rosenberg and Cohen (1972) suggest that the dynamic properties of the
social interaction make it difficult to analyse in detail the
communication skills of the person with a mental handicap. Traditionally
speech or language difficulty, among many other aspects of educational
failure, are assessed from the negative, in that an assessment of what

a child cannot do, is made in order that areas of difficulty are

identified and remedial action taken.

From Rosenberg and Cohen's contention, it is suggeéted that an
assessment which highlights the abilities of a child ie. approesching
his positive functioning within the dynamics of a group interaction,
would in turn suggest aspects of language facility in which he is not
as proficient as would be desirable. Such an assessment would offer a
profile of a child's competencies, which when put against a model of
socialised language, would allow the teacher to identify in which
parts of the model the child is being unsuccessful. Such a profile
would have to be completed by a person familiar with the child in the
classroom, as close knowledge of the child's observed behaviour would

form the basis for the completion of the profile.
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As has already been stated, such a profile appropriate for the
Language Fluency Project did not exist, and LFP phase three set out

to construct such a profile and model of socialised language.



4.2
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Socialised Language Model 1

The classroom analysis system developed in LFP phase two was const-
ructed on the basis of Flanders Interaction Analysis Categories systen,
and assessed group interactive processes within the special school
classroom. The FIAC system distinguished between direct and

indirect modes of classroom interaction. Direct modes were

identified by Flanders as the formal pedagogical processes utilised

in the direct instructional setting, and were classified into three
categories. Indirect modes were identified as the informal
communication mechanisms used by teachers to maintain the social

equilibrium in the classroom and were classified into four categories.

Both the direct and indirect modes on the FIAC system had been adopted
for use on the classroom analysis system. In the construction of

a first order model of socialised language as used by individual
children in the special classroom, it was proposed to withdraw

those categories on classroom analysis system which were drawn

from the indirect modes on FIAC, reflecting as they did the social
function of language within the classroom. Such categories had been
labelled Acceptance, Support and Interactional categories in the
restructured classroom analysis system. Two other categories of
"Personal’ and "Padding" had been added to the classroom analysis
system, which were seen to be concerned with the social fluency of

the classroom.

It was suggested that these five categories from the classroom analysis
system, based on the indirect modes on FIAC formed the basis of a
first order socialised language model. It was noted however that

both Acceptance and Padding were concernéd with the maintenance of

a verbal interaction, and subsequently proposed that Maintenance

of the interaction would be a singlé component based on these two

categories.

Before any verbal interaction can take place, some degree of
articulation has to be present in order that Speech may be understood.
This is not to say that facility in socialised language is dependant
on good articulation. However articulation facilitates verbal

interaction, and therefore may be regarded as a fifth component
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of the socialised language model.

The first order socialised language model was thus proposed,

comprising the following five component skills:

Personal skills, ie. utterances made both spontaneously and on

initiation which reflect or present the personality and opinions

of the speaker.

Interactive skills, ie. spontaneous and initiated questions and
statements which further the linguistic relationship as an

exchange between two or more participants.

Maintenance skills, where utterances are made to maintain the

interaction.

Support skills, ie. utterances made which encourage the develop-

ment of a verbal interaction.

Articulation skills, or the degree to which lucid and articulate

speech is possible.
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Socialised Language Profile 1

The construction of the assessment instrument as a profile of the
individual child's abilities raised consideration of several key

issues of format and content.

Every child has individual abilities and difficulties, all of which
have to be considered for the construction of an educational

programme suitable for his particular learning needs. The identi-
fication of those needs however may best be done within a preset
structure, in order that educational criteria of progress may be
recorded. The socialised language model as proposed in 4.2 offered

a basic framework round which items for inclusion on a questionnaire

or checklist could be generated (Oppenheim 1967). Such a questionnaire
could then be applied to a child's language either by the collection

of direct data, or on an observed basis.

The collection of direct data, ie. recording children's language,
had several disadvantages in that the rating of the language was
subject still to rater bias, along with technical problems which
could only be overcome by the use of highly sophisticated equipment,
such as radio microphones, sound mixers etc., which was precluded
for both financial and organisational reasons. The presence of such
equipment too would prove inhibiting in a special classroom, which

fosters intimacy and trust in which the children can develop.

The decision about the format of the profile was influenced also by
the issue of who would complete the questionnaire, as already

stated, that person would require familiarity with a child's observed
behaviour in the classroom, and an ability to identify areas of
failure when the child's stated abilities were measured within the
socialised language model. It was apparent that the most appropriate
person to complete the profile was the class teacher. In designing

a structured profile for individual children, the constraints of
limited time experienced by teachers had to be considered. Such a
profile would have to be completed with the most economical use of
time. It was proposed that a checklist of items generated from

the five component model would satisfy such a criterion. The

teacher would then build a profile of a child's socialised language

facility through scores on each item.
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"Checklists contain terms which the respondent understands, and which
more briefly and succinctly express his views than answers to
open-ended questions" (Oppenheim 1967). The use of a checklist
therefore avoided the risks of confusion of terms, and offered
a specific structure, within which a child's profile could be

constructed, with the most economical use of a teacher's time.

On the basis of the five component model proposed in 4.2, a sixty-
eight item pool was generated by the author (Oppenheim 1967)

of statements which related to a child's behaviour on each of the
component skills (Appendix 8). Since 'one way of looking at the
composition of an item pool is to regard it as a sampling process"
(Oppenheim 1967) several items were generated for each component
so that items which correlated most powerfully could be selected

following subsequent item analysis.

The assessment checklist was developed in a central urban special
school for children with learning difficulties. The roll of the
school was approximately one hundred and twenty, with a staff which
comprised the headmistress (non-teaching), nine class teachers;

four full time specialist teachers, and three nursery nurses.

Forty-nine children were assessed, twenty six boys, and twenty
three girls of age range 11 - 14 years. All children within the
age range in the school were assessed, and all had been identified

by an educational psychologist as requiring special education.

The four class teachers in the upper school completed a questionnaire
for each of the children on their register. Each teacher was

asked to read each item, and mark on a four point scale of 'very
alike', 'quite alike', 'not very alike', and 'not at all alike',

the description which best fitted the child under assessment.

Each item was credited 4: 3: 2: 1, as above, and reflected

the technique laid down by Likert (1932, 1967), which emphasises
unidimensionality. Scoring was consistent, ie. scbring was not
reversed on some items, since the continuum of ability was

embedded in the items in the item pool.
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4.4 Refinement Procedures

4.4.1

Discrimination Analysis

Item discrimination concerns the degree to which
performance on an item clearly differentiates between
individuals who differ on the criterion. It is the degree
to which an item detects individual differences in the
characteristics which the test is designed to measure.
"Ideally the item analysis should take place by correlating
each item with some reliable outside criterion ... Such
external criteria are, however, almost never available ...
the best available measure ... is the total item pool"

(Oppenheim 1967).

An item shows a low item-test correlation, ie. fails to
discriminate good from poor scores, for one of three

reasons according to Cronbach (1964):

(i) it is so general that all scores are high or low

(ii) it is ambiguous or confusing

(iii) it measures something different from other items

on the test.

"Having written a test, it is necessary to see whether all

of the questions should be retained in future versions of the
test, rewritten, dropped altogether, perhaps put earlier or
later in the test. Such a process is called Item Analysis .."
(Crocker (1974). The chief value of the discrimination

index is to highlight ambiguities : items which are

unclear have no place or value in assessing a child's ability.

Having obtained scores for forty nine pupils on the sixty
eight item profile, it was proposed to assess which items
discriminated between pupils who did well on the profile
from pupils who did poorly. Item discrimination can be done
by subjecting "each item ... to a measurement of its ability
to separate the '"highs" from the "lows'". This is called

the discriminative power (DP) of the item" (Nachmias et al 1976).
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The difference between the scores of the upper and lower

quartiles is calculated.

Total scores for each child were drawn up by summarising

the ratings of all children and the top and bottom

quartiles were identified, with twelve children in each
group. Given the non-binary nature of the ratings, the
formula for the discrimination index given by Crocker

(1974) was modified to take account of the difference
between maximum and minimum scores. Thus the discrimination

index for each item was calculated using the formula

Discrimination Index = H - L

X

N(* max - min),

where H = the sum of scores in the upper quartile,
L = the sum of scores in the lower quartile,

N = the number of children in each quartile.
Max = 4
Min =

The indices were thus calculated for each item, and

are given in Table 4.1

Table 4.1 Discrimination Indides for Sixty Eight Item Profile.

!Item Index Sig. Item Index Sig. Item IndexSig. Item  IndexSig
o1 -.33 * 18 .33 * 35 .61 * 52 -.36 *
2 .17 19 .36 * 36 .58 * 53 .36 %
3 -.27 20 .36 - ¥ 37 .55 * 54 .55 *
4 -.53 % 21 .08 38 -.36 * 55 .48 *
5 .30 22 .06 39 -.36 * 56 .55 %
6 .64 ¥ 23 -.30 40 .03 57 .58 %
7 .78 * 24 -.36 * 41 -.33 ¥ 58 —-.41 *
8 -.30 25 .36 - % 42 .61 * 59 -.36 *
-9 .27 26 .25 43 .61 * 60 .27
.10 .38 * 27 .08 44 0 61 .50 *
n ~.003 08 -.33 * 45 .33 * 62 .30
12 -.50 * 29 .48 * 46 -.36 ¥ 63 -.16
‘13 .30 30 .08 47 .33 * 64 0
14 .25 - 31 .30 48 -.36 * 65 -.38 *
‘15 .33+ 32 _.22 49 .38 * 66 .36 *
16 -.36  * 33 .11 50 -.33 * 87 .22
117 -.36 % 34 -.14 51 -.48 * 68 .42 %




Items with a discrimination under between -.3 and +.3 were
rejected, as advised by Crocker. Items with a negative value
of less than -.3 were retained, since the’signs of each item
reflect the direction of the item in the profile which had
inherent bipolarity on the five component model 1, with scores

on each item being a rating, not a "right" or "wrong" answer.

Forty three items from the original sixty-eight item profile
were retained, with twenty-five rejected. The retained items

are listed in Figure 1. Discrimination power scores were as

follows in Table 4.2:

Table 4.2 Discrimination power scores

1, -12 - 35 22
2, 6 36 21
3 -10 37 20
4 19 38 -18
5 11 39 -15
6 23 ‘ 40 1
7 28 41 -12
8 -11 42 22
9 10 : 43 22
10 14 44 0
1 -1 - 45 -13
12 -18 46 -14
13 11 47 13
14 7 48 -17
15 13 49 -14
16 -15 50 -12
17 -14 51 -16
18 12 52 -13
19 13 53 13
20 12 54 20
21 -3 55 17
22 -2 , 56 - 20
23 -11 57 21
24 13 58 15
25 14 59 -12
26 9 60 5
27 4 61 18
28  -12 62 11
29 17 63 -6
30 3 64 0
31 3 65 -14
32 -8 66 18
33 4 67 11
34 -5 68 : 15
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Figure 1

THe following items were retained:

1 Has- speech defect which 4
inhibits verbal output.

6 At 'news time', or in 7
informal conversation, he
converses freely.

10 He repeats words which appeal 12
to him.
15 Articulates clearly, and 16

suffers no speech defect.

17 Never broadens existing 18
aspect of topic under
discussion to introduce
new angles of approach in
the conversation, but follows
interaction as it develops.

19 During social gaps in the 20
interchange, he offers verbal
output readily in sentence
form to maintain the inter-
action from a social point
of view, as opposed to
offering new information.

24 Will speak only when spoken 25
to, although then can express
himself clearly.

28 Likes to listen to verbal 29
interchange, but does not
contribute even when invited
to do so.

35 Will spontaneously and clearly 36
express himself by verbal
means.

37 Recognising the social 38

pressures to develop and
maintain verbal interchange,
he develops the conversation
further.

39 Although maintaining interest 41
in the verbal interaction, he
will only contribute in
response to a question.

42 Offers relevant information 43
to the topic under discussion,
eg. in answer to "Are these
new shoes you have on?'", the
child offers not only '"Yes"
but "Yes, I got them on
Saturday ..."
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Expresses no likes or dislikes

Will spontaneously express an
opinion relating to his immediate
group setting.

Never expresses an opinion on any-
thing.

Gives only yes/no answers to guiding
questions in informal discussion,
eg. Did you have a nice weekend-

Seeing a member of the group struggle
for a word or expression, the child
helps out spontaneously.

Spontaneously the child will
express an opinion on things
relating to himself, eg. I like
lemonade best.

Will sometimes pass a moral judge-
ment spontaneously on his own
behaviour, eg. I shouldn't have done
that, or this was bad.

Will spontaneously and on his own
initiative, introduce new aspects of
the topic under discussion which
expand the verbal interchange.

Will join in discussion spontaneously
and show interest.

Uses only one word utterances in
conversation eg. "Toilet", "Stuck"

Tends to speak in short phrases,
eg. "Went down town", "Need help'.

Will make a general comment on the
world at large spontaneously in
discussion.



45

47

49

51

53

55

57

59

65

68

Seems to have no
of humour.

sense

He uses social 'fillers’,
eg. laughter, "Well ...",
"Em ..." to maintain verbal
interchange.

Only in response to a
suggestion from the teacher
will the child expand on an
idea, and offer his own
thoughts on the matter.

Seems keen to interact with
adults but is unable to
converse.

On invitation from the
teacher, eg. "Can anybody
help out with what John is
trying to say?" the child
helps out readily.

The child talks easily with
his peers in class.

Will tell jokes to his
peers.

Only on prompting by the
teacher will he express an
opinion on other members
of the group.

The child does not talk
at all.

Uses onomatopoeia in

conversation "Bang'", '"Whee"

e o o0

4.4.2 Reliability

46

48

50

52

54

56

58

61

66
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Does not seem able to talk with
adults.

Only on invitation will the child

express an opinion on things
relating to himself.

Appears not to recognise when a

member of the group is linguistically

in trouble.

Very thrifty in his linguistic
output.

Will spontaneocusly express an
opinion relating to subcultural
environment.

Converses freely with adults and
enjoys the verbal interaction.

Appreciates that words can have
more than a literal meaning.

The child enjoys using language
as a means of social interaction.

He uses 'fun' words eg.
'In the skud"...

‘offsky’',

Having established that the remaining forty three items were

discriminatory, scores on the checklist profile from the class

teachers were correlated for reliability purposes with a

set of scores for the same group of children from four of the

specialist teachers in the school, to whom all the children

were known, as they participated in their classes. The

children were randomly assigned to these teachers.

Because of the non-parametric nature of the data, the Spearman

Rank Correlation statistic was used, and yielded the

following results in Table 4.3.
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Table 4.3 - Correlation of items on assessment checklist
Variable Rho Significance Variable Rho Significance
1 .5929 * o | 42 .4928 * %
4 .4463 T 43 .4918 * %
6 .5282 * % 45 4477 * ¥
7 . 4562 *a 46 .5341  **
10 .2902 47 .1863
12 . 4550 * ok 48 .4887 *®
15 . 4895 *x 49 .2911
16 .5258 * % 50 .6317 **
17 .4296 ¥ 51 L4324 . w*
18 .4648 % | 52 5311 **
19 .5498 ** 53 . 3880 *
20 .4534 * ¥ 54 .4495 "
24 .4392 ** 55 . 4069 *
25 .2010 : 56 .5756  *¥
28 .6363 * 4 57 .4688  *¥
o9 .5214 *% 58 .3346 *®
35 .5606 > 59 5377  **
36 6268 | ** 61 .5457 ¥
37 .6214 ** 65 -6744  **
38 6444 * 66 .3404 ¥
39 .4078 *
20 5247 o 68 5317 **

Item 10, 25, 47, 49 and 67 were rated as below the critical value, at
both .05 and .01% level. Items 17, 39, 53,55, 58 and 66 were significant
only at 0.05% level and were discarded to maintain the robustness of

the checklist profile. All other items met with the critical value

and were regarded as reliable items for use in the development of the

assessment checklist, thirty three items in all.
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Factor Analysis

A more accurate and better way of refining towards unidimension-
ality on a checklist profile is the application of factorial
analysis. "This is a statistical technique based on inter-
relating all the items with one another, which enables us
to abstract one or more "factors" that the items, or some

of them have in common." (Oppenheim 1967).

The use of such a procedure would furthér enhance the
robustness of the checklist profile, by discarding items
which did not correlate significantly with the other items
contained in each factor. 1In addition, the identification
of factors embedded in the thirty-three item pool would test
the validity of the five component first order model

proposed in 4.2.

The factor model is particularly suited to the analysis of
correlational structure in the case of variates which can only
be measured imprecisely, and in situations in which the
structure itself may be subject t& internal constraints.
(Maxweli, 1969). Following the guidelines laid down in

the Statistical Package for the Social Sciences (Nie et al
1970)?a Principal Component factor analysis was carried out

using data processing facilities in Glasgow University.

All items were intercorrelated and the correlation matrix
factor analysed. Five principal components were extracted,
accounting for 77.6% of the variance (Appendix 9). These
components were extracted because of Eigen values greater
than one, following Kaiser's criterion suggested by
Guttman (Child 1970). Items which loaded significantly on

each factor are detailed in Appendix 10.

It was decided, in view of the value of rotation in
strengthening the factor structure, that the data be rotated

using the Varimax rotation, as it is most widely used.

* Nie, Hull Jenkins, Steinbrenner & Bent 1970
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"The unrotated factors extracted ... may or may not give us
a meaningful patterning of variables ... In general however,
rotation will be desired because it simplifies the factor
structure ... In the unrotated solution, every variable is
accounted for by two significant common factors, while in the
rotated solution, each variable is accognted for by a
single significant common factor ... the loadings in the
unrotated solution depend heavily on the relative number

of variables, if you delete one variable ... the relative
loadings on the unrotated factor may change drastically.

The rotated factors are more stable in this respect ..."

(Nie et al 1970).
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Loadings for each item on five emerging factors were as follows in Table

4.4,

Table 4.4 Varimax Rotation:

Items loading significantly QJ( .01)

over five factors

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5
VAR Ol | 0.78719
VAR 04 -0.43285 0.57947
VAR 06 0.53115 0.47624 -0.54039
VAR 07 0.44776 0.50041 -0.54098
VAR 12 -0.55312 0.60249
VAR 15 -0.86335
VAR 16 -0.54808 0.38063
VAR 18 0.54133 0.50546
| var 19 0.71910
VAR 20 0.47963 -0.47789
VAR 24 -0.78383
VAR 28 -0.53528 0.43487
VAR 29 0.57427 0.53887
VAR 35 0.62116 0.38313
VAR 36 0.60251 0.49016 -0.44836
VAR 37 0.67566
VAR 38 ’ 0.87094
VAR 41 -0.37598 0.63021
VAR 42 0.61415 0.37683
VAR 43 0.75288
VAR 45 0.64630
VAR 46 0.51080
VAR 48 -0,37215 -0.64621
VAR 50 -0.44410 -0.38841 0.42511
VAR 51 -0.48363 -0.37182
VAR 52 -0.43782 0.56049
VAR 54 0.59873 0.42343 -0.42798
VAR 56 0.55245 ~0.52813
VAR 57 0.74609
VAR 59 -0.51548
VAR 61 0.71830
VAR 65 0.52007
VAR 68 0.52341

(See Appendix 10 for complete table)
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Items which loaded at 1% level (Child 1970) were retained,
vhile all others were discarded in order to maintain the
robustness of the checklist profile, which had been
developed using only the 1% level of significance. This
minimised the noise on each factor, while simultaneously

facilitating the interpretation of each factor.

Eigenvalues of each of the five factors are given in

Table 4.5,

Table 4.5 Eigenvalues, percentages of variance, cumulative percentage

over five factors

Factor

O A W N =

Eigenvalue ? % of Var. Cum. %
19.56821 " 80.4 80.4
1.83877 3 7.6 - 88.0

1.03562 4.3 92.2
0.99049 4.1 96.3
0.89535 3.7 100.0

Although 80% of the variance still lies in factor 1, general
factor, items which load significantly are distributed more
evenly over the five factors, and the general factor

itself is refined by the Varimax rotation. Since the model
proposed was based on specific categories as developed from
Flanders and through the classroom analysis system much of
the variance was taken up by Factor One, as all the items
included reflect skills in socialised language. Each factor
had significant loadings of both positive and negative values,
indicating that each factor was of a bipolar nature.

Factors were labelled according to the items loading positively

to describe more closely the behaviour a child is showing.
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Socialised Language Model 2

On the basis of the five factor structure from Varimax, and following
the initial model set up (4.2), a five component model of socialised
language was set up, and factors labelled more accurately to

reflect their component items.

The first factor, the general factor, was labelled Fluency, as items
comprising this factor related to the individual's willingness to
interact, and his ability to initiate and maintain a socialised
language interaction. From the initial model seven items on the
proposed Interactive component appeared on this factor, with three
items from the initial component Maintenance. The specific factors
were labelled Inarticulation, Restricted Production, both of whose
component items were on the Articulation component on the initial
model, Spontaneity and Reticence. These last two shared many

items along with the general factor Fluency, but differed
substantially in that Fluency reflects the child's positive willing-
ness to be involved in a verbal interaction, and Reticence reflects
a positive reluctance to be involved, while Spontaneity reflects

the child's spontaneous participation in conversational or socialised
language exchanges.

The five factors were made up of the following items; given in Table 4.6
Table 4.6 Factor labels and component items

FACTOR LABEL ITEMS

1 Fluency 4, 6, 7, 18, 19, 29, 35, 36, 37,
a1, 42, 43, 48, 50, 51, 54, 56,
57, 59, 61, 68

2 Spontaneity 6, 7, 12, 16, 18, 20, 24, 28, 29,
35, 36, 42, 48, 50, 51, 52, 54

3 Reticence 4, 6’ 7y ]-21 ]-6’ 20, 28, 36, 45,
46, 52, 54, 56

4 Inarticulation 1, 15, 50, 65

5 Restricted Production 38, 41
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The factor analysis had a dual purpose:

a)

b)

the refinement of a socialised language model reflecting

component skills emergent from the factor analysis, and

the development through strict statistical procedures, of
a refined socialised language checklist profile for use

as an assessment instrument. With the restructured five
factor component model above a) had been achieved. It was

decided to develop a checklist to assess individual pupils.
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Socialised Language Profile 2

In order to develop a refined socialised language profile,

only variables which showed a significant loading at 1% level on

the Varimax rotation were considered for inclusion. The final

form of the assessment questionnaire was structured using the

second order classification as detailed in 4.5 and included all items
which underwent factor analysis. Items which formed the final

questionnaire from the original sixty-eight item questionnaire are

given in Figure 2.

The refined Socialised Language Profile was drawn up and presented
in Appendix 11. Although factor scores would be useful for research
purposes, 1t was recognised that such a scoring system would be
unmanageable in a practical situation. On completion by the

teacher, each item should be scored 4 : 3 : 2 : 1, and scores

for each factor drawn up, and totalled for identification of baseline
data in assessing a.child's progress. A child who is skilled in
language facility would show scores of 66, 44, 31, 7, 2 on each
respective factor, while a child who is failing would show scores

of 39, 41, 34, 13 and 8.
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209

36

- 38

43

54

61

68

tlas speech defect which
inhibitr varbal autput,

At ‘news time', or In
informal couveraation, he
converaen lrocly.,

Never expresses an opinion
ot nny Lhinyg,

Glves oily yes/no ancwers
to pguiding questions in
informal discustion, eg.
Did you have a nice
weekend?

During wocial gaps in

tho interchangn, b offors
verbal output readily in
sentence form to mointoin
the interaction from n
socinl point of vicw, as
opposed to offering new
information.

Will speak only when
spoken to, although then
can express himsaelf
clearly.

Will spontaneously and on
his own initiative, intro-
duce new aspects of the
topic under dincussion
which expand the verbal
interchange.

Will join in discussion
spontancously and show
interest.

Uses only one word
utterances in con-
versation eg. "Toilet",
"Stuck" ...

Offers relevant infor-
mation to the topic under
discussion, eg. in answer
to "Are these new shoes you
have on?", the child offers
not only "Yes", but "Yes,

I got them on Saturday.."

Seems to have no sense of
humour.

Only on invitation will the
child express an opinion on
things relating to himself.

Seecms keen to interact
with adults but is unable
to conversce.

Will spontaneously orpress
an opinion relaling Lo sub-
cultural environment.

Will tell jokes to his
peers.

The child enjoys using
language as a means of
social intecraction.

Uses oncmatopoeia in
conversation, "Bong',
"Whoo!

18

24)

35

41

43

A6

50

56
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Expresses no likes or
dinliker,

Will spontancously exprons ap
vpinfon relating Lo hie
immadintao group nething,

Articulales clearly, and suff
no epeoch defoect.,

Seelng a member of the group
struggle for a word or cxpres
the child helps out mpontaneo

Opontancously Lho ohild will
exprens on opinlon on thinga
relating to himselfl, eg. 1
like lemonade best.

Likes to listen to verbnl int.
change, but does not contribut
even when invited to do so,

Will spontansously and clearl
express himself by verbed
means.

Recognising the social piressu
to develop and maintain v rba
interchange, he develops the
conversation further.

Tends to speak in short
phrases, eg. "Went down town"
"Need help'.

Will make a general comment
on the world at large
spontaneously in discussion.

Does not seem able Lo talk

with adults.

Appears not to rocognisce when
a member of the pgroup is
linguistically in trouble.

Very thrifty in his linguistic
output.

Converses freely with adults
and enjoys the verbal inter-
action.

Only on prompting hy the teac
vill he express an opinion on
ovher members of the group.

The child does not talk nt all
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Sunmary

Language Fluency Project, phase three, developed the Socialised
Language Model consisting initially of five component skills.

a sixty-eight item questionnaire was drawn up, based on five
skills, to assess the individual child's socialised language
facility. The questionnaire was piloted on forty-nine children by

eight teachers. Two assessments were completed for each child for

reliability purposes.

Factor analysis procedures were carried out on the data. Five factors
emerged, which reflected a blend of the five broad spectrum
components proposed initially. These were Fluency, Spontaneity,
Reticence, Inarticulation, and Restricted Production. Based on

the factor analysis, the individual assessment instrument, the
socialised language profile was refined to a thirty three item
checklist. Maximum scores on this for each factor were Ll

7 and 2, while minimum scores were 39, 41, 34, 13 and 8.
'l"h 3')
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LFP Phase Four

It has been shown that children with learning difficulties require
training in social skills, as discussed in Part One. Little

research however has been done on the remediation of the communication
deficiency which is common among children with mental handicap, at

the level of linguistic functioning in an interactive context.

"Early language development is still an area of controversy and this
has resulted in a plethora of literature describing the relationship
between language and learning'(Bullock, 1975). WIt is hardly
surprising, therefore that the study of later language has not
generated a widely accepted and precisely defined hierarchy of
teaching objectives. It is even argued that later language skills
are so closely linked to specific areas of the curriculum that to

unravel them from this context would be impossible" (Tough 1973).

"The wide-ranging influence of language across all curriculum areas
may be responsible for the frequently observed situation where
recommendations for good practice in language teaching are couched
in such general and vague terms that they often have very few
practical implications for the classroom or subject teacher."

( Boxer, Huggett, Kerfoot, McCarthy & McDowell 1981).

However, it has been established that peer relationships present many
problems for children with mild mental handicap, who are less
acceptable to their peers (Siperstein, Bopp & Bak, 1978) and tend not
to become so even after time (Bryan, 1976). However despite this,
"intervention programmes specifically designed to improve the peer
relations of these children have been lacking'" (La Greca &

Mesibov, 1981).

However, the -studies discussed in Part One, indicated that professionals
were recognising the need for training in verbal social skills for
children with special needs. Technigues however such as modelling

and behaviour rehearsal have inherent risks of dependency on

specific cues. Several other techniques have proved potentially
successful in the encouragement of socialised language. These

include discussion (Barnes et al 1977), as in LFP phase one, role
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play (Spence 1980; Sigelman and Elias 1981), and practice

(Spence 1980) both in and outside training sessions. What was
seen as necessary was a training programme which developed skills
of participants themselves as a natural development of their
existing but perhaps retarded social skills dependent not on
external cues which they have learned, but on their own confidence

and competence within a social situation.

In LFP phases two and three group assessment and individual profile
instruments were developed for use in assembling baseline data on
the functional ability in socialised language of children in
special schools. Such baseline data were to be instrumental in
evaluating educational strategies to foster the development of
socialised language among children with learning difficulties.

It was proposed therefore to construct a training programme which
adapted these techniques to suit the needs of a group of children

with mental handicap, to be used in a special school classroom.
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Construction of the Initial Training Programme

Throughout the socialisation process, a child assimilates information
by perceptual mechanisms through which he perceives and experiences
his environment. In learning to talk a child looks and listens

then tests out his first words with people with whom he is familiar
before going on to use language with strangers, or with those

outside his immediate social circle. This process may be seen

in functional terms as consisting of:-

Visual/aural early language
input — test in 7 proficiency in
familiar open social
environment situation

The initial programme was generated by the experimenter using
everyday classroom techniques, as well as the discussion programme
used in LFP phase one. In constructing the training programme,

an attempt was made to reflect this natural learning process. 1In
addition reference was made to the construction of previous social
skills training programmes as discussed in Part One.

Given that transfer to real situations after training programmes
did not 6ccur (Fleming & Fleming, 1982), it was seen as vital that
'real' situations be a constituent part of the training programme

from the beginning. (Bates 1979).

The programme consisted of visual and aural input, with listening
skills training, and a picture series, followed by the opportunity
for the child to try out his own language within a familiar environ-

ment, before going on to an open social situation.

Each of these four components were developed as relating to ''the
self". Visual and aural media were utilised to highlight sensory
awareness in the individual, and the relationship of the self to
perceptual stimuli in the environment. The functioning of the
child in both the familiar and unfamiliar situation was seen as the
self in a familiar or subcultural situation, and the self in an

open social situation, following the developmental process through
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which a normal child learns.

This may be summarised as follows:-—

| SOCIOPERCEPTUAL INPUT| |'SOCIOCULTURAL OUTPUT |

Aural / Self Awareness ////// Self in Subculture

Visual / Self Awareness \\\\\ Self in Society

5.2.1 Socioperceptual Input

a)

Component 1 (Cl) Aural / Self Awareness

Listening and being regarded as a good listener is one

of the basic skills of conversation and successful social
interaction. Not only necessary for hearing what the
other person has said, listening can encourage a person
to talk, and aid in building social and personal
relationships.

Teachers were instructed to encourage pupils to listen

in an attempt to:-

improve concentration; help the children follow directions
more accurately, since they will have listened more
carefully; reduce extraneous and nonproductive noise

levels in class.

The LFP Aural/Self Awareness programme employed 3-4
minutes per day. The teachers told the children to shut
their eyes, and for a short while, listen to all the
sounds around them. They then asked the group, what
they had heard. No child was selected individually so
that no unnecessary anxiety was raised. In asking the
group to identify different sounds, it was hoped that

selective attention and perceptual detail be improved.
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Teachers were encouraged to read stories and talk to
the children, and to ensure that when someone was talking,

the rest of the class group were quiet and attentive.
Component 2 (C2) Visual/Self Awareness

Cl used a single sensory channel, the auditory channel
C2 was a more complex form of awareness training using
both'the auditory and visual channels, and was designed
to encour<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>