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ABSTRACT 

This study examined the effectiveness of a structured narrative programme which 

had been developed to improve the narrative skills of children attending a 

Language Development Centre in Western Australia. The research was conducted 

over an eight week period with eight Year One (ie -6 years old) boys who had 

been diagnosed as having severe language disorders. 

A single subject research design was used to investigate the narrative 

development of the students. The design followed the ABAB fonnat (baseline­

experimental design-baseline-experimental design) as outlined in Tawney and 

Gast (1984). The number of words used by each subject, the number of 

adverbials of time and place used and the number of times the subject used 

'because' appropriately were measured. During the first fortnight of the study 

(Weeks land 2) the subjects were required to produce a personal oral narrative 

on each of the ten consecutive school days. The topics changed daily and 

coloured posters were used to signal the required topic. During the second 

fortnight (Weeks 3 and 4), the subjects participated in a structured narrative 

programme immediately prior to producing their personal oral narratives each 

day. In the third fortnight (Weeks 5 and 6) subjects were required to produce a 

personal oral narrative each day but were not involved in the narrative 

programme. In the fourth and final fortnight the subjects participated in the 

structured narrative programme immediately before producing their personal oral 

narratives each day. After each of the 40 personal oral narrative sessions, the 

transcriber recorded the use of the four language aspects to be measured; the 

number of words, adverbials of place, adverbials of time and appropriate use of 

'because'. 

All individuals made substantial gains- in most of the language aspects being 

measured although individual students varied in their improvement, with some 

students showing little improvement in one or two of the language aspects. It was 

noted that some students had particular difficulty when they were introduced to 

adverbials of time, causing a decrease in their use of adverbials of place. Det:iiled 

case studies of individual students are included to provide further infonnation for 

comparison.The number of times the four language parameters were used were 

tallied and analysed using student's t-test and the non-parametric analogue, the 

Mann-Whitney U-test (Snedecor & Cochrane, 1977). The group as a whole 

showed significant improvement in three of the language parameters measured. 

2 



Although the group results do not show a significant increase in the use of 

Adverbials of place, most individual results did increase. 

The findings indicate that the n~a.ati•;e skills of children with language disorders 

can be improved signifk:antly by their participation in a narrative programme 

which is repetitious and has a predictable structure and sequence. In general it 

was found that the number of words used by the students increased soon after the 

commencement of th..: programme and was followed by increases in the use of 

adverbials of place and time and increases in the appropriate use of 'because'. 

It is apparent from this study however, that students are ir1dividual in the way 

they learn these skills and that their progress needs to be monitored continually to 

ensure that each child is grasping concepts taught, before being introduced to new 

ones. Further research is required to establish whether this programme 

encourages generalizatit...n of these skills into other areas and whether it could be 

used effectively with other children who have language deficits. 
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CHAPTER I 

BACKGROUND TO THE STUDY 

1. 1 Introduction 

Human language is a complex communication system which allows individuals to make 

sense of, and participate in, their world. Once they have left school, individuals spend a 

large proportion of their days talking and listening to other people (Zubrick, 1988). It is 

the desire to communicate that provides the motivation for humans to develop speech and 

language. An important part of communication in children is the development of symbolic 

representation. In other words, the child makes use of the linguistic code to represent an 

object, an event or a relationship with an agreed verbal symbol or a combination of 

symbols. Bernstein & Tiegenuan (1991) have found that between the ages of 9 and 13 

months, children learn to use conventional forms of vocal and gestural behaviour. As 

they develop, they learn to approximate more closely to the formal linguistic code used in 

their culture and society. During this progression, children discover that things have 

names (i.e., a symbolic representation). 

When the realization comes that a symbol can be substituted for its referent, oral 

communication changes to include the symbolic form. At this stage children have 

developed the ability to internalize concepts of the perceptual, tactile, auditory and action 

patterns related to the objects and the children's manipulation of them. The children's 

manipulation of the contents of their world teaches them about the relationships between 

people and actions and between actions and objects. This eiiables them to learn about 

how the world is organized (Bloom & Lahey, 1978). 

I. I. I Pre-School Language Development 

·; During the early pre-school years, children continue to develop their vocabularies, while ., 
learning new word meanings, new concepts and how to code these concepts linguistically 

(Bernstein & Tiegennan, 1991). They also learn to express their ideas in phrases and 
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sentence fonn. Developmental studies sugge~i'" that around the ages of four to six years, 

children's syntax is often adult-like (Menyuk,1977). Their utterances contain expanded 

noun and verb phrases, negative sentences, yes/no questions, the use of "and", 11 wh" 

questions, as well as causal, conditional and temporal constructions. They continue to 

develop discourse skills such as participating in conversations, giving instructions and 

providing descriptions about objects, events and people. By the time children enter 

school, the majority of them are able to use language for a variety of functions: to 

contribute new infmmation on a topic (Bloom, Rocissano & Hood, 1976); to describe 

objects, events, past experiences and plans (Moerk, 1975) and to use language to 

demonstrate, instruct and reason (Tough, 1977). However, the majority of children in 

their pre-school years fail to recognize that words are arbitrary symbols which are quite 

separate from the objects, actions and events that they represent. For example, a four to 

five year old child is likely to describe the word 1snake1 as a long word becausf'. snakes 

are long while a seven year old is more likely to say that it is a short word because it only 

has five letters in it (Bernstein & Tiegerman, 1991). Similarly, pre-school children and 

early primary grade (Years one to three) children are likely to have difficulty in: 

(i) recognizing lhat words and sentences can have more than one meaning. eg (a)You are 

wearing a pretty top. I took the top off the bottle. (b) The sheep is ready to eat. 

(ii) in understanding that different structural forms can be used to express the same 

meaning. eg The girl was hit by the hoy. The hoy hit the girl. 

Research has been conducted showing that most children cannot cope with tasks 

requiring an understanding of these factors until they are about eight to nine years old 

(Tunmer, Pratt & Herriman, 1984). 

1.1.2 Oral Language Development At School 

The school years are very important ones in the continuing development of children's oral 

language (Menyuk, 1983). Although their language has reached a degree of complexity 

by the time they are five years old, communicative sldlls are still developing. During the 

school years, vocabulary continues to grow and children's pragmatic and discourse skills 

12 



(For definition of terms see Operational Definitions, p.23) continue to develop. These 

skills encompass the rules of conversation and include such aspects as learni11g how to 

enter, initiale and maintain a conversation as well as developing appropriate tum taking 

skills and responses. Children also develop the ability to plan, organize and sequence 

their ideas into coherent and cohesive units. These units, or structures, are called 

narratives and refer to oral monologues in which information is presented in an organized 

an,d cohesive manner in order to convey completeness of information. Botvin and Sutton­

Smith ( 1977) and Applebee ( 1978) have lound th3t around the age of five years children 

begin to produce integrated chaining of events with a central protagonist. Researchers 

generally agree that, at the age of about six years, children can produce an adult like 

narrative and that development continues such that nine and ten year olds are able to 

embed one episode within another and produce other more C<Jmplex constructions 

(Applebee, 1978; Peterson & McCabe, 1983; Stein & Glenn, 1979). During this period 

the children also develop their metalinguistic abilities, whii::h represent a higher 

conceptual understanding of language and enable children to talk about language. Van 

Kleeck (1984) talks aboul metalinguistic awareness as consisting of three aspects: 

recognizing that language is an arbitrary conventional code; recognizing language as a 

system of units with agreed rules for combining those units; and recognizing that 

language is used for communication. In other words, metalinguistic awareness includes 

phonological, semantic, syntactic and pragmatic components. There has been a great deal 

of research (Bryant & Bradley, 1981; Goswami & Bryant, 1990; Rohl & Milton, 1992; 

Tunmer, 1990) which has indicated that understanding of these rules assists in learning to 

read and write. In addition to requiring an understanding of metalinguistics, the oral 

demands of a classroom require skills in other language areas. 

The majority of children begin school with oral language levels at a satisfactory stage of 

development to cope with the complex language demands that are used in classrooms. 

These demands include following teachers' instructions, answering questions, asking 

questions, describing events and re-telling stories. All of these aspects of language 
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facilitate the intellectual growth of the children. (This will be discussed further in Chapter 

2.) However, a significant number of children enter the school system each year with 

language disorders (see Section 1.1.3). 

1.1.3 Prevalence of Language Disorders 

Little research has been done to discover factors which may correlate with language 

disorders, in the Australian context. In Western Australia, children attending schools for 

language disordered children come from a range of socio-economic backgrounds. A 

study in Britain indicates a correlation between language disorders ar.d the following 

factors: maternal education, maternal mental ability, socio-economic status of the family, 

birth weight and parental knowledge of child development (Silva & Ferguson, 1980). 

According to the studies of Enderby and Phillips ( 1986), l % of all school age children in 

England have severe language disorders. They have shown that the prevalence of 

language disorder in three to four year olds is 10-11 % and, at "early school age", 6-8% 

of children have a disorder. The discrepancy between these figures may relate to younger 

children being diagnosed as language disordered when in fact they may be language 

delayed with average intellectual ability, and may have improved their language skills 

considerably by the time they begin school. Another factor explaining this discrepancy 

may relate to the possibility that some of these language disordered three to four year olds 

were involved in speech pathology programmes before reaching school. The studies 

referred to also report that there is a significant number of children in schools whose 

language disorders are never diagnosed. It has been suggested that these discrepancies 

among the studies highiight the need to re-evaluate the findings in order to determine 

more accurately the prevalence of language disorders (Blum-Harasty & Rosenthal, 

1992). If these studies are relevant to Australian children, teachers of Year One, Two or 

Three students could expect to have at least one child in the class whose language is 

disordered which is likely to impact on his/her educational progress. Any child in this 

category is likely to require a specific type of support. Difficulties that these children 

experience, as a result of the language disorder, may include an inability to maintain a 
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conversation beyond simple sentences or familiar topir.s, relating experiences with 

insufficient detail (and confusing the listener with referencing difficulties) and frequently 

misunderstanding messages and classroom instructions. Bloom & Lahey (1978) have 

differentiated five types of language disorder. According to them they include children 

who: 

(i) have difficulty with the understanding and use of phonological, morphological and 

syntact:c rules; (For definition of terms see Operational Definitions, p.23) 

(ii) '!xperience difficulty in the conceptualization and formulation of ideas relating to 

objects, events and relations (semantics); 

(iii) have not learnt to adjust the language to suit the listener, can not use language 

for a range. of communicative functions and have difficulty speaking and 

understanding in certain contexts (pragmatics); 

(iv) experience association difficulties, have problems integrating fonn, content and 

use (association); 

(v) have language and communication skills similar to those of younger children 

(delay). Children in this category, whose language skills do not improve without 

intervention, may have other identified difficulties such as intellectual disabilities. 

Language disordered children may have all or some of the disorders which are described 

above. 

l. l .4 Educational Implications of Language Disorders 

Children with language disorders are unlikely to fulfil their academic potential and will 

miss out on educational opportunities which require them to think and talk about 
I 

language. Language and learning are inseparable. A'I., children develop, internal language 

is used to think, solve problems and reason. Westby (1985) has described this 

progression as children learning to talk and then talking to learn. She writes that in the 

first instance children need to learn to talk by internalizing phonology, syntax and 

semantics which are necessary to communicate their basic wants and desires. However, 

when they are talking to learn, language is used to monitor and reflect on experience and 
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reason about, plan and predict experiences. Current theory suggests that learning to read 

involves learning to superimpose a familiar spoken language code on a new, visual 

symbol code (Shames & Wiig, 1982). It is a process which involves various 

components, whkh are being able to break the code, use the text successfully, analyse 

the text and learning to understand the meaning and structure of the text (Freebody, 

1992). As children progress into middle and upper primary school, they use language to 

infer and predict meaning. By the time children are in high school, the emphasis in 

reading shifts to higher level ski!Js, where internal language is used to solve problems, 

infer meaning and to understand the writer's viewpoint or to make a critical analysis. 

These skills are all prerequisites for higher level comprehension. Thus it is very difficult 

for a child without the familiar verbal code to develop any of these more abstract skills. In 

upper primary and high school, children are asked to summarize academic reading, 

provide book reports and to be able to discuss current events, both local and global issues 

(Milosky, 1987). All these aspects of school require narrative skills. 

In order to ensure that children with language disorders have educational opportunities 

that are equal to other children, early diagnosis is important. Provision of appropriate 

support, which may include an intervention programme designed to remediate the 

language difficulties, is necessary. Early diagnosis is sometimes difficult because 

language disordered children often 'sound' similar to children without language problems 

and may be capable of making requests and answering questions. If they have not been 

identified before starting school they may continue to mask their problems and make 

satisfactory progress in reading and writing, particularly those children with 

semantic/pragmatic disorders. This is because many have average intelligence and, as 

well as having good visual skills, have developed strategies for coping with language 

difficulties as they arise. For example, children with a comprehension disorder may 

spend the first year at school copying the actions of the children ar0und them, rather than 

responding to the teachers' instructions. At this stage in their schooling, they often 

manage to bide the fact that they do not understand. Damico and Oller (1980) are 
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concerned that teachers may not recognize signs of language disorders in older children, 

who may have masked an expressive language disorder by choosing to say little in very 

simple tenns. When these children are expected to use text books containing complex 

language, difficulties increase and it becomes apparent that they have a learning disability. 

It is difficult for anyone without specific training and experience in the fie!d, to recognize 

the compensating strategies which language disordered children often employ. However, 

when these children reach Years three and four and are expected to use prediction and 

inferencing skills, the problems become apparent. On the other hand, those experi~ncing 

difficulties with the narrative structure arc usually identified soon after beginning school, 

when the childen find that the classroom has its own rules governing language (Crais & 

Lorch, 1994). These children experience difficulty in telling news or relating stories, 

activities which are daily events in most Year One classr.s. 

The narrative structure is very important once children commence school (Carrow­

Woolfolk, 1988). In Year One there are many demands placed on children, all of which 

require them to be capable of producing narrative structures. They participate in 

newstelling about personal experiences, "show and tell" sessions, reading, writing and 

re-telling well known stories. These activities all require the same organizational 

strategies required in narrative producti1)n (Hedberg & Stoel-Gammon, 1986; Page & 

Stewart, 1985). Stein and Glenn (1979) have described the internal structure of a 

narrative, which consists of settings, initiating events, internal responses, attempts, direct 

consequences and reactions, as a fonn that guarantees the full understanding of the story. 

This theory has implications for reading comprehension. The development of the 

narrative structure provides the basis for further language learning and interaction with 

other communicators. It also enables children to make a transition into written narratives 

once the skills required have been mastered. Oral narratives must develop to a relatively 

complex level before competence in written narratives can be achieved (Carrow­

Woolfolk, 1988). They provide the transition between orality and literacy because of their 
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-fluency and prosodity, often combining structural aspects of both oral and literate 

language (Westby, 1985). 

In my capacity as a teacher in a Western Australian Language Development Centre (LDC) 

over the past six years, I have observed that as children become more proficient in 

producing oral narratives, their written narratives improve, suggesting that there is a 

transfer across the two modes. Children with language disorders experience difficulty 

with the narrative structure. Currently, at the LDC in which I am employed every one of 

the 40 pupils enrolled experiences difficulty in producing a narrative. This situation has 

not varied over the previous years. 

1.1.5 Developing Strategies to Assist Language Disordered Children 

To overcome educational problems associated with language disorders, the Education 

Department in Western Australia, established four Language Development Centres 

(LDCs), in the early 1980s. These Centres cater for children with an "average" or "above 

average" performance intelligence quotient (as measured by the WIPPSI or WISC-R), 

who have language disorders which have been diagnosed by speech pathologists and 

school psychologists. 

Some of the children referred to the LDCs have been identified as having a language 

disorder at a very early age and have been referred to a speech pathologist by a Child 

Health Clinic nurse or a doctor. These children may have attended sessions with speech 

pathologists for a year or more before starting school. The year before these children are 

due to begin pre-school they are assessed by school psychologists to determine the most 

appropriate placement ( education support unit or centre, mainstream or LDC). If they are 

found to meet the psychological criterion for the LDCs they are then required to undergo 

a standardized battery of language assessments with speech pathologists. The 

assessments include pragmatics, comprehension, syntax, metalinguistics, phonology, 

functions of language and narrative. (For definition of tenns see Operational Definitions, 
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p.23). If the child is found to have phonological difficulties (articulation) but 

development in the other language areas is satisfactory. he/she would not be accepted into 

the LDC because phonologiral difficulties in isolation are not considered to impact greatly 

on the educational progress of children. In many of the cases children are not identified 

until they begin pre-school. In these cases the teachers may recognize language 

difficulties, or may note that the children are having difficulties with other aspects of 

language such as tum-taking, co-operating and/or making friends. School psychologists 

may often follow up the teachers' concerns and decide to assess these children. The 

parents of these children are the ones who make the final decision about whether or not to 

allow a referral to a Language Development Centre and, as a result, decisions are often 

made that these children are immature and should repeat pre-school. Over the past six 

years there have been eight children referred to the North East LDC who were considered 

to be appropriate referrals according to the entry criteria for LDCs, whose parents did not 

accept a place offered to them. Of these, five took advice from the class teacher who felt 

that the problem was only one of immaturity and that it would be better to repeat pre­

school. The remaining three took advice from their family and friends who convinced 

them that there was not a problem. The other LDCs have reported similar situations. If 

the children reach Year One or more before being identified, attention may be drawn to 

the problem through lack of progress in reading and writing, behaviour problems in the 

classroom and playground and/or a reluctance to attend school. If these children have 

experienced a lot of failure they may also exhibit evidence of low self esteem. These 

additional factors compound the problem for LDC staff if the children are eventually 

enrolled. There are also those children discussed previously who are not identified until 

Year Three or Four. These children are usually those who have comprehension disorders 

and who have managed to hide their difficulty by copying the other children in the class. 

However, when they are expected to carry out higher level comprehension tasks such as 

predicting and infering their problems become apparent. Children of this age may never 

have the opportunity to enrol in a specialized language programme available at a 

Language Development Centre because the entry criteria include priority being given to 
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children from Pre prime.ty to Year Three. This problem will be further discussed later in · 

the chapter. 

Once the children have enrolled in the LDCs, their disorders are described and stages of 

development pinpointed by speech pathologists and specially trained teachers. The 

children are placed in small groups (6-10 children) and work on programmes which are 

developed collaboratively by the teachers and the speech pathologists, and are designed to 

lead thrl children through the appropriate sequences in i-he developmental ladder. 

Programmes which have been developed include those desig11ed to improve syntax, 

problem solving, comprehension, semantic organization, metalinguistics, pragmatics and 

narrative skills. Narrative skills are considered to be of high priority at the North East 

Metropolitan Language Development Centre, as without them it is difficult to learn to read 

or write in a meaningful way. In a later chapter further discussion will cite literature 

pertaining to the importance of the narrative structure and why it maintains a high priority 

at the LDC. 

In recognition of the importance of the narrative structure as a fundamental pre-requisite 

to education, a Narrative Programme was established to develop the narrative skills in 

children at LDCs. This was developed collaboratively by the sper:ch pathologist and staff 

at the LDC, who then trialled it, adapted it and evaluated it by assessing the children's 

narrative levels at the beginning and end of the year. However, although staff were 

pleased with the results, other factors could have contributed to the improvement, such as 

parent workshops on narrative, chronological maturity of the children and the increasing 

expertise of teachers at the LDC. The specific aims in developing the programme were to 

provide children with a framework to enable them to maintain a narrative, using 

introductory and closing statements and presenting events in an orderJy manner that lead 

to a logical resolution. During the process of developing the programme, it was necessary 

to consider the most appropriate framework on which to base it. 
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A review of relevant literature was undertaken by the staff to ensure all currently accepted 

views were considered before deciding on the most appropriate framework to facilitate 

narrative development. Among those considered were Bruner ( 1975), Bruner and 

Sherwood ( 1976) and Ratner and Bruner ( 1978) who have all observed that joint action 

routines are effective frameworks within which communication and language skills are 

acquired. In addit'ion Snyder-McLean, Solomonson, McLean and Sack (1984)defined a 

joint action routine as" ... a ritualized interaction pattern, involvingjoint action, unified by 

a specific theme or goal, which follows a logical sequence, including a clear beginning 

point, and in which each participant plays a recognized role, with specific response 

expectancies that is essential to the successful completion of that sequence11 (p214). 

Ratner and Bruner ( 1978) further speculated that rule governed play routines facilitate 

language acquisition for the following reasons: they provide a very familiar, yet limited, 

set of semantic meanings; while being variable, these play routines are highly sequential 

and children are able to predict the position for appropriate responses; and the routines 

provide roles that are clearly defined and delineated, and reversible. While their studies 

were concerned wilh vrry young infants, Snyder-McLean et al (1984) believed that the 

routines also facilitate the language acquisition of older children. 

The narrative structure is a very predictable, rule governed one with stable organizational 

patterns repres1;.nting specific types of temporally and causally related information, 

therefore lending itself easily to a joint action routine. With this framework in mind, a 

Narrative Programme was developed, providing a continuum for the introduction of the 

various components. The programme, which is easy to implement and allows for varied 

application, appears to be effective in improving the narrative structure of language 

disordered children. 

If the Narrative Programme has a significant effect on the narrative production of 

language disordered children in the North East Metropoli~n Di~tricts Language 
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Development Centre, it may also be a useful teaching programme in other schools, with 

children who hav~ language deficicnces but who did not gain a place in an LDC. The 

Placement Committee at the North East Metropolitan Districts Language Development 

Centre receives a large number of appropriate referrals each year. However, due to the 

size of the LDC approximately 40% of the referrals are placed while the remaining 60% 

have no alternative other than remaining in mainstream education. (In 1994 a total of 45 

appropriate referrals were received by the North East Metropolitan Districts LDC and 

only 11 were accepted due to a lack of places available.) Similar statistic:; are evident in 

the other three LDO• which indicate that there are many ..:hildren in Western Australian 

primary schools who have been identified with severe language disorders, but are not 

receiving appropriate SP.rvices because, while qualifying for a place in meeting the 

selection criteria, there are insufficient places available. There are many other children 

who come to the attention of the Placement Committees who have identified language 

disorders but whose parents make a decision to leave them in the mainstream schools. In 

addition to these severely language, disordered children, there are many referred to the 

LDCs who have lan~uage disorders, but are not appropriate referrals according to the 

entry criteria. (see operational definitions for a definition of 11 language disorder11 

according to LDC criteria, p.25) These children are below average IQ, but not far cn~::mgh 

below average to qualify for Education Support placement. Another factor is that some 

children are not identified early enough (between Pre primary and Year Three) and cannot 

be catered for in one of the LDCs. Whatever the reason may ht, the fact is that many 

language disordered children remain in mainstream education. Teachers of these childre11, 

the majority of whom have not received appropriate training in this specialized field, 

would find it difficult to cater for their specific language needs. In addition to these severe 

language difficulties, there are a number of children referred to the LDCs who are 

experiencing difficulties with some of the language areas but do not present as severe 

enough to be accepted into the LDCs. There is also the problem of children who have not 

been identified as having a language disorder, but who may be in need of a special 

programme to help them with language difficulties which they may be experiencing. 
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The provision of programmes which focus on language development and are easy to 

implement, may have the potential in small group instruction, to assist both the teachers 

and the language disordered children in mainstream schools, as well as being useful 

teaching tools in the LDCs. 

This study will investigate aspects of the Narrative Programme which was initiated in 

response to concern by language specialists in the LDCs in Perth, Western Australia. For 

the purpose of this study I will be measuring the number of words used, adverbials of 

place, adverbials of time and the appropriate use of :because', as indications of narrative 

development. There are many aspects which could have been measured but the decisions 

were based on the following reasons. The number of words used was measured in order 

to ascertain whether the increased utterance prompted the use of more complex language, 

which was reported by Brown (1975) in his research. As tl1e students were all failing to 

demonstrate an ability to alert the listener to where and when the event happened, it was 

decided to measure adverbials of time and place in an attempt to increase the ease with 

which an unfamiliar listener could understand their stories. According to Brown (1975), 

adverbials of place are the first adverbials used by most children, with those of time and 

manner following soon after and, on average, children around three years are using 

adverbials of place, time and manner conversationally. Considering that the students 

involved in the study were all 6 years old and rarely using adverbials of any type, it was 

decided that adverbials of place and time would be appropriate aspects to measure. The 

students all appeared to be having difficulty with understanding causality, and as most 

children begin to connect occurrences by about 33 months of age (Bernstein & 

Tiegennan, 1991) it was considered to be a component in need of treatment. 

1.2 Operational Definitions Used in Language Development Centres 

Focussed Chain is a structure where events are sequenced with the macrostructure of 

relating to a central theme, yel the beginning and end of narration do not relate/link. 
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Narrative is an oral monologue in which information is presented in an organized and 

cohesive manner in order to convey completeness of information. It includes the telling, 

re-telling or relating of real or fictional events or stories. Newstelling is a narrative 

structure. 

True Narrative is the final stage of narrative development, wher,~ the focussed chain is 

expanded upon by introducing causal relationships. One event develops from another and 

simultaneously includes new information. 

S}1ltax refers to grammar used at school and includes connectors, adjectival phrases, 

adverbir1ls of time, place and manner, the use of pronouns for referencing and the use of 

cognitive or mental verbs. It is the rule system that governs the structure of sentences. 

Syntactic rules describe parts of speech (eg noun, verb) and sentence constituents (eg 

noun phrases,verb phrases). 

Metalinguistics is an awareness of language and an ability to deliberately reflect on its 

features. This involves being able to use language to talk about language. 

Comprehension refers to understanding the linguistic component of language which 

includes the vocabulary, analysing the grammar, understanding the concept words and 

the relationships between the words. 

Pragmatics is concerned with the expression and comprehension of the overall message 

and refers to the development of socially acceptable communicative behaviour. Examples 

of pragmatic skills include taking turns in conversation, eye contact, body language, the 

distance between speakers and recognizing aspects of language, such as humour and 

sarcasm. 
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Cognitive uses of language refers to the use of language for thinking, organizing and 

learning. It includes the subject's learning style and how a he/she approaches tasks. 

· Phonology is a term used to describe the system of rules that govern sounds and their 

combinations. Phonemes are the smallest linguistic units of speech which are combined 

in specific ways to form words eg Hal and mat differ from each other in only one way 

-their initial sound. Because this initial sound difference results in two different words, 

the difference is a meaningful one. Hence, by definition, h and m are two different 

phonemes. 

Morphology is the component of language which governs word formation. A morpheme 

is the smallest unit in a word and it cannot be broken into any smaller parts that have 

meaning. Words are made up of one or more morphemes, A free morpheme is one that 

has meaning on its own eg toy. A bound morpheme is one that cannot stantl alone and is 

attached to a free morpheme egun in unhappy. 

Problem Solving refers to the use of language for reasoning and thinking. 

Discourse refers to the ability to maintain & conversation beyond short sentences. 

Language disordered children, according to the entry criteria for Language Development 

Centres in Western Australia, refers to children who have been identified as having: 

1. Performance measures in the average or above average range on the WIPSSI or 

WISC-R INTELLIGENCE TESTS. These tests consist of two sections, 

performance tests and verbal tests. Included in the performance tests are items such 

as object assembly, geometric design, block design, mazes, picture completion and 

animal pegs. The verbal tests include such items as infom.ation, comprehension, 

arithmetic, vocabulary, similarities and sentences. 
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2. Verbal measures significantly lower than the performance measures (-20 points). 

3. A history of existing or anticipated school failure (including pre-school), based on 

checklist or interview data from the class teacher and any relevant attainment test 

results. 

4. Language levels significantly below age expectations in at least one of the accepted 

sub-areas of language. The language assessment is administered by a speech 

pathologist and assesses the following areas: 

syntax 

narrative 

metalingui.Hics 

comprehension 

pragmatics 

cognitive uses of language 

phonology 

problem solving 

If the child has satisfactory development in all the language areas except phonology 

he/she will not be accepted into a Language Development Centre. This is because a 

phonology disorder on its own is not thought to impact significantly on educational 

progress. 

5. Absence of any other significant problem. e.g. autism, intellectual handicap, severe 

behavioural disorder, severe epilepsy, severe motor disability, severe hearing 

handicap. These children are excluded because the LDC5 are short term 

placements. Children with limited ability would require long term placements. 

Similarly, children with physical handicaps can be catered for more completely in a 

school with additional support services eg physiotherapists, occupational therapists 

etc. LDCs wi11 not accept children with severe behavioural disorders because their 

presence would be too disruptive to children who are only placed for a limited time. 
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6. lftbe child is from a home where English is not the main language spoken it must 

be established that he/she experiences difficulty in the first language as well as in 

English. 

Severely language disordered children refers to children whose language levels are 

approximately two years below age expectations in four or more of the given areas at 

school entry. 

Moderatelylanguagedisorderedchildren refers to children whose language levels are 

approximately one year below age expectations in two or more of the given areas at 

school entry. 

Mildly language disordered children refers to children whose language levels are 

approximately six months below age expectations in two or more of the given areas at 

school entry. 

Mainstream Schools refers to local primary schools which cater for students from K-7. 

Newstelling refers to the child's ability to relate a personal story to an audience. 

Joint Action Routine is a ritualized interaction pattern. It could be used to describe a 

regular daily ritual such as "Bedtime11 when the child going to bed understands the 

sequence and roles of all the participants eg Mum tells child to clean teeth and hop into 

bed. Dad comes into room and reads bedtime story. Dad kisses child and says, 

"Goodnight". Mum comes in and kisses child, says, "Goodnight11 and turns out the light. 

It involves joint action, unified by a specific theme or goal, which follows a logical 

sequence. It includes a clear beginning point, and involves each participant playing a 

recognized role, with specific response expectancies that are essential to the successful 

completion of that sequence. 
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Literatelanguagerefers to the language skills required to learn. Skills include explaining, 

describing, summarizing, reasoning and problem solving. Literate language is more 

explicit and involves more complex syntactic structures than oral conversational speech. 

Lauguage delay refers to language which developing normally but at a slower than 

expected rate. 

1.3 Significance of the Study 

The main purpose of the study is to detennine the extent to which a structured narrative 

programme improves language disordered children's newstelling ability. The 

development of narrative structure is an important skill. It affects children's ability to tell 

stories as well as their ability to comprehend them. 

If it can be established that a structured narrative programme facilitates improvement in 

the narrative abilities of the language disordered children in this study, there are important 

educational implications for other children whose language skills arc not adequate for the 

language demands of the classroom. The programme could provide teachers of language 

disordered children with a teaching resource tht is easy to implement and which provides 

a framework to improve stol)' telling skills. 
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2 .1 Introduction 

CHAPTER 2 

LITERATURE REVIEW • 

In order to develop an effective Narrative Programme a number of factors need 

consideration. Initially it must be established that the child requires a language 

intervention programme and to do this a clear understanding of "nonnal" language 

development is needed. Before proceeding with the development of a programme it must 

be ascertained that the focus area (i.e., narrative) is one which is an important component 

of the child's educational progress. When designing a programme for narrative 

production the components of narrative need to be defined. These could be determined by 

examining the main influences in narrative research, including Stein and Glenn's (1979) 

story grammar and AppJebee's ( 1978) narrative stages, both of which are used by speech 

pathologists in Western Australia and are considered to provide useful information 

regarding the child'f, level of competence in narrative production. If a language 

programme is to be successful it is necessary to examine research pertaining to previous 

programme development and implementation and to make use of successful components. 

A review of relevant literature was undertaken to examine these aspects. 

2. 2 The Normal Course or Language Development 

If language intervention is going to be successful, it has to work in hannony with the 

natural sequence of language acquisition. To try to teach a child some aspect of language 

without knowing whether he/she is at an appropriate stage to respond to it, is likely to 

lead to failure for the child and disillusionment for the teacher. Therefore it is necessary 

that educational practitioners understand language development in 'normal' children 

(Perera, 1984). This understanding will also assist in the identification of children with 

"language disorders". It is difficult to define language development as 'normal' or 

otherwise, as the stages of language development vary to a limited degree across different 

cultures and to a lesser extent across various socio-economic groupings, making it 
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difficult to assign stages to ages. In order to gain a broader perspective the language 

practitioner needs to be aware of the theories of language development which are 

continually evolving. 

Skinner (1957) was the first to present the behavioural approach to language 

development. He believed that language learning depended on the child's environment 

and that language is mastered by imitation. practice and selective reinforcement. In other 

words, children learn language because their verbal behaviour is selectively rewarded by 

others in their environment. Osgood (1963), Mowrer (1954) and Staats (1%3) held 

similar views on language development. 

Chomsky (1965) claimed that children are born with an innate linguistic mechanism 

which he referred to as a language acquisition device (LAD). The LAD contains two 

components: a set of rules or general principles for forming sentences in addition to a set 

of procedures for discovering how these principles are to be applied to the child's 

particular language. He asserts that the LAD is activated by exposure to linguistic input. 

Children's LAD processes information from their linguistic environment and generates 

hypotheses about the rules of language. In other words they use a problem solving 

approach to work out the rules. This theory enabled Chomsky to account for the ability 

young children have in acquiring language easily and rapidly and in producing novel 

utterances which show that the child has tried to impose grammatical rules, though not 

always correctly. (eg,.The dog eated his dinner.) According to this theory, language is 

part of the genetic preprogramming and, therefore, early language learners cannot acquire 

the rules of language by imitating adult speakers who may make many false starts, speak 

in incomplete sentences and may not always use correct grammar. Chomsky, and later 

McNeil! (1970), emphasised the problem solving process which contributed to the 

changing view of language development, adult-child interaction and the definition of 

language. 
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Other language development researchers (Schlesinger, 1977; Sinclair-deZwart, 1973) 

argue that Chomsky treated language as if it was independent of cognitive development. 

Schlesinger argues that Chomsky's model fails to differentiate between what the child is 

born 11knowing11 and what he/she "comes to know" and how these things develop into 

words and phrases. Fillmore ( 1968) challenges Chomsky's assertion that syntactic rules 

govern language development. believing it to be more influenced by semantics (rules that 

govern meaning). 

Although Chomsky's theory has been superseded by those which provide more in-depth 

infonnation on language acquisition, his work made others in the field search for 

developmental patterns which were observable across various cultures. Bloom (1970) 

focussed on the meaning conveyed by children's language rather than on their syntax. 

Bloom described this process as semantic relations. She believed that children convey 

meaning long before they understand syntax and that these meanings are gained through 

prior cognitive knowledge. 

This theory led to the pursuit, by various researchers, of an understanding of the 

cognitive prerequisites for language acquisition. An examination of previous work done 

by Piaget was undertaken in an attempt to discover links between attaining early concepts 

and early linguistic constructions. Evidence supporting this theory has been provided by 

many researchers (Piaget, 1962; Slobin. 1973; Sinclair-deZwart, 1973; Morehead & 

Morehead, 1974). Other researchers who have carried out studies since then, question the 

validity of the cause-effect relationship between language and cognition (Bates, Benigni, 

Bretherton, Camaioni & Volterra, 1979). 

The pragmatic approach to language is another school of thought in which language 

development is viewed within the framework of social development. Many researchers in 

this area (Searle, 1965; Dore, 1975; Halliday, 1975; Bates, 1976) gave rise to a 

classification system for categorizing, children's communicative intentions. Others 
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. (Bruner, 1974/1975; Bates,1976; Wells, 1981) examined the role of parents and 

caregivers in language acquisition. As a result of this research they were able to identify 

the social prerequisites for language acquisition. These important prerequisites included 

very early interaction between mothers and children in the developmental period of birth 

to 6 months which provides the foundation for communication. 

McLean and Snyder-McLean (1978) observed that all the models contribute to a better 

understanding of language and highlighted the urgent need for a complete model of 

language acquisition and suggested that untii there is one, it is necessary to integrate them 

all. Carrow-Woolfolk (1988) considers that if the many individual speech and language. 

disorders are to be treated effectively, language specialists should utilise the range of 

language theories that best suit the particular disorder. 

The most recent views of language, which have been promoted by some theorists over 

the past twenty years, are the socio-cultural and socio-linguistic approaches, which 

emphasize the social-communicative functions of language. Proponents of the socio­

linguistic view believe that the prime motivation for language is effective communicotion 

(Bates, 1976; McLean & Snyder-McLean, 1978) and that children learn language by 

using it (Aitwerger, Edelsky & Fores, 1987). According to this view the child decides 

upon the form and content required for each communication situation. The socio-linguists 

believe that the main context for language learning is the interaction between the child and 

c.aretaker where the topic and purpose is negotiated. The caretaker, or adult, is attuned to 

the level of the child and provides the child with opportunity for further development in 

language learning. Gleitman, Newport and Gleitman (1984) believe that the child's social 

environment facilitates the communication learning process and that the child's 

organizational pre-programming selects, modifies and reorganizes that infonnation 

according to his/her cultural bias. Those supporting the socio-cultural viewpoint, believe 

that cultural differences are reflected in the different language socialization practices 

evident in different community groups (Heath, 1988). Scott (1989) and Crais aod Lorch 
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(1994) have found that the environmental influences in the home lead to a diversity in 

communication styles and that cultural issues may cause difficulty in bridging the move 

from home to school. 

Regardless of the model to which one subscribes, the development of language evolves 

through identifiable, broadly defined stages. Greenfield and Smith (1976) have found 

that. although children between the ages of 12 and 18 months old are only able to use 

single words, they use these to express a variety of meanings. They include actions on 

things, possessors of things, disappearance of things, locations of things as well as 

things acted on. In addition to these, they are also able to label, request and reject things. 

These single words, according to many researchers (Stern & Stern, 1907; de Laguna, 

1927; Leopold, 1949a; McCarthy, 1954) are equivalent to a complete sentence in the 

meaning they convey and are referrl:':d to as holistic speech. Goldin-Meadow, Seligman 

and Gelman (1976) have found that, at this stage, children's comprehension vocabulary 

of object names is particularly larg<'. For every word a child says, he/she is able to 

comprehend four. Weiman (1976) has found that between the ages of 18 months and two 

years, children produce two word utterances, with meaning being reflected in the 

emphasis (eg., 1Daddy work'). This utterance by a child can have different meanings 

depending on the emphasis. 'Daddy work' with the emphasis on daddy means that 

daddy, not mummy or anyone else, is at work. On the other hand, 'Daddy ,,, ork' means 

that daddy is at work. not at the beach or anywhere else. 

Piaget (1963) has discussed the preoperational period that children enter at the age of 

about two years. During this period, children enter a new stage of cognitive development 

where they are more inclined to think about things before acting. For example. a child 

wiH actively search for an object, rather than, as in the previous stage. look in the 

expected spot and if unable to find it, seemingly forget about it. Klima and Bellugi ( 1966) 

discuss the liuguistic development at this stage when children move to three and four 

word utteram .. :e.s which may include negatives. At this stage they also begin to ask simple 
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questions, such as, "Where Mummy?" as well as learning the important skills of tum 

taking in conversation (Keenan, 1974). This skill may first emerge as repetition of a 

statement. For example, the child's mother may say, "Mummy's cold", to which the child 

may respond, "Mummy's cold". Before long, this develops to, "Here1s my hat", to 

which the child responds, "Pretty hat." According to Brown (1975) and deVilliers and 

de Villiers (1973), at about the age of two years, children1s langnage begins to include 

function words such as 11in 11 and "on\ as well as suffixes such as 11ing 11 denoting tense. 

Within months they are using the articles 11a 11 and "the 11 and have begun to add 11s 11 for 

plurals and 11ed11 for past tense. Brown and Fraser (1963) have called this stage 

telegraphic speech where children systematically eliminate certain words. It should be 

noted at this point, however, that both Brown1s and de Villiers & de Villiers' studies were 

based on very small samples. They studied the language development of their own, or 

friends' children, so the language samples may not be representative of the wider 

community. Individual development varies greatly at this age, particularly in the age of 

acquisition of the various morpnemes. However, grammatical morphemes do tend to bi.: 

acquired in the same order. 

Garvey (1977) has found that by approximately three years, children are becoming more 

sophisticated in their conversational skills and are not only adept at tum taking, but can 

request more information if they need it. Another development seen at around this age is 

that children begin to connect occurrences (Bernstein & Tiegennan, 1991). 

When children are around four years old, they have begun using auxiliary verbs such as 

11can" and "may", pronouns such as "behind" and "beside", reflexive pronouns such as 

"myself11 and "yourselr1
, as well as conjunctions such as "but11 and "if1 (Shames & Wiig, 

1982). Sachs and Devin (1976) have discussed the social language skills which emerge at 

this stage, including the ability to modify utterances to suit the listener. 

Children are not able to adequately describe event structures until about the age of four 

years even though they have learned some basic ideas about events by the age of two 
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years. They cannot describe events until they have learned to describe actions one at a 

ti,ne (Kanniloff-Smith, 1981; Nelson & Gruendel, 1986; Slobin, 1973) and after they are 

able to describe event sequences (Peterson & McCabe, 1983). It is believed that event 

knowledge facilitates language development (Farrar, Friend & Forbes, 1993) and that 

event structure is learnt through the understanding of many routines and daily events. 

They provide the children with 1scripts' which have a fundamental role to play in 

cognitive development (Mandler, 1984; Nelson, 1985). Bruner (1983) and Nelson 

(1985) both believe that it is in. the context of shared event knowledge that children are 

most likely to be successful in learning language. It has been found that 57% of the 

narratives produced by three to five year olds include an introduction and at least one 

event (Umiker-Sebeok, 1979). 

By the time children are around six years of age they are able to produce a "true narrative" 

(Applebee, 1978). Narrative production refers to the ability to '' .... construct a story that 

combines an appropriate setting with characters who react to a central problem through a 

sequence of events that move to a logical conclusion" (Galda, 1984 p105). Narrative 

development continues during the next few years and children learn to produce more 

complex narratives with an increasing number of episodes and an increasing ability to link 

the episodes together in more complex ways (Applebee, 1978; Peterson & McCabe, 

1983; Stein & Glenn, 1979). Bamber and Damrad-Frye (Cited in Crais & Lorch, 1994), 

have noted that by the age of about nine years most children can provide evaluative 

statements, while Westby (1992) found they complete episodes and provide detail. 

In order to be competent in a classroom, children must be able to cope with the language 

demands. They include adequate semantic, phonological and syntactic development as 

well as the ability to use language for a variety of specific functions (Halliday, 1978). 

These functions include: (a) relating socially to others while stating personal needs; (b) 

directing the actions of the self and others; (c) i,.iVing information; (d) reasoning.judging 

and predicting; and (e) imagining and projecting into non-cla~sroom situations. Although 

children may havt; acquired a wide range of the linguistic fonns used in oral language by 
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a young age, many more complex grammatical structures are required in fonnal 'school 

speech' as well as in reading and writing material used at school (Perera, 1984). 

If children experience difficulties in using language for any of these necessary functions 

they are likely to experience difficulty in a classroom setting (Staab. 1983). In some 

instances, the language demands of the classroom may be too high for children with 

nonnal language development. However, when particular children are experiencing 

difficulties not experienced by their peers, language disorders may exist. 

2 • 3 What are Lauguage Disorders? 

Tomblin (1983, pl43) has defined a language disorder as one " ... when the pattern of 

communicative perfonnance exhibited enables a clinician to predict continued deficits in 

language development and in the social, cognitive, educational or emotional developments 

which rely heavily on language skills." This definition emphasises the importance of 

normally developing language to enable an individual to function adequatdy, not only 

academically, but in order to pursue activities requiring social and emotional interactions. 

Bloom & Lahey ( 1978, p290) have defined language disorders as 

11 
..... any disruption in the learning or use of the conventional system of arbitrary signals 

used by persons in the environment as a code for representing ideas about the world for 

communication." They believe that children with language disorders have unique 

language development stages which are likely to cause difficulties in communication with 

children whose language is developing along the conventional continuum. The important 

aspect of this definition is its emphasis on the unique developmental pattern of language 

disordered individuals, suggesting that intervention needs to be specialized and carefully 

monitored for individual progress. 

A definition from American Speech and Hearing Association Quarterly (1980, p317) 

states that " ... A language disorder is the abnormal acquisition, comprehension or 

expression of spoken or written language. The disorder may involve all, one or some of 
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the phonologic, morphologic, semantic, syntactic or pragmatic components of the 

linguistic system. Individuals with language disorders frequently have problems in 

sentence processing or in abstracting information meaningfully for storage and retrieval 

from short and long tenn memory." 

Shames and Wiig (1982) believe that it is important to differentiate between children 

whose problems appear to be confined to language and those who have other 

characteristics, such as below average overall intellectual functioning. Although those 

children may be slow to acquire language, the features are often the same as normally 

developing children (Coggins, 1979), whereas children with disorders confined to the 

language area usually show a unique pattern of development (Shames & Wiig, 1982) and 

consequently require a programme designed by a specialist, experienced in catering for 

this atypical language pattern. Bishop & Edmundson (1987) carried out a longitudinal 

study in which they found that some children, who had been previonsly assessed and 

found to be language disordered, resolved their own communication a:mculties over a 

period of time. In a Language Development Centre, which only caters for language 

disordered children, children such as those involved in that particular study, are referred 

to as language delayed and would not fullfil the selection criteria. 

According to the Language Development Centres in Western Australia a language 

disorder is present when a child is experiencing difficulties with one or more areas of 

language, in the presence of normal intellectual functioning. These areas include 

comprehension, pragmatics, discourse, semantic organization, problem solving, 

metalinguistics, syntax, narrative and vocabulary (Box, Leitao & Wright, 1990). 

Early language disorders are demonstrated in a number of ways. Bernstein and 

Tiegennan(l991) note that children with language disorders are often disinterested in 

listening to stories, unable to follow the story, have difficulty following directions and, 

although often able to understand many nouns. verbs and prepositions, have word 

retrieval problems. Vogel (1975) has found that children with language disorders have 
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difficulty comprehending Wh questions (why, when, where, what, who), processing 

and using pronouns and possessives, pabsive constructions, relative clauses, negations, 

contractions and adjective transformations. 

Language disordered children are usually identified because their language is slow to 

emerge and develop. Although Leonard (1979) has found that their linguistic features are 

sometimes the same as those of younger, normally developing children, he has also noted 

that the relationship among these features in language disordered children is not always 

the same as that in normally developing children. An example of this can be seen by the 

fact that a normally developing child will begin to use the suffix "ing11 when his/her mean 

sentence length is two words. However, a child with a language disorder does not 

acquire this suffix at any fixed mean sentence length. In other words it varies from child 

to child. 

Brown (1975) has carried out research examining the syntactic development in children 

who are exhibiting normal patterns of language -development. He has found that the 

development does not depend on the chronological age of the child but on the mean length 

of his/her utterance. In other words, as the child says more, major linguistic changes take 

place. However, Bernstein and Tiegerman ( 1991) have adapted Brown's list and illduded 

an approximate age of mastery, which is a useful guide for those working with children 

experiencing difficulties with language. 

Table I. Order of emergence of 14 grammatical morphemes (Bernstein & Tiegerman, 
1991. Page 110) 

Grammatical Morphemes 

!. Present progressive verb ending-ing 

2. Preposition in 

3. Preposition on 
4. Plurals regular (-s) 
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Examples 

Mummy pushing 

Put in box 

Put on table 

More blocks 

Age of Mastery 
(in months) 

19-28 

27-30 

27-30 

24-33 



5. Past irregular verbs He went outside 25-46 

6. Possessive fonn ('s) Johnny1s car 26-40 

7. Uncontractible copula verb He was bad 27-39 

8. Articles a, the Give me a big one 28-46 
9. Past regular (-ed) He jumped 26-48 

10. Third person singular regular He cooks 26-46 

11. Third person singular irregular He has books 28-50 

12. Uncontractible auxillary verbs 

preceding another verb The boys are eating 29-48 

13. Contractible copula I1m good 29-49 

14. Contractible auxillary I'm eating 30-50 

---------------------------------------------------------------------------------------------------

Before it can be assumed that children are language disordered, they must undergo a 

thorough examination of their linguistic skills. In Western Australia. if speech 

pathologists plan to refer children to one of the Language Development Centres, the 

assessments will include syntax, narrative, metalinguistics, comprehension, 

pragmatics, cognitive uses of language, phonoh ... gy and problem solving. (For 

definition of terms see Operational Definitions, p.23.) These assessments are 

standard requirements for all referrals to the four Language Development Centres. 

2. 4 Educational Significance of F..ITective Narrative Production 

Current research suggests a correlation between language disorders, reading ability and 

academic success (Catts & Kamhi, 1986; Liberman, 1983; Shankweiler, Liberman, 

Mark, fowler & Fischer, 1979; Vcllutino, 1977). Language in children develops from an 

informal, oral communication to the more formal literacy skills required for education. 

During their first year at school, most children are beginning to establish literate use of 

language which forms an integral part of the education system. It is important that 

children reach a stage of conceptual thought that enables them t" manipulate language 

effectively for use in varying situations in the classroom. Children need to acquire skills 

to use literate language through reflecting on experiences and talking about events or 

concepts which they have not experienced. They musi learn tc. use more fonnal language 
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by manipulating language so as to produce effects of focus and emphasis, to learn to be 

succinct and coherent and to engage in increasing amounts of internal. mental use of 

language (Baker, 1990). 

As children develop their!anguage skills they begin to learn through language (Halliday, 

1978). Westby (1985) describes this as 'talking to learn'. Language in children develops 

from an informal, oral communication to the more formal literacy skills required for 

education. She believes that Language in children develops from an informal, oral 

communication to the more formal literacy skills required for education. Narratives also 

serve to bridge the gap between the language used at home and classroom language by 

introducing a more formal language structure to allow children to concentrate more on 

detail than form (Scott, 1989). Slackman, Hudson and Fivush (1986) believe that 

children need to understand event relations in order to be "freed to transform and 

manipulate event sequences by accessing knowledge about cause and effect 

contingencies" (p 68). Carrow-Woolfolk (1988) has found that, when speaking, children 

can concentrate on making stories more interesting if the structural components of the 

story (narrative structure) have been internalized. Stories are distinguished from other 

genres by their unique structural organization which is recognized by members of a 

shared culture. All cultures use language for narrative purposes (Westby, 1985), 

although the structure of the narrative may differ across different cultt.1res. (e.g., 

Chakravarti ( 1990) has found that the Aboriginal narrative style is different to that of the 

non-Aboriginal Australians.) Grimes (1975, 1978) has studied narratives in 25 countries 

and found that three properties are reflected in each. These properties are content 

(structure), cohesion (relationships between sentences) and staging (perspective). Once 

the text is re.!ognized as a story the recipient (listener or reader) uses certain expectations 

appropriate for the story function that guide comprehension and interpretation (Halliday, 

1976; Hasan, 1989). The knowledge of the structure allows the listeners to attend to the 

infonnation being presented, rather than the framework of the stories (Gordon & Braun, 
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1983). Children who fail to internalize the structure will therefore have greater difficulty 

in comprehending the infonnation contained in it. 

The development of narratives is a two way process in that individuals need previous 

knowledge in order to understand them, but may also gain knowledge from narratives 

which will assist in the organization of their world (Yoshinaga-Itano & Downey, 1986). 

Westby (1985) writes that narratives are used to dream, remember, anticipate, hope, 

despair, love, hate, believe, doubt, plan, construct, criticize, gossip and learn. She 

therefore hypothesises that if children are going to function adequately in the world and 

be able to interpret appropriately what they see and read, narrative ability is essential. 

Children with adequate oral narrative skills are able to tell jokes, debate issues, make 

friends, persuade, inform, express solidarity and clarify viewpoints (Preece, 1987; 

Stuart, 1992). Understanding the narrative structure is also an important skill when 

learning to read. 

When children begin formal education, they are expected to learn how to read. Reading 

and writing are important subject areas in schools and most modern education systems 

revolve around these modes of communication. There have been many studies carried out 

in an attempt to investigate whether there is a relationship between adults reading stories 

to children and the children1s literacy development (Durkin, 1966; Clay, 1967; Heath, 

1982; Teale & Sulzby, 1986). Wells (1986) believes that the story telling ability of 

children is largely determined by whether or no( they were involved in early literacy 

experiences (eg having stories read to them). Zubrick (1988) supports this theory and 

believes that children are natural story tellers if they have grown up with parents who 

have been described as being "school oriented" (Heath, 1982). This tenn refers to parents 

who regularly expose their children to the narrative structure through story books and 

discussion of these stories. Zubrick ( 1988) believes that the children of these 'school 

oriented' parents are directed, during the story reading sessions, to many activities which 

make the trans~tion to classroom literacy easier. The parents she describes are likely to 

41 

I 



encourage their children to become active participants in the stories and help them to 

recognize that pictures in books are related to the print. They are also likely to ask 

questions which enable their children to understand that reading has a purpose. These 

parents often praise children when they begin to "read" (using pictures to retell a familiar 

story or making up a story while l09king at a book) and encourage the introduction of 

characters, a formal beginning (Once upon a time), an initiating event and a closing 

statement. These pre school experiences enable children to make an easy transition to 

reading. It is believed that, although reading may stimulate children's receptive language, 

only those parents who question the children frequently during the story and encourage 

their children to assist in the story telling, will help them to master more complex 

expressive skills (DeBaryshe, 1993). On the other hand, some children begin school to 

find that the oral narrative skills expected of them are at variance with their homes. This 

may be due to cultural or familial differences (Heath, 1982). Children from homes which 

have these differences are likely to need support with oral language development in order 

to make the transition to reading. 

Children cannot be passive when learning to read. They must interact with the text in 

order to anticipate and hypothesise (Wiig,1982). Rummelhart (1984) advocates the 

schema theory to account for the process of learning to read. He believes all knowledge is 

packed into units, known as schemata. These units contain knowledge, as well as 

information about how this knowledge is used. In other words it is a theory of how a 

reader makes meaning from a text. It has been noted that children develop narrative ski11s 

when they are able to embed one schema within another (YoshinagaMltano & Downey, 

1986). A speaker uses his/her schema, or knowledge about the listener, or at least the 

cultural expectations of the listener, to lead him/her to the desired hypothesis. Authors do 

not spell out every detail in the text but expect the reader to use subtle clues which are 

woven into their writing. There are a number of researchers who have investigated 

aspects of the schema orientation and who view narrative acquisition a;; a consequence of 

general cognitive development. They have found narrative development to facilitate 
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summarization, recall and comprehension of fables and folk stories (Glenn, 1978; 

Kintsch, 1974; Mandler, 1982; Mandler, Scribner, Cole & DeForest, 1980; Stein & 

Glenn, 1979; Stein & Nezworski, 1978; Wimmer, 1980). It has been found that children 

as young as three years of age are able to operate with well organized schema events in 

their narrative structures (Fivush & Slackman, 1986; Slackman, Hudson & Fivush, 

1986). 

An educator who has written about the process of reading from a socio-cultural 

perspective, is Freebody (1992). He describes the process of learning to read, as one 

which involves various reader roles which are being able to break the code, use the text 

successfully, analyse the text and understanding the meaning and structure of the text. He 

believes the culture, language background and knowledge of the reader are important in 

the reading process. He also beiieves understanding the structure of the text is important. 

It is believed that the ability to use the knowledge of text or story structure is a necessary 

component when learning to read (Short & Ryan, 1984; Williams, l984a; Winograd, 

1984). 

Halliday and Hasan (1976) have developed a model of text coherence. In order to 

communicate a text's function, the speaker is obliged to use language in a very specific 

way, dictated by cultural consensus. Therefore, unless children are competent in the use 

of language and understand the narrative structure which most books are based upon, 

learning becomes an increasingly difficult process as they proceed through the education 

system. Other factors related to the structure of language have also been found to 

influence learning to read. For example, Tunmer ( 1990) has found that children require 

an early understanding of grammatical structure, along with knowledge of the sound 

system, to assist in the prediction of words when beginning to read. Many studies have 

been done on the link between learning to read and the development of various aspects of 

language, but as this research is concerned with narrative structure, these details will not 

be discussed. 
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The organizational structures that are required for narrative production are also necessary 

components for newstelling, reading and writing (Hedberg & Stoel-Gammon, 1986; 

Page & Stewart, 1985). Consequently, children without those organizational structures 

are likely to be disadvantaged in all of the fonner academic pursuits. Once a child bas 

mastered the skills of producing an oral narrative, the transition into written narratives is 

less difficult. Oral narratives must develop to a level which is relatively complex before 

competence in written narratives can be achieved. They can also be used to integrate oral 

and written language, and comprehension and expression (Carrow-Woolfolk, 1988) as 

well as providing a means of developing other aspects of language, including inference, 

cohesion, syntax, vocabulary and figurative language (Carrow-Woolfolk, 1988). 

According to a number of researchers, the level of narrative development is reflected in 

the literate language development in children and is an important fonn of discourse for 

school children. They have found that the language style which children and adults use 

when producing narratives relates to their level of literacy acquisition and school 

achievement (Michaels, J 981; Scallon & Scollon, 1980). Merrit and Lisles ( 1989) 

believe that oral narratives are a suitable base for analysing a variety of cognitive and 

linguistic skills which constitute complex language. They have found that narrative 

analyses reflect children's ability to use linguistic devices to give common meaning 

across sentences, general organization of content and the ability to interact to construct a 

joint narrative. It has been argued that narrative development, as measured by a story 

telling task, is the language area most capable of predicting school success in 4 year old 

children with language disorders (Bishop & Edmundson, 1987). Similarly, it has been 

shown to be a good predictor of later academic performance of children with nonnally 

developing language skills (Crais & Lorch, 1994). 

Features which are specific to narratives include the expression of extended or elaborated 

verbal units of information, introductory and closing statements, orderly presentation of 
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events that lead to a logical resolution and expectations that the listener take a relatively 

passive role (Roth & Spekman, 1986). Stein and Glenn (1979) describe an internal 

structure in narratives which consists of a specified set of story grammar rules which 

include a number of story components and the devices which link the components 

together. Stein and Glenn (1979) state that the internal structure of a narrative is a fonn 

that guarantees the full understanding of the story. They have divided the episode 

structure into three essential components: a goal, an attempt at the goars attainment and 

the consequence or resolution of this attempt. These components are all essential because 

of their relational nature. For example, if the attempt is not described explicitly, it is 

difficult to identify a following statement as a consequence. Stein and Glenn believe that, 

because of the relationship between the statements, they are more than a series of causally 

or temporally connected statements, but they are complete units or schemata. 

Research which has investigated the narrative structures of children with language 

disorders has revealed that they have less words and fewer different words than children 

with normally developing language (Newcomer, Barenbaum & Nodine, 1988; Strong & 

Shaver, 1991). They also include fewer story grammar components (Kelab-Aker & 

Kelty, 1990; Merritt & Liles, 1987). Merritt and Liles (1987) found that they include 

fewer complete episodes and Liles ( 1985) noted that children with language disorders 

have more incomplete cohesive ties (eg linking sentences with 'and' and 'but'). 

Applebee (1978) is well known for his narrative research and speech pathologists in 

Western Australia make use of his stages (See p.48) when assessing children's narrative 

ability. He has written about the stages of narrative and the effect of literature, or stories, 

on our lives. He believes that exposure to the narrative structure, through literature, 

affects children in three areas. 

(i) It affects the way in which the listeners, or readers, perceive the relationship between 

the experience in the story and their own lives. 
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(ii) It affects the extent to which the techniques and conventions of literary form are 

mastered. 

(iii) It affects the complexity of the experiences which listeners or readers are able to 

master (both real and literary). 

In Australian schools, children are frequently require,d to produce oral narratives to 

describe, explain and interpret events. If they are unable to do this, they are unable to 

reflect the degree of mastery of academic material (Crais & Lorch, 1994). As the narrative 

structure is important in the educational framework, it is necessary to understand its 

structure and its components before attempting to assess them. Once the structure is 

understood, intervention strategies can be planned. 

2.S Story Grammar 

Bartlett ( 1932) was one of the first to propose that there are mental structures which are 

used to encode and retrieve information from stories. He believed that listeners 

transformed the information they heard, through a combination of blending, omissions 

and additions of new detail and that the transformation depended on the Iisteners1 past 

reactions and experiences. Although many investigators have verified Bartlett's claims 

(Bransford & McCarrell, 1974; Paris, 1975), they also believed that a model of story 

comprehension, formally defining the strategies, operations and schemas was necessary 

to study story memory. 

Rummelhart (1975) has developed a grammar which he believes represents a listent:r's, 

or processor's, internal organization of story material. Along with others, he believes that 

story narratives are joined together in predictable rule-governed ways with stable 

organizational patterns representing specific types of temporally and causally related 

information. These rules are known as story grammar and form a cognitively based 

framework, or "schema", that aids the speaker in generating a story and guides the 
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listener in the comprehension and retelling of stories (Mandler & Johnson, 1977; Stein & 

Glenn, 1979). 

· Stein & Glenn ( 1979) propose that stories have an internal structure or schema with the 

following elements which are defined below: 

1. Setting: introduces the main character(s) and provides the physical and temporal 

consequence. 

2. Series of Episcxles: each episode is an entire behavioural sequence and includes: 

(a) Initiating Event- causes the main character to act and may be an external event 

such as a natural occurrence or action or an internal event such as perception. 

(b) Internal Reaction - an emotional reaction to the initiating event. 

(c) Internal Plan - defines the character's strategies to effect change in the situation. 

( d) Action or Attempt - character's actions to resolve the problem (application of the 

plan). 

(e) Outcome or Consequences - refers to the result of the character's action or 

attempted action. 

(f) Ending or Reaction - refers to an emotional or evaluative response· by the,­

character concerning the preceding chain of events. 

Stein and Glenn carried out further studies to validate their theories about children's 

organization of story infonnation and found that when children are listening to or reading 

a story, they expect the infonnation to be presented in certain patterns, and attend to 

informational sequences to match these patterns. They also organize the incoming 

infonnation into similar patterns. Therefore, if children's knowledge of story structure is 

sound, they will be well equipped to understand stories they hear or read and better able 

to recount events and re-teH stories. It is believed that story grammar represents 

children's internal representation of what constitutes a story as well as being a guide to 

comprehension and recall (Mandler & Johnson, 1977; Stein & Glenn, 1979). 
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There are other Story Grammar models (Mandler & Johnson, 1977; Rummel hart, I 'fl5; 

Thorndyke, 1977). Although there is some variation in the terminology used they are 

very similar in tenns of their content and organization. 

It has been stated that the Story Grammar model is a more sensitive index than the model 

proposed by Applebee (Kemper, 1984). However, Applebee (l'fl8) developed a model 

which speech patJ,ologists in Western Australia consider to be appropriate for narrative 

analysis of children up to six years of age. 

2.6 Applebee's Narrative Stages 

Applebee outlines six stages of narrative development (Applebee, 1978). The stages are 

based on Vygotsky's ( 1962) stages of concept development and show the same general 

developmental order. A summary follows. 

Stage 1: Heaps is a pre-narrative structure where there is no organization among the 

elements of narration. This structure consists of labelling or describing. For example: 

Daddy eats tea 

And the boy likes bread 

/put hat on 

And I saw a dog in the park 

The cat ran so fast 

Stage 2: Sequences is also a pre-narrative structure where the story elements are related 

to the central character or event through concrete associations or perceptual bonds. There 

are •10 causal associations and the sequences of events do not necessarily relate directly to 

the theme. For example: 

The fierce dragon ate a man. And then he telephoned. He went to a shop and ate some 

chairs. He went in someone 1s house and ate the T. V .. Then he ate himself. 
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Stage 3: Primitive Narralive is the stage where there is a common theme yet no 

sequencing of ideas. Simple inferences must be made. For example: 

Panda Bear is so funny. I got himforapresenl and his face was so cute. When my toys 

are bad we make a cage and put them in. They run and jump in the house and they 

shouldn't because Daddy doesn't like it. He 'plains about the noise. I smack the toys. I 

don't like them to be bad anymore. 

Stage 4: Unfocussed Chain refers to the stage where events are sequenced, but lacking 

any central character or topic. During this stage, it is apparent that the child is beginning 

to see how one event can lead to another. For example 

Someone throw a rock at the doll and broke the doll's head right off. They didn't have 

any glue. You buy glue at the shop. In the morning they'll buy the glue. 

Stage 5: Focussed Chain is a structure where events are sequenced with the 

macrostructure of relating to a central theme, yet the beginning and end of narration do 

not relate/link. A feature of this stage is that the story ends abruptly. For ex.ample: 

John Brown was walking in the bush. Then he swimmed in the river to get to the other 

side. Then there was a boat to pick him up. Then he got to the other side. He went into 

the bush. The robbers came and got him. Then pretty soon he got loose. 

Stage 6: Narrative ( or True Narrative) represents the final stage of development, where 

the focussed chain is expanded upon by introducing causal relationships. One event 

develops from another and simultaneously includes new information. These stories often 

have a climax. Westby (1978) says that this stage represents a different world view from 

the other stages and is indicative of a change in children's cognitive organization from the 

pre-operational stage to the concrete operational stage. According to Applebee (1978), 

children developing "nonnally11 in language are capable of producing a True Narrative, 

orally, at approximately six years of age. For example: 
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Once there was a little girl and a pet cwg. The cwg was pretty naughty. He ran away from 

the littk girl and went a long way away. The little girl caught the dog with her hands. She 

put the dog down. The dog ranned away again. He came near the railway line. He 

stepped on it and the train ranned over him. But he was still alive. When the little girl got 

to the line she found the dog. She was happy. Her dog was still alive. 

2. 7 Language Intervention 

The literature examined to this point in the study shows that children who begin school 

with a language disorder, with particular emphasis in this review being placed on 

narrative difficulties, are at a disadvantage in a classroom where they are expected to tell 

news, read stories, describe events and report what they have learnt. All of these tasks 

require the use of the narrative structure. In the majority of cases, it is found that 

language disordered children have not learnt this structure without specialized 

intervention. In order to ensure that they are not educationally disadvantaged, it is 

important that intervention procedures are put in place in an attempt to assist them to 

overcome their problems. Bernstein & Tiegerman ( 1991) believe that the focus should be 

on providing the best services to meet the needs of the children within their families, in 

their schools and in their social contexts. 

When teachers or speech pathologists begin to plan an intervention model they need to be 

aware that the children in the group represent varied background:; and competencies 

(Crais & Lorch, 1994). Following are some ideas and intervention models which have 

been used to assist children with narrative disorders. 

2.8 Facilitating Narrative Development 

Narrative development as a means of language improvement can begin as early as Year 

One. Although the complexity of the story, the vocabulary and the number of story 

components used increases with increasing age, it is pOssible to teach the narrative 

structure to young school child,en (Kelcab-Aker & Swank. 1987). 
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The .first step in developing a pmr;ramme where narratives serve as a means of 

instruction is to develop children1s ability to tell stories (Carrow-Woolfolk, 1988). 

According to Westby ( 1984), the major categories from story grammar analysis (Stein & 

Glenn, 1979) are useful for providing scaffolding for narrative development (See p.47). 

These include a setting (the people involved, the time and place), an initiating event (what 

happened), an internal response (how the character felt about the initiating event), an 

internal plan (what they decide to do about the initiating event), attempts (what they do 

do), consequence (how the story turned out) and a formal ending. Wh~n teaching the 

structure of narratives children must be aware that they have a functional purpose such as 

newstelling, story writing and undertanding stories (Carrow-Woolfolk, 1988). 

2. 9 Components of a Language Intervention Programme 

Language intervention is a set of interactive procedures which allows children to 

discover, acquire and use new language behaviours. As language is important in order to 

enable individuals to make sense of the world, intervention is essential. 

When planning a language intervention programme it is necessary to look at the different 

models available and choose one most appropriate to the situation. Following are some 

strategies which are used for language intervention. 

Taenzer, Cermak & Hanlon (1981) and Fey (1986) believe that the most effective 

method of intervention is a totally naturalistic setting, where children interact naturally and 

each member of the group stimulates the others, can be effective in some situations. 

Children are able to imitate models of narrative discourse, which are encountered in the 

natural environment. Success with modelling procedures have been reported by Leonard 

(1975), Courtright & Courtright (1976, 1979) and Muma (1979). Some concern has been 

reported about this intervention model by professionals who believe that no amount of 

unstructured naturalistic stimulation would assist the development of forms that have not 
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)et been patterned through use in social interacti~ns or patterns that a child has not yet 

internalized (Carrow-Woolfolk, 1988). 

Other researchers (Cazden, 1983; Page & Stewart, 1985) have reported success when 

some structure is introduced. Intervention procedures have been used to incorporate 

interaction protocols between the language disordered child and the individuals in his/her 

environment in order to simulate a normal home setting during the early stages of child 

development. The specialist provides stimulation by introducing topics, toys or other 

stimulus and children are allowed to interact naturally. In this method the child's 

environment is manipulated so that child needs to ask, demand and question. The 

specialist may emphasise certain linguistic structures in a systematic way. Scaffolding is 

an intervention technique wit.h some structure introduced, usually a procedure where an 

adult assists a child with his/her oral language by asking questions to help the child 

organize and build on a story. When using this method with young children, the adult 

could ask who was in the story, where it happened and so on. Older children may be 

asked questions which lead them to include more sophisticated aspects such as 

motivations, internal responses and closings (Carrow-Woolfolk, 1988). Nelson (1993) 

believes that exposure is the most powerful intervention tool and that teacher modelled 

stories can be used to emphasise a particular element of narrative structure. It has been 

found that collaborative narration and group story telling based on shared experiences is 

an e!Tective intervention strategy. For this strategy to be effective, a high level of shared 

experiences is necessary about which a class constructs a narrative (Wallach & Miller, 

1988). This method encourages language disordered children to extend their utterances 

through providing more detail. Lewis, Duchan and Lubinski (1985) believe that children 

can be taught concepts of ov~rlapping event sequences or temporal relatedness by having 

children describe events that occur in real time. 

According to Ratner and Bruner (1978) an intervention programme has three major-

components: 
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1. It has a product goal in that it specifies a set of behavioural products that are 

deemed appropriate and needed by a given child or group of children. 

2. It also has a procedures component, specifying what activities and schedules will 

be used to facilitate the attainment of these content goals. 

3. Ao intervention has a context (i.e .• it has a milieu of physical. social and activity 

elements in which treatment goals are sought). 

According to these criteria the intial task is to set the goals and this can be done after tbe 

assessment procedures . 

The next tas.k is to determine which procedures would best facilitate the goals. Snyder­

McLean et al.(1984) suggest the use of Joint Action Routines as useful language 

intervention strategies both at home and at school. They define a joint action routine as­

" ... a ritualized interaction pattern, involving joint action, unified by a specific theme or 

goal, which follows a logical sequence, including a clear beginning point, and in which 

each participant plays a recognized role, with specific response expectancies that are 

essential to the successful completion of that sequence", 

Children are involved in routines from a very early age, such as waving goodbye to dad, 

saying goodnight to the family, bedtime stories and learning nursery rhymes (Carrow­

Woolfolk, 1988). Ratner and Bruner (1978) also stress the importance of routines 

because they assist children in language mastery in the following ways: (i) the semantic 

domain in which utterances are to be used is limited and it becomes familiar; (ii) a 

predictable task structure and sequence with clear boundaries are provided, which permit 

insertion of intelligible utterances; (iii) they encourage reversible role relationships 

between speaker and listener; and (iv) a playful atmosphere that allows children to 

separate or distance themselves from the task and therefore be ready to innovate, is 

provided. 
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If a Joint Action Routine is to be successful it must have the ability to interest and 

motivate the children, to contain a unifying theme, to limit and clearly define the roles 

involved and allow for role reversibility, to include predictable nonarbitrary sequences as 

well as sequences for tum taking, and to provide for planned repetition and controlled 

variation (Snyder-Mclean et al., 1984). Carrow-Woolfolk ( 1988) writes that routines are 

particularly useful in the early stages of language development, during which children 

need the scaffolding provided by the internalized language patterns associated with 

specific actions and things. They are also valuable for the development and expansion of 

syntax. After the age of five years it has been suggested that the use of deliberate 

rehearsal and organization may lead to improved recaII (Myers & Perlmutter, 1978). 

The third criterion is that the programme has a context. This supports the views of 

Lewis, Duchan and Lubinski (1985) who propose that children describe events in real 

time which could relate to personal experiences. They believe that an effective 

programme could include having children describe an event viewed on a video tape. 

Johnson ( 1985) has found that toys and props are useful for re-enacting dialogues. 

Modelling, scaffolding of narrative experiences and exposure to quality narratives are all 

factors \·:nich facilitate narrative development (Westby, 1985; Zubrick, 1988). These 

findings were all taken into consideration in the development of the Narrative Programme 

(Appendix I). 

Before developing any programme, students' current language levels must be known and 

desired student outcomes clearly stated. In this particular study, the Pre-LAT Narrative 

assessment profiles were considered in order to determine specific elements upon which 

to focus (Appendix III). These profiles showed that the students were all experiencing 

difficulty in providing listener orientation, particularly with the use of adverbials of place 

and adverbials of time. In addition to the information gained from the Pre-LAT profiles, 

classroom teachers at the LDC had reported that the students told confusing news stories 

54 



which failed to oriept the unfamiliar listener to where or when the events occurred. 

Consequently. it was decided that it would be of benefit to the Year 1 students to target 

adverbials of place and time as indicators of improvement. In the Pre-LAT assessment 

profiles. there was no evidtmce that any of the students understood causality. Research 

has shown that children should be able to connect occurences at approximately 3 years 

(Bernstein & Tiegerman, 1991). Consequently, it was considered that appropriate use of 

'because' should be measured as causality reflects a real understanding of text. Brown 

(1975) has found through his research, that an increase in the number of words used by 

children whose language skills are developing normally, leads to the use of more 

complex language. Teachers at the LDC had observed, through anecdotal records that 

this appeared to be so for the language disordered students at the LDC. For these 

reasons, it was decided that the number of words used would be an appropriate language 

aspect to measure. 

2 .9 Major Research Question 

Does the implementation of a structured narrative programme facilitate development of 

specific aspects of oral narrative? Specifically, does the total number of words, 

adverbials of place and time and appropriate use of 1because' increase in personal story 

telling? 
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CHAPTER 3 

METHOD 

3.1 Subjects 

The subjects were eight students, who turned six during the year in which the research 

was conducted and were in their first year at school. All the subjects had attended pre­

school the previous year on a part time basis (i.e., four half days per week). All of the 

subjects were identified as having language disorders. (See Operational Definitions, p. 

24). The subjects were all in Year One at a Language Development Centre and were all 

boys. There has been a predominance of boys referred to the LDC during the six years I 

have been teaching at the school, but there are usually at least two or three girls in each 

year. However, in 1993 all the Year One students were boys. For the purpose of this 

study the students have been given fictitious names to preserve their anonymity. 

3 .2 Design 

The study used a single subject research design to investigate the narrative development 

of the subjects. The design followed the ABAB format (baseline-experimental design­

baseline- experimental design) as outlined in Tawney & Gast ( 1984). This is the most 

frequently used design in single subject behaviour modification research (Kratoch"'ill, 

1978 cited by Tawney &Gast, 1984). It is a powerful measure of experimental change 

because of the repeated introduction and withdrawal of the intervention strategies 

(Tawney & Gast, 1984). It is a simple way of evaluating change. However, with Je:imed 

tasks students do not usually revert to their former state and usually retain some of the 

learned behaviours between treatments. 

Parametric and non-parametric, paired and unpaired tests were used to assess the 

statistical significance of the results presented. Where there was disagreement between 

parametric and non-parametric results the non-parametric result was accepted on the basis 

that the criteria for the use of parametric statistics (ie normal distribution, homogeneous 
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variance) were not met. Between treatment results of individual students were compared 

using Student's t-test and the non-parn_metric analogue, the Mann-Whitney U-test 

(Snedecor & Cochrane, 1977). Mean results of all eight students between treatments 

were compared using paired statistics. 

Table 2. Timeline of study components 

FEBRUARY, 1993 

AUGUST, 1993 

IVEEKS J-2 

WEEKS 3-4 

WEEKSS-6 

WEEKS 7-8 

3. 3 Instruments 

• Pre-LAT Assessment 

Pre-LAT 

JO Nl!WS TRANSCRJPTS 
FOR EACH SUBJECT 

NARRATIVE 
PROGRAMME 
COMMENCES 
JO NEWS TRANSCRIPTS 
FOR EACH SUBJECT. 

JONEWS TRANSCRJPTS 
FOR F.ACH SUBJECf 

NARRATIVE PROGRAMME 
RESUMES. 
10 NEWS TRANSCRJPTS FOR 
EACH SUBJECT 

• During the eight week programme, transcripts were taken by the researcher or observer. 

Tape recorders were not used as a number of the subjects have severe articulation 

problems. making it very difficult to understand after any time lapse. 

• After each session, the researcher filled in record sheets based on the transcripts. 

3. 4 Materials 

• Stepping stones required for Narrative Programme. These consisted of eight large, 

coloured cardboard cues with words and simple drawings. Each cue represented a step of 

the Narrative Programme (see 3.5.1.2 for detail). 

• Large, colourful posters relating to topics. 
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3. S Procedure 

3.5.1 Evaluation 

3.5.1.1 Pre-LAT Assessment 

The students involved in the research were assessed using the Pre-LAT, which 

confirmed that they were all experiencing difficulties with the narrative structure and 

provided a diagnostic tool to enable the researcher to determine what the main difficulties 

were. Although this test does not have standardized nonns, it has been used extensively 

in LDCs by Speech Pathologists, who have now published it. The test used for the 

purpose of this research is known as the Pre-LAT Narrative Assessment and was 

developed using the same components as the LAT, which has also been used extensively 

in LDCs. The LAT has been used with a wide sample of students in regular schools and 

speech pathologists are satisfied with !ts results. However, the LAT was found to be 

suitable for older students in Year T1vo or above. Consequently, the Pre-LAT was 

developed, providing an assessment tool for the Pre-school and Year One students. The 

story model consists of a temporal chain, with a setting followed by a sequence of events 

in a temporal sequence. There is some evidence of a reaction sequence in that the order of 

events is important, and there is evidence of a plan but there are no explicit causal 

relations between events. There is causality at a microstructure level, within sentences. 

This structure is based on research into age-appropriate narrative levels (Catts & Kahms, 

1986). 

Each student was tested individually. After ensuring that the student was at ease in the 

test situation, he/she was read a story, called 'At the Beach'. The student looked at the 

pictures in the book as the story was being read. The student was then asked to re-tell 

the story using the pictures in the book as a prompt. This story re-tell was transcribed by 

the researcher or the observer and analysed as prescribed according to the Pre-LAT 

instructions, based on Applebee's Stages and Stein & Glenn's Story Grammar. They 

were analysed according to the following story components: 

I. Traditional beginning 
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one day, once upon a time 

2. Setting: Introduction of characters 

Peter, Mary, Spot 

3. Setting: Time 

early nwrning 

4. Setting: Plan 

decide to go to the beach 

5. Setting: Action 

get dressed, pack bags 

6. Event I 

preparing picnic 

7. Event 2 

drive to the beach 

8. Event3 

arrive at beach and set up 

9. Event4 

ea/lunch 

10. EventS 

bury dad in .rand 

I J. Concluding Event 

raining, go home 

The first 11 events were analysed according to whether they were absent, partially 

marked but episode not clearly related, more fully marked but stil1 incomplete or literate 

in character- marked completely. as in story model or further elaborated. 

The following 12 components were analysed quantitatively with unusual features noted. 

12. Connectors 
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and, then, when, so, because 

13. Mental/ Cognitive Verb 

decided, wondered, think, thought, hope 

14. Adverbials of Time 

once upon a time, one morning, very early, straight away,flrst, after lt.mch 

15. Adverbials of Place 

to the beach, into the kitchen, into a lunchbox, into their big red car.for the beach, to the 

beach, in the shade, to the car, home 

16. Adverbials of Manner 

quickly, suddenly 

17. Modals 

might, would 

18. Adjectives (Noun phrase expansions) 

hot sunny day, beachbag, .'iome jam sandwiches, big red car, too hot, cold 

drink, very hungry, very tired 

19. Reference 

children, Peter, Mary, Spot, Mum, Dad, they, we, l, he,, me 

20. Tense 

Past 

Present 

Future 

21. Originality of Narrative 

Partialre-te//ing 

Basic Re-telling 

Some creative ideas added 

Elaborated and extended story 

·. 22. Literate features 

Direct speech 
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Repetition for emphasis 

Formal literate vocabulary 

, .. ·.,. 

The Pre-LAT Narrative results established each subject's narrative level before the 

commencement of a programme (See Appendix Ill for further detail). 

3.5.1.2 Research Programme 

During the research programme each student participated in a personal story telling 

exercise on 40 consecutive school days. Large, brightly coloured posters, which changed 

daily, provided the stimulation for the students. The topics represented by the posters 

were carefully selected to provide a range of common experiences in an attempt to ensure 

no students were disadvantaged by the topic selection. Some of the topics had been 

covered at school with associated outings. However if a topic had been covered at 

sch(\()l the students were not asked for news on that topic if it had been covered within 

the month before the study. The school association was never used in the introduction of 

a topic. For example, one of the stimulus pictures was a commercial picture of a zoo 

rather than a photo of the school excursion to the zoo. This was planned deliberately to 

enable students to draw on different experiences and to allow originality. 

Tape recorders were not used to record the narrative samples because a number of the 

students have severe articulation problems and, while it is possible to understand them in 

a one to one situation, it is difficult to transcribe accurately after any time lapse. In order 

to ensure reliability of the transcripts the researcher and assistant both transcribed the 

news told by the eight students during a class news session before the study commenced. 

There was 100% consistency in the transcriptions. This process was repeated at the 

beginning of Week 4 with the same result. Another factor designed to minimise 

extraneous influences was the postponement of the parent workshop on narrative, which 

is held during first term each year, until the study was completed. This was to ensure that 

the results observed could be attributed to the Narrative Programme and not influenced 
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by parents who bad attended the Narrative Workshop and begun a home programme 

based on information gained from it. 

WEEKS I and2 

On each of the first ten days the subjects were taken individually into a room where the 

tester and another staff member were waiting. The subjects were shown a different 

stimulus poster on each occasion. They were allowed approximately two minutes to look 

at the picture and then given the following instructions: 11 We would like you to tell us a 

news story about the picture. It can be a story about something you have done or a 

"pretend" story. l1m going to listen to your story and Mrs ...... is going to write your 

story down so that we can read it again. Tell us as much as you can." During the 

newstelling, one adult would listen, showing interest at all times. The other adult 

transcribed each student's news while sitting in a comer of the room where it was less 

distracting for the student (Procedure 1). 

The topics for the first ten newstelling sessions were as follows and in this order: 

I. Zoo 

2. Underwater World 

3. A Suburban House 

4. A Fire Station 

5. A Shopping Centre 

6. A Fair 

7. A Birthday Party 

8. Rottnest Island 

9. A Family Eating A Meal 

10. Sci-Tech 

WEEKS3and4 
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During lhe following fortnight the students were introduced to the Narrative Programme. 

This consisted of te'l 30 minute sessions. The programme is repetitious and involves a 

consistent routine (See Appendix I for details). lo order to have optimal impact on 

development it incorporates a number of interchangeable roles. The topic for this 

fortnight was 'The Circus'. Students were told that the narrative steps were taught to help 

them to tell a story and to help other people understand that story. They were told that 

each step is a special part of the story and that if any of them are left out, the listener will 

not understand the story. The steps were then placed on the floor. Each step was a 

colourful clown head with words and symbols on it. 

Step 1 

Step2 

Step3 

Step4 

Step5 

Step6 

Step? 

Step8 

Introduction (Good Morning, Good Afternoon etc) 

My story is about ...... (the circus, the clowns etc) 

Day (picture of calendar) 

Time (illustration of a clock) 

Who (illustrations of circus people, circus animals and other people) 

What ( illustrations of people, animals etc in action) 

I thought. ..... (illustration of people with different expressions eg 

happy,sad) 

Because 

The researcher then modelled a story using the steps. 

STEP I: Good morning. 

STEP 2: My story is about the circus. 

STEP 3: On Friday ....... 

STEP 4: In the afternoon, ....... 

STEP 5: Mum and ! ........ 

STEP 6: Went to the circus and saw lions and clowns. 

STEP 7: I thought it was exciting ......... 

STEP 8: Because the lion was growling. 
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The students were then asked who could remember the story and a child was chosen to 

re-tell it. Each child was then walked though the steps trying to re-tell the researcher's 

story. The students were prompted if any confusion or hesitation was shown. On Day 2 

the researcher modelled a new story, still based on the circus theme and two students 

were chosen to re-tell it. The students were then asked to make up their own stories using 

the steps and were prompted if there was any hesitation or confusion. Throughout the ten 

sessions the circus theme was discussed. This procedure continued for the ten days. By 

Session IO all the students were able to walk along the steps by themselves, although 

some required occasional prompting. 

At the end of each 30 minute narrative session, the students were allowed to engage in 

supervised free play in the library, using jigsaws and construction sets. The researcher 

spoke to the students before the end of the tenth narrative session and said, "l really 

enjoyed listening to your news stories last week and I would like you to tell me some 

more." The students were then taken individually to another room where the researcher 

and transcriber were waiting. The procedure which followed was the same as Procedure 

I, using new stimulus pictures as follows: 

I. A Father Cooking with his Children 

2. Children Playing in a Playground 

3. Children Swimming in a Swimming Pool 

4. A Family Driving in a Car 

5. Museum Poster 

6. A Child Holding a Puppy 

7. A Winter Scene 

8. Children on a School Bus 

9. Dentist and Child Patient 

10. Best Friends 
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Students were not given any specific feedback after each news session. However, after 

each news telling session the researcher said something positive to each student such as, 

"Thank you for telling me such an interesting story" (Procedure 2). 

WEEKS5and6 

During the next ten sessions students were asked to tell news again using Procedure 1. 

There were no Narrative sessions preceding the news. The following stimulus pictures 

were used: 

I. A Family having a Picnic 

2. Boys Playing Football 

3. Children Watching Television 

4. Mother Holding a Baby 

5. Teacher Teaching a Class 

6. A Fannyard Scene 

7. Children Involved in an Argument 

8. Father Reading a Bedtime Story 

9. A Child in Hospital 

10. Dining in a Restaurant 

WEEKS7and8 

In the following ten sessions the student,;, were once again involved in the structured 

Narrative Programme using the same steps as in the first ten Narrative sessions which is 

referred to as Procedure 2. The topic used for these ten sessions was "The Beach". 

During these sessions the Day and Time steps were placed alongside each other. This 

was done as an incidental teaching point because the researcher had noticed the 

emergence of a very stilted pattern of "On Friday in the morning". The students did not 

appear to understand that it was also appropriate to use "Yesterday morning", "On 

Saturday night" and so on. The researcher decided that the time section may have been 

taught in a stilted way and that it was necessary to change it. Before the Narrative session 
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the students had a minute participating in a nbrainstonning" session thinking of different 

ways they could describe the Day and Time segment. The researcher modelled a story, 

STEP I: Good morning. 

STEP 2: My story is about the beach. 

STEP 3: On Sunday morning ....... 

STEP 4: My family and 1. ..... 

STEP 5: Went to the beach and had a swim. After the swim we ate our lunch and then we 

went home. 

STEP 6: I thought it was fun ...... 

STEP7: Because we played chasey in the water. 

Students were told that it was better to say "On Sunday morning" than "On Sunday in the 

moming11 because that's how grown ups speak. 

During the next ten sessions the students were given verbal praise for using "because" 

appropriately. At the end of Session 3 during this phase, five minutes was spent at the 

end of the Narrative session to model appropriate ways of using "because". Students 

were then encouraged to correct the researcher when 11because 11 was used inappropriately. 

Examples given included 'I thought it was boring because I love going to the beach' and 

'I thought it was great because it was great'. Students were also given a lot of verbal 

praise if they remembered to join the Day and Time together. If students used adverbials 

of time such as 1a long time ago1, 'this afternoon' or 'on the holidays\ they- were also 

praised. 

At the end of each narrative session during Weeks 7 anJ. 8, five minutes was spent 

providing children with feedback about their stories. The researcher made positive 

comments about anything original that was included, like the use of adjectives and 

'grown up words'. Comments included telling students the researcher would be very 

pleased if anyone could use such exciting words during the next session. At the end of 

66 



·, -~; ::, 

each of these tell sessions the students were taken to the library and asked to tell the 

researcher some news. The stimulus pictures used for these sessions were as follows: 

I. Children Running in a Race 

2. A Policeman 

3. Children Breaking Up for School Holidays 

4. Children having Cooking Lessons 

5. Christmas Tree and Children 

6. Children Painting with Easels 

7. A Crowded Movie Theatre 

8. A Pet Shop Window 

9. Wharf Scene with Ships, Trains and Buses 

10. People having a Haircut in a Barber Shop 

3. 6 Data Collection 

During each news session the researcher or the independent observer transcribed each_ 

student's news story. Following every session a chart was filled in recording: 

(i) number of words in each utterance 

(ii) use of adverbials of place 

(iii) use of adverbials of time 

(iv) use of 'because' as a connector (both appropriate and inappropriate use). 

When a student used a more mature adverbial of time (eg "On Sunday morning" rather, 

than "On Sunday in the morning") he/she scored 3 instead of 2 points. Although "Once 

upon a time11 could be considered to be a formal introduction rather than an adverbial of 

time, for the purpose of this study it was scored as an adverbial of time in order to 

provide consistency with the Pre-LAT scoring procedure. 

In the following chapter a discussion of each student, including graphs showing their 

progress in the number of words used, adverbials of place, adverbials of time aod 

appropriate use of 'because' will precede a discussion of the group results. Trend lines 
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were determined least square linear regression analysis (Snedecor & Cochran, 1978). 

They were included to demonstrate visually overall progress for each child and were 

calculated for each set of data. They do not have any statistical significance. In some 

cases a trend line provides a general indication of progress made but in other situations, 

as will be shown, it is an inadequate representation. Weeks I and 2 will be referred to as 

Fortnight I, Weeks 3 and4 as Fortnight 2, Weeks 5 and 6 as Fortnight 3 and Weeks 7 

and 8 as Fortnight 4 for the purpose of discussion. 
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CHAPTER 4. 

RESULTS AND DISCUSSION 

4. 1 Introduction 

This study was a First Case Study approach (Tawney & Gast, 1984). Each student's 

results will be presented and discussed separately and, in order to establish the student's 

level of narrative development prior to the introduction (..f the Narrative Programme, a 

brief outline of his Pre-LAT assessment will precede discussion about the results scored 

during the programme. The Pre-LAT differs from the original, personal stories 

(newstelling) used for the transcripts, in that it is a story re-tell. Consequently, a direct 

comparison cannot be made. Although it is difficult for students with language disorders 

to find the literate language (see Operational Definitions, p.23) with which to re-tell a 

story, in some respects it is easier than newstelling. When the story to be used for the 

story re-tell is read to the students, they are exposed to the narrative structure, introduced 

to the characters, given infonnation about where and when the events took place, told 

why certain events occurred (causality) and given a conclusion. They are also prompted 

with pictures from the book and given verbal prompts if required during the re-tell (e.g., 

Can you tell me what happened next?). During newstelling however, students are 

expected to relate a personal story with no prompts. They must organize the structure 

internally as well as providing the detail about who was involved and where, when and 

why events occurred. It would therefore be expected that students would be likely to use 

more words, ~ore adverbials of place and time and be more aware of causality in a story 

re-tell than they w~uld be in personal newstelling. Merritt and Liles (1987) have found 

that story re-telling tasks do result in a longer story than a personal story generation task. 

Although it is difficult to compare a story re-tell with a personal news story, each 

student's Pre-LAT results are included as an indication of the narrative stages at which the 

students began the programme. At the beginning of the Narrative Programme, all the 

students were at narrative stages well below the average for their ages (according to 

AppJebee's Stages which are used by speech pathologists in Western Australia). During 
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the discussion Adverbials of Place will be referred to as APs and Adverbials of Time will 

be referred to as ATs. Following this discussion, a graph of the group's progress during 

the study will precede discussion of the increases made by the whole group and 

comparing and contrasting students' individual increases. For additional information 

regarding the students' transcripts, refer to Appendix II. 

4.2 Discussion of Evan S's results 

Pre-LAT: 

Evan S began his story re-tell with a traditional beginning and introduced 2 of the 5 

characters from the story. A few APs were used. He gave no indication of the times 

involved in the story even though a number of A Ts were in the story and a necessary 

component for listener comprehension. Although there was some causality Evan S failed 

to include it in his re-tell. Evan S was placed at the Sequence Stage of Narrative 

development as a result of his Pre-LAT assessment. 

NUMBER OF WORDS 

During the first fortnight Evan S averaged 18.7 words per session (Fig.la). He gave little 

information apart from a brief 1picture description1 of the event. eg "I saw a eagle and a 

snake and a baby elephant. .. "(see Appendix II; i-iii). The transcripts usually consisted 

of 1 or 2 sentences and the only cohesive device used was the connector 1and1
• He did 

not introduce his stories apart from some use of 1Good morning' and the stories were 

predominantly egocentric. Very few characters were introduced apart from the occasional 

mention of family members. During the second fortnight, after the introduction of the 

Narrative Pre-gramme, Evan S showed a marked increase in the number of words he used 

with word usage increasing to a mean of 51.7 words per session. On 4 occasions he 

introduced the story with 11 My story's about .. " which was taken directly from the 

programme (see Appendix II; iv-vii). He began one of his stories with 11A long time ago11 

which was one of the terms introduced in a 'brainstorming' session when the "When" 

step was being introduced. Evan S also introduced a number of characters into his stories 

during the second fortnight, including his nanna, a neighbour, a friend, a teacher, a boy 
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in bis class, a lady, a dentist and his sister. On one occasion he confused the listener with 

the use of pronouns without referents. eg "We put the ball and we done this ... " During 

the third fortnight Evan S increased his word usage to a mean of 54.6 words per session, 

which was only a slight increase compared to the previous changes. He continued to 

introduce a variety of characters including family members, friends and teachers. He 

began 7 of his stories with 11My story is about ... " (see Appendix II; iv-vii). During the 

fourth and last fortnight the mean number of words used per session by Evan S decreased 

slightly to a mean of 513 words per session. He introduced every story with 11My story 

is about. ... 11 and introduced the same variation of characters (see Appendix II; xiii-xvii). 

Evan S's number of words increased considerably during the study as indicated by the 

trend line. 
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Figure la: The number of words per session recorded during 
successive narrative transcript sessions for Evan S. 

ADVERBIALS OF PLACE 

40 

During the first fortnight Evan S did not always let th't ii~tener know 'where' the event 

took place and APs averaged 1.2 per session (Fig.lb). There ;~as an increase in the 

second fortnight with a mean of 2.6 per session. He used phrases such a~ "over the 

park", "through the hoop11 and "in our car". In the third fortnight APs were less evident 

decreasing to a mean of 2.2 per session. During the fourth fortnight there was a further 

decrease to a mean of 1.6 per session. Although Evan S made some increase in the usage 
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Figure le: The number of adverbials of time per session recorded 
during successive narrative transcript sessions for Evan S. 

r 

40 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

Evan S failed to demonstrate use of a concluding statement to complete his stories in the 

first fortnight (Fig.Id). On 2 occasions he concluded with the following statements: "I 

don't know anything else" and 111 don1t any more 11 indicating a certain discomfort about 

how to finish. On one occasion he ended his story with "Thankyou for listen". Evan S 

began to use concluding statements during the second fortnight. For the first week he 

continued to finish his stories with statements like "That's all". However, during the 

second week of the second fortnight he began using the feeling step taken directly from 

the Narrative Programme and saying things like, 111 thought the bus was good because it 

brings me to school and home". Although Evan S failed to demonstrate use of 'because' 

during the first fortnight, in the second fortnight he had a mean usage of 0.5 per session 

indicating some understanding of causality. During the third fortnight, Evan S increased 

his usage to a mean of 0.9 per session when he concluded his stories with appropriate 

feeling statements followed by causality. These included some original words such as, 111 

like cartoons because I like characters" and "I think it's a bad story because there 

meanies in it11
• During the fourth fortnight Evan S concluded all his stories with 

variations on "I think it was good because I like ships". He did not demonsrate 

originality in that he invariably used 111 think it was good 11 and his mean usage per session 
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of APs between sessions 10 and 20, these gains were not consistent and this is shown by 

the trend line which indicates little change. 
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Figure 1 b: The number of adverbials of place per session recorded 
during successive narrative transcript sessions for Evan S. 

ADVERBIALS OFTIME 

40 

Adverbials of Time were not used at all by Evan S during the first fortnight (Fig.le). He 

failed to establish when these events took place. However, during the second fortnight he 

had a mean of 0.5 A Ts per session. On one occasion he said "sometimes". During the 

third fortnight there was a considerable increase when Evan Shad a mean of 1.8 A Ts per 

session Although his use of A Ts decreased slightly in the fourth fortnight, to a mean of 

1.6 per session, Evan S used them in all of his stories. Examples include "On Tuesday", 

11A long time ago" and "On a school day". During this fortnight, one of the teaching 

points had been aimed at encouraging the children to combine the 2 time steps (Day and 

Time) and Evan S did this on 2 occasions with "On Tuesday afternoon .. " The trend line 

provides a reasonable indication of the steady progress made by Evan S in increasing his 

usage of ATs. 
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increased to I. Evan S showed a considerable increase in his appropriate usage of 

'because' as indicated by the trend line. Evan S's narrative generation during the first 

fortnight demonstrates no knowledge of the 'frame' or structure of a story. He did not, 

on most occasions, provide a temporal, physical or spatial context for the narrative . 
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Figure ld: The number of times 'because' was used appropriately per 
session recorded during successive narrative transcript sessions for 
Evan s. 

Table 3: OVERALL PROORESS OF EVANS 

Fortnight Mean number Mean.number Meannwnbcr Mean nwnbcr 
of'Words' of Adverbials of Adveroials or appropriate 

of Place of Time US("3 of 'Because' 

I 18.7 1.2 0.0 0.0 
2 51.7 2.6 0.5 o .. 6 

Change 1-2(%) 176.0 

3 54.6 2.2 1.8 0.9 
Change 2-3 (%) 6.0 

4 51.3 1.6 1.6 1.0 
Change3-4(%) -6.0 

OVeraJI Change 
1-4(%) 174.0 
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In assessing the communicliltive function of the narrative, Evan S did not provide 

sufficient factual information• and elaboration of unfamiliar aspects of the script for 

listener comprehension before commencing the Narrative Programme. He was not 

sensitive to the listener. However, by the fourth fortnight he always provided a temporal 

context for the narrative and in most of the stories some physical and/or spatial context 

was provided. In assessing the communicative function of the narrative, Evan S provided 

an increasing amount of factual information and some elaboration of unfamiliar aspects of 

the script for listener comprehension during the fourth fortnight and was becoming more 

sensitive to the listener. Evan S increased his word usage considerably as soon as the 

Narrative Programme was introduced, suggesting that the structure made him feel more 

confident about telling a story. After the initial increase he showed little further change in 

the number of words, but continued to use approximately the same number. There was 

also a considerable change in the APs as soon as the programme was introduced. 

However, once he begc:1n to use A Ts, the use of APs began to decrease. By the end of the 

Programme Evan S was only using slightly more APs than before commencing it. Use of 

ATs increased steadily and the increase was maintained. Evan S showed a sharp increase 

in his appropriate usage of 'because' which he maintained. 

4.3 Discussion of Sam T's re.,ults 

Pre-lAT: 

Sam T did not introduce his story and introduced 3 of the 5 characters from the story. 

Very few APs were used and this caused some confusion for the listener. He only used 1 

AT. AJthough there was some causality in the story Sam T did not include it. Sam Twas 

placed at the Sequence Stage of Narrative development as a result of his Pre-LAT 

assessment. 

NUMBER OF WORDS 

During the first fortnight Sam Thad a mean of 18.6 words per session (Fig.2a). He gave 

little information apart from a brief 'picture description' of the event (e.g., 11 1 saw a big, 

long snake and a crocodile .... ", see Appendix II; i-iii). The transcripts usually consisted 
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of 1 or 2 sentences and the only cohesive device used was the connector 'and'. He did 

not introduce his stories apart from some use of 'Good morning'. On one occasion he 

began with "Good morning girls and boys" when only 2 female adults were listening, 

which may indicate a lack of understanding of newstelling routines in the classroom. His 

stories were predominantly egocentric. No other characters were introduced apart from 

the occasional mention of his mother. During the second fortnight Sam Thad a mean of 

28.6 words per session. which was a marked increase. On 8 occasions he b~gan his 

story with 11My story aboutn which he had taken directly from the Narrative Programme 

(except that he left out "is"). He increased the number of sentences he used to 

approximately 3 and began to include new characters, particularly school friends. The 

stories often failed to make sense (e.g., "On Friday in the morning. bread and toast", see 

Appendix II; iv-vii). During the third fortnight Sam T increased his mean number of 

words per session to 32.5. He began all his stories with "My story is about...", He 

introduced family members, teachers and an occasional friend into the stories. The stories 

could usually be understood by the listener, although sometimes they included inaccurate 

information. (e.g., " .. .I was sick. I had a baby.") He sometimes introduced a topic and 

then gave irrelevant infonnation (e.g., 11My story's about swimming. On Friday in the 

morning Mark and me we found our tractors", see Appendix II; viii-xiii). During the 

fourth fortnight Sam T increased his mean number of words per session to 47.8. This 

represents a bigger increase than between the previous 2 fortnights. His range of 

characters continued to include family, teachers, friends and pets. He introduced every 

story with "My story is about .. , 11. He still regularly said " .. .I found out11 even though this 

statement had never been used in any context for about 4 weeks. His stories began to 

make more sense in that he introduced a topic and provided infonnation about it, although 

some aspects of his stories confused the listener. They included" .. .I we thought I did the 

chair race and I came second .. ." and ". ... the man and I the policeman caught a robber11 

(see Appendix II; xiii-xvii). The trend line provides a good indication of the progress 

made. 
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Figure 2a: The number of words per session recorded during 
successive narrative transcript sessions for Sam T. 

ADVERBIALS OF PLACE 

40 

During the first fortnight Sam T did not always let the listener know 'where1 the event 

took place (Fig.2b). The mean number of APs per session was 0.7. However, during the 

second fortnight there was a decrease to a mean number of 0.3 APs per session. It is 

interesting to note that Sam T consistently used the phrase "I found out.." which made it 

difficult to use APs. He picked up that phrase during one of the 'brainstonning' sessions 

when it was suggested as an alternative. He increased his use of APs during the third 

fortnight to a mean of 0.6 per session. However, he continued to use the phrase "I found 

out. . .t' most of the time. His APs increased slightly to a mean of 0.7 per session during 

the fourth fortnight. As indicated by the trend line Sam T showed little overall 

improvement in his use of APs. 
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Trend line 

40 

recorded during successive narrative transcript sessions for Sam T. 

ADVERBIALS OF TIME 

During the first fortnight Sam T did not establish when these events took place (Fig.2c). 

ATs were not used at all. During the second fortnight on 7 occasions he used phrases 

such as "On Saturday in the morning .... " and on one occasion he said "On the weekend" 

which was an original idea. His usage increased to a mean of 1.3 per session. During the 

third fortnight A Ts increased to a mean of 2 per session. He included variations of the 

phrase "On Friday in the morning ..... " in every story. During the fourth fortnight A Ts 

decreased slightly from 2.0 to a mean of 1.9 per session. As indicated by the trend line 

Sam T showed a considerable increase in the number of ATs used during the study. 
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Figure 2c: The number of adverbials of time per session recorded 
during successive narrative transcript sessions for Sam T. 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

40 

During the first fortnight, Sam T did not use concluding statements at the end of his 

stories (Fig.2d). On 3 occasions he concluded with variations on 11Thankyou listening my 

news" and on one occasion he said "That's all". During the first week of the second 

fortnight, Sam T concluded his story with a variation on the statement "I thought it was 

great fun" on 4 occasions. In the second week of the second fortnight he began to use 

'because' even though it was sometimes inappropriate, suggesting a lack of 

understanding of causality.(e.g., 11 1 thought it will be great fun because it scarey 11
.) 

However, on a few occasions it was used appropriately. During the third fortnight, Sam 

T concluded every story with a feeling statement followed by the use of 'because' but 

they all were inappropriate. They included these sentences: "I thought it be great because 

it was good 11, "My friends feel sad because it was good". and "I thought it was great fun 

because it was good nice". He had learnt the structure but it had no meaning for him. 

During the fourth fortnight the treatment concentrated on appropriate use of 'because' and 

after 2 inappropriate attempts Sam T appeared to understand what it meant. Although his 

attempts were sometimes clumsy (e.g., "I thought it wasn't good because I don't like 

stitches") they made sense. In the fourth fortnight Sam T had a mean number of 

appropriate uses of 'because' of 0.7 per session. The trend line on this occasion indicates 

steady development, but in fact Sam T appeared to have no understanding and showed no 

79 



-
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Figure 2d: The mean number of times 'because' was used appropriately 
per session recorded during successive narrative transcript sessions for 
Sam T. 

Table 4: OVERALL PROORESS OF SAM T 

Fortnight Mean number Mean nwnbcr Mean number Mean number 
of'Words' of Adverbials of Adverbials of appropriate 

of Place of Time uses of 'Because' 

1 18.6 0.7 0.0 0.0 
2 28.6 0.3 1.3 0.0 

Change 1-2 (%) 54.0 

3 32.S 0.6 2.0 0.0 
Change 2-3 (%) 14.0 

4 47.8 0.7 1.9 0.7 
Change 3-4 (%) 47.0 

Overall Change 
1'4(%) 157.0 

Sam T's narrative generation during the first fortnight demonstrates no knowledge of the 

'frame' or strocture of a story. He did not, on most occasions, to provide a temporal, 

physical or spatial context for the narrative. In assessing the communicative function of 

·· tlie.narrative, Sam T failed to provide snllicient factual information and elaboration of 
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unfamiliar aspects of the script for listener comprehension. He was not sensitive to the 

listener. However, during the fourth fortnight Sam T demonstrated an increasing 

knowledge of the structure of a story and an increasing understanding. He consistently 

provided a temporal context for the narrative and some spatial context. His provision of a 

physical context was still limited. In assessing the communicative function of the 

narrative, by the conclusion of the study, Sam T still provided little factual infonnation 

and little elaboration of unfamiliar aspects of the script for listener comprehension. He 

was, however, developing some sensitivity to the listener. 

Sam T's word usage increased steadily once the Narrative Programme commenced with 

the biggest increases occuring in the 2 fortnights during which the programme was 

running. Sam T was one of the few students who used APs before the Narrative 

Programme was introduced. His usage decreased once the programme began and then he 

slowly reintroduced them. However, his overall number at the completion of the 

programme only equalled that of the initial fortnight. It appears that this happened because 

Sam T got stuck on one statement that was introduced in one of the brainstorming 

sessions. That statement was 111 found out that .... " (see Appendix II) and when used, it 

precluded the use of APs. It was very difficult to redirect him. His A Ts, which were not 

evident before the Narrative Programme began, increased steadily during the study. It 

appeared that Sam T understood the importance of alerting the listener to when the event 

took place by the end of the study. Sam T began using 'because' inappropriately as soon 

as it was introduced into the programme. However, it was not until the fourth fortnight, 

when a lot of teaching time was devoted to the appropriate use of 1because' that he began 

to use it appropriately. There was still some inappropriate use in the final fortnight but 

this was decreasing. 

4.4 Discussion of Rob B's results 

Pre-IAT: 
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Rob B did not introduce his story and eventually introduced 3 of the 5 characters from the 

story. Only 2 APs were used and this caused some confusion for the listener. He didn't 

use any ATs. Although there was some causality in the story Rob B failed to include it. 

Rob B was placed at the Sequence Stage of Narrative development as a result of his Pre-

LAT assessment. 

NUMBER OF WORDS 

During the first fortnight Rob B averaged 33 words per session (Fig.3a). He gave more 

infonnation than the previous students during the first fortnight and usually included an 

action statement as well as a 'picture description' of the event (e.g., 111 saw a crab and T 

swam in the water", see Appendix II; i-iii). The transcripts usually consisted of 1 or 2 

s~ntences which were often quite long. The only cohesive device which was used was the 

connector 'and'. He used the greatest number of words of any of the students in 

Fortnight 1. He did not not introduce his stories apart from some use of 'Good morning'. 

On one occasion he began with "Good morning girls and boys" when only 2 female 

adults were listening, which indicated a lack of understanding of newstelling routines in 

the classroom. His stories were also predominantly egocentric. No other characters, apart 

from himself, were introduced except for the occasional mention of his family and on one 

occasion he named some of his classmates. During the second fortnight Rob B increased 

his mean number of words per session to 47.5. On 8 occasions during this fortnight he 

introduced his story with variations on "My story is about dinosaurs" taken directly from 

the Narrative Programme. He still failed to introduce many characters apart from the 

occasional mention of a friend and/or family member (see Appendix II; iv-vii). During the 

third fortnight Rob B's word average decreased slightly to a mean of 47.4 per session. 

He introduced more characters including friends, family and teachers. He consistently 

introduced his stories with "My story is about ... " (see Appendix II; viii-xiii). Rob B's 

word average decreased again in the fourth fortnight to a mean of 41.8 per session. 

However, he did use some more complex language (e.g., "I run fast than Scott", "no 

smarties in it yet" and "when it was sunny", see Appendix II; xiii-xvii). Rob B showed 

some increase but it was not considerable as indicated by the trend line. 

82 
.. . 



'.; V;, 
._ .. l, ., .. ' 

S... '; ·, I 

80 

60 

"' "E 
0 
3: - 40 0 
L 
w .c 
E 

" z 20 

\ it 
'• . ,, 

Trend line 

oL.....~~~~~-'-~~~~~~...1...~~~~~~-'-~~~~~--' 
0 10 20 30 

Session number 

Figure 3a: The number of words per session recorded during 
successive narrative transcript session for Rob B . 

ADVERBIALS OF PLACE 

40 

Rob B did not always let the listener know 'where' the event took place during the first 

fortnight, although APs averaged I.6 per session (Fig.3b). Like Sam T, Rob B used 

fewer APs during the second fortnight when he had a mean of 1.1 per session. His APs 

increased slightly to a mean of 1.4 peT session during the third fortnight. With the 

exception of 2 stories he introduced the 'when' step with a variation on 110n Friday in the 

morning .. ". APs decreased during the fourth fortnight to a mean of 0.7 per session. He 

was using fewer APs at the end of the programme th.10 when he began. As ht began to 

introduce A Ts into his narratives, his APs began to decrease, suggesting that he was not 

able to cope with the additional language demands. The trend line in this case shows a 

downward trend which is an indication of his progress. 
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Figure 3b: The number of adverbials of place per session recorded 
during successive narrative transcript sessions for Rob B 

ADVERBIALS OFTIME 
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40 

On most occasions, Rob B did not establish when events took p!eCe during the first 

fortnight, although on one occasion he stated the day on whiCh the event occurred 
. 

(Fig.3c). A Ts averaged 0.1 per session. A similarity between,.Sam T and Rob Bis seen 

in the fact that Rob B showed a big increase in his use of ATs.which increased to a mean 

of 1.6 per session during the second fortnight. Examples of these· included 11In the 

morning", "Later on" and "On Friday in the moming11
• A Ts remained at that level of use 

in the third fortnight but further ~~creased to a mean of 2.3 per session during the fourth 

fortnight. On 3 occasions he used the more mature construction 11 0n Friday morning .. '1. 

This had been one of the teaching points in the fourth fortnight. Rob B showed a 

considerable increase in the use of ATs as indicated by the trend line. 

'I 

84 



4 

~I 

§ 
z 

10 

Trend line 

20 

Session numbar 

30 40 

Figure 3c: The number of adverbials of time per session recorded during 
successive narrative transcript sessions for Rob B . 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

Rob B failed to use a concluding statement at the end of his stories during the first 

fortnight (Fig.3d). On 4 occasions he concluded with variations on 'Thankyou listening 

my news". During the second fortnight Rob B used 1because' appropriately on one 

occasion. However, he still had difficulty concluding his stories satisfactorily and often 

said things like 11That'S_;all I got". On one occasion he concluded with 111 think it was great 

because it was too loud 11 which indicated an understanding that stories require a ,'' ',·, 

conclusion but resulting in inappropriate U.:,e of 'because'. However, on another occasion 

he used an appropriate ending with 111 thought it was excellent because dinosaurs have 

horns". He began to experiment with conclusions for his story during the third fortnight. 

His attempts included "Thankyou listening to my news because Ray drive us11
• "The end 

because the night story's great'' and "I think it will be great because the Eagles very 

good". His average appropriate use of 'because' was 0.3 per ses:,ion and inappropriate 

use was a mean of 0.7 per session. However, his stories indicated some signs that he 

was beginning to understand causality. During the fourth fortnight appropriate use of 

1because1 increased to a mean of I per session. The concluding statements lacked 

originality and were all variations on "I thought it be great fun because I like cooking". 

There was no inappropriate use which suggested that understanding was increasing. The 
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trend line provides an indication of the progress made. However, it indicates a steady 

increase which was not the case, as use was inconsistent. 
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Figure 3d; The number of times 'because' was used appropriately per 
session recorded during successive narrative transcript sessions for Rob 
B . 

Table 5: OVERALL PROGRESS OF ROBB 

~orti1ight 

1 
2 

Change 1-2 (%)° 

3 
Change 2-3 (%) 

·4 
Change 3-4 (%) 

Overall Change 
1-4(%) 

Mean number 
of'Words' 

33.0 
47.5 
44.0 

47.4 
.0.0 

41.8 
-22.0 

27.0 

Mean number 
of Adverbials 

of Place 

J.6 
1.1 

J.4 

0.7 

Mean number 
of Adverbials 

of Time 

O;! 
1.6 

1.6 : 

2.3 

------------------------------------· 

Mean number 
of appropriate 
uses of 'Because' 

0.1 
0.2 

0.3 

1.0 

Rob B's narrative generation during the first fortnight demonstrated no knowledge of the 

1frame 1 or structure of a story. He did not, on most occasions, provide a temporal, 

physical or spatial context for the narrative. In assessing the communicative function of 

the narrative, Rob B failed to provide sufficient factual infonnation and elaboration of 
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unfamiliar aspects of the script for listener comprehension. He was not sensitive to the 

listener. However, Rob B's narrative generation by the fourth fortnight demonstrates an 

increasing knowledge of the structure of a story. He usually provided a temporal context 

for the narrative but often failed to give spatial or physical contexts. In assessing the 

communicative fwiction of the narrative, Rob B provided more factual infonnation and 

elaboration of unfamiliar aspects of the script for listener comprehension than in the 

previous fortnights, indicating an improved sensitivity to the listener. 

Like Evan S, Rob B increased his word usage considerably once the Narrative 

Programme was introduced, indicating that he felt more confident once he had some 

structure to base the story on. APs actually decreased with the introduction of the 

Narrative Programme and continued to decrease steadily so that on completion of the 

programme, Rob B was using less APs. His ATs increased steadily once the Narrative 

Programme was introduced. As with Sam T, an increase in ATs coincided with a 

decrease in APs. During the second fortnight when 'because' was introduced, Rob B 

showed evidence of some appropriate use but he continued to use 'because' 

inappropriately. By the end of the programme he had increased his appropriate use but 

was still showing a need for further work in this area with some inappropriate use still 

evident. 

Although Rob B showed some improvements in his newstelling it would have to be said 

that his improvement was less than that experienced by the other students. At the end of 

the Narrative Programme Rob B's news was still confusing to the listener because he 

rarely indicated the physical or spatial context of the story. 

4.S Discussion of Lyle M's results 

Pre-LAT: 

Lyle M did not introduce his story and introduced 2 of the 5 characters from the story. A 

few APs were used. He did not use any ATs. Although there was some causality in the 

story Lyle M failed to include it. He was placed at the Sequence Stage of Narrative 

development as a result of his Pre-LAT assessment. 
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NUMBER OF WORDS 

During the first fortnight Lyle M averaged J5.4 words per session (Fig.4a). He gave 

little jnfo.nnation during the first fo11nigbt apart from a 'picture description' of the event 

(e.g., "I saw a lion and a tiger and a duck", see Appendix IJ; i-iii). The transcripts 

usually consisted of l sentence. The only cohesive device used was the connector 'and'. 

During the second fortnight Lyle M's word usage increased to a mean of20.8 words per 

s~ssion. He did not introduce many characters apart from family members and the 

occasional friend and the onl}' cohesive device used was the connector 1and'. On 3 

occasions be began the story with "My story is about ...... On Friday in the morning ... ". 

However, on the other days he appeared to have forgotten the structure that he was 

learning. He did not introduce his stories apart from some use of 'Good morning'. His 

stories were also predominantly egocentric. No other characters were introduced apart 

from the occasional mention of his family (see Appendix II; iv-vii). During the third 

fortnight Lyle M increased the number of words used to a mean of 30.4 per session. He 

began every story with "My story is about. .... " He continued to introduce family 

members as his only characters (see Appendix II; viii-xiii). During the fourth fortnight 

Lyle M's words increased to a mean of 54.6. He still spoke about family members 

predominantly but also introduced friends and teachers on occasions (see Appendix II; 

xiH-tlii). Lyle M increased his word usage considerably as indicated by the trend line. 
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Figure 4a: The number of :words per session recorded 
during . succ::es3ive llan'attve transcript session for Lyle M. 
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ADVERBIALS OFPlACE 

Lyle M did not always let the listener know 1where1 the event took place in the first 

fortnight (Fig.4b). APs averaged 0.6 per session. During the second fortnight they 

decreased to a mean of 0.5 per session. During the third fortnight APs increased to a 

mean of 1.5 per session. They included phrases such as 1100 the bus", 11to the doctor' and 

11back home". In the fourth fortnight Lyle M's APs increased to a mean of 2.3 per 

session. Lyle M increased his use of APs considerably during the study as indicated by 

the trend line. 

4 

Trend line 

o..,.'i!!-~6--<lJ.~-&<a----i!><>ll--~~~-<lJ.~-<!l-~--"'--~-<ll-~~----' 
0 10 20 30 

Session number 

Figure 4b: The number of adverbials of place per session recorded . 
during successive narrative transcript sessions for Lyle M. 

ADVERBIALS OFTIME 

40 

There was no evidence of ATs during the first fortnight (Fig.4c). However, during the 

second fortnight there was an inc~ease to a mean of 0.4 per session. During the third 

fortnight A Ts decreased to a mean of 0.1 per session. On no occasion did he mention the 

day that the event occurred. During the fourth fortnight there was an increase to a mean 

of 0.7 per session and Lyle M included 11A long time ago" and "On Friday morning11
• 

These phrases represent a more mature utterance. Lyle M increased his use of ATs.as 

indicated by the trend line. 
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Figure 4c: The number of adverbials of time per session recorded 
during successive narrative transcript sessions for Lyle M. 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

40 

Lyle M did not use a concluding statement at the end of his stories (Fig.4d). On 6 

occasions he concluded with variations on 11Thankyou listening my news". On 2 

occasions during the second fortnight Lyle M concluded his stories with "J think it will 

be great fun 11
• However, on all the other days he ended with phrases such as "That's all". 

He did not use "because" at all. Di.iring the third fortnight Lyle M concluded every story 

with ttThaes all". There wa.s still no use of 1because1
, either appropriate or inappropriate. 

During the first week of the fourth fortnight Lyle M continued to conclude bis stories 

with 11That1s all". However, on the second day of the second week he concluded with 111 

thought it be great fun because I like Jurassic Park11
• He continued with similar endings 

for the remainder of the programme indicating that he now understood the significance of 

the concluding statement. Appropriate use of 'because\ which was not evident before, 

had increased to a mean of 0.4 per session. Lyle M failed to understand the appropriate 

use of 'because' until the final four sessions when it was used consistently. The trend 

line shows a steady increase but it was actually a sharp one which did not occur until the 

final 4 sessions. 
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40 

per session recorded during successive narrative transcript sessions for 
Lyle M. 

Table 6: OVERALL PROGRESS OF LYLE M 

Fortnight Mean number Mean number Mean number Mean number 
of'Won:ls' of Adverbials of Adverbials of appropriate 

of Pl.ace of Time uses of •Because' 

-
l 15.4 0.6 0.0 0.0 
2 20.8 0.5 0.4 0.0 

Change 1-2 (%) 35.0 

3 30.4 1.5 0.1 0.0 
Change 2-3 (%) 46.0 

4 54.6 2.3 0.7 0.4 
Change3-4(%) 80.0 

OVerall Change 
1-4(%) 254.0 
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Lyle M's narrative generation during the first fortnight demonstrates no knowledge of the 

1frame' or structure of a story. He did not, on most occasions, to provide a temporal, 

physical or spatial context for the narrative. In assessing the communicative function of 

the narrative, Lyle M did not provide sufficient factual information and elaboration of 

unfamiliar aspects of the script for listener comprehension. He was not sensitive to the 

listener. However, during the fourth fortnight, Lyle M1s narrative generation 

demonstrates some knowledge of the structure of a story and he often provided a 

temporal, physical or spatial context for the narrative. In assessing the communicative 

function of the narrative, Lyle M provided more factual information and elaboration of 

unfamiliar aspects of the script for listener Comprehension by the end of the study. He 

demonstrated an improved sensitivity to the listener. 

Lyle M increased his word usage steadily once the progra.'Time was introduced, but the 

most considerable increase was during the fourth fortnight. APs decreased once the 

Narrative Programme began but then increased over the next two fortnights. By the 

completion of the programme Lyle M was aware of the need to alert the listener to where 

the event took place. He presented a typical ABAB profile with A Ts in that they increased 

on commencement of the programme, decreased when the programme was not running 

and increased again when the programme recommenced. Lyle M never used 'because' 

inaprropriately and in fact did not use it at all until the last four sessions when it appeared 

that he understood and had mastered its use. 

4.6 Discussion of Frank L's results 

Pre-LAT: 

Frank L used a traditional introduction for his story and introduceci ·~ of the 5 characters 

from the story. Very few Adverbials of Place were used and this caused sm,:"! confusion 

for the listener. He used 3 Adverbials of Time but only 2 of these were approp.~_!\te. 

Although there was some causality in the story Frank L failed to inc!ude it. Frank L was 

placed at the Primitive Narrative Stage of Narrative development as a result of his Pre­

LA T assessment. 
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NUMBER OF WORDS 

During the first fortnight Frank L averaged 26 words (Fig.Sa). He gave little infonnation 

during the first fortnight apart from a 'picture description' of the event (e.g., 111 saw a 

baby crocodile and I saw a spotted cat and a bear and some baby elephants", see 

Appendix II; i-iii). However, unlike the other students, he used some adjectives.The 

transcripts usually consisted of 1 sentence. The only cohesive device used was the 

c:onnector 1and1
• He did not introduce his stories apart from some use of 'Good 

morning'. His stories were also predominantly egocentric. No other characters were 

introduced apart from the occasiona1 mention of his mum. During the second fortnight 

Frank Lhad a mean number of 61.2 words per session which is quite an increase on the 

previous fortnight. However, many of the stories were very confusing and he appeared 

to be trying to say more without considering the meaning, creating difficulty from a 

listener perspective (e.g., " ... and I slide down and there sharks there because I got a 

boat11 and 11And when the Grade 2s have to play with the Grade 3s and Grade 4s they 

were going and but when Graham wasn't my friend he was a Grade 3 11
). Although he 

usua11y used 11and11 as a connector he frequently displayed inappropriate use of connectors 

by using 11and but when" in the middle of his sentences, possibly a technique he 

employed to allow him time to plan what he would say next. During the second fortnight, 

on 2 occasions Frank L introduced his story with "My story is about. .. ". However, on 

the other8 occasions he failed to introduce the story (see Appendix II; iv-vii). During the 

third fortnight Frank L's words decreased to a mean of 58.3 per session. He continued to 

use confusing combinations of words (and but when). Frank L introduced a range of 

characters in his stories including teachers, friends, his dog and family members. Some 

of his sentences were very confusing. eg "On Friday I had a baby and I was little because 

when I was a baby I went to the doctor and I was grown up like John11
• There is evidence 

of an attempt to provide a sequence but it is very confusing (see Appendix II; viii-xiii). 

During the fourth fortnight Frank L's word average increased to 69.9. In one of his 

stories he showed an understanding of more literate language by using direct speech 

.when he said, "The police said, 'What's wrong with him?' 'I don't know,1 said the 

93 



Ambulance Man" (see Appendix 11; iv-vii). The trend line is an indication of the 

considerable increase in the number of words used. 

100 

80 
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Figure Sa: The number of adverbials of place per session recorded 
during successive narrative transcript sessions for Frank L . 

ADVERBIALS OF PLACE 

40 

Frank L did not always let the listener know 1where' the event took place during the first 

fortnight (Fig.5b). APs averaged 0.7 per session but on the occasions that he did use 

them, they were non specific (e.g., 111 go in the place and Mum put me on it"). During the 

second fortnight Frank L's use of APs increased considerably to a mean of3 per session. 

During the third fortnight, APs decreased to a mean of 1.5 per session. However, they 

increased to a mean of 2.8 per session during the fourth fortnight. Frank L's APs 

followed an erratic pattern with a few very high usage sessions. However, the trend line 

is quite a good indication of the general pattern which was a small increase. 
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Figure Sb: The number of adverbials of place per session recorded 
during successive narrative transcript sessions for Frank L . 

ADVERBIALS OFTIME 

40 

There was little evidence of A Ts during the first fo~_night apart from cme occasion when 

he said "On tea time .. " (Fig.Sc). During the sec~ifJ".f()rtnight Frank L showed some 

increase when A Ts increased from a mean of 0.1 per session to a mean of 0.6 per 

session. In the third fortnight A Ts increased to a mean of 1.4 per session. During the 

fourth fortnight Frank L showed some confusion with time when he, used phrases like 

"Last week when I was small". However, he also used some more mature expressions 

such as "On Saturday morning". ATs increased to a mean of2.4 per session. Once again 

Frank Ldisplayed an erratic pattern of improvement in this 3:rea but the trend line is quite 

indicative of the general increases made. 
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Figure Sc: The number of adverbials of time p·er session recorded 
during successive narrative transcript sessions for Frank L . 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

40 

Frank Lfailed to use a concluding statement at the end of his stories in the first fortnight 

(Fig.5d). On l occasion he concluded with 'Thankyou for my news11
• On 5 occasions 

during the second fortnight he concluded his story with variations on 11 1 thought it was 

exciting because it was great". He had some difficulty with using 'because' 

appropriately. During the third fortnight appropriate and inappropriate use of 'because' 

remained the same as in the previous one. He experimented with a variety of Conclusions 

during the third fortnight and included 111 think it was excellent bec~use the footy is my 

favourite", "That's all" and 11That's all folks". The latter ending was quite appropriate 

because his story on that occasion was about the cartoon, 11 Bugs Bunny". During the 

fourth fortnight Frank L began to understand the idea of concluding a story and finished 

all of the stories during this fortnight with variations on 111 thought it was nice because I 

like cooking 11. He used a variety of words to express his feelings including "sad", 

"exciting", "great fun" and "fantastic". One more mature ending was 111 thought it was 

great fun because I like going on the train and getting a ticket". Appropriate use of 

'because' increased from a mean of 0.2 per session to a mean of 0.9 per session while 

inappropriate use decreased from a mean of 03 per session to a mean of 0.2 per session. 
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·once again, Frank L continued to display an erratic pattern of improvement in this area 

which is not indicated in the trend line. 
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.· Table 7: OVERALL PROGRESS OF FRANK L 

Fortnight Mean number 
of'Words' 

' I 26.0 
2 61.2 

Change 1-2 (%) \35.0 

3 58.3 
Change 2-3 (%) -5.0 

4 69.9 
Chaogc3-4(%) 20.0 

. Overall Chaoge 
·1-4(%) 169.0 

Mean nwnber 
of Adverbials 

of Pl.ace 

0.7 
3.0 

1.5 

2.8. 
.• ,L 

' . .. ' 

'-' ... j_. :·_-' ' 

Mean number 
of Adverbials · 

of Time 

0.1 
0.6 

1.4 

2.4 

·., .. · .. ' .,.,.:,-,, -·,· r ... ·._, 

Mean number 
of appropriate 
uses of 'Because' 
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Frank L's narrative generation during the first fortnight demonstrates no knowledge of 

the 1frame 1 or structure of a story. He failed, on most occasions, to provide a temporal, 

physical or spatial context for the narrative. In assessing the communicative function of 

the narrative, Frank L failed to provide sufficient factual information and elaboration of 

unfamiliar aspects of the script for listener comprehension. He was not sensitive to the 

listener. However, by the fourth fortnight Frank L demonstrated an improved knowledge 

of the narrative structure and he always provided a temporal and physical context 

showing greater listener sensitivity. 

Like Evan S, Frank L showed a considerable increase in the number of words used as 

soon as the Narrative Programme began and after that maintained that number 

approximately, although there were slight fluctuations. Frank L showed a classical 

ABAB pattern with use of APs in that they increased during the fortnights that the 

programme was running and decreased when it was not. He showed a considerable 

improvement at the end of the fourth week. However, Frank Vs use of A Ts increased 

steadily during the 4 fortnights and also showed a good overall improvement. During the 

final fortnight, Frank L used more mature ATs on 4 occasions (e.g., On Friday 

afternoon ... ). When Frank L was introduced to the use of 1because', during the second 

fortnight, he tried to use it but attempts were inappropriate. However, by the fourth 

fortnight he had obviously grasped the meaning and although he still made a couple of 

inappropriate uses, he regularly used it appropriately. Frank L improved in all measured 

aspects of newstelling by the end of the study. 

4. 7 Discussion of John B's results 

Pre-LAT: 

John B did not introduce his story and only introduced 1 of the 5 characters from the 

story. A few APs were used and it was quite clear to the listener where the events 

occurred. He used 2ATs. Although there was some causality in the story John B failed 

to include it. John B was placed at the Sequence Stage of Narrative development as a 

result of his Pre-LAT assessment. 
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NUMBER OF WORDS 

During the first fortnight John B averaged 24.2 words per sesson (Fig.6a). He gave little 

infonnation during the first fortnight apart from a 1picture description' of the event (e.g., 

"I saw a mummy elephant and three babies and two run away .•. ", see Appendix II; i-iii). 

He also made some use of adjectives as well as 'nearly', 'really late'. The tran~cripts 

usually consisted of I sentence. The only cohesive device used was the connector 'and'. 

He indicated a possible difficulty with specific vocabulary when he said that they got 'lots 

of stuff at the shop. He did not introduce his stories apart from some use of 'Good 

morning'. On one occasion he began with 11Good morning girls and boys" when only 2 

female adults were listening, which may indicate a lack of understanding of newstelling 

routines in the classroom. His stories were predominantly egocentri~. No other characters 

were introduced apart.from the occasional mention of his family :md a boy, who was not 

clearly identified. During the second fortnight John B showed a big increase in the 

average number of words which increased to a mean of 59.3 per session. He introduced 

more characters including family members, school friends, pets, bus staff and a dentisi. 

He introduced 9 out of the 10 stories during that fortnight with an introduction !aken 

directly from the Narrative Programme, "My story is about ... " (see Appendix II; iv-vii). 

During the third fortnight John B1s words increased to a mean of 71 per session. He 

introduced every story during this fortnight with 11 My story's about. .. 11
• He introduced a 

variety of characters including family, teachers, family friends, school friends and 

doctors. During the fourth fortnight John B's mean number of words increased to 77.3 

per session. During this fortnight John B appeared to have some difficulty with specific 

vocabulary when he described the shopping as "stuff" throughout the story and when 

discussing vegetables said, 111 don't know what that one was" (see Appendix II; xiii­

xvii). John B made a considerable increase in the number of words he used during the 

study as indicated by the trend line. 
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Figure 6a: The number of words per session recorded during 
successive narrative transcript sessions for John 8. 

ADVERBIALS OF PLACE 

John B did not always let the listener know 'where' the event took place in the first 

fortnight (Fig.6b). APs averaged 0.3 per session. In the second fortnight there was an 

in~rease in the mean number of APs used, to 2.8 per session. He used some very original 

APs, including 11 
••• to the bottom of the deep end .. ", "next to the shark .. " and 11 up to the 

end of his place . .". During the third fortnight APs decreased to a mean of 1.4 but 

increased to a mean of3.4 per session in the next fortnight. He was very specific with 

physical and spatial context. John B showed a considerable increase in the number of 

APs used during the study as indicated by the trend line. 
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Figure 6b: The number of adverbials of place per session recorded 
during sucessive narrative transcript sessions for John B. 

ADVERBIALS OFTIME 

~'. 
~ 
. 

40 

John B did not use A Ts during the first fortnight but, during the second fortnight, usage 

increased to mean c.f 1.7 words per session (Fig.6c). All ATs which were used were 

from the programme, apart from the word "yesterday". During the third fortnight usage 

increased slightly to a mean of 2.1 words per session. John B followed the introduction 

of every story with an AT. However, it appeared that he had little understanding of what 

it meant because he always used Monday or Friday and made some confused statements 

such as "On Monday in the morning my mum and dad read me stories on Monday 

nights". A Ts continued to increase during the final fortnight from 2.1 to 2.4 but they 

were still repetitive indicating continuing confusion. Overall John B's usage of A Ts 

improved considerably throughout the study as shown by the trend line. However, it fails 

to show the sharp increase that occurred when the treatment began. 
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Figure 6c: The number of adverbials of time per session recorded 
during successive narrative transcript sessions for John B. 

40 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

John B failed to use a concluding statement at the end of his stories in the first fortnight 

(Fig.6d). On 5 occasions he concluded with variations on 1Thankyou listening my 

news11
• During the second fortnight John B concluded his stories with a variation on 111 

thought it was great fun because all of them are my really best friends" and had a mean 

appropriate use of 1because1 of .6 per session. He did not use 'becaus~1 inappropriately 

at any time. He increased use of 'becl:luse1 to a mean of 1 per session in the third fortnight 

but continually used 111 think it was great fun because ... 11 showing a lack of originality. 

However, his causality showed some extension on one occasion when he concluded his 

story with "I thought it was great because Kylie's birthday is great at Hungry Jack's'\ 

" ... because Kyle Rhys and Kristen came over" and " ... because pirates and numbers are 

really great". He used 'because' inappropriately on one occasion. During the fourth 

fortnight John B continued to end an his stories with 111 thought it was great. .. ". He was 

also using a repetitive story ending on most occasions, with " ... because I like ... ". 

Appropriate use of 'because' remained the same with a mean of I per session.There was 

no inappropriate use of 'because'. John B increased his appropriate use of 'because' as 

indicated by the trend line. However, it does not show the plateauing effect which 

occurred after session 28. 
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Figure 6d: The number of times 'because' was used appropriately per 
session recorded during successive narrative transcript sessions for 
John B. 

Table 8: OVERALL PROGRESS OF JOHN B 

Fortnight Mean number 
of'Words' 

Mean number 
of Adverbials 

of Place 

Mean number 
of Adverbials 

of Time 

Mean number 
of appropriate 
uses of 'Because' 

---------------------------------------------------------------

24.2 
2 59.3 

Change 1-2 (%) 145.0 

3 71.0 
Change2-3 {%) 20.0 

4 77.3 
Changc3-4(%) 9.0 

Overall Change 
1-4(%) 219.0 

0.3 
2.8 

1.4 

3.4 

0.0 
1.7 

2.1 

2.4 

0.0 
0.6 

1.0 

1.0 

·-----------------------------

John B's narrative generation during the first fortnight demonstrates no knowledge of the 

'frame' or structure of a story. He failed, on most occasions, to provide a temporal, 

physical or spatial context for the narrative. In assessing the cC'mmunicative function of 

the narrative, John B failed to provide sufficient factual infonnation and elaboration of 

unfamiliar aspects of the script for listener comprehension.Thus he was not sensitive to 
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. the listener. John B's narrative generation during the fourth fortnight demonstrates a 

marked increase in knowledge of the structure of a story. He provided a physical, spatial 

and temporal context for most of his narratives. In assessing the communicative function 

of the narrative, John B provided more factual information and elaboration of unfamiliar 

aspects of the script for listener comprehension than in the first fortnight, indicating an 

increased sensitivity to the listener. 

John 8, like Evan S, showed a conside.rable increase in the number of words used as 

soon as the Narrative Programme was introduced. He continued to increase the number 

of words he used during the next 2 fortnights but only slightly. John B's use of APs 

adhered to the ABAB model. He showed good increases during the treatment fortnights 

but fell back when off treatment. In fact the number he achieved during the second 

fortnight was the greatest. It was obvious that he understood the necessity of alerting the 

listener to where the event occurred. ATs, on the other hand, showed a steady increase 

and by the time the programme finished, he was consistently alerting the listener to when 

the event occurred. He regularly made use of more mature ATs (6 times) (e.g., 110n 

Saturday morning ... "). However, the repetitive use of certain days indicates that John B 

did not realize that the listener needs to be alerted to when an event actually happened. 

John B learnt how to use 'because1 appropriately during the first fortnight that it was 

introduced and then continued to use it for the duration of the programme. Overall John 8 

made great improvements in all areas and developed greater sensitivity to the listener. 

4.8 Discussion of Tom N's results 

Pre-LAT: 

Tom N did not introduce his story and introduced 2 of the 5 characters from the story. He 

had referencing problen,s which confused the listener. A few APs were used and this 

helped with listener comprehension. He did not use any A Ts. Although there was some 

causality in the story Tom N failed to include it. Tom N was placed at the Sequence Stage 

of Narrative development as a result of his Pre-LAT assessment. 
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NUMBER OF WORDS 

During the first fortnight Tom N averaged 25.7 words per session (Fig.7a). He gave little 

infonnation during the first fort.night apart from a 1picture description' of the event (e.g., 

"I saw a stingray and some colour fish and I saw a stingray 11, see Appendix II; i-iii). He 

was often repetitive (e.g., 111 saw a dolphin and I saw a shark and I saw a cuttle 

fish .... 11
). The transcripts usually consisted of l sentence. The only cohesive device used 

was the connector 'and'. He did not introduce his stories apart from consistent use of 

'Good morning'. His stories were also predominantly about himself and his family. 

During the second fortnight Tom N increased his mean number of words to 61.6 per 

session. His stories were still mainly concerned with family members, although some 

school friends and the bus driver were introduced. On 7 occasions he introduced his 

story with variations on 11 My story is about .. .' taken directly from the Narrative 

Programme (see Appendix II; viii-xiii). During the third fortnight Tom N1s word average 

increased to a mean of70.7 per session. He connected his story parts with "and", "so11
, 

"then" and "when". During the fourth fortnight Torn N's mean number of words 

increased to 79.6 per session. He continued to use a variety of cohesive devices including 

''Then", "When I winned .. .'', " .. and when" and "and so" (see Appendix II; xiii-xvii). 

The trend line indicates the steady increase which occurred. 
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- Fi.gure 7a: The number of words per session recorded during 
successive narrative transcript sessions for Tom N. 
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During the first week Tom N did not always let the listener know 'where' the event took 

place (Fig.7b). APs averaged 1.2 per session. On some occasions he confused the 

listener with sentences like 111 go and it is funny .. .1' Tom N increased his use of APs 

during the second fortnight to a mean of 2.2 per session. Some of these included 

"through a bole", "back from the block", "on top" and "out of the hose11
• During the third 

fortnight APs remained the same as the second fortnight but in the fourth fortnight there 

was an increase to a mean of 2.6 per session. 
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Figure 7b: The number of adverbials of place per session recorded during 
successive narrative transcript sessions for Tom N. 

ADVERBIALS OFTIME 

During the first fortnight Tom N failed to establish 'when' the events took place (Fig.7c). 

There was no evidence of ATs during the first fortnight but in the second fortnight there 

was a mean of 1.7 A Ts per session. On 7 occasions he used tenns like "On Friday in the 

morning ... " taken directly from the programme. On 2 occasions he used "In the 

moming .. '1 and "In the Afternoon ... ". ATs remained unchanged during the third and 

fourth fortnights. Tom N had a very erratic pattern in this area and on this occasion the 

trend line, which indicates a steady increase, does not represent his progress. 
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Figure 7c: The number of adverbials of time per session recorded 
during successive narrative transcript sessions for Tom N. 

USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

Tom N failed to use a concluding statement at the end of his stories in the first fortnight 

(Fig.7d). On 2 occasions he concluded with variations on 11Thankyou listening my 

news11. He tried to finish his stories off during the second fortnight but had some 

difficulty remembering the framework. On 3 occasions he said, "Thankyou for listening 

my news ... ". On l occasion he said, "Thankyou for listening my news because it was 

storming hard". On 3 occasions, he finished his news with "I thought it was great fun" 

taken from the Narrative Programme and on 3 occasions he used variations on "I thought 

it was great fun because it was great fun" indicating a desire to take on the structure but a 

failure to understand what it meant. During the second fortnight he used 'because' 

appropriately once. Inappropriate and appropriate use of 1because' increased during the 

third fortnight. Inappropriate use increased from a mean of 0.5 per session to 0.8 and 

appropriate use increased to a mean of 0.2 appropriate uses of 1because' per session. 

Inappropriate use included such sentences as "I thought it was great fun because it was 

fun 11 and 111 thought it was great fun because it was so great". The only appropriate use 

occured in the middle of bis story when he said, 'I like teachers because Mrs Archer let 

us do work". During the fourth fortnight inappropriate and appropriate use of 'because' 
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remained the same. Inappropriate use averaged 0.8 per session and appropriate remained 

at a mean of 0.2 per session. The trend line indicates a steady progression but this is not 

indicative of what happened. There was evidence of some use of 'because' but Tom N 

also failed to use it at all on many occasions. 
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Figure 7d: The number of times 'because' was used appropriately per 
session recorded during successive narrative transcript sessions for, Tom 
N. 

Table 9: OVERALL PROGRESS OF TOM N 

Fortni£ht - Mean-·numbcr 
-. or'WOrds' 

Mean number 
of Adverbials 

of Place -

Mean number 
of Adverbials 

of Time 

Mean number 
of appropriate 
uses of 'Because' 

0.0 
0.1 

0.2 

0.2 
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Tom N's narrative generation during the first fortnight demonstrates no knowledge of the 

'frame' or structure of a story. He failed, on most occasions, to provide a temporal, 

physical or spatial context for the narrative. In assessing the communicative function of 

the narrative, Tom N failed to provide sufficient factual information and elaboration of 

unfamiliar aspects of the script for listener comprehension. He was not sensitive to the 

listener. However, Tom N's narrative generation during the fourth fortnight demonstrates 

an increasing knowledge of the structure of a story. He began to provide a temporal, 

physical or spatial context for the narrative. In assessing the communicative function of 

the narrative, Tom N provided improved factual information and elaboration of unfamiliar 

aspects of the script for listener comprehension. He was beginning to develop some 

sensitivity to the listener. 

Like Evan S and John 8, Tom N made considerable increases in the number of words 

used as soon as the programme was introduced. He continued to increase for the next 2 

fortnights but not to the same extent. Tom N1s APs increased steadily once the 

programme began. By the end of the fourth fortnight. he was using them in each of his 

stories, with the exception of one. He appeared to understand the necessity of alerting the 

listener to where the event occurred. However, with ATs he showed no increases after 

the initial improvement in the second fortnight. This increase was maintained. He used a 

more mature form on one occasion during the fourth fortnight. Torn N had considerable 

difficulty with appropriate use of 'because1. He made many attempts, beginning in the 

second fortnight but only managed 5 appropriate uses while he had 21 inappropriate 

attempts. It was obvious that, at the conclusion of the programme, he still failed to 

understand its use. 

4.9 Discussion of Matt T's results 

Pre-LAT: 

Matt T did not introduce his story and failed to introduce any of the 5 characters from the 

story. One AP was used, causing confusion for the listener. He did not use any A Ts. 
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Although there was some causality in the story Matt T failed to include it. He was placed 

at the Heaps Stage of Narrative development as a result of his Pre-I.AT assessment. 

NUMBER OF WORDS 

During the first fortnight Matt T averaged 3.4 words per session (Fig.Sa). His stories 

varied from very short sentences to a few words relating to the same topic to "mmrnm" 

(e.g., ''A lion and a bear. Me great." "I saw a hose", see Appendix II; i-iii). Transcripts 

usually consisted of l sentence. He only used the connector 'and' on one occasion. He 

did not not introduce his stories apart from beginning with 'Good morning' on 3 

occasions. His stories often had no characterization but on 4 occasions he mentioned 

himself. His mum and dad were mentioned. During the second fortnight Matt T averaged 

4.6 words per session, a slight improvement from the previous fortnight. The only 

character he introduced was his dad, and the stories were egocentric overall. Once again, 

he did not attempt to introduce his stories apart from the occasional opening of "Good 

morning .. " (see Appendix II; iv-vii). During the third f()rtfiight Matt T's mea.n number of 

words increased to 10.4 per session. His stories \Ve're still egocentric with only his dad 

and sisters being mentioned apart from himself. There was never any introduction to his 

stories. There was evidence of some confuSion with pronoun use. eg "You eat my lunch" 

(see Appendix II; viii-xiii). During the fourth fortnight the mean number of words 

increased to 23.7 per session. There was some increase in character introduction with a 

teacher and his mum and dad being mentioned (see Appendix II; iv-vii). The trend line on 

this occasion is a good indication of progress made which was steady increase in the 

number of words used. 
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Figure Sa: The number of words per session recorded during 
successive narrative transcript session for Matt T. 

ADVERBIALS OF PLACE 

40 

Matt T did not let the listener know 1where' the event took place in.the first fortnight with 

no evide'nce of AJ:"s (Fig.Sb). He increased his use fo a mean of;0.2 per session in ·the 

second fortnight which is only a minimal increase.· During the third 'fortnight _APs 

increased to a mean of 0.7 but'there were no further increases in the fou~h fortnight. Matt 

T increased his use of APs during the study and this is __ indicated by the tfend line. 

However, his progress was. not as steady a:s it suggests. 
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Figure Bh: The number of adverbials of place per· session recorded 
'dtiring successive narrative transcript sessions fol' Matt T. 

ADVERBIALS OFTIME 

Matt T failed to establish 'when1
· the ~ve~ts took plaCe durin.g. Fortnights l, 2 'and 3 

(Fig.Sc). During the fourth fortriight A Ts increased to a mean of 0.8 per session. On 

Days 3 and 5 of the second week, in the fourth fortnight, he said, 11 
... Friday morning" 

which suggests he may have initially internalized "On Friday in the morriing" whfo,h most 

of the children used before progressing to the next stage. He also said, 1100 the school 

holidays . .". Although the trend· line indicates a slow but stead)'.·increase it was uncertain 

whether or not MT had really grasped this concept because of his l~mited use. 
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USE OF CONCLUDING STATEMENT & APPROPRIATE USE OF BECAUSE 

40 

During the first three fortnights Matt T failed to use concluding statements at the end of 

his stories (Fig.8d). He usually continued saying "mmmmm" until the researcher 

indicated that he could leave. He made no attempt to indicate in any way that the story 

was complete and there was no evidence of causality. During the fourth fortnight there 

was evidence of causality with inappropriate use of 'because' averaging 0.2 per session 

and appropriate use averaging 0.8 per session. The trend line indicates the increase that 

occurred. However, there was a sharp increase after session 31 and then a plateauing 

.when he maintained the increases. 
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Figure Sd: The number of times 'because' was used appropriately per 
session recorded during successive narrative transcript sessions for Matt 
T. 

Table 10: OVERALL PROORESS OF MA TT T 

Fortnight Mean number Mean number- Mean number Mean number 
of'Words' of Adverbials of Adverbials of appropriate 

of Place of Time uses of 'Because' 

l ,3.4 0.0 0.0 0.0 
2 4.6 0.2 0.0 0.0 

Change 1-2 (%) 35.0 

3 10.4 .. · 0,7 0.0 0.0 
Change 2-3 (%) 126.0 

4 .· 23.7 0.7 0.8 0.8 
Change3-4 (%) 127.0 

Overall Change 
1-4(%) 597.0 

Matt T's narrative generation during the first fortnight demonstrates no knowledge of the 

'frame' or structure of a story. He failed, on all occasions, to provide a temporal, 

physical or spatial context for the narrative. In ~ssing the communicative function of 

the narrative, Matt Tfailed to provide any factual information and the script was very 

confusing for listener comprehension. He was not sensitive to the listener. However, by 

1.14 ... 
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the fourth fortuight, although he usually failed to introduce his stories, it was apparent 

that he was developing some understanding of the structure. He gave the listener more 

information and concluded aJI his stories with a feeling statement and some causality. 

Matt T increased his words during the second fortnight but the greatest increases occurred 

in the third and fourth fortnights. He increased his use of APs slightly in the second 

fortnight but the biggest increase was in the third. This was maintained in the fourth. He 

failed to use any A Ts until the fourth fortnight, when he used mature A Ts in the third last 

and last stories. Similarly, with the use of 'because', Matt T did not use it all until the 

fourth fortnight, where he made 2 inappropriate attempts before using it appropriately in 

each of the last 7 sessions. 

4.10 Discussion of group results 

Following is a discussion of the overall progress of the students involved in the study, 

with comparisons made to highlight similarities which occurred in their language 

learning patterns. Preceding this discussion is a graph showing the group's progress 

across the four areas during the study. 
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Figure ,a: Overall performance of the students on the measures or word usage used 
In ibis study (n=8). 
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NUMBER OF WORDS 

The mean number of words used by the group in their newstelling sessions during the 

study increased from 20.6 to 55.75, an increase of 170% (Fig.9a). However, the greatest 

increase in the group was seen between the first and second fortnight where the mean 

number of words increased by 103.4%. At the end of the first fortnight the mran number 

of words was 20.6, By the end of the second and third fortnights this had increased 

significantly by over 20 words to 41.91 (tp=4.03. p=0.002) and by 5 words to 46.91 

(tp=2.508, p=0.026) respectively. In the fourth fortnight the mean number of words had 

increased by almost JO words to 55.75 (tp=2.56, p=0.038). The above results indicate 

that the students improved mos~ during the second fortnight when they began to learn the 

steps of the Narrative Programme. During the third fortnight when the programme was 

not in place there was still a significant increase but less than when the treatment was in 

progress. In the final or fourth fortnight when the programme was again in place, the 

number of words in~reased significantly compared to the third fortnight. In other words 

the overall increases in the number of words adhered to the classic ABAB model 

supporting the notion that the Narrative Programme caused these increases. 

Every student involved in the study increased the number of words used in newstelling as 

soon as the Narrative Programme was introduced. For many of them this was the only 

change during that fortnight, indicating that a feeling of security was a factor influencing 

this new confidence. It is possible that the introduction of some structure increased the 

students' confidence in the direction their stories were taking. Some students increased 

their number of words more than others but considerable gains were made by all of them. 

The greatest increase in range during the 8 week period was noted in the student who said 

the least to start with. His average number of words per news session went from 3.4 to 

23.4. The student who increased his words the least was the one who used the most 

words in the first fortnight. His words ranged from an average of33 in the first fortnight 

to 41.8 in the fourth fortnight. These patterns are to be expected. In these types of 

studies, the students who have shown little progress previously often display a rapid ·. --' 
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learning curve initially when involved in a new programme, before leveling off. Two of 

the students increased the number of words used according, to the ABAB profile 

(Fig.!Oa). Sam T increased his wonls to a large extent during the treatment fortnights and 

while he increased slightly in the third fortnight, the increase was minimal. Frank L's 

pattern was similar except that his number of words decreased slightly in the third 

fortnight. Evan Sand Rob B it,creased the number of words used in the second fortnight 

before plateauing in the third fortnight and reducing the number of words used in the 

fourth fortnight (Rob B showing a greater reduction than Evan S for no apparent reason). 

Lyle M improved steadily in the second and third fortnights and made great increases in 

the fourth fortnight as though he required time to increase his confidence. John B and 

Tom N increased their word usage the most in the second fortnight, less in the third and 

even less in the fot1rth. Matt T increased his words to some extent in the second fortnight 

and to a greater extent in the third and fourth fortnights. There was no apparent reason for 

these individual devdopmental patterns but they probably relate to the different learning 

styles of different students. 

...J 70 - ST u. 

"' FL 
!;; 60 
>, 
.0 

i 50 

" "' "E 40 

~ 
15 30 
i;; 
.0 
E 20 
" " m 

,\ 
10 

:;; 0 2 3 4 

Fortnight 

·-·-Figure lOa:- The mean numbel"-'of words used by Sam T & Frank L per fortnight 

' .. ·:-ca<"·,: .. ... ;- . , __ ,· .. 

117 



· ADVERBIALSOFPIACE 

Attheend of the firsi fortnight the mean number of APs for all eight students was 0;19 

(Fig.9a). By the end of the seccnd fortnight there was no significant increase with a mean 

of.I .SS (tp=l .76, p>0.05). By the end of the third fortnight there was still no significant 

difference from the second fortnight (tp=2.04, p=0.08). At the end of the fourth fortnight 

there was no significant increc::se with a mean of 1.77 (tp=l .22, p>0.05). Overall there 

was no significant increase in the mean number of adverbials of place used during the 

study. However, the more detailed discussion of individual student's results which 

preceded has shown that individual students improved considerably durh;g the study. 

Of the 8 students involved, 6 showed an increase in the use of APs. It. is interesting to 

note that the 2 students who did not increase their usage (1 remained the same and the 

other decreased) had actually begun the programme with some evidence of APs. These 

students, Rob Band Sam T, may hav.!3 found it difficult to maintain current language 

patterns when trying to take on new, unfamiliar ones because both these students were 

among the three who showed the greatest increase in ATs. There was no distinct pattern 

with different students developing in different ways. Frank L. John B and Tom N all 

progressed in a classical ABAB profile (Fig.lOb). In other w_?rds they increased in 

fortnights 2 and 4 when the treatment was in place but decreased or plateaued during 

fortnight 3. Lyle M increased his use of APs in fortnights 3 and 4 which supports the 

view that he requires additional time before he is confident enough to take on new 

language elements. Evan Sand Matt T improved steadily. 

It was apparent that some topics provided the students with the opportunity to make more 

frequent use of Adverbials of Place and this should be considered when studying the 

, results. 
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ADVERBIALS OFTIME 

The mean increase of A Ts for all eight students increased from 0.025 to I .71 (Fig.9a) 

during the study. The greatest increase was seen in the second fortnight with the 

introduction of the Narrative Programme. At the end of the first fortnight the mean was 

0.025 and this increased significantly in the second fortnight to 0.97 (tp=3.99, p=0.005). 

There was no further significant increase in the third fortnight when the mean number of 

A Ts increased to 1 .32 (tp:::;,J.81, p>0.05). There was a significant increase between the 

third and fourth fortnights when the mean increased to 1.71 (tp=2.426, p=0.046). The 

i 'lcrease in the A Ts adhered to the ABAB model, further supporting the notion that the 

Narrative Programme was causing these increases. 

' Every student increased his mean number of A Ts. Once again there was variation in ·the 

students' patterns of development. Rob B and Lyle M developed in the ABAB model 

(Fig.IOc). These students did not show similar developmental profiles in their increases 

of APs. On the other hand Evan S and Sam T made increases during fortnights 2 and 3 

.. · and plateaued in the fourth fortnight while Tom N increased in the second fortnight and 

then plateaued. Frank Land John B improved steadily and Matt T made no progress until 
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the fourth fortnight, indicating that he did not demonstrate understanding the concept 

before then or was not ready to attempt its use. 
C; .· 

It was apparent that some topics provided the students with the opportunity to make more 

frequent use of Adverbials of Time and this should be considered when studying the 

results. 
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During the fir3t fortnight appropriate use of 'because' had a mean of 0.03. There was no 

significant difference between the first and second fortnight when the mean was 0.21 

(tp=2.205, p>0.05). A comparison of means between the second and third fortnight was 

0.325 (tp=2.049, p>0.05) and were not significantly different. There was a significant 

difference in the means of the third and fourth fortnights when the mean increased to 0.75 

(tp=3.48, Jr-().0103). These results suggest that the concept of causality or the 

appropriate use of 'because' is a difficult one for students with language disorders to 

grasp and requires increased teaching time anci time for the students to practise before it is 

understood. 
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Every student increased in the appropriate use of 'because' (Fig.9a). Frank L was the 

only student adhering to theABAB model (Fig.!Od). Evan Sand Rob B showed steady 

increases for the duration of the programme. John B and Tom N increased during 

fortnights 2 and 3 but plateaued in fortnight 4. Sam T, Rob Band Matt T displayed no 

evidence of causality in fortnights 2 and 3 but use,1 'because' appropriately in fortnight 4. 

Matt T1s increases suggest that he is similar to Lyle M in that he is not prepared to try 

11ew langua~;e elements until he has ur,derstood them. It is interesting to note that the 

students also varied in the extent to which they used 'because' inappropriately. Tom N 

and Rob B consistently used it inappropriately. Even when they !"legan appropriate use, 

both students continued to use 'because' inappropriately to the same extent as before. 

Sam T had difficulty initially and made many inappropriate uses but these decreased 

when he grasped the understanding of causality. Lyle M, on the other hand, did not use 

'because' until the fourth fortnight and then it was used appropriately at all times. This 

further supports the notion that Lyle M requires confidence before taking on new 

language elements. He did not appear to have the confidence to practise by using 

'because1 inappropriately initially. MattT, John B, Frank Land Evan S used 'because' 

inappropriately on a few occasions. 
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In the overall study there were significant increases shown in the number of words used, 

adverbials of time and appropriate uses of 'because' which shows that in these areas the 

programme was successfu1. There was no significant overall improvement in the use of 

adverbials of place. However, a number of students showed increases in APs which then 

decreased when they began using A Ts. It is likely that if the programme were to continue 

to allow the students more time to become used to the additional language requirement of 

ATs, the APs would be used again. More teaching time could Oe dedicated to this area. 

The only student who showed any consistent pattern of learning across the four areas 

being monitored, was Frank L who seemed to respond to treatment and plateau when not 

being treated. This occurred on three occasions out of the four. Apart from that every 

student progressed in different patterns according to the different areas being examined. 

These findings will be discussed in relation to the literature in the final chapter. 
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CHAPTERS 

SUMMARY AND CONCLUSION 

S .1 Introduction 

This study has presented the results of a programme designed to teach the narrative 

structure to students with language disorders. The results indicate that teaching the 

structure to these students improved a number of aspects of their narrative ability, 

supporting the view of Kelcab-Alker and Swank (1987) who believe that narrative 

structure can be taught to young children. It also supports the suggestion by Myers and 

Perlmutter ( 1987) who believe in the use of rehearsal to improve recall. Once the students 

were familiar with the organizational plan the amount they said increased. They then 

attended more to other aspects including Adverbials of Place, Adverbials of Time and 

causality (appropriate use of 'because'). These results support the findings of Scott\ 

(1989) and Carrow-Woolfolk (1988) who found that once students no longer have to 

think about form they can concentrate on detail. Similarly Brown (l ':175) who found that 

as a child says more, major linguistic changes take place. Aitwerger, Edelsky and Fores 

(1987) have found that children learn language by using it and this was also supported by 

the findings of this study. 

The results support the use of the intervention model upon which the programme was 

based, supporting the findings of Snyder-McLean et al.(1984) who found that Joint 

Action Routines could be used effectively in schools for language intervention. They also 

support the views of Lewis et al.(1985) in that the students responded well to describing 

'real events' in 'real time'. The modelling provided by the teacher during the narrative 

sessions was effective, supporting Leonard (1975), Courtright & Courtright (1976, 

1979) and Muma (1979) who had all reported successes using modelling in language 

intervention. 
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S. 2 Outcomes and Implications 

Brown (1975) discovered in his research, that children's language development depends 

to some extent on the mean length of their utterances (MLU). It is necessary to increase 

their MLU so that they have a need to acquire more complex language structures. If 

children say little they are not likely to require the more complex language that children 

with adequate language skills need and use. It is therefore necessary to find a way to 

increase their utterances to allow them the opportunity to learn and practise these language 

structures. This study has shown that participation in the narrative programme led to an 

immediate increase in the number of words used by the students. They also began to use 

more complex language once they had been introduced to the narrative structure. This 

supports the views of Brown (1975). These improvem...:nts also support the views of 

language educators who stress the importance of routine as a procedure whicll facilitates 

the mastery of aspects of language (Bruner & Sherwood, 1976; Ratner and Bruner, 

1978; Snyder-McLean, Solomson, McLean & Sack, 1984). Once the students were 

familiar with the routine they all increased their utterances considerably and at the same 

time they began to show some evidence of increases in some of the other language 

aspects being monitored. It was apparent that the increased length of utterance: increased 

the need for the students to acquire these structures and that the programme facilitated this 

acquisition. The programme's success can also be attributed to the fact that the students 

became active participants in the stories when taking part in the narrative programm~. 

This supports the views of Zubrick (!988) who believes that when parents encourage 

their pre-school children to be active participants in story telling sessions, they are 

helping them to learn the narrative structure. It also _provided students with exposure· to 

good quality narratives with the researcher beginning each session with a modelled 

personal narrative, a feature considered important by language educators (Nelson, 1993; 

Westby, 1985; Zubrick, 1988). After the completion of the programme, I observed that 

the students' stories had become a lot easier for the unfamiliar listener to understand. The 

reason for this is that students were incorporating adverbials of place and time, using 
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more words and using 'because' appropriately. This observation provides some 

justification for the choice of language aspects measured in the study. 

Students began using adverbials of place before adverbials of time, supporting the 

findings of Brown (1975). His study on the stages in the acquisition of language, 

indicate that children acquire Adverbials of Place before any of the others, with 

Adverbials of Time following shortly after. It was evident on analysis of the results of the 

study that some children were not ,eady to use adverbials of place and time within a short 

time span and that the emphasis on one seemed to cause a reduction in the other. A 

Narrative Programme such as this is not designed to get immediate results and is more 

effective when used as a long term programme to be run in a classroom for language 

disordered children. If a teacher observed that students were not able to cope with using a 

language aspect, in addition to maintaining the aspect previously treated (such as APs 

followed by A Ts), the teacher would ensure that more teaching time was devoted to the 

first aspect, until the students were able to use it with some degree of confidence. 

Although there were some increases as soon as the programme began, and over the eight 

weeks' duration of the study, it would be expected that more significant results would be 

found if the programme was a regular classroom activity. The ABAB de.sign.was a short 

term model to look at the effectiveness of the programme and not consid~red·to be used 

as a teaching model. 

Children learn in different ways. While some will respond to certain themes others will 

not be motivated by them. It is essential that any themes used during the Narrative 

Programme are exciting and varied and that teachers are flexible enough to change a 

theme if the children are not motivated by it. Certain topics which were used in this 

research did not motivate the students and this became evident when they were asked to 

tell a story about them. It is important that teachers are constantly ensuring that the topics 

are of interest to the students. Ideally, themes would be preceded by an outing to 

introduce the topic because children with language disorders often have word findin.g 

difficulties and are often lacking 'world knowledge' to draw on when required. This 
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stimulation and exposure to relevant vocabulary in the discus~ions leading up to the 

outing are effective in providing some background knowledge for the children to use in 

their stories. It also provides the motivation required to present a stimulating and exciting 

language programme. The variation of story topics and the use of personal experiences 

was effective, supporting the views of Snyder McLean et al. (1984) and Lewis, Duchan 

and Lubinski (1985) who support that the view that children learn event relatedness better 

by describing real events. 

Children do not grasp concepts at the same rate orin the same order. The teacher needs to 

be aware of this and ensure that a good record system is maintained so that the quicker 

children are exposed to more complex language structures when required and that those 

who are slower to understand certain concepts continue to work on them until they are 

learnt. It is also apparent from the results of the study that some children are not prepared 

to attempt new language elements until they fully understand them. Although it is 

important to try to teach children that it is acceptable to make mistakes and that this is in 

fact an effective learning strategy, it is also necessary to cater for children who.do not 

have the confidence to do this, allowing them sufficient time to internalize new structures 

before using them. This study has shown that students have unique learning styles. 

Although it is not possible to cater for these individual differences in the programming of 

language areas, it is essential that the programmes are flexible enough to allow 

individuals to progress in the way which best suits their needs. 

The narrative programme is very adaptable and can be changed to suit the needs of the 

students currently using it. For example, once the students had learnt and were able to 

use the structure introduced in this study, an additional step could be included. "AND 11 

could be placed next to the 11WHA T" step to encourage the students to include more 

information. "AND THEN" would assist the students to understand that when discussing 

more than one event they need to be in the correct sequence. Descriptive language could 

be introduced by placing a 11 ?11 step next to the "WHO" step, requiring children giving a 
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descriptive word before naming the character (e.g., My best friend). This format is also 

a useful strategy for teaching children to use cognitive verbs, verbs which children with 

langu~ge disorders find difficult to understand (Zubrick, 1987). The final step in the 

study introduced the use of "thought11 but others could be included quite easily. For 

example, as suggested by Zubrick (1987), photographs of a sequenced visit that the 

children had been on could be used. For the purpose of this programme the photographs 

could replace the steps. Each child could be asked to tell the story and include some of the 

questions outi~ned in the discussion prior to going to the zoo. (e.g., "Good morning. On 

fiiiday morning our class went to the zoo. John wondered why the giraffe was so tall. 

Mrs Smith thought it was so he could reach the leaves in the trees".) 

When sl.udents have become proficient at te11ing personal stories they could move on to 

more detailed story re-tells where the teacher reads a story to the group, which they are 

the1.1 expected to retell using appropriate steps. The story would have a number of events 

and. characters and include complication of plot (Stein & Glenn, 1979). This could 

involve problem solving skills and cause and effect relationships, leading to a more 

literate use of language. This literate language is necessary for students in all aspects of 

their education. 

S. 3 Limitations of the Study 

There were a number of factors which limited the study. The study was conducted over 

an eight week period, which does not allow sufficient time to observe the long term 

development of language. However, it does provide an indication of the programme's 

effectiveness in the short term, which should increase over a longer period. 

The number of students involved in the study was small, therefore making it difficult to 

make any broad generalizations based on these results. All the rnbjects were boys which, 

although it was unavoidable, could mean that the results have a gender bias. 
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The study only measured four aspects of narrative development: the number of words 

used, the number of adverbials of place and time and the appropriate use of 'because1
• 

Although this study investigated generalization to personal newstelling, it did not address 

the issue of generalization in other areas such as story writing and social interactions. It 

was also difficult in some cases to ascertain whether the students had a real understanding 

of the concepts learnt or whether they had learnt the rules and were applying them. The 

only way to test this would be to monitor daily news sessions and conversations in a 

more natural environment to see if generalization had occurred. 

Some of the topics chosen did not elicit the language aspects being measured which 

would have affected the results. An example of this is the topic 11Best Friends1
' about 

which some of the students described and named all of their friends. This meant that they 

had no need to use adverbials of place or time. 

S. 4 Recommendations for Changes to the Narrative Programme 

The Narrative Programme was effective in assisting the children to develop their narrative 

skills. However, some aspects could be revised and changed. 

It was apparent that placing the day and time steps separately caused students to adopt an 

unnatural way of speaking (On Saturday in the morning). Once the steps were placed 

along side each other, they began to say "On Saturday morning" which sounded more 

fluent. It was also apparent that the students did not generalize these aspects of language 

easily and that terms had to be introduced through brainstorming sessions with much 

praise given to anyone using new terms before others would use them. In this 

programme it was noted particularly that the students rarely used time phrases such as 

"Last night", "Yesterday", "Tomorrow", "Last year" and so on. The programme had 

consistently used days of the week and morning or afternoon and so did the children. It is 

apparent that these terms should be changed regularly because the students tend to get 

stuck on certain phrases and are difficult to move. In particular they need frequent 
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exposure to the more common adverbials of time used by mainstream children ( e.g., "At 

my party last year" and "After the sports carnival last term"). This step could be 

developed after the students had mastered using days and times (e.g., "On Monday 

morning"). 

The structure caused some difficulties for those children who do tend to get stuck on a 

safe course because they tended to use the same fonnat on a daily basis. Some children 

began every story with the same beginning (e.g., "On Monday morning ... ") regardless 

of whether they were talking about being at home with their families or at school. 

However, this safe course did make them feel more secure about speaking and 

consequently increased the number of words used. 

S. S Recommendations for Future Research 

This study of narrative development in language disordered children only covered a small 

number of areas that need to be considered when studying oral narratives in school age 

children. A similar study looking specifically at other aspects, such as adverbials of 

manner, cognitive verbs and the use of a variety of connectors would be an interesting 

extension of this study. In any future studies it would be beneficial to have a study group 

including boys and girls. 

It would also be useful to develop a programme aimed at teaching story re-tell using more 

literate language for children who are at a proficient stage m personal story telling. This 

would then begin the process of getting children ready for the narrative tasks required of 

them in middle to upper primary school, such as summarizing books and current affair 

programmes, note taking, explaining and interpreting events. In order to develop a 

programme of this type the steps would need to be changed to be more in line with the 

story grammar model (see p.47). Once this programme was in place a similar study to 

this could identify areas of improvement resulting from its implementation. It would be 

important, in any future studies of this kind, to monitor the subjects' use of oral 
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narratives across other aspects of their schooling to ascertain whether they have 

generalized the structure and are using it in a range of situations, such as in social 

interactions, discussions with parents and newstelling in their classes when they no 

longer have the support of the narrative programme. 

I would like to see this programme trialled in another school situated in an area identified 

as having a large proportion of 'at risk' children. In response to all the current literature 

indicating the importance of the oral narrative structure for learning environments, this 

programme may be of use to teachers of children who are experiencing language 

difficulties. 

The Narrative Programme presented in this study is a very structured one, allowing Jittle 

flexibility and not catering for children's creativity. However, staff at the LDCs have 

reported that children without this basic narrative structure have difficulty in expressing 

creative ideas and it is believed that this structure might enable them to concentrate less on 

the structure and more on the ideas. It would be useful to do some long term research in 

this area to see if creativity in expression increases with an increase in structure. 

S.S Summary 

As oral narratives are essential for social and academic interactions, teachers need to find 

ways to facilitate the development of these skins in children. This study found that the 

three aspects of narrative ability of the subjects involved improved during participation in 

a narrative programme which had a consistent routine with which the subjects were 

familiar. The intervention method (Joint Action Routine) was effective in a classroom 

catering for children with narrative disorders and may be useful to use for other areas of 

language. Some changes have been discussed which could enhance the programme's 

effectiveness. Teachers of children experiencing language difficulties need programmes 

which are easy to implement and which are effective in developing narrative skills. This 

may provide a useful teaching tool for them. As stated by Westby (1984), children need 
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narrative thought if they are to be able to function adequately in this world and to be able 

to interpret the things they see and read. Teachers need to be aware of its importance. 
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APPENDIX I 

NARRATIVEPROGRAMME 

:,. ' 

The staff at the North East Metropolitan Districts Language Development Centre were 
concerned that Htudents were not making adequate progress in their narrative 
development. Together with the Speech pathologist they began to look at programmes 
being run in other schools and examining research in developmental stages. 

The Narrative Programme which was tieveloped is repetitious, involves a consistent 
routine and incorporates a number of interchangeable roles. This structure fulfils the 
criteria for sucess outlined by Snyder & McLean (1984). It was also considered 
necessary for the children to be active participants in the stories, an aspect considered 
important by Zubrick (1987). 

The stations in the game can vary according to the children's ages and interests, but for 
the purpose of this description, the Humpty Dumpty Game will be used.The game can be 
played individually or in teams and has several versions that can be selected to suit the 
attention, motivation, developmental level and style of any junior primary class. 
There are three roles for participating children: 
!. Story Tellers 
2. Listeners 
3. Score Keeper 

Equipment: 
The game comprises of up to 15 "stations". These cardboard cues are positioned, in 
numerical order around the room. The stations visually cue the chitd to the story 
components and sequence of the narrative structure. The movement around the room is 
designed to physically reinforce the planning and the components of a complete narrative. 
Goal 1- For children to express extended/elaborated verbal units of infonnation that 
demonstrate: 
(a) appropriate sentence and narrative structure 
(b) conciseness 
( c) appropriate vocabulary 
(d) cohesiveness 
(e) conscious planning 
(f) reflection 
Goal 2- For children to use introductory and closing statements 
Goal 3- For children to present events in appropriate order and lead a narrative to a 
logical conclusion 
Goal 4- For children to sustain an oral monologue during the narrative task 
Goal 5- For children to demonstrate an appropriate listening/audience role 

Aim!: 
The Narrative Programme aims lo develop skills in children to enable them to formulate: 
(a) A collection of events related to each other 

or 
(b) Stories that have a physical or psychological centre ( central event) 

or 
(c) Stories that have a chaining of events in temporal or cause-effect sequences 

or 
(d) Highly structured narratives in which events are linked both to a common centre or 
theme and to other events in cause effect and temporal relationships 

·· The aim that each child is working on depends on which stage of narrative development 
the child presents at. 
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STATIONS 1 TO S: SETTING, INITIATING EVENT 
Child identifies and chooses the social, physical and temporal context of the story and 
describes the actions of the main character. In the early stages the stories are about the 
children and immediate members of their environment. 
Once the children exhibit competence in narrative concerning these familiar characters, 
these stations can include a selection of different characters. 

STATIONS 6 TO 10: INTERNAL PLAN, ATTEMPT, CONSEQUENCE, 
REACTION 
Child selects the results of the character's attempt and selects an emotional or evaluative 
response. 
The cognitive and linguistic demands of selecting an INTERNAL PLAN (the character's 
strategies to cause change) and an ATTEMPT (an action or attempt to deal with the 
initiating event) may be too difficult for children struggling to establish narratives. 
As with the introduction of "other" characters, it is appropriate to introduce these more 
complex features as new stations and gradually introduce them with much ceremony, 
salience and bright colours once competence in Pre-narrative sequences emerges(ie minus 
attempt and internal plan). 

Procedures: 
Step J. Introduction and teaching about the stations' functions and purposes. Teacher 
explains that this is a story telling game and that each station is a special part of the story 
that can not be left ouL If a part is left out the player can nottravel right around the room. 
The teacher teaches the children to recognize the words that are written around the cue 
cards at each station and aim for children to recognize or identify them. 
Step 2. Demonstration. The teacher should demonstrate constructing the story by 
following the story path. The children should then be asked who can remember the story. 
The teacher should continue to retell and demonstrate that story until the class has recalled 
the majority of the story. 
Step 3. Role delineation. Tbe teacher introduces the concept of the three roles and walks 
the class through the duties associated with being a story teller, a listener/reteller and a 
score keeper. 
Step 4. Rehearsal. The children are allowed to walk through the game as many times as 
required until they can demonstrate a clear understanding of: 
(i) constructing a story drawn from UJ.e cue cards at each station; 
(ii) listening to and remembering a story told by someone else 
Step 5. Individual participation. Each child will take a turn of telling a story to the class 
while another child will listen and remember the story. Another child will act as 
scorekeeper and award points first to the story teller, depending on how many stations 
were successfully included, and then to the listener who must accurately retell the story 
while following the story path. 
The first few times the game is played it may be most effective for the children to play 
individually while they learn the stations and roles. It is easier to coach individuals 
through the procedures. Being able to play the game effectively in teams is an immediate 
goal. Tumtaking, peer teaching/modelling and joint focus are incidental, but additional 
goals for children playing in teams. 
Step 6. Team Perfonnance. The roles in the game are story tellers, listeners and score 
keepers. Teams can be labelled Humpties, King's Horses and King's Meo. 
Step 7. Once competence has been established in walking through the story path both as 
speakers and listeners it is time to establish elaboration and to increase language 
complexity at the sentence level at the various stations. 
A logical beginning is to introduce a new topic eg Something I ate. The teacher explains 
the change of subject and spends a few minutes "brainstonning" for relevant vocabuhuy. 
The first 'time' station involves selecting a day. The teacher should discuss different 
things that regularly occur on certain days. eg art on Thursday · 
Children are encouraged to incorporate some of these events into their stories. 
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Specifying the time of day is the next addition, beginning with "in the morning', "in the 
afternoon" and so on. 
Character elaboration should be developed next Encourage childron to think of a special 
word to give a betterpictoroofthecharacter. 

INCREASE STEPS 
I. As children become familiar with thl' prompt words at each station, try turning them 
face down or covering up overused selections. 
2. As children begin to evidence a seqr,ence, introduce temporal connector cards (and, 
then). 
3. Once children establish effective ijSC of temporal connectors, introduce causal 
connector (because), then conditional CODtlectors (so, if). 
4. Broaden the number and range of reflective verbs and introduce 'moral1 cards at the 
end of the story. 
5. Set up the stations without the cue cards and see if the children can relate class outing 
stories using the story path. 

Scoring: 
It is important to rate the narrative performance to assist in decision making in terms of 
increased steps, topic changes and deciding on generalization goals. Progress will be 
measured on an individual basis. The child/team should be rated on generating or 
retelling a narrative, or speaking or listening. At each stage the perfonnance is either: 
F - Failed to produce sn appropriate response despite prompting 
P- Prompted. Child is given a visual, gestural or verbal clue by teacher, team member or 
audience member. 
I - Ir.dependent. Child independently "completes11 station. 

The programme should be ruo daily for approximately 30 minutes p<r session. 



APPENDIX II (I) 
NEWS ftANSCatPTS WEEK 1, DAY 1 lt.8,U93 
STIMVLUS PICTURE: A ZOQ 
ES 
I saw a eagle and a sllOU .. um .. a crocodile and a baby elephanl and a turtle. 
ST 
J saw a big long snake and a crocodile and a bear and a eagle . 

•• Good morning Um.. at 1he zoo I saw a crocodile and two baby crocodila and two baby turtles and a little 
crocodile. 
LM 
I saw a lion and a tiger and a duck. 
FL 
Good morning. I saw a baby crocodile and I saw a spotted cat and a bear and some baby elephants. 
JB 
Good morning. I saw a 11U1mmy elephanl and three babies and IWo run away and I saw monkeys. 
m . 
Good morning.Al the wo I saw /WO bears and two baby crocodiles and two baby turtles and a liltle crocodile. 
MT 
Mm.mmnun ..... a lion and a bear. Me great. 
NEWS TRANSCRIPTS WEEK l, DAV l 20.8.199'3 
STIMULUS PICTURE: UNDERWATER WORLD PQSTEft 
ES 
Good morning.Al Underwater World I saw a stingray and a shark and a turtle. 
ST 
Good 11wrning. UnderwaJer World I saw a shark and saw a stingray, whitefish, crabs saw starfish and turtle. 
RB 
I saw a shark and stingray and a bigfmfish and a bone.fish and I saw a baby stingray and it's a yellow one and I 
.raw a big black one .... and I saw a lilt le fish and I saw dolphins and I saw a crab and I swam in the water and 
thankyo11 li.ste11ing my news. 
LM 
Good morning e1·erybody. I saw turlle and I saw sea horse and I saw .starjlslt and sluuk and •••• and a fish, little 
fish and other fislt. Thankyou my news. 
FL 
Good morning. I saw a big shark and I saw liltlejish and I saw a sro,fish and I saw tiny goldfish. 
JB 
Good morning. I saw a shark and bigfi.rh and anotlier shark and some colourful sharks and some colourful fish.' 
and .... a colourful seahorse. Thankyou listening to my news. ' 
TN 
Good morning. I saw a stingray and saw colour fi.rh and I saw a stingray. 
MT 
Mmmmm .... .do/ phi ns .. , .turtle ... mmm. 
NEWS TRANSCRIPTS WEEK 1, DAY 3 23,8.1993 
STIMULUS PICTURE: A SUBURBAN uousp 
ES 
/ live in a house and I play in the house and I got my toys there. 
ST 
My house is big and I live in my house and I like my house. My mum like my house. 
RB 
Good morning boys. At my house I got lots of toys and mum cooks food and I like it, 
Lid 
Good morning. My mum and my dad and brother live in my house. 
FL 
Good morning. This is a lwuse and I like a house. My friend have a house. 
JB 
Good morning. Peoples have a house and I got a house and mum and dad buy things. 
TN 
Good morning.] go to my house in the bus and the bus comes to my house, 
MT 
Good morning. I mmmmm ... house mum and dad. 
NEWS Ta.ANSCRIPTS WEEK 1, DAY 4 24.8, u,3 
STIMULUS PICTURE: ,A FIRE STATION 
ES 
Good morning. Firemen pul out fires. 
ST 
Good morning At the fire Sllllion I saw a exlinguisher and a hose and a ftrt! tr~, ":~'';1f; ,f ~ij\\';:iMif ( RI 
Al lhe fire brigade lhe fire brigade ru.rh Io lhe house and lhue's a fire. 
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APPENDIX H (II) 
LM 
Good morning Ummm •• I went to lhe fire s1a1;on. I saw fire tnu:k and hose. Thankyou listening my ·news. 
FL 
Good morning. Al lhefire stalion I saw a baby crawling under Sffl(}ke. Thoe's a.fire. 
JB 
Good mornin,:. I saw a boy and he forgel hfs toys and he nearly get burnt.Thankyou listening to my news. 
TN 
Good morning. There was- a house on.fire and afirtmtan come and I get my teddy and I didn't gel burnt and l got 
oul. 
MT 
Good morning. I saw a hose. 
NEWS TRANSCllIPTS WEEK 1, DAY 5 2.5,8.1H3 
STIMULUS PICTURE: A SHOPPING CEIYTM 
ES 
I like going to the slwps I do and mum like going to slwps and my sister she don'/ like /he slwps. 
ST 
Good morning girls and boys. I went to the supermarket and my dad bought a gun and my mum bought some 
sausages and eggs and sausage rolls and onions and lollies, Thankyou listening my news. 
RB 
Good morning girls a.11d boys. My mum and I and my sister and my dad we went K-Mart. My mum buy some 
meat and some milk and when we get back home my mum cook some dinner and when it dark I went to sleep. 
JM 
Good morning. My mum bought me ta watch aJUi it work. Thanlcym, my news. 
FL 
Good morning girls and boys. My mum bought me this (points to badge) and it say •treasure ,rew•. 
JB 
I go shopping wirh my mum and my dad and we buy stuff and I like 1oys, 
~ • ... 
Good morning. My brother and my dad and we went markets and we bought some meat and milk and sausage,' 
MT 
Good morning. Mum bought me lollies and mmnl/11 ......... . 
NEWS TRANSCRIPTS WEEK 2, DAY 1 26,8.1'93 
STIMULUS PICTURE: A FAIR 
ES 
Good morning. l go on the merry go round and II go ro11nd and round and I want the man to stop. 
ST 
Good moming. There lots of rides and kids like it. lot of noises and screaming. 
RB _ . 
I go n'des and my sister go on rides only little rides. My mum like rides and dad go on rides and that big one. 
LM ., 
Good morning. I saw lhe merry go round and there people there and thankyou. 
FL 
Good morning. I go in rhe place and mum put me on and J like ii at thefimplace. 
And I go high like this (moves hands to indicate heigh I} and I not cry for mum. _ _ 
JB ·. ·. ·.. .. . ·• • 
Good TMrning. I saw the car thaJ go rowul and you hit it and it go bump and l like the car and I go n{.1/fy.lJJ!e and 
I don't go to bed. Thankyou listening my news. · · ' '" .. 
TN · . :·, ----.,. :- ., ;, 
Good morning. I .... / go and it isf11nny a11d I see the kids and we go on the rides and dad go on the.rides. Mum 
go 011 the rides and I lilce it. · -. " ·· · -- · 
MT 
Mmmmmmm •...• mmmmmm. 
NEWS TRANSCRIPTS WEEK 2, DAY 2 27.8.I!t93 
STIMULUS PICTURE: BIRTHDAY PARTY 
ES 
Well I went to Matthew Browne party and ir was at icecream coke and we could pick out our drink. l. had L'urger 
and a chip and we like ii. Thank-you/or listen. · 
ST 
Cakes and lollies and that's all. 
RB 
"Good morning. I wenJ to a birthday on Monday. I have my birthday and I have Matthew Browne and Mark and.,":'. 
Samanlha and Usa. Tlwnkyou listening to my news. 
LM 
Good morning. I saw some cakes and some food and a drink. 
FL 

' Good mornfng. I ate clwcolale crackles and birthday cake. 



APPENDIX D (Iii) 
JB 
Yo11 get clothing and toys and you get to tOU how lollies and you get cake and you get food. Thankyou for 
IUtenlng to my news. -
TN 
Good morning. We had a jelly bean cake with chocolate in the middle and we ate jellybean and funny nw.t and 
we had dinosaur snah!, chocolale snake and chocolale for green. Thonkyou listen tmy news. 
MT 
Umm ..• Birthday cate ....•.. mmmmmm. 
NEWS TRANSCRinS WEEK 2, DAY 3 30.a.u,3 
STIMULUS PICTURE: BOUNEST ISUND POSTER 
ES 
Good morning.girls and boys. I got on the ferry. We packed our bags, Water and towel. fl was an ts/and. I don't 
know anything else. 
ST 
Good morni11g girls w,d boys. On Rotlnest I go swim. We was lying in the sand ant! we saw seagulls. 11Ulflkyou 
listening my news . 

•• Good morning girls and boys. I rode my bike. I ride it really fa.st. And I got my trainer wheels on. You bww 
why? Cos I can't it without my trainer wheels.! was at home and my tyre got flat. I went to the basin and I wen, 
in the water. 
Lii 
l went in the water and sw,d was lhere and and people, jelly fish in the waler. Thankyou. 
FL 
Good morning girls and boys./ saw a dolphin and a seahorse and I made a sandcastle and it's bigger and ti went 
for a swim in the wate,.and I saw a shark and some colour fishes and .tome tiny fishes and I saw another .shark, 
two shark. I made a .sandcastle a,ui it grow bigger and it got a tunnel in it and l eat Icy poles and I see sharks and 
I saw tiny flsh.t 
JII 
Good morning girls and boys. I saw a little fish and a dolphin and a shark and a lizard and a ........ . 
TN 
Good morning. Umm .. I saw a dolphin (JJ/d I saiv a cuttlefish and a big shark and a big seesaw and I saw a shark 
and I saw a cunlefish and a seesaw./ saw a shark and umm .. shells and I made a cas//le with Andrew. 
MT Mmmmmm •.... mmmmm .... mmmm ... 
NEWS TRANSCRIPTS WEEK 2, DAY 4 31.8.1993 
STIMULUS PICTURE: A FAMILY EATING A MEAL 
ES 
Good morning. My T1Wm cooking in the kitchen and her making cakes and follies and things we eat.-And we sit 
down at the table and my sister sits a/ the table and my big sis1er, / don'z any more. 
ST 
Good mori:!ng. I help my mum cooking and she cooking us dinner and we eat vegetables. Thankyou listening. 
RB 
Good morning. We eat our dinner we do and mummy make dinner and my sister make it fall down. J eat on my 
plaze and I like meat. You know what? Vegetables make you get muscles. And you can get Jhem. And the boys 
can. Thankyou listening.my news. 
JII 
Good morning. I have tea and food is on the table, I saw the plates and thanlcyoufor lstening. 
FL 
Good morning. On tea time I had peas and I had meal and my frie11d like the meaJ and I am eaJing all my tea up 
and mummy like me to and! like it. ThQ/lkyou for my news. 
JII 
Good morning. We went to restaurant we did and mum gets a lot of food and we C(JJI have ice-cream. I like it. 
Thankyau listening my news. 
TN 
Good morning. Al my house we have tea and I go to bed and I have stories, Thankyou listening my news. 
MT 
Mmm.. Tea .... Mum ... mmmm ..... 
NEWS TRANSCRIPTS WEEK 2, DAYS I ,9.Ut3 
STIMULUS P/CTVRB: 5Cl·TBCH POSTER 
ES 
Good rtwming everyone. At Sci-tech I saw a planet and a sun. ,;: __ 

E ::::;·;,:,:::~·::. :~: :::: ~·,:~:ud noise rh,,e we,/ . • ). . \t./:C· ..• 
Lii . . .. · .. 

I sawaboalandabeat,bag. 
FL 
-Good morning everyone, Umm..mm.J .raw some .rrar.r and a moon and a . .rNn. 
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APPENDIX Jl (Iv) 
JB 
Good morning ewryone. I saw a telephone and another one and you bolh can talk to each other. And I saw a ball 
Whal you make go by Itself. 
TN 
Good morning girls and boys. Ummm. .... mm..1 saw a balloon and it goes up and down and It's got bu11ons on 
ii. 
MT 
Mmmm .••... space ..... mmmm. 
NEWS TRANSCRJPTS FOLLOWING NAIUlATIVE WEEK 31 DAY 1 2.9.1'93 
STIMULUS PICTURE: A, FATHER COOKING WITH HIS CHILDREN 
ES 
We made gingerbread man and rhey were yummy and John locked 1he door because he thought the gingerbread 
man might run our and then the cleaner try to come in and he can't and Mrs Ca;;;,.-.JJell her open it. And rhaJ all. 
ST 
Good morning. My story about cooking. On Friday in the morning bread and toast. i think ft will be greal fun. 
RB 
Good morning. My story's about cooking. In the morning we my dad and I we cook some jelly beans and my dad 
made some chips cake and we have a party and we did some chocolate crackles and some ..... and my dad made 
some rals and he make some cat to chase the rat and rhe rat go fa.st and the cat go slow "cos the rat go/ sharp 
claws and the cat got .sharp claws. 
LM 
Good morning. My .rlory is about cooking. On Fnday :,mmm .. in the mt}Tning umm .. my dad and I we made a 
cake and a red .rausage.r. I think it will be greatf. · 1. 

FL 
I do cooking at home and I make my mum ,aJw out of the fridge some egg and milk and some sugar. We put them 
in a bowl and we mixed it up. And my mum get the bread out of the cupboard and sausages too and we mahJ pigs 
in blankets. 
JB 
Good morning. My story's about cooking. On Tuesday in the morning my dad and I cooked. Got milk and 
vegetables and breadcrumbs. We made.quiche.Thankyou li.rlening my news. 
TN 
Good morning.My story is about cooking. On Friday in the moming mm .. we found oul my dad made a cake 
with freckles on top and jelly beans. Thankyou for listening my news. 
MT 
Good morning. Put some milk in ii and crack the egg ... mmmm ... mmmmm ...... 
NEWS TllANSCRIPTS FOLLOWING NARRATIVE WEEK J, DAY 2 
STIMULUS PICTURE: CHILDREN PLAYING JN ,:, Pl,AfGROVND 
ES 

3.9.1993 

Good morning. A long time ago I went lo a park and we got a donut and my friend came and we played and that 
all. 
ST 
I play sand um .. I play trucks and play swings and climb up trees ... play on monkey bars. That's all. 
RB 
The truck lift the .rand up and a tractor put it down and a truck comes and a b111/do1.er go driving and a butldozer 
went under the tunnel and down and up and down and up and down and up. Later on someone came. Got s1Uck. The 
end. That's all. 
LM 
Good morning. Unun.J was in the park with my mum and J was ma/re a sandcastle and I was digging. ThaJ'.r it. 
FL 
I played a school and/ 11m •• went up the ladder and I went down the pole. Then I slide down to a slide because I 
hold like that (demonstrales) and then I slide down and there sharks there because l got a boar.Next I played in 
the sand and I dig a hole. I put my hand in it and I dig some holes ... I build a runnel. And l play wllh the trucks 
and I made a .rand castle and I hold my hands like this on the po/es and I done iJ myself. Ne.xt I um .. I um .• um.. 
run very fast and I beat David so I go to the street. Thal'.r all. 
JB 
Good morning. My story is about playing in the playgrou11d. You play in .rand wiJh tractors, cars and buckets 
and a spade and you play on monkey bars. Thankyou for listening my news. 
TN 
Good morning. On Friday in the morning we digged a hole, a big one to make water go through a hole. After 
that weft/led fl in and we played in a cubby house, We went home. I thought it was great fun. 
MT 
Good morning./ playing sand trucks mmmm ...... Him play truck. 
NEWS TRA.NSCRlffS FOLLOWING NAAIU.TIVE WEEK 3, DAY3 ,.P.1'93 
STIMULUS PICTURE: CHILDREN SWIMMING IN A POOL 
ES 
Well ..... Good morning. We put the wall and we done this (demonstraletl hands) and we done a kick and we 
touched the lady foot under the water and we play ring a ring a rosle In the waler and we go throagh the lloop in: · 
the water and that all -· 
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APPENDIX D (v) 
ST 

], ,'·--"' 

Good morning, My story about swimming. On Friday tn the morning Mark and I we found our tractors. I 
thought it was great fun • 

•• Good morning. My story's about swimming. On Friday in lhe morning I touched the ground and I swjm and l 
pushed off a.'Jd l float around and I touch my mees on the ground and I Jwt wenJ over the hoop and I went undn 
the hoop. Thank:you listening mynews. That's it. Thal's all I got. 
l,M 
Good morning. I went in the beach with my mum aJJd dad and I was swimming. That's all. 
FL 
I put my face in the waler aJJd I float on my back and and I go like this (denwnstrates freestyle) and I did my um .. 
I put my/ace right down the water. Some people in number3 group is Chantal, l!'van, John, Kylie and David 
and that's it. 
JB 
Good morning. Yesterday I went to swimming and I got sand and J went to my mum and dad and they had my 
jloatie and I put ii on and/ IOok it off and went down and got shells and put them in my basket and went to the 
bottom of the deep end and I got shells and took them up alld I wen/ next to the shark and I did go back lo my 
mwn and dad and pul afloatie on. Thankyou listening to my news. 
TN 
Good morning. On Frida_y J went under water and looked under water. I found a octopus. Then I got a knife to stab 
it. Then it was dead. Then! gave it 10 my brother. Then I gave it to my brother. Then I cut out the sling out. 
Then I took the whole lhing out. Then we cooked ii and ate it and took the scales off. I thought it was great fun. 
MT 
Mmmmm ..... mmrn,,,J'm going swimming,.,mmmmm. 
NEWS TllANSCRIPTS FOLLOWING NARRATIVE WEEK 3, DAY 4 7,9.19f3 
STIMULUS PICTURE: A FAMILY DRIVING IN A CAR 
ES 
Good morning. My story's about my nannri. On Saturday we went lo Nanna's in our car and Bonny and Nanna 
and my mum went to /he shop lo buy a lo/lie and we got a lcy pole and when we come home we got the lo/lie. 
And we went to the park and did a goal and I go/ 2 and Daddy got 4 and we came back and we um played football 
and it went over /he park and they caMe back. Thankyou. 
ST 
I went to the shojlf and we havejruil and I /lave vegetable.I" and that's all. I though/ it good fun. 
RB 
Good nwrning. My story's about driving in a car, 011 Friday in the morning, my dad and my sisler - my sister 
rames Kimmy • and we went to the bush and see some animals and one's a dinosaur in the bwh and om's a 
skeleton and I didn't keep ii, /f's a triceratops. I think it will be great because /he di11osaurs died. 
LM 
Good morning. My story's about a car. I wenJ out wilh my Jamj/y. That's all. 
FL 
My sister and J went driving · going to Rott nest and when J get there J wem for a swim aJ Rottnesl. / put my face 
in the water and Mark's Simpson come as weil and when J um get my mum and dad, my mum and dad take me back 
again and my sister said"Jfyo11 be good al home you will go to school". And thal's all. 
JB 
Good morning. My story's about driving a car. On Friday in the afternoon, my mum and I went Jo Brett's house 
and we talked to each other and his mum talked to my mum and my brother played with Mal/hew Barrett and I 
played with David Anderson wilh the transformers.11/Jought ii was excel/en/. 
TN 
Good morning. My dad's got a new car and il's go/ yellow and little bit of yellow and lots of blue. And itl's got 
lights on the front and lights at the back and when we got back from the block we had a jelly bean ice cream. 
When we finish the /Jlly bean ice cream we wem home. Then we went back in /he car and wen/ to the pipe shop 
because there was oil came ow of the hose and we had the hose ru1 off. Thankyoufor listening my news. 
MT 
Dad drive car ... mmmm .... 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 3, DAY 5 8,9,1993 
STIMULUS PICTURE: POSTER OP THE MUSEUM 
ES 
Good morning. My story about museum. On Tuesday we went to the museum and the lady told us a story and we 
saw a big egg of a dinosaur and we saw a m.u egg, a big egg, and I thought it win good because birds are not 
mean, 
ST 
Good morning. My s/ory about dinosaurs. On Monday, in the aftirnoon, Alexi and l we found out dinosaurs 
have sharp teeth and sharp claws. I thought it will be great fun because it scarey. 
aa 
Good morning. My s1ary is about museum. On Friday in the morningi found out dinosaurs have horns and a 
skeleton. I thought it war excellent because dinosaurs have horns. 
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APPENDIX II (vi) 
Lii 
Good momJng. My story is about the mMSeum. On Friday in the morning . .um .. all the children the school went 
and I saw boMs of the dinosaurs and I saw a egg. I think it be great fun. 
PL 
I got to the nwseum with my mum and I saw dinosaur bones and they were 11Ql scarey and my mMm's scarey and 
my dad as well. There was a dinosaur rex. Jt eat other dinosaurs and I saw another dinosaur. I saw a brontosaurus 
whack his tail on the dinnsaur rex and dinosaurs have sharp teeth and sharp claws. I thought it was fantastic 
Mcause dinosaurs were not scarey and that's all. 
JI 
Good morning. My story's about dinosaurs. On Sarurday in the afternoon Brendan and I we went to museum and 
dinosaurs have bones and eat meat. I tlwugh1 it wru- great fun because dinosour.J mah! noise. 
TN 
Good morning. My story is about museum. On Friday in the morning Breit and 1 we found there was gorillas and 
monkeys and lions and tigers. Thankyou for listening news. 
MT 
Mmm .... I see dinosaurs ..... mmmm. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 4, DAY 1 9,9.1993 
STIMULUS PICTURE: A CHILD HOLDING A puppy 
ES 
Good momingJ got 2 chooks and J think I got 7 budgies and I have a rabbit and sometir,w a cat comes but it 
,wt our one. Jr the next door neighbour's. And the next door neighbour used to have a dog and him mean and he 
come to our house and dad throw rocks at him. And the next door neighbour moved to a new house. And that's 
all./ think it was bad because there was a mean dog. 
ST 
Good morning. My story's about pe!S. On Friday, in the afternoon, Bryn and/, Angus, Princess. I thought it be 
great fun. 
RB 
Good morning. My story's about pels. On Friday in the morning J count and my dinosaur hide and I find him and 
he count as well and I hide somewhere special- under my bed. That's die end of my news. 
LM 
Good morning. My dad bought me a dog mul ft was a puppy and my dad bought my dog some food. That's all. 
FL 
I have a dog called Keesha and we feed Keesha and um .. I play 1he dog and I play my ball abolll bi:Jsketbafl and 
my dog was good. I thought it was fantastic because my dog was good and tlral 'sit. 
JD 
Good morning. My srory's about pets. On Monday in the morning, Sheba and Steven were playing in his rock 
and Sheba was playing in her kennel and Ste1:en smelled some food mid went n'ght into rhe rock and Sheba gol 
In the bru: with me. Tlrankyou for listening to my story./ thougJu ii was great fun because they're my best 
friends. 
TN 
Good morning. My story is about dogs. On Friday in the morning my deg did get the paper. It was morning 
when the paper man come ond my dog gave it to me and I gave it to Mum and Mum read it and J thought ii was 
greaJfim. 
UT 
Ummm ... mmmmm. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 4, DAY 2 10,9,U93 
STIMULUS PICTURE: A WINTER DAY WITH PEOPLE HURRYING FOR SHELTER 
ES 
Good morning. My news is aboul winter. On Saturday it raining in winter and another time it stormy and 
mining. I thought it was good because I like rain. 
ST 
Good morning. My story about storm, On Friday in lhe morning and I we found out storm and wind and col and 
ice and winter.} thought it will be great fun because it was cold and freezing. 
RB 
Good morning. On Fn'day in the morning 1 saw a big, big, giant storm. It knocked a tree down and all the 
leaves died. And one didn't because it's special because it's dianwnd. Because storms are scarey. 
Lii 
Good morning. Umm.J wear my raincoat and I went to school. Thal's all. 
FL 
Umm. .. There was a thunderstonn and there was some rain coming down in our school and I put my raincoat on 
and I put my halon as well. And rhere was a thunderstomi and J start to snee1.e- achoo. Then I .... When there 
was a thunder.1torm, the thunder started to go ....... 1 thought it was fantastic and that's all. 
JI 
Good morning. My story's about willfer. On Friday in the afternoon Andrew and I we went out and we got wet 
and we played in the backyard and he and I made wombal stew and I wen! and got the stulfwith his blh! and il's a 
bil small and I wen, righJ up lo the end of his place and pushed it up over where the stairs are and pal the dog. 
Then I Wenl over the stairs. Thankyou listening to me speak because It was great fun. 

' 0 150 



'. ,.: 

APPENDIX ll (vii) 
TN 
Good morning. My story's about winter. In the afterMOn ii was raining and stormong •cos it wa.r.".Tr«:r were 
windy and 1M trees were cold and thankyoufor listening my news because it "'·as storming hard. 
MT 
Wear jumper. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 4, DAI' 3 u.,.u,3 
STIMULUS PICTURE: CHILDREN ON 6 SCHOOL BUS 
ES 
Good morning. I have tapes when I go on the bus and the bus will bring me home and to school QJ1d they got 
/issues and they got a bag where you put the tissues in and that's all. I think the bus is good because it brings me 
to school and home. 
ST 
Good morning. My story is about bus. On the weekend Mr Miller and I we found our Andrew Johns naughty. I 
thought it was great fun because it war scarey and he mighJ run away. 
RB 
Good morning. My story is about a bus. On Sunday in the morning it was noisy all the people jumping on the 
bus because there bumps on rhe rod and all the people scream and ray told the people off and David Anderson 
was the people, And I think it was great because ii was too loud. 
LM 
Good morning. My story's abo11t the bus. On Friday in the morning I um um Ray put me on the bus. 
FL 
Gaod morning. My story is about bus. On Wednesday in morning Christopher and/ um we went on Ray's bus. 
Some people were a bit noisy. I wasn't. I was good on Ray's bus. And ... an .. we .. um .. Brell Belm and I were quiet 
on the bus. And that's all. 
JB 
Good morning. My story's about on the bus. On Friday in the afternoon someone from school and /he driver, 
Mr Maley and Mrs Maley and Mrs Efscott, went to school and some people needed tissues and Kylie and I sit in 
the front with Mrs Maley and one day I brang a eagle anr/ then we at school. Tlronkyou listening to my news. I 
thought it was great fun because the bus is really, really grea1 fun. 
TN 
Good morning. My s1ory is aboul bus time, On Friday in the morning we found out Ray drives to police staJion 
and we looked at what the fireman down ..... And I thought it was great Jun because I like greaJ Jun. 
MT 
Good moming ...... in ..... 
NEWS TW.ANSCIUPTS FOLLOWING NARRATIVE WEEK 4, DAV 4 
STIMULUS PICTURE: A DENTIST AND CHII..D PATIENT 
ES 

14.9.1993 

Good morning. My story about the dentist. Ummmm ..... mmmm .... Bonny pushed me on the gate and I wenl to 
the demist and the dentist say, "I can't see the 1001/, she pushed in.• l gone. And rhar all. I thought it was bad 
because it hurt me lJJld I went ro /he /Jospira/ and I went to the dentist at there too and the dentisr al school. And 
that all. 
ST 
Good morning. My story aboul demist. On Friday in the morning my mum lJJld I we found out my teethfall our 
and drink a waler. I thoughl it be great fun because il was good. 
RB 
Goad morning. My slory is about dentist. On Monday in the afternoon I got the plasler on and I broke my arm 
and my arm got together and if's alright and I never go 10 the dentist again. Thank:you listening to my news. 
LM 
Good morning. My dad take me the dentist and the dentist see my teeth. That's all. 
FL 
I got 2 missing and when they go out lhey started to grow lJJld um well when they growed up they started to grow 
again and really big. And the tooth fairy came and took my toolh away and took it to the dentist and have a look 
at it. II started to bleed. It was bleeding inside. 
JB 
Good morning. My story is about rite dentist. On Monday in the morning my mum and I went to the denfist and 
we got our teeJh checked and rhe man told us to do our 1eeth when we get home and my sisJer and my brother 
went to the dentist after I got fwme. When I finish my teeth I went to the shop and got dinner. Thankyou 
listening to my news. l thoughl it was greal fun because the dentisl is greal fun. 
TN 
Good morning. My story's abow the demist. On Friday in the morning we wen/ to the dentist and we saw a 
dentist lady and they check someone's teelh and they had a drink when they were finish lJJld they wem back to 
their class. And I thought it was greaJfan because It was greaJ. 
MT 
My teeth fell out. 
NEWS TRANSCIUYl'S FOLLOWING NARRATIVE WEEK 4, DAY 5 u.,.u,3 
STIMULUS PICTURE: BEST FRIENDS 
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ES 
Good morning. Sometime I sleep over my friends and I play on the trampolint! with my friends. And sometime I 
play a game with her somtmme and thaJ all. I thoughl ii good bectlllSe I like my friends. 
ST 
Good morning. My story about friends. On friday in the afternoon my mum and I found out I have afrientl· my 
dad, my brother, my budgie./ thought it was great fan beca1'Se it was good. 
RB 
Good morning. My story's about friends. My friend's David Anderson and me and Brett Simpson and Lewis. 
Thankyou ll.!yening to my m1ws. 
LH 
Good morning. My story about friends. Um.. l gol a friend name Curtis. ThaJ':,, all. 
FL 
Good morning. My s1ory's about friends. I /uJd afn'end called John and he plays with me all the time. And when 
the Grade 2s have to ply with the Grade Js and Grade 4s they were going and but when Graham wasn't my friend 
he was a Grade 3. And when my friend was playing wiJh me all the time ii wru Brayden now. 8111 when J was 
playing with John I was Captain Planetftrsr. And but when John play with me and when John was playing with 
me all tlte time he was doing things with me at Mal Time and then it star1ed to go w P.M.P. J thought it was 
exciting because it was great. 
JB 
Good mDming. My story about besr friends. On Friday in the afternoon Breit Behn, David Anderson, Andrew 
Meldrum and I are best friends and we play with each other. We are in Grade J am/ Breit Behn Is in Grade 3, 
Thankyou listening my news, I lhoughl il was great Jun because all of them are my really bes/ friends. 
TN 
Good morning. My story abolll friends. On Friday in the morning Breit and me and Andrew Meldrum and Andrew 
Johns and Brayden and Matthew and we played. They went to my home and they played basketball and then 
they finished. Then they dig a big hole. Then they fill it up. Then they finish. Then they went down the bank 
and take the old branche.t off. Then they well/ home. Then we had to go 10 someones birthday and it was Brett's 
and Andrew Meldrum'.t. Then they finish. Then we went home. Then we were hungry. Then we had a piece of 
toast and we finish our toast. Then we had lunch. Then ii was night time. Then we went to sleep and it was sunny 
and cold and we went to school on the bus and the siren went and we took our stuff in and we done our work. I 
thought it was greaJ Jim because it was greatfim. 
MT 
I play with my friend. I play outside. 
NEWS TRANSCRIPTS WEEK 5, DAV 1 16,9,1993 
STIMULUS PICTURE: A FA.MILY HAVING A PICNIC 
ES 
We went to a picnic on a park. And we went 10 a/arm and I made a big sandcastle and ii up to there. and Phiflip 
help me and David Anderson and I gone on a tyre, That's all. 
ST 
Good mDrning. My story ahom a picnic. On Friday in lhe afternoon Chris and J we found out we play on the 
swings a11d Ille slid.:. I thought it be great fut1 beca/Lfe ii was good. 
RB 
Good morning. My story's about picnic. On Friday in the morning I have some toasl and some carrots and we 
went back on the bus and we went driving back to the Jann. Thankyou listening to my new.t because Ray drive 
us. 
LM 
Good morning. My story's about a picnic. We went on the bus to Lockridge Farm. We went 10 the parkfirsl and 
had our lunch. I had a sandwich and I ate the picnic. We went back to school. And that's al/. 
FL 
Umm At the picnic um when I get a picnic we go/ a picnic baskeJ and it's got food in it and here's a handle ..•. you 
can carry it. And my mum give me some food yesterday we got some apples, sandwiches and biscuits and then I 
!I.tarted to play and my mum said, "You can ea: sandwiches". 
JB 
Good morning. My srory's about a picnic. On Friday in the afternoon Andrew and I went to Kings Park. We have 
a picnic and a teacher try lo whack me but got it off her and then I gave the one what Matthew Barrett done back 
to him and I had the uld lady's. Then wefighted her and she nearly/ell over. And then all the teachers got on 
her. Then we found heaps and heaps of ropes and we whacked them. I thought ii was great fun because Kings 
Park is great fun. 
TN 
Good mDrning. My story's about the picnic. On Friday in the morning mm Brttt was coming in the car. Then we 
got out of the car and Mummy stopped the car and they afl got out and we gel some lunch a."d we ate afl our 
lunch. We played on the swings. When we finished it we played in the cubby lwuse and went in the slide. Then 
we got in the car and put our lunch in and locked the car so it don't fall out. I thought it was grea1fun because it 
was fun. 
HT 
You eat my lunch. Went to the park. 
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APPENDIX II (b:) 
NEWS TRANSCRIPTS WEEK 5, DAV 2 17.9.19'3 
STIMULUS PICTURE: BOYS PLAYING FOOTBALL 
ES 

··-.f \' . 

Good morning. My story l.t about my family and football. A couple ...... a while ago we already play jboty at 
the park um we kicwl the football and Dad he did an up and down kick. When we got home it was nearly tea 
time. Um .. um . .and J took a basketball too and when I was at the park I took my jumper off and Bonnie loo and 
Justine and then we went bade home and ate tea. Nanna cooked the tea and we ate it. I thoughl It was good fun 
because I like football. 
ST 
Good morning. My story is about soccer. On Sunday in the afternoon my dad, mum and I we found out wt' kick 
1he ball in the air in lhe sky. I thoughl it was good fan because it was good. 
RB , 
Good morning. My story is about Eagles. On Friday in the morning E'a9les won and kick it the football out,of 
the game and they won and all the people said, "Hey! Hey!" and the Eagles went back and 1he Eagles playfo'oty 
again. Thankyou for lisrening 10 my news. / r/Jinlc it will be great because the Eagles very good. / 
LM ; .. 
Good morning. My story about football.My m11m and dad and my brothers and my sister and I went to the \· 
football. Everyone was there and we were eating and 1hat's all. : 
FL ( 
Good morning. My slory is about football. The Bombers just won today. Bad luck Eagles and the Bombers' Only 
won and when the Bombers they just 101 and the Eagles got 24, 8 and when the Eagles done won ..... ,vel/...\.tlnd 
rhe Eagles was last a11d the Bombers just winning and everyone said, "Hoorah!' And thar's ft. I lhink it was' 
excellenl because /he footy ... is my favourite. 
JB 
Good mnrning. My story's about football. 011 Friday in the afternoon my mum and J watch my bro/her caffe{/. 
Travis. And then the whistle wem and my brother got a drink and I did when/ didn't play, Then my brother . 
stayed on and l play, Then both of 11s had a dn.,1k at the end of orange. Then I went by myself and got the ball 
and kicked a goal and point. The bafl went in then ii went out. Thankyoufor lislening to my 11ews. / tho1lgh1 it 
was great Jun because !hat fooiy is 1he best bestfooty. ' 
TN 
Good moming. Mys/Ory is abou/ a football. We went to football and we played. When it was finished .ve play 
soccer bafl and /hen we played it. When ii was finished we had lunch and we had a humburger all(/ we had a cal:e 
and when we finished the cake we went home. I thought it WaJ great fun because it was so great. .F 
MT .. 

)' Good mnrning. My story is about football.} watch football 011 ielly and Eagles./ like them. 
NEWS TRANSCRIPTS WEEKS, DAY 3 20.9.1993 
STIMULUS PICTURE: CHJ(.QREN WATCWNG TEl,EV{S[QN 
ES 

-\. 

" Good '1Wming. My favourite telly cartoons and I watch canoons and when 1he bus comes I get 011 the bus. And I 
watch Tom and Jerry and I watch car/oons and ereryone is in the carloons and tl1ey have afl races. J like the 
cartoons because l like characters. 
ST 
Good mnrni"B· My story about T. V. 011 Sunday in the afternoon my mum and I we found out I watch Waif, The 
Three Litlle Pigs. I 1hought ii would be great fun because it waJ good. ' ' 
RB 
Myslory is about television. I like watch Jurassic Park and it's finished and we g'o to bed and J watched T.V. in 
my bed and it's finished and I went 10 sleep. The end. · 
LM 
Good morning. My story about T. V. I watch Transfonners and Turtles. Thdl's all. 
FL 
I watch cartoons. My favourite cartoon is Bugs BuMy and second is the Big, Bad Wolf and Tile Three Little 
Pigs. And when they're finished I watched another one and but when they're.finished now .... when my 
nannafinish my cartoons and do you know what the word says? That's all folks. 
JB 
Good morning. My story's about T.V. On Monday in the afternoon Mum, my brother, my dad and my sisler and 
I watch Super lady a11d Supennan. And the whole lot of us wa/ched Jurassic Park. Thankyoufor listening to my 
news. 
TN 
Good morning. My story is about Terminator. Onfriday in the morning we saw Terminator slwoting and my dad 
taped it. We warched lWo of them at the sanre time because we've got lWo t.vs One in the bedroom and we've gal 
the channels. We've got the Terminator channel lllld it turns into Terminator cartoons and 1'enninotor Batman 
and we got Tenninator chewy gum. My brother got Terminator chewy gum loo and we are fl, When we finished 
we chucked ft in the bin. Then we watched telly and we watched Ban Simpson. Then when ii was finished we 
went back to our house because it start training. Then it was nighJ and we went home to sleep. I thoug/11 it was 
great fun because it was great Jun. 
MT 
1 watch telly. I watch videos and cartoons. 
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NEWS TRANSCAIPTS WEEK!, DAY 4 lt.9.1993 
STIMULUS PICTURE: A MOTHER HOLDING A B6BY 
ES 
Good morning. My story about a baby. My baby i.r home and I hold her somelimes and Mum give her milk and 
sometimes her cry. And I hear her hiccup sometime.sand some1fmes her do pooh in her pants. And we chQJlge 
Mr nappy and sometimes her belly button big. And sometime Mum look in h"<!r ears, J 1hink that it's good 
because I like the baby. 
ST 
Good morning. My s1ory about babies. On Monday in the afternoon Princess and I we found ou1 Princess Is 
young and he has hair and legs and a nose and claws and teeth and a tail, I thought it be great fun because It was 
good, 
RB 
Good morning. My story's aboul babies, On Friday in the morning um my ... 1 born and I jump on my dad and I 
scratch my dad in his eye and I cried. Thankyou/or listening to my news because babies are naughty. 
JM 
Goad morning. My story's about babies, My mum went to the doctor and her had a baby. ThaJ's all. 
FL 
On Friday I luuJ a baby and I was little because when I was a baby I went to the doc/or and I was grown up like 
John. And but when John's grown up he can run very fast tha11 me. And but when John's very grown up l was 
grown up and I jusl do what I'm doing. Biil when my baby's crying she was crying a/J the time and but when 
John's very grown up he can run very fas/ than me and ... and .... tlUJ/'s all. 
JD 
Good morning. My story's about Kyle Rhys. On Monday i:i the morning Kyle and l played with my toys. 
Snoop)', Teddy and Big bear. A11d we go/ on my bed and slept litlle. And we nearly finished our sleep bectlUSe 
Kyle was going home and Kristen stayed. And then we had a drink. he had a drink in a bottte and i had a drink in 
a c11p. And Kristen had a drink in a cup and Kira and Trm,i~· cmd my mum had a drink of coffee and my dad and 
Auniy Erin and Uncle Paul and we all had a drink in the lounge room. We all sat on the lounge. Thankyou 
listening to my .,tory. I thought it was great fim because Kyle and Kristen came over. 
TN 
Good ftl;:)n;ing. My story's about babies. On Friday in 1he morning Breu and I were at the doc/or's and we were a 
baby. I lhought it was grearfun because I like if. 
MT 
Babies cry. Babies slop crying. 
NEWS TRANSCRIPTS WEEK .51 DA\' .5 22.9.1993 
STIMULUS PICTURE: d TEACHER TEACHING A CLASS 
ES 
Good morning. My story about teachers.On Tuesday I went to the assembly and after assembly I got a Fred do 
frog off Mr Miller. I think yummy because I like Fredda Frogs. 
ST 
Good morning, My story's about teachers. On Friday in the morning Mrs Archer and I we found out water the 
plants chasing the flies. I though/ it be great fun because it was good. 
RB . 
Good morning. My story's about teachers. On Mo11day in the afternoon Mrs Archer helped me do some work and 
Mrs Archer said, "Go to lunch time." And sometimes I finish and Miss Whittom1: came. Thankyou listening to 
my news because the teacher's very nice. · 
LM 
Good morning. My story's about teachers. I we/II to school with the school bus. I saw Mrs Archer and her sees 
me and that's all. 
FL 
Good morning. My story's about teachers. On Friday in the afternoon um but when Mrs Cowan was sick today 
she was not doing art. And we stayed in our classrooms and Mrs Campbell said, "You can do your work." l 
thought it was good because it was very good. And that's all. 
JB 
Good morning. My story's about teachers. On Monday in the afternoon Mrs Cowan and I got a sticker from her 
and I nearly finished pulling It on because i done work. ... .helped her. Thankyou listening to my news. It was 
great.Jim because art is good. 
TN 
Good morning. My story is about teachers. On Friday in the morning I like teachers because Mrs Archo let us 
do work. And we done good work and no scribbling. Mrs Archer gives us a sticker.I thoughJ it was grealfun 
because I like it at school. 
MT 
I hate teachers. I talk teachers. I go 10 teacher. 
NEWS TRANSCRIPTS WEEK,, DAY 1 23.9.1993 
STIMULUS PICTURE: A FARMYARD SCENE 
ES . 
Good morning. My story is about Jann. On Friday in the morning I go farm and l &aW fish and ·a po,ry and .fish 
Jump up and down. And l saw cow. Thankyoufor listening to my mws. / thoughJ it was good becallSe I like ' 
animals. · 
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ST 
Good morning. My story is abouJ Jann animals. On Friday in the morning jarmLr and I we found out we pal the 
cow and we got some milk from the man and we have a pat of a pony. We hold a baby drinks./ thought it wa.r 
gl'Ml fun because it waJ good nice. 
AB 
Good morning. My story is about a/arm. On Friday in the morning I saw a Jamb and a sheep and a lwrse. 
Tluurkyou for listening to my news because iJ's great. 
LM 
My story is about Jann. I saw a sheep. I got a coe and a horse and a pig and thal's all. 
FL 
Good morning. My story is abom a/arm. On Friday in the morning I saw ducks, horses, pigs and chooks but 
when we go back to school we eat our lunch and when we go to play we played hop scotch and played on the 
monkey bars and .... ] thought it was great fun because I liked the farm. 
JD 
Good mnming. My story's about Lnckrldge Farm. On Friday in the morning the whole L.D.C. went to the Jann 
and we saw a cow first. And after we saw a pony and we saw fishes and sheep and we saw big things like crabs 
because 1hey've got nippers. They gol eyes. I /hough/ ii was great fun because Lockridge Fann is /he best Jann. 
TN 
Good morning. My srory is abo11t afarm ..... farm animals.On Friday in the morning Andrew Meldrum and I 
found out that fish and crabs and a big, big fish in a pond they got lit/le black dots. I think great fun because it 
was great. 
MT 
I see pony. J ste piglets. We see a dog. 
NEWS TRANSCRIPTS WEEK 6, DAY 2 24.9.1993 
STIMULUS PICTURE: CHlLQREN JNYOLYED IN AN ARGUMENT 
ES 
Good morning. My story is about a fight.On holiday sometimes I fighl with my friends um .. mmm .. we stop 
jightf11g and we yell und thaI's all. We go away from each other. Catherine fight with me because ...... .she 
does11't cry. J think it's bad because J don't like fights. Thankyou for listening lo my news. 
ST 
Good morning. My story is abo11/ a fight. 011 Saturday i11 lhe afternoon my mum and I we found out when my 
brother fight he throw a hat in /he tree tmd the per.wn gel.f if off My friends/eel sad because it was good. 
RB 
Oood nwrning. My story is aboul a fight. On Friday in lhe morning my dad and I fighl. f won, Dad lose. My dad 
Ju~i hit me on the head and hit me right down Fighling punching means you lose. My dad always gets lose 
because I punch him in the tummy. I think it was greal because thefighl was good. 
LM 
Good morning. My story is about a fight. M.y mum and dad, brother and sister I came.We saw all the people and 
I saw men fighling. We wem home. That's all. 
FL 
Good morning. My s/ory is about a fight. On Friday i11 the morning we had a fight In the pre·primary and 
Andrew Meldrum was fighting me all the time and ....... um .... that's ii. I tlwught it was exciting because I don't 
like fighting. 
JD 
Good morning. My story is about fighting. On Monday in the morning my brother and J had ajight ... arguing 
and punching. And I won, And I don'l eal weeties bid my brother does and he lost. Then my sister fighJed me. 
And she lost again. Then my mum and dad had a fight. Tltankyou listening 10 my news. J lhought it was great 
fun becallSe fighring is my best fighting. 
TN 
Good morning. My story is abow a fight. We played at home. We played fighting with our hands and no-one got 
hurt so we stopped playing ii so we went inside. Andrew M,ddrum and I fight and Andrew gets cross with me and 
Andrew Johns we do um fighting again and Mrs Archer gets cross am.' says, "Don't do it again.' I though/ it 
was great fun because it was fun. 
MT 
My sister were having a fight. They stop fighting. I play with me sisters in home, At home have tea. 
NEWS TRANSCRIPTS WEEK i, DAY 3 27,9.1993 
STIMULUS PICTURE: A FATHER READING A BEDTIME STORY TO A CHIIJJ 
ES 
Good morning. My story abou1 stories. Yesterday my mum read me a library book in the nigh/ and it was about 
black people. And some of them were naughty and some of them died. I had it in the ntghl time and I think it's a 
bad story because there meanies in it. 
ST 
Good morning. My story about bed time stories. On Sunday ir. the night time my mum and I we found out we 
read a book with ghosts and we read a book from Mrs Whillome and Mr Miller and Mrs Cowan and Mrs 
Campbell. I thought it will be great fun because It was good. 
RB 
Goad morning. My story's about a ghost Jtory. My dad read a ghost story. The kid makes some mo11Jters and 
some he dream about having some bread and he slet1p. The end because the night slory's great. 
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Lii 
Good morning. My story's about story lime, In the night time my mum ~ad me a story about Alladln. And after 
that I went to bed. Then 1 wake up. TJUJt'sall. 
PL 
Good morning. My story'.J about bed time stories. On Fridny in the morning my dad read me a story and • .but 
wlum ii was finished 1 go back to sleep. And I had a dream about something ... the telephone was a elephant. And 
J had another dream and it's about a pocket in a rocket. And that's it. 
JB 
Good morning. My story's about bed time. On Monday in the morning my mum arrd dad read me slon·es on 
Monday nights. On.!'s about pirates and one's about numbers. One's about boats.And they read it in rhe 
morni11g. Thankyou listening to my news. I thought it was great fun because pirates and numbers are really 
great. 
TN 
Good morning. My story is about night time books. We read about night time books and we read a bear's book 
and then we.finished it. And then we read a play school book. Then we finished It. Then we read about 
Terminator books and motor bike honks. I thought it was great fun because ii was excellent. 
MT 
Went to s/up. Read a book. Dad lake me 10 bed. 
NEWS TRANSCR:PTS WEEK 6, DAY 4 28.9.1993 
STIMULUS PICTURB: A gllLp IN HOSPITAL 
ES 
Good morning. My story about hospitals. On the holidays when my mum was In Jwspilal we saw her and we 
ga~·e her flowers and cards. And we gave her hugs. And the baby was ;,, a different hospilal because she was In 
Princess Margaret and we got flowers ond we went to the hospilal and we went to Pizza Hut. I think it good 
because I love Mum. 
ST 
Good morning. My story about hospital. 011 Sunday in 1he afternoon my mum and I we found out I was sick. I 
had a baby. I thought it great fim because ii was good. 
RB 
Good morning. My story's ahout hospitals. On Monday in the morning I gol a sore arm and Jamie Begos 
broked it. And I we1111insideMrs Archer's room and my mum picked me up. And I wem 10 the hospital and I lta,:e 
a plasrer. I didn't go lo school again. And I didn't have to go on the b11s ....... .have to stay home 11n1il my arm 
gets belier. Now it'.s better because I like the doc/or. 
LM 
Good morning. My story about the hospital. My dad and mum lake' me to the hospital to J·ee my am1. I fall down 
and my mum went back 1o the hospital with my dad and pick me ilfl. I went back home and tho.r's all. 
FL 
Good morning. My story's aboUI hospital. On Friday in the morning I wen.( to lhe doc/or's and but when the 
man gol hurt on his leg and his ann il s/arted to bleed. ll was really huning and bUI when the mm, got heller he 
wem back hnme. 
JB 
Good momi11g. My story abou1 hospitals. On Monday in the morning the doctor and I wem to t/ie doctor room. 
And Ille doctor was checking me. And I said lhe little things on the waif. I 1/Jought ii was great because I like the 
doctor's. 
TN 
Good morning. My swry is about doctor.f. On Friday in the morning um ... my mum was in hospital and we saw 
my mum and I saw my mum and we had a /ittle party. And my mu,11 was gelling belier. Then she was way heller. 
Then she didn'l have to go 10 Jhe doctor's. Then we wen/ home and we played.Mau/Jew played with his toys and 
I played with my sleel tractor. And we were allowed 10 go om the front. And we went to the block. And I thought 
ft was great fun because it was good. 
MT 
Wen/ to hospital. I sick. Better. 
NEWS TRANSCRJlTS WEEK 6, DAYS 29,9,IU3 
STIMULUS PICTURE: DINING 1t/ d RESTAURANT 
ES 
Good morning.Somelime I have McDonald's for lunch and I get a Happy Meal and a coke. And I play on the big 
slide and then we go. I think it yummy becau.se I like burgers and coke and I like chips. 
ST 
Good rr.onung. My story about a restauranl. On Friday in the night time my mum, dod and I Jl't? found out we go 
to McDonald's. We had a hamburger and chips and a drinkJ thought it be good because it was nice. 
RB 
Good morning. My story's about restaurant. On Friday in the afternoon/ had some chips and a clu!eseburger and 
a cake. Thal why David Ander.son had a birthday. And we went back home. Thankyoufor listening to my news 
because I like binhdays. 
LM 
Good morning. My story abaut restaurant. My mum and I and my dad and my brothers and my sisters and me we 
went to the restaurant. We bought a ice-cream end a soup and we went back home. And thar's all. 
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FL 
Good morning. My story is about rt!Jlaurant. I went to McDonald's and I had a cheeseburgers and chips. We 
played aJ rhe playground. We go into a burger cage and someo~'.J got to stay for help. And we go to another 
place· we goed on the slide. I spin around on it. And I wenl back home. And llral's all. 
JB 
Good n10rning. My story's about ealing in a restaurant. On Friday in the morning Kira and I went to Kylie's 
birthday al Hungry Jack's. And we had chips, ice-cream clJUand a drink. and a burger and a game. I Jhoughl ii 
wa,,. greal because Kylie's birthday Is greai at Hungry Jack's. 
TN 
Guod morning. My slory is about Chinese and we wen/ to a Chinese place and we got Chinese chips and we ea/ 
some restaurant things. When we finished it we went for a play 
and we made a big sandcastle and we bashed it down with a bulldozer, And we made a hole through rhe other side 
so people could go through zhe hifl. I thought it was great fun because it wtu greal. 
MT 
I eat tea. J like tea. Go out restaurant. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 7, DAY I 18.10.1'93 
STIMULUS PICTURE: CHILDREN RUNNING IN A RA.CE 
ES 
Good morning. My story about the sport carnival. On the school day we had a sport carnival and I had a race. 
And we done tunnel ball and I come first. amJ then we slJ in the factions and we sholll. I thought it was good 
because/ like running. 
ST 
Good morning. My story about the sport carnival. On saturday in the morning Andrew meldrum end I we lhought 
I did the chairs race and I came second and I have a icy pole. I tho11ght iJ was good fun because ii was great fun. 
RB 
Good morning. My story's about carnivals. On Friday in the morning I run /wt than Brett. And l'm/asler-· • 
very fast. I think it be great because I like school carnivals. 
LM 
Good morning. My story abo11t sport. We wem out 10 the sports. We was running and we was doing rolling the 
hall and after that we went back school and tht1t's all. 
FL 
Good morning. My story's about the sport carnival. I was in gold faction and black was winning and not gold 
and red. They lose some points. And gold was winning a little bit, I was running very fast and I'm beating John 
and that's it. I thought it was e.xcillng because It was really Jun. 
JD 
Good morning. My story is about running races and under and ovl!f'. On one day we had to sit in the gold rope bit 
and black sat in the black rope and red sat in 1he red rope. I didn't get anything because I'm not fast. I thought it 
was great because I like running race.f. 
TN 
Good morning. My story is about a race. On Friday in the morning a guy ringed up/or a race. Then Mallhew and 
me goed. Dad took us in his car. When we got there we had drink.f, foffie.t and chips. When I winned and I beat 
my brother we had a birthday cake with freckles on. When we finished we played with the baff al the park. Then 
we went home lo have lunch, I thought it was greatfu11 because it was good. 
MT 
I have running races. We playing chasey. We walk. We play sport because 1 like running races, 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 7, DAY 2 19,10,19!113 
STIMULUS PICTURE: A POLICEMAN 
•s 
Good morning. My s1ory about policemans. On Monday a policeman came to our school and we asked the 
policeman some questions. I thought ii was good fun because i like him. 
ST 
Good morning. my story's about policeman. On Sunday morning In the afternoon the man and I the policeman 
caughl a robber and I felt sad and they wen/ to Jail and the policeman has a gun and a torch. I 1hough1 it was good 
fun because ii was sad. 
RB 
Good morning. My story's about policeman. 011 Monday morning um the police lell us questions and I think it 
be great because I like poficemans. 
LM 
Good morning. My story about policemans. The policemans coml! to school. We asked some questions and we 
made a hat of policemans and that all. 
PL 
Good morning, My story's about policeman. There was a car being crashed and a manjusl being dead in the car 
and it smashed on the video wall. When the policeman rang the ambulance to tal:t! them in the ambulance car and 
to the hospital and a police said, 
• What's wrong with him?" 
•J don't know", said the ambulance man. I thought U was sad because the man Is still dead. 
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Good morning. My story's about policeman. On Monday night Travis and I went in S~'s car and Nalhan 
Webbi!r, Christopher and Sue and anolher man. She was going wobbly and ploiceman WaJ behind her driving 
poperly, not fast. And they puJ the light up. First they got/aster. Then she noticed It was a poUceman and then 
she stopptd. Then we went to my lwwe. Then we took Nathan home and had Rl!d Rooster. Then Sue went to jail 
QJUJ now she's out ofjail. l thought it was great because I like Red Rooster. 
TN 
Good morning. My story is about policemen. On Friday in the morning down the park when we wenz to the park 
there war a policeman chasing a white car and a different policemancluued a brown car. And there was a lwuse on 
fire and rhe fireman pur the fire out. I thought it was great fun because ii was good. 
MT 
Policeman stopped a car. Car still going. We goingfa.Jter. / 1hought it greaJ fun because I like going in cars. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 7, DAY 3 20,10,1993 
STIMULUS PICTURE: CHILDREN BREAKING UP FOR SCHOOL HOLJD6YS 
ES 
Good morning. My story aboul the Jwliday. On yesterday night we got the bits out of the dinosaur puu.le and 
then we made ii up and put ii away. Then we do a sticker puzz.le and one of1he bits was missing. I've got dinosaur 
footprints. And Bonny hanged my puppet up. 11iankyou for listening to my news. I thought it wa.r good becaJUe 
I like stickers. 
ST 
Good morning Aly s1ary about the holidays. On Sunday nwrning in the afternoon my mum and I we found out I 
went to the pet shop. And I buy new fishes and one died. And we buy some seafood and crystals. And Goggle 
died. I thought it was good fim because I like my fishes. 
RB 
Good morning. My slory is about the holidays. Onfriday in the marning my dad and J went to the Royal Show 
and my dad got mea Jurassic Park show bag and it got lolsofthings. l lhough1 ft be greal because J likethe 
Royal Show. 
LM 
Good morning. My story about the holidays. My mum and my sister we wenl to 1he city. We went out to lunch. 
We ate a cheeseburger and chips. We went out to see my cousins. Then we wenl home, We watch T.V. When I 
watch T. V. I did my lwmr:work, Then J had a drink. And that's all. 
FL 
Good morning. My story's about the school holidays. On Satllrday morning John and I went 10 the beach and 
played with my toys and I went Jar a swim in the water and saw some fish biting me. And a shark came along and 
hurt my fingers. I thought ii was sad because it was terrible. 
JB 
Good morning. My slory's about 1he holidays. On Friday morning the whole family went to 1he shops and we 
bought some stuff and then we wem out to the car and pul lhe stuff in the bag in the car. Then we wen/ off and 
went home and we took the stuff i11Side and put ii away. Then I went and done my room./ thought ii was great 
beca11se I like lhe shops. 
TN 
Good morning. My story i.f about the holidays. On Friday in the morning one day in thz lwlidays Bretl 
Simpson come lo my house and we played, We played. Then we played basketball. Th.!n hopscotch because we 
had chalk. .... diflerent colours and when they we/II home we were doing cookin,-:. And I was trying to do culling 
and J cut it ri~hl there and l did11't cry and ii didn't hurt. And now it's be//er. /t's going to go away in a 
second .... one day .... some days. And 1 ate all my breakfast. I thought it was great fun because I though/ ii was 
good. 
MT 
On school holidays I play in school holidays. Like swimming at holidays Uke swimming /here. Thought it 
great fun because it be great fun. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 7, DAY 4 21.18.19'3 
STIMULUS PICTURE: CHU.,QRBN HAVING A COOKING I.ESSON 
ES 
Good rrwrning. My story about cooking. On Tuesday we made somefruil sticks and we put somejruil on it. And 
we put some chocolate in it. And we put on the stick and we put all the chocolate on tltem. l thought it was nice 
because I like fruiJ. 

ST 
Good morning. My story aboul cooking. On Tuesday in the afternoon Lisa and I we found out we coot po/aloes 
in the Jackels andfruit, J Jhought ii was good fun because I like fruit. 
RB 
Good murning. My story's about cooking. On Wednesday In the morning Mrs Campbell and I we did some rolls. 
11 go1 honey in. l lhink ii be great because l like cooking. 
LM 
Good morning. My story about cooking. All the children and Mrs Cam~ll we were making cooking. We were 
making fruit salad, We pul some watermelon and slrawbenies and bananas and thal's all. And we talud about Ihe 
cooling and we are the food up wlih a stick and that's all. 
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FL 
Good morning. My story's about cooking. On Friday momlng we cooked some potaloes baked in their jackets 
and some chllst1 on lhe top. And U started to melt. WhM it's cooled we can eat it. And we ale it all up. And when 
we go back in our classroom we do our work. / 1hought ii was w:iting because I like cooking. 
JI 
Good morning. My story's about cooking. On Friday morning we had some food and Jamie and I got sent down 
onto thejloor. Jamie done nothing. Hejwt stand /here and I pushed him. He stand up artd not sit down. We 
cooked some vegies and there ww bananas and I don't .tnow what the other thing is. And strawberries, apples I 
think. There was some more food. I llwughJ it wru greaJ because I like cooking. 
TN 
Good morning. My story is about cooking. Mrs Campbell made fruit and we made it with chocolate. The fruit 
war orange, chocolare and strawberries. I though! it was greai fun because I like cooking. 
MT 
I like cooking. I like doing cooking with Mrs Campbell. Uke doing cooking. We make some fruits. I thought it 
was great fun because I like cooking. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 7, DAY 5 22.10.1993 
STIMULUS PICTURE: CHRISTMAS TREE AND CH/LDREJN 
ES 
Good mDrning. My story about Chri.vtmas. On the Chris/mas day I'm going to get some presents ond a lolly 
from Santo. J want a 6 wheel cor ........... it's got 6 wheels and it's a car. And I want a talking car. J think it going 
lo be great because I like presents. 
ST 
Good morning. My story about Christnws. On the holidays in the morning my mum and I and my dad and my 
brother and me we have a card and some presents and toys. I thought it be good fun because I like Christmas. 
RB 
Good morning. My story's abom Christmas. On Friday in the morning my mum and J lrad. some connectables. 
My dod has a smnrtie boxand it's got no smrrties in it yet. My sister has a Puppy Surprise. J think it will be 
great because I like Christmas. 
LM 
Good morning. My story about Christmas. Al Christmas we was getting the Christmas tree and the loys out. 
And we put it up in the lounge and we put oil things on it and we put the presents on it. And everybody 
came .... .mycousillS. We ate lunch and we had a drink and my brothers and my cousins ate all the food up. And 
all of them went lirmw. And that's all. 
FL 
Good nwrning. My story's abou1 Christmas. On Friday in the morning I went 10 Christmas in 1he snow and it 
was very cold out there. And if somebody comes along al Christmas ........... When Chris/mas is finished we 
went back Jwme. We ate something and I wen/ to school. And my mum's going Jo bring my lunch ..... it's a 
Rtbena, a sandwich and a chocolate cake and that's all. I thought it was nice because J like eating lunch. 
JB 
Good nwrning. My story's abou/ Christmas, On Friday i11 lhe morning my sister, my brorher and/ looked out 
/he window and I saw Santa. Then l went back to sleep rmd I sow his sleigh So I went outside but Sheba was 
sleeping so J wen/ outside and .ww Sanza's sleigh. Then I wen/ inside quickly and lied on my bed and went to 
sleep. And Santa didn't see me when I looked at him. Then ii wru day rime and I opened my water pistol and my 
car track and my car track what can go up. And my brother opened his water 50 and he opened his plane set. Kira 
opened all her Barbie stuff. l 1ho1ight it was great because I like Christmas. 
TN 
Good morning. My story is abou1 Chris/mas. My mum went down 1he slwps and got some Christmas lhings. 
And my mum get us two kites. And I goJ a Bari Simpson suitcase. And we get some presents. And we go/ 
some ..... ] gol a trainer wheel biki! and my dad painted it with music on it. When I get older Dad's going to take 
the trainer wheels off and keep them. And I gel some presents and there was Easter eggs and I got some 
Christmas clothes .......... cool ones with Bart Simpson. We are collecting for Chrislmas stamps. We got tons. 
We going 10 give them to the bank. I thought ii was great ftm because I thought ii was great. 
MT 
I like Christmas. I like my presents. I thought it be great fim because I like Christmas. 

NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 8, DAY 1 25.18.1'93 
STIMULUS PICTURE: CHIWRl!N PAINTING WITH AN EASEL 
ES 
Good morning. My story abaul art. On Tuesday afternoon I made a bird. We mode a beak. and a head. We put 
some eyes on it. I tlwught It was good because I like to make art things. 
ST 
Good morriing. My s1ory abo11t art. On T11esday in the afternoon Mrs Cowan and I we found 0111 I think it was 
good I made a mask, a fish, a puppet, a snake./ like 1he fish. /I war paper and pajnl. I tlwught ii wos good fun 
IH!cause / like it. 
RB 
Good morning. My story is about art. On Friday in the morning Mrs Cowan and J we did some making masks. 
We put feathers on ii ,uu; we paint ii./ think it will be great because I like arJ, 
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Good morning. My story about arl. Mrs Cowan and all the children wenr Jo arl. We were making a bird and I Wffl!' : -
makjng a eagle. We colollTed it with paint and crayons. We dried it there and we make the eyes. And we put ii on · 
the face. That's all. 
PL 
Good morning. My story ir about art lesson. We do a.funny person and his curly hair was funny. The colour is 
yellow and green and blue. When it's all.finished we went back into our clanroomand I ring the bell and 
everyone went to lunch. And we eat all our lunch. I think tt was exciting because I like art. 
IB 
Good mornir,gMy story is about arl. On Fridi.y in the morning Travis, I and Kira paint and we used gnen, pink, 
blue and red and yellow. I made a person and Sheba. 1 tlwught it wru great because I liked the painting. 
TN 
Good morning, My story is about art. On Friday in the morning we made a bird and we pairJed it. And we done 
eyes and we stapled it together. And then we get told to go back and we get a drink because ii was a long time. 
And we went on the bus and we got our bags and our reading and we went home and the bus driver went lwme. 
Then they were all home. I thought it wru great fun because/ like art. 
MT 
We made some flowers. We made them with paper. They red and orange. 17wught it be great fun because! like 
playing make some flowers. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 81 DAV 2 2b,10.t9'3 
STIMULUS PICTURE: A CROWDBD MDVII{ THBATRB 
ES 
Good morning. My s1ory about the movies. A lo11g time ago I went and saw Bambi with my nanna. And Bambi's 
mum go/ hot. There was afire and um /}le man looked after Bambi. I had a coke and when we wenr out of there I 
had some chips and s()me lollies, I think it was good because I like going to movies. 
ST 
Good marning. My story is about the movies. Of/ Friday in the afternoon my mum and i we found out i watched 
Alladin and Alladin saw a blanket and ii flies. And Alladin saw a genie. I thought it was goodju11 because I like 
movies. 
RB 
Good nwrning. Aly slory's aboUI the nwi•ies. 011 Friday morning we went ro see Alladin.There was a sad lion 
and rhe baboon just picked gold up. And there was a teapot and there was a g,mie in it. And I rhink ii be great 
because I like Alladin. 
LM 
Good morning. My story about the movies. My mum and my sisu:r went to the movies.We watched Jurassic 
Park.and it was scareyAnd the dinosaur ate people up and we had popcorn and a coke.And after that the people 
went on the helicopter and found the bones of the dinosaur and we had a movie called Jurassic Park. And we went 
home. l 1hought it be grear fun because I like Jurassic Park. 
FL 
Good morning. My slory's ab01111he movies. On Friday mornit1g we watched Bambi a11d we had popcorn and a 
drink. I liked it because Bambi came up to a bunny and/ell into the snow und bobbed down like :Ids. When he 
was hiding somebody came afomg and said, "Bambi, where are you?' 
'I'm bobbed down in the snow", said Bambi, And when he got Bambi out she went 10 her mother. I thought it 
was grearfun because I like Bambi. 
JD 
Good morning. My story's about the movies. On Friday night I'm going to the movies and watch Jurassic Park 
and Alladin. I'm going to eat popcorn and dn·nk. I think ii wifl be great because I like Jurassic Park. 
TN 
Good morning. My story is abou1 Silver Brumby. On Monday morning we wa1ched Silver Brumby and we had 
popcorn and a drink of coke. There was Silver Brumby chasing the other horses and /he man was chasing them 
into the paddock. And lhe Silver Brumby ran away when ii was night time. I though/ it was good far. because I 
thought It was great. 
MT 
Good morning. My story's ab("" movies. Went to movies and we see Bambi. l thoughl it be great fun because i 
like watching Bambi. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK 8, DAV 3 27,10.tff3 
STIMULUS PICTURE: A PET SHOP WINDOW 
ES 
Good morning. My story is about the pel shop. On Friday nwrning we went Jo the pet shop and l saw a rabbit 
and some budgies and a cat and some special things/or animals. I looked al .some cages.I thought ii was good 
jun becau.se ifowui 1en cents. 
ST 
Good morning. My story aboi,1 pets. on Friday in the afternoon my dog and the deck and princess had a 
operation and he had stitches and a lady take them off and we went back home in the car. I thought it wasn't good 
becaust I don't like stitches. 
BB 
Good morning, My .story's about pets. On Friday morning my mum and I we went to the pel shop and I see dogs 
and kittens. I think it be great because! like pets. 
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APPENDIX II (xvii) 
LM 
Good morning. My story about the pet shop. On Friday morning all the children wen/ to the pet slwp. We saw a 
parn,t, a fish and a cat and yabbles and bird food. And we saw a rabbit. We had some donuts. And wt went to 
school and we playffl a pet game. I think it be fun because I like the pet shop. 
FL 
Good morning. My story about the pet shop. We saw a budgie and fish and a yabbie and two kittens. They're 
baby ones. And when we finished the pet shop we went back home. After two wee.tr we went to the pet shop 
again. And we saw some more pets and I firget to say them. It is a baby rabbit and lots of budgies. When the pet 
shop ts closed it close all the time. I thought it was fantastic becawe i like going to the pet shop. 
JB 
Good morning. My story i,f about the pet shop. On Friday afternoon the whole language centre went to the pet 
shop and we saw kit!ens and birds and a mouse and a crazy crab and fish and lobsters and the fish whal WQlk. And 
there was noisy toys and there war spinners the mouse get the exercise from. And there was a house 10 live in 
and it had two doors or one door. And 1here was some food/or the dogs and each fish. They feed lhem and one 
poohed where they eat. And I thought it was great because 1 like pet shops. 
TN 
Good morning. My s10ry's about pets. We looked cu 1112 pels and when we.finished tha1 we went 10 a different 
shop. We went to a flower shop and when we finished lhat we wen/ to have a drink. i thought it be great fun 
because 1 Uke animals and J like plants. 
MT 
Good morning. I'm talking about pets. On Friday morning Mum and J went 10 the pet shop. Weser dogs. 
Thought it he greal because I like pels, 

NEWS TRANSCRIP.,.S FOLLOWING NARRATIVE WEEK 8, DAY ~ 28,10.1993 
STIMULUS PICTURE: A WHARF SCENE WITH SfflfS,TRAINS AND BUSES 
ES 
Good morning. My story about Fremamle. On Friday we went to Fremant/eand we saw a crab what lives in the 
water and we wen/ on a ship and the man show liS two guns. J though/ ii was good because I like going on tile 
ship.1·. 
ST 
Good morning. My story aboui ships. /11 the afternoon the whole 1.angrmge Cenlri: go to the ships. We saw 
some water. We saw some.fireman clothes and a hose and we went to the park to have lunch and we have apfay, I 
thought it was good fun because I like ships. 
RB 
good morning. My story's about my dad's work. On/riday in the morning my dad works with Tachi Didi, My dad 
drives a car and my mum picks me upJ think it was great because] like Dad. 
LM 
Good morning. My swry's about planes. A long time ago I went to a different school. It was pre-school. ft was 
las/ year and I had friends. Brendan was there too. We wem 10 a big plane. We go out and we nuuie a aeroplane at 
school with a egg boxJ though1 it was good fun because I like aeropfm1es 
FL 
Good morning. My story's about going on a /rain, On Tuesday imorning my whole family went on the train and 
when we got off the train we sit down and wailed for the train we been on before at the station. And we do nor eat 
or smoke or drinking on the train. I thm,ght it was grealfun because I like going on the train and gelling a 
ticket. 
JB 
Good n,orning. My story's about Brownies. On Tuesday afternoon the Brownies and the leaders and J and Nathan 
and Kijra and Uncle Graham went on the bus to a dew. And 1here was slides. Nathan went down and had a slip and 
hurl himself. And there was a dunking :,iachine and there was a crawly thing and there war some other stiiff there. 
I thought it was great because I like the slide I went on ITWs//y. 
TN 
Good morning. My story is about transport. My wholefamj/y went to 1he park and we saw some birds and some 
grasses and some play area and some sand under the play area. And we play on the swmgs. Then we finished and 
we dig a big hole and we made a big sand castle. Then we went home. Then wecutchedjlies. Then we had our 
lunch withsoupAnd we went shopping QJld we took lots of food. Our car was a long way from /he shops. Then 
we had to get a taxi and I had to give the man money and he gave me money back. And l put it in the bank. Then 
we went on the bus again. I thought it was greal fun becawe ii was greal. 
MT 
Good morning. My s/ory's about on Friday Mum and I went to ship. We went on a big .~hip. lhoughl it was great 
fun because I like ship. 
NEWS TRANSCRIPTS FOLLOWING NARRATIVE WEEK ~ DAY S 29.10,199.3 
STIMULUS PICTURE: PEOPLE HAYING A HdlRCUT IN A BARBER SHOP 
ES 
Good morning. my story about a haircut. A long lime ago in the night I go1 my haircut. 1 had a spiky haircut. 
Dad did too but I had a spikier OM, He cut ii with scissors. He wet my hair with some water. But I don 1t remember 
all o/it, I tlwught ii was good because I like getting my haircut. 
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APPENDIX II (xviii) 
ST 
Good morning. My story about haircUls, On Friday in tM afternoon my aunly and I he cut my hair and evuyoM 
laughed al me. He Uffl1 sctssors and comb and a squirter bottle. And you wash 'JOUY hair with shampoo. I thought 
it was good fun because I flk.e haircuts. 
RB 
Good morning. My story's about haircut. On Friday In the morning my mum cut my hair. She got the scUSors 
and brushed it with 1he brush, And I h4d a shower and w(l.Jhed my hafr. She got the scissors and brushed it with 
the brush. And I had a shower and washed my hair. I went to bed and had a sleep. When it was sunny my sister 
saw my haircut. I tlwughl it war great because I like lwircuts. 
LM 
Good morning. My story about my haircut. My dad cut my hair with the scissors. He was combing my hair and 
he wet my hair. Then he .finished and I have a look in the nu"or. I liked it. I went in the shower. I thought if be 
great fun because I like culiing my hair. 
FL 
Good morning. My story about hafrcuts. Last week whe11 I was small J had a haircut at home. Mum shaved it like 
Luke did. When I got my hair cut when I was small my mum cuts my hair all the time. When it's finished it wasn't 
wobbly and my hat didn't wobble it. And the day of the week it's Wednesday. I thought the haircw was fantastic 
because I like haircuts. 
JB 
Good morning. My stmy's about my haircut. On Friday morning my mum and I and my dad and my brother and 
my sister are going to the haircut place and me, Travis and Kira are getting haircuts. They will cut my hair into 
short a bit and they have scissors, shaver, b111sh ar,d stuff hanging up. And there's a wir,dmi/1 in the next shop. I 
saw it. And some birds ..... bird windmills. I thought it l''QS great because I like haircuts. 
TN 
Good morning. My story is about haircuts. 011 Friday ill the moming we saw a haircut. And we went to it and got 
a haircut and so did my brotht?r. He cut my hair and made it cool. I thought ii was greal Jun because I thought it 
was grea1. 
MT 
Good nwrning. My slory about haircu1. Friday morning Mum and Dad I wem 10 the J,atrcut. l llwught it be greal 
fun because I like haircuts. 

162 



APPENDIX III 

LANGUAGE ASSESSMENT TOOL NARRATIVE TESTSH.EET. 
[PRE-LAT] 

CHILD'S NAME: DOB: DOT: 

INSTRUCTIONS FOR TASK ADMINISTRATION: 
This is a narrative re-tell task. The test administrator begins by saying to 
the child: 

"I'm going to tell you a story. I want you to look at the pictures 
and listen while I tell it to you. After I've finished, I'm going 

to i!Sk you to tell the story onto my tape recorder so that other· 
children can listen to it later on" 

Test administrator reads whole story making sure that the child is 
listening & looking at the appropriate page. 

" Now it's your turn. I'll turn the tape recorder on and you start 
when you're ready. " 

Do NOT attempt to transcribe the child's story while they are speaking. Be 
an interested listener. Joint involvement of the child and adult in the task 
affects the quality of the re-tell. 

Prompts: Minimise the number of prompts gi\fen .during the re-tell. Any 
prompts given must be nonspecific eg "Can you tell me any more ?". 
Do not use leading prompts eg "What happened next ?" .. 

STORY MODEL: "FUN AT THE BEACH" 
Little Books: Level O Book 2] 

[ N.B. Administer BLANK ·questions 1 & 2 prior to .. narrative model ] 

[p1] Once upon a time there were tViO children called Peter and Mary. 
They had a dog called "Spot". One morning they woke up very early. It was a 
hot sunny day so they decided to go to the beach. Peter and Mary got 
dressed and packed their beach bags. 

[pZ/3] They went into the kitchen to help mum and dad get a picnic ready. 
Dad made some jam sandwiches and Peter packed them into a lunch box. 
Spot wondered where they were going. 

[p4/5] When everything was ready, they climbed into their big red car and 
set off for the beach. Mary said, "When we get there, I might play with my 
floatie." 

163 

I 
. 
.. 



' 

.- , -' .. 

[pG/7] When they got to the beach, Peter and Mary had a swim straight 
away. Dad put up the umbrella and then he made a sandcastle. Mum said, 
" It's too hot for me. I think I'll sit in the shade and read my book," . 

[pB/9] Then it was lunchtime. First, they all had a cold drink and then they 
ate their food. Peter ate his lunch quickly because he was very hungry. 
Spot thought, " I hope I can have a sausage ! " 

[pl 0/11] After lunch, dad was very tired so he decided to have a sleep. 
The children thought it would be fun to cover dad up with sand. 

[pl 2] ·Suddenly it started to rain, so they all ran to the car to go home. 
Poor dad ! 

RE-TELL 

------------~------~---
-------------
-------~-----~-

--·---------- ·--
·-"'------'--- ·----------------

------·------------·-----------
-~--------------·----------------·--------·-------------------

----------------
----------- ·-- ·---~-----------

. . . . ------·----------~ 
--·-----·---·----·---·--------------------~---- ·---------
-----·------------ -'-----~------,>. 

-~------·----'-'-'--------··:'~ 

--·------------~------·---·-----------·---~-- ---'----'-·---

·--------------
---~---- ·---~-----'------~-------
---·---------·---------------------·-----·------'---------~-------
_ What would be a good title for this story ? --'--'--,-~-"----~cc·-._:-"--"--' -=:...-- _-

1 -4 ' I) · .. 
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LANGUAGE ASSESSMENT TOOL NARRATIVE PROFILE 
[PRE-LAT] 

CHILD'S NAME: DOB: DOT: 

Criteria for evaluating Story Components from transcript of "FUN AT THE BEACH": 

Comments: Absent Examples: 
Partially marked, but episode not 
clear1y related 

More fully marked but still inco'!'plete 
Literate in character: Marked completely, 
is as in story model or further elaborated 

Story Components: 

1. Traditional beginning 
[One day, Once upon a time] 

2. Setting: Introduction of characters 
[Peter, Mary, Spot] 

3. Setting: Time 
[early morning] 

4. Setting: Plan 
[ decide to go to beach] . 

5. Setting: Action 
[get dressed, pack bags] 

6. Event 
[preparing picnic] 

7. Event 
[drive to beach] 

8. Event 
[arrive at_beach & set up] 

9. Event 
[eat lunch] 

10 Event 
[bury dad in sand] 

11 Concluding Event 
[raining, go home] 

COMMENTS 

description of errors 
&/or interesting features 

EXAMPLES 

. [The:story model is a temporal chain: consisting of a setting followed by a sequence of events 1'n a 
·-.. temporal sequence. There ls.some evidence of a.reactlon:seguerice in that the orde,:- of.events is 
' Important, and there is evidence of a plan but there are no.explicit causal relatiOns between 

·. ·events. 
NB ·There is causality at a microstructure level - within" sentences.] 
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Nole cxnmplcs thnl the child used in the following cnlc~rics. 
and lick quanlilc:1livcly: 
[mnl::c nny comments on unusuol/inlcrcsling rcalurcsJ 

1 2. Connectors 

and 
I and] then 
when 
so 
because 
othe~s: 

14. Adverbials or lime 

once upon a ti me 
one morning 
very early 
straight away 
first 
arter lunch 
others: 

: :..... Adverbials or manner 

quickly 
suddenly 
others: 

18. Adjectives 
[ Noun phrase expansions] 

hot sunny day 
beach bags 
·some jam sandwiches 
big red car 
too hot 
cold drink 
very hungry 
very lired 
others: 

', - ,~ 

_..-_'_. 
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f 3 Mental/Coqnllive verbs 

clecirJed 
wondered 
lhink 
lhoughl 
t1ope 
others· 

IS Adverbials o( place 

lo the beach 
into -the kitchen 
into a lunchbox 
into their big red car 
for lf1e beach 
to lhe beach 
in the shade 
to the car 
homP. 
others: 

17. Modals 

m igf,t 
would 
others: 

19. Reference 
[ Sccire appropr iale ·../ or 
_inappropi" i ale/confusing* J 

ch ildrer. 
Peter 
Mary 
Spol 
mum_ 

. da,d 
they 
we 
I 

-· he· 

_:· r~_,e . ·- -
-·- :._oth·er~- ·-
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In tllr.se categorir.s mnl:::e corrimenls. give examples. nole errors: 

19 fense [,note consistency of produclionJ 

Past 

Present 

Future 

20 . ..Qc.i.oina! i ty of narral ive 

Partial re--le!ling 
Basic re-telling 
Some creative ideas added 

. Elaborated and extended story 

21 .· Literate features 

eg direct speech, formal literate vocabulary, repetilion for ·emphasis 

22. Any Other ·interesting features· 

I 
i 

I 
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LANGUAGE ASSESSMENT TOOL NARRATIVE PROFILE 
[PRE-LAT] 

CHILD'S NAME: DOB: DOT: 

STAGE OF DEVELOPMENT (Based on Applebee's stages] 

Rate: 0- HEAP [no relationship/organisation among story components] 
1 SEQUENCE [basic time sequence, no intentional planning, simple association] 
2 PRIMITIVE NARRATIVE [basic macrostructure, evidence of causality, some 

exploration of character eg fe.elings] 
3 TRUE NARRATIVE [fully developed plot, must have orientation, complication 

+ resolution, intentions/goals of characters explicit] 

STORY SCHEMA 

Rate: 0 Story.lacks identifiable schema components _ 
1 -Story includes one or two schema components eg initiating event; erldin9 · 
2 Story includes most basic components · -
3 Appropriate narrative schema is provided, subplots & eventS .are included 

LISTENER ORIENTATION 

Rate: O- Fails to provide orientation at commencement.of story or between episodes 
1 Some in_itial orientation Is given, but it is not reintroduced or re-established 
2 . Character and plac-a orientation are provided but story lacks time Orientation,. 
3 Character, time & place oriCntation are provided & maintained through the story 

ADVERBIALS 

Rate: · ; 0 Little or nO evidellce of adverbials 
.1 -:- OCcasional .tise· Of adverbials of place 
2- dCcaSiorl81\1~: of adverbials of time & increasing use of advE!rbialS · of p!3Ce 
3 Evide'nce of uSe of adverbials of place, time & manner . . . 

VOCABULARY 

.. ~ate:. ··.,o . N00Sp9cific·Or inappropriate vocabulary used; mostly labelling'& overuse-a(' -
- . ,-i, . ~;·, .. deiXis 

·,·.o-· . . . . 

. · )/ · l\'Mcire specific vocabulary used. However still concrete, familiar & lacks variety· 
. ', \1{'. 2 ; Developing description & elaboration within the story. Some use of 

· ., adjectives, adverbials, expanded noun phrases etc 
,.Use'.of more fonnal literate vocabulary evident eg mental verbs, medals . 

. _ ·-.-,4/Wicier.use:and range of.descriptive vocabulary throughout re-tell 
,.- ;. ,_ . .' .. · .. 
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CONNECTORS 

·.· ,.,., 

Rate: 0 ,. lacks intersentential links and connector use; re-tell consists mainlf.tlf simple 

REFERENCING 

sentences 
1 Mostly temporal connection eg and, and then 
2 Causal connectivity evident eg because, so if 
3 Greater variety of connectors used & more literate types eg until,· suddenly 

Rate: 0 Does not use referencing or' fails to Indicate referent clearly resulting in 
confusing re-tell 

1 Cohesive skills developing - referencing attempted but use not consistent & 
often Inappropriate 

2 Cohesive t1es generally exist between successive utterances; anaphoric 
referencing used more consistently and referent usually ideritified · 

3 Cohesive skills are used consistently and correctly 

STORY REGISTER (Use of literate features eg conventional story starter, direct/indirect 
speech, story telnng techniques such as repetition & emphasis, use of 
title, conventional story ending etc] 

Rate: 0 Absent. story is highly oral in character 
1 Use of literate features is inconsistent/ occaslonal [ once/twice during retell] 

and possibly marked incorrectly · 
..2 Emerging use of literate features 
3 Literate features are incorporated throughout re-ten,.·stor}' is liter~.t~f in 

character · · 

·- ./·? . 
:.,,· 

' TOTALSCORE: >. ·.• .. . > AVERAGE RA TING: ..c,-.-'-o' 

.. ·•. [DIVIDE TOJALSCORE BYS] 
. . .· . ' ' .' . 

-· ... __ ' 


	The effect of a structured narrative programme on language disordered children
	Recommended Citation


