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Abstract
This thesis investigates the teaching of Textiles to 
lower school pupils, and reports on classroom research 
into teaching methods and assessment procedures.
The thesis contains four sections. The first is a 
personal and general introduction to the topic. The 
second gives the historical and theoretical background, 
and then discusses the role of the Textile teacher, with 
especial regard for the assessment of non-verbal 
abilities of pupils in the 11-14 age range. The third 
section selects three classroom studies which demonstrate 
the writers successful solution to assessment problems, 
and presents an overall summary and set of conclusions 
drawn from the classroom projects. Finally the fourth 
section considers the contribution which the subject of 
Textiles can make to the National Curriculum.
The contention is that Textiles in the lower school can 
provide a substantial component of a technological 
education, and that this component can be assessed in a 
'designerly' way.
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SECTION ONE 

I N T R O D U C T I O N



INTRODUCTION

"The more a child is helped to understand the why and 
wherefore of things, and the more her reasoning power and 
sense of proportion is developed, the greater of course is 
the value of education."
Extract from the "Suggestions for the Consideration of 
Teachers" circular 730 September 1909. '

Identification for the Study

Cultural pressures have brought about the demise of certain 
subjects from the school timetable, whilst others have 
survived the winds of change. Textiles is one of the 
survivors. This research bears witness to the dedication of 
countless teachers who have used their expertise in 
recognition of the relevance of their subject for a 
technological world.

Historical surveillance of Textile teaching draws us back to 
the 19th Century, where we can view the beginnings of 
pedagogical understanding for practising teachers. In 1892 
Amy K. Smith published a book entitled "Needlework for 
Student Teachers". The widespread use of this volume was 
celebrated in ten editions. Thé authoress favours the 
"Demonstration Method" of teaching, and believes that with 
this mode of presentation it is as easy to teach thirty 
pupils as it is to teach one. She instructs the teacher to 
use large scale equipment, to face the class and to direct



the children clearly in a series of step by step instructions 
for sequential tasks. Needle threading for example has seven 
steps:

1. Pick up cotton.
2. Point the end.
3. Take up the needle.
4. Cotton to the eye.
5. Pass it through.
6. Catch hold of cotton.
7. Show threaded needles.

This detailed methodology brings to mind a vision of thirty 
serious little girls, sitting primly, listening carefully, 
following the commands, and all succeeding at once to thread 
a No. 5 sewing needle. It does not correspond to my first 
teaching practice experience when I found myself coping with 
a repeating queue of boys and girls who could not manage to 
thread their needles.

The same book contains an Introduction by Lady Wolverton, who 
praises the advancement in scholastic opportunities for 
girls. Whilst she is pleased to see an extension in the 
range of subjects offered to girls, she is emphatic that a 
woman's education is not complete *if she cannot make a 
wardrobe of clothes for her husband and children.

"Needlework" she says "encourages cleanliness and accuracy 
.... Interest the roughest girl in a bit of needlework and 
she will sit quiet for hours" Indicating that motivation must



have been just as important for the 19th Century teacher as 
it is to the teacher of today.

Later editions of the book conclude with advice for teachers 
in the form of extracts taken from the handbook of 
"suggestions for the consideration of Teachers" (1909). One 
of these has retained its relevance, and was much .in evidence 
when I started my teaching career in a Leicestershire High 
School in 1979. The suggestion was that pupils should be 
encouraged to "understand the why and wherefore of things".
At this time most secondary schools were operating an 
established "Design circus" which required small groups of 
children to make a rotating journey through the various 
Design subjects on the timetable. In the course of this 
journey pupils would be guided to achieve a coherent 
experience of Design principles. Needlework had changed in 
nature, content and naime, and was now called Fashion and 
Fabrics, or Textiles. It was studied by both boys and girls.

In my school the Design area was mostly open plan thus 
allowing some flexibility between Textiles and Art. I was 
therefore in a position to develop my interest and expertise 
in aspects of printed and dyed fabric work. As the only 
Textile specialist in the school I inherited a responsibility 
for the development of a suitable syllabus. I sought 
effective means of teaching, and as my methodology improved 
so did my empathy with the pupils. Before long I came to 
envisage a syllabus for Textiles which would unite the love



of my subject, with a concern and respect for the teenagers in 
my classroom.

In planning the syllabus I soon found that reference material 
for Design often concentrated on C.D.T. and that Textiles 
often appeared as part of Home Economics courses. There was 
an obvious need for academic research into the teaching of 
Textiles. It was here that the impetus for the research 
began.

Initially the direction and purpose of the study were rather 
confused and too extensive. A specific concern had to be 
isolated from the many. My instinctive perception of the 
subject was to view it as tactile, aesthetic, skills based 
and non-verbal. I felt that these experiences were 
educationally worthwhile, as well as being useful to other 
areas of the curriculum. Investigations of these aspects led 
to the more succinct suggestion that the subject of Textiles 
might provide opportunities to improve non-verbal thinking 
skills. With this in mind a classroom study was eventually 
conceived.

Aims, Objectives, and Procedures

I was concerned to achieve the underlying aim of the project 
which was to consolidate a more intimate involvement with the 
subject of Textiles and in so doing, to improve teaching and 
learning in my classroom.



I also hoped that the investigational work would culminate in
a strong justification for the continued inclusion of
Textiles on the school curriculum.

There was, lastly, an aspiration to indicate a future
direction for teachers of Textiles.

More specifically it was decided to:-
1. Review the history of the subject and follow its 

evolution from the Domestic Craft subject of 
"Needlework" to its present day context within the 
Design department.

2. Relate the content of the subject directly to 
adolescents in the 11-14 age group, observing a 
commitment to encourage their cognitive development.

3. Identify the specific nature of Textiles and explore 
this more thoroughly in an observational classroom study 
within the High school Environment.

4. Investigate assessment procedures in Design and devise a 
suitable method of recording pupil progress during the 
classroom study.

5. Evaluate teacher performance during the study, probably
through the use of a pupil questionnaire.

6. Analyse the outcome of the classroom study and from this
analysis prepare suggestions for an innovative and a
purposeful way forward.



I began the research with an historical overview of Design 
Education. This is outlined in Section 2.1 of the study, 
which demonstrates how the escalation of industrialism and 
materialism provided a backdrop for an increasing 
technological awareness within practical craft subjects.

The section brings eight key aspects of Design Education into 
focus. These aspects are seen as common elements within the 
subjects taught. Design is distinguishable from other 
Faculties or Departments by the fact that each teacher is 
responsible for a unique specialism. The role of the Design 
teacher is thus presented as one which must unify 
experiences, by making the part meaningful to the whole.
This can only be achieved through the reinforcement of the 
Key Design principles.

The section concludes with the recognition that Design has an 
absence of tradition. This absence allows teachers freedom 
in which to adopt appropriate futuristic attitudes.

Section 2.2 continues the historical vein by tracing the 
subject of Textiles back to its origins on the school 
timetable. The section begins by paying respect to the 
influences of certain Artistic Movements, to the Educational 
Reformers and to the Bauhaus as part of the external forces 
which gave shape and form to the subject.



There follows a detailed account of the position and 
responsibilities of Needlework as a curriculum subject from 
1840 to the Mid 20th Century. The first notable date being 
1862 when Needlework becaume a compulsory school subject for 
girls. The historical landmarks of the Education Acts can be 
seen to either impose constraints or, alternatively, 
facilitate growth and expansion. In this way the review 
carries us into the radical changes of the 1960's, noting the 
suggestions of the Newsome Report and marking the advent of
comprehensive education. Section 2.2 ends by introducing
Needlework by its new title of Textiles, and by placing it 
within the family group of practical subjects converging 
together under the heading of Design.

It is recognised that this is not yet a contemporary
position, however this part of the research was conducted 
prior to the implementation of the National Curriculum. The 
implications of this initiative are therefore fully explored 
in the final section of the thesis.

In Section 2.3 the Research concentrates on pupils who now 
study Design as part of their general education. The section 
begins by earmarking a particular age group of pupils, that 
is, those who are taught in the Leicestershire High Schools. 
These pupils find themselves in a comparatively unique 
position, quite free from external examinations. This 
section explores the cognitive development of adolescents 
with particular reference to the 11-14 age group. Some



theories of cognitive growth are discussed, namely those of 
Piaget, Bruner, Werner and Vygotsky. The educational 
possibilities drawn from these cognitive theories are then 
applied to Design. An overall picture gradually emerges 
which offers Design teachers a responsibility for nurturing 
the cognitive growth of the young adolescent.

Section 2.4 continues by exploring the specific role of the 
Textiles teacher within a design department. It finds that 
Textiles teachers can pursue the aims of Design in a unique 
way. It highlights Textiles as a creative subject which.can 
shape a personal involvement for pupils by a tactile 
experience. The section identifies areas of concern for 
pupils in a.Textiles class, and further to this suggests some 
learning activities which might take place in pursuit of 
these studies.

It becomes clear that Textile teachers, too, have their 
responsibilities in nurturing cognitive development. Their 
task to utilise the naturally occurring properties of their 
materials to promote effective learning, stimulate perceptual 
awareness, encourage creativity and develop non-verbal skills 
and thinking.

With this premise unveiled Section 2.5 examines more closely 
the intrinsic nature of non-verbal abilities and investigates 
the difficulties of assessing these abilities. It becomes 
obvious that existing non-verbal tests are inappropriate for



Design teachers to use in the classroom and a more 
"designerly". approach to evaluating learning is suggested. 
This is perceived as a continuous process of self assessment 
based on the tasks which pupils undertake in their lessons. 
This proposal is the catalyst for the classroom research
which is outlined in Section 3.

Section 3.1 outlines the scheme of work for the classroom
study. It discusses the design of an on-going self
assessment for pupils which will record the work done during 
the study period. It explains how such a Record will; be 
kept, the reasons for keeping it, and its precise content. 
Section 3.1 also introduces a questionnaire which was planned 
to aid the evaluation of the classroom teaching.

Section 3.2 is an in-depth report on the study. This 
clarifies the aims and objectives of the project and 
describes how the study proceeded and progressed. It looks 
at the three topics which were taught as part of the 1st year 
course on spinning, weaving and dyeing, and evaluates the 
self-assessment Record Card for each topic. The section ends 
with an overall analysis of the completed record cards plus 
questionnaires.

Section 3.3 extends the study to Second year pupils at the 
Martin High School. It outlines the content of the Record 
Cards designed for this older age group, and reports on the 
teaching methods plus procedures employed. It compares the



results of the two classroom studies, and confirms the 
contention that the Record keeping process is a valid 
educational experience.

Following in section 3.4 are details of further study which 
was carried out with first year pupils in the entirely 
different situation of a City Community College.

Section 3.3 makes a conclusion on the classroom studies by 
summarising the evolution of the project, by reviewing its 
aims and objectives and by studying the methodology employed 
As an objective and constructive criticism it looks at 
problems encountered and determines the pertinence of the 
recording system in "Textiles" within the Design syllabus.
It recognises the improvements to classroom teaching and 
pupil learning which became apparent as a result of the 
project.

In Section 4 there is reference to the National Curriculum 
and the future of Textiles is considered in this new light. 
It is suggested that the subject could make a valuable 
contribution to a technological education, and the relevance 
of this research is reviewed specifically in this context. 
Finally it prescribes new aims for the subject of "Textiles" 
in the next decade.
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SECTION TWO 

2.1: WHAT IS DESIGN EDUCATION?



WHAT IS DESIGN EDUCATION?

Historical Background

Design is a relatively new subject on the school timetable, 
its emergence coincides with comprehensive education, when 
Design departments became purpose built areas to house a 
variety of practical subjects. Design has its roots in both 
art and craft subjects and its appearance on the school 
timetable has been a very gradual process, it has not been an 
homogeneous development and there still remains some 
confusion over subject matter and teaching methods.

Historically education in Design and Craft has been motivated
by commercialism. Britain, as an industrial and trading 
nation depended on the skills of engineers and the innovation 
of manufacturers. Craft or manual training workshops 
developed as a means of transmitting skills as efficiently 
and economically as possible.

Trade schools in the early 19th Century provided basic 
instruction combined with workshop skills. The British and 
Foreign schools society and the National Society made 
provision for teaching Needlework to girls and thus
established a pattern of teaching lower class girls a useful
practical activity. Manual instruction was efficiently 
recognised as a school subject within the elementary code on 
the 5th June 1890. Centres were established to serve
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neighbourhood schools, and the teaching of craft skills was 
often undertaken on a peripatetic basis, thus tending to give 
a label of low status to the teachers involved, they were 
often considered as only "amateurs".

The teaching of craft skills was strictly disciplined and 
outlined in the "Handbook of Suggestions for Teachers and 
Others concerned in the Work of Elementary Schools" published 
in 1909. Craft skills were to be taught as a series of 
graded exercises.

The Fisher Act of 1918 noted the importance of handicraft for 
less able pupils, but it was not until the 1920's that 
Handicrafts began to be established in Teacher Training 
Courses. In 1935 a committee of the Council for Art and 
Industry recognised the need for manual instruction in 
schools to include some design work. It reported that the 
separation of the subjects of Art and Woodwork and Metalwork 
without the coordination of the respective teachers Was a 
fundamental defect.

In 1938 the Spens Report recognised the need to echo the 
creative elements in the activities of the community in the 
school curriculum. By 1944 the Education Act had entitled 
all children to receive an appropriate education and this 
included practical instruction and training. Craft

12



subjects were now examined at both School Certificate and 
Higher School Certificate Level, but this did little to 
improve their general status. Humble beginnings had labelled 
them already as vocational and non-academic subjects.

Throughout the 1940's and the 1950's Art and Craft were 
taught as materials based subjects, any design work only 
arose incidentally as a .result of the nature of the materials 
used. Views were however changing, and a new understanding 
was emerging. The Newsom Report of 1963 "Half Our Future" 
saw the need for pupils to participate in "real tasks" and 
the reorganisation of the school system.along comprehensive 
lines forced educationalists and teachers to rethink the 
content of the curriculum for general education.

The New Curriculum

The traditional academic curriculum had to be reappraised.
In order to achieve a fully comprehensive education for all a 
radically differing content was needed. In terms of the 
practical subjects the advancement of technology had lessened 
the need for pupils to be adept at craft skills. Domestic 
appliances became much more universal and easy access to 
madhines, sophisticated tools, and ready made affordable 
items decreased the need for craftmanship. There was hardly 
any perceived need or advantage to spend time on making 
something when it was possible to buy it directly for little 
extra cost, and no inconvenience.

13



The obvious reasons for learning craft skills had certainly 
diminished but new concerns were now in evidence. There were 
new kinds of practical decisions to be made. People wanted 
ideas, innovations, new materials, improved efficiency and 
better living standards, and the pressing problems of 
pollution and depletion of resources had to come into focus. 
Teachers of practical crafts could no longer rely solely on 
traditional methods they had to make their subject matter 
relevant to the children of the sixties.

Art.and craft subjects viewed anew had ah importance which, 
perhaps, had not been fully appreciated before, in many ways 
they could, in fact, meet the needs of young people growing 
up in a technological society. They afforded an opportunity 
for experience, skill and understanding related to the 
concern of shaping the environment.

Now teachers were faced with accepting the responsibility for 
this role. A way of achieving the new aims was to redefine 
Art and Craft education as "Design". Wood and metalwork 
teachers could realise the importance of technology and make 
their subject relevant to the 20th Century, Art teachers 
could develop visual awareness through new dimensions such as 
town planning and architecture, Home Economics teachers could 
use the logical structure of design method in planning and 
organising a home. The role of the teacher was ultimately 
to support pupils in the quest of solving problems, rather

14



than to guide them stage by stage through graded skills to 
some predetermined end product.

The schools council project "Education through Design and 
Craft" (1968) saw the teacher as effectively sharing the 
activities of the developing pupil; that is, experiencing, 
initiating, creating and making decisions. Design was viewed 
as a subject "concerned with the identification and solution 
of problems in the use of materials that occur in the social 
system in which our students will be adults".

Logically to cope with this new subject, comprehensive 
schools were often built with purpose built Design faculties. 
The grouping of practical subjects provided a common ground 
for Design Skills and a useful way of approaching existing 
subject specialisms. The fragmented parts became a whole and 
the usage of the term Design Education was established. 
However, having evolved from complex, diverse and 
contradictory sources the new subject inherited teachers of 
subject specialisms, and of widely differing motives, roles 
and experiences, its problem now was how to achieve a 
coherent approach.

Design Education in Schools Today

In a highly technological age we have to be predisposed 
towards machines, we have to utilise, maintain and improve 
them. Micro technology has become unavoidable, we have to

15



learn to make positive reactions to a continually increasing 
technological environment. Moral decisions about the future 
have to be made since the responsibility for inventions 
cannot be ignored. Cosmopolitan high speed travelling 
societies need new forms of fast and efficient communication, 
Visual symbols have not only to be absorbed and understood, 
but interpreted quickly. The human brain has to become 
reaccustomed to dealing with information fed to it in non
verbal form. At this late end of the 20th century the need 
for psychological satisfaction also becomes more apparent. 
The worshipping of machines, and the power of money do not 
necessarily lead to spiritual or self-contentment, the old 
craft skills represent the therapeutic alternative for the 
unemployed and those with excess leisure time, and also 
satisfy the need for creative fulfilment. First.hand 
experience of making and doing help people to identify 
themselves within the context of the modern world.

How can Design Education attempt to cater for all these 
apparently differing areas of concern? The R.C.A. report 
"Design in General Education" (1979) defines Design as:

"the field of human experience, skill, understanding and 
imagination that is concerned with the conception and 
realisation of new things and events".

Archer (1979) portrays this field of knowledge which we call 
Design, as quite distinct from the Scientific and Humanistic

16



studies which traditional educationalists have adhered to.
He calls this distinct area of knowledge the "3rd R". The 
three R's being reading, writing, and wroughting.
Wroughtingis that area of the curriculum which is concerned . 
with making and doing.

Science is concerned with understanding based on observation, 
measurements, and the formulation and testing of theories by 
experiment ; Humanities is concerned with understanding based 
on contemplation and expression of human values, and the 
understanding of spiritual values based on criticism, 
evaluation, and discourse; the third area of understanding, 
states Archer, is based on the body of. practical knowledge 
concerned with sensibility, invention, validation, and 
implementation. Cross (1982) supports this view and suggests 
that there are in fact "designerly ways of knowing" that is 
ways of knowing which use non-verbal concrete modes of 
thought and communication. These ways of knowing are 
distinct from those used by the Sciences and the Humanities.

The common element which all teachers of Design can promote 
is the development of unique attitudes which will not be 
acquired from other school disciplines, and the application 
of these particular ways of knowing.

The means for achieving this lie in imparting specialist 
skills, and techniques peculiar to the subject of Design.
The Design Council report "Design Education at Secondary

17



Level" (1978) recommends that Design should be an essential 
part of the education of all pupils up to the age of sixteen. 
It should encourage creativity and the creative examination 
of problems concerning human relationship with the 
environment; it should encourage a critical appreciation of 
emotional and aesthetic values relating to modern technology ' 
and the built environment; it should develop powers of 
discrimination, judgement, evaluation and communication.
These areas of Design can be approached no matter what the 
particular specialism of the teacher concerned, thus the 
C.D.T. teacher, the Art teacher and the Textile teacher all 
have common general aims. The breakdown of these aims into 
specific areas for concern gives a blueprint for Design 
Education.

Awareness

Design has a commitment to raise'the level of awareness of 
each individual pupil to its best potential. Children who 
are encouraged to use all their senses in their perception of 
their world will make the most positive interaction with 
their environment. Awareness begins on a personal level with 
pupils exploring their own reactions through the senses of 
sight, sound, taste, touch, smell and bodily orientation.
The subjective experience of handling differing materials is 
a lesson in itself, provided the attention of the pupil is 
brought to bear on the subject.

18



This emotional awareness of response to materials and 
artefacts can be expanded into a physical and mental 
awareness. Physical awareness of self has been explored by 
Fenton (1973). He promotes the use of the Alexander 
Technique to raise pupils consciousness of self in the 
environment. Evidence of this method used in his own school 
proved that as children become more aware of themselves their 
receptivity increases and they become more alert and 
retentive. Fenton sees the body as an instrument capable of 
increasingly skilled use, co-ordination and performance; he 
stresses the importance of developing muscular skills in 
movements in order to provide both mental and physical 
health. The sensory system can in fact be trained to detect 
very small differences in sensation. Promotion of physical 
awareness can encourage efficient handling of tools, where 
physical energy is deployed in the best possible way.

Social and environmental awareness are also areas of concern 
for Design. A complex relationship exists between Design 
Technology, society, and the natural and man-made 
environment. The environment should satisfy the needs of the 
people but not at the expense of its future. Heightened 
awareness should bring about a concern for all aspects of the 
environment. Pupils should learn to value the positive 
potential of technology and to realise that it must be used 
wisely and with discrimination in order to benefit society.
It should be possible for pupils to consider the relationship 
of technology to society's cultural and emotional health.

19



Each pupil should develop a social commitment. Shaw and 
Reeve (1978) suggest that this area of social concern can be 
covered in Design by nurturing a caring attitude amongst 
pupils; they should be actively encouraged to care about 
other individuals, about society and its relationships to the 
individuals within it, and to care for the quality of objects 
and artefacts, but not in a materialistic sense. This caring 
element of Design, which could be developed through an 
increased awareness should aim at developing the growth of 
responsible citizens.

Perception

Design should also attempt to foster an awareness of the way 
in which individuals perceive their world. Each pupil will 
perceive the world in a unique way, colouring sensory 
information with previous relevant experience. Kelly (1955) 
suggests that in this way children build up their own 
personal construct systems. Philips (1981) proposes that in 
the classroom situation Design teachers can raise the 
awareness of an individual's personal construct, and 
encourage the formation of new and different constructs which 
can be shared with other pupils, thereby communicating other 
modes of perception to members of the group. Looking at 
experiences from another's viewpoint increases tolerance and 
understanding, and will increase appreciation of design 
qualities. A knowledge of the way in which we perceive the

20



world will help pupils to plan a design effectively and to 
develop a discerning attitude towards design in the 
community.

21



Non-Verbal Thinking

Design teachers can improve the levels of perception in their 
students by deliberately developing non-verbal thinking 
methods in the classroom. The working vocabulary of any 
designer, no matter what his chosen field, consists 
essentially of non-verbal codes (Cross 1982). . Non-verbal 
codes are the designer's thinking tools, he uses them to 
translate abstract requirements into concrete reality and 
vice-versa.

The development of this skill in dealing with non-verbal 
codes would seem to be related to the right side of the 
brain. In "The Right Brain" Blakeslee (1980) states that 
there are many other kinds of thought besides verbal thought. 
Just as we make visual images in the brain, so we can form 
images of sounds, feelings and taste. To simplify the 
hypothesis, we might say that the right side of the brain 
operates directly on sensory images, whilst the left is more 
generally concerned with verbal thought processes. The right 
side of the brain is in Blakeslee's view, that part of the 
brain which we have previously called our subconscious. Both 
halves of the brain can in fact think, feel and remember but 
only the left hemisphere can adequately verbalise; since the 
right brain does not express itself in words it has 
consequently become our unconscious mind. Eastern 
philosophies such as Zen, Taoism, and Yoga have concentrated 
on raising this unconsciousness and in bringing about
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awareness. In the West we could begin to concentrate on 
recognising that human experience is determined as much by 
the nature of the mind, and the senses, as it is by the 
external world which the mind perceives.

Education in Western societies has developed through the 
medium of language, and non-verbal knowledge has virtually 
been ignored. This situation will only change if teachers 
know and use their own non-verbal consciousness. Children 
should be allowed to make non-verbal discoveries, and then , 
analyse their findings. Guided "discovery methods" have been 
well developed in Nuffield Science Courses; children are led 
through practical experiments and encouraged to make their 
own conclusions, with the teacher. Blakeslee gives examples 
of how children can learn through graphical "play", finally 
translating intuition into mathematical equations. In Design 
practical problems are often overcome by sudden insight, or 
intuition. Talking about these solutions, that is, allowing 
the left brain to verbalise thé right brain's thinking, makes 
learning a more complete activity. Recall of the lesson 
should also be improved since the pupils will have both 
imagery and .words in their minds.

An instructive understanding of concepts can thus be founded 
and used in conjunction with verbal comprehension. Most 
teachers are aware that verbal material can be reinforced by 
imagery, hence the use of visual aids in the classroom. . 
Memory of holistic images can be a very efficient storage for
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facts. When using both halves of the brain effectively as a 
cooperative unit pupils can improve achievement levels.
Highly creative individuals seem to do this instinctively; 
Blakeslee quotes Einstein:

"The words or the language as they are written or spoken do 
not seem to play any role in my mechanism of thought. The 
physical entities which seem to serve as elements in thought 
are certain signs and more or less clear images which can be 
"voluntarily" reproduced and combined.

There is of course, a certain connection between these 
elements and relevant logical concepts. It is also clear 
that the desire to arrive finally at logically connected 
concepts is the emotional basis of this rather vague play 
with the viewpoint that this combinatory play seems to be the 
essential feature in productive thought - before there is any 
connection with logical construction in words or other kinds 
of signs, which can be communicated to others."

Phillips (1981) suggests that teachers of Design might 
deliberately concentrate on the right brain, aiming thereby, 
to raise the level of awareness in the senses; in other words 
to focus attention on the learning capabilities of the right 
brain. Rather than leaving the coordination of left and 
right to chance it can now be understood and actively 
developed. The education of the right brain allows more 
scope for speculation on the potential of human development.
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Creativity

The development of the right brain should encourage a 
creative approach to Design. Problems cannot always be 
solved by longitudinal reasoning, sometimes refreshing 
originality can give new and better solutions to problems.
If creative thought is broken down into four stages, these 
can be represented as preparation, incubation, inspiration, 
and verification. In any Design problem the preparatory 
stage is the investigation of the problem; the incubation 
takes place at a subconscious level, and the right brain can 
initiate an inspired solution; the verification puts the 
bright idea into the test. Design teachers can encourage . 
inspiration by making room for divergent thinking in the 
classroom, and by placing emphasis on quantity, variety and 
originality of solutions to problems.

This kind of thinking has not always been encouraged in 
schools, many children developing differing ideas makes hard 
work for the teacher. Torrance (1962) states that parents 
and teachers often actively discourage creative thinkers, 
because such enquiring minds require too much attention, and 
non-conformist children make disorder within a group. 
Torrance believes that too much emphasis is placed on pupils 
learning facts rather than on expressing attitudes towards 
facts and applying knowledge. Too much credit is given
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perhaps to written work when not all thinking can be 
expressed in verbal form.

Guildford (1959) and Getzels and Jackson (1963) have provided 
some interesting studies concerned with reassessing creative 
thought. There is evidence to suggest positive relationships 
between IQ and divergent thinking. Despite the difficulties 
involved in the rating of the creative mind it can only be an 
understatement to realise that human development would be 
stilted without the active expression of thé imagination. 
Design teachers therefore have a vested interest in 
developing the powers of creative thought.

Ideas can be generated by organising brain storming sessions 
amongst groups of children, (Osborne 1953) and lateral 
thinking can improve the fluency of creative thought (De Bono 
1970).

A wide variety of materials in the classroom can spark off 
information and visualisation, enabling pupils to build 
images and systems in the mind's eye. Making models and 
communicating ideas by drawing fosters the use of latent 
creative powers. Without inspiration for new ideas and the 
ability to communicate these ideas little progress could be 
made in the material world. Advanced industrial societies 
would not survive or develop without the contribution of 
creative thought. Design as a creative subject can build
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experiences, cater for sudden insights and attempt to 
translate visions into actuality.

Making and Doing .

Evolving a creative idea into a practical reality often 
appears to be the main activity in any Design Department. 
Children themselves always associate Design with the concrete 
operation of making something. Making and doing is the 
visual evidence of a Design lesson, and although it is not 
necessarily the end product which is important the 
manufacture of artefacts does have an importance in Design. 
Individuals can express their own unique and creative thought 
patterns through the procedure of making, a link is thus 
formed between inner consciousness and outer realities. The 
importance of this has been recognised by progressive 
educationalists like Froebel and Pestalozzi in the 19th and 
early 20th century.

The Design and Craft approach is a practical way of 
developing the wider aspects of learning. It is not possible 
to learn skills only through theoretical means, or by 
watching someone else perform them, the vital key is to do it 
oneself. Manipulative craft skills can be developed and 
improved in the construction of artefacts. Using materials 
extends handling skills and dexterity in the use of tools. 
Discovering how different materials work and relate to each 
other develops a child's inventiveness and creativity. A
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knowledge of the behaviour of materials, processes, and forms 
of energy, and the ways in which they can be controlled can 
be built up and stored for further reference.

Aesthetics

By the nature of their subject teachers of Design are always 
involved in the aesthetic appreciation of objects and 
artefacts. Whether one is intending to actively design 
oneself, or to make use of someone else's design, aesthetic 
judgements are usually considered. The design of any given 
object speaks volumes to all those who make contact with it. 
Is it in good or bad taste? Does its form follow its 
function? What is the shape, form colour and position of 
this artefact in the environment actually conveying to its 
public? A style and arrangement of furniture in a stranger's 
house makes us form, an image of that person, his clothes 
project his personality. Everything which has been designed 
speaks to the world. Lawson (1980) regards Design learning 
as understanding the meanings that other people ascribe to 
the things in the environment, and experimenting with 
relationships between them. Each individual is therefore 
concerned to a greater or lesser extent with Design, and 
Design in general education is clearly important for all 
pupils. Teachers of Design should therefore be concerned to 
consider the aesthetic awareness of the pupils they teach.
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Communication

Since all design carries messages to people it is obvious 
that Design in the classroom has to be concerned with aspects 
of communication.

The use of graphics in today's society covers an extensive 
area of study for any student of Design. Metropolitan life 
demands that information caters for a cosmopolitan 
population, it has to cross language barriers and be quickly 
absorbable, therefore pictorial signs and symbols are 
steadily becoming more universal than words. It can no 
longer be justifiable to debase non-verbal information as 
non-intellectual. Written information has an indisputable 
value, but other ways of imparting ideas have to be given 
status in schools. Drawings, plans, and models conveniently 
convey useful information, and use of the camera and video 
equipment cannot be ignored.

Problem Solving

If one asks the question "Why does the Design profession 
exist?", an element of the answer would be that it exists in 
order to cater for the material needs of society. People 
need things, designers make things to solve the problems and 
satisfy the needs. A designer's task is perhaps ultimately 
concerned with solving problems. Often the problems will be 
ambiguous, and part of the designer's task may be to actually
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define the problem in the first instance. If schools are 
going to develop the "third R" they have to encourage their 
pupils to think like designers. Problem solving has to be 
part of the syllabus.

Shaw and Reeve (1978) outline a linear path for problem 
solving, beginning with the identification and definition of 
the problem, investigating and collecting information, and 
proposing solutions. Up to this point thinking can be seen 
to be divergent. Relative data has been gathered, freely 
investigated and a variety of alternatives devised. Having 
chosen a suitable solution thinking can then be focused on 
the development of an idea, and now becomes convergent. The 
realisation of any idea needs to be evaluated by the pupils, 
this plays a critical part in the development of sound 
judgement.

The approach to problem solving in Design has to be flexible 
and its relevance to the outside world needs to be as real as 
possible. Adults meet many problems daily, and familiarity 
with solving problems in general can be brought to bear on
individual incidents.

«

The most difficult aspect of problem solving is the 
recognition that a problem actually exists. Taking other 
people's solutions for granted, accepting the status-quo, not 
looking, and not thinking are ways of opting out of 
responsible citizenship. Each person is responsible to
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himself, as well as to others, and should want the maximum 
benefit of mankind's thinking for the good of humanity. It 
might be that no solution is the right answer to the problem, 
it might mean that compromise has to exist in order to 
satisfy all criteria, it might require massive changes in 
attitude and outlook and opinion. Problem solving should 
endeavour to encourage an enquiring mind and the courage to 
be able to declare at the end of the day that the answer is 
not satisfactory and needs improvement or even rejection. 
Problem solving is concerned with decision, and choice and 
the responsibility for reshaping the environment.

The Role of the Design Teacher

Design is a multi-media subject which covers a host of 
inherent activities. It deals with the raising of awareness, 
with perception, with non-verbal thinking, with creativity, 
with making and doing, with aesthetics, communication and 
problem solving. Design teachers have to unify all these 
aspects into a meaningful whole, whatever their particular 
specialism may happen to be.

Design teachers have to set about their task in a practical 
way because they are concerned with educating areas of the 
brain which are not exploited to the full in other subject 
areas. They have to impart "designerly ways of knowing", ■ 
they have to allow pupils the experience of handling tools 
and materials, and of solving problems of a practical nature.
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Design is concerned with human survival in the future so its 
teachers have to develop in their pupils a caring attitude 
towards world resources, and all its people; a respect for 
materials and their use in the environment; and a personal 
responsibility for decision making. Design teachers have to 
raise sensitivity, awake creativity and promote active social 
participation. Zanker (1971) describes this as striving to 
develop fully orientated persons.

Design of course, is still in its infancy. Its relative 
history on the school timetable is. short, it does not have 
tradition, nor vast stores of knowledge to adhere to. The 
very nature of Design gives it an everchanging content and 
context, as it constantly seeks to progress and advance 
forwards in time. Design teachers have to utilise the best 
of its Art and Craft orientated past and experience, with the 
most relevant up,to date knowledge and sophistication. As 
falling roles threaten the structure of. the curriculum Design 
teachers have : to be flexible in their acceptance of new ideas 
and must continue to think first and foremost as designers 
themselves
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2.2 :__HISTORY OF NEEDLECRAFT IN THE SCHOOL CURRICULUM



A HISTORY OF NEEDLECRAFT IN THE SCHOOL CURRICULUM

This research is primarily concerned with the teaching, of 
Textiles as a subject at High School level. It now exists as 
one of a family of subjects known collectively as "Design".
Design subjects, as already stated, cover many inherent
creative activities, if the current position of Textiles and 
its future role within the family grouping are to be fully 
comprehended it is. pertinent to trace the subject's 
development and to recognise those influences which have
helped to.shape and form it.



1. Outside Influences 

The Educational Reformers

A history of Needlecraft in British schools reveals periods 
of advanôé which were responses to outside stimulus.

New philosophies of education were already being explored by 
the late 19th century. Changes in the educational climate 
were leading to a more progressive attitude: Dewey was.
concerned that education should consist of personal 
experiences related to real life in the social order; thus 
giving practical subjects more respectability. The Dewey 
school in Chicago (1896-1903) evolved the experimental method 
of teaching where children were encouraged to enquire, 
experiment, analyse, and evaluate situations. Subject 
boundaries were broken.down and more appropriate teaching 
methods employed. (Meyhew. and Edwards 1936)

Maria Montessori was working with young children. She 
recognised three areas of development: Motor education. 
Sensory education and Language development. Motor education 
was concerned with Kinaesthetics, with everyday movement, and

care of the body. Sensory education was to help children be 
aware of sensory input and to encourage the development of 
sound reasoning and j udgement based on the individual's 
perception of the world. Apparatus in the form of three 
dimensional coloured shapes assisted the learning process.
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Language development occurred through the use and development 
of these basic exercises. (Standing E.M. 1.962.)','

Froebel had devised a series of educational "gifts" and 
"occupations" to introduce concepts such as colour, material, 
form, motion, direction., reaction, time, space, balance and. 
geometric truths to the Kindergarten age group. The gifts 
also made preparation for drawing skills. The occupations 
used to.develop the ideas presented, in the gifts were:-.

i. Perforating
ii. Sewing
iii. Drawing
iv. Colouring and painting
V. Paper weaving
vi. Mat weaving
vii. Paper folding
viii. Paper cutting/mounting/stenciling
ix. Pea work
X. Cardboard modelling
xi. Clay ..work
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These gifts were intended to nurture progressive growth in 
the powers of construction and understanding; the occupations 
were to further develop these formal ideas in materials. 
Learning by doing was important to both mental plus physical 
well-being. (Bowen 1893)

In Sweden there were major developments in the teaching of 
Handwork. The Sloyd method derived from the Froebel system, 
and concentrated on teaching woodwork and handicraft in 
formal sequential steps with the opportunity for self 
directed learning and creativity. In London Solomon Baxter 
began a modified version of the system which was to be a fore 
runner of educational woodwork in this country.

In Germany the Werkbund was formed. This was an organisation 
concerned to create a link between art and industry. One of 
its aims was to reform product design and educate the German 
consumer, it also promoted the reform of artistic education 
in schools. Herman Muthesius was employed at the German 
embassy in London in 1896 to report regularly on contemporary 
developments in Art and Craft education.

In England the cumulative effects of growing industrialism 
were responsible for many changes'within the educational 
system. Manufacturers needed Designs for their popular 
calico prints and were having to seek these from abroad which 
was not advantageous to the British economy. When the case 
was brought before Parliament the Privy Council for Trade was
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resolved to establish a School of Design at Somerset House. 
This opened in 1837 and became known as the Department of 
Practical Art, under the secretaryship of Sir Henry Cole, 
whose inspiration supported a number of exhibitions which 
provided a challenging educational stimulus to the fine arts 
and practical sciences, and resulted in the emergence, by the 
middle of the century, of 90 Art Schools with an established 
central organisation and a national curriculum.

Industry's search for beauty sought the advice of Turtists. 
Ruskin was an influential teacher in this respect. He gave 
lectures to Manchester industrialists encouraging them to 
study the works of the Great Masters, especially Titian. 
Ruskin's message was to encourage the marriage of beauty and 
utility. Sillitoe (1933) notes the infiltration of this 
influence into education:
"Not only calico printing but domestic needlework also 
received a healthful stimulus from the movement. Some of the 
effects may be seen today on the walls of the sewing rooms of 
training colleges for teachers of domestic subjects, notably 
at Manchester."

The English Arts and Craft movement cofounded by Morris and 
Ruskin encouraged the new thinking in education. Morris 
worked on a number of crafts, among them fabric printing, he 
stressed a knowledge of the materials and processes as a 
means of humanising the life of his time. Contemporary with 
Morris' designs for printed fabrics were those of Art
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Nouveau, the most advanced sectors of which, inspired by 
Morris, attributed great influence to the educational 
influence of beauty. They believed that the beauty of an 
object should be derived from its artistic merit. Those who 
leaned most closely towards the theories of Morris maintained 
that the artist should not disdain to produce models for 
consumer objects, the objects should be made under the direct 
control of the designer so as not to weaken authenticity. 
Design should therefore relate to both material and function. 
(Naylor G 1971)

The educational reformers were commonly concerned with the 
development of the inner self and the teaching of the whole 
person. It was important that pupils should actively 
participate in the learning process and not merely listen 
passively to facts. This was the new understanding of the 
psychology of learning, the child was seen as a developing 
organism passing through well defined stages of learning and 
development, and education needed to be synchronised to this 
development.

The Influence of the Bauhaus

The Bauhaus was founded in 1919 when the Academy of Art and 
the School of Arts and Craft in Weimer, Germany, amalgamated. 
It was under the Directorship of Walter Gropius and its 
purpose was to make clear "the unity underlying all branches 
of design". (Constantine & Lawson 1973)
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The Bauhaus contributed to design, architecture and art, and 
brought about new teaching methods in Art and Design, it also 
contributed significantly to the development of technology. 
The Bauhaus was "primary to the rediscovery of the importance 
of expressing texture, structure, and broken colour, and in 
finding new aspects of pattern with the vertical horizontal 
format of woven cloth" (Constantine and Lawson 1973). In the 
weaving workshop at the Bauhaus the first fabrics produced 
were pictorial weavings and tapestries worked under the 
influence of Paul Klee. There was emphasis placed on 
materials; and synthetics like cellophane and rayon were 
exploited. The subject matter eventually became abstract and 
concrete.

The Bauhaus initiated the "Basic Course" in Design. This was 
a six months introductory school course concerned with 
materials, colours, textures, structures and compositions.
The basic course was originally taught by Johannes Itten. It 
was Itten's belief that Scientific research and technology 
must be balanced by inward looking thinking and spiritual 
forces. Itten drew upon the Froebelian system and the 
Montessori system, educating through the senses and using 
Froebels theory of contrast to explore basic principles such 
as colour in design.

Itten requested his students to search the environment for 
tactile experiences of materials. The textural qualities of
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natural and man made found objects were exploited in 
Froebelian and Montessori terms and Itten taught his students 
to use bodily movement to experience the perception of form 
eg: "swinging arm movements to follow the evenly curved, 
continuously moving line of the circle would precede attempts 
to represent the circle graphically on paper". (Cross 1980). 
In a logical progression the students would first discover an 
awareness of form through the senses, then they would 
represent the form in modelling materials and finally 
transfer the form into two dimensional graphics.

The preliminary course was an exercise in perception, 
discovery and manipulative skills. Cross (1980) states that 
"the evolution of general statements or basic laws of form 
and colour, and the subsequent grammar of visual expression 
was therefore a direct result of the experimental approach to 
teaching which Itten developed between 1919-1923 at the 
Bauhaus." The powerful influence of the Bauhaus was to • 
subsequently filter through to schools and educational 
establishments throughout Europe.

2. Needlework in the School Curriculum 1840-1870

The influence of the various Artistic Movements, thé 
Educational Reformers, and the Bauhaus was not immediate in 
British Schools, it had a more subtle affect and was brought 
about by a few enlightened teachers rather than the majority. 
The mainstream of education in the early 19th century was
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provided by the National, and the British and Foreign Schools 
Society. Studies involved Bible readings, writing and some 
limited numeracy. Kay Shuttleworth first introduced 
Needlework to the curriculum in 1840 although it did not 
achieve any prominence until 1846.

Sillitoe (1933) relates that Kay Shuttleworth included 
Needlework for logical reasons aimed at encouraging girls 
into domestic service, which was losing good employees as 
more and more of the population found work in the factories. 
It was also an attempt at the practical teaching of personal 
hygiene, and a way of equipping future wives and mothers with 
useful homemaking skills. It enabled schools to deal with 
the immense problems of dirt and rags. To work cleanly 
counted for merit and it was therefore deemed necessary to 
provide facilities for washing hands at school. The 
essential amenities of sinks, and eventually lavatories, 
gradually allowed for the absorption of the "Ragged Schools", 
which in 1848 claimed some 17,000 pupils who were considered 
too dirty to attend other schools.

The status of Needlework on the curriculum suffered from the 
outcome of the Newcastle Commission reporting in 1861. In a 
bid for "National Economy" payment by results was heavily 
enforced and teachers concentrated on the lucrative 3Rs, 
leaving peripheral subjects to flounder. However the Revised 
Code of 1862 insisted that the subject was to be compulsory. 
Teaching methods at this time probably did little to enhance
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thé subject; girls were expected to stitch long seams and 
hems by hand, and there was no scope for creativity. The 
sewing machine although invented, was not yet in general use. 
Knitting was also taught via the practical production of 
socks and cuffs. Needlework, however, was the one subject on 
the curriculum which formed a link between home and school. 
Household sewing was often indeed sent in to be done during 
the Needlework lesson at school. (Sillitoe 1933)

3. The Education Act 1 870

The first Education Act was passed in 1870 and established 
School Boards to supplement the voluntary System. The Code 
curriculum was expanded to include Domestic Economy for 
girls, covering a general knowledge of elementary housewifery 
and hygiene as well as food.

Mrs Ayscogne Floyer pioneered the teaching of Needlework when 
she started an association at Louth in Lincolnshire. She 
became an examiner of school Needlework in 1873 and soon 
recognised the need for a more efficient teaching process.
She opened the London Institute for the Advancement of Plain 
Needlework in 1878 (Yoxall 1965). The training concentrated 
on the "collective method" of Needlework teaching which 
required children to chant mechanically in unison the 
sequence of movements involved in their sewing or knitting.
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In 1876 the system of payment by grant allowed.schools 
presenting certain subjects for examination double the former 
grant for successful results, that was two shillings per 
head. This was an optional course and plain needlework still 
remained compulsory. It would seem that HMIs treated 
Needlework with respect and there are several accounts of 
inspectors attempting to master the basic skills for 
themselves so as not to appear ignorant before the school • 
mistress. (Sillitoe 1933)

4. The Appointment.of a Directress of Needlework

As women members of School Boards became more numerous, more 
attention was given to the subject. A Royal Commission on 
Technical Instruction was formed in 1881, its purpose being 
"To enquire into the Instruction of the Industrial Classes of 
Certain Foreign Countries in Technical and other Subjects for 
the Purpose of Comparison with that of the Corresponding 
Classes in this Country". The report of the Commission 
provided impetus to the cause of practical education 
recommending education in practical subjects for all types of 
schools. Science and Art classes were to be established and 
maintained by School Boards, and Local Authorities.

In 1883 the position of Directress of Needlework was 
appointed to advise the Department in Needlework matters.
This office was held briefly by Miss Emily Jones and was 
followed by the appointment of the Hon. Mrs Colborne. Part
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of the duties of the Directress were to listen to lessons 
given by pupil-teachers in Training Schools and so slowly 
began the realisation of the importance of teaching method. 
(Sillitoe 1933)

5. Needlework on the Curriculum 1896-1918

Some educated young women on leaving school were beginning to 
follow Domestic subjects as their profession. Some became 
appointed to positions of importance, and became influential 
in directing the policies of Technical education. Some links 
were thus established between schools and colleges of 
Domestic Arts, and some forward thinking headmistresses began 
to give more time to Needlework and establish some lessons in 
Cookery (Yoxall 1965). A certain Mrs Pillow was commissioned 
in 1896 to conduct an investigation into the teaching of 
Domestic subjects. She recognised that whatever the social 
class of a girl she would also have a homelife to live and 
could therefore not afford to be ignorant aibout "personal 
health, health in the home, and comfort in the home". Her 
conclusions were that there should be some subject in school 
which dealt with homelife and management. Her investigations 
showed the leading role which Needlework was acquiring in 
some schools:

"In many high schools a lesson of one hour weekly is given to 
all the girls, and during a part or the whole of the year an 
optional class is held on one afternoon weekly, when girls 
learn to sew and to cut out small garments. Some schools
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teach dressmaking upon some simple system of measurement. In 
some cases special needlework teachers are engaged for these 
classes, and girls are prepared for a Needlework examination 
held by the London Institute of Plain Needlework. Classes 
for knitting, mending and darning are also held. Although 
the needlework classes are very general, it should be 
mentioned that in some schools girls who are learning Latin 
are excused from attending the needlework classes. It is a 
point worthy of note that some of the optional classes are 
stated to be 'largely attended'." (Quoted in Sillitoe 1933)

The Association of Teachers of Domestic Science was founded 
in 1896 and offered membership to all teachers holding 
diplomas and certificates in Domestic subjects. The 
Association held an annual conference to discuss ideas about 
the teaching of Domestic subjects, and was also responsible 
for modifying existing opinion on teaching methods and 
examinations. (Yoxall 1965)

Several women were appointed to the Inspectorate in 1896 and 
this further influenced the development of girls crafts. A 
report issued in 1912 by the Chief Woman Inspector indicates 
some provision needed to be made for connecting the handiwork 
of children in infant schools with the elementary teaching of 
Needlework. The report recognised the need for more variety 
in the work and suggested that children should bring in 
mending regularly from home, quoting the example of some 
schools which arranged mending days in conjunction with home
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wash days. Lessons in altering and cutting down clothes 
into smaller garments were also advocated. Fine stitching, 
it argued, should not be insisted upon lest it impaired the 
vision of young pupils. The importance of creativity was 
just beginning to be recognised. Motivation could be 
improved by stimulating projects of.work, and the strict 
supervision of perfect stitching was less important. 
Physiological studies of the development of children also 
revealed that plain sewing was not suitable for very young 
children. Some progressive ideas in education were beginning 
to permeate down to the classroom.

The Board of Education Act was passed in 1899 and this 
created a central authority for all forms of Education 
including secondary. The code of Regulations issued by the 
Board in 1909 made it clear that "provision should be made in 
the case of girls, for instruction of a practical character 
in the elements of housewifery." Whilst the implementation 
of cookery and Domestic Science proved to be relatively 
problematic Needlework retained a stronger position, largely 
because it was a compulsory subject for all candidates 
training as elementary school teachers. The London Institute 
for the Advancement of Plain Needlework also continued to 
train teachers and held examinations three times a year in 
theory, practical work and class teaching. It also took the 
responsibility for examining Needlework from secondary 
schools and awarded proficiency certificates in six grades. 
Needlework was well established in higher grade schools and
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pupil teacher's centres and when these became secondary 
schools under the Education Act of 1902 Needlework continued 
to be part of the curriculum. (Sillitoe 1933)

The Board of Education Consultative Committee in Practical 
Work in Secondary Schools issued a report in 1913 which 
reinforced the view that handwork should be given a definite 
place in secondary education, it placed a value on systematic 
work with the hands as a necessary constituent of a liberal 
education. The definition of handwork was now extended to 
woodwork and metal work for boys, gardening and domestic 
subjects for girls. The report suggested the following 
syllabus: (Sillitoe 1933)

8-10 Years Paper cutting and folding; Paper and 
cardboard
modelling; Plastic modelling with clay or 
plasticine; Brushwork; Crayon drawing; 
introductory Needlework.

10-12 Years The same further developed and applied where 
possible; light Woodwork; for boys 
especially
(At some point during these years the work 
for boys and girls might bifurcate according 
to their separate needs.
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12-14 Years: Advanced Woodwork; Plastic Modelling;
(Boys) Gardening etc.

14 Years & over: Metalwork; Woodcarving; or manufacture.of
- scientific apparatus; advanced Plastic 
Modelling; Gardening.

12-14 Years & Needlework; Cookery; Laundry Work;
over (Girls) Housewifery; Gardening.

The syllabus allowed for free and technical drawing and 
painting to be correlated with the subjects as applicable. 
Needlework was stated as demanding and affording opportunity 
for the training of accuracy of hand and eye, a lively 
aesthetic attention and .vigilance in devising means to ends. 
Girls entering secondary school at the age of twelve should 
have a basic grounding in Needlework studies with attention 
given to the use of coloured thread, the combination of 
usefulness and beauty throughout all objects they made, 
practice in measurement and cutting out from the beginning, 
the development of the idea of a garment with places of 
strain to be strengthened, and the consequent application of 
strips and stitchery as in binding, taping, gussets etc. ' The 
dressing of dolls was also to be included. School Needlework 
was to lay foundations of skill and interest which could 
further be developed in the home. (Sillitoe 1933)
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6. The Fisher Act 1918 and Post-War Changes

The Fisher Act raised the school leaving age to 14 years and 
asked LEA's to provide appropriate instruction in practical 
subjects for the more intelligent and older pupil. A broader 
curriculum for elementary schools was devised, together with 
opportunities for free access to secondary schools. The 
Fisher Act also stressed the importance to some children of 
learning by doing. The Act enabled LEA's to establish 
continuation schools for the part time education of 
adolescents who left school before the age of 16. In these 
schools practical subjects were to be given prominence.

Many new teachers would obviously be required to meet the new 
standards and so followed the "Code of Regulations for the 
Training of Teachers" . Domestic subjects needed teachers 
too, especially in the new continuation schools, for classes 
of adolescent girls who were interested in their own 
appearance and wanted to make their own dresses. A need for 
Third Year Courses began to emerge in Training Colleges for 
those students who wanted to study a subject at advanced 
level. Schemes of work were initiated and submitted to the 
Board, which agreed with the proposals and Third Year Courses 
began. It was now possible to study the secondary subject of 
Needlework to a higher level. (Sillitoe 1933)

The effect of the War was to cast strong influences upon 
schools. A wider range of intellectual occupations had

48



opened up for women and Domestic subjects were to suffer in 
consequence. Careers for girls demanded a solid academic 
foundation and Domestic subjects lost status. Needlework 
fared best since it was a useful economy, considering the 
rising cost of clothing.

A report from the Consultative Committee in 1920 stated that:

"adequate facilities should be offered to girls who show 
special aptitude for manual instruction to receive it under 
the same conditions as boys, and that similar facilities 
should also be offered to boys in Domestic subjects".
(Quoted in Sillitoe 1933)

The report having considered differentiation of curriculum 
between the sexes, left secondary schools free to follow 
their own deliberations. It was to be several decades before 
most boys and girls actually did follow identical handicraft 
courses.

In 1926 the Consultative Committee for the Board of Education
reported on "the Education of the Adolescent" under the
chairmanship of Sir Henry Hadow. This report gave greater

Iemphasis for free expression and recognition of children 
learning through their own interests. Boys and girls were 
to:
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"delight in pursuits and rejoice in accomplishments - work in 
music and act; work in wood and metals; work in literature 
and in the record of human history - which may become the 
recreations and the ornaments of hours of leisure in later 
years" (Quoted in Sillitoe 1933)

The quality of practical work in schools was to be inspired 
by the Hadow Report (1926) and the Board of Education made 
many recommendations to teachers of crafts in its series of 
publications of the "Handbook of Suggestions for Teachers". 
The Spens Report of 1938 reinforced the advice by announcing 
that :

"both the conservative and Creative elements in the 
activities of the community must be represented in the 
curriculum and a larger share must be found for those 
activities which are creative".

7. The 1944 Education Act

The 1940's saw "Secondary Education for All" under the 
definition of the 1944 Education Act. The Tripartite system 
was enforced and the school leaving age was increased by 
another year to fifteen. (MaClure 1965)

The Arts and Crafts subjects came to be materials based and 
any design work arose primarily from the nature of the
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material. Illustrative of this, the 1944 Education Act 
states, with reference to metalwork that:

"A few exceptional boys, perhaps not more than two or three 
each year, may possess, in addition creative imagination 
..... from these few may be expected some success in design 
at the end of a four year course."

Robertson (1952) stressed the importance of creativity in 
Needlecraft, and explained how Needlework and Embroidery had 
often come to be separated on the school timetable, with . 
embroidery sometimes being taught by Art Teachers instead. A 
group of Needlewomen headed by Rebecca Crompton had actively 
demonstrated that embroidery should be alive and free, they 
divorced it from its source of garment making and. emphasised 
freedom, spontaneity, and textural qualities, with the 
purpose of "stimulating the imagination, giving textural 
delight, expressing feeling and mood". Materials and threads 
were used as a palette in much the same way as the artist 
uses paper and paint. This expressive mode of Needlecraft 
was very different from the disciplined type of decorative 
embroidery used in dressmaking. For the most part Needlework 
lessons in the 40's and 50's remained formal, and preparatory 
designs were often worked in the Art room.

The 1944 Act had stressed that everyone should receive an 
appropriate education and the practical subjects often seemed
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to be more appropriate to the less academic pupil. The 
status of craft subjects was once more under attack.

8. The Newsom Report and the Effect of Comprehensive 
Education

Developments in technology during the decades following the
' *

Second World War brought many changes into schools. The 
evolution of comprehensive education and departmental 
reorganisation within the schools was to alter the structure 
of the curriculum notably. The Newsome Report (1963) 
recognised that :

"To make people more observant of the world about them, more 
responsive, and more discriminating is potentially to enrich 
their personal lives a great deal."

This developing of awareness was now a new aim for general 
education. Newsom also saw that there was much:

"unrealised talent especially among boys and girls whose 
potential is masked by inadequate powers of speech and the
limitations of home background  ......  the country cannot
afford this wastage, humanly or economically speaking"

It recommended that these pupils should have substantial 
craft or practical courses providing experience in the use of 
tools and different kinds of materials this approach echoed
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the Crowther Report (1959) which had emphasised the 
intellectual challenge brought about through practical 
experience.

As the new Design Departments developed Needlework acquired 
new and varying titles such as "Fashion and Fabrics", 
"Textiles", "Dress and Design". It was now part of a family 
of subjects concerned with:

"the identification and solution of problems in the use of 
materials that occur in the social system in which our 
students will be adults"

(Schools Council 1968)

The subject of "Needlecraft" was now to be viewed in a 
different context within a curriculum which was seeking to 
offer a more general experience for the pupil. The 
experience of Design was now to give pupils an awareness of 
the relationship between themselves, society and environment 
through the medium of different materials, and in the case of 
Needlecraft, through the medium of textiles.

Archer (1975) had suggested that there were two main aims of 
Design:

i. To develop Design awareness as an element in the 
analysis of any suitable subject.
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ii. To use Design as a generic term for a give segment of 
human experience, skill and knowledge (comparable to 
Science or Humanities) and to develop educational .

. approaches in relation to this broad concept.

The Schools Council Projects Art and Craft Education 8-13, 
(1975) also saw two forms of Art and Craft education, one 
which: "observes the child's experiences and develops from 
this the values implicit for a visual tactile, and spatial 
education" and one which: "observes what is provided for him 
in the form of learning structures based on things we feel he 
should know and be able to do, and assess how he works with 
them".

It can be seen that the traditional subject of Needlework now 
had a tremendous challenge ahead in order to achieve these 
aims and responsibilities in a design situation.

In many schools Design Departments divided their time into 
rotational courses which became known as "the circus".
Pupils were able to taste each subject area in the department 
before opting for longer courses in the third year and after. 
Teachers were faced, with finding a suitable syllabus and 
there was considerable uncertainty about the image of the 
subject and its status in the school curriculum. Searching 
for some of these answers the Schools Council published a 
bulletin in 1977 entitled "Needlecraft in the School
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Curriculum". This document gave Needlecraft the 
responsibility for the following areas of the curriculum:

a. A relatively large element of practical work.
b. The search for fulfilment of some general educational 

.aims through practical experience (getting on the inside 
of a process) rather than through abstract reasoning.

c. A concern for the interdependence of problem, process, 
medium, function and form.

d. A greater concern than is usual in other disciplines for 
effective modes of operation, involving linear thinking 
as well as spatial, simultaneous and intuitive responses.

e. The relatively major importance of personal solutions to 
problems and personal value judgments.

The committee felt that whilst Needlecraft should be mainly 
concerned with Dress it should also consider the creative use 
of yarn in embroidery, and collage, knitting, crochet and 
weaving, soft furnishing and toy making and the experience of 
many traditional crafts and modern materials. It should also 
include topics such as consumer education and research, 
related historical studies, textile science, textile design, 
dyeing and printing, topics which offered opportunities for 
integration with other areas of the curriculum. Needlecraft 
should be concerned overall with concrete experience, 
personal judgements, solutions and aesthetic values.
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The Bulletin looked at the interpretation of Needlecraft in a 
variety of schools and in conclusion states that:

"Needlecraft is one, if not the only area of the curriculum 
which ha.s the potential to develop these elements (individual 
skills, and personal judgment) through concrete experience, . 
and it has a claim to a degree of uniqueness through the 
intensely personal nature of the products which are its 
currency.

In a rapidly changing society needlecraft is able to respond 
in the most personal and direct way to children's needs to 
express their individuality within the society. What 
developments the future holds is impossible to foretell, but 
it is important that the children have, through education in 
needlecraft, developed the skills necessary to meet that 
challenge, and a confidence to express them in their own 
individual way."

The Schools Council Working Paper 55 (1975) stressed the 
importance of Aesthetics.in the Curriculum. It argued that 
craft subjects should provide opportunities for children to 
gain experience in the means of self-expression and that the 
teacher's task should be to keep"a balance between free 
exploration and directed experiences to achieve the maximum 
intellectual growth, this was another area of concern for the 
Needlecraft teacher.
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Andrew Fairbairn (1980) summed up the attitude of many 
teachers in purpose built Design departments, they:

"feared the disappearance of individual subjects, the loss of 
craft skills. Some saw Design as a lifeline hastily thrown 
to handicraft teachers who grouped it and used it to update 
their image"

Fairbairn also stresses the advantages of Design departments:

"It is not easy to classify subjects like ceramics, 
embroidery, or fashion since these studies cross and recross 
the boundaries of the main headings - what counts is the 
opportunities offered to excite the mind and imagination, so 
challenging the curiosity, inventive powers, and manipulative 
skills." 
and ■
"girls who at one time trained in the routines of Dressmaking 
and Needlework have found the more exciting area of "Fabric 
and Fashion" a concern with their values and interest, and so 
have boys."

Almost a century and a half has passed since Kay 
Shuttleworth, for logical and practical reasons, thoughtfully 
introduced the disciplined subject of Needlework to his 
curriculum. Rows of girls no longer dutifully chant out the 
movements of their needles, many influences have decreed that 
the boys and girls in the Design departments of the'1980's
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and 1990's should be actively involved in exploring the 
possibilities of Textiles. The aware teacher aims at meeting 
those principles of education which challenge the pupils at 
their own level of development. There is creative 
expression, problem solving, decision making, discrimination, 
manipulative development and the opportunity, to handle many 
differing materials. The future of Textiles as a Design 
subject, is now concerned with consolidating the educational 
ideals through the learning process. .
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COGNITIVE DEVELOPMENT IN ADOLESCENCE AND ITS IMPLICATIONS FOR 
DESIGN EDUCATION IN LEICESTERSHIRE HIGH SCHOOLS

The Leicestershire High School

In Leicestershire the aibolishment of the 11+ Examination led 
to the development of a two tier comprehensive system. The 
'Leicestershire Plan' was the reorganisation of county 
schools into this two tier system. It began as an experiment 
in 1.957 in areas of the county which had suitable buildings, 
namely Hinckley, Oadby, and Wigston. In 1959 it was decided 
to reorganise the remaining schools in the county in a 
similar way.

For social, educational and psychological reasons it was 
decided to keep the schools small. 700 pupils in the lower 
tier, 1400 in the Upper tier. Pupils were to transfer from 
the primary sector at 11, and from the lower tier to the 
upper tier at 14. This left the lower tier free from 
examination constraints. The lower tier thus concerned 
itself with pupils aged 11-14 years, and beceime known as the 
High School,

Special consideration was given to the Design areas in 
Leicestershire High Schools. The original Art, Home 
Economics, Needlework, Woodwork, Metalwork, and Pottery areas 
were centred in one space, and visually connected. The 
intention was to achieve a:
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"bonding together, of these areas, which depend on a common 
understanding of Design considerations"

A N  Fairbairn 1980

As this ethos was specifically engendered so too could Design 
teachers concentrate on the particular needs of the younger 
adolescent. Within this context Textiles had a special role 
to play. As a Textiles teacher in this situation it seemed 
appropriate that there should be an overall commitment to 
encouraging the cognitive development of young teenagers 
through the subject matter. It was therefore essential to 
understand the learning processes which operate at these age 
levels.

Cognitive Development in Adolescence

Cognition refers to those processes involved in knowing.

Cognitive development can therefore be defined as: "the 
process by which people understand their world and operate as 
intelligent beings within it". Phillips 1980 Cognition 
includes many types of mental processes such as perceiving, 
thinking, and imagining. Theories of cognitive development 
are concerned with the way in which people acquire and use 
knowledge to come to terms with their world.

As children grow up thought becombs more abstract and
particularly so during the period of adolescence.
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Adolescence is the time extending from puberty until full 
adult status is achieved. The most apparent stages of 
development are physiological and result in physical growth, 
bodily changes and emotional response to new situations.

The nervous system matures during the teenage years and nerve 
fibres develop further contacts between each other. It is 
likely that the complexity of the brain is greatly increased 
during the early years of adolescence. Lateralization of the 
brain also becomes more marked. Studies by S F Witelson 
(1975) indicate that the right hemisphere of the brain in 
boys becomes specialised for spatial processing earlier than 
in girls.

This maturation of the nervous system and the increased 
complexity of the brain allows for the capacity to think and 
generalise on a higher level. A child with a high IQ in the 
same cognitive stage as his peers may be able to solve 
problems more quickly, but some degree of maturation is 
necessary before the next stage of cognitive development can 
be reached. Individual and personal experience affect 
cognition, as do environmental influences. Some adults 
rarely use higher levels of thought.

Attaining the new level of thought is a gradual process and 
may be quicker to develop in some areas that in others, thus 
enabling abstract thought in some subjects before others.
The new stage in thinking allows for a greater level of
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control and freedom in intellectual operations, and thinking 
can take place in terms of abstract symbols, rather than only 
concrete events. Information can be organised and related to 
new situations, and the adolescent can think about his own 
thinking, and begin a true awareness of self.

Piaget's theory of Cognitive Development

This higher level of development in thinking was initially 
recognised by Inhelder and Piaget in "The Growth of logical 
Thinking from Childhood to Adolescence" (1958). It is the 
final stage of thinking in a systematic development of 
intelligence. Piaget called this level of thought the 
"Formal stage of Thinking" preceded in his epistemology by 
three previous stages:

The Sensorimotor Stage, which occurs from 0-2 years and in 
which knowledge of objects has its origins in interactions 
between person and object.

The Preoperational stage, which covers the ages from 18 
months to about 5 years, and in which language symbols are 
used and objects can be symbolised, so that a box in a 
child's play maybe a truck or a train.
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The Concrete Stage, of middle childhood when thinking is 
limited to thinking about things. The child begins to handle 
problems of classification, and begins to understand 
relationships between.objects.

The final stage of thought is the Formal Stage or 
propositional stage which sees the emergence of adult like 
thinking, and in which a number of new capabilities become 
evident. The adolescent can produce more complex
expectations when faced with certain kinds of data. Logical
thought is not so restricted and statements can be
manipulated. The adolescent can say: "If such and such an
influence played a part, then such and such an influence 
should follow."

It is now possible to structure and coordinate actions upon 
relations, and thinking more often determines action and 
perception. The average adolescent is capable of an analysis 
of a situation, consideration of all possible arrangements, 
making an hypothesis and confirming or denying the truth by 
testing.

The adolescent is thus thinking beyond the present task and 
is cible to form theories, make assumptions and draw 
conclusions.which need not be directly related to present 
factors. He or she can deal with propositions as well as 
events.
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Adolescents have freedom, mobility and flexibility of 
thought, they can think about things which are outside the . 
range of their experience, such as the nature of the 
universe. The new thought patterns demand more control, 
irrelevant thoughts have to be dismissed, and pertinent 
information held. Many aspects have to be considered before . 
a conclusion is reached.

Piaget places the change to formal thinking at around 11 or 
12 years. Until this stage children cannot solve problems 
like the following:

"Edith is fairer than Susan, Edith is darker than Lily, who 
is the darkest of the three?"

Flexibility and control of intellectual operations increases 
between the ages of 13 and 14 and the adolescent becomes 
much more concerned with possibility. A system is 
established to discover all possible combinations before 
constructing a rule from which future predictions can be 
made. Gallagher and Noppe (1976> illustrate this type of 
reasoning with an experiment in balance. An 8 year old child 
faced with the problem of finding the correct weight to make 
a crossbar balance, uses a trial and error approach, there is 
no grasping of proportion or of the relationships between 
distance and weight. The adolescent faced with the saime 
problem concludes that distance and weight have some 
relationship, the smaller the distance the greater the weight
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required. The adolescent's approach is to explore the 
effects of variables, weight, and length, by holding one of 
the variables constant and observing the effects of the other 
then there follows an attempt to integrate weight and length 
into a general law. This is a hypothetical, deductive type 
of thinking. The adolescent shows the ability to derive a 
proportion from two or more variables of a complex 
relationship, and is able to suggest the possible effect of 
one or more of the variables upon another. The capacity to 
combine and separate variables in a hypothetical, deductive 
framework becomes apparent only at this formal stage of 
development. This reversible manoeuvering between reality 
and possibility is the fundamental property of adolescent 
thought.

The Combinational System of Formal Operational Thought

The adolescent is also capable of generating all possible 
solutions to a problem. Inhelder and Piaget (1958) called 
this the combinational system of formal thought. Siegler and 
Liebert (1978) demonstrate this by asking subjects age 10-13 
years to find the correct combination of switches to run an 
electric train. The more help they were given the better 
they did, but the older children did better overall, and also 
made more use of written records to help solve the problem.

The combinational system refers to the complete matrix of all 
possible variables in a given problem. Within the
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combinational system is the set of logical operations, called 
the INRC group, which constitute the theoretical foundation 
of the formal style of thought.

The four operations of the INRC group are Identity, Negation, 
Reciprocity, and Correlativity. Identity refers to some 
initial given problem. Negation is the undoing of that 
operation. Reciprocity is undoing the effect of the initial 
operation by changing another variable, and Correlativity is 
the negation of the reciprocal change.

In simple terms as described by Everett Dulit (1972). If the 
initial operation is putting weight into a previously 
balanced scales, then Negation would be removing the weight. 
Reciprocity would bè moving the pan, or adding a weight to 
the other side to restore balance, and Correlativity would be 
undoing the reciprocal change, leading to the saune effect as 
was created by the initial operation.

According to Piaget the combinational system and the INRC 
group facilitate the formal stage thinker, enabling him or 
her to read logical conclusions and guidelines from given 
details of data. The subject now has the capacity to operate 
with proportions, and the ability to hold all variables 
constant except the one in question. The full range of 
possibilities is generated by the thought process, and dealt 
with within the combination system.
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Piaget's liquid experiment illustrates the concept of the 
combinatory system. Boys of 12-14 years were shown five 
bottles each filled to the same level with colourless fluids. 
The bottles are numbered 1-5. On the table are a number of 
empty glasses the experimenter shows the subject a glass of 
yellow coloured fluid and instructs the subject to achieve 
the same result from mixing the liquids in the bottles. The 
formal operational thinker would be expected to 
systematically work through all combinations of the liquids 
in all possible ways, in an attempt to search for an 
understanding of the complete problem and arrive at the 
truth.

The adolescent is more capable of discarding an. hypothesis if 
he can improve it with a better one. He has the ability to 
control his thought processes enough to delay conclusions 
while considering.other possibilities.

Acceptance of a Lack of Closure

The adolescent can also realise that the final conclusion to 
a problem could be made with more information. Lunzer & 
Morris (1968) called this ALC or Acceptance of a Lack of 
Closure. When given a verbal problem such as this one 
reported by Peel in 1966.

"Only brave pilots are allowed to fly over high mountains. 
This summer a fighter pilot flying over the Alps collided
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with an aerial cable railway, and cut a main cable causing 
several people to fall in the cars to a glacier below. Some 
people were killed and many others had to spend the night 
suspended above the glacier. Was the pilot a careful
airman? Why do you think so?"

Adolescents would ask for more information about weather 
conditions etc before making a conclusion. Young children 
would not do so.

Conservation

During the stage of concrete operations the child will learn 
that when the shape of an object is changed it still contains 
the same amount of material. A fat sausage of clay contains . 
the same amount of clay as a longer thinner sausage rolled 
from the same piece. Conservation of substances can be more 
difficult if the material is not familiar, or if the change 
is one of state.

When a container of water is tilted and the subject is asked 
to choose a picture that shows the orientation of the water 
level, choosing the horizontal shows that the subject 
conserves. Harris and Hanley and Best (1977). found that men 
and boys do better in this test than women and girls.
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The conservation of mass is established first, followed by 
weight and volume at the end of the concrete operational 
stage.

The understanding of the concept of conservation is important 
because it gives rise to an awareness of reversibility. Not 
until this stage is reached can the child construct a bead 
chain in which the original pattern is reversed. The ability 
of any operation constitutes an important gain in the 
intellectual growth of the child. The operational child* can 
thus approach a problem in more than one way.

At the level of formal thought it is necessary to possess a
high degree of reversibility skills, it has to be possible to
move freely from the possible to the real. This
reversibility implies a decentering process and the ability 
to take the point of view of others.

First and Second Order Operations

Reasoning about things and events can be called a first order 
grouping of operations, operating upon these, or their 
results is a second order grouping of operations. The second 
order grouping occurs in formal thought pattern and gives 
rise to new relations of a logical kind. It is now possible 
to imply and contradict statements derived from operations 
formed at the concrete level.
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Second order operations concern proportions, mechanical 
equilibria, probabilities, correlations and multiplicative 
compensations, and include combinational operations.

Summary of Piaget's Stage of Formal Thinking

Piaget's research suggests that logical and mathematical 
thinking develops from the sensori-motor stage of the infant 
to the controlled and systematic handling of operations of 
the concrete operational, and formal operational stages. The 
stage of formal operations from about the age of 11 years 
upwards is called Era IV by Piaget. It includes reasoning 
about reasoning, construction of systems of all possible 
relations or implications, hypothetical deductive isolation 
of variables and the testing of hypothesis, and operations 
upon operations.

Thomson (1959) states that in the formal stage of thinking:

"Logical or .propositional operations are formed which 
constitute a high contained system independent of any 
concrete contents and which also serve as a means of co
ordinating operations acquired at earlier stages into a 
single system".

He also notes that:
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"Hard facts can be dealt with and the world of experience 
analysed and manipulated".

The use of formal thinking, however is related to personal 
and environmental characteristics. Adolescence is the time 
at which formal thought first emerges, but is not commonplace 
among all adolescents. Elkind (1975) showed that out of 469 
students between the ages of 12-18 years only 47% could 
demonstrate conservation of volume. In replication studies 
of Piaget's research Elkind concluded that adolescents who 
have reached the stage of formal operations may or may not 
necessarily apply them to all problems. Girls especially 
seemed less likely to apply formal operations in science. 
Other studies by Hobbs, and Graves support the view that the 
universality of formal operations remains in question.

Dulit (1972) suggests that up until adolescence the 
development of intelligence is a clear sequence of stages, as 
defined by Piaget, through which every child passes, but from 
early adolescence onwards only a modest proportion of the 
population will follow the road to formal thinking styles. 
Formal stage thinking is rather the optimal extension of 
earlier cognitive stages. Dulit states:

"Formal thinking appears to be a kind of "cognitive 
maturity". It integrates all that has gone before. It is 
far from commonplace among adolescents or adults. In that 
sense it is more ideal than typical, more potential than
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actual. It has important quantative aspects, varying degrees 
of access for a given individual being common and partial 
degrees of access being more common in the normal population 
than either full or zero access. Like most other aspects of 
psychological maturity, it is potentiality only partially 
attained by most and fully attained only by some."

Correlates of Formal Thought

Psychological growth during adolescence determines that 
formal thought patterns are possible, but cognitive 
development theories suggest that it is a child's activities 
and actions which underlie thinking. Research shows that 
there is much individual variation in the rate of progression 
through the stages of formal thought and in the ways in which 
people approach and solve problems.

Field dependence and Independence

The way in which a child perceives his environment will 
depend upon the stage of development, his personality, and 
his knowledge. Children who are field independent can 
keep an item such as their own body or an object separate 
from the environment, or a field embedding context. Field 
dependents cannot do this. Embedded figure experiments 
show that there is a correlation between field dependence and 
cognitive development. Fleck (1972) correlated field 
independence and concrete operations in school children, and

72



Neimark (1972) found correlation between field dependence and 
Piagetian. combinatory tasks.

By measuring how quickly children could identify embedded 
figures, and by measuring their ability to match one of six 
pictures with a standard picture, after a short delay,
Neimark was able to assess field independence and 
reflectivity against the transition from concrete to formal 
operations. Neimark found that both field independence and 
reflectivity are related to cognitive development.

Leone (1974) also concluded that field independents are 
superior to field dependents on cognitive tasks.

Personality

Research would indicate that those individuals whose 
personality traits enable them to view life in an analytic 
way, may be more capable of analysing factors in a problem, 
and more capable of deducing solutions. Personality and 
cognition are thus intertwined.

Intelligence and Creativity

Studies by L W Yudin (1966) indicate that intelligence is 
linked to the acquisition of formal thought. Boys of average 
intelligence made good progress in formal operations between 
the ages of 12 and 14 years, those below average intelligence
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made more, progress later between the ages of 14 and 16. 
Keating (1975) also showed that between the ages of 11 and 13 
years boys of superior intelligence used formal thought more 
often than those of average intelligence.

Intellectual ability can be broken down into three areas, 
that of general ability (g) that of verbal and numerical 
cibility (v-ed) and that of practical mechanical and spatial 
ability (km). Spatial ability is the ability to perceive and 
retain mental impressions of the form of a shape of pattern 
as a whole. Mechanical ability is dependent on knowledge and 
experience of mechanical apparatus and operations. Km 
ability is in evidence by 11 years old although it is usually 
less well developed in girls. Development of km ability 
increases into the late teens.

The adolescent with greater control over thinking can make . 
good use of this imagination, thinking about what might be 
possible allows for more original solutions to be created 
from the imagination. Smart and Smart (1973) state that 
research on creative people indicates that they: "are high in 
flexibility, fluency, drive, involvement, openness, 
curiosity, autonomy, independence of judgement, self 
confidence, self acceptance, humour, empathy, desire for 
complexity, and easy tolerance of ambiguity .... often 
extremely vigorous both mentally and physically, they lead 
complex lives, in touch with a complex universe. They 
contact and use the unconscious life liberally and with broad
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and flexible self awareness. They can easily regress to 
primitive fantasies, naive ideas, and tsüDooed impulses, and 
then return to rationality and self criticism."

Highly creative people often use divergent thinking patterns 
and their brain-waves differ from average people. Highly 
creative people produce alpha-waves about 40% of the time, 
and increase this rate when involved in creative tasks. They 
are more eible to get in touch with unconscious memories, and 
can focus their attention directly. They will use both 
primitive and highly rational thought, choosing which ever is 
appropriate.

Language

Verbal language appears to support the development of formal 
thinking. Language during adolescence becomes increasingly 
sophisticated, and allows the expression of new and complex 
ideas. Whilst language in itself will not guarantee high 
level thinking, nor can formal thought be limited to verbal 
thought, language is the tool used to express experiences in 
symbolic form, and thoughts can be progressed and 
externalised through language use.

Some researchers, notably Vygotsky and Whorf, have put 
forward the idea of cognitive activity or thought which is 
not directly related to speech. Whorf put forward the 
hypothesis that the nature of one's language determined
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cognitive processes, and that language therefore mediates 
cognitive behaviours such as problem solving, intelligence 
and perception (Staats 1968).

Similarly Vygotsky was of the opinion that thoughts are 
identifiable entities that might be expressed in words, but 
that meaning mediates thoughts before they are verbally 
expressed (Veer and Valsiner 1991).

From this evidence it would appear that: "thought, language, 
sensory perceptions, action, cultural influences and innate 
neurological mechanisms are complexly interrelated and 
independent" (Cross (1984).

Moral Thought
The development of formal operations leads to a new view of 
the external and the physical. The discovery of subjective 
experience, and the transcendental becomes possible. The 
adolescent who has reached the stage of formal operations has 
the cognitive capability of moving to principled moral 
reasoning. Religions, metaphysical and epistemological, and 
aesthetic concepts and values can all arise at this stage of 
adolescent development.

The highest stage of moral development, that is moral 
autonomy, is dependent on the attainment of formal reasoning, 
the adolescent develops a sense of ethical responsibility 
based on abstract principles of right and wrong. Kohlberg 
(1972) has expanded Piaget's cognitive developmental theory
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to moral development, and distinguishes three levels of moral 
development: the preconventional level prevalent during 
childhood when moral decisions are based on self interest and 
material considerations; the conventional level, when 
morality conforms to social conventions, most adolescents and 
many adults operate on this level; and the post conventional 
level when decisions are based on autonomous principles of 
justice.

Kohlberg further divides these three levels into six stages 
of moral development, and adolescents progress through 
several of these stages. Kohlberg's stages of moral 
development can be linked to Piaget's stages of cognitive 
development. The change from concrete to formal operations 
corresponds to the change from the preconventional to the 
conventional stage of morality. Tomlinson, Keasey and Keasey 
(1974) however, suggest that the attainment of formal thought 
is necessary only for post conventional moral thought.

Other Theories of Cognitive Development which have 
significance for Design Education

Phillips (1980) believes that the cognitive development 
theories of Bruner, Werner, and Vygotsky are important to 
Design Education.
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Bruner

Bruner states that the most elementary form of cognition is 
that of categorising. People categorise events and 
experiences. Innate curiosity is the basic motif for 
learning, and people will make discoveries whatever their 
environment happens to be.

Cognitive development is continuous and integrated rather 
than a sequential series of stages, the development of 
intelligent behaviour is the combined result of internal and 
external forces. Development according to Bruner, is the 
improved organisation of simple components. At first an 
infant makes random attempts to pick up an object and place 
it in the mouth, eventually after some mistakes the act will 
be achieved. Human vision guides the development of 
voluntary hand movements. This co-ordination of movement ' 
into a correct sequence is the basis for all skilled physical 
action.

Human beings bring order into their world and make sense of 
it by processing information through action, imagery and 
language. At first past events will be represented through 
appropriate motor responses, so segments of the environment 
will be represented in a muscular or physical way. Bruner 
terms this enactive presentation. Later percepts and images 
are selectively organised to summarise events. Transformed 
images stand for events in much the same way as a photograph.
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Visual information is the most important. Bruner calls this 
iconic representation. . Symbolic representation occurs 
lastly, now language represents the environment. The 
transformation to this stage of development starts at the age 
of 2 years, with the use of language, the child begins to 
speak in simple sentences and is possibly thinking. Language 
becomes the means for transforming experience. Once the 
child has internalised language it becomes possible to 
represent and transform the regularities of the environment 
with greater scope. The individual thus gains greater 
control over the environment. The child develops the ability 
to go beyond the immediate present and can deal with past 
events. Bruner sees language as the instrument of thought. 
Bruner suggests that the development of intelligence depends 
upon representation and integration, time is not a major 
concern in the development. Environmental conditions may 
modify responses. According to Bruner the principle emphasis 
in education should be placed on skills in handling, seeing, 
imagining and symbolising. (Bruner 1966)

Werner

Heinz Werner defined cognitive development as a process of 
change occurring within an individual. The individual growth 
of a child, in Werner's view, parallels the evolution of the 
human race. Development of the child does not depend only on 
maturation, but also on psychological processes.
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Werner categorizes mental functions at differing levels. The 
lower level functions appearing before the higher.
Eventually low level functions reach a level where they 
dominate the functioning of the organism and then higher 
level functions take over. A young child's thought moves 
from the concrete to the abstract. At first the child learns 
the meanings of verbal symbols in a concrete setting by 
touching, pointing to, and naming objects, then the child 
gradually acquires meanings and concepts in a verbal setting. 
(Russell 1956).

Werner suggests that we represent the world internally by 
symbols of images, gestures, language, and mathematical 
notation. In' order to do this we have to differentiate 
certain aspects from others.

Werner describes cognitive development as the process by 
which we organise increasingly complex differentiations. 
Development is thus a shift from undifferentiated processes 
to differentiated processes.

At first differentiation is simple or primitive the young 
child knows a few large categories, as language develops the 
child uses whole phrases to describe events, this is 
holophrasic language.
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When language evokes pictorial representation of the object 
and associated feelings, syncretic thought takes place. ' 
Young children particularly use syncretic thought processes.

Analytic thoughts follow Syncretic thought these are separate 
from the previous modes of thought and are more 
differentiated and abstract. From this time onwards analytic 
and syncretic thought are both available and used in 
appropriate situations.

Werner states that all responses are reactions of the total 
organism to the total stimulus. He defines perception in 
terms of : "an experience which corresponds to a particular 
relation between organismic state and stimuli from an 
object."

Studies in perception by Werner show that children have less 
differentiation between their own bodies and the world, the 
external world of the child is egocentrically bound to the 
position of the body. Werner suggested that physiognomic 
properties of the environment are perceived directly by 
innate processes. In Werner's view this is possible because 
visual perception in young children is linked to the 
perception of affective and postural events originating in 
the body. (Wallach and Kogan 1965). Witkin extended this 
idea into the concept of field independence.
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Therefore according to Werner cognitive development begins in 
a global way, when whole qualities are dominant. Syncretic 
modes of thought allow parts to become integrated with the 
whole, and analytic development is selective attention 
towards parts.

Vygotsky

According to Vygotsky language development is most important 
to cognitive development. The cognitive development of the 
infant is determined by action and direct experience, sounds 
are used to express sensation. During the first two years 
thinking is linked to action, and the first words are used 
purely to attract attention, or release frustration.

From the years 2-7 speech is defined as ego-centric. Thought 
is now verbal and directed by inner speech, and children use 
words to communicate their ideas to others. Ego-centric 
speech gradually gives way to inner speech which is used to 
express personal thoughts to oneself. External speech is 
used to express thoughts clearly to others.

Thought can be non-verbal, as in visualisation of scenes or 
objects and the transition from thought to speech is not 
always straight forward. Language allows the expression and 
elaboration of simple thoughts and ideas. Theoretical 
thought has also to be transferred to concrete situations.
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Adolescents especially may be confronted with the problem of 
expressing abstract ideas, they have to learn how to solve 
practical problems using theoretical knowledge*

EDUCATIONAL IMPLICATIONS OF COGNITIVE THEORIES APPLIED TO 
DESIGN

A general aim of Education is that it must contribute to the 
normal' all around development of the child.

If an individual reaches the most mature stages of cognitive, 
moral and ego development then he or she is equipped to think 
of the widest implications and possibilities, able to 
understand and apply the universal principles of justice and 
human dignity, and also able to see personal needs in the 
light of the requirements of freedom pertaining to others.
The highly developed person has broader perspectives, and 
should be a more humane and ethical person.

Piaget claims that mature thought emerges through a process 
of organisation of psychological structures which result from 
interaction with the environment- A set of universal ideas 
is thus redefined by an individual through his own 
experiences. The events in the child's experience are 
actively organised, and cognition develops as the child uses 
past experiences to deal with the environment. The child's 
position in the environment requires thought and symbolic 
representation and interaction. Each stage of cognitive
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development stems from the previous, and children move 
through the stages at varying paces. Attainment of the 
following stage in a child's development is obviously a valid 
aim for the teacher.
Kohlberg and Mayer (1972) state that to ensible the child to 
take the next step forward the following points should be 
considered:

1.. Attention to the child's modes or styles of thought.
2. Match of stimulation to modes of reasoning one stage

above the child's own.
3. Arousal, among children, of genuine cognitive, and

social conflict and disagreement about problematic 
situations.

4. Exposure to stimuli toward which the child can be
active, in which assimilatory response to the stimulus 
situations is associated with"natural feedback". .

Cognitive developmental theory integrates internal states of 
mind to behaviour in the environment, the meaning of a 
child's experience will depend directly upon the relationship 
of the experience to his own personal situation.

Both cognitive and moral development are related to ego 
development, since all three contain beliefs about the 
physical and social environment. Increasing self awareness, 
and awareness of the world incorporates the development of 
moral, aesthetic, cognitive, and metaphysical thinking.
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If education is organised for the development of cognition, 
it has to rely on methods of stimulation through a sequence 
of stages which apply to all children. Development should be 
continuously encouraged by direct educational experience, but 
this does not always happen.

McKloskey and Kleinbard (1974) state that a relevant 
curriculum for young adolescents should aim to fulfil their 
genuine needs,, and involve significant tasks. It should 
offer active learning through experience, observation and 
involvement; be a challenge, and provide a chance to do 
something meaningful; it should promote maturity and 
responsibility, and stimulate cognitive and personal growth. 
Adolescents should be given the opportunity to put 
theoretical ideas into practice, and practical work should 
stimulate more ideas and further learning. Learning should 
be related to the real world outside the classroom, and there 
should be room for collaboration between adults and pupils, 
pupils should also have the chance to serve the community.

A properly planned Design course at secondary level could 
satisfy all these criteria and enable young people to take 
their first steps towards cognitive maturation. By the third 
year, at 14 years boys and girls should be looking for the 
explanation of facts and theories, searching for evidence of 
truths, developing genuine stable concerns and interests, and 
be giving objective opinion. Design can actively develop
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cognition and the associated affective learning and thinking 
skills, leading gradually to the attainment of individual 
potential.

Pupils in Design do not have to sit still and absorb facts in 
a passive manner. They are free to learn by the act of 
doing, and most importantly Design renders the opportunity 
for the development of cognitive abilities associated with 
the right hemisphere of the brain, abilities which are 
systematically neglected in schools which favour a more 
academic tradition.

Design Education and Piaget's Stage Theory

Piaget's theory of cognitive development states that children 
move through a sequential series of stages in cognition. The 
early stages of development are concrete, global, learning 
stages and it is through these early experiences that the 
child learns how to control the environment. Teachers of 
Design can actively increase a pupil's concrete experience by 
supplying many opportunities for practical work and by 
creating a "learning by doing" environment. Design skills in 
early adolescence should give a pupil holistic, pictorial, 
arid personal experience, they should also be used to develop 
concrete modes of cognition.

Research (Dulit 1972) has shown that many adolescents do not 
use formal levels of thinking. Design offers a chance for the
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development of appositional thinking, that is non-verbal, and 
visuo spatial in style, in contrast to formal propositional 
thought. This is of benefit not only to those who may not 
have a great potential for formal thought, but' also to those 
whose creative inclinations require the opportunity to use 
both divergent and convergent modes of thought. Dyslexic 
pupils may also benefit considerably from Design lessons as 
research quoted by A Cross (1984) indicates that dyslexies 
have a tendency to perform well at right hemisphere tasks, 
and show less interhemispheric activity than normal children. 
In Design dyslexic pupils have the chance to offer solutions 
in non verbal forms.
To date research into the development of appositional 
thinking styles is limited but therapists often seek the 
unconscious mind (or right brain) and appositional thought 
modes by using hypnosis or other means. It would seem that 
Design could be a crucial subject for encouraging integrated 
thought and awareness.

Piaget's stage of formal operations requires a more abstract 
mode of thought which is generally well catered for in 
British Schools. Our Educational System places great 
emphasis on academic performance, and subjects which do not 
stress achievement in this sphere suffer a low status label. 
Some aspects of Design however can surely be seen to have 
concern with formal operational thought.
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It is at the age of 11 to 12 years that pupils move into 
formal thinking patterns. Solving problems in Design can 
encourage flexibility and mobility of thought. Meeting the 
criteria of any Design brief requires the organisation of 
ideas and the consideration of all aspects of a problem 
before a solution can be derived. Pupils can be encouraged 
to delay choosing a final solution until they have explored 
all the possibilities.

The handling of materials can assist the understanding of 
conservation. Direct experiences with metals, wood, 
plastics, textiles, clay, and food, could be chosen by the 
teacher to illustrate this concept.

N Cross (1981) recommends that Design Students be encouraged 
to develop field independence. • Problems in the real world, 
cannot be solved until they are recognised. Finding a 
significant pattern in the total mass of information and 
isolating it is a skill to be practised. Cross quotes Jones 
(1970) who emphasises the importance of "transformation" in 
Design, that is sorting out the information related to a 
Design problem and recognising the character of the Design, 
simplifying the problem by altering the form, and emphasising 
certain aspects, whilst paying attention to others. Cross 
states that:

"The Designer needs to perceive pattern, structure and 
meaning in the fields of data".
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Since we are all "designers" of our own lives this must be 
one skill which is entirely relevant to each and every pupil. 
Design teachers can offer something of value which is not 
part of any other subject on the curriculum.

Creative thinking in Design helps the development of 
divergent thought patterns. The search for solutions should 
be as thorough as possible, even the absurd idea may have 
some worth upon investigation. A Cross (1984) quotes Bogen 
and Bogen (1969) who recognise that education often limits 
appositional thought, because it over emphasises the academic 
subjects. They suggest that the availability of both styles 
of thought is important for the creative solution of complex 
problems. An individual who has access to both styles of 
thought increases the potential for the successful solution 
to problems. Design teaching should aim therefore to 
encourage both appositional and propositional thinking 
styles.

The adolescent must be allowed to use his or her potential 
for the search for alternative solutions, and must be taught 
to avoid using only quick and obvious solutions to problems.
A pupil who can be guided to make a discovery non-verbally 
and then verbalise his findings is truly practising the 
creative process. A fact learnt in this way is also much 
less likely to be forgotten than a verbal fact which is 
memorised.
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The development of intellectual thought increases during 
adolescence and the development of mechanical and spatial 
abilities can especially be encouraged in Design lessons.

At the formal thought stage the adolescent has to make the 
jump from reality to possibility. The principle of 
reversibility is a decentering process, the adolescent is 
required to take thé view of others in order to make new
considerations. The encouragement of social interchange is
therefore a major concern for any implementation of Piaget's 
theory for this age group. Discussion and group problem 
solving are essential aspects of a curriculum for 
adolescents, and Design is obviously one suitable subject 
where this approach can be implemented.

The individual should be also be encouraged to talk about his 
own work because the progression of internal representation
and the encoding of information are supported by
verbalisation. It must be remembered too, that there is now 
evidence to suggest that there may be areas of cognitive 
activity not represented by speech, therefore limiting 
expression to verbal means only is not an adequate means for 
appositional modes of cognition.

Verbal instruction from the teacher whilst demonstrating 
Design skills helps to focus the attention of the pupils onto 
the important things. Learning can then proceed by a
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feedback process as pupils experiment with handling tools and 
materials for themselves. The Design teacher should use 
language carefully to direct attention during the learning 
process.

Expressing theoretical ideas in practical form is also an 
area where adolescents need help in which to learn. For 
example a pupil in a mathematics lesson may be capaüDle of 
working out the area of given circles using the correct 
mathematical formula, but it may not occur to that pupil to 
use that formula in a Design class when making a pattern for 
a cushion. Practical experience gives reality to the 
concept.

The adolescent begins to acquire ethical and social and moral 
reasoning skills and Design teachers are in a position to 
introduce a responsibility and concern for the environment.
A caring attitude can be fostered and problems which are 
created by technology can be explored, and those solved by 
technology can be evaluated. Design education can encourage 
pupils to imagine the environment as it might be.

Bruner's Theories and Design Education

Bruner recognised categorisation as the most elementary mode 
of cognition, in the classroom the Design teacher can help 
children to identify categories by ensuring the availability 
of a wide range of materials and equipment and the pupils
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can be guided to understand the relationship between 
materials and tools.

Traditional skills can be taught but also innovative handling 
can be allowed and a creative attitude fostered. The Textile 
teacher might ask, "How might two pieces of feibric be joined 
together?" rather than teaching the rudiments of a plain seam 
without allowing further exploration.

Bruner places emphasis on intrinsic rewards rather than 
extrinsic rewards. The pupils learn for themselves the 
satisfaction of making and modelling, and the principle 
emphasis in education according to Bruner should be placed on 
skills in handling, seeing, imagining and symbolising. These 
are all activities which are native to the Design classroom.

The heart of the educational process consists in providing 
aids and dialogues for translating experience into more 
powerful systems of notation, and organising. Knowing for 
Bruner, is a process rather than an end result, and the goal 
of Education is to teach the pupil how to establish new 
knowledge, and not how to memorise known results.

Bruner believes that skills can be taught to a child of any 
age if the subject matter is broken down into component 
parts. Teaching tennis, for example, can be broken down into 
a series of separate components for learning, beginning with 
simply catching a ball, or being in the right place at the
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right time. In other words co-ordinating vision, actions, 
posture and attention, and subsequently leading on to other 
components which make up the game. Gradually the components 
are integrated into larger components until the whole 
activity is completely fluent.

Gallwey (1974) exploited the technique of "Inner Tennis". He 
claimed that the key to better tennis instruction is to 
concentrate on teaching the non-verbal self, and to improve 
the relationship between the verbal and the non-verbal 
selves, in other words to use the right and left hemispheres 
of the brain as an efficient team. Gallwey describes the 
non-verbal self as the "unconscious doer" this is the self 
which learns non-verbally how to program the complex series 
of skills involved in the tennis game. "Natural" sports 
players have the right hemisphere of the brain in control of 
the situation. For instance, a skier "may not even know 
verbally whether he puts weight on the inside or outside ski 
while turning - yet he obviously knows on a non-verbal 
level".. (Blakeslee 1980).

Complex skills in Design can also be broken down into more 
simple components, and instinctive handling of tools can be 
allowed and encouraged by thoughtful demonstration of use.

Ultimately the emphasis in Design activity should be on the 
means whereby rather than end result. Very often teachers 
(and pupils) make assessment in terms of achievement. Design
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teachers must realise and practice the doctrine that end 
product is not solely important. What does count is the 
learning throughout the design process. Pupils need to be 
continually aware of what they are doing and why.

Pupil assessment in Design should take the learning process 
into account. The learner should not only have the 
opportunity to solve problems but also to conjecture and 
question opinion.
Werner's Theories and. Design Education

Phillips (1980) summarizes Werner's theory as an an holistic 
approach, which is. most applicable to Design situations. 
Werner believes that imagery, holistic perceptions, feelings, 
emotions, and interpretations are combined by an individual 
in syncretic activity. Events, experience and information 
may be communicated directly, and all types of cognitive 
functioning are used by individuals. According to Werner 
sensuous experience is also relevant to cognitive 
development. For Design teachers this means that visual and 
tactile experience can be explored most thoroughly. Teachers 
can also develop the skills involved in thinking in visual 
and spatial forms.

Children should be encouraged to notice the experience of 
touching and handling materials. Their attention can be 
brought to focus on tactile activities: Perceptions of
shape, form and colour and movement can be heightened by an
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imaginative teacher. Pupils can be taught to search with 
care and attention, to select particular details irrespective 
of the whole field of view, thus encouraging accuracy and 
clarity, and relevant differing amounts of cognitive 
conscious awareness. Cognitive activity and energy can be 
directed to what is important rather than wasted in too much 
effort in the wrong direction.

Vygotsky's Theories and Design Education

Vygotsky believes that the components of thinking, that is 
action, pictures and symbols, are present from infancy 
throughout life, and that these components can be used 
whenever appropriate.

Design teachers can encourage non-verbal thought through 
visualisation. Vygotsky also realises that the adolescent 
has to learn how to put theoretical knowledge into practice, 
this, as already mentioned, has particular relevance to the 
pupil in Design. (Phillips 1980)

An Overall View

All the different elements in adult cognition are not just 
added to one another, they fit together in different patterns 
at different points in a child's life.
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Gallagher and Noppe state that the first goal of education is 
to:

"create men who are capable of doing new things, not simply 
of repeating what other generations have done - men who are 
creative, inventive, and discoverers."

The second goal is to:

"form minds which can be critical and not accept everything 
they are offered . . . . . "
(Gallagher and Noppe 1976)

An education which aims to develop cognition, encompasses all 
these ideals. Applying research about cognitive growth to 
teaching in Design should have a resounding impact on the 
content of the Design Curriculum. The process by which 
children think and solve problems at different stages of 
development should be a major area of focus.

Whatever the particular specialism Design teachers can put 
more emphasis on categorisation, on reversibility, on the 
child's own active participation in personal cognitive 
growth, more emphasis on encouraging divergent and 
appositional modes of thought, more problem solving and more 
problem finding.
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Unfortunately there has in the past, been too much emphasis 
on only one thinking style. Design teachers can begin to 
restore the balance by encouraging direct concrete 
experience, non-verbal expression, and by generally evolving 
situations which allow the right hemisphere to be dominant.

Mature cognition requires development in both aspects of 
thought and Design teachers are in a position to integrate 
styles of thought through the teaching of their own 
specialisms. The next sub-section (2.4) accordingly 
investigates the role of Textiles within the Design 
Curriculum.
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2.4 ! THE ROLE OF TEXTILES WITHIN THE DESIGN CURRICULUM



THE ROLE OF TEXTILES WITHIN THE DESIGN CURRICULUM

Whilst retaining the unique character of their subject 
Textile teachers are part of the Design grouping and should 
therefore be teaching in a way which is consistent with the 
overall aims of Design.

They should be committed to encouraging cognitive development 
in pupils of all abilities. As previously explored, the 
cognitive development of a child can be seen in terms of the 
results of their actions upon the environment, and the 
concepts which children develop stem directly from concrete 
references. In this way knowledge is built from action and 
any information of past experiences. Each child is engaged 
in constructing an individual reality based on personal 
experience. Traditional education unfortunately places less 
emphasis On concrete experience and activity in the child and 
more emphasis on verbal instruction from the teacher.

Design education can seek to redress this balance and provide 
suitable experiences for children to assimilate, and 
consequently hope to bring about new structures in the 
child's mind ideally enabling him or her to deal more 
efficiently with the environment.

Educational innovators throughout this century have 
recognised the importance of making and doing:
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"When one knows that our intellect is not developed by the 
direct approach, that is by the cultivation of intellectual 
pursuits themselves, but one knows rather that a person who 
is unskilled in the movement of his fingers will also be 
unskillful in his intellect having less mobile ideas or 
thoughts, and that he who has acquired dexterity in the 
movements of his fingers, has also mobile thoughts and ideas 
and can penetrate into the essence of things, one will not 
undervalue what is meant by developing the outer human being, 
with the aims that out of the whole treatment of the outer 
man the intellect shall arise as one part of the human being. 
(Steiner 1920 quoted by F Corlgren 1976)

On this premise Textile teachers should be concerned with:

raising personal awareness in their pupils 
improving perceptive skills 
encouraging non-verbal thinking 
promoting creativity
providing opportunity to "make and do" 
fostering aesthetic awareness 
teaching the means of problem solving 
and developing skills in non-verbal communication.

Textiles is a subject which can encompass and pursue these 
collective aims and it can do this in a unicfue way.
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In view of its history Textile teaching should have undergone 
a metamorphosis from the tedious supervision of plain seams 
and neat hemming to the much broader and more effective 
exploration of fabric and threads, which can be seen in some 
schools today. The subject is now well equipped to offer a 
commitment to the philosophy of Design teaching.

The timetabling of Design subjects into the rotating Design 
circus has sometimes resulted in condensed courses in the 
production of this or that artefact. This may incidentally 
satisfy some of the criteria for Design education, but this

Itype of approach is not comprehensive and does not fulfil the 
concerns of a Design curriculum which aims to encourage 
cognitive development in all children to their best 
potential. The experience of Textiles should be a unique 
opportunity for each pupil to consider something relevant 
about his or her own personality and character in relation to 
the world in which they live. It is this personal nature of 
the subject which was stressed by the schools Council 
Bulletin "Needlecraft in the School Curriculum" (1977). 
Textiles might be termed the "soft option". Fabrics have 
qualities which are not provided by wood, metal or clay. The 
tactile experience of handling fabrics is a contrast to the 
harsher realities of C.D.T. Fabrics bring gentle emotions to 
the fore. Materials may be furry, cuddly, warm, sensuous, 
soft they can be held and worn next to the skin for 
protection and comfort, they arouse feelings which are less 
aggressive than those aroused in other Design areas. A whole
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new range of tactile experiences is opened up when the 
qualities of fabrics are thoroughly explored.

Textiles is also a quiet option, only the hum of sewing 
machine can be heard when the children are absorbed in their 
tasks. Although it may be necessary to encroach on other 
areas for the loan of a hammer and a piece of wood in order, 
to complete a project, the general tone of the classroom is a 
quiet tone, and there are many children who appreciate this 
contrast in atmosphere. A suitable stimulation in this 
peaceful room can set the imagination wandering into many . 
different realms.

"Difficult" children often respond well to this therapeutic 
tone, which, although "quiet" and "soft" should also be a 
hive of activity in which the children are engaged in work 
which is developing their perceptions, encouraging awareness, 
and shaping cognitive abilities, all in accordance with 
Design ideals. The study of Textiles is also essentially 
relative to pupils because they are surrounded by materials’ 
for all of their lives. Each child has some previous 
relevant knowledge which they can bring with them and use in 
the Textile area. Clothing is a basic need of man, and 
textiles satisfy many everyday problems. To be unaware of 
textiles is to be limited in the extreme since we clothe our 
bodies, decorate our homes, and use textiles both 
commercially and industrially.

101



The Textile area is able to promote aesthetic awareness by 
encouraging children to notice their surroundings and to make 
wise personal choices. The schools council working Paper 55 
states that those subjects which are concerned with 
aesthetics should be:

"providing opportunities for children to develop an 
understanding of this part of their culture, to develop the 
skills needed to practice these arts, and all to find out by 
means of self expression."

this may be considered a general ongoing aim of the Textile 
teacher.

The study of Textiles, however, is not only an aesthetic 
study, any investigation into fibres leads to a venture into 
science, which can be further explored in the laboratory. In 
contrast to Needlework lessons Textiles is a much wider 
concern encompassing both the Arts and Sciences.
There is ample opportunity for making and doing in the 
Textiles' classroom, soft artefacts and clothes can be 
designed by the pupils and made up, and craft skills can be 
practiced and perfected. The promotion of creative thought 
patterns during these activities is, of course, also 
significantly important to Design. Projects can be 
introduced as briefs, containing problems to solve in a 
similar way as a problem might be presented to a pupil.in 
C.D.T..
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The Textiles' teachers task is to implement a syllabus which 
will not only retain the individuality of the subject, but 
also enrich it, and yet simultaneously stretch its boundaries 
and increase its flexibility, so that it becomes an 
unquestionable member of that family of subjects now called 
Design.

The Contribution of Textiles to Design

On examination it would seem that there are three main areas 
within the subject of Textiles. These might be defined as:

1. The origin of fibres and the construction of fabric.
2. The decoration of fabric, and the. use of fabric and

threads as a decorative medium.
3. Constructing with fabric, that is the making of 3D

artefacts, and clothes.

The Schools Council working Paper No 42 "Education in the 
Middle Years' stresses the importance of sequence in learning 
material. Learning will not be successful if it is left to:

"haphazard spur - of - the - moment experiences"

A sequential learning program of subject matter related to 
the learning process should be planned in order to:
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"maintain interest, to be logically consistent, to be 
cognitively comprehensible, and to provide a 'map' of the 
subject"

This is especially important when the subject is taken in 
concentrated doses as it is in the Design Circus. The three 
areas identified form a logical framework, and the learning 
content within each respective area can be adapted to 
patterns of thought which are natural to children between the 
ages of 11 and 14.

Bruner has emphasised that any subject can be effectively 
taught to any child at any stage of development, if the 
content is a carefully planned progression beginning with 
concrete experiences.
When secondary school children are introduced to new subject 
matter they will initially operate on an intuitive level, and 
early concrete experiences will help when similar concepts 
are dealt with later at an abstract level. The child of 
eleven will be most familiar with concrete modes of 
expression, and will only be a novice with formal thought.
In Piaget's terms children of this age will learn by their 
own acts on the environment. Wadsworth (1978) makes the 
point that:

"Cognitive development does not proceed as a consequence of. 
the child talking, listening to others talk, reading, or
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watching television. Cognitive development arises out of the 
activity of the child."

It is logical therefore to allow the first year pupil in the 
Textiles class to act on the environment, the environment in 
this case being one which"is rich in textiles. The child can 
therefore handle materials and construct an individual 
reality concerning what is touched, looked at, thought about, 
and generally perceived. No amount of instruction is going 
to replace the child's own exploration at this stage.

The basic elements of colour, texture, shape and form are 
common to all the subjects within Design and need to be 
explored in each area in relationship to the individual 
subject and the individual pupils concerned. Looking at the 
first area defined within the subject of Textiles and 
considering the child's need to explore in order to learn a 
suitable and natural starting point could be texture.

The imaginative teacher will be able to set up a suitable 
situation in the classroom. Perhaps the children could be 
left to their own devises with a large box containing a 
selection of fabrics, they can sort through the variety and 
pull out pieces of material to feel and drape around ■ 
themselves. The teacher can capitalise on the children's 
keenness to imitate by dressing up, and can use this 
spontaneous activity to broaden tactile experience. The 
activity can culminate in a discussion about the fabrics and
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the children might select the fabrics they prefer and explain 
why they do so. New descriptive words can be recorded by the 
children in their note books. Comparisons can be made 
between woven and knitted fabrics and this could lead into 
looking at fabric construction under the microscope.

The word "Textile" can be introduced at a suitable time and 
the children might further broaden their tactile experiences 
by touching a number of man-made and natural found objects 
with their eyes closed. A list of objects paired with the 
child's own descriptive words can be made. The simple gaime 
of determining the nature of an object which is not visible 
can increase the child's tactile awareness. Making pencil or 
wax rubbings of local textiles may also be a suitable 
activity at this stage. Simple tactile collages could also 
be produced.

From this general approach the teacher can bring the children 
back together to focus more directly on fabrics, and the 
pupils can use their new tactile awareness to differentiate 
between various types of fabrics. The names of some fabrics 
can be introduced and the difference between man-made and 
natural fabrics made clear.. Looking at fleece, cotton bolls, 
and silk worms, can be included at this stage.

The child's awareness of texture in the environment should 
now be increased and his own reactions to various tactile 
experiences will have been shared and noted. Interested
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children will be asking questions and these can lead the 
teacher to introduce the first skills in Textiles, those 
concerned with producing cloth. The teacher may consider 
introducing topics on spinning, weaving, and knitting, 
weaving is an ancient craft invented by people who needed 
cloth in their everyday life. Choosing weaving as a first 
activity is in keeping with a natural order of progression, 
and in keeping with Werner's view that the individual growth 
of the child parallels the evolution of the human race.
Before ancient peoples could decorate cloth they had to learn 
how to make it!

The children might collect suitable weft materials from home 
and the emphasis can be on the textural qualities of the 
weaving. The teacher can cater for all abilities in this 
choice as even the least able child can usually manage simple 
plain weaving, whilst the more advanced pupil can try further 
skills like rya knotting. Attention can be focussed, too, on 
colour and pattern, and symmetry in design. Each child can 
develop his own interests and a simple card loom can be 
completed quite quickly, enabling the pupil to visualise the 
end result and achieve it before the interest wanes. The 
finished piece of work can become a picture, or hanging, or 
simple artefact which the child can take away with him at the 
end of the course. If the work can be displayed at school 
the children are able to see the collective results of their 
own learning and application.

107



If time allows pupils can try making some natural dyes to 
colour a selection of yarns. This is particularly exciting 
because the results are variable and can be left as a 
surprise for the children to discover. Pupils can then 
develop their own recipes.

This short course in the first year could also offer the 
opportunity for children to learn how to spin. Some 
children may also look at knitting, especially if this is a 
craft which they have not tried before. An open-ended
approach in this first year allows the individual child to
pursue personal goals within a well structured area. The 
content of the course should aim at providing concrete 
experiences with textiles, through exploration, activity, and 
making; it should encourage non-verbal thinking; and try to 
develop an awareness of tactile perception with particular 
reference to textiles; and it should introduce some new 
skills.

In the second year children will now have gained some early 
experience in formal thought patterns, they should be 
learning now how to think and plan ahead. ' The Textile
teacher can help pupils to develop this forward thinking by
encouraging pupils to visualise their ideas and thoughts 
through the use of drawings and sketches. Second year work 
can follow logically on from first year work and could begin 
by looking at very simple ways of decorating a plain woven 
fabric. Some children may have already experimented with
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colour and pattern and natural dyes in the first year. The 
focus might initially be one of colour and any colour work 
which has been developed in the 2D area can be referred to, 
and basic colour terminology can be revised. All the 
children could now be involved in the dyeing of fabric made 
more interesting and involved by introducing "tie and dye" 
with an emphasis on controlling the patterns produced. Some 
children can use their knowledge of natural dyes and use 
their own recipes from the first year work, others can try 
chemical dyes and the result and colours can be compared and 
discussed afterwards. Interested pupils can look at the 
history of dyeing fabrics and make reference to historical 
costume to see which colours were popular in ages past.

Tie and dye gives scope for much manipulative work in tying 
and accurately folding, and introduces the concept of simple 
pattern.. Cloth can be dyed many times in different colours 
and the effects of over-dyes can be recorded by the children, 
Some of the children may like to dye their own T-shirts and 
thus display their own talents by wearing the results. If 
time allows those with an interest in this area can make up 
the tie dyed cloth into simple clothes or articles of their 
own choice.

Dyeing can be organised as a group activity and as such as 
much Value in the cognitive development of the pupils 
involved. Plans can be shared and discussed; according to 
Piaget group problem solving is an essential aspect of the
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adolescent's curriculum, and a tie dye project could be 
organised with this aim in mind. Carol Stanton (1984) 
writing for NADE uses Raths' criteria in Stenhouse (1975) to 
judge the inherent worth of activities involved in a tie and. 
dye project. She concludes that the project would be 
worthwhile because if properly organized it allows pupils to 
share in both the planning of the activity and its results.

A tie and dye project in the classroom is also a good lead 
into other methods of
decoration. Some pupils will already be curious. The next 
question to be answered is "HOw else could you decorate a 
plain length of cloth?" Shortage of time may require 
optional projects to be introduced. Groups of pupils can 
choose different areas of study which may include batik, 
screen printing, lino printing, embroidery, or combinations 
of these, depending of course on the resources available.
The teacher can organise these activities with his own 
discretion, making sure that each pupil sees the results of 
all alternative topics* This diverse number of simultaneous 
activities in the classroom can be valuable, as Stanton 
(1984) points out Bruner reminds us that:

"If a curriculum is to be successful in the classroom it must 
contain different ways of activating children, different ways 
of presenting sequences, different opportunities to skip 
parts while others work through."
(Bruner 1966)
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Screen printing and lino printing are excellent media for 
working with repeat patterns, a concept which many children 
find difficult until reciprocity is well established.
Working with patterns may well facilitate this area of 
cognitive development.

All of the topics mentioned, including embroidery and 
applique work, require dexterity and the handling of tools 
for different purposes, they are also creative projects which 
require forethought and visualisation. The mixing of dyes 
and printing inks extends colour vocabulary and knowledge, 
and the nuances of different printing mediums can be 
aesthetically appreciated. The possibilities for the 
production of finished articles are endless and can be left 
to the child's own imagination and interest. This may vary 
from making a simple one colour design on a T-shirt to 
producing a length of cloth printed in several colours and 
also made up into a finished garment or article, thus 
including learning how to use a sewing machine. The learning 
processes involved are many and various, and even the least 
able child will be able to achieve satisfying results.

In the third year pupils will have begun to establish formal 
thought patterns and can now be encouraged to translate 
abstract ideas into concrete reality. Their own interest in 
personal appearance also makes this an excellent time to 
introduce "clothing" as a project. Their previous relevant
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knowledge now covers the origins of fibres and fabrics, the 
construction of fabrics, and the dyeing and decoration of 
fabrics, the question of how fsüorics can be used, once 
produced, can now be answered.

The third year pupils might begin their course with a brief 
survey of their home, simply listing everything they can find 
which is made from textiles. The results of this research 
collectively shared may bring some surprising results. If 
the first project is Clothing pupils might consider why 
people wear clothes and a look at fashion past and present 
could be an interesting background project.

Designing their own garment is an exciting prospect and 
making their own paper pattern is an excellent way of 
transferring formal ideas into concrete reality. How can a 
flat piece of material become a shirt, or a dress, or 
whatever? Working out a paper model is the first step and 
quickly discoveries will be made about proportion and include 
the difficult concept of constructing a 3 dimensional shape 
from something which is originally 2 dimensional. The 
emphasis, which previously in years 1 and 2 has been centred 
on texture, colour and pattern, is now falling on shape and 
form.

The making up of garments requires the use of the sewing 
machine and the development of new skills and coordination. 
Some children may have already used the sewing machine in
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their second year arid they can improve their skills by 
choosing a more demanding project. Others may be unfamiliar 
with sewing machines and their work, by necessity, will be 
more simple. Pupils can also be encouraged to decorate their 
garments and thus use previously acquired skills and 
knowledge.

If the third year group contains boys and girls the making of 
clothing may be considered too feminine by the boys,
(although this attitude eventually becomes eroded, if terms 
like "dress" and "needlework" are avoided.) An alternative 
topic which is a favourite with girls and boys alike is soft 
sculpture. The pupils choose an everyday artefact and 
recreate it in fabrics* This proves to be a very popular 
activity with pupils producing giant copies of sweet packets, 
crisp packets, and coke cans, which can be used as floor 
cushions in their own rooms. A further advantage of this 
topic is that■it is economically viable and an old sheet or 
curtain can be dyed to the right colour, and recycled cloth 
may provide the right texture at little cost.

This project also provides an excellent lesson in proportion, 
since the original article is increased (or more rarely 
decreased) by an exact number of times. All lettering and 
decorations of the original article become proportionally 
larger (or smaller) and the concept of producing a 3 
dimensional form from a 2 dimensional textile remains.

113



There is an interesting perceptual element in this project 
too, articles look surprisingly different when their size and 
textural qualities are significantly altered. Pupils of this 
age are often too easily influenced by the advertising media, 
and this project also offers a chance to look objectively at 
the chosen article, and actively reconsider its qualities.
If the brief stipulates that all details on the original must 
appear on the copy, this can raise many questions about 
packaging design, which can be discussed in the classroom. 
Projects in packaging might lead off from the soft sculpture 
activity and can be explored graphically in the 2D area.
Soft sculpture is not however limited to packaging, other 
possibilities include food and plastics, and wood and metal 
objects. Looking at the work of artists who have worked in 
this area can also be a stimulus for ideas.

The soft sculpture project offers the opportunity to improve 
skills on the sewing machine and includes the possibilities 
of applique work and other types of embroidery which may not 
have yet been practiced. The skills of seaming fabric are 
the same in principle as those needed when fashioning 
garments, so technical skills are not lost by choosing this 
alternative.

By making paper models pupils can come to an understanding of 
the form of an object or garment, this is an element which is 
missed completely if pupils work only from commercially 
prepared paper patterns. Many pupils never understand the
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tissue pieces, and cannot follow, a cutting out layout or the 
instructions, merely relying on the teacher's explanations.

Making their own pattern builds the concepts in concrete 
form. Less able pupils manage well in this, and measuring 
becomes a practical and meaningful experience, which is 
understood because it has a real use. If a commercial 
pattern needs to be used at some later stage the instructions 
are more readily understood and not followed unknowingly.

These, and other ideas, for projects in the third year should 
be aimed at encouraging the young adolescent pupils to use 
their own potential for the search for alternative solutions. 
The first idea may not be the best idea and pupils at this 
stage should be learning to avoid the quick and obvious 
solutions, and should be stretching their minds to find 
better answers. Projects should also be aimed at 
facilitating the fundamental characteristic of adolescent 
thought, which is the reversible manoeuvering between reality 
and possibility, thus encouraging a flexibility of thinking 
which allows for thorough searching of all possible solutions 
to problems. Even at this stage pupils still need to act on 
the environment and then verify their findings. If pupils 
are to restructure their own thought patterns they must be 
allowed the freedom to actively operate on the environment, 
in preference to repeatedly carrying out teachers' 
instructions. The adolescent in the third year can be
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expected to think beyond the present, plan ahead, and 
experiment with individual ideas.

On analysis the first three years of Textiles seem able to 
make a substantial contribution to the cognitive development 
of the young adolescent. Children have the opportunity to 
handle fibres and fabrics and tools, and as such are actively 
engaged in acting upon the environment. In learning about 
the relationships between tools and materials categorisation 
is reinforced. The decoration of fabrics allows freedom for 
creative expression. Non-verbal thinking can be developed 
throughout the course by visualisation of ideas in drawing 
and modelmaking. There is room for problem solving, and 
space for developing skills in reversibility. All of these 
activities are positive attributes for the nurturing of 
cognitive growth.

The Need for Research

When one takes an overall view of the learning activities 
which take place in a Textiles classroom it is possible to 
see that the Textile teacher can in fact consciously attempt 
to initiate "right brain" cognitive thinking.

Buchan (1985) makes the metaphorical point that it is useless 
to train a dog to jump through hoops of fire, unless that 
feat will be of some use to the dog after the training is 
completed. Similarly it might be argued that it is useless
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merely to teach children skills which will be of no use to 
them in later life. Only a small percentage of pupils who 
study Textiles will go on to become craft specialists. It 
must be understood that the educational value of the subject 
has a much deeper intrinsic worth which is highly relative 
for every pupil. The content of the subject must be 
presented in such a way as to reach the right hemisphere of 
the brain, or the unconscious mind. This would seem to be 
particularly important when.the child is still at a concrete 
stage of development and less familiar with formal analytical 
thought. If the Design subject of Textiles can be shown to 
achieve this aim, than it would be true to say that it is 
indeed fulfilling a worthy educational task. The Textile 
teacher can use a particular pathway to a creativity which is 
latent and implicit in the right brain. This creativity is 
not always apparent because years of neglect in an 
educational system which offers more respect to those who are 
left brain dominant has caused its development to suffer. As 
Zdenek (1985) states:

"Just as a muscle will atrophy from lack of use, the right 
hemisphere of the brain also suffers when it isn't 
encouraged".

Many centuries ago Socrates deduced that the art of teaching 
lies in eliciting the already present from the depths of an 
individuals mind. The research of Sperry has given us new 
knowledge about the functions of both hemispheres of the
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brain. Design teachers can use this understanding to search 
out and develop in their pupils those qualities peculiar to 
the right brain, which designers have intuitively always 
used.

A Cross (1980) states that:

"Design teachers should be proficient in a number of 
nonverbal communication skills and competent in a good many 
more"

and N Cross (1980) cites French (1979) who states that:

"It is in strengthening and uniting the entire nonverbal 
education of the child, and in its improvement of the range 
of activity of his thinking, that the prime justification of 
the teaching of Design in schools should be sought . . . "

In the some vein Phillips (1981) suggests that:
"If teachers of Design would concentrate their efforts on 
developing the functions of the relatively neglected right 
hemisphere of the brain, in a similar way to that in which 
they can encourage the growth of lesser developed cognitive ■ 
approaches, then they would be making a significant 
contribution to education. Design education could aim to:

118



a) raise the level of consciousness of the area of the
brain that deals with holistic, impressionistic 
perceptions and

b) raise the level of awareness in such senses as those
concerned with touch, and sound, as well as those of 
taste, smell, movement and orientation."

Textile teachers can use the naturally occurring properties 
of the materials they work with and present these to children 
in such a way as to encourage perceptual awareness, 
creativity, and non-verbal thinking. Tactile awareness can 
be especially developed through this subject in this way. 
Craftwork activities such as weaving, and knitting, fabric 
printing, and embroidery, encourage creativity, and are non
verbal ways of expressing emotion, and communicating ideas. 
Designing clothes and soft artefacts helps to develop an 
awareness of the way in which we perceive the world in which 
we live, and other people, in relation to it and ourselves.

Unfortunately Textiles, and indeed other craft subjects, has 
suffered all too often from a low status image. Few parents 
have been concerned if their child left school unable to sew. 
Reading, writing and numeracy skills have always been awarded 
more important status than craft skills. Indeed it is only 
just becoming apparent that education has been neglectful of 
the total possibilities.
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In "Learning and the Global village (1971) McLuhan and 
Leonard remark that :

"In fragmenting all of existence, Western civilisation hit 
upon one aspect, the literate and rational, to develop at the 
expense of the rest. Along with this went a lop-sided 
development of one of the senses, the visual. Such personal 
and sensory specialisation were useful in a mechanical age, 
but it is fast becoming outmoded. Education will be more 
concerned with training the senses and perceptions than with 
stuffing brains. And this will be no loss for the 
intelligent. Studies show a high correlation between sensory 
bodily development - now largely neglected - and 
intelligence."
Far too little importance has been attached to the education 
of the senses and the emotions. The study of Textiles in 
schools can help to alter this balance, and the recognition 
that this subject can aid cognitive, development, may 
accordingly alter its status on the curriculum.

Textile teachers may often witness the cognitive development 
of their pupils, they may see evidence of improved thinking 
skills which seem to stem from working directly with 
materials, and from solving practical problems. Guilford 
(1970) supports the view that practice in the art of problem 
solving may help to develop divergent thinking skills :
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"In everyday life the majority of problems we meet have no 
unique answers, hence divergent thinking is commonly called 
for. Even when the well determined answer is possible, as in 
mathematics, we are often forced to resort to considerable 
divergent thinking before the acceptable answer comes."

Children who are frequently exposed to the conscious 
experience of using divergent thinking may become better at 
handling everyday situations.

Brunèr asserts that exposure to certain experiences will 
unlock human capacities. He asks:

"Are we mindful of what it takes by way of exposure to 
certain forms of experience to unlock human capacities of 
certain kinds, whether in looking, at art, or for 
manipulating abstract symbols .. . . ?" (Guilford 1962)

It is increasingly important for human beings to unleash the 
latent powers of the brain, people need to make wise, 
informed decisions, in order to keep technological 
advancements on an appropriate level. Non-verbal material 
constantly bombards consumers and they are endangered if 
their responses are made unwittingly. Design education has a 
responsibility to educate in a non-verbal way and the subject 
of Textiles shares in that responsibility.
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Research is now needed to establish the contention that 
skills in Design can encourage and improve right hemisphere
thinking.
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TEXTILE WORK FROM LEICESTERSHIRE SCHOOLS 1980 - 1989
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PUPILS OF THE MARTIN HIGH SCHOOL LEICESTERSHIRE 
DISPLAYING CLOTHES MADE IN THEIR TEXTILE LESSONS

1982-1987
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SOFT SCULPTURE WORK MADE BY PUPILS OF THE MARTIN HIGH 
SCHOOL LEICESTERSHIRE 1986
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2.5 : THE NATURE OF NON-VERBAL SKILLS AND THEIE 
ASSESSMENT IN THE CLASSROOM



Non-Verbal Reasoning Tests:

A variety of non-verbal reasoning tests have been developed by 
psychologists.. These usually involve solving "picture 
puzzles". The pupil is required to select the correct solution 
to a pictoral pattern sequence from a number of suggested 
answers.

One such test is the non-verbal D H Test as show in Fig 1.

As well as these Standard Non-Verbal Tests, there have also 
been tests specifically developed to measure creativity traits, 
and divergent thinking abilities.
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Several ink blots were chosen because they appeared to be 
useful in exacting diagnostic information. The blots are 
mounted on white card and the subject may look at them from any 
angle. The blots are presented in an ordered sequence and the 
subject is asked to say what the blots seem to mean. The 
examiner records the time taken, and the initial response to a 
card, also the position of the card, then he goes over the test 
again with the subject, asking about the various responses.
The validity of this test is much questioned, there can be no 
"right" answer and the test makes no demand on literary or 
academic skills.
Another example of a projective test is the "thematic 
Apperception Test". (TAT Test). This was devised in 1935 by 
Murray and Morgon. It consists of 30 picture cards, and one 
blank card. The cards show human figures in different poses 
and actions. The examiner uses appropriate cards and actions, 
and the subject is asked to tell a story based on the picture.

Projective tests also make use of graphic and plastic art 
materials, and dolls which are used to reconstruct family 
situations. These tests are designed to make the subject delve 
within himself for answers, and inhibitions and conscious 
controls are by-passed.
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the instructions are given orally and the examinees respond 
without the use of language. Sometimes directions are given in 
pantomime, and the answer may be pointed to.

Geometric drawings and three dimensional materials are also 
used. The examinee may be asked to manipulate objects, fit 
parts of figure together, or set up a colour design. Other 
problems involve completing paper and pencil mazes, determining 
the number of cubes in a pile, drawing in missing parts of 
pictures, and solving spatial relationships. These tests 
generally seem to be useful as a supplement for data obtained 
from verbal tests, they rely on spatial and perceptual 
abilities.

Other non-verbal tests include mechanical aptitude tests and 
projective tests, and non-verbal reasoning tests.

Mechanical Aptitude Test: These measure spatial abilities
perceptual speed, manual ability, and mechanical reasoning. 
Examples are ACER "Mechanical Reasoning Test" and the "Bennett 
Hand Tool Dexterity Test".

Projective Tests: An example of a projective test is the
Rorshack Ink Blot Test. This was developed in 1942 it is 
designed to give information about the subject as a whole 
functioning personality and shows how the subject uses 
intelligence.
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correlate these mental processes with reasoning abilities, 
critical thinking and the creative imagination. However his 
results were not encouraging.

It wasn't until 1903 that the first textbook on educational 
measurement was published by.E L, Thorndike. He initiated the 
first scales for measuring educational achievement. Also in 
the early 1900's A Binet was developing a valid, objective, 
practical measure of educability. He introduced the concept of 
mental age and his scale became a model for other mental tests.

A rapid development in educational testing had begun and a 
variety of testing programmes ensued. Some of these became 
Standard Tests in education, and are used by psychologists and 
educators as a tool for assessing aspects of mental abilities. 
These standard Tests include well known intelligence tests like 
the Wechsler Scale for children, and the Stanford Binet 
Intelligence Test.. These kind of tests are derived from- 
sampling techniques and normative comparisons.

Standard Non-Verbal Tests

Some of the Standard Tests have been developed to measure non
verbal abilities. Close scrutiny of these tests, however, 
reveals that they often measure similar abilities to those of 
intelligence tests. They are most useful when the person to be
examined is not English speaking, or when the person in

\question has a speech problem. They are constructed .so that
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The problem immediately arising from this contention is one of' 
assessment. Many Design teachers may feel that assessment is a 
left-brained activity of measurement which has no place in the 
Design classroom. It is of course the "process" or the "means 
whereby" which is essentially important in the education of the 
child. The real problem is not that Design teachers do not 
wish.to record progress but that they usually have to do so in 
a "non - designerly" way. Non-verbal modes of thought are of 
educational value across the curriculum, so it is pertinent to 
look at some ways in which a more relevant assessment might 
proceed.

Educational Assessment of Non-Verbal Abilities 
Bel (1972) outlines the history of Educational assessment. He 
records that academic tradition left a legacy of testing by 
written examination. In fact the earliest Renaissance 
Universities tested academic standards by oral public 
disputations on controversial topics. It was difficult to make 
accurate judgements about these performances and the validity 
of them gradually diminished.

The difficulties of grading oral examinations thus led to their 
disappearance and to their replacement by written examinations. 
This became the accepted procedure for measuring academic 
abilities.

In the 19th century James M Cattell developed a system for 
measuring, precisely, sensory and motor skills. He tried to
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5. Implementation: That is the ability to visualize a .
practical activity and to follow it through, selecting 
the most appropriate means for achieving the desired 
results and realisation of the idea.

6. Discrimination: The ability to distinguish and
differentiate. This would include the ability to make
aesthetic choices, to make the appropriate choice of
materials, and to choose the correct tools. Also the 
ability to use field independence, (to keep objects 
separate from their environment).

7. Perceptual Awareness: That is the ability to use and
be inspired by environmental stimuli to be aware of 
and consciously consider one's relationship with the 
environment. To make full use of the senses.

8. Technical. Skills : The ability to use a knowledge of
colour, shape, texture, line and form, and knowledge of 
materials, to their best advantage for any given 
project.

It is contended in this research study that these Design 
skills, essentially non-verbal in their nature, can be improved 
through work done in Textiles lessons, and that the quality of 
non-verbal thought may also be improved through this practice.
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activity./ It would seem that non-verbal ways of knowing are 
extensively used by individuals.

In the Design classroom non-verbal thinking, as described is an 
indispensable implement for pupils working through the Design 
process. It can be used effectively in the following 
activities which are all integral to the Design process:

1. Manipulative Skills: The ability to carry out
practical processes using the appropriate tools and 
techniques.

2. Communicative Skills: . The ability to communicate 
ideas through graphical means.

3. Investigative Enquiry: The ability to look for
information using resources, such as objects, 
pictures, sound, and other non-written material, and 
to produce a solution based on observation and 
experimentation.

4. Creativity and Originality; The ability to initiate 
and develop ideas and images to look for alternative 
solutions or configurations to expressive and 
functional modes of work. To use divergent thinking 
skills.
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visible size, proportion, area, shape, colour etc can be taken 
in immediately. The same, eimount of information would be 
difficult to assimilate so quickly if it were presented in 
written form.

It is likely then that manipulative and communicative non
verbal skills will be improved through Design teaching. These 
are two obvious areas, there are however less obvious skills 
inherent in the subject, which have a significance not only for 
Design but also across the curriculum. This is one reason why 
a strong justification for Design teaching can be made.

A. Cross (1980) quotes Balchih and Coleman (1965) in this 
context. She supports their recognition of the fact that there 
are certain "underpinnings" of education - other than those of 
literacy, numeracy, and verbal articulation. These are skills 
of visual, spatial relationships. They include such things as 
appreciation of size, shape, area, distance, direction, 
recognition of pattern, colour, understanding of perspectives 
in sketching and photography, understanding maps and computer 
graphics. Cross explains that this type of skill has been 
called "graphicacy" and that it encompasses many non-verbal 
modes of thought. She realizes through the work of historian E 
S Fergusson (1977) that research often requires the ability to 
read and interpret information directly from pictures, and from 
objects in the environment, and from the environment itself. 
Cross also notes the work of art theoretician Arnheim (1970) 
who believes that visual perception is in itself a cognitive
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demonstration is of key importance when pupils are learning how 
to perform, a task efficiently.. Language is secondary in this 
situation, being used to draw attention to details and to 
reinforce teaching points. Anyone who has attempted to learn a 
new craft by relying on written material alone will appreciate 
this. How much easier the work becomes if someone says "Let me 
show you how to do it".

In the classroom pupils will almost always be involved in 
making this or that artefact, and most teachers would expect 
that this particular aspect of non-verbal activity would lead 
to improvements in dexterity and motor skills. It would surely 
be reasonable to suppose that the non-verbal type of thinking 
which helps the child to organise what he is doing may also 
improve. This theory can probably best be tested by 
observation of the remedial child who may have many 
difficulties with written material, and yet goes from strength 
to strength in a Design class. Barber (1982) states 
categorically that practice in the arts involves qualitative 
experience for the individual, not achieved in any other way. 
The Design teacher may often see evidence to support.this.

A second obvious area where non-verbal skills are used 
extensively is in the ability to use graphics. That is to 
express ideas and solutions through drawings, or plans, or 
other graphic means. Once again language is of secondary 
importance, if not entirely unnecessary. How much easier it is 
to explain an idea by a sketch, all the information is at once
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THE NATURE OF NON-VERBAL SKILLS AND THEIR ASSESSMENT IN THE
r ' .CLASSROOM . .

Non-verbal skills in the classroom

Some clarification.of the nature of non-verbal skills is now 
necessary.

Hamilton (1980) suggests that perceptual psychomotor skills, 
though essentially motor in nature, have a large cognitive 
component which influence much of the information processing 
activities concerned with performance and learning. It is this 
cognitive component which is of interest to Textile and other 
Design teachers.

In the classroom the most obvious non-verbal skills are those 
which we see happening before us, as the pupils are actively 
engaged in making something. These manipulative, handling 
skills demonstrate the child's ability to carry out practical 
processes using the appropriate tools and techniques. They are 
non-verbal skills, that is, they could be acquired without the 
use of language, and do not necessarily require verbal 
reasoning.

The child who watches the teacher perform a task in 
demonstration, will much more readily be aible to approach a 
similar task, than a child who is merely told what to do, or 
given written instructions without any demonstration. The
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Figure 1
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Test 15

TEsrn by B. Calvert, B.A.

DO DOT turn over 
OR open this booklet until you ore told to do so

READ THE FOLLOWING CAREFULLY
1. Do not turn to page 2 until you are told 

to do so.
2. Each page contains four puzzles, and there 

are 96 puzzles altogether. Most of them 
are easy, but a few are quite hard. You 
will do a short practice test first.

3. Work steadily on without wasting any time.
4. If after you try a puzzle you find you 

cannot do it, do not waste tim e but 
go on to  the next.

5. You will have fifty minutes, and you will 
be told when twenty-five minutes have 
passed.

6. Write your answers on the answer sheet. 
Be sure th a t you do not mark or 
w rite  on the test-booklet.

7. Take care to write your answers in the 
correct spaces on the answer sheet.

8. If you write an answer in the wrong space, 
or if you write a wrong answer, score it 
out. Make any alterations clearly.

9. When you are told to stop, stop working  
at once.

10. Ask no questions a fter you have been 
told to  start.
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Creativity Tests

Whilst schools have come to rely on basic measures provided by 
intelligence and achievement tests, creative abilities have 
been less regarded. J P Guilford (1950) can be credited with 
the attempt to redefine intelligence so as to include creative 
traits. He evolved a series of tests emphasizing divergent 
thinking, originality, fluency of ideas, flexibility, 
sensitivity to defects and missing elements and the ability to 
elaborate and redefine. His tests were, appropriate to 
children, teenagers, and adults.

Getzels and Jackson (1962) supported Guilford's view of 
creativity. They contended that the usual practices in schools 
not only neglect creative pupils but actually damage their 
inventiveness.

In the 1960's Getzels and Jackson administered a series of 
tests to measure creative thinking, and the tasks in these 
tests included word association, uses for things, finding 
hidden shapes, making up the moral for an unfinished fable, and 
making up problems from complex paragraphs containing numerical 
statements. Getzels and Jackson concluded that tests of 
hypothesis making do not correlate with tests of academic 
intelligence. Innovative creativity and capacity seemed to be 
independent of intelligence.
In the same decade E P Torrance working at the University of 
Minnesota constructed tests of creativity which were suitable
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for use in schools. He chose tasks which use both verbal and 
non-verbal responses, these included such things as:

1. Asking all the questions one can think of about a 
picture.

2. Suggesting changes in a toy which would make the toy 
more fun to play with.

3. Listing as many uses as possible for a common place 
object.

4. Drawing a picture around a curved shape and giving 
the picture a title.

Scores would be awarded for these tasks according to the number 
of relevant answers (ie fluency), and according to the number 
of different categories of response, also for originality, and 
for the amount of detail used in an answer. The tests have no 
"right" answers, and actually call for many suggestions to be 
made. The measurement of results have been constructed to
allow responses to be scored for more than one dimension of 
creativity.

Torrance published the "Minnesota Tests of Creative Thinking" 
in 1962. This includes the "Block Printing Test" in which 
children are given a small block of wood (2" x 1 3/4" x 1/2") 
and a booklet of absorbent paper, they are required to discover
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how many different kinds of mark they can make, and may use 
these creatively, as they decide.

From his research Torrance concluded that traditional methods 
of measuring intelligence assess only a few of man's thinking 
abilities, and that creative thinking abilities make a valid 
contribution to the acquisition of information and educational 
skills.

Piaget's Testing Methods

Piaget was aware that the ability to read is not necessarily 
indicative of logic or knowledge. His methods of assessment 
require the child to listen and speak but the emphasis is on 
understanding.

For example in assessing whether or not the child concerned has 
attained conservation of volume, the following procedure would 
take place :

1. Purpose of task: To assess the child's understanding
of solid volumes and the principle that a change in 
shape does not result in a change of volume.

2. Materials: 80 or 90 one inch wooden blocks.
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3. Methods: Child is shown a "building" of blocks. 4
blocks high with a base of 9 blocks in a 3 x 3 
arrangement. The child is told that each block is a 
room and is asked to make a building that will have 
the same number of rooms on a base of 4 blocks in a 
2 x 2  arrangement, and another on a base of 6 blocks 
in a 2 X 3 arrangement.

At the end of the building session the child is asked 
if his building has the same number of rooms as the 
original. Reasoning is elicited from the child and 
counter suggestions made by the examiner. The child 
is asked to logically justify his judgement, and 
successfully resist counter suggestions.

in this test the child of 12 years is usually able to "invent" 
the relationship between shape and volume.

If carefully carried out by a trained examiner this test is 
valid and reliable.

Piaget's careful testing methods would be too lengthy to adopt 
in a classroom situation, however, a valuable addition to any 
assessment procedure in the Design classroom would be 
individual pupil/teacher discussions about work. This may 
happen incidently as work is in progress, but it could be a 
more structured part of an evaluation or assessment strategy.
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Problems Encountered with Educational assessment of .Non-Verbal 
Abilities

The problems of educational measurement of non-verbal abilities 
appear to be persistent. Any outcome of education should make 
an observable difference to the pupil, but the difference may 
be qualitative rather than quantitative. Most educators have 
approached the problem by trying to measure the difference in a 
quantitative way, despite the difficulties in securing accurate 
scales of measurement. Evaluating the quality of teaching is 
also important as feedback obviously helps educational 
standards to improve, however there seems to be only limited 
progress in this direction in Design Education.

The question of what should be measured is extremely important. 
A useful command of verbal knowledge is only one aspect of a 
person's mental abilities. Unfortunately words are too often 
the means employed for the learning activities which take place 
in schools. It is surely important that effective outcomes are 
recognised as well as cognitive outcomes.

Grading Design work puts emphasis on end product which can be 
harmful, because it turns the child's attention away from the 
activity of creating, to a concern for the result which is 
centred on the product. In the West we have inherited a 
tradition of learning which is geared for end - result in terms 
of examinations. Those who obtain less passes are the 
failures. Ways of learning too are often taken for granted.
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In the Western world for example motor skills are taught by 
constant practice and attention to position and timing. In 
contrast, some Eastern methods concentrate on altering 
perceptions, such as those described by Herrigl (1953). In 
"Mastering the Art of Zen Archery" the student was not allowed 
to release the arrow until he had an awareness about himself, 
the arrow, the bow, and the target. Eventually the arrow was 
released and sped immediately to hit the bulls eye. Similar 
methods are introduced in Inner Track learning which is now 
becoming more wide-spread and relies on the learning powers of 
the right brain.

The Standardised Educational tests, which have been surveyed in 
this section, have been developed by psychologists and are not 
intended for general use by teachers in the school curriculum. 
The Intelligence Tests measure an ability to solve problems in 
a written test and give an indication of a person's general 
intelligence. The non-verbal tests such as the D H Test 
(Appendix 9) may offer a means of assessing non-verbal 
abilities against an external reference, but the content of the 
tests is not concerned with "designerly knowledge", or 
"designerly ways of thought". In fact the Non verbal tests are 
merely an alternative, (and sometimes necessary) way of 
measuring general intelligence.

It seems that there is as yet no universally accepted method 
for qualitative measurement of creativity. There are 
difficulties in arriving at an accurate method of scoring for
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tests asking for imaginative responses.' The reliability and 
validity of all creative tests is in question. It is also 
difficult to develop a content for tests of creative thinking 
when it is possible to behave creatively in an infinite number 
of ways. Creativity tests seem to be attempting to measure 
some dynamics of mental functioning which are not explicitly 
defined. Creativity in the classroom is at best only 
approximated by standardised tests.

The Design teacher requires an educationally valid and 
acceptable mode of assessment. Standardised non-verbal tests 
and creativity tests do not contain pointers for the way 
forward.

Assessment of Pupils in the Design Classroom: Present Practice 
and New Suggestions ,

The problem of assessment has long been a dilemma for Design 
teachers. Methods which are appropriate for other subjects do 
not measure Design abilities, and standardised tests offer no 
solutions as they do not cover all of the highly specialised 
thinking which occurs in Design subjects and they are quite 
unsuitable for general classroom use. All of the afore - 
mentioned standardised Non-verbal tests are also Norm- 
referenced, that is the grading in the tests refers to a range 
of results obtained from a sample made during the design of the 
test. It might be more useful to look at Criterion - 
referenced tests. These were developed in the 1960's and were
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designed to give a picture of individual performance without 
regard to how that performance compares to the performance of 
other individuals. A range of skills are specified and the 
subject is assessed in the mastery of these skills. A wide 
range of criterion referenced tests have now been developed.
The common feature of which is that performance is referenced 
to some stated objective. An example of criterion - referenced 
tests are those developed by the NFER for measuring proficiency 
in English.

Criterion referenced tests are useful in craft subjects where 
the mastery of certain non-verbal skills is essential to 
progress. Checklists, progress records and charts can all 
contribute to criterion referenced information. Objectives are 
stated, acceptable levels of performance are determined and 
methods are found to assess attainment or mastery of skills. 
Such tests are probably the most useful kind of test for Design 
teachers to adopt for assessment and evaluation in the 
classroom. Criteria based on the students needs and abilities 
can be developed for subject areas with Design.

The GCSE "Art and Design Guide for Teachers" now gives three 
examples of assessment sheets which might be used in Art and 
Design Departments (Figs 2 and 3). The GCSE "Home Economics 
Guide for Teachers" reprints as an excimple of a practical 
assessment form, one which has been adapted from the "London 
Regional Examining Board 1986 Basic Catering Syllabus Mode 2". 
(Fig 4) This gives six criteria judged on 5 occasions, a total
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A R T  D E P A R T M E N T  S E L F - A S S E S S M E N T  S H E E T  
T e a c h i n g  G r oup Name

Figure 2

Pro j e c t  T i tle

T e r m
1 2 3

L i s t  and D e s c r i p t i o n  of Wo r k

1. How m u c h  of my work di d  I c o m p l e t e  s a t i s f a c t o r i l y ?
Reasons;(a) All of it

(b) Most of it
(c) Some of it
(d) None of it

2. How did I work during the lessons?
Reasons:(a) Very hard

(b) Quite hard
(c) Not very hard
(d) Not at.all

3. How do I feel when I look at my w o rk?
Reasons:(a) Very p l eased

(b) Quite pleased
(c) Not v e r y  pleased
(d) D i s a p p o i n t e d  '
(ej I do not care

4. Did I pr o d u c e  my best p o s s i b l e  stan d a r d ?
Reasons:(a) Yes I did

(b) No I c o u l d  have 
done better

(c) No, I c o u l d  have 
done m u c h  better

5. Wh a t  have I learnt from this project, and how c o uld.I have improved it?
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Figure 3
A R T  D E P A R T M E N T  I n t e r n a l

A s s e s s m e n t

Name Form
Ability In
1. Observation/Response

2. Control of Formal Elements
(line,form,shape,colour,tone,pattern,texture)

3. Sensitivity in use of Materials

4. Interpretation of Information 
(written and verbal)

5. Motivation

6. Conf idence

Pupil response/comment

A r t  D e p a r t m e n t  P u p i l / T e a c h e r

A s s e s s m e n t
Consider the questions in each box carefully. Write down your 
answers as honestly as you can. Try to give more than one-word Nam 
e-________________________
answers and try to explain what your answers mean. Your teacher
will talk to you about your answers when you have finished. For
m
ORGANISATION
How well do you prepare? Do you always get your 
equipment and materials together quickly and quietly?
FORMAL ELEMENTS
Do you know what: LINE,TONE,COLOUR,FORM,SHAPE,PATTERN, 
TEXTURE, mean? How do they appear in your work?
OBSERVATION/RESPONSE
Have you looked really hard at the models you have been given? 
Have
youdrawn, painted or modelled accurately what you have seen?
SENSITIVITY
Is there care and thought in your work? And in your use 
of the materials you are given to work with?
INTERPRETATION
How well do you understand spoken and written instructions? Do you 
ask questions? Is your understanding reflected in your work?
MOTIVATION
Do you show interest? Do you finish each piece of work 
carefully? Do you concentrate hard?
CONFIDENCE
What do you think about your own skill and ability? Do you believe 
all your work is the best you can do or could you do better?
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figure 4

Practical a b i l i t i e s 1 2 3 4 5 TOTAL
A o r g a n i s i n g  s e l f  and m a t e r i a l s  
Can o r g a n i s e  self and r e sources to carry thr o u g h  g i ven work 
e f f i c i e n t l y  and to comp l e t i o n

B M a n i p u l a t i v e  skill 
Can d i s p l a y  m a n i p u l a t i v e  d e x t e r i t y  in a range of food work 
pro d u c t i o n s

C U s ing tools and e q u i p m e n t  
Can s e l e c t  and use safely and e f f i c i e n t l y  a range of 
tools and e q u i p m e n t  of v a rying c o m p l e x i t y

D P r e s e n t i n g  w o r k  
Can p r oduce and p r esent sim p l e  and more c o m p l e x  pr o d u c t s  
in a f o r m  a p p r o p r i a t e  to fu n c t i o n

E W o r k i n g  w i t h  othe r s  
C an c o - o p e r a t e  with oth e r s  in c a r r y i n g  thr o u g h  a va r i e t y  
of tasks to c o m p l e t i o n

F W o r k i n g  h y g i e n i c a l l y  
Can work c o n s i s t e n t l y  in a h y g i e n i c  manner

Total ticks .

6 c r i t e r i a  judged on 5 o c c a s i o n s -  30 narks.
The j u d g e m e n t  the t e acher m a kes will r e flect the s tage in .the cou r s e  and the increasing c o m p l e x i t y  of the
work as. the c o u r s e  progresses.
Â tick Iv/) will indicate e v i d e n c e  of ability.
A c r oss (X) will indicate that there is in s u f f i c i e n t  e v i d e n c e  in that term.
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30 marks, a tick indicating evidence of ability, a cross 
indicating.insufficient ability.

The self-assessment pupil form is valuable in that it allows 
pupils to practice discrimination, to view their own 
performance honestly in retrospect. Learning then has personal 
feedback, and a sense of involvement is engendered. Both pupil 
and teacher share in the responsibility of evaluation, and 
realistic aims for future projects can be decided. Both the 
teacher assessment forms from the "Art and Design Güide", and 
the "Home Economics Guide" eliminate the necessity of grading 
work. Grades given by teachers are unavoidably subjective in 
that they record an impression. ‘ Different teachers will have 
their own individual standards and marks may vary accordingly. 
Single grades referenced to only an unexplained average do not 
reveal enough information. To ensure that teachers within a 
department have some comparability in marks, marking schemes 
have to be employed with agreement between the teachers 
involved. Marks can also be scaled, and pupils ranked in order 
of attainment. Standardised tests in which raw scores are 
referred to a table of norms and converted to scores which take 
account of age and sex are useful in certain circumstances, a 
pupils performance relative to the norm of a group could thus 
be expressed. This may be considered less important for some 
Design subjects than others. Design teachers usually wish to 
assess pupils in their mastery of skills and not by performance 
relative to other pupils. The pupil in Design is striving to 
attain a level of individual competence.
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The GCSE National Criteria for Art and Design.reminds teachers 
that assessment techniques must

a) identify those measurable qualities which have been 
defined as assessment objectives.

b) give the opportunity to all candidates, whatever their 
aptitude or ability, to demonstrate their skills.

c) recognise the importance of artistic process as well as 
product.

This project is concerned with the Textiles teacher who wishes 
to assess the non-verbal abilities of pupils in a High School 
environment. A criterion referenced assessment or evaluation 
programme would be suitable for children of this age range who 
are not concerned with examinations, and who do not need to 
compete against each other.

The GCSE guidelines offer some support but are probably too 
formal for younger pupils. The assessment sheets resemble 
official forms and although they may be typographically correct 
they could not excite the young designerly mind. A more 
graphic approach is most surely required.
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This project will comply with the recommendations of the 
National Criteria but will try to initiate a more "designerly" 
approach to assessing non-verbal abilities..
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SECTION THREE 
3.1 SCHEME OF WORK FOR CLASSROOM STUDY



SCHEME OF WORK FOR CLASSROOM STUDY

In the light of the preceding research it was decided to 
develop a classroom study which would encourage and develop 
non-verbal thinking skills through the subject of textiles. 
Progress, as well as attainment was to be recorded. For this 
purpose a Record card was to be designed and issued to the 
pupils. The Record card was to be on-going and completed by 
the pupils, themselves thus allowing them to participate in 
evaluating their own work, this was considered an important 
part of the Design process.

The classroom study was scheduled to begin in the summer term 
of 1987. It was to take place in the Martin High School in 
Leicestershire. This is a school for pupils of ages 11-14 
situated in a small town with a semi-rural catchment area. It 
was decided to confine the research, at least initially to one 
first year group, over a normal eight week cycle of the Design 
circus. This consisted in total of thirty two lessons, each 55 
minutes long.

The Design of The Record Card

The initial problem was to design a Record card, which would be 
appropriate for such a study. Part of the consideration had to 
be concerned with proceeding in a "designerly" way, and in thus 
producing a suitable card, which would be attractive to eleven 
year old pupils, as well as functional for its purpose.
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Self-assessment forms which were looked at were generally dull 
in design terms. The were often typed forms of^criteria with 
empty boxes which were to be ticked or otherwise filled in, 
either by pupils, or by pupils and teacher. It seemed to be 
important to the ethos of this study that any documents issued 
by a Design department should be designed to promote a 
"designerly" mode of thought.

A colourful assessment sheet is much more appealing to the 
younger pupil and can still be considered a formal document if 
pupils are encouraged to treat it with respect.

Reproducing colourful documents is an expense which the school 
could ill-afford, therefore a compromise was needed. It was 
finally decided to use plain coloured card as a background for 
dense black type faces.

The card was chosen deliberately in preference to paper as 
being a more durable and therefore permanent medium. Card 
folders would store easily and could support lightweight 
samples which were intended to be included as part of the 
Record. The size was decided as A4, convenient for storage and 
large enough to encourage good sized drawings.

It was also decided to produce one Record sheet for each topic 
studied and to keep these clean by providing an outside cover. 
The cover was to be illustrated by an outline title which meant
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that some individualisation could take place, but that 
formality could also be retained. Pupils could be allowed to 
colour in the title with pencil crayons, as they so wished.

The Record sheets were to have a uniform layout with the same 
type faces being used throughout.

Words were deliberately kept to a minimum, and were to be used 
as a prompt, rather than an instruction. Obviously teacher 
explanation was important to supplement this idea. The 
emphasis was to be on demonstration and explanation, rather 
than on reading. This decision was made because the project 
was concerned with non-verbal activities, and did not want to 
involve itself with too much written instruction. Also some 
children in the group were poor readers and the simple written 
words which were chosen did not discriminate against their 
abilities in language.

Each record card allowed space for individual decoration, as 
well as careful recording. The children were actively 
encouraged to proceed in a designerly way.

The overall aim was for each pupil to complete the course with 
an attractive accurate, mostly non-verbal record of their 
personal achievement, and a self assessment of their own work. 
The Record Cards could then be used by the teacher, alongside 
practical work, as evidence of the pupils progress through the 
course.
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A further long term aim of the project would be to provide a 
set of Record cards for various topics at increasing levels of 
skills for pupils of different abilities and ages. Pupils 
could then work through the appropriate levels and keep their 
Record cards as part of their personal profile.

The Record cards were designed with visual impact in mind, 
rather than merely being a container for a verbal account of 
achievement.

A sample of the Record card can be seen in Fig 5.

Keeping The Record

It was hoped that the Record card would maintain motivation, 
and provide a positive way of evaluating both learning and 
teaching. Each child was therefore to be encouraged to take 
pride in the recording work. Time was to be allowed at the end 
of each lesson for Record cards to be completed. This was to 
be done in consultation with the teacher. Encouragement would 
be given during this time for tasks which proved difficult, and 
for goals which were not reached. Pupils were to be allowed to 
repeat tasks if necessary or appropriate.
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FIGURE 5
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Content of the Record Card

The content of the Record card was planned to be an on-going 
self-assessment of non-verbal learning activities taking place 
in the Textiles lesson. The activities themselves were 
organised to cover the following areas (as previously defined 
in sub-section 2.5)

1 Manipulative Skills

2 Communicative Skills

3 Creativity and Originality

4 Investigative Enquiry .

5 Implementation

6 Discrimination

7 Perceptual Awareness

8 Technical Skills
•• ' . •

With respect to these specific areas a list of criteria which.
were pertinent to the first year course gradually took shape.
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These were as below:

1. Manipulative : Child shows ability to spin wool using
simple wooden spindle. Child can handle both wet and 
dry wool sympathetically, and can wind the wool into 
hanks. Child can produce the following types of 
weaving: Plain weave, oriental soumak stitch, Rya 
knotting, tapestry weave. Child can handle dyeing 
equipment in an appropriate way.

2. Communicative:■ Child can produce flow diagrams, charts 
graphs etc to show progress and processes of spinning 
and dyeing activities. Child can produce a simple and 
suitable design for card loom weaving.

3. Creative : Child can use own initiative to produce
imaginative ideas for dyeing and weaving topics.

4. Investigative : Child can use environment to
discover materials for dyes and for weaving.

5- Implementation : Child is able to plan a project and
see it through to completion.

6. Discriminative': Child uses appropriate tools and
materials. Child shows the ability to make aesthetic . 
choices concerning materials, texture colour and 
presentation.
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7. Perceptive : Child shows perceptual awareness in 
this instance with particular regard to texture and 
colour.

8. Technical: Child uses knowledge of colour, shape, form 
etc in planning and production during the project.

The Record sheets for the three topics of SPINNING, WEAVING,
AND DYEING were then designed to incorporate the recording of 
the achievement of the listed criteria. Words and written 
instruction were deliberately minimised and simplified in 
accordance with the non-verbal approach to this project.

As pupils were to participate in the assessment procedure they 
were instructed to Design their own symbols for use on the 
card. A summary sheet was provided in the Record where 
positive answers could be counted as successes, and commended 
in line with the current school policy for good work.

Evaluation of Teaching During the Study

The Record Card is designed to record the pupils learning, and 
the pupils are of course learning with the guidance and help of 
the teacher. Since the purpose of this project is to improve 
not only learning but also teaching, some evaluation of 
teaching is also required.
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It is suggested that the pupils be issued with a questionnaire 
at the end of the eight week course. This would question the 
pupils feelings about the course and about the teaching 
received.

The proposed questionnaire is as follows:

(Fig 6)

The questionnaire will be used with the record cards to 
evaluate the teaching and learning during the course. It is 
hoped that pupils will have worked more autonomously, more 
confidently, and more enthusiastically as a result of the 
project.

At the end of the course pupils will each spend some time with 
the evidence of the record cards to support their non-verbal 
achievements. The teacher will indicate ways in which work 
could be improved and will sign the record card as proof of 
achievement for each child.

The teacher will then be able to use the record card as an aid 
when writing a written statement about the progress of each 
child. In this way both teacher and pupil should receive 
positive feedback about the teaching-learning situation.
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Figure 6

DESIGN QUESTIONNAIRE

These questions are about your Design work, in Textiles.
Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?
2a. Have you enjoyed the projects which you have done?
2b. Which was your favourite project?
3. Have you learnt some things which you did not know 

before?
4. Did you always understand exactly what you had to do?
5. If you did not understand something, were you able to ask 

questions?
6. Was your teacher helpful if you were having problems with 

your work?
7. Did you ever feel "too scared" to ask something in the 

lesson?
8. Do you think that keeping a "Record of Achievement" is a 

good idea? Explain your answer.
9. Did you find it difficult to "evaluate" or mark your own 

work?
10. Do you think it is a good idea to mark you own work?
11 . Were you pleased with your Design work?
12. Is there anything you would like.to change in your Design

lessons? Could they be improved in some way?
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3.2 : REPORT ON CLASSROOM STUDY



REPORT ON CLASSROOM STUDY

The research began with the intention of awakening personal 
awareness of classroom practice, and hoped thereby to improve 
teaching method and content. The investigation into the 
teaching of the subject of Textiles led to the hypothesis that 
certain tasks carried out in the classroom are conducive to 
improving non-verbal thinking skills. The aims of the casé 
study were to encourage and to develop such non-verbal thinking 
skills.

It was decided to confine the case study to one group of first 
year pupils.

First Year Case Study

Subjects : The subjects chosen for this study were a first year
group of mixed ability pupils. There were eleven girls in the 
group, and eight boys. All the pupils were aged between 11 and 
12 years.

Time : Those pupils chosen for the study were timetabled for
four fifty five minute periods on a six day timetable over an 
eight week, section of the Design circus which was then 
operating in the school. The fifty five minute periods were 
arranged as two double periods. One of these periods was a 
morning session, the other was an afternoon session.
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Situation: The study took place in the open plan Design area.
There was access to the Home Economics area, which was not 
being used as a teaching area at that time. Gas and electric 
cookers were available for use. In the Textile area one large 
sink was available.

Reason for the Study: The cognitive development of young
teenagers was reviewed with particular reference to Piaget, 
Bruner, Vygotsky, and Werner. It was contended that textile 
teachers could make a significant contribution to this 
development by concentrating on encouraging the growth of 
lesser developed cognitive approaches through the media of 
fabrics and fibres, and related materials. The Textile 
syllabus was therefore designed to be particularly appropriate 
to the non-verbal development.of young adolescents. The total 
three year span of the course allowed it to evolve in a 
sequential order as below:

Year 1 - construction of fabrics
Year 2 - decoration of fabrics
Year 3 - use of fabrics in designing clothes and ,

artefacts.

The first year course was primarily concerned with providing. 
concrete experiences through exploration, activity and making. 
Three craft skills were introduced in the first year course, 
these were the skills of spinning, weaving, and dying.
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General Aims and Objectives

The overall aims of the first year course were to improve the 
manipulative, communicative, investigative, creative, 
implementative, discriminative, perceptive and technical skills 
(as previously defined). The objectives for the eight week 
course were

1. Pupil should be able to spin wool, using a simple 
wooden hand spindle. Pupil can handle wet and dry 
wool appropriately and can wind wool into hanks. Child 
can produce the following types of weaving: Plain 
weaving, oriental soumak, rya knotting and tapestry.

2. Pupil can produce a simple and suitaible design for loom 
weaving (worked on a small card loom).

3. Child is able to use the environment to discover 
material for dyes and weaving.

4. Child is able to use initiative to produce 
imaginative ideas for dyeing and weaving.

5. Pupil is able to plan’ a project and see it through 
to completion.

6. Child is able to use the appropriate tools and • 
materials. Pupil also shows ability to make
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aesthetic choices concerning materials. Colour 
texture and presentation.

7. Child shows perceptual awareness with particular regard 
to texture. Child shows tactical awareness.

8. Child uses knowledge of colour, texture, and shape in 
planning and producing practical work.

Evaluation of Work Done

As learning to evaluate one's own work is an essential part of 
learning to design it was considered essential for the children 
to be involved in evaluation of their own work. An on-going 
self-assessment record was the solution arrived at. Primarily 
it was non-verbal abilities which were important, it was 
therefore necessary to record the self-assessment in a way 
which reduced verbal statements to a minimum. A self 
assessment record card for each of the three projects of 
spinning, dyeing and weaving was designed using graphic ways of 
recording, such as charts, drawings, symbols and graphs.

On each project card the pupils were asked to record the number 
of lessons which they spent on each project. This allowed a 
certain amount of flexibility, the children were informed of an 
appropriate time limit for each project but were cüDle to adjust 
this slightly for their own individual purposes.
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The self-assessment cards required the pupils to design their 
own symbols for YES and NO. They could then use these as an 
indication of whether or not they achieved the specified 
objectives. For example on the spinning record pupils were 
asked. "Can you start spinning by yourself?" In reply they 
were able to use their own symbol for YES or NO.

Similarly each pupil provided his or her own rating system for
FAIR, GOOD and EXCELLENT work. Finished practical work was 
rated by each child according to this scale. Negotiation with 
the teacher was important in this evaluation.

When the three record cards were completed the number of YES 
scores could be added and each category of ratings totalled. 
High scores in these totals merited an "official" commendation 
from the teacher.

The record cards were issued to the pupils during the first 
lesson of the eight week block. The three cards were stapled 
together to form a booklet with a front cover, for the child's
name and as a protection for the cards. The cover was
individualised by each pupil colouring in the outlined title. 
This was done with great care and respect, as the record cards 
were introduced as an important document.

The method of recording was carefully explained and the 
children were instructed to set about designing their own 
personalised symbols. At the conclusion of the introductory
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lesson a special storage space was made available for the 
cards;

Projects - (Procedures)

The first project was spinning. For practical reasons the room 
was rearranged for this exercise. Fleece is a material which 
is light enough to be blown off tcibles by the slightest draught 
of air, if not well organised small pieces of fleece would be 
drifting around the room. With this reason in mind the tcibles 
of the room were pushed back and a space was made for a circle 
of chairs. The fleece was placed in the centre of the circle 
on clean newsprint. This rendered it possible for everyone to 
reach the fleece easily, and for it to be contained in a small 
space. This arrangement of the room also allowed for easy 
sharing of equipment, such as scissors, and carders, all could 
be passed easily around the circle or stored in the centre as 
required.

Although the initial use of the circle came about for reasons 
of tidiness, it soon became apparent that the circle was a more 
social approach to learning. Each child had a comfortable 
space in which to work, but was not isolated from any other 
member of the group. It was easy for any one pupil to attract 
the teacher's attention. It was also much more convenient for 
the teacher to immediately recognise signals for help, or 
attention. A group feeling rapidly developed in this context.
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and as everyone's work was visible, there was an eagerness.to 
do well. A warm spirit of co-operation also seemed to develop.

An introductory talk about the history of spinning followed by 
a demonstration of practical spinning began the course. The 
pupils previewed the record card for spinning and were aware of 
the objectives which they were expected to achieve.

The texture of the greasy wool fleece was compared to other 
fibres, and provoked much exclamation and recoiling at first. 
Pupils were intrigued to learn that the greasy feeling came 
from the lanolin in the fleece which could in fact be extracted 
and used in beauty creams. The practical work proceeded with 
pupils attempting to spin their first yarn on a hand spindle. 
Time was allowed at the end of the lesson for clearing away and 
for filling in the record cards. When the room was tidy and 
pupils seated the cards were distributed, and each child filled 
in his/her own progress on the Spinning card. The time in 
lessons was recorded by each pupil colouring in the appropriate 
.number of 'Vtime squares". Each pupil then designed a chart to 
show their own progress with the newly acquired skill. This 
proved to be quite,a challenge at first, and some pupils were 
unclear aibout how to proceed. Other, pupils provided 
suggestions and eventually the class made a beginning.

Subsequent spinning lessons followed a similar pattern, and 
excitement began to mount as some of the spindles became heavy 
with hand spun yarn. Some children experienced frustration .
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when the yarn broke easily, or was difficult to join. This had 
to be recorded or illustrated on their record cards. The 
quicker pupils were eager to help those who found problems.
Some children worked in pairs helping each other to keep the 
spindle rotating whilst new fleece was joined in.

At the end of each lesson the pupils recorded their progress on 
the record cards. When a suitable amount of yarn had been 
produced the card for the spinning project was completed by 
adding samples of spun yarn, and by each pupil evaluating their 
own progress as fair, good or excellent. A decision on this 
was reached in negotiation with the teacher. When several of 
the pupils were nearing completion of the spinning project the 
second craft skill was introduced, this allowed pupils the 
flexibility of moving on or continuing with their tasks, as 
appropriate to each individual.

The second project was that of Natural Dyeing. The spun yarn 
was washed and dried and made into hanks ready for dyeing. Now 
the pupils were divided into smaller working groups of three or 
four children. Each group had access to a sink and a cooker in 
the adjoining Home Economics area. The mordanting process was 
firstly demonstrated to the whole group and suggestions were 
made for suitable dyeing materials. Each group had the 
responsibility of collecting their own plant materials. Some 
materials were available in school, for those who found this 
exercise to be a problem, and also to widen the choices of 
probable colours. Samples of dyed yarn were also provided.
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The method of dyeing yarn was demonstrated, and the method was 
clearly written out on the blackboard. Books were also 
available for reference.

The pupils prepared their own plant material by chopping it up 
and containing it in small nylon bags which could easily be 
placed into and removed from the dyebath by an attached string 
tie. Pupils were free to experiment with different dyestuffs. 
Extra yarn was also there for experimentation.

The record cards for natural dyes asked the pupils to draw the 
plant material which they used, in some cases this required a 
trip to the library for reference. For example a child using 
tea leaves as a dye source needed to find a reference for the 
original tea plant. This brought aibout a,search among the wild 
flower and plant books in the library, and generated more ideas 
for further experimentation. Many children were keen to 
continue the project at home. A space was provided on the 
record card for the dyeing recipe. This could be interpreted 
quite freely and did not necessarily require a written recipe, 
however most pupils opted to do this from their own preference. 
A sample of dyed yarn was to be attached to the record card and 
a rating.for the project was required. Once again the number 
of lessons was recorded on the card.

The weaving project was the third and longest part of the 
course. Pupils spent eight to ten hours on this project. They
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were keen to complete a tapestry picture and take it home, 
extra hours were sometimes added when pupils worked at home.

The weaving project was introduced by demonstration in the 
Textiles room. The demonstration was given to the whole group 
and the weaving cards were warped as a whole class activity. 
Pupils were then free to work on either dyeing or weaving.
Some pupils returned to the spinning activity on occasions and 
made extra yarn.

Weaving work cards were provided, these allowed for individual 
progress. Pupils were able to ask for help whenever they found 
it prudent to do so.

The children were able to use their own spun and dyed yarn in 
the weaving process, other yarns were also provided. Several 
open boxes served as collection places for donations of yarn 
from pupils. Yarns were grouped according to colours. In this 
way a substantial amount of yarn was shared among the group.

Texture and colour were both important considerations in this 
project.

Pupils were expected to demonstrate ability in 4 different 
weaving stitches. Success of these was recorded in the record 
sheets. The amount of time spent on the weaving was also 
recorded. Each pupil was asked to produce, a tapestry picture. 
The design for this was planned on graph paper and transferred
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eventually to the record card. Samples of yarn were also 
collected. Each pupil once again evaluated his or her own 
work.

The final part of keeping the record card involved adding up 
the totals of 'Yes' answers and the totals of each rating .
score. These were entered onto the record cards. Pupils who
felt that they had done well were then able to claim 
"commendation" slips which would be kept with their folders.
The commendation slips were in keeping with the school ideology 
of rewarding good work with a commendation stamp. The
commendation slips were a typed out record of the pupils name,
date, work completed and commended, and the teacher's 
signature. This could then be formally recorded in the school 
commendation book.

On completion of the project work, pupils were asked to answer 
a questionnaire aüDout the course.

Analysis of Completed Records

Stenhouse (1975) argues that "effective curriculum development 
of the highest quality depends upon the capacity of teachers to 
take a research stance for their own teaching". This project 
has made use of an approach which Stenhouse might define as 
"social, anthropological", that is, that it "relies on 
observation, rather than quantification" Stenhouse regards such 
classroom research as an attempt by the teacher to more fully
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understand and structure classroom practice. This is the 
essence of this particular classroom study. As objectivity is 
of key importance Stenhouse suggests that the teacher should 
make use of an outside trained observer in the classroom, or 
use video-tape recordings. In this case study it was not 
possible to do either of these, therefore extra care was needed 
to analyse the record cards as objectively as possible.

Pupils were asked to present their record card with their 
completed practical work. A report was then written on each 
child's progress through the course, (see Appendix One)

The problems encountered were those commonly associated with 
assessment on the Design circus. The pupils were first years, 
and as such had personalities and abilities unknown to the 
teacher, the only available data being general grades estimated 
by primary school teachers. Although it was relatively easy to 
determine the exceptionally weak and the brightest children, it 
was difficult to determine the potential abilities of those 
pupils in between these two points. Eight weeks is a very 
short time in which to make any judgement about a child's 
ability. Some children need much time in which to become 
familiar and at ease with the new surroundings.

New materials and skills also take time to become accustomed 
to. The layout of the room and learning the whereabouts of 
stores and materials also presents problems for some children. . 
This can be partly overcome by placing most of the equipment
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and materials in a central position, this was practised 
whenever convenient, although timetabling sometimes prevented 
the kind of preparation which would have been preferred. As 
far as possible the materials were put out before the start of 
the lesson.

When it was necessary to move furniture, this, had to be done by 
the children at the beginning of the lesson.

The short length of time also demands a concentration.of course 
material. The children were expected to work hard, those who 
didn't quickly fell behind. Some children did not complete 
their record card, clearing away had to be done before the 
record cards were filled in,. Slowness in tidying up and 
collecting pens etc often hindered the filling in of the cards. 
One or two children were suspected of deliberate slowness in 
clearing away. The organisation of time was considered part of 
the Design process (ie "working to a deadline"). Pupils were 
asked to record the amount of time they spent on each area of 
work. Complete flexibility was discouraged, each child should 
have found time to complete three projects. In practice 
because of absence or interruptions to lessons, or very weak 
ability some children did not complete the recording of all the 
tasks.
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TASKS COMPLETED INCOMPLETED

Spinning 11 7
Weaving 17 2

Dyeing 11 8

Although the recording was not always completed in every case, 
the practical work was attempted by all the pupils.

There was some difficulty in monitoring every pupil in. the ten 
minutes allowed at the end of the lesson for the filling in of 
the record cards. The weaving project was the last project to 
be attempted and although theoretically this should have taken 
the longest amount of time to complete only two pupils did not 
finish recording their progress. This could have been because 
it was the project which most pupils enjoyed. The practical 
work was a tapestry picture which was eventually mounted in a 
polystyrene window frame and taken home. Also the basic 
weaving skills were not always new to the children, some of the 
pupils had practised elementary weaving at their primary 
schools. As this was the last project to be undertaken it may 
have been that the recording had been adopted as an habitual 
part of the lesson. This was one of the hoped for outcomes of 
the research proj ect. The recording of spinning and dyeing 
projects were left incomplete by seven and eight pupils 
respectively.
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Those pupils who did not complete the recording were pupils of 
generally low abilities. More time was needed for those pupils 
to fill in the record cards. A remedy to this problem in 
future studies might be to allow pupils more access to the 
record cards during lesson time, so that they could fill them 
in at any time during the lesson. This would also solve the 
problem of 'remembering' what happened in the lesson. Pupils 
could record events immediately as they occurred rather than 
waiting until the end of the lesson.

Two main questions needed to be addressed by this pilot study, 
what did the pupils learn, and how worthwhile was the learning? 
The first of these questions could be answered by the record 
cards themselves. Certain objectives had to be obtained before 
sections of the record card could be filled in. For instance, 
the spinning card required pupils to state whether or not they 
could start spinning by themselves. If a YES answer was put 
here then the pupils had achieved one objective on the course.
A space for a sample of the spun yarn was included on the 
record card and the pupils were asked to rate their overall 
performance on the task. The sample would be the best sample 
which the pupils could produce. Examples of good hand spun 
yarns were available for pupils to handle so that they could 
compare their own achievements. None of the pupils were 
satisfied with uneven, lumpy yarns. Every child was striving 
to produce an even yarn of medium thickness. Most of the 
children were highly critical of their own work and were not
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satisfied with even slightly lumpy yarn. Quantity also seemed 
to be important to the pupils, although this was not stressed 
as an objective.

In criticism of the record cards, it would be fair to say that 
more crucial objectives could have been used. In any future 
study of this kind there would need to be a reference of 
several hand spun yarns, graded from poor to good and excellent 
qualities. These could then be used as a comparison by the 
pupils. Although one would wish to encourage high standards 
some of the children were perhaps too critical of their first 
attempts and became frustrated when they did not achieve 
excellent results immediately.

Very concise and detailed objectives would help to make 
achievements easier to identify. This is the main criticism of 
the project.

The children did learn the basic skills of spinning, weaving, 
and dyeing. This can be ascertained by the record cards. 
Samples and drawings of the work done give an indication of the 
standards achieved, but more precise objectives could have been 
included, especially for the brighter pupils, who quickly 
achieved that which was required. Possibly an extension record 
card could be added for those pupils who acquired the basic 
skills very easily, for example, the spinning card could have 
asked for decisive counts of twist in the yarn, or defined 
thicknesses of yarn. Although the record cards allowed
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children the freedom to experiment with the skills which they 
had acquired, provision for recording the experimentation in 
more detail would have been more informative.

At the other end of the scale there were some children 
struggling to attain the simple objectives. The message 
contained in this is that the range of expected skills needs to 
be very wide if it is to accommodate every pupil, and allow 
each one to reach his or her best potential.

The dyeing card was perhaps the weakest card in terms of 
objectives. An improvement of this card could allow for more 
experimentation and then ask for precise colours to be 
obtained. More room for samples of dyed yarns could also be 
provided. The limitations on this are again those of time. An 
interested pupil could well spend all of the time investigating 
just one aspect of the course work. Bearing in mind that the 
nature of the Design circus is to provide a "taster" of subject 
matter,' this could not be catered for. More precise objectives 
might however help the pupils to evaluate their own work more 
effectively. A dyed yarn which is not uniform in cplour may in 
fact add interest to a piece of practical work. A space for 
"comments" may be appropriate, (this could if necessary be 
written by the teacher, or taped). The dyeing card required 
the children to record one sample yarn and their own recipe for 
the dye which they used. None of the children were very 
precise about weights and measures in this section. Once again 
time limited experimentation. Some children only dyed one
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amount of yarn, although the time allowed was flexible the 
children needed direct supervision in the kitchen area and time 
could only be allocated when this was possible. All the 
children were able to observe the mordanting and dyeing of 
yarn, even if they did not complete the task as an individual.

Collecting plant material was a responsibility given to the 
pupils. Those who were well motivated achieved this 
enthusiastically. Some pupils did conveniently "forget" the 
task and either borrowed from friends or used school material. 
Availability of dyestuff in a rural community should have not 
become a problem. A section on the card asked for the source 
of dye material to be recorded as a drawing. This often 
involved researching in the library for diagraims and 
photographs of plants and for names of plant materials found 
locally. Again the record card could have required more 
detailed information from brighter pupils.

The weaving card was the most successful of the record cards. 
Four clear objectives were required before the pupil could go 
on to design a practical piece of work. Some exceptions to 
this had to be made in order to accommodate_the pupils of very 
limited ability. Two pupils had very weak manipulative skills 
and only achieved one objective.

The weaving record asked pupils to collect saimples of thread 
which could be included in their design work, and also asked 
for a drawing of the completed design. Some pupils were less

192 .



able at drawing than weaving, and a modification of this 
element of the recording could be a drawing of the proposed 
design and a photograph of the finished work. This would give 
a clearer indication of the standard of practical work.

Most of the pupils found some difficulty in evaluating their 
own work. Many were eager to seek out the teacher's opinion 
before suggesting their own evaluation. In this respect the 
record keeping was very valuable, in that it encouraged 
personal criticism and forced children to enquire of themselves 
if their work was indeed their personal best, this necessitated 
a deeper delve into their own experience. The evaluation also 
raised some discussion amongst the pupils about subjectivity in 
grading Design, work. Frequently a child would ask of the 
teacher " Well, what mark would you give?" As evaluation is 
part of the Design process, this procedure was a particularly 
valuable activity.

The final part of the record keeping involved totalling the 
ratings and the "Yes" answers. High scores merited a 
"commendation" (part of the school's policy for rewarding good 
work).

There was a general enthusiasm for completing the record cards 
with care. Pupils were encouraged to take a pride in their 
record keeping. Motivation in lessons was probably improved by 
a desire to be able to use a "Yes" answer. At the end of the 
session each pupil was asked to fill in a simple questionnaire
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about keeping a record of their work. The questionnaire was 
distributed during the last week of the school term. Five 
children were absent and did not complete it. The completed 
questionnaires are contained in APPENDIX TWO)

Analysis of the Questionnaire

The project had set out to improve teaching and learning in the 
Textiles' classroom. Part of the purpose of the questionnaire 
was to clarify if pupils had in fact been encouraged to work 
hard in the Design lessons, had their motivation been improved? 
The positive answers to questions 1-7 on the questionnaire did 
indicate that an enjoyable learning experience was taking 
place.

The table below shows the number of positive answers as given 
to the relevant questions.

QUESTIONS YES SOMETIMES

1. Have you worked hard in Design lessons? 11 3

•2. Have you enjoyed the projects? 13 1

3. Have you learned some things which you
did not know before? 13 1
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4. Did you always understand exactly what
you had to do? 8

5. If you didn't understand were you aüDle
to ask questions? • 14

6. Was your teacher helpful if you were
having problems with your work? 14

7. Did you ever feel too scared to ask
something in the lesson? 0

Some of the children were not always sure about methods of 
procedure when new skills were introduced, this was made 
apparent by the answers to question 4 on the sheet ("Did you 
always understand exactly what you had to do?") Part of the 
problem seemed to be that pupils could not see a demonstration 
properly when they were part of a large group. Repeated 
demonstrations were given to those children who were not sure, 
and there was opportunity for all of the children to ask for 
help and advice at anytime. This is supported by the positive 
answers to questions 5 and 6.

Questions 8, 9 and 10 on the questionnaire were designed to 
elicit the pupils response about keeping a record card. Twelve 
out of fourteen pupils felt that the record card was a useful
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document. The pupils were equally divided in their opinions 
about question 9, which asked if they had experienced 
difficulty in evaluating their own work. Seven expressed some 
difficulties and seven found no problems associated with this. 
Four of the pupils thought that they should have a 
responsibility towards evaluating their own work. Most of the 
children however, felt that "marking" was the teacher's role. 
This attitude was clearly expressed by ten children. As work 
in most of the subjects studied by the pupils is graded by 
teachers this would seem to be a logical response. Self 
motivation needs to be encouraged, and Design teachers can play 
an active role in this.

GCSE Design courses ask pupils to evaluate their own work, and 
it is important for younger pupils to begin to look at their 
own work with discrimination, and to ask themselves how it 
might be improved. The aim is constructive criticism. Pupils 
who are still in the concrete mode of thought find this more 
difficult than those already using formal thought processes.
It would be pertinent for subsequent record cards to contain 
questions which would help the pupils with final evaluations. .

The majority of the pupils were pleased with their Design work, 
and did not want to change their Design lessons in any way.
Only one pupil expressed displeasure with his practical work.
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The response to the questionnaire indicate that the record 
keeping was a worthwhile activity for most of the pupils and 
that the learning experience in the Textiles lessons had been a 
positive experience.
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CLASSROOM STUDY TWO

The second classroom study involved extending the research to 
second year pupils. A set of Record cards were designed for 
the second year syllabus which was primarily concerned with the 
topic of decoration.

Content of the Second Year Record Card

Once again the content of the Record card was planned to be an 
on-going self assessment of non-verbal learning activities 
taking place in the Textiles lesson, the activities were 
organised to cover the same areas as defined for the first year 
course ie:

1. Manipulative Skills
2. Communicative Skills
3. Creativity and Originality
4. Imaginative Enquiry
5. Implementation
6. Discrimination
7. Perceptual Awareness
8. Technical Skills

.With respect to these specific areas a list of criteria was 
compiled which were pertinent to the second year course. These 
were as below:
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1. MANIPULATIVE Child can apply powder paint to paper neatly 
using a small brush. Child can handle various printing 
equipment, including screens, and squeegees, in an appropriate 
way. Child can use a craft knife safely to cut both paper and 
card. Child can use glue properly.

2. COMMUNICATIVE Child can communicate ideas through drawing, 
and plans and through graphic designs for a T-shirt print.

3. CREATIVE Child can use own initiative to produce 
imaginative ideas for a T-shirt design. Child can design a 
personal environment suitable for sleeping in.

4. INVESTIGATIVE Child can investigate the possibilities of 
using objects for printing. Child can research the general 
topic of decoration, collecting pictures form magazines, 
scunples etc.

5. IMPLEMENTATION Child can produce a screen printed T- 
shirt. Child can use cardboard to create a model bedroom.

6. DISCRIMINATION Child is able to make choices concerning 
colour; pattern and shape. Child is able to choose appropriate 
tools and materials to complete work set.
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7. PERCEPTUAL AWARENESS Child may develop skills in 
reciprocity, child shows growing awareness of colour in design.
Child shows appreciation of size and proportion.

8. TECHNICAL SKILLS Child is able to use knowledge of colour 
shape and form in practical work. Child aspires to use 
mathematical knowledge of scale and proportion to create a 
model room.

The Record sheets for the three topics of The Colour Circle. 
Colour in the Home, and Colour in Clothes, were subsequently 
planned. Once again words and written instruction were 
deliberately minimised and simplified in accordance with the 
non-verbal approach to the project. Pupils were to be involved 
with the assessment procedure, and were instructed to Design 
their own symbols for use on the card. A summary sheet was 
provided in thé Record card where positive answers could be 
counted as successes and commended in line with the current 
school policy for good work. (Example of the Record card for 
the second year study can be seen in fig 7.)

Reasons for the Second Year Study

It was decided to extend the classroom study to two age groups 
in order to gain a more comprehensive overview of the Recording 
System. First year pupils had responded well to the self- 
assessment procedure and appeared to be better motivated than
other groups of children. Extending the study to another group
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Figure 7

201



CM

CD



enc4"#COcr



3

.Cl ■
h

11(M

( A
H
S

O

z

O"
TJ
O
O
CD
JÙ
O
C
0)
c/)
<D
£
Ou.
o

(D (Q
“O
g
3
0)
C

CD
C
"M(D
OC

Wi3O>%

i ?.2 3
JZ o
«  2
3O>k

13
5



s

D)
C

<0
cc

0)
a
B(8w



of children allowed this hypothesis to be put to the test 
again.

As the study intended to initiate a suitsible system for 
recording achievements throughout the lower school it was 
necessary to experiment with another age group, and for 
convenience of timetabling a second year group was chosen for - 
the study.

One of the aims Of the project was to improve teaching and 
learning in the classroom. The introduction of the Recording 
System in the first year had shown positive results in both 
these aspects with this particular year group,, it was now 
necessary to work on improving standards in other parts of the 
curriculum.

Whilst the first year syllabus was largely skills based, the 
second year sylleibus offered a different challenge, the 
emphasis this time was on artistic activities, with pupils 
involved in work of a more creative nature. It was hoped that 
the Record cards would also prove to be useful in recording 
achievements in these activities.

Projects and Procedures

All of the second year topics were planned to improve dexterity 
and manipulative skills, they required the deft and safe
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handling of tools for different purposes such as the craft 
knife.

The first topic involved learning aibout, and understanding 
theories of colour, and was concerned with the technical skills 
of applying paint to paper. The two subsequent projects of 
screen-printing and making a model bedroom were designed to 
encourage the application of the knowledge of colour theory, 
and also offered opportunity to use differing media for 
differing situations. These two projects were creative in 
their approach and required forethought and visualisation of 
ideas, encouraging more use of formal thought processes 
through these activities. The second year course was also 
planned to develop individual interests in aspects of Textiles 
work. Some pupils for instance may find a particular affinity 
with printing as a method of expression - this interest could 
then be expanded into the model bedroom project as pupils could 
decide to print their own wall-paper or fabrics to use in their 
models.

In recognition of the fact that group activities are also 
valuable at this stage of cognitive development (re Piaget's 
theories of cognition) pupils are encouraged especially to work 
as a co-operative team sharing plans, equipment and ideas.
This aspect of development was particularly encouraged by the 
printing project.
The first topic was the "Colour Circle" this involved 
discussion about theories of colour, drawing on pupils
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scientific knowledge. Pupils were asked to paint a colour 
circle for their Record Folders which they could refer to as 
necessary. A space was provided for any supplementary notes 
which pupils might choose to make, (in any form which they 
chose), and for a rating of their own painting skills in the 
completed circle. Colour was to, be mixed and applied 
carefully, and laid flat onto the paper. Good organisation of 
painting equipment was expected. This was a formal exercise 
which provided a contrast to other working methods which pupils 
had experienced in previous Textile lessons. Some formal 
thought processes could be employed in the understanding of 
colour theory, and the concrete experience of mixing and 
painting the colours supported the theory work.

The amount of time spent on each topic needed to be carefully 
rationed. It was necessary to use the Art area for the 
printing activity and this had to be pre-arranged, pupils were 
therefore required to work to deadlines, and flexibility of 
timing was more limited than it was on the first year course. 
This was construed as a positive constraint, and an exercise in 
self discipline. Pupils who completed work quickly were 
encouraged to experiment with other media. For instance some 
pupils who finished their painting exercise more rapidly than 
the majority tried some crayon work with colour as an extension 
of the topic.

Pupils painted the colour circle on white cartridge paper and 
cut it out to glue into their Record cards as a permanent
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reference for future work. They then rated their performance 
in this activity, designing a symbol to indicate their 
achievement. Working directly into the Record card was a 
useful way of emphasising the importance of the Record keeping 
activity.

The second project was Colour in Clothes. Initially some time 
was spent in introductory discussions about the psychology of 
colour, and pupils then bçgan to think about using colour as a 
means to decorate a plain white T-shirt. Restrictions of time 
limited this second activity and it was decided that a very 
valuable learning experience could be gained from a screen 
printing project. This involved using many non-verbal skills, 
and also required that pupils should co-operate with each other 
in the execution of their work. It allowed, too, for the 
possibility of working with repeat pattern which was useful in 
establishing skills of reciprocity. The mixing of printing 
inks was an opportunity to apply knowledge of colour theory to 
a real situation in a practical context, colour vocabulary and 
sensitivity being thus extended.'

The project was very relevant to pupils of this age group, both 
boys and girls alike were keen to produce something of their 
own design which they could wear.

Pupils made an initial set of designs on white cartridge paper, 
trying out several ideas and colour combinations. (If 
available use could be made of computer software for the

205



designing activity.) The Final design was chosen and paper 
stencils were cut for each colour to be used. This was very 
profitable in terms of understanding printing method, and in 
explaining colour separation. Stencils were cut in clean 
newsprint with sharp craft knives, requiring careful 
concentration. As mistakes could not be rectified clumsy work 
had to be repeated. Pre-cut stencils were stored flat between 
sheets of sugar paper. It was possible for cible pupils to work 
in three colours within the given time span. Slower pupils 
could make designs involving simpler or fewer stencils.

The printing activity took place around a purpose built print- 
table with a suitable surface: Ten pupils could comfortably
work together at the table. It was necessary for children to 
work in pairs, and to help each other, one acting as an 
assistant for the other, in turn, holding the screen steady and 
passing equipment as required. This was a useful exercise in 
itself, needing co-operation, patience, and unselfish attitudes 
to work. This provided a sharp contrast to the many 
competitive learning activities which take place in classrooms.

Many talents came to light during the printing sessions. Some 
of the slower less able pupils were very successful in this 
activity. Order and organisational skills were notably 
improved as it was soon apparent that chaotically arranged 
equipment led to accidents. Pupils practised on paper and when 
a perfect print was achieved the T-shirt was ironed and 
prepared for the final print. In this way no T-shirts were
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spoilt. The end result was excitedly anticipated as the 
lifting of the screen revealed the result of several weeks 
work.

Clearing away was a shared responsibility, pupils becoming 
aware that equipment which was not cleaned properly could spoil 
future work.

Many pupils developed a keen interest in printing which could 
be expanded in Art lessons, and pursued further in the 3rd year 
Textile lessons.

On the Record card the objectives were concerned with:

a) preparing accurate tracings for the stencils from the 
master design.

b) cutting careful stencils.

c) mixing inks properly from primary colours and adding 
the binder to achieve the appropriate colour.

Any mistakes in these activities would lead to poor 
registration, and uneven colour in the final print. Pupils 
were able to pin-point their problems effectively when 
considering whether or not they had achieved these objectives.
A drawing of the T-shirt design was also included on the Record 
Sheet, and space was allowed for those pupils who printed on
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the back of their T-shirt as well, to make two drawings. A 
final rating of the printing activity was required, and this 
completed the topic.

The final project concerned Colour in the Home. Introductory 
sessions involved looking at colour in environment and the 
topic was designed especially to place the teenager in his or 
her own ideal surroundings. Pupils were able to plan their own 
room with no constrictions of cost. This activity was 
immensely popular with boys and girls and plans were drawn with 
much enthusiasm.

The basic room was provided as a pre-printed cut-out which 
pupils simply had to stick together, a basic bed, and cupboard 
could also be used by those pupils who felt that they needed 
some help, or a starting point. All other furniture was 
designed and made by pupils. Experiments were constructed in 
paper and the final models made in thin card. Each pupil 
planned a colour scheme, with co-ordinated soft furnishings 
whi.ch had to be made appropriately, this introduced some boys 
to sewing for the first time.

The project required investigational work, pupils were asked to 
search for useful items to recycle for modeling materials.
Boxes were provided for the collecting of various items such as 
small cartons, toothpaste caps, plastic pots, off cuts of 
wallpaper and carpet. A local shop provided carpet samples and 
small pieces of fabric were taken from off-cuts of school
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materials. Pupils proved to be extremely resourceful and 
willing to share their efforts.

Some children printed their own wallpaper, using small found 
objects dipped in ink to create repeat patterns. Detail was 
delighted in, with pupils making tiny dressing table items, 
drawers which opened to reveal their contents, and wardrobes 
complete with fuse-wire hangers and tiny jumpers knitted on 
cocktail sticks. Work was continued willingly and 
enthusiastically at home. The models were of an excellent 
standard.

The Record card required a drawing of the model, a collection 
of samples of fabric, and snippets of carpet etc, and a final 
rating of the model this could be filled in gradually as the 
work progressed, although most pupils preferred to leave the 
drawing until the last lesson when the model was completed.

The final part of keeping the Record Card involved adding up 
the 'YES' answers, and the totals of each rating score. These 
were entered onto the Record Card. Pupils who felt that they 
had achieved highly were then able to claim "commendation” 
slips which would be kept with their Record folders. This 
final analysis of achievement was made in negotiation with the 
teacher.
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Analysis of the Completed Second Year Record Cards

Pupils were required to present their Record cards with their 
completed practical work. A report was then written on each 
child's progress (see Appendix Four).

As the second year pupils were familiar with the Textile area 
and with the equipment they were more confident in their 
approach to work. Pupils and teacher were also known to each 
other and this made the assessment procedure an easier task.

It was decided to make the Record Cards accessible to pupils 
throughout each lesson, this was to avoid the "last minute 
rush" which had sometimes occurred during the first year trial, 
Record Cards could therefore be filled in at any time at the 
pupils own discretion. Several reminders were issued to draw 
pupil attention to this task. It proved to be a more 
satisfactory method of organisation, and pupils often welcomed 
the change of activity during the long afternoon session.

Almost all of the Record Cards were entirely completed as the 
table below indicates.
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TASKS COMPLETED UNCOMPLETED
Colour Circle 9 ■ 5
Colour in
Clothes 14 0

Colour in
The Home 11 . 3

With reference to the first task (the Colour Circle) it was 
probable that the time allowed may have been to short as five . 
pupils did not finish. This could have been because the task 
was quite formal, and some pupils who were unused to this 
approach worked very slowly.

All pupils completed the T-shirt project, and all pupils 
completed the model bedroom, although three pupils did not 
fully complete their Record Cards for this last task. Ability 
did not seem to be a relevant factor in the completion of the 
Record Cards, both able and less cible pupils were finishing 
tasks within the time allowed.

It was necessary to ascertain what the pupils had learnt and 
how worthwhile the activities were. The first question could 
be answered by analysis of the Record Cards. Pupils were 
achieving the objectives required this can be seen form the 
table below:
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POSITIVE YES ANSWERS NEGATIVE ANSWERS
TO OBJECTIVES TO OBJECTIVES

33

All pupils achieved some measure of success and negative 
answers only appeared for one or two aspects of their work.
They were also able to identify their problems very easily and 
could understand why they had not achieved successful results, 
this was a direct outcome of using the Recording system. 
Reference to the Record card also proved to be invaluable when 
speaking to pupils about their achievements and their problems. 
Pupils were able to realise that they could overcome their 
problems if they identified them, and then concentrated on 
improving those objectives which they had found difficult.

The objectives were pitched at an appropriate level for all 
abilities. The more able pupils began their work with 
complicated designs and so the objectives became 
correspondingly difficult to achieve and more appropriate for 
their own standards. Weaker pupils were advised to begin with 
more simple designs and were therefore still able to achieve 
the stated objectives.

Each pupil printed a T-shirt with a degree of success. All the 
T-shirts were wearable and there were no serious mistakes.
Every pupils worked through the printing process and therefore
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each child gained an understanding of screen-printing methods, 
this was aided by the fact that the achievement of the 
objectives, as stated in the Record cards, highlighted each 
stage of the print making activity. The result of this was 
that each pupil was conversant with the screen-printing 
process.

All the pupils were involved with mixing paints and dyes. 
Initially pupils were asking questions such as "How do I make 
green?" etc. When the printing activity began pupils were aible 
to answer these questions based on their own experience of 
making the Colour Circle for their Record, or they could refer 
to the Record to confirm their thinking. Most of. the pupils 
improved awareness of colour in design. This was evident in 
their practical work. In the model bedroom project the girls 
were very confident in their planning of colour schemes, the 
boys asked for more help, and were more inclined to make 
aesthetic mistakes.

The model bedrooms were very successful. As pupils worked in 
paper first they were able to find out which construction 
worked, corrections could easily be made to unsuccessful photo
types. All pupils achieved adequate models. Some were 
exceptional in detail and quality. Several photographs were 
taken of the excellent results. Whilst the end products were 
pleasing it was even more satisfying to know that the "Means 
whereby" had been a valuable experience. When the children 
presented their work and Record Cards at the end of the session
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they were articulate about their skills, and able to discuss 
their own achievements in a clear and logical way. The Record 
Cards seemed to prompt more critical statements from the 
children about their work.
There were less skills based objectives contained in the second 
year course as compared with the first year course, this was 
because the syllabus aimed at instilling a creative approach to 
using colour. The second year Record Cards were perhaps more 
graphical in their nature. It was considered to be important 
that the syllabus dictated to the Record Card, and that 
objectives were not arrived at merely for the purpose of 
assessment procedures.

Most of the pupils still found it difficult to evaluate their 
own wdrk, they wished to seek second opinions and confirmations 
from others. Once again this was a valuable aspect of the 
Record keeping, as it focused the child's attention directly to 
their achievements.

It was possible to ascertain what individuals had learnt from 
their experiences in Textiles by discussion with pupils, with 
reference to practical work in conjunction with their Record 
cards. In fact the children themselves were aible to state what 
achievements they had made.

A report was written for each second year pupil who took part 
in the study (Appendix 4). These reports indicate that the 
activities which the pupils were engaged, in were worthwhile.
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All of.the pupils achieved a measure of success, new skills 
were acquired and many pupils developed new interests.
Motivation was good and the level of enjoyment in lessons was 
undeniably high.

Conclusions Drawn From the Second Year Study

There were less problems with the second study. Organisational 
methods had already been tried and tested and pitfalls could 
easily be avoided. Explanations to pupils about procedures 
were also less difficult to implement as likely questions could 
be anticipated.

It was very clear during the second year course that the pupil 
motivation was good. It seemed likely that the use of the 
Record cards was an added incentive to achievement.

Pupils knew what was expected of them and were eager to 
succeed. Learning problems could be identified and extra help 
provided in weak areas. The Record cards were a useful 
resource for both teacher and pupil, and they provided a clear 
indication of the learning process.

In short the second year study confirmed the observations made 
in analysis of the first year study.
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The results of the study pointed to a way forward for Textile 
teaching in the lower school, this was to be a systematic 
approach to learning in which achievements could be readily 
recorded by pupils as evidence of success, which could be 
accredited as they deserved.
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FIRST AND SECOND YEAR PUPILS AT WORK 
MARTIN HIGH SCHOOL. LEICESTERSHIRE 1987-1988
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3.4 : A POSTSCRIPT : THE STUDY IN A NEW SITUATION



A POSTSCRIPT: The Study in a New Situation

In September 1988 I was redeployed to a different teaching 
situation. This offered an excellent opportunity to repeat the 
study.

The new school was a City Comprehensive School; Babington 
College, Leicester. This catered for pupils aged 11-18 years. 
The school was relatively new, 5 years old, and the catchment 
area was urban. The pupils were of multi-racial backgrounds.

The school had a well equipped Design department. Textiles 
being taught in a separate room next-door to the Home Economics 
rooms.

It was decided to repeat the study with a first year group of 
pupils. The results would then provide a comparison for the 
original study.

Subjects for the Study

The subjects for the study were a mixed ability group of 1st 
year pupils. Although the pupils had a range of differing 
abilities, the general level of attainment was much lower than 
the levels of attainment in the original study. Many of the 
children had difficulties in reading and writing, and some were 
working in a second language. Reading ages were as low as 6 
1/2. Three of the children were also visually impaired, so
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this presented a new challenge for the study within the group 
There were 14 boys and 7 girls, all aged between 11 and 12 
years.

Time :

The school worked to a 5 day timetable, and the first year 
pupils were timetabled for a ten week cycle of two lessons per 
week. One in the afternoon of 1 hour and 35 minutes duration 
and one in the morning of 1 hour and 4 5 minutes duration.

The Project

Although the amount of time was relatively long, the pupils 
were of an overall much weaker ability and many had learning 
difficulties and problems. Work progressed at a slower pace 
than in the previous study. It was therefore decided to take 
one central aspect of the study and to pursue this carefully.
It was decided to work with the weaving topic. The Record Card 
for weaving was suitable to use in the new situation, but it 
was not possible to reproduce it in card, as the school only 
possessed a simple photo-copying machine. An enlarged copy of 
the Record sheet was reproduced for the most severely visually 
impaired pupil.

226



Aims and Objectives

The overall aims of the first year course were to improve the 
manipulative, communicative, investigative, creative, 
implementative, discriminative, perceptive and technical 
skills, (as already defined). The objectives for the course 
were as follows:

1. Pupil should be able to make a simple card loom, and 
produce the following types of weaving: plain weaving; 
oriental soumak; rya knotting; and tapestry.

2. Pupil is able to produce a simple and suitable design
for a tapestry picture to be woven on a card loom.

3. Child can use environment to discover ideas for weft
materials. Child can make suitable collections of weft 
materials.

4. Pupil can use initiative to produce imaginative ideas
for weaving designs.

5. Pupil can plan a project and see it through to 
completion.

6. Child can choose and use the appropriate tools and 
equipment. Pupil can make aesthetic choices concerning
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materials, colour, texture and presentation.

7. Child can use knowledge of colour, texture, and shape 
in planning and producing practical work.

Evaluation of Work Done

It remained essential for pupils to be involved in the 
evaluation of their own work. The self assessment Record Sheet 
for weaving was to be used. Pupils were asked to record the 
number of lessons which they spent on the project. This was 
useful as it indicated any absences. Pupils were required to 
design their own symbols for YES and NO, they could then use 
these as an indication of whether or not they had achieved the 
required objectives. Pupils were also required to give their 
practical work a rating symbol indicating FAIR, GOOD, or 
EXCELLENT. Once again negotiation with the teacher was 
important in this evaluation. Worthy efforts were to receive a 
merit award in accordance with the school system for rewarding 
good work. The Record sheet was issued to the children during 
the afternoon session. The children needed more time to 
complete the sheet than in the previous study. It was also 
less disruptive if all the pupils filled in their Record Sheet 
at the same time. This was an important factor in the 
particular school environment. The method of recording was 
carefully explained and a support teacher was available to help 
the slowest children and the visually impaired pupils.
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Methods and Procedures

Weaving was introduced in context as one was of producing cloth 
from spun fibres. Pupils first explored the textural qualities 
of different types of yarns. One afternoon was spent outside 
collecting suitable weft yarns from the local environment. The 
support teacher helped the visually impaired pupils with this 
activity. Pupils were also encouraged to look for interesting 
weft materials at home.
The children needed help to warp up their cardboard looms.
Some of them had poor manipulative skills and could only 
achieve the required tension with help. This initial activity 
needed one whole lesson. Weaving was introduced by 
demonstration. Woven fabrics were looked at and handled, and 
the children were asked to look at their own clothes and decide 
which were made of woven cloth. Some work cards were provided 
for more able pupils who wished to work at a faster pace, but 
these proved to be unnecessary, all of the pupils required 
support in their learning activities. Boxes of textured yarns 
were provided and the children were encouraged to donate yarns 
from home. There was only a limited response to this request, 
and most children relied on school materials.

An emphasis was placed on texture and colour, pupils were 
expected to demonstrate ability in 4 different weaving 
stitches, as they achieved success they were able to record 
this on the Record sheet. During this part of the course
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pupils were able to look at woven and knitted fabrics under the 
microscope with the support teacher.

When the basic processes had been practised pupils were asked 
to make a simple design for a woven tapestry picture, into this 
they could incorporate personal ideas and feelings, and use the 
basic 4 stitches. Beads and buttons were also provided. A 
drawing of the final piece of practical work was made on the 
Record sheet. The tapestry picture was then window mounted in 
white polystyrene. In discussion with the teacher a final 
rating was negotiated.

A report was written for each child based on the Record sheet, 
the practical work and observation of work in process (See 
Appendix 7).

Analysis of the Record Sheet

The Record sheet was not changed from the original format. It 
was decided that the objectives were clearly set out and that 
even the weakest pupils would understand what was required.
The non-verbal approach also meant that poor readers would not 
feel intimidated.

All of the pupils completed the Record sheet and most pupils 
enjoyed recording their achievements. For some this was quite 
eventful as they had to work very hard to achieve the stated 
objectives. Drawing skills were not well developed and some
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pupils lacked confidence in producing a drawing of their final 
design. Overall, however, the Record sheet was set at the 
correct level, providing a challenge for every pupil. The 
pupils enjoyed the different activities which they were asked 
to do, such as collecting small samples of yarn for the Record 
sheet. Great care was exercised in completing the sheets, 
colours were chosen carefully, and yarns cut and glued as 
neatly as possible. Pupils were very proud of their work.
Some were quite shy about the final evaluation of their work.

The experience of recording achievement was very positive. 
Pupils were able to state exactly what they had learnt in 
simple terms such as, "I can do rya knotting". Motivation was 
good throughout the course.

Analysis of the Record sheets revealed that the course was 
beneficial to all pupils. None of them could weave initially 
so every child acquired a new skill which helped them to 
improve manipulative skills, encouraged creativity, and 
increased confidence in making choices. All of the pupils took 
away a completed and framed tapestry picture. The table below 
indicated the number of pupils who were successful at the 
specified objectives on the Record sheet.
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Processes Number of children who mastered the 
process

Plain Weaving 21

Soumak 21

Rya 16

Wrapping 1 5

(Total number of Children = 21)

All of the pupils achieved at least 50% of the specified 
obj ectives.

It was possible to discern from this information where pupils 
were experiencing the most difficulties and to consider ways of 
helping pupils to overcome these problems. For instance one of 
the visually impaired pupils could not master the "wrapping" 
stitch because this involved wrapping the weft yarn around a 
number of warp threads. When these warp yarns were pulled 
together in this way it was impossible for this pupil to
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distinguish one from another. Varying the texture of the warp 
yarn or using strongly contrasting colours seemed to be a 
solution to this problem.

The presentation of the Record sheet together with the 
practical work at the end of the session provided an 
opportunity for discussions with individuals about effort and 
attainment. (This was facilitated also by the presence of the 
support teacher in the classroom who could work with the 
remainder of the class while these discussions took place). 
Pupils revealed that they were enjoying the learning process, 
that they had increased their knowledge of working with yarns, 
and that they could distinguish between a knitted and a woven 
fabric. The pupils had a very clear expectation of what they 
should have achieved, and were able to identify their 
weaknesses. They liked the positive aspect of recording 
success on the Record sheet and enjoyed working towards small 
identified goals. The pupils also valued the experience of 
evaluating their own work. The Record sheet- helped to maintain 
motivation and interest in the course work.

Information from the Record sheet provided the basis for an 
internal teachers report. The evidence contained in these 
reports indicates that non-verbal skills and abilities were 
improved by the learning activities which took place during the 
project. The reports were also a useful reference point on 
parents evening.

233



Keeping a Record of work proved to be a valid experience for 
the pupils and a worthwhile exercise for the teacher. Suitable 
Records could now be designed for use with second and third 
year pupils in the lower school.
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AN OVERALL SUMMARY OF THE CLASSROOM BASED WORK

The thrust is from the nomethic to the ideographic dividing the 
students out from one another like the opening out of a fan, 
not with a view to classifying them or ranking them in order of 
preferability, but ideally, with a view to showing that each is 
in a class of his own".
Rowntree 1977

Initial Findings

This research aimed at improving the quality of teaching and 
learning in the subject of Textiles at lower school level.

Initially it was a journey through the history of Design 
education in this country. It traced the teaching of Textiles 
back to its domestic and industrial origins in the 19th 
century. It saw the context in which the subject arose and 
noted the influences of the Art and Craft movement, of the 
Bauhaus, and the Educational Reformers. The subject evolved 
steadily from these beginnings, and adapted itself to the 
radical changes which have been taking place in schools this 
century.

Although in recent decades the subject has often been regarded 
as a low status subject on the school timetable it has 
steadfastly remained.
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Once it was the province of girls alone, now boys routinely 
pursue the subject up to the age of 14, and sometimes beyond.

This research has traced the demise of the painstakingly hand 
stitched seam to the advent of technology. Firstly the sewing 
machine, then the electric machine, now the computer. Whilst 
handmade buttonholes, and flat fell seams may still have their 
place, the Textiles room now offers a wider scope of activity, 
encompassing skills based on ancient crafts such as weaving, 
and spinning, as well as fabric printing technologies, and the 
fashioning of clothes, and scientific exploration into fabric 
construction and properties. All of this and more may be 
expected from today's Textiles teacher.

The two important factors for the teacher are the art and craft 
of the subject, and the pupils themselves. The Textiles 
teacher needs an ultimate love of the craftwork involved, this 
is to be imparted to the pupils with sincerity in the hope of 
raising their awareness through the materials with which they 
will work.

The Syllabus

The initial findings indicated that the syllabus must be 
planned so as to be subservient to the needs of the children.
It became clear that the educational value of Design work lies 
in the physical and mental processes which go into its making
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and shaping. This survey therefore had to look at the way in 
which children think and learn.

The right side of the brain is nurtured by creative thinking. 
The Design curriculum has much to offer therefore to the 
balanced development of human thinking, it offers ample 
opportunity to use right brain thinking. Skills in creative 
thinking can be promoted by Design teachers. Students of Lower 
School age are only beginning formative thought and as Design 
Education works in a concrete mode, problem solving and 
formative thinking arise from making and doing activities. 
Abstractions can gradually come into use, by becoming 
realities.

The Design teacher is also in a favourable position to foster 
moral awareness and certain facets of character. In a wider 
sense a concern for appropriate technology can be cultivated, 
and in a local sense group work can engender a spirit of co
operation and responsibility. Tolerance and less selfish
attitudes can be encouraged. Individual traits such as self-
reliance, perseverance, initiative, good organisation and
tidiness, can all be pursued. Aesthetic value judgements can
be discussed as the opportunity arises.

Character building through handicrafts has long been 
recognised. S H Glenister (1953) quotes Rouseau on the 
subject :
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"If instead of keeping a child at his books, I keep him busy in 
the workshop, his hands work to the advantage of his intellect, 
he becomes a philosopher, while he thinks he is becoming simply 
an artisan".

Part of the Design teacher's task is to ensure that the work 
carried out is not seen as mindless and is not under-rated.

Working with materials also has an emotive core. Effective 
learning is another element of Design which cannot be 
overlooked. This is particularly relevant to young teenagers 
who are just reaching puberty and may well be in the throes of 
some emotional trauma.

The research has looked closely at the development of the 
adolescent, and has aimed at appropriating the "Textiles" 
syllabus directly to the needs of the 11-14 age group. It was 
hoped that by endeavouring to develop fresh awareness, new 
thinking processes, and by encouraging decision making about 
materials, the seeds of moral responsibility towards world 
resources would at least be sewn.

In consequence of these searchings a sequential plan for 
Textiles within Design at lower school level was formulated.
In general the approach was to consider Textiles as an art 
form, and as a technology, to look at the way in which textiles 
are constructed, the methods used to render them more

238



decorative, and the ways in which they can be fashioned into 
clothes or artefacts.

Methodology

The new syllabus was put into practice with the first year 
group of pupils from the Martin High School. Spinning, natural 
dyeing, and weaving were attempted by the children as described 
in section 3.2

The methodology employed was essentially based on holistic 
principles with the class working at their task in a logical 
sequence, from a whole class activity of spinning together in a 
circle, then collecting plant material and working in smaller 
groups in the kitchens to extract dyes, and finally working 
individually to create tapestry pictures. Thus beginning with 
the whole and working down to the parts.

The first year course included a visit from a felt-maker who 
brought many examples of her work for the children to handle. 
She demonstrated her craft to the pupils and this extended 
their knowledge of wool as a material.

It also provided much fun and enjoyment as the children were 
able to work outdoors at pounding the wetted fleece with their 
bare feet. (Another experience of non-verbal activity.) There 
was jubilation as the first felted wool was revealed.
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Achievements were recorded at the end of each lesson on the 
specially designed Record Cards. Good effort was rewarded.
The course proved to be a satisfying and worthwhile experience 
for pupils and teacher alike.

The second classroom study was equally well received. The 
chosen group of 12 / 13 year olds explored the topic of 
"Decoration" with a special emphasis on colour. As the pupils 
were slightly older a more analytical approach was used.
Pupils were presented with the theory of the colour circle, 
they practised this for themselves and then worked on designs 
for T shirts, and on colour schemes for bedrooms. This allowed, 
them to explore the Use of colour in differing media. There 
was a strong element of self-expression deliberately included 
because of its relevance to this age group. Pupils were 
encouraged to share resources, and had to work as a cooperative 
team at the printing table when they produced their T shirts.

The Record cards were available throughout the lesson and 
pupils were free to complete details of achievements as they 
occurred. This assumed a responsible and maturing attitude 
from all pupils.

The third classroom study took place in an entirely different 
situation at a City Community College. First year pupils 
pursued a weaving project, working individually but with 
encouragement to share resources. The Record keeping was this 
time more structured as pupils needed more help to complete the
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recording process. Once again a positive and encouraging 
result was obtained.

The Recording Process

Throughout the three classroom studies it was evident that the 
children were enjoying the learning process. They moved 
through the Textiles experience with an increased awareness, 
acquiring a,knowledge of working with new materials, finding 
ways of solving problems, developing their thinking and their 
understanding of design processes, and learning skills.' Their 
ideas were communicated through drawings, and other graphic 
means, and their achievements were rewarded. The teacher in 
the classroom was a facilitator of this learning process.

As any design process contains an element of evaluation it was 
deemed important to involve the pupils in constructive 
criticism of their own work. It was decided that an on-going 
appraisal of achievement would also avoid the pit-fall of "end 
result marking" and give due recognition and acknowledgement to 
the thinking, making, and doing process inherent in the design 
task. From this decision was born the "Record of Achievement 
for Textiles". This document was duly issued to each pupil and 
completed by them in collaboration with the teacher as 
described in the classroom studies. It was designed especially 
to encourage graphic abilities, and therefore did not lean too 
heavily on verbal modes of recording, it relied instead upon
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the making of drawings, the keeping of charts, and the 
collecting of samples.

The "Record of Achievement for Textiles" contained a criterion 
referenced self-evaluation scheme which specified the skills, 
understandings and abilities that the pupils were required to 
achieve. For example, the weaving project required pupils to 
attempt four basic weaving processes.

The record keeping was positively received by the majority of 
the children in the studies. It offered a precise statement of 
what each pupil had learnt, and therefore gave a detailed 
feedback to both teacher and child. The pupils were able to 
see their own progress and identify their personal areas of 
weakness, and the teacher was able to discern whether or not 
learning objectives had been satisfied. Once problems were 
identified effective remedial help could be supplied. It was 
also easier to monitor pupils thinking processes and redirect 
these if necessary. End products could be viewed in their 
rightful context, the Design process could be seen to have 
order, and the delight of sudden insights, or the mastering of 
difficult skill could at once be noted and recorded thus 
reinforcing the success. There was no longer any need to rely 
on the child's or teacher's memory of what was done.

The Record card proved to be an excellent way of increasing the 
teacher's knowledge of individual pupils. This of course is 
extremely useful when children pass through a Design area in
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only six or eight weeks, and when reports on the child may have 
to be written sometime after the teaching and learning 
experience has actually taken place. It also proved to be a 
useful resource on parents evenings.

(The completed Record cards for the three studies can be seen 
in Appendices 3,5 and 6).

Some Problems Encountered

The process of recording achievement does take up an amount of 
classroom time. This was overcome to a certain extent in the 
second classroom study when thé Record cards were made 
available for the children to use throughout the lesson as they 
themselves decided. When the study was carried out in the City 
Community College a more structured approach had to be 
maintained as the pupils were not mature enough to respond to 
the responsibility of working with less direction from the 
teacher. The time spent on recording work must be seen as part 
of the learning process, and in this way it becomes a valued 
part of the lesson. Rushing to complete Record cards at the 
end of the lesson negates the achievements and this must of 
course be avoided. In a long Design lesson a change of 
activity is often a breath of fresh air, and concentration can. 
be restored by focusing on a different aspect of the task. The 
most fruitful approach seems to be a flexible one, whereby time 
is allocated during the lesson to record achievements, but 
where pupils are allowed access to their cards on an individual
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basis if required, and where time can be allowed at the end of
a lesson for a final check that all achievements have been
noted. The .help of a support teacher for less able pupils is 
invaluable, and this also gives the class teacher more time for 
negotiations with pupils about their work.

It is important that the keeping of a Record does not disrupt 
or takeover from the normal content of the lesson. The Record 
should be an integral part of the design process, and as such 
an integrated part of the children's work. .

The mixed ability, grouping of the children put certain 
constraints onto the Design of the Record Card. If all of the
children were to achieve success then the Record needed to
address a very basic level of skill as well as extend the 
brighter pupil. In the first year course the weaving Record 
card satisfied the whole range of ability, this was 
substantiated in the third study when the same Record card 
was used for a lower ability range. The children were still 
able to understand and cope with the recording process, 
although some individuals needed the help of a support teacher. 
On completion of the first study it was felt that the dyeing . 
and spinning Record cards needed some modification, 
suggestions for alterations to the cards have been outlined in 
Section 3.2.

The objectives for the second classroom study were more 
creative and graphical in content, requiring pupils to make
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detailed drawing of their design work, and to collect and 
display samples. Analysis of the completed cards suggested 
that the objectives were accurately pitched for the full range 
of ability, less able pupils were able to work at their own 
level and make satisfying progress, whilst the brighter pupils 
could pursue their ideas to relevant standards. The classroom 
studies- confirmed that the difficulties of working with mixed 
ability groupings can be addressed and overcome by careful 
forethought in the planning of objectives.

The problem of assessment in Design is on going. Dedicated 
crafts people find joy in the working with materials, there are 
those who would argue that there is no place for formal 
assessment in Design, and that children should be allowed to 
make and do within the environment of the classroom, and in 
this way personal growth will occur and learning take place for 
the individual, and that this process is an end in itself, 
requiring no grade. Unfortunately the school is part of a 
system which intends to categorise and to judge, and to 
compare. Recording achievementss is one method of recognising 
the learning process, and avoiding the marking of end products 
in isolation from their making. It may not be an ideal system 
for Design teachers, but it is a pertinent compromise.

D E S  Recommendations

The process of recording achievements in Textiles as suggested 
by this study, could be appropriate as an element of the Pupil

248



Profiling and Record of Achievement policies recommended by the 
D E S .  When the classroom studies took place it was a 
government intention to ensure that all pupils should leave 
school with a summary document composed of:

Personal profiles 
Portfolios of work 
External reports 
Assessments 
Examination results 
Leaving certificates.

Although the introduction of the National Curriculum has 
delayed the initiation of these plans, many schools have 
ventured to work towards such a requirement and have placed > 
emphasis in the curriculum on process learning, with stresses 
on skills and new methods of acquiring knowledge and 
information. Courses in GCSE, TVEI and CPVE are all based on 
developing pupil centred learning. These systems of teaching 
are concerned with,assessing pupil - progress in a cumulative 
way. They involve the pupils in self-assessment, and record 
keeping in the form of diaries, scrapbooks, drawings, 
photographs, and tape recordings.

These initiatives have derived from the recognised inadequacy 
of the examination system. An increased amount of information 
about skills and performance is needed by a majority of 
employers, especially as the job market is so competitive.

249



The recommendations of the D E S  were that pupils should be 
encouraged to keep accounts of their progress and achievements 
across the curriculum. The accounts should be known as the 
"formative" process. Every so often, perhaps yearly, a 
"summative" statement should be made by the tutor, based on 
information already collected and presented.

The final summative statement is the pupils' personal "Record 
of Achievement" which he or she takes away from school on 
leaving.

The "Record of Achievement" is defined as a:

"systematic, comprehensive, descriptive assessment of a pupils 
academic and non-academic achievements, attributes and 
interests".

It is intended that "Records of Achievement" should be 
documents which recognise accomplishments beyond those measured 
by formal examination systems, that they should be recorded as 
a process of learning, as part of the curriculum content. Key 
aspects of education should be recorded such as knowledge, 
understanding, practical skills, creativity, aesthetic 
judgement, and personal and social skills. In this way it is 
intended that a "Record of Achievement" should offer a rounded, 
comprehensive picture of what a pupil can do. Achievements 
would be recorded in subject areas by subject teachers.
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Pertinence of the Classroom Studies

The method of recording developed in this study is appropriate 
to the subject within the particular schools where the research 
took place, and it is probable that this recording process 
could be part of a whole school response to government 
proposals.

The pupils are expected to make efforts to meet certain 
criteria within the subject of Textiles. It is a way of 
successfully monitoring pupil progress. The Record was 
designed especially to encourage graphic ways of recording 
data, and does not utilise lengthy verbal ways of recording 
statements. It is a document which the child owns and it tells 
of the skills which that child acquired at a specific time in 
his/her school career. Rather than leaving school with an 
ambiguous grade for Design the pupil takes away evidence to 
support abilities, a document which shows that he/she knows how 
to spin or weave, photographs and drawings of work done and 
graphs and charts recording progress.

As the curriculum develops the Record can be added to or 
modified. New criteria can be introduced, others may have to 
be changed. As the assessment is on going the chance of a 
final grade being based on an exceptional piece of work is 
avoided.
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The Record cards proved to be pertinent in several ways as
summarised below:

1. The completed Records provided confirmation that 
individual pupils were meeting specific objectives 
in their learning, and that they were acquiring 
non-verbal skills and enjoying the tactile 
experience.

2. The pupils had a clearer indication of the 
standards they were expected to achieve, and some 
chance to take an active role in the evaluation 
of their efforts to meet those standards.

3. The Record cards improved motivation. They helped 
pupils to maintain an interest throughout the course.

4. The Record keeping allowed pupils to proceed at
a personal pace and effort was immediately rewarded 
by the.satisfaction of recording a YES answer of a 
GOOD rating. Each pupil was fully involved with 
decision making processes related to personal 
progress.

5. The Record keeping seemed to encourage an atmosphere 
of cooperation rather than competitiveness. Pupils 
appeared more ready to help each other.
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6. The Record cards provided positive feedback for 
both Teacher and Pupil.

7. The Teacher was able to use the Record Cards as an 
aid to identifying particular pupils with particular 
problems. This ultimately improved the quality of 
teaching.

8. The completed cards provided an overall picture of 
each child's progress, and not only an end result.

9. The cards provided a stimulus for discussion with 
pupils about their work. . Especially useful with 
more reticent pupils. Teacher - Pupil relationships 
improved through the Record keeping progress.

10. The Cards proved to be useful for future initiatives 
in Design. An extension of the Record keeping to 
other years and other subjects would be a viable 
possibility. In the third year a similar scheme could 
offer support for optional choices made in preparation 
for examinations.

11 . The Record keeping was sympathetic to current
initiative prompted by the D E S  and could be adapted 
for years 4 and 5 in upper schools to form part of 
the National recommendations for Records of 
Achievement.

253



In final conclusion it is clear that the study indicated a 
positive way forward for a cumulative, graphical, self- 
assessment scheme. Some fine adjustments to the criteria used, 
and to classroom organisation would be necessary before the 
scheme could be adopted as a permanent inclusion in Textile 
courses. In the first year study advantages outweighed 
disadvantages and multiple benefits arose from the Record 
keeping process. The initial contention that certain Design 
skills, essentially non-verbal in nature can
be improved through work done in Textiles was verified by the 
positive outcome of the self assessments. These were 
interpreted by the teacher and appear in this context in 
Appendix 1.

The secondary contention was that the quality of non-verbal 
thought may also be improved through the experience of 
Textiles. This is much more difficult to ascertain as no 
convention exists with which to measure qualitative 
improvements. A continuation of this study at some future date 
may pursue this in more depth and detail. At the present time 
a subjective viewpoint would compare the quality of the 
performances of this sample of pupils with those who have 
experienced Textiles before in the same school. Whilst 
recognising the inadequacy of this method for research 
purposes, it can still be reported that the outcome of this 
comparison would be favourablei
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In certainty it can be said that the record keeping process, as 
part of a new approach to Textile teaching led to a radical 
improvement in both teaching and learning.
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TEXTILES INTO THE 1990'S

The opening of the new school year of 1989 brought with it the 
advent of the National Curriculum, to be introduced 
progressively over the next eight years, so that the whole of a 
pupils educational experience will be gradually redefined. 
Subject teachers will therefore be reviewing syllabi, and some 
teachers will be more involved in changes than others.

The National Curriculum comprises of three core subjects 
English, Mathematics, and Science, and seven other foundation 
subjects listed as Technology (including Design) History. 
Geography, Music, Art, Physical Education, and for 11-16 year 
olds a Modern Foreign Language. Whilst the Education Reform 
Act of 1988 does not actually detail the content of the subject 
matter Statutory Instruments (or 'Orders') will be used to 
outline the programs of study for each of the foundation and 
core subjects. ,

When Textile teachers first pursue the National Curriculum they 
may feel somewhat indignant that their subject, which after - 
all has boon prosont on school timetables since 1862, attains a 
seemingly brief regard. There may be some fear that its 
individual character will be submerged as the subject succumbs 
to the demands of the new curriculum. It must be remembered 
that in establishing a foothold in Design Education and in 
making the necessary radical changes to its fundamental form. 
Textiles also succeeded in remaining true to its traditional
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values; its versatility can now be restated as it works.to 
acquire a status in the National Curriculum.

A Place on the Curriculum

Where then is the place for Textiles within the new system? 
HMI's recommend nine areas of experience for all pupils, these 
are:

1. . Mathematical
2. Scientific
3. Social and Political
4. Aesthetic and Creative
5. Linguistic and Literary
6. Ethical
7. Spiritual
8. Technological
9. and Physical

It would seem reasonable to suggest that elements of Textiles 
would fit either into an aesthetic and creative experience, or 
into a technological experience. Textiles undoubtedly 
possesses a degree of creativity. It allows pupils to respond 
emotionally to sensory experiences, and through a tactile 
approach it promotes the use of the imagination; and the 
development of perceptions; the visual outcomes also require 
pupils to make discriminative and aesthetic choices. These 
qualities are inherent in the subject, but as an area of
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experience it has more to offer, and so the question arises as 
to whether or not Textiles could fulfil the requirements of a 
technological experience.

To answer this question we must determine exactly what the 
National Curriculum expects of "Technology". It is a subject 
which has made its appearance on the school timetable only 
recently, within the last decade. Its debut is a response to 
the needs of society and its content is more diverse than might 
be expected. Its place on the curriculum is not merely a 
facility to introduce children.to the use of computers - it is 
rather a realisation of the urgent need to prepare young people 
for a very.complex industrial future, a future in which many 
human work skills will be automated by machines. Education 
today has to accommodate a technological philosophy because 
technology persistently pervades all human isgues.

How are schools going to face up to this mammoth challenge?

B.K. Down (1986) gives three underlying aims for a 
technological education, these are:-

1. "preparing children, morally, and politically, for 
understanding and being critically aware of the social • 
issues of technology"

2. "learning how to employ technological devices, wherever 
appropriate"
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3. with particular reference to C.D.T., developing an 
"involvement in, and understanding of the areas of 
technology that can be related to designing and making"

To incorporate these ideals the educational experience of 
technology must be in essence cross-curricular. It is directly 
concerned with all human needs, i.e., the provision of shelter, 
food, clothing, maintaining health, communication, electronics, 
biotechnology, fuel extraction, and alternative technologies.
It aspires to teach pupils how to control their environment and 
to do this they have to become aware of differing human 
conditions and points of view; they need knowledge and 
understanding of materials, resources and energy; they must be 
conscious of problem solving strategies and know how to 
communicate ideas effectively; and moreover they must learn 
how to respond in a positive and disciplined way for the 
increased benefit of the whole human race.

No single subject on the school timetable could contemplate 
achieving such vast aims, but within a cross-curricular 
framework individual subject areas could identify their own 
responsibilities. I believe a thoughtfully designed Textile 
syllabus can address several major components.

Moral and social issues cannot be confined exclusively to the 
Humanities. It was suggested in Section 2.1 that Design 
subjects should nurture a caring attitude and be attentive to 
encouraging responsible citizenship. Environmental
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improvements can be brought about through the use of textiles. 
For example a Textile project might be set to instigate the 
designing and making of soft toys for local handicapped 
children/creche/or nursery. Pupils would be expected to make 
an analysis of the existing situation, determine specific 
needs, carry out research, and select appropriate solutions.
In Textile lessons more emphasis could certainly be placed on 
serving local community needs.

Textiles can also be presented to pupils in an historical and 
cultural context with the purpose of raising awareness of 
design in society. A study of clothing and the development of 
the fashion industry lends itself to the nurturing of human 
attitudes, values, and morals. This is quite appropriate for 
the requirements of Technology within the National Curriculum.

Pupils must understand the purpose of the activities in which 
they are engaged. Many Textile projects contain a strong 
personal element, pupils often design and make artefacts and 
garments for their own use. It is relatively easy for pupils 
to clarify the purpose of these activities if the outcome is to 
satisfy their own needs. Once personal needs are recognised 
emphasis can be directed towards establishing a concern to
satisfy the needs of others through the processes and outcomes

» >of design and technology.

The subject of Textiles can also contribute towards the second 
aim, it can teach pupils.to employ appropriate technological
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devices. Computers should be accessible for Textile teachers. 
Software already exists which can be useful in Textile 
projects. The B.B.C. ’’Image" program for instance can be used 
as a starting point for designing. If the computer is linked 
to a video camera and colour printer the resultant designs can 
be very lively and exciting. An experimental tapestry project 
using the subject of "faces" was pioneered in this way as part 
of a first year project at the school in which I now teach. If 
access to computers is available this sort of software aids the 
process of designing and can extend imaginative possibilities. 
Many variations of proportion, colour, size, pattern etc. can 
be manipulated in just one or two lessons. This is very 
advantageous when time is at a premium on the Design circusi

Computer-aided sewing machines and knitting machines are also 
in use in some schools, and can be used effectively in G.C.S.E. 
and 'A' level courses.

A technological experience should offer a wide range of 
technologies, not just expertise in one aspect. Retaining a 
Textile element within the curriculum extends the possible 
range of experiences. Textiles deals with simple technology - 
"low tech", it uses well tested traditional equipment such as 
scissors and spindles, spinning wheels and looms, but it also
aspires to high technology in the use of "Hi-Tech" equipment

>1such as sophisticated sewing machines, knitting machines, 
overlockers and computers. The Textile industrialists are not 
lacking in their use of technology, school links with industry
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through visits and work experience can help to expand 
technological experience. From scissors to lasers pupils who 
study Textiles to Upper School level should have the 
opportunity to learn the appropriate use of a wide range of 
technological equipment.

The third aim, is to include an involvement in, and an 
understanding of the areas of technology than can be related to 
designing and making. This is applicable not only to C.D.T., 
but also Textiles.

Gillingham (1988) defines the experience of technology as a:

"disciplined process, using resources of materials, energy and 
natural phenomena to achieve human purpose"

he states also that technology is about:

"helping students to become competent and confident and able to 
respond positively to a wide variety of situations where 
personal judgement and action are required to identify needs 
and solve problems where a range of solutions are possible"

A well planned Textile syllabus would conform to these 
descriptions. This research has found that the subject is a 
disciplined process, with its own body of esoteric knowledge. 
The syllabus can be ordered in a logically consistent and 
sequential manner beginning with the origin of fibres and the
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construction of fabrics, then exploring the decoration of 
fcibric, and lastly using the fabric in the production of 
artefacts and garments.

The subject relies on resources of materials and energy. For 
example a first year project on spinning and weaving could 
contain the following

the collection of fibres for spinning, the use of energy to 
spin them, an investigation into the evolution of the spinning 
industry, experiments with spindles and spinning wheels, visits 
to a Textile factory, the collection of plant material for 
natural dyes, the dyeing process, the making of simple woven 
artefacts, the use of various types of loom, the achievement of 
human purpose in the designing and making of the practical 
woven item. »

Almost any activity taken from a well organised Textile 
syllabus would satisfy these descriptions of technological 
experience’. For example a pupil might be asked to design and 
make a garment for à particular purpose. Making a garment is a 
disciplined process, it has its own background of knowledge and 
technical skills, it demands a consideration of materials, it 
utilises the naturally occurring properties of the chosen 
fabric, it introduces the constraints of economy, it uses 
energy (in the form of the sewing machine) it satisfies the . 
human need to clothe oneself in an appropriate way. The pupil 
who designs and makes a garment is asked to respond in a
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positive way to make judgements, to solve problems, to 
transform a 2 dimensional design into a 3 dimensional reality, 
to achieve a fit and to find one answer amongst many possible 
solutions.

From this we may infer that technological experiences do take 
place in the Textile classroom, there is:

1. identification of problems and investigation
2. generation of ideas
3. invention and innovation
4. implementation, making and doing
5. awareness and use of technological equipment
6. decision making
7. creating solutions
8. evaluation and personal development

These activities depend on the skill of the teacher, who must 
make them visible activities which are open for assessment.

Certain aspects of Textiles are indeed closely aligned to a 
technological experience for example the nurturing of non-, 
verbal skills. Here I believe Textiles can shine proudly. 
Gillingham (1988) states that:

"the use of the imagination and creativity requires students to 
see with their 'minds eye'. The development of this non-verbal 
form of thought has been characteristic of design and
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technological activity, throughout history. This imagination 
is initially realised through drawings, diagrams, plans, 
models,, prototypes and simulations. Eventually it is 
reproduced in the final form of a product artefact or system. 
Imaging is a distinctive feature of the creative thinking of 
designers and technologists, it is a form of thought different 
from and complementary to verbal modes. Its development forms 
an important aspect of technological education."

This activity of mental picturing is a necessary process for 
the pupil involved in a Textile project. If a pupil is 
required to design a woven tapestry, using the skills of 
weaving which he has acquired and practised in the preceding 
lessons, then that pupil must at first visualise his idea. The 
pupil might make graphic images of what, he knows, and his 
initial picturings of mind however inconfident, may be 
expressed in some simple form, these can then be a spring board 
for new ideas, or can be rearranged, or newly composed into a 
new form. Creativity is thus given expression, roads are 
opened for divergent thinking skills. Other examples can be 
given too, for instance: a pupil engaged in designing his own 
bedroom might make a careful 2D plan on graph paper, which 
could later become a 3D scale model, or perhaps an idea for a 
garment can be conceived as a series of fashion drawings.

Non verbal imaging skills can also- be stimulated by collections 
of interesting artefacts, such as shells, fir-cones, pieces of 
driftwood etc. Sound too may be useful, tapes could be
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listened to. Senses other than the visual can be harnessed. 
Pupils can also be encouraged to search the environment in an 
investigative way, seeking out ideas which may be used in 
designs. The pupil can be encouraged to decide either in a 
logically reasoned, or instinctive manner, on what is 
appropriate for the intended purpose.

The aware teacher can use the experience of Textiles to develop 
non-verbal perceptive and technical skills. The limits of 
shape and form can be explored extensively through the 
enjoyment of fabrics. It is verifiable through this research 
that Textile teachers stand in an excellent position to 
actively encourage the development of non-verbal thinking and 
imaging skills in their pupils. This also means that Textiles 
has an important role within the curriculum as these skills can 
be useful in other subjects.

It has been suggested that Technology in the classroom is 
especially concerned with problem solving, and with identifying 
problems and recognising the need for change. There is 
opportunity here for a new emphasis from Textile teachers, 
problem solving skills can be activated by the solving of 
Textile problems, just as they can by solving other design 
problems.

Textile projects also allow pupils to use their knowledge of 
scientific and mathematical skills. These skills from other 
areas of the curriculum can be applied to Textiles studies, for
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instance a dyeing project, requires the practical use of 
chemicals for a specific purpose, a knowledge of botany is 
useful in identifying and collecting plant material for dyes, 
mathematical skills are practised in the weighing of materials 
and both a scientific and an artistic understanding of colour 
are necessary. A fabric printing exercise requires careful 
measurement, an understanding of the laws of pattern, and a 
mechanical knowledge of printing as well as an artistic 
approach.to design work. This practising of knowledge and 
skills from other disciplines is yet another component of a 
technological experience.

Work in Textiles helps to familiarise pupils with the Design 
process, and the designing tasks can be appropriate to real 
life situations with suitable constraints of time and money 
applied in a realistic and meaningful way. Pupils involved in 
designing their own garments for instance, must be personally 
concerned in aspects of budget and economy. Community projects 
also can be planned with due regard for such matters. The 
National Curriculum for Technology expects pupils to generate 
achievable designs whilst taking into account such restraints.

To reiterate: it is possible to see that Textiles courses have
a functional purpose within a Technological education, they can 
demonstrate a responsibility towards the basic aims. They can 
help to bring about an awareness of design in society, and help, 
pupils to come to an understanding of the purpose of design 
activities - they can familiarise pupils with appropriate .
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technological equipment; and through the use of materials they 
can Cultivate non-verbal imaging skills, encourage the 
development of problem solving skills, and allow for the 
application of scientific and mathematical knowledge.

A comparison of the Textiles Experience to the Attainment 
Targets of the National Curriculum

A closer scrutiny of the contents of the National Curriculum 
for Technology will reveal more precisely the relevance of 
Textiles to the school timetable of the 1990's.

Under the new proposals a pupils education is divided into 4 
key stages as follows:

Key Stage Age of Pupil

1 6 - 7
2 8 - 1 1

3 12 - 14
4 1 5 - 1 6

A secondary school curriculum is therefore concerned with key 
stages 3 and 4. The content of key stage 3 is applicable to 
lower school level, and therefore pertains directly to the 
content of this research.
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Within each Key stage is contained the knowledge, the skills, 
and the understanding which pupils of all abilities are 
expected to achieve. These are summarised as Attainment 
Targets. In Technology there are 5 recommended Attainment 
Targets, contained within 2 profile components. Attainment 
Targets 1-4 make up the Design and Technology Capability, and 
Attainment Target .5 applies to the Information Technology 
Capability.

Each Attainment Target has 10 levels, 10 statements of what 
pupils should know, understand and be süDle to do. In addition 
to this a program of study is Outlined for each key stage.
This ensures that pupils will be taught the necessary skills 
and processes which will enable them to meet the objectives 
defined in the Attainment Targets.

If we collate the relevant information for key stage 3 and then 
look at the first year project on Spinning, Dyeing, and Weaving 
which evolved through this research we can ascertain to what 
extent this project conforms to the new proposals. It must be 
remembered that a 10 week course on the Design Circus will not 
be expected to encompass all of the expectations. An holistic 
approach has to be adopted, it is hoped that pupils will 
achieve suitable levels across the range of Design subjects by 
the age of 14.
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The results of this exercise can be viewed in (Appendix 8) and 
are summarised in fig (8). It can thus be determined that the 
suggested first year project is viable as part of a first year 
experience in Technology. It covers all aspects of the 
programme of study entitled "Working with materials", and 
within the Attainment Targets it satisfies Attainment Target 2 
levels 2 - 6 .  It also satisfies Attainment T3 levels 2 - 6  and 
Attainment T4 levels 2 - 5 .

Other Textile projects discussed in this research would also 
satisfy aspects of the programs of study, and cover the 
Attainment Targets to acceptable levels. Obviously the Design 
curriculum for any school will have to be planned as a coherent 
whole, with specialist teachers working together to fulfil the 
total requirements of the National Curriculum.

Assessing Experience in Textiles

"In recent years feedback for pupils studying Technology has 
often taken the form of self assessment goals, as illustrated 
by the example in fig 9. Pupils are requested to tick the 
appropriate statement in the first column, and staff tick their 
choice of appropriate statements in the second column. 
Discrepancies can then be discussed, and the pupil is graded 
according to the responses. A graded assessment system in CDT 
has also been developed, this allows pupils to achieve their 
own potential at their own pace, it also recognises the fact 
that pupils are better motivated if they know what standards
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Babington Community College 
Technology Course Work Assessment

Course Section_________________________ Name
Form______ Date Staf f
Tick the statements that are true.
Thinking carefully about a problem - ANALYSIS
1.1 You understand part of the task. You are able to 

see how it might concern society.
1.2 You have understood the various parts of the 

problem. Have you thought of new problems?
1.3 You have carefully considered how to tackle the 

problem.
1.4 You have made use of some resources in solving the 

problem.
1.5 You have made good use of resources and explained 

how they helped you.
Putting a plan into operation - SYNTHESIS
2.1 You have thought about 2 different ways to solve 

the problem.
2.2 You have thought about more than 2 possible ways 

of solving the problem.
2.3 You can explain why you have chosen your solution 

to the problem.
2.4 You have worked hard on your solution.
2.5 You have produced a solution to the problem.
2.6 You have produced a "good" solution to the problem.
2.7 You have produced a "high quality" solution to the

problem.
2.8 You have chosen the appropriate materials and used 

them correctly.
Looking again at the problem - EVALUATION
3.1 You have compared your solution to the original 

problem.
3.2 You have found that your solution solves part of the
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original problem.
3.3 You are able to prove how your solution answers 

parts of the original problem.
3.4 You have looked for good and bad points in your 

solution.
3.5 You have suggested where improvements to your 

solution might be made.
Telling other people about your task - COMMUNICATION
4.1 You have used a suitable form of communicating.
4.2 You have used a variety of materials and ways to

communicate.
4.3 You have communicated your solutions effectively
The outside world - SOCIETY
5.1 You have shown how the problem is relevant to 

Society.
5.2 You have attempted to evaluate the effect your

solution will have on Society.
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are expected of them. The "GACDT" conforms to the standards of 
the National Curriculum and is consistent, with the aims of the - 
GCSE. There are 16 levels of increasing difficulty which 
pupils can aspire to, and level 10 is a GCSE Grade A pass. The 
"GACDT" provides relevant information, about individual 
progress, and can be supplemented by computer software for 
'Records of Achievement'.

Textiles has no similar accreditation system, presently most 
Textile examinations at GCSE level form an option of the "Art 
and Design" paper, or else are contained within "Home 
Economics". The autonomy of Textiles is in the balance, and 
Textile teachers need to show new initiatives in assessment 
procedures.

Now courses in GCSE, TVEI, and CPVE are basing development on 
pupil centred learning, the stress lies on skills and methods 
of acquiring knowledge, understanding and information, they 
assess pupil progress in a cumulative way. Assessments are 
criterion referenced, individual pupils are not compared with 
others, rather their assessment is a record of what they can 
achieve at a particular point in time. This type of assessment 
involves the pupils who must be aware of objectives and targets 
and who must be cible to measure their own achievements against 
a list of criteria. In OCEA Maths for example pupils are asked 
to colour in a target once they have achieved a particular 
skill. Discussion with the teacher is also an integral part of 
this type of assessment.
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Textile teachers can learn from these techniques of assessment. 
My own research at lower school level has led to the structure 
of a continuous self assessment program for Textiles. This 
utilisés some of these principles. Pupils are issued with 
their own Record Cards where they can keep an account of their 
own learning. The approach is a graphical one encouraging non
verbal means of recording achievements in keeping with the 
essential nature of the subject. Pupils are required to design 
their own ratings system; to indicate by appropriate means 
their achievements of specific objectives; and to record the 
time spent on specific tasks; they must also chart their own 
progress, collect samples and make drawings.

Three classroom studies showed that pupils of mixed abilities 
responded positively to the scheme. Record Cards were kept 
with pride and enjoyment and a new sense of purpose was 
realised. On completion of the course each pupil owns a Record 
of their work, which can be kept as part of a growing profile, 
and the teacher has gained a clear indication of individual 
progress.

This is a suitably dynamic approach to assessment, particularly 
appropriate for younger pupils in the secondary school. It is 
more exciting than ticking boxes, and is a less formal, though 
none-the-less relevant means of recording progress. An 
approach to Textiles for the 1990’s needs to incorporate such a 
lively assessment procedure.
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Government proposals for the next decade, throughout any given 
key stage, are that pupils will be assessed according to 
statutory arrangements-at 7, 11, 14, 16. The details of these 
arrangements are not at the time of writing, yet published but 
it is clear that teachers will be expected to keep a continuous 
assessment of each pupils progress through the Attainment 
Targets and that such record keeping will be essential for 
discussions with pupils and their parents.. The Record cards 
derived through the outcome of this research have served a 
similar purpose and could be modified to pertain more directly 
to specific Attainment targets.

Aims for Textiles Teachers in the Next Decade

This research foresees that Textiles could enter into the 
technological future of Design, indeed certain aspects of the 
subject seem to be ideally suited to such development.

Textiles teachers must meet the challenge of the National 
curriculum by aspiring to renewed energy, necessarily 
innovative methodology, and autonomous assessment procedures. 
The traditional aims of Textiles should not be foregone, but 
rather revitalised. In the light'of this research the 
following aims are suggested as a positive way forward of 
Textiles teachers of the 1990's.
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1. To look for enlightened means of evoking creative and
aesthetic responses through the use of fsÜDrics and 
threads.

2. To raise personal awareness of pupils and to strive to
. extend this into a wider social concern.

3. To use sensitivity to the human condition as a reason
for the investigation and the pursual of appropriate 
solutions to both personal and community problems.

4. To alter the emphasis of problem solving and encourage
pupils to seek improvements in their environment.

5. To enrich communicative skills and to consider mixed,
media and increased opportunity for graphical 
expression of ideas.

6. To make use of computers as an aid to Design skills.

7. To show an essential concern for the prosperity of
non verbal skills and non verbal thinking abilities.

8. To engage in developing and inspiring making and
doing activities. .

9. To provide security for the implementation of ideas.
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10. To discern ways of raising perceptual awareness in 
pupils.

11. To seek sophisticated means of refining the technical
skills of pupils.

12. To encourage the application of relevant technical, 
scientific, mathematical, humanitarian and artistic 
knowledge.

13. To endeavour to record, and to evaluate achievement 
in a purposeful and meaningful way. .
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APPENDIX ONE
CLASSROOM RESEARCH 1987
The classroom research took place during the summer term. 
One first year group were issued with Textile Achievement
Record Cards. The group consisted of 19 first year mixed
ability pupils. Time was allowed at the end of each 
lesson to keep the Record Cards up to date. The total
amount of time was somewhat reduced by unscheduled events
which took place during the term and resulted in missed 
lessons. However most of the pupils completed the course 
work.
At the end of the session the Record Cards were collected 
in and each pupil was able to discuss his/her card with 
the teacher. The teacher was then able to complete a 
report on each pupil. The reports are collected in this 
Appendix.
The Reports were kept by the teacher as a reference for 
future programs of work. They were not intended to be 
issued to parents, although the information contained in 
them was useful for writing the standard issue school 
report. The breakdown of information into the eight 
categories was very helpful for the teacher in 
identification of strengths and weaknesses. They were 
also a useful reference for the teacher to consult before 
Parents evening.
The Reports clearly indicated which objectives had been 
achieved by which child. It was clear to see that all 
the pupils had some measure of success, confirming the 
contention that practical activities in "Textiles" can 
improve non-verbal abilities.
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(Lboufc DCThpUrtvi  ̂ flvJÈ. ^cord  Co/d , a&&hov4h Ke eU'd 
p^ctUiCC a  fi/»Le drevw w y ^  LtS
C R ^ A T I V I " t Y
h /W / Kad/ be wo/lc hard hr fÀd idjfixis ,
M0^6Uj SlA^f^^d ^oAa. a  loxkç ^  0(^ficU>KCJi , Oa4 tJJLàjiA 
pncrwp/urvj and jV*dnnce w\ fhUs .

:FNVé>STL^ATlV6 eWG?uiiey
N îaJ/ eUd nx^ pursiAt ihn j w utk any en.th//s(a3M/

4c fe4  ̂ on vschcct AAafgnnls .

LT/\AP LC M  eNJTAT I ONI 
K/evt was cUso^povrJ^td u/ubk Kès Weovù^ / ond ^oiXd 
Kaxe tdttd/ a  secff\d aJbC^ph j b(A ^iaajl lAxd rust ûJJLouy 
4Vs.
DiSCkllAA IK /A TlorO
h /t t i  lootejtct DOAfi djfixvce ujhen MAjkju\a chôlcQS and  
ujos unoUrO/ obevtt oppyc^haie 4 ^ s  IvJz work .

f e P _ C 6 P T UAL AW -tk.eNieS5
T K o  puput kia.5 nA  n^cfuraly owaku 6c

) Kj£. A&edjkd ocnsfonf h&Lp 'k (/bcbiz^ idjuxji

T '^ C liK J iC A O  6 K I L L S  
'tfvjfcrK u/e/rt w W t ,  buob i/Aprcved cLwrwy 4Kc, •
+IÙ best ctC'kù/venrtenh were ih/ a  se. ^  oetou/*-

(5[^N/ek.AL C O M M eK JTS
h/etb was a  pvpub ^  li/uilted cdàdUt  ̂ un Do&^h . R t  
bentfibud fraM f W  cobkSe ^  cseveritl
(SiciUs y and. hn U-tetd the idCLo, ^  K o a m̂^  a . Éc-cord 
i$L fUs ww-k , oUKevjh he s k t^ L e b  t%- ih,
ax\d wevhed obawT aspects ^  "fhe ]^cordAd^ .



N IA /v i£  A N D R 6 W  /V \A R P L £ S  T Q X T l L e s  R O P O fP T

a a a n /iPl l a t i v ^  6 k i l l s . .
M/OSt&red 3  qj 4  w eo/v/c/nj pnraisse.s  

ki LtoATrveet Kew 4c \Ajcstsu\ -pLeexua-
and Lvovo able 4\r «sp̂  a. u or#g S UiSSrziS
c o m m u n i c a t i v e SKILLS .
Arvdrtw ujoo ahCE W  hCs kteom
Ox\d tn, at oioar ^/V\ • enjdjad
i^/Ab^s r a t m a s
C P O A T I V l T - y
A n d r e w  w o A  obit 4c aenenote hCs o L h  idaox? 
cmd CXSvliL tK&rL p/\reem ujCiSk. he(p •
Z|:NVO^T((^ATIV6 ewGpuiiey

ch’d. Axrfc iKobiuti/j pursuu  ̂ aopeeT ^
'iK t cxsvrve •

LEA/VP L O M e N J T A T I  ONJ 
Tiw9 puput WO/) a b U . 4c p/oxv a n d  hw
W(Yk. 4c CL soti^'/ad'o^ siro^cUud.

D \SC ^ I / W  I W A T l  aro
Andr &W 6haw & d  /&C& cywmindbm i4% two choic-Ê 

prrtecU/nî' . He 'fhurbi elancû. ^  c/lcxAn
^uuJfc

'PeP.COPToAL AWitR_eNi^S5 
AcvoLreuj HjLeaLtd 6s be- herwd/vLed <^ p *^ssüoLjl 
LSbiVwuUÛ /̂ av/\ +K4. Grv^iPan/wjerd". K_e Woo aJoLe  tc 
aLL&fh abcMd" 'thLs •

T ^ C M K J i C A O  cSKlLLS
fV\olAew ^K aw ed o Ice^n l^i^xouUd^ ^  Lcvle 
oi/vd 6hape, b u f w on r>JKen sed cJbû\AJr •
cAcmjc cu\d '\tzftyre ) 4Ke dwe /̂ha pwject u/as in t e ^ s iw  

( 5 ^ W e k - A L  C O M M e K J T S  tn ftuo ĥ SfXtct .

Af\^&w  b&conr'& iTMck AA r̂a /Lwon^ ^  Yexbxr^l 
^ucd/L^ùs d ijcun TTki p^oord Ccucàs
uacwpeteACe mit +ke 6echmfcot sloUl^ ^  w -eovù^ +- 
(5pÎA»Una • H t  WA! SatCsfèd U/Uh k u ' - ^ n  p^rASS j and

4K& n ^ u r^ l  d ja è ,^  .



N A M E  ^ H/A'Ro n  T E X T lL - e s  R E P O f^ T  .

a a a n / i Pl l a t / v e  6 k il l s

\SharoYL computed aJA fbur u/eov̂ *̂  pmessejy and 
^Kpvjod 0/ fcefin ctexbewty tn ike  Spinyvtna prvtesS* /  
KondUxvfl And SPw<IUjl Compe+'entUi

6 0 M M i/fs J IC A r /\ /e  5k lL L 5   ̂ ■ J
'SkorpTL w o o  able 4r c^mrvmyKvvOAute R e y  idjuu) 
in a /̂azaJEyt̂  û(SYtL oyt ^

ocftovir ch her work cm. iBeaa/d. CardscPoATiviT-y
6Kt ^kawexL a CztpoJoUJy in acnexotina
I ctbcus ox\d̂  woo ^Lt be ujûYk, czA, Ken Aww

irûblàfctv-c •:FNvocT((NATIVE ewĉ uiiey
<s3korPK cxn. l'MaftuP-OJtir't ^uLeof for ^fuo

^  4K& CAi>u5^^ SCtëxir\̂  PiA uams 
-k farvvJy V On4 searohA/Y\a ̂  plon4ylAAf«nn/s fyr

LEAAPLOMeNlTATIONJ ^
"TImo pf'pêt Uuoj obLe fc iMpterr̂erc/" her awvi ideoL
(3he p l a n n e d  corefuL^ a n d  cawxpiefced obC 4hrte

O is c ^ i M .  iK/ATioro P^4cfs
(Shorcn w o o  able br /A/uMe wise cJhzc\ces abaycT 
Ccftov' A n d  bexbt/rr in  her ujfirk. S K l uaaXJL tjU^
41^ Afprcpnohe fens far the prcietbs c^>h^6nW

f e P _ C 6 p T b A L  AVv/rlrR_eNiES5 I J  '
wa/) a b le  +r /n a f^  l/Se er\vriVïv\Aienfetl 

6flcvx/Li In  her wcv/c. 6  he U/As fs- in y ^ b U c J t  
aew Mnbena/î • ^

'T ^ C i iN J t C A O  6 tL lL L S  
(3hb skawed ttihwLeal cevr\petervce, pcx/'b\
WubL heqord br ce tau r and  bexbt/ra tn her

^  Wyrle .

C^EN€LR_AL C O M M E N iT S
(Sko/ran «tnj^yeci beepur^ the  C o rd  beaaiiœ
SKt luws gŷ ie ter ireview her aww pr̂ ross j and 
Chorh hor suecesjes, G he fbvnd bVuo ve^ rewordina ̂ 
Ctrd te+ACWnacb ^ih>os’iashb thrĉ KoAi' fK̂ . CûurU



v /  ,

N A M E , DANY gM A H ûN V T T X T lL e s  R fcPoR T

AAAn / i Pu l A T i V^ 6X1LLS
Dorjj w a s  a  capable pupCl. M e  M a s f e r c d  ojtt 4  ^  
ihe Ui^OA/uy p m e 6 s ^ 3 '/ a n d  w a o  able 4r ^ptd 
A/ 6 attsfacba/y Moea ùv lASsovs •

c o m m u n i c a t i v e SKILLS
t)Cury Ujos able 4c Cavnrvwrvùcojfe twd ideoo in a  

; CPfKcZsO A n d  ùn^pkÀccdy UJcy • Me 
k̂ Epur\j a  neob O n X  CzTtovizpul H.Cori .

C R O A TIV lT -y
K e  (SKaiocd O n  IA/La^uv\abwe ahUxi^u 4c  aereraJc 
1^5 fdeas fix p m c d ^ c o l  warË^. Da^L

oksT^Kunj yKe 6u/Vs.b^5 fke robtnas .
^ N v o ^ T i^ A T iv e  eNGpuiRy ^
dPorvAj r̂ xYvoA/yv-cd interecbed cA tKc fr^tlh a n d  
W O T  keen tr Search auvjb ^  schctsL fix tesefvl 
J a m s  a n d  I'dew) •

LTAAPtCMeNJTATIONl
<t)OYvyv5 work, w o o  well planned A n d  
ujdK core. M e  completed oil p^Acebs a n d  
KeS fvvtt aA<>SP CfRifeively •

D\SCK-\MiK/ATiOtN ^
'Tk\3 popCt w a s  a b U  4r AAoke di'sori/yiinefvnn 
C r ^ c e ù  abayd uorrvs a n d  A/loferwUs M e  u/ô p 
ablt 4c fdenKÇj the oarrtOr 4czrÙ5 td: tA/arfc .

fe P _ C 6 P T 0 A  L A Wvt R_eKiES5
vJPonu (/serf hÀS envir/w/wenf in a . pb/ukixe w e u  /
Isirk/Xj fipr I'deas ^  W  pyixOocA p ^ o t s  • Me Waij 
ke&v\ 4r dytS'kf'f 4d c ^ o y  Ld uorri • 

T ”̂ c r \N J lC A O  6 K 1 L L S  
“‘ÎKeve were well Monacperf . u/0-5 portvovl Orl^
Capable oP ubiLi%*YL4 LlAoj C6i/suz "tax"tono
(A k s  wo/k 

(5[eN/t,R.AL. C O M M E K iT 5
'~|4\A5 u)oe bcyefiovod 1^ O o n y , he w a j
4c fcXpe^iMervb wttk n e w  SidUi a n d  fhe Beea^d 
C o M  prvjv'derf fAofcirA/tepn far K A  cant»Kvued p^seve/zimcç.



NA/v^E AM/IMPA QSBORmE t e x t i l e s  REPO RT

a a a n / iP l la t /v e  6 k i l l s
A A A ^ A d c x  U)CU> YCr^ S h iU f y l  a t  bcfh spm rvuy and u/to jyvA a  
Ofvrf cjwiC/ky Mnsferarf th& basic tô-dm^iLts .

c o m m u n i c a t i v e SKILLS
Tfbtse wer-t very advanced • A m anda nb(a 4r
C(JYV\p(jtft charts orvd ùv a  Umzjut omd
appi^rLAte I V •
G R E A T Iv n -y
A m a n d a  Kad mspurod icUziu ^  her OK̂ yi and  ivoĵ  
ob(e is’ uiarfe on har owit /Vvtfcatbv'e veg^
CP^'cLiArb ùn Ker vie ^  c<UaU  a n d  'fcxfvrt •

ZFNVE^TfNA TIVE EMGpUilRy
ITus puptt W05 keen tr  pvrsue her work ovy.h J  schcsf  ̂

on i fiCertsh Mv reUvanb Matendl^ i arid wtUd" 
kod>0na.(6 f / W  ko/\̂ e •

LE/\/\P LGM ENJTAT IONJ 
Amanda AAacU a sensible plan fW  her w o/k, ubuga her 
-ti/va effective^ and  cem pUiw ^ a d  her p rg e tfs  • fvorlt 
was pf^ced with co refW  djctout •

D\3CR:iAA IK /A TlorO
A vefM d/Js c rw in o ttn  A pufCt/ able 4c AAnJce ifvpv>vi^

aboW/ her w ork , an d  obla +e d e u d e  c p rftd S A 'ir i^  
OK wKXik 4ctls 4\r .

'Pe R-CEPTOAL  AVv/ARENiESS 
Very oJerb pvpiX/ Icfierv 4c Vie o il s+i/wwlu 4r theer 
ttST o d v a n t^ e

■ X e c tlK J iC A L - 6 C(LLS  
Q [aaJU  advanced Ker a ^  • Am rtralat w a j n b le  

fc  uie her kAovrudy ishape j fcvM / C daur an i t x h / r t .  h r  
çtsreUa a  p le a ivA j piece ^  fap e jh u  worft .

(^EN /eR .A L C E M M E K JT 6  ^
'The ^cord. Cord helped 4tr Su^f'cmzy. A nw ndas U \ f t r t . r t  lA  
The CO(/r^. 6Ke oioa very keev br c o /^ p L ù te  uf y and  
(^v iavsfj eyyojed the c b z d o M ^ ^  deirCrin^ Otpprcprud*e. 
c h ix s t i o rd  ^ M b ^ s  .
/A  veg^ svcce^sful p i^ech.



N A M E  6)M6(\| PAUM6R . TEXTILES REPORT

MAk/iPulATiVE 6XILLS
tktôt. 1*^6* mw/ûke aesd and iMorcved during coia-ü • SlMCn
MRiiertd, «ii bitt 5 ^  weoA'ùy and ictnt

flAtt cm\/jveriAj ipinKwy 4«£krviat/es
6ÇMM i; NIG A n  VE 5kl LLS
6 |M%. c*M/wuMi/icaftd Kas Idiots wrl a  an^phXc  s b iif ; /  
WOjj. tu e^cyed plo/wvtn̂  cAorfcs atnd̂ clfe&iflrvùw su/nb>ls . 

6lMpn C«MpU/ed -fKi Efctortl oJiA, a fcttn. if\tùes f -fl^ d W r
cREATivi-ry
vSi/AW K#ut i<tfc«0> M tui o»vh. abovd" Axj O/rtd
WwIfcOna A»xfch<rd5- fU wai obU dv tvorjç An fud 
gwn inX-LfUlut •
TtvVEST!n a t iv e  EXqiUiRy
Sî 'AA iÀv«.jtUfv.tftd M/tvaj A-SM-cts KAî j>r^&cJ's &à 
hfot. tu wi/^tRftJttd un .spiArvi>n« , ov\/ n^i.'hrfJL 
<lat.i , 0/vd OfLUct-cd plfunt AAAtê i'o.'K hevrt

T:/\AP LeMENJTATI OINJ 
Wrflç. W0.5 CA,ratd -fHn^K, ividK a. cUoa and deasiye 

(Utvtw/U. /rtX aspe-cb ^  toork. o/*ne CtrAfUted

Dl5Cg.lM. IIVATION
Sil\KM Ŝ r\Ĉ Jtd A X-iSCf̂ .iAo.fctnj t̂ùvd tn. cKsww^
MOffVS OAd. 6&Uck(^ CdûtUS ■ V t^  COxfldtAnt jx/pci

-Pek.eePTLAl  AWA-keNiess
SiÂ Aw wo-j cuvoAC ^  ftnnVArvMVvM stin/wiC and 
C/'rfd (À fvls K/OYk .

T&CMKJiCAe iSTlLLS 
C iM ju fc e ^  (/><- ^  IcnAuTUd  ̂ C^Aw/, f exturc, a n d  

S K a ^  •

(5[eN/Lk.AL COMMEKJT5
"iKt Gĝ CPfd Ccvfd encotu'^td SiHAA. 4r MA>iv\/ain. 

fcnffrncjt (A Kàs w o fk  . t u  M O ^ \r td  'k  O j u t t d  cuvd, 
ê Mpv̂ ed. tKoAUn^ ^  lc*cpn^ dbg. x«^ard ■



N A M E  AMY P&ASLAND ■ TEXTILES REPORT

AAAix iPl l AT/VE 5-KILLS
Afvy Mastered 3  fVvd ^  4 we.ovn^ prsr&jSdi, fcud" c ^ ld  
'p K ^ U , I^A  ICntdS oneu'iUi . Shi. spftnt Moit" ^  k&r 'hA'4 

^  the lA/eovwM pirg'ett
c o m m u n i c a t i v e SKILLS
TKevt were p^isfcatLa W eyviA fe  y biAb Avnu w a i lazu akjewM 
Completi x j  her fôerxvrC card , onrf '^s^kkjxà
ol/raWi/yj.
C R E A T IV lT -y
A m j h a d  (Sc/Ke ^  her owrv w a s  veg^
pcbY W rncstivabtd ancL wovdd nxst prru£^d ôL tu r  oio#r
acco /rf-  ̂ ^
T^NVESTI(NATIVE E N t^ u iie y
Any cUd rv<t pt/rau iKiy out ^  sch^, orvd utm 
CoTMCrvt 4c r c y  OA scJKist M.afevuA/5 fo r  fw  u/eo/zim^ .

LT/WP LG M EN JTET IONJ
"TIvlS w o 5  very 6 low • Am u oU'd Kon^e a  p/an ^  

hw  w e w / i^  b u t  ska^auxl f r  ccrY\f(M t dt /  s K t
wujferf fci/ue • ^

D13CR.I/W IK /AT lorvJ
Arvuj w as ca pa bU  ^  aaûJzjCu  uy\'f^rMjul ch n c^5  

oJo t̂MS e^lpuY arub M a rm o t!J ; arv4 she a w o r t
Oj- 4Kt ooyrtct ipsts fez her worR .

% R _ C 6 P T U A L  A W/rtR.eNiES5 
A v y  oU'd r u t  ta k e  a  keen ù n ttrc it  m  her svr/ov 
She wa.3 ffid th u  (Apct iA ftrested  u% her > e lf . CoKsfovyvf 
p ^m p bù y  njgedej 

T E C M h J iC A U  6 k .lL L S
'IK ^vg  were adequate, buvh rush p m c t i i& f  A g j  w o j 
O ^ Ablt ^  ostmj her kKOu ^  owr -kxh i^
lA hjQ/ weoA/u\A Work .

(5[EN/eR.Al_ C E /V lM E N iTS
Awvm WU3 a<t LN/idA/erf uutth hey w ork . SexeroJ 
fj>r̂ fe{einrv5 hniUyed her /"Ihe- B&corrf prrhPih^
pAjtUcerf Sofuê  iAcenb‘V i^  ^he, wao d»uute t/pseh fhah t  
WLsrCt COvv\pU f̂  ̂ a t fKi. Bz\4 df cei/rje. ^e/v.ed ovS
a  lUAiWt^crv IojcJc of .



NAME P-€6>ECCA p o tte r  . -TEXTILES REPORT .

AAAK/lPuLririVE SklLLS
Ihtst u i ^  and fi/Vuidy,
Cmfv dervce wob jAxAed over 4Ke CcfVKse •

c o m m u n i c a t i v e  S K I L L S

Rebecca w a s  njwub orvd Coref/I Cr\ ihC: respect/but
veyu slow 6ke otwous f%w\ out of t/u e  b^fprc 
KeX Record ^

C R G A T/V lT -y
idiaS were JALftaferf /y & b e c ^ a  ; but s W

lacked 4Ke c^fv'deACt ‘t r  prmjed w ctkoW- (  4vemcAd<A;S
CUKOurd/ ^  hilp '

ZFNVE^Tf(NATIVE E M ^uilR y  
%becC/0\ isKowed tyteyesh uh fPvCs aspect. Tdi^ygg Kcr 
WeouriyAj Rome > awd Izrskiy  for plonf dy/J a t  Korra •

LEAAP LGM ENJTATI ONJ 
GpTrcL uvtervJuW, btA>t Véru Sloto pace . 
cUdL eompEcbe Ker , fotcb vvcd a te t ^

D \3ER : I AA I lyA T I oro
Ve îA 5tz\5(bvz^ and du'sce/Kuny |)upcA. . At>U- t r  /wotec

ckncw  about coioW and tcxfurc, b u t rjudad 
^9i5SuViyv^ «ften .
'P eR -C E P 'ÎoA L  AWAR.ENiES5 
A teem oiuarenesi d S^rnvnduAaS > orvd Bcyb&c&a- 
Wa^ able tr use stif\MxLui l̂nBZ’ Tjork

T ^ E M K J iE A G  6 K IL L S
Theve wert c a re fu l^  o tte rv le d  4 f , Rehe^ce  ̂ ^kow ed  
CL 6cvr\d leKowUrfy e&lfvr ysbo^ , And Ktxturt 
uh Kjk KiWk •

(5GN/eR.Al_ C E M M E k J"T:S
The Record C o /d  was b0mcfic\,at (S&b^-eca uko" u>os 
cvworc Ke/ slovoKtss cvr\d afraid cf feùlurc ,'TKê  3ccard 
GcA/'d pr^verf hec Succesŝ  a t  u/CAv^y and |2ebcc/>t ujoj 
VbfJ Sohsfied w t k  be/ toysostj p r je it  .



NAME MATTHEW ŜHEWTOKJ tEXT/LES REPORT

AAAlSs/lPuLATlVE 6 <ILl S
'HYbyt were u/eofci; AAaf+kew c o m p u t e d  owjLj4ujo out 

ft\/y prsxe5$e-5 • H-t cUrf. ru<t ajKb&mpf 6pinKvv^ .

uu/vi/viurvi.un i
IAoJjr\M djda^cL  CorwpLttv^j Ka-5 ^CcreL Coxd / 
CllMyvak he czA/leL d raw  irasnyxAbUj u/eU ; and d^d 

cxIoiA/.
c r e a t i v i t y

Ma-fchew (vccs 4 r .-pvd id e a s  h^i
U idk 5fVKC help a>nd ^6'(rtanXE ■ -Hĵ  faur^d

T N V C ^ T In a t iv e  EMq)UilRy
b L o tW o  nxt p /3uc 4Kh5 CK^pect 4  ccvvsc. j 
•p rp fc /i^  4r rc y  on scKsr^ ALoterùtl^ •

LEMP LCM ENJTATI O N
ploxrvrved. a  Woven, topcs*/^ OrvcL co m p u ted  

6fc; oWJWa^k O0CUVM Woui kap h a za rd  .

D\3ERLI/W IK /A T IO N
t^OjjkiAO fw n d  u> Cb’*jf|'cAy6t 6r Ch/^tÇC cztoy /̂s And 

f i t  WO? (^CAv coAfVvS^ a h ^ 'h n S ty  and prciassc^

'Pe R.CEPTOAL. A W<tR_ENES5
N4> a  vem  cuü/rk pupcX- K o tK u j wtccUd pcbAAptûvj 

Omd help te K ^ i ct EKuirTVvUA^taX ŝfv//Uv/Ul •

T ^ C f lK j iE A C  iSfLlLLS
VVatkew umpgGv^^d/ v5omC s h M s  ov ttuU OX/rve-. éspecidl^ 

fKc>St ttioJUa te Ĉ 1̂(M/ unrf tex+urC .

6 fEN/ER.AL_ C O M M E N T S
M.aJrhevJ Laok&d and t r  Ce» axe J
Ix f ib  m  o y j 4  Reca/d , proftzC^ V  set and
d f t j  dxe^am . Sotv-e o\x>h>tveyranrt5 u e re  k ^ K J ^ M 'e d  ^  

fk e  l^co/rf ̂  SOxr  ̂ eonf'demce WOJ ^OxACd , C^CCrdVAjtiOh. 
fipov>rv E'Xl'^^e/rretj tù/L^bed .



NAME TEXTILES REPORT

AAArsjiPLLAT/VE 6 < IL lS
JLoYroAne Moustered tKnce- out 4  ^
and OLcyvWd 4Ka ûJdUÀJ^ 4  ̂ «spm ô  

jo rn  '
c o m m u n i c a t i v e  5RILL5
ko/ro/yae worfee-d Ka/d 'far CompUtE her l^c-cvd Cord tn 
ÛA odtrnxtiVe and I'AfW/uatiue ManrJû/. AltKcyak Of. 
pbar obtUiy./ borroAne d/d very w ell m o-oooct
c r e a t i v i t y ^  CAl/rit
Lorî ouvÀe kauoL 6&y&rod R ve^  a n d  !/uaowCaJb)ùe 
idx^Sy bub Meded (SQAA-e kelp dv ftru/S aauvoI 
^  cO staruCy kûr fLpejfVy pT ctU rt .
T^N V E ^T In a t iv e  EN/G?UiPy
i-o/votA/r-e 6kou/ed mfcrosh and e«A‘/twsia^s/v\ m. 
6eo/ckunry AAAferiais o u t g. s c k n s t .

LEM PLCM ENJTA TIO N
5ke u/ovs able fs- complète a il ojpeuk 4  4Ke course  ̂
and W0L5 /pa/fcùcularlj pleo^sed w itk  ker weaurc/^

DlSCR-lAA IK /A T IC N
4kls puput ckat/cd a been dt'scri/M'aavi/ve AAtAd jfer 
CCUm/ and it)C ti/rC , 6ke a/OuS able, t r  ckco je  wù&auif 
Kelp and pv^dvte^ bAionced Deaipv w^rk .

fC k C E P T o A L  A WitRENESS
bovraunt uv/a.s very alert te ker CrrravKvaL>Ŷ  6 cxnJ 
CovaIoI i/)e vifi/Avlus fvavvv dKe Enx iro m e rt in ker 

work .
T ^ C M k J iC A C  cSKlLLS
^[tbhavak |_avKWuf̂  ICLOuled^ ^  lccbn»Cal S k i l ls  WO.S 
Oull't wenk:, ĉRji. OKnî esit̂  weiL ^otdlÀzw\a ke sVevafhs 4  

Cûlau/ onrf OMjOf't̂ yĵ ŝ (1 dexfvr^ ai/oicttei
(5 [E n /e r.a i_  c o m m e n t s   ̂ i
Venj pleostnâ wp/k . Lo/Keine flOAned e  M ' from Eypen^ACCAa 
ilfus Co*/î x • 6ke Was Côee/ COKai/cr ker tende/N-Oj 4 r  
Ckatfcer 63 'Hv«t 6ke Covldg^îrv ok kar Retard, Cnrd, cveŷ  
riUA/ùva KbojC^ avw^ froAA Ker f riènds 60 4kat ske cov/d̂  ̂
Work, mare T ï i  Reeard Card (nSpti-cd Ond
/s/v^vvaled kb/ pi'pW te M ajcL k^ker ctendOndg



INA/ME LIAM <SMAKT TEXTILES REPORT

AAAtXlPUL-ATlVE 5-KILLS
iü'twrvv mo>-stertc< <UL ^  w&cwi/ka CKXi-Sies, OAd 
ihp/fvAkiu tfvLs Oirnfeth. m .  WAa fiJpU. spùv
W. J-eft.seAAblt MOTA . ^
GOM/V1 u N I G A TTVe 5k ILLS
'TKt.'jc. wer6- rvet w ë ll cUveLoped. Lieux oU'eL rv<t
CCl^deirvL Abf»u.6 eUeuwvtva cr Oiùrui cste/uyC. JUV\a ioe*'k 
oj(k̂  .
C R E A T I V I T Y  -V

K^eL SOYri, l/IA.Â ai*\fijkiu& id.C-«x-S, OuacI C-^ulet 
divtLûp tkt.%. wJL- M f?  •

t n v e s t k ^ a t i v e  EKq»uiRy
ĵ -iAxx &0\fn. piA/dr ^>v Luo

prg&ck •
G C M P L C M E N I T A T I O I nJ
“TtvLS pi/pub <LC/6'!v& uA prxc/tiCA^ (/.sspa.#,

DiA/k eLi«L iv<L KaIs pKgrtss

DLSCR.IM. IK/ATl DInJ
li<M>v Uufo etbU. -k choo^ Kis ô n. uams and diidut. 

c4SU\us t r  ubdi<Uit. uA Kls .

■Pe R G E P T o A L  A W A R E N E S S
UjCW  ̂ Serrât p n n /\p tv y  lM.<ww?u>ed ^  / i \a ^
fijPrà. uit W\& ftlESçroeM Biwirfr/XB/vh -
" T E C H  K J t G A L  (SRILKS
H l WA/% v>e k'5 |2-Ae>wLwl^ ^  goI^uk eu\d
iSKa.^ Rx\d tevkyrt I Ax<.el i/Abripv€ -thm &hUi&

C Â E M C R a L  C C M M E k JTS
Lictfyt lAjCLS Ct'V̂ b̂ji-d ujvIL tLt î\ ùovf̂
k t. é 4 ÿ « ^  d U  phytesscs i>\v<sU/<d ftrul tL& Uctx4  
CWA Kc4.̂ vwt W kC( prsbUm Yuccas .



NAME N/felL «SMITH . TCXTiLes RCPoRT

AAA n /iPiuL t̂ T/VO 6<ILLS
Vcmj w e a k . N/eùt fb/ndL i t  dzJpfouJJb t r  K^ld 
4Ke bbrflcvk fa / vv/enytna, an d  coWd rv<t eoce u/lfk 
6ve/K bau3ic pHszesies. ^
COhAMUNiCATWE SKILLS
Venj tuvCubed, wctk Cowgi day a b le  C caxm a he  
COYA^teteol kÙ5 f iv  o/eov/cn^ , b u t wA_ 3  V8 /u
reU ctcw vt ts d/2T O n y  w o/t A t - ^  .
c R c A T iv n -y  ^
f/eù t f iv r d  iM ajiaavt/'oA  4  fftT^dtlcz^ (ctM^S aJm ost
Imp^SSCbU^ ke wonted fer a i/en  id e o j , n ci 

4  Kim-Se-If • ^
T N v c ^ T i ^ A T i v e  ex/G?uirey
N/tJb dnd  fvcSk -puriv-e tk b  *elem e^ 4  4Ke C C /r^  / 
ptc-ftzù̂  be rely an 6 ck<s^ /AOJb^zCcils . ^ ffo /b  was

TTMPLC/weNiTATIONJ '
ôlcv) cufveL (/b.eoKvC6 /i\Æd  ̂ N/tLL uetsofhsx c/je\yk*^a 
fe'AÆ MrvsVe^ jâ (/ovkù^ Hù) uueeu/i*>.. WA.y ev 6 /\k^^llu

C£vwpU>ed . .

D \ S C R l M  IK/ATION 
yVuo «upct-y felciXts uk eu-ŝ K«Juc- c-fvciûeo (v6 /re ve/u  
bocY. m .  KteJ^d. Ai«t kAijdj 4ir maJïc J jiU s ia ^ S  .

P e R C E P T b A L  A W A R E N E S S
KjbJL UJOO UA -tkùj tcsp^.ci') USLf^
# E  v»Mo frpyy. •tt'  ̂ U/u\el<?to sfirvvulvy L_f

T & C R M l E A E  (SRILLS
'tP«'V<. w-Cre rvofc w&ll . L/.tLL KiexLe.d k & lf
"k uvt kvo knowLed^ te campc>3& ^  p/x_U:Jcal pteject •

(5[CN/^R.AC COAAMCk JTS
Por/ e ffa rt . ’K/-eyOvkw<, A t t itu d e  . te-uX u/au ve/u v^ure 
f jk a t  ke (tvdrnt WAnt br /- air|s S *^€.ti. /Ke 
'Lb'Til Uxnd hUfe<* levt̂ fd w«/vMA*.si/.j ,



N A M E  PAC/L S M Y T H  ... T E X T IL E S  R EP O R T . 

AAA tXI P u l A riV E  6 < 1 LLS
PoaaJL AAAskertd. 3  fvcb ^  4  L/EewiM« prrLtsy , 
pKvei t r  jpe Confidant a t  Cpmtuna yarn

cîÆ'c « %  I f e t e ' - *  .

Very lufilt «expressed. Eycuêd  djesiaruh-â ^Umb^ls
cu \d  cK o /ts  a n d  k W  the c K o I U a ^ ^  fhe Bticord

Cord .

C R E A T IV IT Y  
”Um,s puptX h a d  M -O nj C re a tiv e  idjûaS a n d  ioolo 
^ b(e k  frw ^  OK a n  im a jm atvg , tep?C kwi fApesfnj

T N V C ^ T fN A T IV E  eMGpuilêy
foLut WCU) ke&n ix  IwTte fpv W&ft /VLot&daU^ a n d  
dyestuff £mX 4  ^(terd .

UrMPLCMCNJTATIONJ
ŸoujJi WOO CoupnhLe cfJo (mpLû^rvenia^u^ Jvls ideas / 
bevkj able k  wrvk towards his imtenfTan ta  n  

COKpetevdx O nd (Svnc. w ay .
D\SCR-l/W  iK /A T ic ro

A dlso^rKAnj puptt o ite  fes m ake infhcwtd cknce^, or 
CKsk ApprrpK^te ^v^stJoKS t^efy^e &hco6 U^ . uie ^

fc R .C C P T b A C  AW-^R.eNiCS5
keen cuAiorenes$. Poud Icdsed eve<uwKefe id^as
(Xrd tn jfje d  fa d u y  unvsuoX sfaVvvuCtt̂  k  u)e in hC>i wa/k 

T '^ C ilN J tC A C  6 K.ILLS
n W > t imprev^cL 'th/ai^akaut the c^rst PocJL Hvud 

KarcL thcxeoN.se K>3 k n a w L e d ^  and iMproze KXs
sfemdaods .

(5CN/CR.AL. C O M M C n JTS 
Yke Reco/d CoN/d ujols a, u iefvl tc>^ fav Pauutl̂  wIvtT 
er^ojed the eKodXenje tf o .cW vn>^  d ^ iW te  jsziiLs .

I t  ^tbivotîOK f»/ flu i AC^demiC pu put •



NAME Mlk'ILA WALTfegS TEXTlLes REPORT

AAArWiPuLATlVE 5K1LLS

3  ovuC ^  4  WèAvùi^ pnsijts^y , 
f W .  W(U) o d s r eub(E bs &pvX ol ucut) .
G O M M UNIG ATIVE SKILLS
T K e 5«. A k w W .  6 £w x e  pHLcbitE- 4 c 4  rv«tr
Ufet. à A O ^ O f ^  ,  M kA  frvK ^ des^ivûvg (^x^bkls a ify îeu if •

C R E A T IV IT Y
Sht. L/A.Ô o jv  iiYVAAiyvAJ/iug. puptX , ^b te . 'fir • f lw J z  

4" SLXkiKbu. ttfüu>cs lur p y & j - .

TN V E S TK ^A T IV E  E M ^ U iR y
A^t'ute.U4 iaJpls <\bCfc be L o rlt ppy y a m g  ^ '1'
K < ^ ,  £ W  woa wiso i^ h e rE s  t;*d

CC/NAP LC/weNJTAT I O N
C ^ A  e ^ f f o r b  be  c o m p u te  w o /k  , sK e  covrefollu  
ICôy)b k  her \deos ond fẑ x̂Lc

D ISCRLIM  IK /A T IC N
/UJe-Ua UJU5 ob(e 6r  cKcose 6(/itobU, y a m s  a n d  
(X tavrs  for Kjer Work .

fOR_C 6  PTbA i_ A W it R.eNiCS5

w as cMaJc v c  ^  tK e  c la s s  rz>a/\.
CX/\&1 (Atd it pt>iiLiv&y .

T "^ C n K J tC A O  i5C(LLS
"1Ke-vt W p iw e d  du iM T j fh e  c o rrs e . Cc^loux And fe y h /r t  
w e re  Kftr bcsb inv^esh/rvenh •

(5[CN/ek.AL- C O M M E N T S
A  bem ef»ct'al cc>uKSe. A X J e U n  w a s  abU- fr coMpUft
m b it  4  the cow se , b u t K ^d  .some prcbLemS^ u ttL  
f t t u h j  ù \ <Ke ^ c a rrf . lA/ea|cnesiC5 w a re  uh 

CoKACVuniCAt^OK 4lM& was ïdenk*fvÀd S p e u p i C A l ^
|)ecaxse the Iceepw^ •



APPENDIX TWO
This Appendix contains the Questionnaire which was 
completed by pupils at the end of the first classroom 
study.



rV\T\S POQP^<-i ________ •  ■ _____ _
DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?

2 . (a) Have you enjoyed the projects which you have done? YCtO,

2.(b) Which was your favourite project? Tr\Q ^  tx td ro o r rO ^

3. Have you learnt some things which you did not know before? NcZO.-

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson?

8. Do you think that keepirtg a "Record of Achievement" is a good idea? YOO
' Explain your answer. y o O  CCVT \o o V l  (J /\c S

\rNe\J<Cc^cn0,
9. Did you find i t  d iff ic u lt to "evaluate" or mark your own work? 1HG> NOO>

10. Do you think i t  is a good idea to mark your own work? 'YO îQ

11. Were you pleased with your Design work?

12. . Is there anything you would like to change in your Design lessons? N l ^ /
Could they be improved in some way? OorsV"

MHS 4357



V  * *



Q ’    — ______:_________________
DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles.. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?

2 .(a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not know before? N O

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson? NO

8. Do you think that keeping a "Record of Achievement" is a good idea?
Explain your answer. ^  CJr^

9. Did you find i t  d iff ic u lt to-"evaluate" or mark your own work? N O

10. Do you think i t  is a good idea to mark your own work?

11. Were you pleased with your Design work?

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way? f V ) 0

Li

MHS 4357



DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?

2 . (a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project? 1 h c .

3i Have you learnt some things which you did not know before?

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions? ^ 2 6

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson? H -D O

8. Do you think that keepihg a "Record of Achievement" is a good idea? DEpflSkfis 
Explain your answer.

9. Did you find i t  d iff ic u lt to "evaluate" or mark your.own work? A 3 0

10. Do you think i t  is a good idea to mark your own work? yS Ê >

11. Were you pleased with your Design work?

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way?

MHS 4357



DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this.term in Design lessons? y<zg» *

2 . (a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project? _(L

3. Have you learnt some things which you did not know before?

4. Did you always understand exactly what you (zxplcwxcSi uk

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson?

8. Do you think that keeping a "Record of Achievement" is a good idea?
Explain your answer. VDûJU- Q œcicxuSb. Yow. briory» yO
'̂ ourB̂ uOof-^Qci^ GLnQ S o

9. Did you find i t  d iff ic u lt to- "evaluate" or mark your own work? f\c>

10. Do you think i t  is a good idea to mark your own work? 3cLp<LrÔ 5  

I t .  Were you pleased with your Design work? cpxlbi' pCûOfeoâ

12. . Is there anything you would like to change in your Design lessons? 
Could they be improved in some way? I 8^ rv A  .

•MHS 4357



DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles.

Please answer as truthfu lly as you can.

1. Have you worked hard this term in Design lessons?

2 .(a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not know before?

4. Did you always understand exactly what you had to do? A -O

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work^

7. Did you ever feel "too scared" to ask something in the lesson? fU O

8. Do you think that keeping a "Record of ^ievement" is a good idea?
E x j ^ . r

c3o ' r\r)9. Did you find i t  d iff ic u lt^ o  "evaluate" or mark your own work? A v

10. Do you think i t  is a good idea to mark your own work? XHrC?

11. Were you pleased with your Design work?

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way? r \ 0

MHS 4357



DESIGN QUESTIONNAIRE ^  f Z

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?
Ye5>/ I s-o

2 .(a) Have you enjoyed the projects which you have done?

2.(b) Which was^y^ f  a? (^ i te project?  ̂ ^

3. Have you learnt som^hings which you did not know before?

la
4. Did you always understand exactly what you had to do?

r-exxiit̂  .
5. I f  you did not understand something, were you able to ask questions?

Ycb.

6. Was your teacher helpful i f  you were having problems with your work?

Ye£>
7. Did you ever feel "too scared" to ask something in the lesson?

8. Do you think that keeping a "Record of Achievement" is a good idea?
Explain your answer. V è - S  I  .  I f c  U f e

9. Did you find i t  d iff ic u lt to "evaluate" or mark your own work?
•  I 5 ( 9

10. Do you think i t  is a good idea to mark your own work?

11. Were you pleased with your Design work?

It O, I< .
12. . Is there anything you would like to change in your Design lessons?

, Could they be improved in some way?

/l/locifc*» c k o iC e . U s S o n s  ' t

Lukovt ^c><^ KjJô  cio, V.,

MHS 4357



rravoE sv»v.pton iv

DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons? y& 5

2 .(a) Have you enjoyed the projects which you have done? V Z S
o

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not know before? ' ^ £ 3

4. Did you always understand exactly what you had to do? fO o

5. I f  you did not understand something, were you able to ask questions? Y&5

6. Was your teacher helpful i f  you were having problems with your work? Y 2 5

7. Did you ever feel "too scared" to ask something in the lesson? \\D o

8 . Do you think that keepiOg a "Record of Achievement" is a good idea?
Explain your answer. ^S S  So  c.qO £-
(ti o oP

9. Did you find i t  d iff ic u lt to-"evaluate" or mark your own work?

10. Do you think i t  is a good idea to mark your own work? \s3o

11. Were you pleased with your Design work? S

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way? Ç \3 o ,

MHS 4357



. . .   ________________________________________

DESIGN QUESTIONNAIRE

These questions are about your Design work, in textiles.

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?

2 . (a) Have you enjoyed the projects which you have done? '

2.(b) Which was your favourite project?

Have you learnt some things which you did not know before? ^

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson? .

8. Do you think that keepiOg a "Record of Achievement" is a good idea?
Explain your answer. _

9. Did you find i t  d iff ic u lt to "evaluate" or mark your own work?

10. Do you think i t  is a good idea to mark your own work? ■

11. Were you pleased with your Design work? •

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way? ^

MHS 4357



- ■________________     :_:____  jQûuàêüfc___
DESIGN QUESTIONNAIRE     :   -

These questions are about your Design work, in Textiles. IT

Please answer as truthfully as you can. .

1. Have you worked hard this term in Design lessons?

2 . (a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project? Ot^eovincj.

3. Have you learnt some things which you did not know before? Yes.

4. Did you always understand exactly what you had to do? Vc-S .

5. I f  you did not understand something, were you able to ask questions? ^ C .3

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson? .
. . .  , : , • . i

8. Do you think that keepirtg a "Record of Achievement" is a good idea? !nJq^
Explain your answer, feecause uyou uocxot- i t  ovop-v-| à

M.OU oOo-nb, W.OOVO Kovsa fcb d o  It .-
9. Did you find i t  d iff ic u lt to "evaluate" or mark your own work? W

10. Do you think i t  is a good idea to mark your own work? fsjo.

11. Were you pleased with your Design work? Vcs^ound ÿno

12. . Is there anything you would like to change in your Design lessons? N o
Could they be improved in some way?

MHS 4357



. ____________;  K/ g l)
DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles. 

Please answer as truthfu lly  as you can.

1. Have you worked hard this term in Design lessons?

2 .(a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not know before? 9^ *^

4. Did you always understand exactly what you had to do? NZD

5. I f  you did not understand something, were you able to ask questions? ^ (3 5

6. = Was your teacher helpful i f  you were having problems with your work? y ^

7. Did you ever feel "too scared" to ask something in the lesson?

8 . Do you think that keepirtg a "Record of Achievement" is a good idea?
Explain your answer.

9. Did you find i t  d iff ic u lt to- "evaluate" or mark your own w o r k ? ^ c j  b i f ^

10. Do you think i t  is a good idea to mark your own work?Vc9

n . Were you pleased with your Design work?

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way? -^ .ç ^

MHS 4357



- '. - _______ :__________________St/wmr
DESIGN QUESTIONNAIRE 

These questions are about your Design work., in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hiard this term in Design lessons?

2 .(a) Have you enjoyed the projects which you have done? 'tW te

2.(b) Which was your favourite project?^\)j2jui|\̂

3. Have you learnt some things which you did not know before?

4. Did you alwâys understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work?)^^

7. Did you ever feel "too scared" to ask something in the lesson?

8. Do you think that keepirtg à "Record of Achievement" is a good idea?
Explain your answer.

c w  tozA
9. Did you find i t  d iff ic u lt to "evaluate" or mark your own work? KlO

10. Do you think i t  is a good idea to mark your own work?

IT . Were you pleased with your Design work?

12. . Is there anything you would like to change in your. Design lessons?is there anything you would like to change in your, u 
Could they be improved in some way? AIcJa

MHS 4357



h W ,  nnoMrieu/
DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?

2 .(a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project? /

Have you learnt some things which you did not know before? y€!£

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions?

6. Was your teacher helpful i f  you were having problems with your work? 7̂ ^

7. Did you ever feel "too scared" to ask something in the lesson? n o

8. Do you think that keepirtg a "Record of Achievement" is a good idea?
Explain your answer. 0yoQ  . fOecL

9. Did you find i t  d iff ic u lt to "evaluate" or mark your own work? ^ 5,

10. Do you think i t  is a good idea to mark your own work?

11. Were you pleased with your Design work? Hob

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way?

UO X  do

01^ K y  \ji0nj .
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DESIGN QUESTIONNAIRE .

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons? .

2 .(a) Have you enjoyed the projects which you have done? V-CS .

2.(b) Which was your favourite project? Wi^cXUVrQ.
\ \

3. Have you learnt some things which you did not know before? S p ^ r in ) O 0

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions? -

6. Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson?

8. Do you think that keepirtg a "Record of Achievement" is a good idea?
Explain your answer. W  V oX pP d vru? ^

IVv*'» r\\iL teact- c  A  tohc^V 1 harf d o A C
9. Did you find i t  d iff ic u lt to-"evaluate" or mark your own work? ( \ | ^

10. Do you think i t  is a good idea to mark your own work? N o

11. Were you pleased with your Design work?

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way?

\ f  0 o o d  a W a c ^  .
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■ -  :_________________  :________ iSWocigia_*
DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles.

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons? y 6 .3

2 .(a) Have you enjoyed the projects which you have done? ^
\

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not know before?

4. Did you always understand exactly what you had to do?

5. I f  you did not understand something, were you able to ask questions?

6 . Was your teacher helpful i f  you were having problems with your work?

7. Did you ever feel "too scared" to ask something in the lesson? fU O

8 . Do you think that keepirtg a "Record of Achievement" is a good idea?
Explain your answer. ^

9. Did you find i t  d iff ic u lt to- "evaluate" or mark your own work? rV O

10. Do you think i t  is a good idea to mark your own work? rO  O

11. Were you pleased with your Design work?

12. Is there anything you would like to change in your Design lessons?
Could they be improved in some way? , b 6  c ^

MHS 4357



. ________ ______________ :______________________________ IT»
DESIGN QUESTIONNAIRE 

These questions are about your Design work, in textiles.

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons?

2 .(a) Have you enjoyed the projects which you have done?)^3
2.(b) Which was your favourite project? U D eaV inq^
loECguuLSe cJtr q / - u t e  <-pM h a d  St
3 e ^ ^ ^  omel^fh g^W i c a i cfn%t .know before?

3T r»a\re: ie c z trn c  d 'f ir^ È M c  seitrc^œ/)

4. Did you always understand exactly what you had to do?Ys3^

5. I f  you did not understand something, were you able to ask questions?
u)3iin  aertL^

6. Was your teacher helpful i f  you were having problems with your work?
e m e  e o c p i a i h W  fo

7. Did you ever feel "too scared" to ask something in the lesson?
c^oeron'■(t: t<QLt u,oQ C>f-h^jr^ Ur^/SOOMou)8. Do you think that keepirtg a "Record of Achievement is a good idea? ^

Explain your answer. Y e o .  b e c a x A S e  UOM c a m  l i ^ e p  a  \
a o d % „  «SVL

9. Did you find i t  dvfficuTt to- "evaluate" or mark your, own work? AJt).

10. Do you think i t  is a good idea to mark your own work?
MOU c o o -L d  puOr ûr au? S D rc e U s /T t uy~>e^ Ct qxA ire

11. pleased with your Design work? V e o , usdçrs X  tQ^Tk- m t j
PoLdo^ d o m ç  OT.U m u n - i  a r d  dfea (i/vsd utorK,

12. . Is in ,^  i ouiaT?K McRange in your Design lessons?
Could they be improved in some way? O o^ C ju u il^

3iyO
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2 o e  DESIGN QUESTIONNAIRE

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this, term in Design lessons? Y& 5

2 .(a) Have you enjoyed the projects which you have done?^ « 3

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not .know before?ye-s

4. Did you always understand exactly what you had to do? ca)vsjAHs

5. I f  you did not understand something, were you able to ask questions? H

6. Was your teacher helpful i f  you were having problems with your work?
VrVNe

7. Did you ever feel "too scared" to ask something in the lesson?

8. Do you think that keepirtg a "Record of Achievement" is a good içĵ ea?
Explain your answer. ^ ^ 3  \Ç ^  ^
P\ce Cp- -Wq. w&vio

9. Did you find i t  d iff ic u lt to- "evaluate" or mark your own work? rvjo

10. Do you think i t  is a good idea to mark your own work?

11. Were you pleased with your Design work?^/<^S

12. . Is there anything you would like to change in your Design lessons?
Could they be improved in some way?

MHS 4357
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DESIGN QUESTIONNAIRE 

These questions are about your Design work, in Textiles. 

Please answer as truthfully as you can.

1. Have you worked hard this term in Design lessons

2 .(a) Have you enjoyed the projects which you have done?

2.(b) Which was your favourite project?

3. Have you learnt some things which you did not know before?

4. Did you always understand exactly what you had to do? c f

5. I f  you did not understand something, were you able to ask questions?

6 . Was your teacher helpful i f  you were having problems with your work?
V es

7. Did you ever feel "too scared" to ask something in the lesson?
no

8 . Do you think that keepirtg a "Record of Achievement" is a good idea? 
Explain your answer. %aVui|* joU C#v%

9. Did you find i t  d iff ic u lt  to "evaluate" or mark your.own work?
"'feb b«iCAt6 c  I  4wM»nU

10. Do you think i t  is a good idea to mark your own work?
No

11. Were you pleased with your Design work?
ves

12. . Is there anything you would like to change in your Design lessons?^/0
Could they be improved in some way? OoV

MHS 4357



APPENDIX 3
A sample of the completed Record Cards for the First Year 
Study.
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APPENDIX FOUR

CLASSROOM RESEARCH ,1.9.88 SECOND STUDY
The classroom Research for the Second study took place 
during the summer term of 1988. A second year group were 
issued with Textile Achievement Record Cards. The group 
consisted of 14 second year mixed ability pupils. Time 
was allowed during each lesson to keep the Record up to 
d a t e .

At the end of the session the Record Cards were collected 
in and each pupil was able to dicuss his/her Record card 
and practical work with the teacher. A Report was then 
compiled for each pupil. The Reports can be viewed in 
this Appendix.

As with the First year study the Reports became an 
exceedingly useful reference for the teacher. The 
indicated clearly areas of strength and weakness in non
verbal Design skills. It was pleasing to note that all 
pupils showed some measure of success.
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M A  W i P u L A T i v S  s k i l l s
luvf fS\jY\d ptftiYuLwy ^ LLcfc, , flC CGKjld̂ MXf"

A. pLtt ttfitfutr. K_L fcWf Red XOMi- pr»j?lc.M5 Wùtk l>5t̂  ^
ruwdéd- hjiip hr KAoh, hxs .sfenak fcr prutbtAy .

COAAAAu M  ICATl V S  SKILLS
MyKi/r ixdüL^ued^^ "Hus KSpcd, oitfuyii R  cLd

dv/twiA^ •
M y M v  p^bvouWy fW  prwduy p/TitXi ûAtd UttJ
C R 6 A T )  V I T Y
Mei^Jw f»w*.<L it  ot<;ff-iWt (tr i'rvLtw».fe W  ««m. I'di&M / a«U 
Ktidxd prsvwptuy ,
ftu3 hKsitl tkg. iutô̂ t CYê ltre ^ hjo w(^k *
X N v e s ' r i  S A r i v e  e/vj(?Li K y

v*ao k&#i hr ocUict ctetns {kf/wv R^w'y 
tk  Ia-o r̂zUi kuLra^ w ^ k  .

T7vaPL6 M S K J T  ATt 0(0
M yfwv C6w\p(&6cd oil tkc wxw aJdé, hf txur̂
tVwï^K fw5 rdtfxo •

O l S 6 K \  AA1 N J A T i O M
ftjord Ldl/UY wovk a. piYbU^K 6ud needed /u t^  & M<Jtc 

cKacc^. ftg, iaw f̂?Lc 4* Lie 4Kfi, ccvrec/’ t%v6j 5̂v Ri wovk

P e R C S P T u A L  A " W A R 6 K j e s S
M ykuY fv&d 6oacc p»«b(cAa6 ryA /ztuy cxXoiAY ciyAd tmAdi<L R x^ 
k  ov'&<c«v*vf. -fki. Kw ^  a/U. cSfz&
W&rû jenrW .

T S C V i U l O s O  s k i l l s
M y l i w  ur̂ JUrihrri thl J>rvvduy pnsẑ s and u/â  fiiyfKxùa/’
U/éth Scretn pfututûy prvtcoL/ncx '

^ S i o S R a S  C oMA/\S]sJt s
&&%! . lAidUyrxSS 4b ôveYCôiru. ff<hUmx. Tk^ ^ccnrd Cattio

br ider̂tifj tA/eaJC(y£ŝ  ̂ ,



K l A M e  PAYfv/$____  1 6  X T  ILLS R S f O R T

M A  w i P u L A T i v e  S kills 
Scvr^U w ^ lc c d  vew^ slowly fluvd 
o id z  +s use CL orcL(h fêtUft skiUfjU^  ̂ exM  k w  mczUL 
bed/ôovw w#v) vcy^ ruead '
COAAAAu M  ICATl V S  SKILLS

Rvd a_ pr<bU/Tyx wutk Icuy , and. uao  AfLOve
Ccr*^^dlyt-t a h o ^  dCAA/J ' ftc/Y d&S l/ùcrk

KiY to Kay 4V\auvfeu>''̂ .
C R S A T i  VI T V

5(x/avk CL vtYu c ipp ry^K  fr ke-r
W6fk . Ski. cU d rC ^  UAA-t tfs d y  avLt ru w  d r
u>cvk •
X M v e S ' T l  a A T I V e  6MTLI K  V

S ^ c tk  tr̂ iKo \ujy(\ k  t/K CbtY^^ havKe dr u>e
L^ kex A^-iCUlUy Wivk . SKâ  U S t^j fk& Uĵ ypn̂  .

X a a P L 6 M 6 Kj T A T i O nJ
Slc^w but 5(/<'e . SA /cik c^rvupLel'e.d R w  s k u t  dnd kju/ 
i^%dud }au io>0^  •

0( S6R\ AA 1 M  A-T I O M
S ^ c tk  wcu) A.blt W ivvajic cbcvA.^ a h a ^ t o^ là \ j (  * ^Skg 
C.»̂ vW CvUx c-koflve tW  Ciiyrcct djrf-s -f»/' kcx u j^ k  .

P e R C é r P T u A L  / V i o A R e M e s s
(Scxfcck IZc&f\ ic/fvvc ^  C/CteuY ; 6uvd a  J  rot/
UNkxstoYutx^ p»op<rvti ^  cka<A Sc<Jja u\ Ka/ AnacLal ■

T S C ^  k) i c a l  s k i l l s
T k i / ^  W&YC cv-blt cxAd ca/vbid*Yvt .

( T 6 M 6 R A L  CdM A / \  Un it s

Soutxk ycbuS&d by SptnM. iff omuûVxe , fkc ^ c w d
Zasd pr^o/e^ fv be a/v îr\.̂alûoLa wc^ <sj fdXcÂ in̂  Ker 
TAlcls ,



M A  W i P u L A T l v U  s k i l l s
cffvld MCXYuupulcLbe orvd 

oLi to^ 5  ^  K ^ K  vStcu\dovj“cl ,

COAAAAU M  ICATi V e  SKILLS
acx>d . eSiryv^ c^ld wvvmmu AJ^CA-be koa idU.cuo 

dk/gyv^ cU^CLxXed drcLWcÀgx) j ûu\d pIcuvC .

C R 6 AT\ Vi T V
A veY^ crecUbvv^ oppr^zick 6r û oxfe . Sio\cv\ ccA^Jd
yiSucuU'ZU icLtA/̂  our\d
X M v e s ' T i  A A T i v e  e M ^ L i K y  tĥ Yv\ .

V e ^  ^O o d  . SifY\OY\ rr\adc effwts to Ue\uSuaJL
ib r̂vLA lolfutK kg. 6x»jld <̂ c6<jci£ LA kii Mûdû.1 .

STa a P L U A A S N j T  A T  I 0(0
cSlm^ uiP/feed cor̂ sisïtn.\\̂  Kokfd dx i(v\pl6mGv\t 
Irui idecio .
0( S6K\ AA 1 fO A T  I 0 {\J
<Si(vvc^ AaacU uvfrv/VLGd cKc\cLb LA. cLopectj <5̂ 
kik .

P e R C é r P T u A L  / Y w A R e h J u s s
V u y  Jood . S\ fVW\ Kft.d ^  cImx>S LNd-grskxAcLLA^ ^  
CXloLU iKjLov^ , -Rl U^Oo cweful tb O^e prsp>C7vt;^
T 6 C M  U  ICAL é k l L t S ^ ' ^ b  ^  ■
U ) ^  Aove^loped . SI(a/>a cdse> u>ed k*i LA.Wejt
tk phoK^f^xpify dc pK^+yropk Ikû /Wodûi j^ovd
( ^ 6 W 6 R . A L  C0MA/\&NiT5 '
Ç/CCtUilrJr O-ttÀ-kodjU W C / k  . (Sl/WArx WCVO pLûA/ed 
bc> f^ccvd !aaj3 ĉ olu-i.uio>rtNûAb5 cuvd uclo veAj 
proud ^  Vui w o f k  .



K I A M 6  P6ASL AXJP__ T 6 X T ( L e S  R U P O R T

M A  k l P u L A T i v e  s k i l l s
A r v y  p c u Y u t u v y  v i k e  K a -d

S>(UAjtr p f ^ C e / f v a i  u - * ( / t k  s t e n c t X  C A jd tY A j a i r  fvYot .

COAAAAu M  ICATl v e  SKILLS
A r M j  c > v J o U  t u ’ c o n r \ r v \ u r \ r c 4 + 6  h ^ y  id jic u i  f t r v / e v ^ k

S k e f c W  a n d  p i f t n s  • S k a  u c u )  f v c t  v c y  c e y J ( \à j> ^  J û o À

d/6LWtYVf .
C K 6 R T \ v i T V
A r y  k c t d  icJUao ^  I v c y  c t u m  o ^ v d  ca^AJd. s ^ c s f  v v : y 5  

6 ^  pPOTtduly U J c t K -  tu L Y  U 3 ( v k  .

X M v e S ' T l  6?ATlVe 6M(pUI K y
Quvùk âôod. Arvui wcu) tri^ested ia' 'fv  deYvuj Lubtcl
& k c  c e ^ d  re (^ o C A  u u  ( w  jiA«tel » S K c .  c ü s t f '  U h n x y

h e b w r k  .
X m PLû M S L j T  '^ T i 0 /0
Aïyy puOUud fuCY j/iuls UJlXK eYxtuiS/a-SM ; CYXTî LAJ d k m ^  
k o Y  id e C L O  Uv> p n x c tA C ^ i u ^ a /k  •

Ol S6K\ M l  Ni /\T IO M
/ w v \ u  w o u o  < x b u  - h .  c K e * e  N  w v r f r t f  - h s s t / j  • j W  k a /  w o / k  ,

S k e  W C U ) C C V \ . f  I c L t A f c  ^ - fs T T  ,  C > U ( / f  l i .  K û /  l o o v t e  .

P e R c ^ P T u A L  A w A R U f o e s s
C 4 & u r  c v w a r & t v c 6 $  U iO S  g o o d  , t r y  u r d j v s t b i d  4 k g .  d K e c A ^  m o v K  , 

ouvd r e f e x e d  to k&/ c^^ur cokclc. gui^e <sjdeY v .
PeYcephW St2e CXAci sccdt, ‘fAprSued UJlH. pr%ct(

T S C H k J I C a o  s k i l l s  CLppUcoOiVx .

^ X k > a e  w e r e  C L d je < ju c d e  , t r w y  u r x c U x s t s n s d  

pruLUSS •

(^ S i o u R a U Co m a \U n it s

J } w p r « v e d  S f f l u \ o L a / d s  c o y y ^ a s ^ d  h  ' f l Y a t ' j e a r  t o c v f c  .
' T k e  t e C Y T / d  C e a d  k g X f C î e d  'A r w v j  " k  î M p n v e  K û /  o fh k /d iL  t r  

Ui^fe / sK& becoYTA^ iwcTYC (imd s h e e r e d  .



K i A M e  5I/VIPJ6N T 6 x r ( L e s  R s p o R t

M A  KjiPuLATiu'e s k i l l s
Rebecca, w orked nectblg ccLre fu ll^  ,pretti*5iA^ h y k  jtofJards
SKa did c^MpUfe Kay c^aur o ic U   ̂ but was ^bU fr pTzLuu.
A gv^Wj SOteAh aO AAddxl. vŜ AM p/bbW/w5 I6c/k sheaùl C u t f tA j *
C O M M U N )  iC ATI V S  SKILLS
V®^ oloAY , ^bacoA. jd pmi^uct. Aaod dLYâJUfû .s -f jr<îpK«<cy
f r  C6fv.yxuh.icAk kc.r ideas , A b 'ry lr  Appnmck ,

C R 6 A T \  Viry
Rebecca, hcY own idcaj , oacI  Ioa-s (cûaa 'fr
expfcss tRcyc ck ker wcrK . 5b t Kad a 
C'̂ kvf uxd -KvCs <e.vpft:5Si< êij .
T W V S S T )  S A T I v e  6 N VpW K y
tSebecfiL Axacte uve tVi eav'iV^aMA. f̂ at schrcf k«vo, ,

ske e'^Uetked Aaa k / fa l j  , and StarcV^ed A^4A.3A.M& /â r  
« L ' . O|hSp»f m.r tfvvj ,

T A A P L U M S  NJT A T  I 0(0
£xùtXJüud, iLebeccoc uiorlcecl ca*\3rsh6Ab^ UicU , ckoox»)^
C o / a ^  afv^ co>ApU.bvy ktY w c fk . n e a t ly  , Ska u a j v"e  ̂
clC'Cv kef ÎMe<x.1'i*4A5 .

Ol S6K\ M l  NJ a t  IO M
;JZeUcca w^s A.bU ty  Jnakx iafcrM ^d ch^icAS abauf 
ooUur cuvd w c(kJ^ Aokkûds. 5ke c<rv/d dAoCde, a h a ^  

fL<vd AA.ai’tYt^ls wd'k confidg.(v/e •
P e R C S P T u A C  A - w A R C N J e s S  ^
l^becca. 6k.CW-&d a  good UrvdeYsbo/vdiaj ^  C^Uw/ Tkde^j # 
cind iucv.5 ab lA  4«i we py^p^bi'cvx w elL  ik  Kûj sccXe. Made! .

T U C H kJICa C S K I  L_LS
*Tk*vc W0YC /Aosir^ c^wf-rdjtr\t, alfKcvgk ^kg. cU'd find  fke 
crafb (trxife d*‘ffx'(xuM; tt> vsa. o.k f x r s t ,

( ^ S r o U R A C  C o M A X U r O T S
R a b e c c ^  c^AapUtiiy Kc-r Eecevd ûwd. Skg tjc.s
Ve/u kûivjnk ke/ a .c h ie y z r r^ tn h  j  s It\ja Ulfcad bfliAa
^btc fb ^va LucJ tt Kay cwn va rK



NA/v\e T A U L v S M N T H  TexTlLes R.̂ po(Ŝ \ 

M A  W|PuLATiV6 s k i l l s

€-XCtlUx\t ■ Pctul. -fsvrvl d*‘f'f>culjb a t
loot 'imprtved ̂ oick^. Cuttmg sIsJio w&/e. a.lr<\6if
CDAAMuM ICATI VS SfciLLS f̂ fCCT
Tcutt CofT'morvÀceJ'eii hk iifiAJj "Mvrvak. skjiilfuA
^irowvriM •
GKfeATi Vi ry
Yo mX sYewe.à pv. C/fg.Â ive. a L U  , OfJ i^aUcd 
"fvouvS ^  ^
X M ves 'T i  ^ A T iv e  eM(?w K y
Ve%y ê ttrwsic\.5tuc, fciuX cMXit&ei iWcvy tXexYVi 
+r t/se u\ Kv> /y\ctUJ .
TmPL6M6KjTATI ONJ 
CrtNsiskeYvt hard w o r k  .

ŸoMji woo able tv cornj ttvrr̂ k aiX 6( fui idfocto .

0(56R\ AA 1 NJ at iOM
ŸouuJi Uion cWr abctufc kii cK&\C&. 4  And
gcjt/î /wcTNt. lU m o d e  Sersctle ckc\(^5 abcvt" c^hur
PeRCérPTuAL A-WARUMUSS
Pa>uX vrvcU/sttTrd tkô tblruir 4Kjlc/ u Work . fig, wojo 
careful (y ooe propov bi co/efulw ùs. fui Msdg.! .
T U C H kJICAC s k i l l s
PouJL dî vcXoped a clear LruAexshiYvdAAg piŵ biAj 
processes and w($W te cxperîAhgyd>'fwrtW.
(T^toURAL CcMA/\ Units
V e y  pteosuT^ • C^tUA/siosRic work •
PgLut w a s  te nuccrd Kte ocKLg^v^rrvgAte on
tte Eeccvd Co/d .



KiAMe TPM TAYLôR . TU XT (Les RupoR i

M A  KJ|PüLATive s k i l l s
“T ûka wo/b r o t l w  urvbi<^ utfcK tKa. pouAtbru^sk . Kg, 
'fiiivd  tkg. C fa -ft feru-fc guxte te  Cûpg. ucfK ,

COAAAAufO ICATI Ve SKILLS 
" T im  c - ^ ld  txpreôs  f u i  id ta o  
c W a w v ^ .  ^ L t K c ^ k  tK a ^  kjere. vSSyyvfli:t‘Mg.:i ruibod )

CR6RT\ vi ry
A  bhgkjfc apprreeck , u jc tk  gU cfer^ss 4  ‘d-CYLO •

T c m  KaA  f c K o ^ k t s  cJocAxh iv\jÊ-tKarzlo *4 "
looY'kaAai .HMveST-l UATIve UM^LlKy ^

. T a r n  bsrl̂  a  |26gY\ U \.b& resb l a  
Cys-V ifOyxfyvfi-afcoX' ^ b irV u u L i ; cx^el CCtXecJted SuiLcJcU .
it&ThA fc v  (vtô M«»cLel .JTaaPLUMUnjT ATI 0(0
Tom  DOXlN&d tlnyCe^k ClIL  CSf f u i  icteciO j MJOVfeo^

K o rd  to  C ^rw pLete  p r^ e c fs  Orv bi/Vtg, .

0 1 S6K\ Ml Ni AT 10 (O
T o rn  to o o  c le a r  abo u jb  wfvCck t o ^ s  t o  a n d

b ^ d  a  ^z>od SU<\>e 4  .
PeRCRPTuAL A-WAR6NjU5S

TofV- &Kowed LAtelLi^&NCg, (/r< kXo use- 4  Ubtel/C OjKd 
k u i urvcU-r^toAcUAg cCicuf t h a o y  . RfiLTCû-p+rcK 4
S it u  -r p rrp o vb iA A  W & /C  croodlUCrIlOlCAL SKI L_LS ^

*TVe>e. we-rc. w & ll djGVetoped . lotw t/A^4ûrsbrarJ tKû, 
pmcgos CL^d LJCLo bc&A to  ^ p g ri> W 4 A t

(^SMURa C CcMAXUkITS
. " T r m  U Q jc^ed  t W .

ç ^ o r d  Cosrd . tb-o B^cxluat\"ow^  4  h t i  Owk u jo v k
luere weLL c ^ s c c U r e d  , k e  Covld rec^AÀ-ag. hxo 
K e a te A e .i5 ^  ) oacI rcwAe c a i\^ ^ r jc h \v t  e o m rM A -b  
ab p w b  bXo io<rrfë ,



Kl A M e  Sfticy (/K/TMAA/K T 6 X T ( L e s  R u p o R t

M A  W  |PuLATiv'u s k i l l s
S a U y  lAi(KS oJpLt piukb bKx cUlouY* OYrcJjt, fVLoily, S k o  
IrĴ S C^nfidjArX W(Xk tko OTAfh fôfulfe f Owui Kfi/< A/vezWLy 
(SWJls (A/Cre OŶ Ô I ztd UTaYfCfiY »

COMAAuM ICATI ve  SKILLS
Sctl^ Wc/) clgo/ and c/rnCL6e ^fkw WA/) t ^ ^ r t s ^ d  wy k a /  
3iM.pte cUcUaâ j .

CR6AT\ v i r y
Inoi ve^ cartservature id/cw and Cav/d mvt fee 

pe^uadtd &> f ü / t h t r .

T w v s s T iU A r iv e  UNvpwKy
6ci^ was OilfwsuLstt aJoûut K&r A^rdd , o M .  odUcted 

froYn Kaw- tf u>e cK cfs jrrzùucJ'i'cyyx *

X v\PL6AA6NjT  ATI 0(0
WA-S able pyrszê d ck c an fid jyd   ̂ar-dUrl^ 

ManrveY and u m p u le  aJl fU , ta sk s •

Of S6K\ AA 1 NJ a t  IO NJ
.54^ ccvld hA^ké. Mfuvyvud chfxcts aJoOiJL 0 ^ (n u  / a^nd CCKtld 
d^tà^ egwpA)U/nt tk A. 5^5ifcle cu<y '

PeRC érPTuA O  A ' W A R 6 K j U 5 S
SoJ^ Kad a cXjiOrf urJi^y^tcLndru^ ^  CvIcuy thjLûy^ / O/yvd 

tlvAo td K&y lAjark , HæX 1 ̂  <si7e. <Xnci SCOy.Ls.
W6YC odegi/a.k •

T S C H u IC A L  s k i l l s

Tkj6.se were côN{icüwai^ tx-tuoked •

(T^fO UR AL CcMAXUnJt S
(ScxU^ Wovfo^d (Melt ; oxd UNCued tko, record .
Tkg, R.ec/v'd Casd kutpt/j fvCY fio clofint fuw* py' îtdûyrris 
Cuvd br Work tcvüorcto cveY'Comu^ iht^n .



NJAMe kJfCK IOILLIAMS . T U X T IlLS  RUPDR-

M A  KJiPuLATiv'e s k i l l s
Gftyod . Nr ok. showed oompet&nc& urv p c u k tu ^  * and  
w as ccvNf icU at ate K o n d iu ^  "fkg, cmpfc .

COMMUN) IC ATI VS SKILLS
Kliite was a h u  tc  C6mfvuuR»cate KXo icUa/d fkrzivgk 

SfctfcKfrS and cUiyrcunc. tU . t>dd Kord u iitk  cUaxJVr^
SfecUo •C R 6 AT\ VI T V

KJiotes T "  shirk woo a. copied SjmbsC ^
b u t fuo ^bdUi woo Mc/e aci^ii\Aj

TwvssTiUATive eNJ$uiKy
O u X te  Abod . Klicjc C^UjCc/ed VWLONIS cfcôYVvS fvüivt 
Koytvg. to u<3̂  iX fu i rAôdet .

X m Pl s m s n j t a t I O R
KjicJe Kod c l t a /  ÎCÜO0 a b o u t  hxi wxrrfc, a n d  
CfApCoirvvjgYvt'gd these uitXL d-efce/nuXo-t* n̂, .

0 (S6K\ AA I m a t  I ONJ
M ick won abLc. to  cKuore tKe correct + 0  ols
•for ku-s work o a J  Could dccLcLc on (Sutbobte ALatheds • 
CoUuf^ prcsersjbcd more prcblcYvvs .
P c R C e r  T u A c  A r W A R 6 NJ6 5 S
tOtotes w e a k  cvreo. w a s  cbl&i/y oLwafeyLù.53 . He  
f (W ^  tJuo cU ffioxX t . 

pe/cepfcicn of s i74- and  scoLe uoo b e t te r
T S C H k j I C a L  skills düu/ôAcped .
The^e w ere gsvd . IvJicJe cavld uadATstoAd 4%̂  
SCXUry pn^MAn^ prcJXeSS ; And e M ^ e d  tJwb p r jc c t  

Vera rwocR .
I^SimU R a C CDMA\UNiTS ^
/c rew .artiu^ SossiAr\ . K ilc k  wo^ ploa&ed tc -  

fu i achji^N^eYYients omd enjoyed fu i  OücccLjj 
ofc p/ûJbLT^- H e  reoU oed fu i weabres^es curJ 
bnict tx  crvew’ccYKe them  .



APPENDIX 5
A sample of the completed Record Cards for the Second Year 
Study
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APPENDIX SIX

Completed Record Sheets for Third study are contained in 
this Appendix.
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APPENDIX SEVEN
Classroom Research study, number three : This took place 
during the Autumn term of 1989. A first year group were 
issued with Record Cards. The group consisted of 14 boys 
and 7 girls, of mixed abilities all aged between 11 and 
12 years. Time was allowed at the end of lessons to keep 
the Record up to date.
At the end of the session the Record Cards were collected 
in with practical work, and each pupil was able to 
discuss his/her progress and achievement. A Report was 
then compiled and kept by the teacher for future 
reference. Each pupil's report is contained in the 
Appendix.
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r'd n r  b a n ra J n o o  s r  d iov::^ ! s ' f i q o q  do&3 .©onenaTon
.xTbnaqqA



WA/v\e A g V v i f  A n f i n  • T f c X T f L e S  G 6 P0 R.T

M A  U iPu l ATIVê  6KILLS
?oor. Ashif to coM^pWe -fTe, j%%(c u c p j ^ i m

prstfiss , A W  C c ^  hôt tûÉf -hr"ov«/rore i/KvW ewt .
Vi6ua.L 6b(jLLs vê u iMpcu/cd . COMAAU M  IC ATI ve ^  i LL5

Â lvif coc/U explctui kù i/rFevit icyit v e 4 h A l ^ 1 bi/F 
•fbo<̂  d ^ i c J J ^  uiùfk sfciiis .

CSeATiviry
^sktf I W  ^  (uA (zwk uiKacIv Kfl. eMûotMcs^rcd
4« e/cprcs^ l/k CrKlticM uofk . 
XMvesTi AATive eM<{>uiiey
Poô(. ()l\X rvof* seovrcK -fcv u>c(fc AA.«teni»lr

V\ùM£. / oW. leLttd prv scVvofl u&rrvs • 
XMl’CfeMfcMTATl 0(0

^  - tW  u c o a / i^  '
^Jt C O M W f W i o n  oft^ W O A C W W  . I4À(U 

^e^twc'.iq (acdhJSiJiidlupuh!/! • 
0( 56ie\/v\ I W  A T  10 M
CleM IdUcts 4  io Ka A" Kjs. w « A tcd  'fe , K T
kftip to jftrr\s •
P e ^ C é ^ f  T u / \ u ArwAReMfess 
Vk/u urvdUvcUvelop^d oo^oreAi^s cl colour, of\.à 

ucài^stMidUr^ û  -fcxturAl ^ucnUlries ù\ 

Ti&CH|OlCAJ- iS f c iL L i
W&Ak . Use d  Cflwp/'ofiW lÎAA-itĉ  . Tf̂ büuv.? uicWv 
6asscf5 I ojiJa s m ^4jl •
(^6lo6R.AL CcMAXfeNJTS 
AslA^f kctd Maau pr̂ tîlô iR-i to ôy/t^coMA f Visj^l 
•f- Icovfnina drpficult<A5. 3C\ tke ^  IK/s Ae 
ACkieve p56ùtô/e. ^ccess a W  coApld-fW ^'U^st'iy jidvre ■ 
■Kê ve^y vwck erjcucd j3sepW reccvJ, <x.6tK/>vak 

it A w t t f c ChAXUw^ •



NlA/v\G . APmTiA iXXT/L-es RG-PoRl' .

/ \ / \ r \ \ s j \P u L - ^ r iv e .  s < \ l l s

C-Ci(p£ti [A f\J ^  Loetwuxfl sfedUo a J j t h ^ ^ ^ k

CrCs/W A v ito f^  •

U N IC A T lV e  SKILLS 
C^YY\ yvvj yyv W d

^IfvTd^ k  ^U^ouvOuyiS •

c R e ^ A T iv iT -y
IC^Ajl vSK^^cl A  (yv(%/r6c4 W\ WOvic y

wA /3 ^ t U  + r  KaT I j j lo j )  .
^ N v e ^ ^ T (^ ^ A T iv 6  e v Q u i ie y

c ^ U jtc fe d  tw e fk  m ^ c ^ i W s  |^AAr\ +k&. 
•e^vir^vxA^er^ Oyvdi fv̂ >w% h a v v ^  .

LC/V\ P L C M  e  N T F \T  IO  N
"TVvv^ WO/) ^6vd . k/jjAX w ^ / k & d  K o r d  o ^ d  w o o  
AbCi. 'fa' /«iJLc>ui A_LL K cx ^ w w  ^oLûjûlo .

0\S.CJ^l/VV IK /A T ID IN
k > j ^  c h ( ^ L K ^  o d e u r s  i r o m  h ^ r

seÆ xXi'/vv ^  ^ o m s  )  c K / \d  U40̂  AtCû, 'fa' prcJe.

■ i> ^ C è P X o A L  A w A R e M e s s. h ^ r  u o v k  .
k-ÇjA-t WA/3 w t L l  ccbgvcL C J S la \J ir a y \.é

C,cs/lol u)8 t W >  i/k Ka> woy'lc .
T & C M  KJlC A U k S tlL L S

k z ^ W ,  w & U L  wutk. tk*. SjacLlo k\i ^ d e d

Us ttv»o csvrse. ,
S t N /e l^ A L -  C O M M ^ K iT S

A  (/lucJ^ A^p>Tja.6k tr w e / k . jO y e u L  luouc 
ktovs ter CrrvstoCfl^ Kft/ ( k ,C ^ d  s iL tfc  
b  03 o6v/& A x s S W t Æ  ̂  6 k &  uiao prrvd m r

^XCJv^V'-fe'T'AOAtS •



NA/v^e. 5 HIV1T  T E -X T IL C S  R & P o R T  .

A A A N JiP ulA T/V^ 5 + c i l ls

Skivufc Cûp4d loutk 3  Awb <ïf <4- Ki«Aiuu^ 
Shi'tcKes •

iO M M U N IG A T IV e  SKILLS

(Skivvfc Cfvorfsu W  V l A. U -^ e J ^  (J ^o a a A a ^S  ^

ovW  (\ Live 6f -ftlb .

C R & A T IV lT -y

S kw o b  .proLvc&d U-i/elu l i h - a s  a/v^ couW  
WAyV fpysz je xLu re^  ■ 

x n 'v é > s t ( ( ^ a t iv £  e ^ t^ u iR y  

6 k w i t  «Uo(plAMe<l CL Ik e r ÎAier&ih ù\ kvô 
OecvcK L u e ft  rvvcibcyiAls •

X M P L O M ê -NJTATIO NI

S k îw t, ccL/K»je.d tk/B o^k kùj id jta / )  o W  
^vWajc^cI A.rv (VvF-wesfcusj 'fT3Lp«oH  ̂ u/eA vtW  •

D l5 C R. L'\A I IV A T I O N
3 k \v ù t wc^V cnr^ficLtw b ik. fuk ehiixèe

/VA^Jv-ÊAr V Ci*o CUn ^  €.C|l/vfOAAjtvT' •

•P s K .C £ P X o a l  A w À K .e M e s 5 

GkivLb k W  A A \rW  se/\vc  ̂ a W
Bvw(^r0*^vs 4 c y .tu rt i / \  kù> iourte ,

T & C M k J iC A U  iS d L L S

SkAA/ufc cxf|>ej w&U. iW rk  -fta  f-ecJ \K kc^  
6 k /iiW  heeiu'-r^cl .

( 5 £ N / t ^ A l_  C O M M £ N J -r5

^  a W  se6s iA r\. T k e  ‘K&c^bI LSkecT C ^ Ç ^ lfM £ -d  

^ lrv iV /\^ S  f\ckA6/V6/rNW>V a /\c L  kc Icaim
KAft-lZÉ. liv irrsODyfccUrst pCAxb (d fu/j

W w k  . .

- - I



m a ,M G  fmUL ^ft|gN/AC.L£  T E -X T IL G S  R G P O R T  .

AAA N/1 Pu l a  r /  VG 6 K 1 LLS

IWell e x e c u te d  uieuu/tAO prrft#-S3eS . FkuJ. uJOa S</CCû^-ÿvl
A t  AÜ ^  S K fc tW j .

S d M M V N IC A T iy e , SKILLS
Rjuxl WAA ts  C(3Vntrvu*^CA.fe -tK ris ^ K  c lta T
d /B u w K ^ j K». WA/) cc r\f" 'tiL A t u \ tHvo rcspecT

C R fc -A T iv i-ry
PftM t CAiuUI aetsA/îxte luo a w x  iaLfiAo , o j \ à  u a / j  

A b u  t r  u s ù y  'tS to e iA  A

L 'F N V fe -S T i^ A T iv e  e x c ÿ v iR y  f  '

Gi«»d. Pcuu-i cM JjuJted S u O b iW  uativs + r  ü ifi us
kv3 UeAVUW . '-^

x m P l c m & s j t a t i o n

PamA wA/iwcJ weU fcc appU^ Iw  i'bUao « W  cA?<s+e 

A. p ic tu re  •

D lS C & lfV V  IK /ATlC-rO
Pa u A U/A/i a JsU  i r  tK o S e  BipprcprCadt. (jAnvï '/Àr Fuo 
UiArk • D cu^ iaïno uw e S o ïTA ^M O  s Iaw  .

■psK.C£ P T o a l  A K /A -R eK iess
PaW - Ka CI A. tSAtisfACk^^ CUA'AfcnoJ as I o u T Oü vJ 
bcxbjrtr i r .  kù) w o r k .

X e - C r t M lC A U  c S tlL L S

U/4Ü p m W a d  u jA /k , u/cH- a . ccu--éful a itc A K W . dr
(iukcu i. •

(J -L N /e K -A L  O S M M é -W T S
Qwjd . C p r^ id ju rJ b  cIvJLd. n x ix i  e^jButcf c A ^ p W W  

A  fecoTel rf Kû> w o rk  , K t  waa pUer>«d tc  pecord 

ko :x/ct€5SkjV àcKiJLVferreAfç .



N A M E  feO-l-Y gARN&S_____ TE-XTILCS R 6 P0 R T

A A A tO iPuLA T/VG  S K IL L S  -
_ L

T R e %  w e r e  c ^ A b U  h o t  lo ^ t iu d  c<Y\f(BÜA'<8 • ■

S k t .  MAAAAftd oiA  ô f  - t w  iv e o A /û ^  « m A is c i  b t / f  wa<3

S O M M u N ic A T iv e  SKILLS f u t  pUooecI w'tHs t te  h ^ é s  .

c e i ^  CAY\r<vi>iMCA-ted &S(*vpCe ^ c d -c h û / )  .

c r e a t i v i t y

K W  s e v e ra J - ibU-oo cLrsd u/evo a .5U  4 r  

w a ^  cSf e x e c u t u ^  k o r  w A r Ic  .
X N V C S T lé fA T lV Ê  C N t^ U iR y

cCUj-cksd Uiekfc iTiO-bfeTbÀio 'fvcyvv. Kon-e. û W  

UArvs ( tk e  (v L A t Ci\viroyv(K4,*st • iS k r  ssX4cJ"«d •fv'csrrv. 
x m P l c m c n j t '^t i o i n J U -'M x  fo r  b a r  p r jL C ti caJ w o r k  .
I c a t ^  W o rk td  K a t J  o u W  ccu rru d  ' t k r ^ k  K e r

l4 te w  t /^ k  a. t r y X / i N  p /c fv re  .
D lS C R l W  l1Vr\Tl O N

lù f t y  N tic ljtd  6 ^ (y \6  S w p p r r t  ir \ K w  thcv'cfl-o 1 h o t  

W AA AbCa. 4r meJfZ^ S^Yvst-bU . S u ijQ fcyhfriaS .
■ l'i K-Cé PXOAL AK/YK.CKJCS5

k & t y  Koui a  s e A S c b w e -  o u J ft /a r \a s s  <sj. c r t o u r

&i.\rvd b e x t u r C  ujk-ick U  Vcd

X Ê -C ti K U C A L  uSt-ILLS k '  K®/ worte .

I c t i y  c-ts^pcd w e U  u ù t k  tk f t  t ^ c a s s a r y  ■sktjUa > 

t>uk irveacitd c o v ss tftA b  ire^& So roo\CA ■

(t C M C ^ A L  C C M M C N J T S

T k e  (Z tc o rJ  s k a & t  w a o  o v c k /L  t r  k a ^  h e c o u j^ t  

it  k o l^ W  K e r + r  rc tc ra ru  zjtt. cSaablCl acKcflva^raAts 

£ i/\d  acuus urv K e r  ab < JJu ttab  •



N A M E  vJoA N N A  T C X T I u e s  R E P O R T

M A N /lP u L r ir /V C  s k i l l s

o&njMUA- hcul iSû/v«. prrblkw) wûH\ NA, brvctbr^ but 
u<Xû dtvMwise. obte. t r  c&pe ucK various weavtXa 

pr«UJ5CS •
C O M M U N IC A TIVE SKILLS '

Tkaat were f l u i t s - . J otumvbl o lrojU L^aW
U 5t/^  adouY / g h t  UAO A b u  f r  ^rvodjcL. U-Ui^ .

C R E A T IV IT Y
(TsYtfsftBu WOO abU  "k thAAJt s(- sujKbto- (zLcavi
hsJ piJsxtlcAl Work, or\d could Uewj ef L itfrk*^

tlu-S* tWtrum .
-FN V E S TU ^A TIve EN ij^LiRy
JfTLAOA t^lU-d'ed uorrvs -j/oM Koau. for u%e- ù\ KaY 
prïLchcal work .

X M P L C M e N J T É T IO N
. JJitaaAA worbAd Ko/d be Lcuiw tVvc^k httC loUoO^ 

ow'd tr  co»wpLAte Ktr pn».ci(c-«t utrfK ov\. fc i/u  • «Sk<-
wos a b U  t r  u x . hAT idjuk/i ejfetfivtL

D IE C R -IM  INAT'lorvJ
JffaAAA chose Kxr ua/^s  cwefbU^ "k a ^ e s f  fKe 
(,douf cxAd texture (!̂  a  s e M id i. sw N i, .

■I'CK-CP PXOAL AlAJrl-REKiESS
UsAcrvA h«d BL cUblT Sense <d colour , o/mI dodurc
CL/'-d oied thAAA ^e t fe c J b i* rv -  bar work

T ë -C r tK J tC A L  SK.ILLS
A CBLptblA pupLt û \ tkù ) m pecd. cJfla/MTBuo worlc «-lOo 

,fO ûsW  j  u itk .  Oa evtA ttASlOrl .

GCN/CK.AL C E M M E K JA 3
A  ptt&sûv» e ffo r t. J btlaaa, u Olo v e ^  ■prrud haf 
pr»uia-‘CBJ wo%c ûAd ê^eÿ /d  cnvupCAiu^tl-* l^eord 
(SkeAbj BU3 evidjLoCe g  kar &u(ùL3S _



N A M E  Philip SRyan ■ textiles r e p o r t

AAAN|PuLr\T/VE SKILLS
PWoUp WES A viSc/kIXu iMPO-ured pupJL , Btrvd S<r 

SPrr-e. o K m e r r s  ■ 3  o v b  4  4  &titcteS
COMMUNICATIVE SKILLS BÀEktûvEd ,
PkJXujj clroojiAfl altkovak Ac covfd
lT<»p cUsnr'^oisK M o ^  odou/S • Ka. waj eIpU- 
creativity 4r s,lccfch Kvi) iJjiaa ■
P k U t u p  h e ^ d  T V v x r^  icU cio  w k i ’d l  Ka u je o  

hi&r\ K  ôxp^i (V\jirO't wJHn •
TNVESTli^ATlve EMvOiRy 
PFutop %6(xch&d -jW uarns At Kate At cy.
CV? Uefk /m a Kev'iW  Ia W) k)ov|ç ,
x m p l e m e n i t a t i o n
PWjpüf Ov\cEAtvA-Ved CxK/EYiM^ Ka/d Oirvd
î pU-ALAAtEd Klo ldl«V3 LÂKr A yry^chccU |ka-ce
DlE.CR.lM HVATI ON A  VJcVlc •
T kAtup Cru\W MAkC cKs\Ct§> Ahcot texture cod
caaW àeOàjL nKacK 'Wsts 4r u ^  •

■I'CR-CC PToAl AWARENESS
Avicncmss c€\ovY Seve/E^ KVnitEc/ •
'TLxh/r-Lt OM/Aienesi (̂?çzJ
'rP'CrtMtCAL oSElLLS 

P 1m L l|0  n e U .  O ur^d  p a s tL o L E c I

iX /fvr-E fPU-LE ( P > ^ lK c e L  w o x te  .

(Ge n e r a l  COMMENTS
Ltfr/b ve^ . TVe PelotcI £>[o2Jit ujO-5
VgEj r o w w o L îÀ ^  /fo r  f k U J p  a ?  Lb Cov^vVTV'Ed

h/VS K«vrd EOUTVid feuCCEyS •



NAME M f r r m e u i  e>oWLER TEXTILES REPORT

m a n i p u l a t i v e  s k i l l s
W o^tluw covupU;feel 3  ouJr g. 4- w eo v iW  p r r tw s t»  A r 
O a Aj?fn>»Kvâ.fe s feW au d  .

<-o M M u N i c ^ n v e ^  s k i l l s

fa  cawvvwjui^XAJc Kuo ïd^CLo
S K ^  6WrKA,s .

C R 6 -A T IV IT Y
td jitu i kvo aw '- u/oo

fa  p X  On« ^  LvJtr U  7 kVuO Ui6AV<^ ‘

^ N v e > £ T i 6 j / \ T i v e  e N G f u i t^ y
KoitJvjttw o d h ju ttd  u o j y v I v w ^  kco p#^ch'cA.|
W (x k , V\ib atlsr fl-e, <sdrvo^ fa /  Lôffa

Aa^ - ĉ VlIs  •

-XAAP L O M e N J T A T I ONJ 
Ml^Utk&w^S rjD ^<S i^vS \0^  UiaA/-t^êd s fa rd n jlu /)  bi/P kt. u^kO 
a.bu. fa  c x T ^ j^ e  k w  ^rztuhaoJ u cv k  hr A. ^ K is fa c fr /^  
5kWr^Wu%A ; 0 /^ 4  Ç6Ê- IfvCo td̂ XKO f a l f a ^ L  ^  plTlLCX
D lS C ^ l /W  IK /A T I orvj ^  C(>Kclk;SJ^ .
M .aJttK iij w o o  A.bU, far (fa c ifa  aw a- c<^aw  6CKû/vn4 
0 /\À  u%. ĥ o fa p e a t^  - Use-^ kxf(/rc  uo/o ^ l& r

'P e R .C & P T O A  L  A W rf i^eNJeS5
M ^ H fa tu s  Ÿ ^ a ^ io r -  dL O Ad fan fare  u>ôr€

a-Adl f a  kJo a. OSû-j'vl

T ^ C r t h o i E A L  CSEILLS  
AA.Attkftu KaoI É fiH ^  pKfcU/fh/) u»d+i b a la u c * .  m  h*/3

prJicTico'! ^xx ta .*, b u t  ctkefw isa. je & n - t d  ca^oJAi- •

(a EN/LRAL c o m m e n t s
McJJXWd erv iW d IZ ta o L ^  •fre- Record c c v d . H a  Ufead 
notvXr fuô  aL^uarerrayd^ ^  t U ,  vevi'ouS u « < v A ^  
o^«tS5> ts   ̂ ( W  w c o  k t / '  d r  eonv a- i^tb ojuuxrd .



K l A M e  GJIfeRRJ CHAP/WAW . T E X T I L E S  R E P O R T

MAWjPuuATive s k i l l s  

CKfiYw /̂cw fibU k  û>y»v.pLtfï aU 
pr*tasse5.
C O M M U  M 1C A T I V £  SKILLS '
Ckjwri's d/ova/iM &kiLlo were rkHur itninAdi/ne Ja/f 
sKt uoo Abu. dr AvAkt h*v iéüoo gbvia/s, blW vb^ K  W" 

sfc»>ckfc.5 ware va/u b*g%'c .
CREATiviry
G K m w  Ka<̂  icUao af Kw owk ufubk skt wtaKtd 
\>r pi/<5»/e Lrs hft/ pjxtbcftl work .

X M v e s T i  E A T iv e  e w tp w R y
CKlwri u j M  ke&A W  OctU-ch uorw <froir>\ herre for 
wot tX ha/ prjLtlvcAl work .

J m P C E M E N J T A T i 0 (0
Qkw) effr/ts • Chfl/rù UAo cJsU. dir bar I'dtc/) a u d
wot t U ^  iX lw pi'wivcôl worle.
Dl 50ie\M IKJ A T  IO (O
CWwrL chtic c<iouofs etnd dextvrc uicfch tAAf\dAAC4- 
3hi WAA dUba/irvÙAtd Abousb ha/ ibUao .

P e ^ C E f ’ T u A L  ArW ARfeNJfeiS
C h ju i i .  s k a w e d  A  ibAsfc c ^ la v r cuoAret'^tss » b u rb
w&o Abu Hr o>t tJuô w»\ A  EuLlbxbU. wb^  .

t e c h n i c a l  s k i l l s

A  Uitu. cCu/A^. TxaaoK wao Att* cÿj- A  
iShJtruûUwd .
^ ^ ( O E R a L  Co m a a e n t s

C ^ d  Effpyb. CbMd. NAO ktAA Hr ifTprwg bar 
dûrcuoÙM. iS h t batpMg ■fbc. (24.cc<d. c /w d
iwAo prcvd (3 baf o.cbxav/arT'eAhr.



N A M E  IX X T tL -e s  R 6 P Q (^ T  .

A A r\N lP u L f\T fV a  6-iClLJLS

Qr\-C£JAjyYx^ . C'^VVi ^

tK& w e c w L Y ^  is t i r b c M s  •
: :O M M i;N I6 A T IV e  s k il l s

tS^uw -U 'a c^7v\rY u jrvA caJ“€ d  fv-t^ IdLxcuo ' f h r e y ^ K ,

KfeaJk 0 / \ ^  Ca^Jefvl à ^ O A A J t r ^  -
c P ^ A T iv i - r y

tStVTA-cra. kaLol no ;^ K ^ (4/r^s w u k k  ^^Hrv6/'^6ca/\.

<$)- fd jM x /j, s k c  u jA o  y jL -y  d û J t^ ^ /y v tù ^ d  a h o u d t  K & r

: F N T (6;a T i v 6  eNG^>uiRy. cKsvca^ .
Cj^5t>d. iS o u ^ y ^ f ^  W illAXvatd/ Seas/’ckû-d f a /  

/A .a J :6 //i2 L is  , ^x|;fcK.ôyk W Ao ^&Lg.(Jki m  th f lx /

L T M P L C M ^ N J T A T IO ÎnJ •

G /c c & lU u J :. vSo/fNA^^ (fVtÜ5uJed f a f u ^ /^ k  K & r I'dLaoo

C v ^  ^  ^X'GOubuK^ tk^nrw br\ fj)/7k c J r i  C ^ JL
0\s .C K ii/vv  iK /A T i o r\j f a r m s  ,

'^S^vvM/'av ujooo C £ > r ^ d A / r < b  ^  Knv cK«svcc. < (
êc3^oi.pAAjUNb O-rvol ,

P c K_ce PTür^L AVv/AR_e.tMeS5 

Ç p ro d  ^ v ^ | 0  . (SovnvvrA, (s k a u jfd  ^

Se/^S(Jkvvi6^ < :x tv ^ e n o ^  ^  C < io v /

T ^ C M K J lC a L  vSK-lLLS “je x fa fC  .

S o r A x f ^  C cp-ed w v d L  fa U  h a c o ^ jo n ^  S b i i o

H-ftX U a ^ k  ua %  f a r \ * \ d ^  A n d  F p r e W n W  .
(5lL-N^eK.AL- C O M /\A eN JTS

f  L o .M w ^  o jb tU > /c lA . (So / y m J^ Ia/o o  |)nsvd ^

(s2J |2-Q Xi^d A n d  iS fp^rsk  A.

t C r r e  LW u b  A .c c u

j



NAME Nigiotfts PReOEes TEXTI LES REPORT

M A N IP U L A T IV E  s k i l l s

ts/\'cbEÎO\.s bOAo Bible tw pro-cluct. û lÀ  f f u r

C O M M U N IC A T IV E  SKILLS  
N ic K e Ib o  u/«Li BibU- ■fs’ &»rv\iwu«^ieAfa Km> ibUbuj 

■fk/rr^Vi l iu & y  ( b u X  rA.tbar ur\.KcUjJ s la J r h u )  ■

c r e a t i v i t y

h / ic iW » /)  K«\d bn.«KX icUou) w tv 'c k  ba IvAo 

^loCe *k iw t ik  K*ô o n x c K e t^ l w p v ic .

T N V E S T K ^ A T IV E  E N /fÿ u iR y

NioKdlov) ç d j U t t e d  w t f t  u<?uvis fv /m  th e  eAui/eH/M4vt

K m & .

t m P l e m e n t a t i o n

K/icK^ar> WBVktd Kevd ba im p lw u W "  kù» I'atarto ,

O v r4  c a m p O ite d  fuô "6yM /)h m  p ic tu re  •

D IE L R IM .  I N  A T I O N  

Illic W Io n  IXAO a K U  "fy c h e w  "fbe C ry '/ecb  fsîsXo fe r  

k u i w p v J t ,A x 4  jc * f /v 3  ^  Kuj

• P c r c l P t o a l  a w a r e n e s s  .
ixo o  fBiXKa/ CBr-kiSBd r&b^wL c d r n x / , 

b u b  w «w  lew 7 fcr t i j e  te x fc u rA jt  ouAXÛttAo tX  Kuo

T E -C M  K l l C A L  cS R IL LS  .

( V ic k ^ a o  c -cy^d  w ebL i v i t L  "tXe s k c U ^  r ë ^ u r a d  

H "  CPYTptate k u j 'b u p e o k y  N e / u / u ^  .
(3i e n / c r a l  c o m m e n t s

t f f r / k  . I ckctcu ) fW r u d  tb * .  I^Lcoyd (SKaflT 

A . DVCf'ul ô tirw u U jS  • Ifc baLf^ed b r  moMAfcoLto.

K u3 |Y \^ V V ^ tiW | .



N A M E  -&TUAR.T TfeoK/ricLD TEXTILES REPORT

manipulative skills
S t u a / b  lA.eJZael h u t  wa-s abCa. Hr

t k r e a ,  rvob of u /e o A T u ^  .

COMMUNIEATIVE SKILLS
ofjuarb aaw\rrujjM,cBubfed Kxo i'bLé.o/) .sl/vyB&a
Ebadt-Kc-S •

c reativity
«SfvBurt EOrrvfl- car̂ osiBrv la .seJe.cf'cA ^
IcLaoo fry Kud WoKfc i Kc. Htwlad hr " Laoum " m
TNVESTI(NATIVE EMCyUlRY
iS fv o u t. O K iL n d te d  u a r A S  a .^ d  i v E f t  m B LkE u-rii/j
fyryyv K s v re  •

i m p l e m e n t a t i o n
OfSTjd. 6 f v a r b  w rrk a d  c p y ^ s is te ^ )^  H r py\5ztoce. 

kui pra-üticaj Ulo/jc .

DIECR.I M. INATI ON
3 h f w t  w o o  a.t>U. t *  cK û û ie  X K t C’t^r’f-e -d ' " h v t s  

f r y  kv3 W Bvk , Ood S E U c tu ^  ^ A jn s  •

■1'EK.CE PToAL a w a r e n e s s '
iSH/aCt- h«.ol r. ogTzl <4 O l IiSMX O-Ad
'fe>tbu rC- cv4 Hvvad "W ^P?pj k- tux

Te-ClilsJlCAL ISRILLS UûTie .
W o v k . w & o i \a a .tU  E jt fe c u te d  , o u \d  C fip /d

iw e U  N t k k  t u  s K i i o  rccjWMred •

G E n/CKa L COMM EN T3
S tu r -c fc  ■p6»jrvcl fcKytfc fcka- 12a .E xd  S k a a X  i (w prw ed

Iv ô  c rw f'o U w c fi. 1 b e c o w s e . k a . c rv c ld  r e o o y j  

rx&hM 'Verr'fty^U ry \ «■ nyula/’ b«a-Sl\s ,

- I



SjAMe DuHMiiYg TEXTILES REfoRT ,

M A  WiPoLAjive skills
Ar\tor̂  found io/wa. ^  -fha- t\MXt compLtcafed 
kjeavM^) <r«uUE c U ffi« u it.

COMMU M I CAT! V6 SKILLS
An+rv^ UiOS BtbU *fe- corvMTvt/MCBdi Kùo fdoas ffu io l^
Corvccse cUawî jS .

GREATi VI TV
WBL3 aJ?U •fe- iKvitfak his BWh idaaj a_nd 

pmivctd A éuâtaisU. d a ^ M  .jty a p>1dturc ■

XMvESTiAATive eoj(ÇuiRy
A w W y KJA5 a 1»U. +<r Ic rrit fpy qarrvs and uefb  
AAx=fertBil5 at Kavxa. ax\d a X  srhcA .
X m  i’EEm e  MT ATI OlO
t to  WwK- loaS crYrvtd awT BleyiStlcntfawL̂ / fund 
idftos uete HYoMisfpy/vtd vkV  pn«JTcA.I pucro weOv success

Dl SEK\ AA I to AT IO M
Aa+0^ wa.3 cltac a-brnf ch*W ^  cslauY And
WtWh •

Pe r c e p t u a l  A’̂ a r e m e ^s
AweU&w^ Ĉ IoiaT And -fex+ure WEfp Satif-fkc/avu • 
Anlvnu uSedxcoiwpteAAAnte^ tClffvrs in fu j Ha^?ea+  ̂ ^

USâAA/LAKû •TECrtyiOsL SKILLS
<Scy\M p»<b(e»\5 iM c th  HKare • L a c J c ^  c m fid tn ta  
Sett-nad -k  be Kd/tuM  /V \b ^  b ^ c k  .

(^^NERa L CoMAAEnJTS
RnfhAf a "fiM-td AppffRch • The Rtcrvd Cr/d cwtity^ 
tatted V  btost corvf'VkACE. ccvwpWu.0
i t  Ahd k)A5 abU Is  uje his À f o jo u ^  - n i s ^  & ffcchv<e tj .



KlAMe PftuL Hutor TEXTILES REPORT

M A w i Pu l A t i v e  s k i l l s

^  .prTSC055S5
c o m m u n  ICATtvE skills . coKpUted .

Qixile 46od. P o u t  w a j  a h k~  d s  s to t c h  cud  cU a u  o < ft '

KiÀ i'bUas tn a  d u u  usom •

C K C A T w i r y
pBoii had pCt/T^ ^  iJLuti his- “hLpestfij pidturt oufd 
WA5 abU  "k ch«o}e A 6 i / i ta b (e  m e  t?  devehsp .

XMVESTI AATIVE EM(pUI K y
fcwd WO.Î fecen &  S e a s d  w e ft  yarns a r\d  M a fe n a -b  •
He parbi'cularf^ c k jr ^ d  ssf^rass ^  dgcn .

J m P L E M E M T A T i OKI
^ ( e t k n t  Pa l iê  ervlecwourcd a n d  pensextyied k - fw ru te  

K'S ideas u \ H a ^ s h j  fsvM •

Dl SEKI M  I Ki a t  IO M
Fflud had p H b le rM  w ith  o«Jouf -  hecause he cruld  
m lu  d iid i M v is k  VEfu sH ftM  shades . 'T b d u ft  w a r  e A .s a r  

U' -jbr M m  d f cope W ith  •

Pc R C E P T u A L  A-W a  r e m e s s
TE K tu ia l cuw«cen»55 w a s  n e U developed •

T r c h k j i c a l  .s k i l l s
Pcurt cuped , bid had yrS bU ue^ U id k  a J i eauipyweyfh -  
€5peoiaUy S u s C a s  ■

I ^ ^ N E R a C Cc m a a e n t s
Vem determ lrved  e f fW t ^ o t id  a ^ o *d  piece ^  v m c i l c a l  

t W t  everXvally ^okievcd - P o u t  wlO) v e ^  p rrra  û . 
K's 'tapesfVy a n d  hM  Ptcaird C ard .



s jA M e  KuJjirvJer Hundle . t e x t i l e s  R e p o r t

M A W iP u L A l iv e  s k i l l s

fo f te lf in t . fculjuvlw  WAS pCecifg in  the â  h is
practical works AM srvMJScs were acKièved .

C O M M U N  IC A T IV C  SKILLS
Ve«fu d e a f  ar\d r\ecd ctrA w tnris . Rether em aU  work -  
i^dw ititlor c o M  n»f be e r c o iA a ^ i  4r w o rk  Mare f/ee.W .

CKCATi VI T V
PUnlu 4  ideas .py p ra d ic o j étoffe > kuüvnder was abU- 

-HKvnfc ^  a  SirdobW E u ^ c t ^  kts -fA figstiy ■

XWVESTlAATIVE EKiCpUl KY
kvlim der was it\te/esb«d ih CYeatin^ a  a l i t t e n ^
-  and cEUeded a d d X e  w eft M a b e n a b

pvrpoy •
J m P L E M E M T A T i 0(0 .

kulitn^ef h jofkEd h e u d  t  dam fU te HApcifl^  

picdui^ r W  "k brvrg id M s  d tf f ru L U e n  ■

Dl SEKl M  I fO a t  IO NJ
6 h w p  disM iM tnnbive p a w e *  • kohcndec u a s  V-e^ c leaT  

Bvbad w h a t Suited K b ir\ttn tions • 

P c R C e P T u A C  A"WAREMe.sS 
( ^ d  kul’jindeY  Kad a  c \e a t sense 4  colotMf cuvJ 

-texture (Â Km w o rk  , r W  w a; ab le  +0 w o r t  4 s o a jd s
A rtofirdte purpose •

T E C H I vJICa C .s k i l l s
Advanced -the ofsvp. Jciuijmckr ised gouip/wnxt 
co rfid ea tly  and was AWe +« AV&uxt fus awn w o rk  .

I ^ ^ N E R a C CûMA/\ENT5
A  b m h fc  a n d  capab le  bay  wK<r ' /U  prachca/
€KpE<uen.ce d  IwecWMa 1 a n d  iuK% Ufctd t U  c h a ik e y .

t k  gLfdrd W  .



N A M E  j-AAies T^XT/L-es .REPORT .

AA,'^W|PuL7^T/\/6 6-KILLS
Dcuvujd où/çteA w & (A  u j i j t k  tK e  u j^ ^ w c /^  pf^s^jC-iicJ /
b u t  LA AX) r v ^  (S ^ b iS r f i^ c l kx%) ' i \ j r n ip p \y ir ^

60/VlA/lL/NICAT!\/&5f<(LL5 
O a ^ u X  C<5VWVVUJViA^c^cct6pt 

c iyTO AAJL^S  C Lod  6lc&W\&%) .
cRe^ATiviT-y . .

f ^ r J i  db d L i ^ i o u J J c  toy ; s ^ b  k v o

t^iLeao f o^f^d C A ^ W  rv c t Aa c S cU l  w k c h
far V& .3pNY€>^T((^A"nv6 eNCvuiRy

OouwuB^/ C4^LLLct^j w ^ fa t  K K ^ è V \C » i^  "tko_

eYvv/vrA^M^rYvJb, J>u>t dü ic jccLêJ  A c f  f a  o >e  ^

X M P L L M £ N T A T I 0 N  K-» •
i t  &uuU: k  C ^ ^ jtA 'f r 'A .te  f V

p irc iA rv ^ d  ^  t v r v x  ; /xn<p( /

D15C IS.L\A IrvATI o N  Suffered orf tK^
t)ftvs>ueJ. U ' / o o ^ k U .  f a  cK ooS^ tJ-A 4 p p rc q > r jx te

f Y \ 6 u t o & T L A ^ q  f a /  k u o  W ^ k  .

P: R_ce PTUAL A W<tR_eN€.&5 .

J36Uh-ucA WO/3 A k U , fa  US^ Kuo er^

C X \C f\J i  f a  k ù o  W C / k .  .

'^RvCr\Kjtc a L- 6CILLS
Viôto ^bC u fa* (TiC(y\.cLyt t f a  sfcuiXo

M-Cjuur^d fa v  Ou/3 c^u«ve ,

6(LN^R_AL C D M M e K J T S
Sfak^L KaX p ^ cI D^xv>J-4J f a  f a u j ^

|vub ^ 6 b & rjb \A r\ ^  fao W A /k  , ftjQ, WAvO ^ (O jC L ^ J  

l / jd Û ^  kv3 €A/^wt(/AiJ, .

u



N A M E  Mac TCFFiee-Y TE-XTlLes R E P O R T  .

M A N IP U L A T IV E  s k il l s

K/EcL /A a^ \A ^ .ed  a JX  •fnM ' IajA à m  isf~ itcKo.S  •
H x  UlB-3 v e ^  CBT-fi'cLxKt m  KLo dppraaC k t x  k j o / L  .
d O M M U N I C f t T l V e  SKILLS
W e x i/ COrvMTuu riA C-cxted HTuvzzvyk £ > E iû u rfù /

S ic & t -c W s . A U h o ^ k  t W v E  u / j L i  r W H r  o n h 'c ^  <w
# E u -  p e e r  EAT a r ic v i  .

C R E A T IV IT Y  r
'KJe l L k a d  SeA(û/<a.l idUot-V a n d  co w  Id  < s ^ e j k  

U i C ^  Ef C iiu ^  “thê-Sê LA 1w5 M ode ,

T N V E S T lE A T Iv e  eN 'C yU iR y  .

K / e d  cctLc.ci'cd M o l r e n k l s  f /c v w  K o o a  cxm d

f/mvN t h e  L r ta J  'Ô A U ifP n ivun .f •

l c m P l c m c n t a t i o n  
t V e d  W  fb itc v J  L lv t A ^ k  a n n i i l f ia -

■ yx /vF  c c Y A p ta d ^  a  - h A p a h v  p ic tu r e  .

D IS C R .I \A ( N A T IO N
k lg d U  ju a o L t  in f w h n a d  cKsvcC.S tU o
W o fk  • f U  c r v ld  cUca'cU cy \ H U . c j x i ^ à  f e r t î

V l ^ f e C é P ^ L  A W . t « . e w ^ 5  L s  ■

W & i  iskipvjëdl e \  n»en.soABs.bta a u iO T g A E ^ j d  

C < (o u f  p m d  - U c h / i r t  lA  I ' d  w m k r  .

T C T  rl R j IC  A L kSLlLLS

K/€v L  c o p e d  W & U  u id k  t U  s b u l io  tc r jo ir c t

'6s' C o m p U t ê  HKva p ^ g e c t  •

(^ C N /C R A L  COvVVMCKlTS  

C t ^ c h / r X /  a -kb û b o d jê . • " T k a  (isLC trrd  & k W )  

k o L p c d  6s  ® / n - p ^ w d u  L*J€e^|c/'-'Css€S ■) w k ic K  

C O vvld  t U y \  b e . w a r  b e d  t /p o n  ,



KlAMe NoshmA kAOM T6XT(Les

M A  w I P u LA Tive 6 k IL L S
V e ^  jc » îd , KJoshina usas c a p a ld e  a t  aU  eg 'ffa- 
w e^W L^ ÿrsTW'sej a rv i d e ^ rl^  sh^ioed A .'W W - f a  u c ^ k J i j  

n ’dHv üorrxs .
COhAMu M IC A T I v e  6 K I LLS <-»
DrA/WM^s cJuldUsk b u f uas d e o r^
indfcAW . Nc>slv^ C/^^yed usuy W a t /r  .

Ck6ArT V i T V

f^oJT^ useful id £ o s  a / \à  5 ^ 3 ib (^  cf\ôiû>5 f a

X M v e s T i  ^^A Tive e M $ u ik y
A ICfeCA irv fa f^ s t Lh sc feku ^  o e fa  fY v ifa riA ls  * M ^ s k ‘»r\A 

UiA5 co f^ ^ l StAJck fa ApprvplOAhL /^Ôvirs ^  tfhr^cds •

JT/V\PL6AA6\JTfYTl UlO
G ç^ d  hard uiprk, o /v l  e f f a b  f a  com pLdg - f te  

ip icfure u K îc k  s k e  had U\ tujî d ) e v e w + k s ^ k  j f a  k /v l
Wckk "ffa

C>i56k.\M! f O A T i O M  ’
&oô4. C h û co 3  /vvA^U. at\ A  b A -s ts  ^  w fa x f

|/4ôuld M k  Ca h u  pldurfi

P e ^ C ^ P T u A U  A W A R 6 N j6 3 S  

{ w / W  uxdX 4jÊ//efapfd Se/c^e c c W r  'te x fu /c  .
*Tfe U3A5 (ro /k fc l uX fcA^sk fa  c /e ^ fa  a  /<SAfu
_  lôôfc
T ^ C M  kJ (C A L  6 k lL U S
G(o6)d K^MNclfaj ^  fC|ur̂ /vvsHr\+. Te^siAA fcôjpfc even

^ 6 M 6 R .A -L  C o M A A e K T S  
A  Abôd e f f a t . Tfa fa-pejii^ pruJ'c/fc w a s  
tvic^viAA W ^ ^ d rtd  fa e m b r r i i ^ A ^  'th e  s u f j^ c e  ^
^U! tff/sS5 • e r j c ^ d  fc a e fa y  ^  pjccArd ^  kor



NA.MG /MHRie MOOKE_________ TEXTILES REPORT .
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PcuuX fvurvd Woj\JUaâ  <juu66 jx-pfa&uLit /
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PcuaX W6LO oi/jo fa Ĉ rr\murv>ÙCAt€ huo idUao 
^Ivnr^K SfM^Lc. 6lcA iufa6 •

C R E A T IV It *Y

Po-uJl Unioa) +r fa/ hco
p w & b ic A l  t j ^ f e   ̂ kë f\iu.dLtJ ko ip  fa"

X N V E ^ T U ^ A T lv e  eX C yU iK y  p rrtA xd  .

PaaJL ujo/) c ^ t t r k  fa u x  6ùkr»l Ad^Lfa^^ioio 
fW frwi p r^ c K c ^  u i ^ b  .

IT  /V\ P L E  M  e  NJ T  A T IO  Ni

PcwxÊ fa ;rid  CcyxCOritr^jbj^ cLfaouuÙb bufc d X j
ur\ ccyyvpUJlu^ Vuo U j-e o u /t^

0 \S .6 f^ l .W  lïVA TlD fN J

. Poa>JL ujo/0 ^bCe, fa cKo<SX- fajL ^prv^rCo^fa fazr&? 
f a  Via/) uiCH^k , b u t  cKsxcû. C ^kur  W<%3
Pc K_C6 PXOA L  A W it  k.ENiES5 d v fa i 6ulÜ  *

A U>toi2- Cprv{\/S€ci -
ŸouuJi P\6>Kcl Un. U VE <| C/C|ovjT .

T ^ E M K J t C A L  6K.ILLS

Po-ujl fa\jir\d  d/facxjubb b u t
(SV€rC£>mr6 prcbb&YWS <?Lnd farU^L fuo UiOXfe

C lL N /L k -A L  C O M M e K iT 5

v o / l^ b t e  . 'T k t  vsK^ûi

}\jeXpecJ bç f a  Lus PojulI s . ) t i  e n ry o ^ d

fw5 AùkjuLVe/rr6Y\bs .



NAME A t f Q  PITROL/) TE-XTILES REPORT ,

M A N IP U L A T IV E  6K 1LLS
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APPENDIX EIGHT
Relevant Programmes of Study and Attainment Targets for Key 
Stage Three
This Appendix contains the Programmes of Study and Attainment 
Targets which are satisfied by the First Year Spinning, 
Weaving and Dyeing project.



ATTAINMENT TARGET 2 : Generating a Design Proposal
Pupils should be able to generate a performance specification 
and explore ideas to produce a design proposal and develop 
it into a realistic, appropriate and achievable design.
The Spinning, Weaving and Dyeing project covers Levels 2 - 
5 inclusive as outlined below. Only the more able pupils will 
achieve all the .levels mentioned.
Pupils should be able to:
Level 2
Use talk, pictures, drawings, models, to develop their design 
proposals, giving simple reasons why they have chosen to make 
something..
Level 3
Record how they have explored different ideas about design 
and technological proposals to see how realistic they are.

\Use information about materials people, markets and 
processes, and from other times and cultures, to help in 
developing their ideas.
Make a design proposal by selecting from their ideas and 
giving reasons for their choices.
Apply knowledge and skills, to select ways of realising the 
different,parts of their design.
Use drawings and modelling including annotated drawings and 
working models to develop their design proposals.
Level 4
Record how their ideas have developed.
Use information obtained from their, own investigations and 
from other sources to review their design proposal identify 
where decisions still need to be made ; suggest possible . 
courses of action which will, improve their original design 
proposals.
Estimate the resource requirements and check on availability. 
Use storyboards to describe and edit design proposals.



Level 5
Record the progress of their ideas showing how they have 
clarified and developed them.
Seek out and organise information to help them develop their 
ideas and refine their design proposal.
Extend their first ideas by combining aspects of them to 
formulate a design proposal and explain why some ideas were 
hot used.
Establish and check the availability of the resources 
required, adapting their design as appropriate.



ATTAINMENT TARGET 3 : Planning and Making
Pupils should be able to prepare a plan to achieve their 
design, and to identify, manage, and use appropriate 
resources, including knowledge and processes, in order to 
make artifacts, systems and environments.
The Spinning, Weaving and Dyeing project covers Levels 2 - 
6 inclusive as outlined below. Only the more able pupils will 
achieve all of the levels.

Level 1
Use a variety of-materials and equipment to make simple 
things ;
Level 2
Use knowledge of the characteristics of materials and 
components, . .
including constructions kits, to make artefact, systems or 
environments.
Show that they can use simple hand, tools,materials and 
components.
Describe to others how they are going about their work. 
Level 3
Choose resources for making by using their knowledge of the 
characteristics of, materials and components.
Use a range of hand tools and equipment, appropriate to the 
materials and components, with some regard for accuracy and 
quality.
Consider constraints of time and availability of resources 
in planning and making.
Improvise within the limits of materials, resources and 
skills when faced with unforseen difficulties. .
Level 4
Choose tools, equipment, and processes suitable for making 
their design and use these appropriately.
Adopt procedures which minimise waste, pay regard to cost and 
achieve accuracy and finish.
Adopt alternative ways of carrying forward their plan when 
difficulties are encountered and recognise when help is 
needed.



Use drawings, diagrams and. models, to assist making.
Level 5
Use a knowledge and understanding of the properties of a 
range of materials.
Level 6
Combine Knowledge of.the properties of a range of materials 
and processes to identify those most suitable for their 
design.
Demonstrate by their choice and use of a variety of tools and 
equipment that they understand limitations and the need for 
safety and accuracy.
Use knowledge of materials, components, tools, equipment 
and processes, to change working procedures to overcome 
obstacles as making proceeds.
Plan and organise making in order to, achieve the desired 
outcome.
Show judgement in seeking advice and information.
Use knowledge of technical and symbolic representations of 
materials, components and processes to assist making.



ATTAINMENT TARGET 4 : . EVALUATING .
Pupils should be able to develop, communicate and act upon an 
evaluation of the processes, products and effects of their 
design and techchnological activities and of those of others, 
including those from other times and cultures.
the First Year project covers those levels outlined below. 
Only the more able pupils will achieve all of the levels.
Pupils should be able to:
Level 1
Describe to others what they have done and how well they have 
done it.
Describe to others.what they like and dislike about familiar, 
artefact, systems or environments.
Level 2
Discuss with teachers and others how satisfied they are with 
their design and technological activities, taking, into account 
their original intention and how they went about their task.
Make simple judgements about familiar artifacts, systems or 
environments, including those from other times and cultures.
Level 3
Discuss their design and technological activities with 
teachers and others, taking into account how well they, have 
met the needs of others.
Comment on the materials and processes used and how the task 
was tackled.
Level 4
Review the ways in which the design has developed during the 
activity, justifying decisions and appraising results in. 
relation to intentions. ,
Review the decision making process they used in producing 
their final artefact, system or environment.
Comment upon existing artifacts, systems or environments, and 
those from other times and cultures, including appearance and 
use of resources.
Understand the social and economic implications of some 
artifacts,. systems or environments.
Level 5
Justify the materials, components, procedures, techniques and 
processes used, and indicate possible improvements.



Evaluate the results in relation to the original needs or 
opportunities, taking into account users' views,cost- 
effectiveness and scale of production.
Understand that artifacts, systems or environments from other 
times and cultures have identifiable characteristics and 
styles, and draw upon.this knowledge in design and 
technological activities.



PROGRAMMES OF STUDY
The Programmes of Study which were addressed by the First Year 
project are indicated below:
Pupils should be taught to:
Working with.Materials .
Use equipment safely.
Consider, when selecting and using materials, their physical 
properties, availability and cost, and the product being made.
Combine materials to create composites with different 
properties.
Assemble a range of materials.
Take account of the constraints imposed by equipment.
Select equipment to create a quality product.
Work with a variety of media to produce graphic outcomes.
Ensure that the working area is well ordered and safe, and that 
the equipment is well maintained.
Follow Safe working practices.
Understand procedures for dealing with accidents.,
Achieve a high quality of accuracy and presentation.
Know that making requires the matching of materials and 
equipment.
Identify and use machines.

Developing and Communicating Ideas
Explore a range of potential solutions before selecting one.

Satisfying Human Need
Recognise that economic, moral, social and environmental 
factors can influence design and technological activities.


