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A NY LA N G U A G E E V E N T , however great or 
■'* however small, however trivial or however 
im portant, no m atter how m any people are 
involved, is basically a  stimulus-response situation. 
I f  I ask you to come and  have a beer, or if  I pu t 
my thum b to m y nose, or if a tsotsi sidles up to you 
in your parked car to offer an  illegally gained 
w atch, you will feel constrained to give a  response, 
and  m ore likely than  not th a t response will be a 
verbal one, and  most likely an  oral one. A lthough 
the verbal stimulus or verbal response, or both, 
will be largely autom atic —  one th a t we do not 
th ink about consciously (for exam ple ‘Stop T h ief’), 
the situation is a highly complex one, and one in 
w hich it is impossible to distinguish or delineate 
one single or simple stimulus or response.

Let us m ake a brief analysis of one of the millions 
of possible language events. Nelson Brooks* 
describes it thus: M r. Sm ith is sitting working at 
his desk in his office. T here is a knock a t the door. 
Sm ith calls out loudly ‘Ju s t a m inu te!’ and  shortly 
afterwards goes to the door, w here he perceives 
M r. Jones, who says ra th e r apologetically ‘I ’m 
sorry to disturb you’. Sm ith interrupts him  by 
saying ‘N ot a t all —  come in ’.

As Sm ith was sitting a t his desk, “ the kaleidoscope 
of consciousness in his head was given a sudden 
new configuration by the sound of Jones’ knock. 
O u t of a composite of em otional reactions reorien­
tations and intentions, one finally comes to 
dom inate the re s t: Sm ith’s wish to signify his 
presence on the o ther side of the door and to ask 
Jones to w ait until he opens it. This intention is 
almost sim ultaneously transform ed into certain  
English words w hich Sm ith pulls out o f the 
m em ory store th a t he has bu ilt up over m any 
years. These words —  sound waves set up by certain  
physiological changes convey this in ten tion .”

♦ N e lso n  Br o o k s : Language and language Learning (Harcourt, 
Brace & World — 1960).

Sm ith’s vocal appara tus perform  a highly com­
plicated sequence of movements th a t produce the 
vibrations th a t carry  the m eaning. A non-English 
speaker, receiving these vibrations, would not be 
able to decode them . Jones, however, is English- 
speaking; his ear-drum s are struck by the sound­
waves ; an  alm ost im perceptible m ovem ent sends to 
J  ones’ brain  a sequence of neural impulses tha t are 
decoded into m eaning, and  Jones ‘understands’. 
T he process of com m unication has passed through 
a series of definable stages: a m ental state (Sm ith’s 
reaction to the knock and  his desire to have Jones 
w ait), an  encoding process, a physiological reaction 
w ithin Sm ith’s vocal apparatus, a purely physical 
event o f vibrations or sound waves going out 
concentrically through the air, another m ental 
state.

T he com plexity of this situation, which is only 
m om entary, is further heightened, if we think of 
the possible reactions th a t could have taken place 
w hen Sm ith heard  the knock. H e could have asked 
Jones in im m ediately; he could have been annoyed, 
excited —  any one of a dozen possible states of 
m ind. T he actual sounds th a t he m ade in response 
to the knock could have covered an  enormous 
range: ‘W ait a m om ent’, ‘W ait a m inute’, ‘Ju s t a 
m om ent’, ‘H ang on’, A ttendez un peu’, ‘A ttendez 
un  m om ent’, ‘W ag ’n bietjie’, ‘W arten  Sie b itte ’ 
etc.

I t  is interesting to note th a t this situation is 
unique. A lthough someone else m ay come and 
knock again, the precise details o f this situation 
will never be repeated psychologically or linguisti­
cally. A lthough Sm ith and  Jones m ay use the same 
utterances again in a sim ilar situation, the phonic 
details —  volum e, stress, pitch, in tonation will 
never be repeated. (H ave you ever tried  repeating 
the same u tterance when recording a tape from 
script —  it is difficult to employ identical in tona­
tion and  pitch a second tim e?)

W hat I wish to suggest by using this ra th e r 
lengthy exam ple of a typical language situation is 
th a t the stimulus-response situation in real life, 
w hatever the situation, and  w hatever the kind of 
stimulus-response, is enorm ously complex —  a 
com puter would be necessary to work out all the 
possibilities.
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O n the other hand  the num ber of possibilities in 
a language-learning situation is strictly lim ited. 
T he lim itations are brought about by the limited 
num ber of sounds, structures or vocabulary items 
th a t are a t the disposal of the learner or by the 
framework of the teaching-learning situation. The 
linguistic range of the language learner handling a 
situation sim ilar to the one I described would 
naturally  be smaller than  th a t of M r. Sm ith. If  
you like, it would be the difference between 
m aking a journey  by car and doing the same jo u r­
ney by trolley-bus, or even by tram . M r. Sm ith goes 
by c a r : the route he travels, the speed a t which he 
travels, the num ber of times he stops and  w here he 
stops is almost entirely his own affair. T he advanced 
learner — one w ith several years of L2 experience, 
is the trolley-bus. H e has m ore m anoeuvrability 
than  the tram , bu t he m ust stick to a definite, well- 
defined route. T he beginner is the tram -ca r: he m ust 
adhere to the tram-lines. I f  he deviates a t all from 
the linguistic tram -lines, he will be in trouble.

Language-learning situations, then, (and I am  
referring specifically to second and  th ird  languages, 
bu t this also applies occasionally to first language 
learning, even in high school and beyond) are to a 
large extent artificial. T hey can not be otherwise. 
Progress in language-learning means simply ex­
tending the possibilities and increasing m anoeuvra­
bility. W hat the ultim ate is I do not know —  is 
there such a thing as com plete bilingualism ?

Language-learning is artificial also because as 
teachers we have to oversimplify the stimulus- 
response, especially for beginners, otherwise the 
teaching-learning situation would become un ­
m anageable. T h e  reduction of the stimulus- 
response to m anageable proportions is the very 
essence of program m ed learning and  language 
laboratory  techniques.

I wish, a t this point to hazard  one definition 
(and there are m any) of learning. L earning m ay be 
defined as an  identifiable change in behaviour on 
the p a rt of the student. These new habits of 
behaviour are brought about when the m echanism  
of stimulus-response is involved. A comprehensive 
discussion of the terms stimulus and  response, 
which I can not elaborate in  an  article o f this 
length, m ay be found in The Learning Process and 
Programmed Instruction by E. G reen (H olt, R inehart 
& W inston —  1962). This stimulus-response 
m echanism  can be brought into play in one of two 
ways. Politzer* describes them  thus: “ T he first 
type of learning is known as classical conditioning 
and  involves an  associational shift: a stimulus (S) 
is associated w ith a reaction or response (R ). T hen  
another factor (A) is added to the stimulus. (S) and 
(A) together still produce (R) (S plus A equals R ).

* P o l it z e r : Teaching French — An Introduction to Applied Ling­
uistics (Blaisdell 1960).

Eventually the original stim ulus (S) is dropped, and 
(A) by itself causes the reaction originally produced 
by (S). In  first language learning (S) corresponds 
to the stimuli created by a situation, and  (A) to the 
linguistic symbols w ith w hich the stim uli are 
associated.”

This symbolisation often causes trouble to 
teachers, because they overlook the fact th a t the 
concept or the thing for which the symbol stands 
is m ore im portan t than  the w ord or u tterance th a t 
we use to give expression to the concept or thing. I 
am  rem inded of the story of an  African student 
teacher who wrote in his English essay “ Last night 
I took my girl-friend out and  proposed to her, bu t 
she garbaged m e.” T he lecturer was non-plussed 
and  asked the student to explain. “ I looked in  the 
d ictionary ,” was the student’s reply, “ and  found 
th a t garbage m eant Refuse.'’’’

Politzer continues: “ In  second language learning 
this associational shift can not be repeated in this 
simple form unless learning is started in early 
childhood. T he linguistic symbol (A1), learned in a 
given situation, becomes inevitably associated w ith 
the linguistic symbols of the first language : S plus 
A 1 plus A equals R. T he “ m eaning” of A 1 is thus 
not simply the one derived from the situational 
association. I t  is also identified w ith the m eaning 
of the symbols of L I , thus we get w hat are com ­
m only known as ‘areas of interference’.”

“ T he second type of learning is th a t known as 
instrum ental conditioning” , (which is in  fact the 
basis of the linear program m e in program m ed 
learning, and  the kind of learning th a t we attem pt 
to produce in  the language laboratory.) “ In  
addition  to  an  association of stimulus-response, it 
involves the idea o f ‘reinforcem ent’.” As a result of 
some kind of inner satisfaction or ‘rew ard’ (I do 
no t like the w ord), be it praise from  the teacher, or 
a sweet, or the m ere satisfaction of knowing th a t he 
is right, the  student is urged to tackle the next S-R 
situation, and  so on. H ere again, this situation, 
however well it m ay work in the teaching-learning 
process (and I th ink it does), is th a t the real-life 
situation will be a random  or open-ended situation, 
as contrasted w ith the closed situation of the 
classroom, or even m ore so, of the language 
laboratory. This is, in  fact, the  m ain  thesis of this 
article —  to show some of the discrepancies between 
the language learning situation and  the practical 
application of language in real life situations.

Some psychologists feel th a t all learning results 
m echanically and  autom atically  from stim uli and  
responses w hich are associated in  the learning 
organism , and  th a t all learning is basically of this 
m echanical habit-form ation type. O thers feel tha t 
the perception of patterns and configurations is of 
the utm ost im portance. This seems to be the basis,
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for exam ple, of the m odern approach  to the 
teaching of m athem atics: th a t the perception of 
pa ttern  is m ore im portan t than  rote learning or 
m echanical ability  in com putation. According to 
the second type of learning theory, the learner is 
m ore than  ju st a m echanism  shaped through 
stim uli or impressions received from the outside: 
he brings to the learning process his own creative 
ability to perceive relationships: a  kind of gestalt 
theory.

T he psychology of L2 learning m ust take into 
account three facts w hich determ ine m uch of the 
learning process:

(a) L I tends to interfere w ith the acquisition of 
L2

(b) Language is habit.
(c) Language is an  elaborate system.
(b) implies th a t the second language m ust be 

taught by producing the appropriate  responses to 
the appropriate  stimuli, and  if this is to take place, 
three conditions have to be fulfilled:

(i) a response can be learned only if it is 
performed.

(ii) a response is learned only if it is rew arded.
(iii) the rew ard m ust be im m ediate.

I t  will be seen th a t these are in fact some of the 
bases for program m ed learning, and  th a t the 
language laboratory  is em inently suitable for the 
realisation of these conditions. T he Skinnerian 
system of program m ing —  which I consider to be 
especially applicable to language laboratory  tech­
niques in the various stimulus-response situations 
—  means th a t a  student m ust be provided w ith a 
situation w here w rong responses are impossible —  
or, if you like, w here there is an  error ra te  of only 
five per cent, w ithout the challenging nature  of the 
work being removed. In  order to achieve this, the 
stimulus-response situation m ust be closed-ended: 
the tram -lines from w hich the student m ust not 
deviate.

W e can com m unicate in our native tongue w ith­
out having the slightest idea of w hat the structure 
of our native tongue is like. W e m anipulate  the 
structures m echanically, unconsciously and  au to­
m atically, as a result of long and  m eaningful 
practice. T h e  goal of all second and  th ird  language 
learning is to  achieve precisely the same kind of 
au tom atic control or autom aticity  in the second or 
th ird  language, b u t w ithin a shorter tim e and  in a 
m ore artificial environm ent th an  is the case w ith 
first language learning. (I am  no t thinking here of 
a student who is absorbed fully into the L2 
environm ent —  e.g. a person who goes to France 
and  lives w ith a non-English-speaking family.

In  most second or th ird  language learning 
situations the stimulus-response situations should 
be so arranged  th a t they m ake the patterns of 
language clearly apparen t to the student. This does

not m ean th a t he should be able to talk about these 
patterns, although m any students like to do this, 
bu t ra th e r th a t he should be able to use the patterns, 
first of all by repeating them , in a kind of vacuum , 
and  then  by pu tting  them  to use in meaningful 
situations. H e also needs a perception of the 
analogies involved, of the structural differences and 
similarities between sentences and  other units of 
speech. I f  he does not perceive these, then he will 
have difficulty in carrying over or applying the 
closed system of p a tte rn  drill and  substitution table 
to the open-ended system of spoken or w ritten 
com m unication. T he degree and  kind of percep­
tion will depend on the age of the learner. O ne 
thinks here of W hitehead’s theory of the three 
stages of developm ent: rom ance, precision and 
generalisation and  his suggestion th a t the age of 
precision heralds the “ mass attack  upon gram m ar 
— the gram m ar of language and of science” , which 
takes place (or ought to) between the ages of 12 
and  16.

I t  is a t this po in t th a t language learning becomes 
a gestalt business, w here w ithout necessarily 
m astering gram m atical term inology, the student 
m ust see th a t certain  utterances follow definite 
patterns —  for exam ple the /s/, /z/ and  /az/ forms 
of the English p lural, or the /t/, /d / and /ad / of the 
English preterite. T he ability to perceive such 
patterns and  relations is possibly a function of 
intelligence. I t  m ay well be th a t there is inevitably 
a  high correlation between general intelligence 
and  the studen t’s ability to control the pattern  
m echanisms of the target language. W hile trans­
form ation drill and  substitution exercises operate on 
a stimulus-response basis, the fact th a t we arrange 
them  according to patterns indicates an  appeal to 
the student’s ability to perceive these patterns. 
Thus the p a tte rn  practice caused by stimulus- 
response conditions is an  a ttem pt to establish 
responses while a t the same tim e showing the 
student the p a tte rn  involved in the responses. I t 
combines a  purely  m echanical stimulus-response 
approach (which m any students find ra ther boring 
in itself) w ith a utilization of the student’s in­
telligence.

T here is a potential conflict here between pattern  
perception and  h ab it form ation, in the tem ptation 
to substitute the perception of the existence of a 
p a tte rn  for its actual acquisition as p a rt of au to­
m atic habit. This conflict can, I think, be elimi­
nated , or a t least reduced by utilising stimulus- 
response situations which, instead of involving a 
com plete pa ttern , utilise the m inim al step ap ­
proach, where each small step is rew arded and  
reinforced. M ay I give a  French exam ple? This is 
an  instance of the so-called refinem ent technique.

T aped  voice: “ R epeat:
Voici m a m e r e ...........
Voici m a cham bre . .
Voici m a maison . . . .
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“ Now m ake sentences acording to this pattern  
w ith:

m a m e r e .......................voici m a m fere............
m a c h a m b re .................voici m a cham bre . . . .
m a m aison ..................... voici m a m aison............

“ Now m ake sentences according to this p a tte rn  
w ith:

m £re ........................ voici m a m £ r e ....
cham bre .....................voici m a cham bre . . . .
maison ......................... voici m a m aison...........

“ R epeat:
voici m on liv re ...........
voici m on cah ie r.........
voici m on ro m a n .........

“ Now m ake sentences according to this pa ttern  
w ith:

m on l i v r e ................... voici m on l i v r e ...........
m on c a h ie r ................. voici m on cah ie r...........
m on rom an ............... voici m on ro m a n ...........

“ Now m ake sentences according to this pattern  
w ith:

l iv r e ...............................voici m on l iv r e ..............
cah ie r............................ voici m on cah ie r...........
r o m a n .......................... voici m on ro m a n ...........

“ Now make sentences according to this pattern  
w ith:

l iv r e ...............................voici m on liv re ..............
c h a m b re ......................voici m a ch am b re .........
maison .........................voici m a m aison.
cah ie r............................. voici m on cah ie r.
r o m a n ...........................voici m on ro m a n ..........
mfere............................... voici m a m ere .................

Notice here, in ter alia, the four-phase technique, 
the m inim al step, the problem  a t the end arising 
naturally  out of the repetitions.

T he perception of the pattern  can be taugh t or 
tested in this w ay: (the student has already learned 
the nouns and their genders).

T aped  voice “ W hat do you notice about the 
difference between m on and m a in F rench? . . . 
Yes, tha t mon is used for a m asculine noun, and 
m a for a feminine noun .”

In  this presentation the possibility of error is 
elim inated —  a t this stage. W e hope th a t the 
carry-over will be successful enough for the student 
not to m ake a mistake when he is in the open-ended 
situation of every-day com m unication, where the 
possibilities are infinite. In  o ther words we hope 
th a t the transfer from closed to open system will be 
complete. In  ordinary life plurals are not usually 
produced in response to singulars, or feminines to 
masculines. T he transfer of the response to a 
different situation, m aking it independent of the 
original stimulus, involves precisely the awareness 
of the total pattern  and  of those intellectual 
processes which the m ethod was designed to avoid 
in the first place. This, I believe, is an im portan t 
aspect of our language program m ing, either for 
classroom use or for laboratory use. T he m inim al 
step m ust lead eventually to the total pattern . T he

structures w hich the student has learned by the 
refinem ent principle m ust be pu t to use as soon as 
possible in audio-com prehension, controlled con­
versation, or even in composition.

T h e  student recognises the p a tte rn  —  th a t for 
exam ple gehen is a sein verb, bu t un til he can 
reproduce autom atically  Das Madchen ist um halb 
zwei zur Schule gegangen he can not be said to ‘know ’ 
the structure. I t  would be the same in Afrikaans in 
this example.

O vercom ing points of interference from the 
hom e language can be achieved only if  regular 
an d  special a tten tion  is paid  to those points of 
interference, either in  phonology, gram m ar or 
lexis. T he m ental set of the student m ust be keyed 
to the use of stim uli in the target language. This is 
done as a m atter of course in the second language, 
bu t in the th ird  language we still have far too m uch 
use o f the hom e language. This, to me is one of the 
exciting possibilities o f language laboratory  tech­
niques. W e are being forced by the m edium  to 
reduce translation and  linguistic one-to-one corres­
pondence to a m inim um , or even to abolish it 
altogether, as in Credif and  Tavor courses. I t  m ay 
be necessary, in the early stages of a course to give 
instructions in the hom e language, b u t the stimulus- 
response situations m ust be in the target language. 
O ne can, of course, use pictorial stim uli, such as 
Stack suggests*. T he gram m ar-translation  m ethod 
is still w ith  us, where the stimulus consists of 
translation from or into the target language, in far 
too m any classrooms.

A nother m ore startling way of overcoming 
points o f interference is to elim inate m eaning 
entirely from the initial phases. Give the pattern  
drill w ithout the student’s knowing the m eaning. 
For exam ple the following refinem ent drill could 
be used; the student knows th a t kommen etc are 
verbs, and  th a t ist gekommen is the perfect tense, 
bu t he does not know the lexis.

Johann is t gekom m en

ist
gekommen
gefahren
geflogen
geglitten

hat
vergessen
gesprochen
geholfen
befehlen

Johann

I would now like to exam ine briefly some of the 
stimulus-response situations th a t we use in the 
language laboratory  and  th a t can be applied, 
although less efficiently, in the class-room. I 
would emphasise the classical four-phase tech­
nique m aster stimulus —  student response —

*E. M. S t a c k : The Language Laboratory and Modern Language 
Teaching. O.U.P. 1960.
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m aster confirm ation —  student reinforcem ent:

master
stimulus

master
confirmation

student
response

student
reinforcement

1 am  going to use the term  ‘w ritten ’, although 
this does not necessarily m ean  w riting —  it can 
refer to graphic m ateria l: drawings, pictures, etc.

STIM ULUS 
1. Oral

RESPONSE
Oral

2. Oral Written

3. Written Oral

4. Written Written

I am  presum ing th a t some w riting and  reading 
skills are involved in  the course, especially where 
(3) and  (4) are concerned, although, as I have 
suggested before, you m ay have a w ritten  response 
w hich is neither in the hom e nor the target 
language, for exam ple the cross-tick exercise.

Fernand  M arty  in his Linguistics Applied to the 
Beginning French Course (Audio V isual Publications, 
1963) gives 71 examples of stimulus-response 
situations (this for French) and  puts them  under 
3 head ings: C onstructed Responses, M em ory
Responses and  M ultiple Choice Responses. Stack 
in his The Language Laboratory and Modern Language 
Teaching (O .U .P .— 1960) analyses these according 
to analogy drills, m utation  drills, fixed increm ent 
drills, paired  sentence drills, narra tion  drills and  
exploded drills. Some of these overlap, and  one 
could add  m any others of one’s own.

I t  is not necessary to m ention all these in ­
dividually. T here is however, one type of SR mode, 
no t m entioned by M arty  or Stack, one w hich I 
regard  as being very useful, especially for revision, 
b u t m ore particu larly  for w hat I call consolidation 
—  pu tting  language to use in  a com pletely closed 
system after the various drills have been practised 
by the student. This is w hat is called conversational 
chaining, or fixed increm ent response. T he student 
is given a sentence, and  then another item. T h a t 
new item  m ust be incorporated  into the sentence, 
possibly by replacing an  existing item, so as to 
form a new sentence. I find it particu larly  effective 
in  French and  G erm an, and  one w hich m y language 
laboratory  groups find quite difficult. L et’s have 
an  exam ple in English. “ Peter likes chocolate — 
M ary : M ary  likes chocolate —  sw eets:M ary likes 
sweets —  prefers :M ary prefers sweets —  e a ts : M ary 
eats sweets —  alw ays:M ary always eats sweets —

*See article by present author Materials for the Language 
Laboratory—Symposium 1965.

is eating: M ary is always eating sweets — too m any: 
M ary  is always eating too m any sweets —  H arry : 
H arry  is always eating too m any sweets —  do you 
th ink?:do  you th ink H arry  is always eating too 
m any sweets? —  m y m other:do  you think my 
m other is always eating too m any sweets ? —  
peaches:” etc. This is in fact the substitution 
table run  riot. Notice th a t it is not necessary in this 
exercise to confirm the response. W hether one does 
so or not will depend on the age and  level of 
achievem ent of the students. I f  one does not con­
firm the response, the students are ap t to get lost 
quickly in this verbal m aze —  a good audio­
m em ory is essential. T ry  the exercise w ithout con­
firm ation: “ Peter likes chocolate — M ary — 
sweets —  prefers —  eats —  always —  is eating — 
too m any —  H arry  —  do you think ?— my m other 
-— peaches.”

M ay I give m y own m atrix  of SR situations? 
This is taken from H alliday ( The Linguistic Sciences 
and Language Teaching —  Longm ans, 1964), and  is 
w orth looking at. (Those of you who are acquainted 
w ith the works of Brooks, Politzer, M arty , Stack 
and  H alliday will recognise their influence in this 
paper: I hereby acknowledge m y debt to them ). 
T he authors discuss the difference between gram ­
m ar and  lexis. “W hat causes us to draw  a dis­
tinction betw een gram m ar and  lexis is the variable 
range of possibilities th a t arise a t different places 
in the language.” T hey  suggest a gradient or dine, 
like this:

In  the corner, a t  the end of the line, we have no 
choice of items a t all. A particu lar structure 
dem ands th a t we use such and such a un it of 
speech or u tterance and  no other —  “ His m other 
has ju s t died and  he has come . . . .  money. T he 
only un it th a t will m ake sense here is ‘in to’. We 
can not use ‘over’, ‘u p ’, ‘th rough’, ‘in ’, ‘dow n’ or 
‘ou t’. T h a t is the first section of the cline (A).

T he second section (B) (and there is m uch 
overlap here) is w here we can have a choice of two 
possible answers: ‘H e is (in/out of) love, ‘this, th a t’, 
singular, plural. T he further up the cline you go, 
the greater the num ber of possibilities —  past, 
present, future, imperfect, perfect, aorist, p luper­
fect, and  so on. T here are some points in every 
language (and the possible choices are not the 
same from  language to language) where we have 
to m ake such a choice. W e can not avoid it or 
rem ain neutral. But there is a  lim ited num ber of 
possibilities to choose from. M oreover the range of 
choice is not exhaustive: w here positive can be chosen, 
negative is the only possible alternative, for 
example. F u rther along the cline we choose from a
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lareg num ber of possibilities — we cannot say 
w hat is possible and  w hat is not. “ H e was sitting 
on the . . . ” C ertain  items are likely to follow —  
chair, stool, settee, bench. But a large range of 
o ther answers is possible — film star’s knee, top of 
H ertzog Tow er, rotting  kipper. This is section (C).

This is the basis of the difference between 
gram m ar and  lexis. G ram m ar is concerned w ith 
choices of the first kind (A or B), w here there is a 
small fixed num ber of possibilities and a clear line 
betw een w hat is possible and  w hat is not. T he 
second kind of choice is the dom ain of lexis. As I 
suggested earlier, these two types of choice are 
known as open and  closed. T he  range of possibilities 
in  a  closed choice is known as a  system, th a t in an 
open choice a set. T h e  closed system is therefore 
characteristic of gram m ar, and  the open set of 
lexis.

In  the SR situation, these two systems are 
handled differently. A t this point we m ust redefine 
somewhat the term  stimulus. In itially  we m ay 
regard the stimulus as the u tterance or utterances 
given by the m aster voice on the tape  or by the 
teacher in  the classroom. But the U R-stim ulus, if 
I m ay use the phrase, is not sufficient on its own to 
arouse any response a t all, let alone the righ t one. 
T here m ust be a cutting  edge, or fuse, or w hatever 
m etaphor you like to use, th a t elicits the desired 
response from the UR-stim ulus, a bridge, if you

like, between S and  R , so th a t the student knows 
w hat he m ust do w ith the stimulus. In  o ther words, 
the instructions to the student which will indicate 
w hat is desired of him . T h e  simplest exam ple is 
repetition. “ I ’m  going hom e now ” is the U R - 
stimulus. T h a t on its own is not sufficient. N othing 
will happen  if  you m erely say th a t (unless you all 
decide to go hom e). Repeat is the bridge th a t will 
lead to the response ‘I ’m  going hom e now ’. 
A nother bridge in  the closed system of SR m ight be 
say o r repeat in the plural: I ’m  going hom e now ’ — R : 
‘W e’re going hom e now ’. This requires careful 
handling  in the laboratory. A gain everything 
depends on the type o f student. W h a t happens if 
the student does no t know w hat ‘p lu ra l’ means, 
or possibly does not understand  the English term  ? 
You have to back-pedal, and  introduce a sub- 
program m e involving singular-plural concepts and 
terms.

W hen we come to the open set, it  is somewhat 
easier. S —  ‘I ’m  going hom e now .’ Bridge —  ‘and  
P e te r? ’ R  —  ‘Yes, he’s going hom e now ’. Con­
firm ation —  ‘Yes, he’s going hom e now ’. S tudent 
reinforcem ent —  ‘Yes, he’s going hom e now ’. ‘And 
A nne . . . the policem an . . . the clown . . . my 
g randm other’s chauffeur. . .the  new baby  penguin, 
. . . and  this takes us righ t back to one of the most 
powerful weapons in  the language teacher’s 
arm oury —- the substitution table.
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