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x 

Special Education encompasses a Wide .field. It _is an. 

expensive form of education and is often criticized for its 

shortcomings. One part of Special Education is remedial 

teaching for children with learning disabi I ities. In order 

to provide good qua Ii ty services, it is necessary to 

evaluate what is currently being offered and what is 
envisaged as desirable for the future. 

This study focusses on those two factors by examining the 

perceptions of remedial teaching as held by educators 

( p r i n c i pa I s , r e g u I a r c I ass t ea c he r s and r eme d i a I t ea c h e r s 

themsei·ves) in· fifty-two schools of the Department of 

Education and Culture - House of Representatives (DEC-HR). 

Current service provisions and the desired role of the 

remedial teacher are thus examined to determine whether) 

educators percieve these as adequate and desirable. 

A study of the I iterature was undertaken and guided by those 

insights a questionnaire was drawn up. This was distributed 

to educators and the information was verified and augmented 

by personal Interviews with remedial educators. 

Three hundred and twenty questionnaires were distributed. 

The views of principals, regular class teachers and remedial 

teachers were surveyed in those primary schools served by a 

remedial teacher . 

_--1 



xi 

Des~riptive statistical analyses were used to arrive at boih 

qua n t i t a t i v e and qua I i t a t i v e asses sme n t s o f t he po s i t i on o f 

Remedial Services in the Department of Education (House of 

Representatives). The study revealed a strong correspondence 

between the three groups of educators regarding their 

perception of remedial services. 

The author endeavours to i I lust rate that the lack of 

consensus about criteria for definition and classification 

of Learning Disability and consequently Remedial Education, 
-.· 

·leads to confusion of the role(s) remedial teachers are 

expected to fulf i I I. This affects the provision of adequate 

and e f f e c t i v e r eme d i a I s e r v i c e s t o p up i I s I n n e e d o f s u c h 

specialised educational faci Ii ties. 

Results from this study led the author to draw up a proposed 

structure for Specialised Education, in particular, Remedial 

Education, in a unitary Education System in South Africa. 
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CHAPTER 
····-······-··-························ 

INTRCOUCTIG-1 

1 . 1 . CaJTEXTUAL .. P.f.;ASPE;G.TJ.Yf.;. 9F .. It!l=. .. RJ=..?E;AB_C:::H 

If in South Africa the cumulative effect of the socio-

po I i t i ca I and econ om i c suppress i on of the pas t and the 

t r a uma s of f u t u re soc i a I and po I i t i ca I t rans i t i on are to be 

mean i n g f u I I y add r es s e d by r eme d i a I educ a t i on . r e g u I a r c I ass 

teachers and school principals need to be knowledgeable 

about the needs of the individuals experiencing special 

learning problems. 

A large sector of the South African population, because of 

the i r po I it i ca 1· and economic back I og. can be described as 

having a Thir.d World standard of development. However, 

pup i I s f r om t h i s sec t o r o f t he pop u I a t i on a r e exp e c t e d t o 

achieve a First World standard of education. This has led to 

man y p u p i I s ex p e r i en c i n g I ea r n i n g d i f f i c u I t i e s o f d i v e r s e 

nature. 

Pup i I s ma y be des c r i be d as " I ea r n i n g d i s ab I e d 11 
( L . D . ) , i . e . 

h i s I her I earn i n g prob I em may be i n here n t ( i n t r i n s i c ) o r 

he/she may be experiencing learning (scholastic) 
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difficulties as a result of extraneous factors e.g. 

sociological and economical. These may include : poverty and 

ma I nu t r i t i on ; po o r t each i n g , poor teacher training; poor 

educational faci Ii ties. These are a.·I i a direct or.indirect 

o u t f I ow of t he pres en t po I i t i ca I sys t em i n t he co u n t r y . 

F r om t he o u t s e t , t he r e f o r e , a c I ea r d i s t i n c t i on sh o u I d be 

made between a learning disabi I ity (L.D.) and learning 

p r ob I ems ( d i f f i cu I t i es ) exp e r i enc e d by a pup i I . As w i I I be 

discussed in Chapter 2 (paragraph 2.2.1.1.) L.D. is 

psychoneurological in nature. whereas a variety of other 

learning problems may be due to extraneous factors as 

discussed above. The I iterature also distinguish between the 

two con c e p t s by r e f e r r i n g t o L . D . as be i n g .9...J . ...i..O i 9..?J and 

I ea r n i n g d i f f i c u I t i es as .. <ti...9.?.9-.. t..L.9..?J ... ~ .. 

The quest ion, however, arises "Can one r ea I I y t e I I t he 

d i f f e r enc e be tween t he t y p es of I .ea r n i n g d i s ab i I i t i es? " I n 

the South African situation as discussed above, causal and 

contributary factors of L.D. appear intertwined. 

In Chapter 3 extrapolated figures of avai I able data w·i 11 

indicate the high prevalence of pup I Is experiencing learning 

di ff i cu I t i es in one form or · another and in di ff er i ng 

degrees. This exerts pressure on avai I able services and on 

how these services should be allocated to regular and 

_ _'. __ _____: __ J

i 
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spec i a I i zed educ a t i on . Th i s p r ob I em, as exp e r i enc e d i n t he 

DEC - HR needed research. 

The concept of 11 specific learning disability" (l.0.} is 

be c om i n g i n c r ea s i h g I y r e cog n i z e d t o day a s a ma j o r soc i a I , 

educational and mental health problem. Within the framework 
.• 

of this study the term "learning disabled" refers to what is 

known in the Republic of South Africa as the 'remedial 

pupil' (vide. chapter 2}. The education of the specifically 

learning disabled pupils, therefore, In the South African 

con t ex t means t he r eme d I a I pup I I I n t he ma i n s t r e am 

education. 

Remedial education of pupi Is with learning disabilities 

(l.0.} constitute a relatively recent addition to Special 

Education. Judging from statistics (Tansley and Panckhurst, 

1985; Cosford, 1988}, the incidence of specific learning 

disabilities is prevalent and on the increase. 

The ser I ousness of the prob I em has a I so been emphasised by 

Yule and Rutter (1985) In Britain, and Bender (1987} in 

South Africa. Cruickshank (1987) stated that " ... today we 

see the whole field of learning dlsabi I ities In children, 
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youth and adults in nothing ·short of a crisis state" 

(p.574). 

Man y o f t h es e p up i I s a r e t o be f o u n d i n t he ma i n s t r e am 

education classroom. Regular classroom teachers, owing to 

po s s i b I e I a c k o f t i me and t h e n e c es s a r y s k i I I s f i n d i t 

difficult to give these pupils the attention they need. In 

the Department of Education and Culture (House of 

Representatives} - DEC-HR, focus of this investigation, it 

ha~ been found that school failure leads to an alarming 

school drop-out rate <Reddy, 1970). 

The integration of special- with mainstream- education has 

been u n i v e r s a I I y adv o ca t e d I n mos t de v e I oped co u n t r i e s , 

(Warnock, 1978: Henderson, 1989). Some, notably the United 

Kingdom (UK) and the United States of America (USA), passed 

specific laws to that effect. 

The 1981 Education Act (Special Education Needs) was passed 

in the UK In 1981. The law required the identification and 

assessment of pupils. Each local education authority has to 

undertake this in its own area. Records of pupils' needs 

have to be maintained and reviewed on a regular basis. The 

Education of al I Handicapped Children's Act (also known as 

Pub I ic Law 94-142) had been passed in 1975 In the USA. This 

law specified siml lar provisions to those of the UK law. 
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In South Africa the Report of the Corrmittee of Inquiry into 
' 

the Education o.f Children with Minimal Brain Dysfunction, 

1969, also known as the M~ .. r...r...~.Y ............. B.~.P.9. . .r.. .. L heralded the 

beginning of official investigations into the appropriate 

identification and placement of pupi Is experiencing specific 

I ea r n i n g d i f f i cu I t i es . The Mu r r a y Rep o r t i den t i f i e d t h r e e 

categories of pup i Is. The Human Sciences Research Counc i I 

{HSRC), in 1981, undertook an in-depth investigation into 

al I aspects of education in the country. The investigation. 

identified and pointed out the shortcomings of education for 

pupi Is with special educational needs. With reference to 

education of children 'other than white' it was stated: 

" ... There is also an urgent need for many 

more ful I-time remedial classes to be given 

for 'Black' and 'Coloured' pupi Is . 

. . . Educationists find it impossible to pay · 

t he n e c es s a r y a t t en t i on t o camp i I i n g aux i I -

I iary prograrrmes, holding consultations 

with and providing the necessary, guidance 

f o r r eme d i a I t each e r s and c I ass t each e r s " . 

{ HSRC, 1 98 1 : 143 ) 

A s t r on g r e c orrme n d a t i on was made f o r .L~m~.9 .. L~ .. L .. J~.§ .. §...i.. .. §.J..13.:..n.g_~ t o 

L.D. children within the mainstream education. The 
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r e I a t i v e I y r e c en t i n t r o du c t i on o f r eme d i a I educ a t i on i n t o 

mainstream DEC-HR schools, the fact that it is categorized 

as a sub-section of special education, the lack of clarity 

of de f i n i t i on of L . D . and r eme d i a I educ a t i on , t he I a ck of 

c I a T i t y o f t he r eme d i a I t each e r ' s r o I e i n t he sch o o I , have 

contributed to the fact that different educators have 

d i f f e r i n g p e r c e p t i on s o f t he f i e I d o f L . D . and r eme d i a I 

education; In particular. 

Wh a t has eme r g e d f r om s t u d i es i n t he UK , USA and t he HSRC 

investigation in South Africa is the lack of tra-ined 

personne I to identify, assess and diagnose L .0. and 

implement teaching (remedial) programmes; the burden of 

administrative requirement$ e.g. detailed Individualized 

Educat:Jn Programmes CIEP's); lack of appropriate resource 

material and remedial aids; financial constraints. 

Some researchers and writers have concluded that the 

provision of Specialized Education e.g. Remedial Education, 

t o ch i I d r en d i a g nosed as L . D . , I ea d s t o imp r o v e d r ea d i n g and 

language skills. However, it appears many educators (also 

those from DEC.:..HR schools interviewed by the writer) , from 

practical experience, differ from these views. The long-term 

e f f i ca c y o f r eme d i a I I n s t r u c U on i s . q u es t i one d by 

sociologists and educators like Tomlinson (1982) and 

Frankl in (1987). 
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With _specific reference to DEC-HR schoo Is, taking into 

a cc o u n t t he amo r p ho us s t a t e o f e du ca t i on as f a r as sub j e c t 

content and resources are concerned, a c I oser I oak needs to 

be t a k en a t t he p r ob I ems · · enc o u n t e r e d by e du ca t o r s i n t h e -

field. An indication of problem areas, as perceived by 

educators at the inter - face I eve I , need to be i dent i f i ed and 

addressed. Teacher training institutions would appreciate 

which aspects of remedial education as perceived by 

educ a t o r s i n t he f i e I d , t hey sh o u I d con c en t r a t e o r I a y mo r e 

emphasis upon. 

Because of, amongst other causal and contributary factors, 

deprivation, low socio-economic levels and subcultural 

conditions, many children in the DEC-HR schools are not 

exposed to the experiences necessary for successful learning 

and progress at school. (Behr, 1988). The diverse nature of 

pupi Is' learning problems make it absolutely necessary that 

educ a to r s and a I I t hose con c e r n e d w i t h r eme d i a I educ a t i on be 

wet I versed in the exact roles of remedial teachers in the 

fie Id. 

Remedial teachers should have the ski I ls to respond to the 

r o I es exp e c t e d o f t hem . Cons i de r i n g t he p r e v i o us I y s t a t e d 

diverse nature of DEC-HR pupi Is' learning problems, remedial 

teachers are expected to fulf I I I a wide variety of roles. 
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Such ro I es· may inc I ude .: assessment, prescription, _teaching 

and therapy, support for co I I eagues, Ii a i son with support 
I 

services, parents and the community at large, 

(Laskier,1985). In DEC-HR schools different emphases may be 

placed on different roles, depending on the need. 

1 . 3. AJM .. ANQ .. f.g::;J:J.$ ..... QF. .... ..IH.i;. __ Bi;$.l;AB.GH 

This research focuses on the controversial field of specific 

learning disabi I ities with reference to educators' 

p e r c e p t i on s o f t he r eme d i a I s e r v i c es p r o v i de d f o r I ea r n i n g 

disabled pupi Is. H examines how educators in mainstream 

primary school in the DEC-HR, perceive the function of their 

remedial teachers and remedial services in general, and how 

these p e r c e p t i on s d i f f e r a cc o rd i n g to camp one n t s of t he ' 

services and the groups of educators. 

The apparent inabi Ii ty of Remedial Education to address -the 

problems associated with a learning disabi I ity has also been 

severely criticized by teachers and principals. in the field 

of education. This research wi I I attempt to investigate the 

above-mentioned perceptions and also to what extent the 

political and economic factors in South Africa have an 

Influence on the situation. 
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Th~ interaction of past and current political and economic 

cons i de r a t i on s and i t s cons e q u en t i n f I u en c e on ma i n s t r e am 

education and the adequate provision (resources, teacher 

training, recruitment of teachers and working conditions of 

r eme d i a I t each e r s ) w i I I be ex am i n e d . 

The special needs of L.D. pupi Is as expressed by writers 

like: Martin (1974), Jordan (1974), Heron (1978), Dee 

( 1978), Chandler ( 1981), Pr i I laman ( 1981) and Heron { 1985) 

wi I I be focussed upon and compared to the unique needs of 

the ecologically disadvantaged pupi Is in the South African 

political system, as espoused by Laubscher {1984) and Perold 

( 1984) . 

The National Joint Committee for Learning Disabi I ities 

(NJCLD) {1988), suggested content .areas for inservice 

training programmes of Learning Disabi I ities teachers. The 

framework for this dissertation and the roles of Remedial 

Teachers as discussed in this study are based on the needs 

of Remed i a I teachers and pup i Is experiencing I earning 

problems, as assessed in the NJCLD paper, namely: 

1. The Manifestation of Learning Di_sabi Ii ties. 

2 . I den t i f i ca t .i on and asses sme n t of i n d i v i du a I s w i t h L D . 
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3 . Con t rove r s i a I I s sues i n Le a r n i n g D i s ab i I i t i es . 

4. Teaching Methods and Strategies in Learning Disabi I ities. 

5. Service Delivery Models in Learning Disabi I ities. 

6. Human Growth, Development and Social Awareness problems 

in Learning Disabi I ities. 

7. Curriculum issues. 

8 . I s sues r e I a t e d t o t he I on g t e rm n a t u r e of LO and t he 

necessity for the development of a continuum of educational 

services (e.g. pre-school, primary, secondary and tertiary). 

1 . 5 . IJ::!J;Q.3J;IJ ... GA.b ....... §A.§.L$ ..... F.9.3 ...... I.Hl.; ....... 1 .. NI.!.;B.PB.!.;IA.I..Lg..l ..... 9.E ...... I.ti~ 

BJ;$_l;A.B.Qt:t.Bi;$.V.bI$ 

Far this study the author adopted the k9...G.9.J. .......... _Iti~9...r..J~.§. 

approach as discussed by Sch i bee i and Grundy ( 1987). The 

notion of local theory appears, in the ·context of this 

study, to be the appropriate approach to educational 

research within the quantitative research tradition. 

'Local Theories' refer to "theories that apply within the 

restricted contexts such as a school or a school system, but 

no t n e c es s a r i I y t o o t he r sch o o I s o r sch o o I sys t ems " , 

(Schibeci an Grundy, 1987). The unique South Afri·can 

educ a t i on s i t u a t i on , wh e r e by p e op I e are s e g reg a t e d a I on g 

racial I ines, does not al low researchers to generalize 
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research f lndings of research conducted in a restricted 

context of a specific subgroup of the population to the 

whole population. 

The unequal distribution of resources amongst the racially 

segregated education departments in South Africa also make 

for differing perceptions of the efficacy of education 

services e.g. Remedial, as in this study. The researcher in 

such res ear ch wo u I d therefore 11 I o o k w i t h i n h i s d a ta for 

local effects", {Cronbach, 1975, quoted in Schibeci and 

Grundy, 1987). The writers quote evidence in research 

I I terature that suggests that particular comnunities or 

sma I I g r o ups o f s ch o o I s { as I n t h I s s t u d y ) c o u I d p r o f i t ab I y 
I 

be studied for local effects which could have Important 

Influences. 

Research conducted by Schibeci in 1984 {cited In Schibeci 

and Grundy, 1987) clearly showed that environmental 

v a r I ab I es ex e r t d i f f e r e n t I n f I u enc es o n p r ob I ems I con c e p t s 

under investigation. According to the writers (ibid.) it 

a pp ea r s r ea son ab I e t o s u g g es t " t ha t a n omo I o g i ca I f r amewo r k 

wi 11 app I y in one context but not in another 11
• 

The Loca I Theories approach In educa ti ona I research 

therefore, has the potential to provide valid findings 
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withtn both qualitative and quantitative paradigms in a 

contextual framework. Uni ike a 'universal theory' that would 

app I y in a I I instances, I oca I t ~eo r i es app I y in a part i cu I a r 

context and do not c I aim app I i cab i I it y beyond that context . 

I t t h us P r o v i des s t r en g t h . t o s i t u a t i on - s p .e c i f i c f o r ms o f 

res ear ch e . g . educ a t o rs ' p e r c e p t i on s of r eme d i a I educ a t i on 

in DEC-HR schools. At the same time it preserves _the major 

strengths of the quantitative paradigm which is the basis of 

this study. 

The r es u I t s and r e c orrme n d a t i on s of t he s t u d y a r e t he r e f o r e 

of universal re'levance only in so far it is applied to 

similarly culturally deprived and disadvantaged communities 

with an educational system at the same level of deve1opment 

as t he pop u I a t i on upon wh i ch t he p r es en t s t u d y wa s ca r r i e d 

OU t. 

-
1 . s . I.tl.l;, ...... B..E.;§E.;AB.G.H ....... R.E.;§J..qN 

1 . s . 1 • M;.I.t:m. ....... ANP ... P..A.~~PJJ.B.~ 

F o r t h i s s t u d y t he au tho r de c i de d t o use t h e Q .. IJ. .. ~ .. §JJ. .. Q..r.m~ .. LL~ . 

.. 9..~ .. ~..J.9.0 as the research methodology. This design best meets 

the aims and objectives set for this study. The purpose of 

the study Is essentially one of a fact finding nature and 

trying to describe the school remedial services situation in 
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the DEC - HR. The descriptive, exploratory and enumerative 

nature of the questionnaire design suits this study. 

1 . 6. 1 . 1 . 00..f;§.T 1~.NA.JB..!; ___ Q.r;.;>.J __ QN 

Questionnaires provide the researcher with information 

directly given by a person (subject) that can be converted 

into data. Items on a questionnaire make it possible to -

measure "what a person knows (knowledge or information), 

what a person I ikes or dis I ikes (values and preferences), 

and what a per son th Inks <at t i t udes. p_~ .. L~--~ .. P .. L.LQfL~. ) " , Tu ckman 

( 1 987 : 196 ) . 

I n f o r ma t i on can t h us be t r ans f o r med I n t o numb e r s o r 

quantitative data by using e.g. a rating scale technique, as 

described In paragraph 1.6.2. of this study. The number of 

respondents who give a particular response can also be 

counted, thus generating frequency data as used in this 

study. 

The question/item format (primarily statements} was decided 

on the basis of th~ response mode the author envisaged. The 

author desired Interval data for 

ana I ys Is purposes. For this reason 

regarded as the most appropriate 

parametric statistical 

sea I ed r esporises were 

mode. The 'statement' 
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f o r ma t o f i t ems was s e I e c t e d i n p re f e re n c e t o ' q u es t i on s ' 

format which do not adequately al low for the use of scaled 

responses an9 consequent interval data. 

This questionnaire/survey design is thus "a distinctly 

qua n t i t a t i v e me t h o d t ha t i n v o I v es t h e p I an n e d c o I I e c t i o n o f 

data from or about subjects in a standardised format, as a 

guide to future action ... " (Smith, 1983). This type of 

design al lows for groups ( e.g. educators as in this study) 

to be studied ..and can be conducted over a given period of 

time (e.g. 3 months - October to December 1989 - as in this 

study). 

The questionnaire design was used as It Isbel ieved it would 

give the authcr (investigator) an overal I perspective of the 

field, compared to, as Smith {op.cit.) argues, the 

microscopic view emerging from the more intensive smaller-

s ca I e d co n t r o I I e d ·e x p e r i men t des i g n , f o r i n s t an c e . 

The I iterature survey (Moser and Kai ton, 1972; Babbie and 

Anderson , 1975; Sonquistt and Dunkel berg, 1977) Indicate the 

following advantages of the questionnaire design, as 

sumnarized by Smith {1983) and applicable to this study 

i. It prov I des for rigorous testing and examination 

of complex situations concerning a number of hypotheses and 
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involving several variables; 

ii. It provides an overal I perspective and faci Ii tates 

generalized conclusions being drawn (e.g. opinion of 

educators with regard to remedial services); 

iii. The data can be analyzed in different ways to test 

various hypotheses; 

i v . I t p r o v i des emp i r i ca I v e r i f i ca t i on f o r t h e s t a t e 

of conditions or situations, which the investigator may 

suspect; 

v . Rep I i ca t i on o f t he s t u d y a t I a t e r s t ages I s made 

possible, where different samples or populations as 

suggested In Chapter 6 can be used; 

vi. The method appears to be the best to use when 

Investigating an aspect of human subjects within their 

natural envl ronment (e.g. the school or classroom); 

vii. A high degree of objective and quantifiable data 

can be obtained from human subjects using this methodology. 

Bias 

As this research design (questionnaire) makes the researcher 

dependent upon the respondents' verbal or written reports, 

the accuracy of i n t er pre tat i on s of the s i tu at i on ( r eme d i a I 

e du ca t i on s e r v i c es , I n t h i s I n s t an c e ) may be a f f e c t e d . Th e 

situation Is thus open to respondent bias. "Such bias can be 
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subjective, in that every respondent is affected by the mere 

fact that he is being investigated, or he may wish to shock, 

i mp r es s o r d i s t o r t t he t r u t h " , { Sm i t h , 1 9 8 3 ) . Th e a u t ho r o f 

t h i s s t u d y has a t t emp t e d t o p r o v i de f o r t h e i n t e g r i t y o f 

responses, thereby off-setting bias, by calling on 

respondents to remain anonymous, to encourage participation 

and can d i d r esp o n s es , and by s amp I i n g d i f f e r en t g r o ups o f 

educators for comparative purposes. 

Standardisation 

Care was taken to adhere to the principal of standardisation 

which would al low for val id conclusions be inc drawn, 

gene r a I I z a t I on s made and I a t e r r e p I I ca t i on made po s s i b l e . 

Da ta were co I I e c t e d I n such a way th a t a I I respond en ts were 

faced w i t h s i t u a t i on s wh i ch we r e as n ea r i den t i ca I as 

poss i b I e - a I I were exposed to remed i a I education services 

f o r a t I ea s t 6 t o 9 mo n t h s < a p e r mane n t r eme d i a I t each e r i s 

a t t ached t o ea c h s ch o o I s amp I e d ) . By us i n g a r a t i n g s ca I e 

{ I i k e r t - f o r ma t ) ca r e co u I d be t a k en t o e I i c i t u n i f o rm 

responses from al I respondents. 

Samp Ii ng 

Th e s t r a t e g y o f .§.li~J. . .L.LL~_g_r:_~_Q..Q_Qffi_.~-~.01...PJ.J_ng was u s e d . Th I s 
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technique reduces the variability of the sample. The 

population was defined as educators at primary schools with 

a remedial teacher on the staff. Of these, only educators at 

sch o o I s w i t h e i t he r ( i ) . a .9..!Hi.J .. LIL~.9. r eme d i a I t each e r i n an 

a pp r o v e d r eme d i a I po s t a t t he s ch o o I o r ( i i ) . an 

' u n de r qua I i f i e d ' r eme d i a I t each e r i n a r eme d i a I po s t bu t i n 

close proximity to a school clinic, were S?mpled. 

' Un de r qua I i f i e d ' r eme d i a I t each e r s r e f e r t o t hose t each e r s 

who: ( i} have had modules of remedial education as part of 

.their teacher training or (ii)·are presently in training 

) ( ha v i n g comp I e t e d t he o r y mod u I es ) w i t h t he Un i v e r s i t y o f 

Sou t h A f r i ca o r ( i i i } . o cc up i e d a r eme d i a I po s t f o r t he pas t 

three years and have received regular in-service training at 

School Clinic in-service training sessions. A total of 52 

remed i a I teachers was thus identified. Stratified random 

s amp I i n g sec u r es a ma j o r adv an t age f o r r es ea r ch e r s as t he 

basis for stratification does in fact relate to the 

'characteristic(s)' being measured e.g. perceptions of 

r eme d i a I s e r v i c e ' - a I I s amp I e memb e rs have had expos u re t o 

remedial services. 

According to Moser and Kafton (1972) and Smith (1983} the 

correct timing of this type of investigation can play an 

important role in determining the validity of the resu.lts. 
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In this instance, the investigation.was cond~cted during the 

last school term of 1989. Educators, by that time of the 

Ye a r , wo u I d have had fa i r con t a c t w i t h r eme d i a I educ a t i on 

personnel and the services offered by them. Every effort was 

t h us made t o make t he · chosen r es ea r ch me t hod o I o g y s a t i s f y 

a I I t he r e q u i r eme n t s f o r a v a I i d q u es t i b n n a i r e des i g n . 

1 . s . t . 2 . 9W.l;.$.IJ~NA1..B.J; .... ..P.J;§.LG.N. ... ...!'.$. .... QI!::f.J;.B._ .. .B.J;.$.l;~Gtl ...... .P.E.;$.l . .G..N.$ 

A. Controlled Experiment Design 

Th i s t y p e of des i g n p r o v i des f o r con t r o I I e d and ob j e c t i v e 

measureme11t, classification .and ~interpretation of data in 

relation to hypotheses and theories. In the present study no 

major hypotheses or theories are tested to obtain results 

f ram which cone I"<:; i ans are to be drawn. The cont ro I I ed 

exp er i men t des i g n can a I so on I y be con du c t e d on a sma I I 

s amp I e o f sub j e c t s and i s t he r e f o r e no t s u i t ab I e f o r t h i s 

study. 

B. Case Study Approach 

The case study approach does not provide a "tidy and 

academically respectable procedure", (Millar, 1983). The 

case study approach is also a highly subjective form of 
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Inquiry. The scope for distortion of evidence or facts and 

the risks to which subjects are exposed in providing such 

evidence is another reason why the case study app reach is 

unsu i_ ta,b l_e for the present study. Case study research has 

been found to "lack succindtn~ss fn the conclusions of such 

studies and the amount of time required for participants to 

a r r i v e a t a consensus ab o u t the mean i n g of t he con c I us i on s 

~nd the form of subsequent action", (Schibeci and Grundy, 

1987}. 

C. Action Research 

The procedure of action research is often described as 

ACTIQ\J - REFLECTIQ\J - FURTHER ACTIQ\J. This would therefore 

i n v o I v e an ~G.J. . .L.Y_~ a t t emp t t o ch an g e t he p r es en t s i t u a t i on 

and measuring the subsequent result. As the author does not 

intend to actively intervene at this stage in this study, to ... 
b r i n g ab o u t any ' ch an g es ' i n t h e p r es en t sys t em , t h i s f o rm 

of research design is not appropriate for this study. 

The p r o c e du r es and. me t hods o f a c t i on r es ea r ch , 11 a r e 

r e I a t i v e I y amo r p ho us and I eave t he r es ea r ch e r a g r ea t de a I 

-of room for Interpretation, selection and distortion", 

(Morphet, 1983:100). This 'weakness'' of action research 

would therefore not provide the researcher In this study and 

the authorities to whom it may be of value, with the 



20 -

necessary strength of significance, compared to the 

questionnaire design. 

The instrument used in this research survey is a 

questionnaire: Schoo 1 ........ Remedj9I _Seryjc;es ......... Ouest_jonnairt:: 

_(appendix A). This was developed by the writer from 

i n format i on cu I I e d f r om a camp re hens i Ve study of the 

literature: (Dembinski and Mauser, 1977; O'Hagan, 1971; 

Ferguson and Adams, 1982; Smith, 1982; Jeffs, 1984; Clunies­

Ross, 1984; Daniels. 1984; Hill, 1985; Abel and Burke's 

School Psychological Services Questionnair -· 1985. - with 

written permission from the authors to the'writer; Skuy and 

Pero Id. 1986: Visser. 1986; Carl, 1987). 

All rating items (Sections Band C) have a 5-point Likert 

format. Numerical scales from (low) to 5 (high) for 

Section B ( i terns to 9) and Section C, with accompanying 

verbal cues were used. The 5-point Likert format is a scale 

whereby the intervals between each point is assumed to be 

equal. "Analysis of data from Likert scales are usually 

based on surrmated scores over a number of i terns, the equal 

interval assumption being workable", (Tuckman, 1978: 

179).This format al lows the subject to register his extent 
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of agreement or disagreement with the statements of 

j u d g eme n t (per c e p t i on ) i n an as ob j e ct i v e a manner as i s 

possible. The scale for this study was built by the author 

h av i n g ( o v e r a p e r i o d o f 1 5 mo n t h s ) ca r e f u I I y i de n t i f i e d 

a t t i t u d e a r ea s i n c I u d e d w i t h i n t h e ma i n t o p i c t o b e 

researched. 

Agreement on the content of i terns of the questionnaire was 

reached by consensus during meetings with Dr J. Bester. 

former Head of Psychological Servi~ces, and Mrs J.Visser, 
I 

Principal Subject Adviser (Remedial Education), in the DEC- ) 

HR. The questionnaire e I i cits responses t 0 selected 

variables highlighte<i i n t he I i t e r a t u re and f r om per son a I 

interviews and discuss i ans with educators, as being 

potentially relevant to educata.rs' percept ion of the 

functions and practice of remedial teachers and /or 

teaching. Demographic information, percept ion of general 

effectiveness of services provided, recorrrnended service 

i n v o I v eme n t i n c er ta i n sch o o I - re I ate d fun ct i on s and t i me 

spent on these functions were requested from respondents. 

1.6.3. BACKGROJND AND PRCX::EDURE ................................. _ .......................... ·····-·········· .. ··· 

The questionnaire was pre-tested (pilot study) on colleagues 

of the author at the two School Clinics In the Western Cape 
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(Athlone and· Mitchel I's Plain) and University of South 

Africa Remedial Education students supervised by the author 

during 1987 and 1988. This was done to determine the time 

necessary to complete the questionnaire and the relevancy of 

questions. The pilot study enabled the author (With the aid 

of his supervisor, Ms Archer, and· the statistical technique 

o f i t em an a I y s i s ) t o sh o r t en t he q u es t i on n a i r e and r e -

arrange the sequence of the various sections. 

Que s t i on s I i t ems we r e made mo r e p e r t i n en t and spec i f i c t o 

the goals and objectives of the.study and have a distinct 

re I a t i on sh i p t o t he p rob I em u n de r i n v es t i g a t i on . As . far as 

possible, simple language and words familiar to all 

respondents were used; only one aspect is covered per 

question/item; the period in items pertaining to past 

experience is precisely defined (January 1988 to date of 

camp I e t i n g q u es t i on n a i r e ) . 0 t he r f ea t u r es of t he 

q u es t i on n a i r e a r e t ha t i t i s r e I a t i v e I y easy t o camp I e t e and 

is not too time consuming. 

Permission for conducting the survey in DEC-HR schoo Is was 

in i t i a I I y requested by the wr i t er on .4.~L ......... ~-~.DJJ..9..I.Y .......... J.~Jrn 

(appendix 8). Acknowledgement of receipt, after numerous 

enqu i r i es, was received on _g_Q .......... ~ .. !J. .. J..Y ........ J .. ~.§~ a I so at the same 

time requesting certain amendments to the questionnaire. 
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The amended questionnaire was resubmitted for approval on 26 

~-IJ_LY ... __ J_~_§..~ (appendix C}. Permission was f i na 11 y granted on 16 

A .. lJ_9.lJ.$. .. .t. ______ J..§J.J~-~ (appendix DJ. The quest i-onna ires were then 

d i s t r i bu t e d t o p r i ma r y sch o o I s , w i t h i n t he j u r i s d i c t i on o f 

the DEC-HR, as described in paragraph 1.6.1.1 (sampling), 

and requested by written· correspondence to participate in 

the survey (appendix E}. 

At the end of October 1989, telephonic f..9. .. .L.LQ.W. .. : .. lJ.P.. to 

p r ;· n c i pa I s was made . At t he same t i me t he au t ho r p r o v i de d 

·further explanations wh~re requested to do so. Principals 

and /or remedial teachers on these occasions provided 

v a I u ab I e ex t r a i n f o r ma t i on ab o u t t h e r eme d i a I s e r v i c es i n 

genera I which they cou Id not record in the I imi ted space 

provided on the questionnaire. 

During January and February this year (1990} an attempt was 

made in writing to sample non-respondents, without any 

success. The double sampling method, a technique in which a 

second sample is drawn from the non-respondents from a 

fol low-up mai I ing could therefore not be used. This enables 

the researcher to draw a comparison of the results obtained 

from the first and' second samples al lowing for a check on 

non-respondent bias. 
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Al I raw data were appropriately recorded and tabu.lated for 

treatment and analysis. In view of the nature of· the survey~ 

an a I y s i s o f d a t a I ends i · t s e I f p r i ma r i I y t o des c r i p t i v e 

stat i st i ca I an a I y s i s . For th a t reason the ' mean s c·o res and 

percentages of the raw data were calculated and taoulated 

accord i n g I y , to a I I ow for an ' i I I um i n at i n g e v a I u at i on ' of 

the data. "The major aim of science is to provide sound 

propositions about people in general or about specific 

groups of people e.g. educators" (Neale and Liebert,1980: 

62). Research in the social sciences cannot provide accurate 

empirical data from which val id interpretations can be made. 

I t is not 

feelings. 

scienti{.ic 

statistical 

always possible to measure constructs such as 

a t t i t u de s o r p e r c e p t i o n s . f o r e x amp I e . w i t h 

p rec i s i on and ob j _e c t i v i t y - However . by u t i I i s i n g 

techniques and an appropriate research design, 

in this chapter. the investigator can attempt 

such nuisance variables as respondent and/ or 

as discussed 

to control 

investigator bias. ~ubjectivity, and distortion of facts. 
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~.E.I~.fL ... ? 

A REVIEW OF LITERATURE Cl'-.! ISSUES IN REfvEDIAL EDUCATICJ'-.1 ...... ·--······················ .. ········ .. ········""''··············· .. ································"···············-··· .. ·······-··················-.......................................................................................... _, .. , ............................. _,,_,,. ........... __ ,, ___ , ___ ,, 

2. 1 INTROJUCTICJ'-.1 ----............................................................ . 

The urgency to understand the peculiar. problems of the L.D. 

according to Chisholm (1983) provided impetus for new 

research on how peop I e I earn. Research in this area has 

contributed to the perception of learning, special education 

and r eme d i a I e du ca t i on . Th e i n f o r ma t i on t h us g a i n ~ d i s o f 

great value to remedial teachers in the field. However, due 

to the influence of many factors, the validity and 

consequent app I i cat ion of research findings appears 

questionable. 

In the view of McNicholas (1976), research in Remedial 

Education can be viewed only in the context of the general 

a i ms o f e du ca t i on . Th i s ( t h e a i m o f e du ca t i on ) may d i f f e r 

according to the viewpoint or ideologies to which the 

researcher may subscribe, e.g.: 

g_b.L . .L~J..J .. ~.D.. ...... N~J .. ..LQ.D...§. .. L.i.$J - the aim of education is adu I thood as 

the first and natural destination of the educand (Van 

Vuuren, 1976; Oberholzer, 1979); self-realization or good 

disposition (Kriekemans, 1965); attaining physical and above 

a I I , men ta I independence 
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(Perquin, 1965);_ to make a success of educative assistance 

C Landman, 1974) ; 

kJ .. P.~ .. L~.J.. .. L§.t - t h e a i m o f e du ca t i on i s t h e de v e I o pme n t o f t h e 

I n d I v i du a I t o h i s f u I I po t en t i a I wh i ch i n v o I v es t he 

promotion of the individual's autonomy; to encourage the 

growfh of the wh.ole child, primarily for his own sake but 

a I so f o r t he sake of h i s f e I· I ow man ( f o r soc i e t y ' s sake ) -

Transvaal Teachers' Association document (1980) quoted in 

Ash I e y , 1 98 9 ; 

L i P.~.L~.ti.9JL. ... $Q9...J aJ .. .L$.. t the aim of education involves the 

transformation of 

features reflect 

t he i n s t i t u t i on a I s e t t i n g i n to one whose 

those of }he future, desired society (in 

Sou t h A f r i ca t h i s means a non - r a c i a I , ma j o r i ta r i an soc i a I i s t 

s ta t e w i t h mu I t i cu I t u r a I i sm and mu I t i I i n g u a I i sm be i n g 

essential elements in the schools). 

In contrast, to the above, Bell (1977) .answers the 

q u es t i on : 'Wh a t a re t he a i ms of educ a t i on? ' by s ta t i n g t ha t 

11 t he r e a r en ' t any , any mo r e t ha n t he r e a r e a i ms o f I i f e 11 
• 

The w r i t e r a r g u es t ha t 11 i f some t h. i n g i s v a I u e d , t he r e i s 

po i n t I es s n es s ab o u t ask I n g wh a t t he p u r poses o f v a I u i n g 

valued values are, which is what asking ques~ions about the 

aims of education amounts to". Bel I (1977) quotes R.S. 

Peters (1972} as describing four conditions appropriate for 

being described 

intent i ona I i t y, 

as an educated person, viz, 

knowledge and understanding 

breath, moral acceptabi I jty. 

worthiness, 

in depth and 
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Certain implications can be drawn for remedial education. It 

s e ems c I ea r t ha t b o t h e du ca t i on and r eme d i a I educ a t ; on , 

"must conform to the conditions or criteria which govern the 

application of the concept of education in its specific 

sense", (Bell, 1977).···in surrmary it could be said that one 

o f t h e a i ms o f r erne d i a I e du ca t i o n i s t o be ' f a i r ' t o 

children. To educate, therefore, is to respect a learner as 

a per son and get t i ng him to I earn in a manner which is 

moral.ly acceptable. Therefore, " ... remedial education should 

no t be d i v o r c e d f r om t he a i ms o f e du ca t i on i n g e n e r a I " , 

(Mc N i ch o I as , 1 9 7 6 ) . 

The value of appropriate, i n f o r ma t i v e and a pp I i cab I e 

s t a t · i s t i ca I r es ea r c h i n r eme d i a I e du ca t i on , i n pa r t i c u I a r , 

dept:11ds on agreed definitions of the aims of education. From 

the above, in the view of Logue (1979) such research is not 
. 

possible in the area of I.earning disabilities. The result 

has been t ha t s a t i s f a c t o r y s amp I i n g o f e x p e r i me n t a I and 

control groups has not really been possible. This view is 

supported by Dykeman et al. (1983), stating that most L.D. 

s t ud i es I a ck homo gene i t y . Th i s i s r e I a t e d t o t he g r o up i n g 

together, in one sample of children with varying degrees or 

types of L.D. According to Dykeman et al. {1983) one of the 

p e r p I ex i n g p r ob I ems o f mu c h o f t he r es ea r ch o n ch i I d r en i s 

t ha t a I t hough hypo t hes i s e d d i f f e r enc es a r e a I wa y s c I ea r I y 

found between a given clinical group and controls only 

rare I y can specific c I in i ca I groups be disc r i mi na t ed , for 

example, solely hyperactive or solely L.D. etc. 
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2. 2 . .1..$$.V..1;$ ..... QF. ..... Pl;,.f.. . .LN.LI.L~: 

' 
2. 2. 1 . kl;ABN..JNG QJ.$.Al?IJ,.J..JY < L. Q. .. > 

The r o o t cause o f t he con t r o v e r s y con c e r n i n g v i ab i I i t y o f 

the concept of learning disabi Ii ty I ies in the· lack of a 

sat i sf a c tor y def i n i t i on of ex a c t I y what cons t i t u t es a 

I earning di sab i I i t y (Eisenberg, 1978; Ve I I u t i no, 1978; Yu I e 

& Rut t er , 1985) . 

2 . 2 . 1 . 1 . A!;I..LQ,,,~y 

Learning Disabi Ii ties according to Harrrni 11 et al. ( 1987) is 

a "generic" term that refers to a heterogeneous group of 

d i so r de r s man i f es t e d b y s i g n i f i can t d i f f i c u I t i e s i n t he 

acquisition and use of I is t e_n i ng, speak i_ng, reading, 

writing, reasoning ·or mathematical ab i I i t i es. These 

disabi I ities are intrinsic to the individual and presumed to 

be due to nervous con t r o I d y sf u n c t i on . Harrrn i I I , t here fore , 

appears to concur with earlier research findings by Johnson 

and Myklebust (1967) and later Cruickshank (1983) who 

i n d i ca t e d t ha t t he con c e p t o f I ea r n i n g d i s ab i I i t y i mp I i es a 

neurological dysfunction. 

Similar sentiments were expressed by Lerner ( 1976), who 

discusses various dimensions to the problem of aetiology and 
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consequent definition which Include neurological dysfunction 

and uneven growth patterns. Tansley and Panckhurst (1985: 

36) surrmarized the systems of aetiology postulated by 

various writers which have elements of corrmunal ity as 

f o I I ows: 

a. Brain damage involvement. 

b. Maturational lag, delay. 

c. Genetic, canst i tut ional, inherited. 

d. Neurological organization; brain function. 

e. Perceptual I motor difficulties. 

f. Cognitive difficulties. 

g. Secondary to environment. 

.h. Sensory defects. 

Newton et al. (1979) in their book, Readings in Dyslexia, as 

quoted by Tansley and Panckhurst, were concerned about 

highlighting the aspects of aetiology which stress the 

int er act ion of deve I oping ind iv i dua I ski I Is w i th a high I y 

structured ~.L . .Ltt~.n ... _ .... .L§J1..9.1,J.§9.~ system.· Newt on et a I . exc I uded 

extraneous systems, such as systems 'se~ondary to 

en v i r o nme n t ' and ' sens o r y de f e c t s ' ( po i n t s g and h above ) . 

These were rep I aced by 'writ ten I anguage' as a cause of 

dyslexia (a specific learning disability). Their system Is 

thus constituted as follows: 

·' 
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a. Brain Function. 

b. Perceptual Abi I ities. 

c. Cognitive Abi I ities. 

d. Learning Style and Written Language. 

I n t he i r r e v i ew o f r es ea r ch f i n d i n gs I n t he f i e I d o f L . D . , 

Mcloughlin and Netick (1983) identified the following 

i n t r i n s i c f a c t o r s mos t f r e q u en t I y ass o c i a t e d w i t h I ea r n i n g 

problems 

a. Oral and/ or written language. 

b. Different types of learning. 

c. Neurological disorders. 

d. Diet, allergies, biochemical agents 

(drugs), heredity. 

There appears to be many cornnon e I ements amongst the above 

systems 

in the 

as postulated by different writers and researchers 

fie Id of L. D. . Tans I ey and Panckhu rs t (op. c i t. ) 

classified the aetiological findings into three main groups, 

namely : 

1. Primary or constitutional specific learning 

difficulties. These include neurological functions, 

neurological dysfunctions, maturational lag and geneti~ 

factors. (This resembles Newton et al. 's 'Brain function' 

category). 
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2. Secondary correlates, including per cep t,i on, 

cognitive styie, attentional deficit, physical environmental 

and emotional correlates, together with drug studies. These 

are seen by the writers (Tansley and Panckhurst) as being 

concomitants of specific learning difficulties and to 

include Newton et a I.' s 'Cognitive ab i I i t i es' and 

Pe r c e p t u a I I mo t o r s k i I I s ' ca t ego r i es . 

3. Reading and non-reading difficulties. This group, in 

turn, is similar to Newton et al. 's 'Written language' 

category. In an attempt to provide a more precise 

description of the field of investigation it focuses on 

language and reading sub-skills associated with specific 

learning disabilities such as spelling, writing, arithmetic 

and speech. (Tansley and Panckhurst, 1985: 37 and 38). 

1. Primary or Constitutional Learning Difficulties. 

A. Neurological Functions. 

Considerable interest has been shown by recent research in 

the area of neurological functions, espec i a 1-1 y in cerebral 

dominance (including hem i s p he r i c specialization) and 

information processing. 

In South Africa, Naude and du Preez (1988) found that 

research In neuropsychology suggests hemispheric 
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specialization, ,as a possible explanation for learning 

problems. From their point of view, therefore, children with 

I earning pr ob I ems shou Id be regarded as G..t.:i ... LL9_L~J1 ..... -~.b.9. .. _J .. ~?.LD 

_<:tL.t.t~.L~DtJY rather than as .. L.~rnLD.LD.9 ...... ~tL§.9..P .. L~g . I t i. s 

contended th~t. children with a holis.tic cognitive style, 

which is relatively more dependent on right, hemispheric 

functioning, are inclined to develop spel I ing, reading and 

writing problems. 

I n t he v i ew of t he au t ho r s ( op . c i t . ) i t can t he r e f o r e be 

hypothesised that such learning problems could be due to the 

i nef f ect i v-eness of a ho Ii st i c approach to tasks which 

es sen t i a I I y r e q u i r e an an a I y t i c - seq u en t i a I s t y I e wh i ch i s 

predominantly left hemispheric. Research has shown, however, 

that these children are often superior in constructive 

tasks, for example, bui I ding models. Naude and Du Preez make 

a plea. for a thorough scientific evaluation of the 

connection between hemispheric specialization and learning 

problems. 

Apart from specialised functions of each hemisphere, as 

enunciated by Naude and du Preez, increasing attention has 

been paid in -the Ii terature to the interconnect ions between 

h em i s p he r es . Fa r n h am-0 i g go r y ( 1 9 7 8 ) i I I us t r a t e d t he f a c t 

that reading and writing for instance, clearly involves both 

hemispheres. She gives an example of co-ordinated hemisphere 
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exchange as the informal model of the writing task : 

.tl.~DJ..L.$..R .. h.~.T..~ 

Step 1 . Choose a word 

Step 2. Hold its over a 11 sound 

in mind 

Step 3. Select a sound particle 

Step 4. Find a letter pattern 

semantic memory 

Step 5. Write the letters 

Step 6. Test: do I recognize 

the letter pattern? 

Step 7. Test: word finished? 

in 

left 

left 

left 

right 

left, for the 

motor action; 

right for the 

configuration 

of letters 

right 

right 

(Source: ·Farnham-O·iggory, 1978: 159 - 160). 

F r om · t he above she s u g g es t s t ha t i t wo u I d make no s e n s e t o 

say t ha t tasks a re p red om i nan t I y I e f t - hem i s p he r i c o r r i g h t -

hemispheric. However, as far as the problems L.D. are 

concerned, incorrect interconnect ions may occur in at least 

three different areas: 

P...r...9..P. . .J. .. ~.m .... J. - There may be a task-specific prob I em 

w i t h on o f t he hem i s p he r es so t ha t i t p e r f o r ms 

inadequately when it Is supposed to take its turn. 
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.P..r..9. .. P .. L!=!rn ... :?. - There may be a task-specific prob I em 

in moving information from one hemisphere to 

another. 

P.r..9..P.L!=!.m .. ~.- There may be a task-specific problem 

o f o v e r a I I con t r o I by t he I e f t hem i s p he r e . 

(Farnham-Diggory, 1978: 160 - 161). 

B. Information Processi·ng 

A I t hough a I ear n i n g d i s ab I e d ch i I d may have p r ob I ems w i t h 

some asp e c t s o f i n f o r ma t i o n - p r o c es s i n g , he I sh e i s no t 

necessarily deficient in all its aspects. A person has the 

ab i I i t y t o p i ck up i n f o r ma t i on o f d i f f e r e n t k i n d s - v i s u a I , 

au d i t o r y and t a c t u a I , f o r i n s t an c e . I n f o r mat i on i s p r o c es s e d 

by the different senses in stages. A defect of any form 

along the processing chain of stages e.g. short or long 

memories, can cause a breakdown in the information 

processing, resulting in an inability to produce correct 

responses. 

·children whose visual or auditory processing is deficient 

m i g h t be expo s e d t o t e ch no I o g i ca I a i d s t. o co u n t e r a c t t h e i r 

deficits. According to Tansley and Panckhurst (1985: 81) it 

i s b y no means gene r a I I y a g r e e d t ha t de f i c i e n c i es i n 

information-processing are responsible for reading problems 

for instance. 
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C. Neurological Dysfunction. 

Brain damage or 

suggested in the 

dysfunction ·at some 

I fterature as might 

form is frequently 

be who I I y or part I y 

responsible for specific learning disabi Ii ties experienced 

by many chi Id r en. There appears, however, no consensus in 

this regard as expressed by writers Ii ke Robert Cohn who 

pointed out that , 11 the basic reason for the pr es en t I ack of 

consensus in following the neurological pathology or 

etiology approach is the lack of definite correlations of 

brain pathology with inabi I ity to learn readily, to 'retain 

t he mean i n g · of wh a t has been I ea r n e d , and t o r e ca I I t ha t 

which is stored" (Cohn, 1967). 

Tans I ey and Panckhurst ( 1985) quote different writers as 

a t t a c h i n g mo r e o r I es s s i m i I a r t e rm i no I o g y o f a f u n dame n t a I 

nature to the term 'learning disabi I ities'. These include: 

n e u r o I o g i ca I imp a i r men t ; n e u r o I o g i ca I i n o r i g i n ; poss i b I e 

cerebral dysfunction and/or emotion;3.I and behaviour 

disturbance. The measurement of neurological dysfunction is 

~roblemat·ic. In 'the absence of positive signs· of 

n e u r o I o g i ca I d i s·o r de r , i t i s assumed t ha t some k i n d of 

underlying neurolngical dysfunction may be responsible for a 

manifested L.D .. 

0. fv1aturational Lag 

Evidence in the literature suggests "that not all functions 

of the brain develop simultaneously and that L.D: children, 
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may suffer from delays in the development of specific areas 

or functions" <Tansley and Panckhurst, 1985). The writers 

quote a number of researchers and authors who of fer 

supporting evidence in support of the concept of 

maturational lag as a possible cause of L.D .. However, 

although the concept possibly explains some of the puzzling 

features of L.D., the evidence is regarded as being 

confusing and conf I icting. Consequently, no firm conclusions 

can really be drawn and the concept of maturational lag as a 

ca us a I f a c t o r i n L . D . t h us r ema i n s i n do u b t . 

E. Genetic Factors 

A large number of studies, according to Tansley and 

Panckhurst (1985), have found increasetl incidence of 

r ea d i n g d i f f i cu I t i es i n t he f am i I y h i s t o r y o f po o r r ea de r s . 

However, wh i I st there is an increased incidence of a fami I y 

h i s t o r y o f po o r r ea de r s amo n gs t c h i I d r e n w i t h r ea d i n g 

disabilities this, according to the writers, does not 

necessarily imply genetic causation. They (op. cit.) quote 

writers Yule and Rutter (1976) as believing that "there is 

mo u n t i n g e v i den c e f o r t he con c e p t o f soc i a I t r an sm i s s i on i n 

t ha t · a f am i I y h i s t o r y o f r ea d i n g r e t a r d a t i o n i s mu c h mo r e 

c orrmo n i n I a r g e f am i I i es , and t ha t r ea d i n g a t t a i nme n t i s 

regionally variable and varies with the interest of the 

parents" (p.95). 
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There appears to be general consensus in the Ii terature 

about available findings in the field of generic correlates 

o f read i n g d i s ab i I i• t y , name I y , a I a ck of c I a r i t y i n de f i n i n g 

and measuring its behavioural parameters. 

2. Secondary Correlates 

A. Percept ion 

These would include: auditory percept ion; vision and visual 

perception; integration of the senses; spatial ability and 

f o rm p e r c e p t i o n . A t t en t i on i n I i t e r a t u r e f o c u s es mo r e on 

memo r y and seq u enc i n g asp e c t s o f p e r c e p t i on and t he 

importance of integration. There thus appears to be a shift 

from measures of perceptual discrimination as in the past. 

It is thought that perceptual difficulties may be associated ... 
with reading disabi I ity in some cases, but not al I, and that 

perceptual deficits may be a contr,ibutory but not a 

determining cause of reading prob I ems. There is an ongoing 

debate in the Ii terature concerning the hypothesis that 

perceptual abi I ities are subject to maturational development 

and may be o f mo r e i mp o r t an c e I n t h e ea r I y I ea r n i n g 

situation of the child. (Tansley and Panckhurst, 1985). 

.. ~-
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B. Cognitive Style 

As has p r e v i o us I y been s t a t e d i n d i s c u s s i on on hem i s p h e r i c 

function, many wr i t er s suggest that L. D. chi Id r en either 

have some def i c i t i n some r esp e c t o r a re d i f f e r en t f r om 

no r ma I ch i I d r e n w i t h r e g a r d · t o b r a i n o r g an i z a t i o n . T h.e s e 

children thus have a different style of cognitive 

functioning. 

"Th e r es u I t f r om exp e r i me n t a I s t u d i es s u g g es t s t ha t many o f 
I 

the difficulties described as dyslexia f i t into a 

(particular) model -of learning ... the particular kind of 

brain organization characterizing dyslexics include a 

predisposition towards 'spatial' thinking abi Ii ties combined 

with poor performance at ski I Is such as sequencing, blending 

sounds, associating sound and arbitrary symbol,etc." (Newton 

et al., 1979 quoted by Tansley and Panckhurst;1985). 

In te·rms of cognition and perception the 'predisposition' 

r e f e r r e d t o ab 6 v e may be des c r i bed as a ' I ea r n i n g ' s t y I e . 

The ski 11 s mentioned are exact I y the ski I Is required for 

adequate reading, spel I ing and writing and a chi Id with such 

learning problems would thus need a different learning style 

i n o r de r t o mas t e r t h es e s k i I I s t ha n t h e u n i v e r s a I I y 

acceptable system. 

The cognitive~functional approach to determine learning 

difficulties was proposed by Meichenbaum (1976). He suggests 
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that by this method a psychological analysis can be 

con du c t e d o f · t h, e cog n i t i v e re q u i r eme n t s o f t ask s on wh i c h 

the L.D. chi Id's performance has been found to be below the 

expected level. Inappropriate cognitive strategies can thus 

be identified for appropriate remedial teaching. 

C. Environmental Correlates 

These a r e gene r a I I y no t r e g a r de d as p r i ma r y age n t s i n t h e 

aetiology of specific learning difficulties. However, in the 

South African situation and in particular DEC-HR schools 

t hey a r e i mp o r t ant comp one n t s wh i ch have been found i n t he 

literature {e.g. Skuy and Perold,1986 ; Metcalfe, 1987 and 

Cos f o r d , 1 98 7 ) t o ex e r t a v a r i ab I e i n f I u enc e on t he I ear n i n g 

ability of children. 

The literature identifies such environmental factors, that 

may co n t r i b u t e t o L . D . , as i nap p r op r i a t e t each i n g me t ho d s 

{Crabtree, 1976) ' soc i a I back gr o u n d , mo t i v a t i on a I and 

emotional factors {Vernon quoted by Tans I ey and 

Panckhurst, 1985), socio-economic class, social/cultural 

deprivation, poverty, malnutrition, maternal employment, 

large numbers in class {30 - 40 in many DEC-HR schools). 

The precise influence of environmental factors on L.D. has 

as yet not been satisfactorily established, although it is 

gene r a I I y as s ume d t o have a de t r i men t a I e f f e c t on I ea r n i n g . 

. -
.,._ ...... 2_,_=:'._"-----=L__~ • ~~-~--~ _ ______::: ~--~~--- - -~-·----~--' 
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For this reason they are regarded as "secondary or 

aggravating conditions, ex.cept In a minority of cases where 

they may assume greater Importance" (Tansley and Panckhurst, 

.. 1985 : 125). 

O t he r second a r y co r r e I a t es men t i one d by t he w r i t e r s ( op . 

cit.) are attentional correlates, physical correlates, 

emotional correlates and drug correlates which relate 

po s I t i v e I y t o t he cause o f L . D . · i n mos t ch i I d r en . 

3. Reading and Non-reading Difficulties 

I mp a i r men t i n t he r e I at e d a r ea s o f r ea d i n g , s p e I I i n g and 

arithmetic is not always equal. They are, however, all 

involved in L.D. in view of the fact that al I three involve 

symbolization. There is some dispute in the I iterature as to 

the degree to which each area Is affected by any form of 

Impairment. 

There appears to be evidence that speech problems and 

especially delayed speech are associated with reading 

di sab i I i t y. A I though t h i s has been f o u n d e v I den t I n many 

cases there has been no investigation that clearly indicates 

wh e t he r t hes e · p r ob I ems may be spec i f I c o r pa r t o f a mo r e 

general deficit. The unanswered question is thus "is there 

only one type of reading disabl I lty which is of a specific 
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kind or are there several reading disabi I ities which may or 

ma Y no t be r e I a t e d t o i mp a i r men t s i n s p e l l i n g , w r i t i n g , 

arithmetic and speech?" {Tansley and Panckhurst, 1985). 

In summary then. the aetiological findings of L.D. discussed 

in this section show a certain amount of overlap between and 

within categories. Aetiological studies of L.D. although not 

clearly delineated, has however formed the p I at form upon 

which the causes of learning problems and the various 

definitions 6f L.D. are based. Remedial practitioners should 

take cognizance of aetiological factors as their remediation 

role{s) for each individual case could be determined by such 

factors. 

2 . 2 . 1 . 2 . P.~.f. . .L.NJIJ..~ 

To date there has been I it t I e consensus or even adequate 

def in i t ion of what cons t i tut es a I earning di sab i I i t y 

{ Cruickshank, 1977; Rutter, 1978;' Tansley & Panckhurst, 

1985; Tucker et al., 1983; Cruickshank, 1983; Vel lut ino, 

1985; Yule & Rutter, 1985 }. In a study undertaken by Epps 

et al. {1985}, three kinds of definitions were examined to 

determine the extent to which there was common variance 

between them. These were : 

( a } . ab i I i t y - a c h i e v eme n t d i s c r e pa n c y ; 

(b}. low·achievement; 
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(C). scatter.'. 

In the Epps· et al. study the subjects were 48 ·school­

ident if ied L.D. ·children and 9.6 non-:L.D. children.· Both 

samples had previously been administered a battery of· 

psycho-educational tests. These data were used to classify 

each ch i l d as L . D. o r n o.n -L . D . a cc o rd i n g to each of 14 

operational definitions. A factor analysis resulted in two 

distinct grouping of L.0. students low achievement 
_,I 

accounte.d for over four.times as much variance as ab(l i ty-

achievement discrepancy. Inter-test scatter did not, 

independently, ~ontribute to classification. 

Hist or i cal I y, diagnosis of L.D., by researchers, has 
0

ocussed on a number of isolated variables. Deficits and 

s t r en g t h s w i t h i n t he ch i I d we r e i den t i f i e d and I ab e l I e d ; 

t ask an a I y s i s ..,, has been u s e d t o de t e rm i n e I e v e l o f sk i I I s ; 
I. 

learning styles have been analyzed and matched with supposed 

. teach i n g mode I s ; · tno t i v a t i on , i n t ere s t and a t t i t u des have 

been I isted; attention has been given to the significance of 

parents, siblings and the home environment. Rewilak and 

Jansen (1982) assert that 11 no one could question the 

importance. of each: 6f the. variables assessed. However, 
r 

rarely are they al I given to reach a diagnosis of l.D. Taken 

s i n g I y t he y p r o v i de I i t t I e i n f o r ma t i on 11 • 

. ·- ··-· :.:· -

· . ...:..· 
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The National Joint Corrmittee for Learning Disabilities 

<NJCLO), in the U.S.A., has made an attempt, in 1981, 

(Mcloughlin and Netick, 1987),, to resolve some of the 

confusion regarding definition, particularly in relation to 

the d Is t inc t ion · be tween I earning P.L9..R.J .. ~.ffi.$ and Learning 

Q .. i ... ~.~P. .. L .. ! .. ..LJ.: .. L~.$. It is stated that there are many different 

kinds of reading and learning PJ .. 9..P .. L~.m.$ but there are also 

different types of reading and I earning g.J .... ~.~P. .. .LJ...i.J .... L.~.$. 

The NJCLD definition reads as fol lows : 

~Learning disabi I ities is a generic term that refers 

to a heterogeneous group of disorders manifested by 

significant difficulties in the acqufsition and use 

of I istening, speaking, reading, writing, reasoning 

or mathematical abi I ities. These disorders are 

intrinsic to the individual and presumed to be due 

to ceptral nervous system dysfunction. Even though a 

learning disabi I ity may occur concomitantly with 

other handicapping condit1ons {e.g. sensory 

i mp a i r men t , men t a I r e t a r d a t i on , so c i a I and emo t i o n a I 

disturbance ) or environmental influences {e.g. 

cultural differences, insufficient/ inappropriate 

Instruction, psychogenic factors), it is not the 

direct result of those conditions or Influences" 

{ NJCLO , 1 98 1 ) . 
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The NJCLD agreed that the definition "was basically a 

theoretical statement that specified the delimiting 

characteristics of conditions cal led L.D. and was not meant 

to be a set of specific operational criteria for identifying 

individual cases
11 

<Hammill et al., 1987). Mcloughlin and 

Net i ck, ( 1983), made observations about the NJCLD 

def in i t ion : 

( i). The absence of a specific mention of discrepancy 

between expected and actual performance· is noticeable.· This 

appears to·be in contrast to Lerner (1981). 

{ii) .An of ten-made statement about L.D. students i.s 

that they have noticeable success as well as weakness in 

learning. Mcloughl In and Net ick ( 1983) have found that this 

ass ump t i on " has been v i r t u a I I y i g no r e d I n cu r r en t 

implementation practices". The result, according to these 

authors, has been that the term Learning Disabi Ii ty has 

become synonymous w i t h .l.!JHt~.L~.9.t.J .. J .. ~.·(~r.J.l.~.DJ. . Th i s appear s 

consistent with the criteria for pupils being classified 

L.D. and in need of remedial services i.e. being of aver~ge 

i nte 111 gence but underachieving genera I I y or in specific 

subjects. 

(iii) Attention is given to both the acquisition and 

use of basic skills, recognizing "that problems may be 

encountered by adolescents and adults as wel I as young 
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chi Id r en II' (Mclough I in and Net i ck' 1983) and making an 

effort to assist them to realize their ,potential. This may 

be s i g n i f i can t , seen i n t he I I g h t o f t he a i ms o f educ a t i on 

as defined by some educationists (vi de. 2. 1 ). 

(iv) The focus of the NJCLD definition is clearly the 

inherent nature of the learning problem. This intrinsic and 

presumed neurological direction appears to be a swing back 

to earlier approaches taken in the field (e.rg. Lerner,1976; 

Cruickshank, 1977; Anderson, 1980). 

An imp o r tan t po i n t t o bear i n mi n d i s t ha t f o r t hes e 

intrinsic/ inherent factors to be contributory factors in 

learning problems they should be directly affecting specific 

areas of underachievement. 

( v) The po i n t i s made t ha t a I ea r n i n g d I s ab i I i t y can 
\ 

never be said to be caused by other handicapping conditions 

such as men ta I retardation, behavioural disorders or 

environmental factors. The NJCLD definition however, 

a dm i t s t he poss I b I I i t y t ha· t s u ch hand i capped p e r sons may · 

have a learning disab.i Ii ty. Renewed Interest in the role of 

adaptive behaviour and coping skills in different settings 

t o g e t ~ e r w i t h I mp roved d i a g nos t i cs 11 pr om i s es t o fa c i I I ta t e 

d i s t i n c t i on s of I ea r n I n g d i s ab I I I t i es f r om o t he r s eve r e 

handicapping cond I t i ans 11 (Mclough I In and Net i ck, 1983) . 
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{Vi) The definition carries the message-that "learnlng-­

disabi I ities are truly a handicapping condition and a 

heterogeneous group of learning problems" <op. c i t . ) . 

Learning disabi I ities are persistent and present significant 

di ff i cu I t i es evident in basic I earning ski I Is. I t has a I so 

been sh own t ha t 11 L . D . can no t be d i sm i s s e d as t emp o r a r y 

situational problems experienced by most underachievers. 

Mos t o f a I I , t hey a r e d i f f e r en t and d i s t i n c t f r om o t he r 

handicaps and environmentally - induced conditions , and 

no t a con v en i en t synonym f o r t he ' m i I d I y ' hand i capped 11 
( op . 

c i t. ) . 

John Mtleod (1983) argues that "attempts to define learning 

dlsabl I ity have been bedeviled by confusing definition with 

diagnosis, by trying to reconcile disparate views from 

-, different vested interested groups -and by reacting 

i r r a t i on a I I y t o t he con c e p t of d i s c r e pan c y be tween a c t u a I 

and expected achievement". Mcleod regards the establ lshment 

of a val id basis for rep I icatable research as one of the 

ma j o r r ea sons f o r de v e I op i n g a s u i t ab I e de f i n i t i on o f L . D . 

The uncertainty of the professio~al acceptable definitlon o~ 

L.D. Is confirmed in surveys conducted by Torgesen and Dice 

(1980) and also by Mann (1983). 

Mann < 1983) envisaged the use of 11 I earning di sab i Ii ty as a 

generic, non-stigmatising term for al I ml Idly handicapped 
' 

r • 
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s t u den t s 
11 

• The au t ho r i s of t he op i n i on t ha: t such a gene r i c 

term can be sub-classified' into 'learning disabi Ii ty with 

cultural dep r i vat ion' , ' I earning di sab i I i t y with 

neurological problems' etc. Mcleod { 1983) concurs with Mann 

.{1983) in his views and procedures advocated to define L.D. 

Mcleod, however, prefers the term i•underachievement" as a 

mo r e ob j e c t i v e t e rm t o Man n ' s ' I ea r n i n g d i s ab i I i t y ' . 

The Diagnostic and Statistical Manual of Mental Disorders, 

Thi rd Edition {DSM 111), (NJClD, 1981), has e I imi na ted many 

of the labels that were previously used to describe learning 

disability. In their place the DSM Ill identified syndromes 

that adequately define learning disability. The NJCLD 

concurs with these definitions and briefly describes the 

syndromes as fol lows : 

<a> . Pr 01:>.J t3TD.§ ....... i .. n ... .tb .. t3 .... G..9..D. tr..9.L. -~ n d Rt39lJL9J . .L9.Jl .. 9.J. ID.Jpq 1.!3. es .?n9 

St imu Ii. ······················--··············· 

These children show labi Ii ty for poor motor. control e.g. 

hyperactivity, hyperdistract ibi Ii ty, hypoact iv i ty, 

perseveration and disinhibition. The DSM Ill category _most 

c I o s e I y a pp r ox i ma t i n g t h i s syn d r ome i s At t en t i on De f i c i t 

Disorder with hyperactivity. In the classroom these 
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chi Id r en's at tent i ona I di ff i cu I t i es 

evidenced by their problems in 

completing their work. 

and imp u I s i v i t y 

staying on task 

are 

and 

Cruickshank (1977) believes it is important to trace the 

concept of learning disability back to its neurological 

o r i g i n . He s t a t es t ha t , "Le a r n i n g d i s ab i I i t y , spec ; f i ca I I y 

de f i n e d , i s a man i f es t a t i on o f a p e r c e p t u a I p r o c es s i n g 

deficit. It is important to differentiate between the 

co n c e p t o f sens o r y p e r c e p t i o n I ea d i· n g t o no r ma I v i s i o n o r 

hearing and processing of a perceptual nature, which not 

only involves the appropriate recognition of form or sound, 

bu t a I so i n c I u des t he a t t a c hme n t o f I ea r n e d mean i n g , o r 

appropriate motor responses to whatever stimulus is 

received". 

He {op.cit.) is therefore of the opinion that by adopting 

the above Ii ne of reasoning, L .D. wou Id be concep tua Ii zed 

more accurately as a 'perceptual processing deficit'. The 

I a ck o f t he con t r o I o r r e g u I a t i on o f i mp u I s es and s t i mu I i on 

the part of the child thus involves perception of perceptual 

p r o c es s i n g . I t wo u I d t he r e f o r e I o g i ca I I y f o I I ow , a cc o r d i n g 

to Cruickshank {op.cit.), "that one is dealing with a 

neurological dysfunction of some sort". 
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{ b ) · .P.L9..PJ..~rn§ ...... .Ln ..... J.D.J.~9L~.t.LY...~ ... .Eq.ng_JJ .. 9.Il..§ .... §.IJ.9 ..... / o r 

P.~Y.~ .. 19.PITl~DJ.§ .. L. P.~ .. L?.Y . 

The s e ch i l d r en exp e r i en c e d i f f i cu I t y i n co n c e p t f o r ma t i on . 

They are usually able to read reasonably wel I, but are 

unable to engage in any inferential reasoning. They are able 

to dea I a de qua t e I y w i th specifics and that which is 

concrete, but aspects of abstract conceptualization or 

gene r a I i z a t i o n a pp ea r s b e y on d t he i r cap ab i I i t y . 

Interestingly enough, in most cases, as has also been found 

by the writer and his colleagues at the Athlone School 

C I i n i c , t he Ve r b a l I Q i s s i g n i f i can t I y sup e r i o r t o t he Non -

v e r b a I I Q. The DSM I I I ca t ego r y mos t c I o s e I y r e I a t e d t o t h i s 

syndrome is the Attention Deficit Disorder without 

hyperactivity. 

·Anderson et al. {1980) state that L.D. children experience a 

delay in developing certain concrete operations. In their 

view it is certainly possible that many L.D. children 'who 

a pp ea r a cad em i ca I I y ab I e i n some r esp e c t s may I a g 

scholastically becau·Se they are 'cognitively immature'. They 

further hypothesised that "L.D. children have learning 

p r ob I ems because t hey exp e r i enc e a de v e I o pme n t a I de I a y and 

t h us I a g a cad em i ca I I y be ca u s e t he y do no t ye t use some o f 

the cognitive operations routinely used by their peers" 

{Anderson et al. , 1980). 
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< c > · §P~.G...i_.f..LG ...... B~_§.9.Ln_g __ , ..... l,,,§.JJ9.l,J~9~ ... _§.D.9 ... Nl:J.r.DP .. ~L ... .PL§?.t.?..LJ.Lt_Y 

One o f t he ma j o r p r ob I ems h e r e i s t h e r e cog n i t i o n o f t he 

printed symbol. Since reading, especially, is a process of 

·assoc i at ion, di ff i cu I. t y in this area means . that the chi 1 d 

w i I I f r e q u en t I y en co u n t e r man y p r ob I ems i n a c q u i r i n g a s i g h t 

vocabulary. 

In this regard , Sigmon (1987) states that II L.D. 

definitions are by design so broad, they subsume all the 

a cad em i c s k i I I s s u ch as r ea d i n g , ~.p e I I i n g , w r i t i n g and 

arithmetic, but also include speech and language disorders"~ 

Sigmon argues further that a more severe L.D. could 

therefore logically affect more than-a single specific area, 

and would be a more pervasive problem in te~~s of educating 

an ind iv i dua I . However, s i nee reading is such an important 

asp e c t i n the cu r r i cu I um of modern I i t er ate soc i e t i es , -i t 

has n a t u r a I I y r e c e i v e d t he mos t a t t en t i on w i t h i n t he L . D . 

field and contemporary education as a whole, (p. 47). 

' 
An overwhelming percentage of publications of rese.arch 

investigations focus on the topic of reading disability. 

Such research dea Is either on genera I reading backwardness 

or on specific reading retardation which is.also sometimes 

cal led developmental dyslexia (e.g. Papers In Benton and 

Pear I, 1979). Recently, there have been studies pub I ished 

concerning spe I I i ng and mat hema t i cs, Yu I e and Rutter, 

1985} . 
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The DSM I I I c I ass i f i ca t i on _ r o ugh I y co r r esp on d i n g t o t h i s 

syndrome is Specific Developmental Reading Disorder. In many 

cases the Non-verba I IQ is superior to the Verba I IQ. The _ 

ma j o r p res en t i n g s ymp t om i s t he t r emend o us d i f f i cu I t y i n 

_decoding._ Because of his poor reading abi Ii ty, his language 

suffers and he is unable to solve 'problem sums' (word 

sums). If the material is read to the child it has been 

found in 'studies' at the Athlone School Clinic, that the 

c h i I d doe s mu ch be t t e r . 

11 
The c omne n dab I e and u n a r g u ab I e a i m o f any s e I f - r esp e c t i n g 

e du ca t i on a I s y s t em i s t o h e I p c h i I d r e n r ea I i z e t he i r 

potent i a I to the f u I I " {Mc I eod, 1979) . Any chi Id who does 

no t a ch i eve sch o I as t i ca I I y i n t e r ms of h i s po t en t i a I , i s 

classified as L.D. Such childrer:i are, usually, of average 

intellectual functioning. Their performance is below that of 

their peers in some areas of academic achievement. They may 

exp e r i e n c e d i f f i cu I t i es i n a r ea s ass o c i a t e d w i t h memo r y and 

perception. The learning disability can be present on the 

one hand as u n de r a ch i e v eme n t i n sch o I as t i c s k i I I s ( e . g . 

reading, spel I ing, writing, arithmetic ) and on the other as 

u n de r a ch i e v eme n t i n spec i f i c sub j e c t g r o ups { e . g . co n t en t 

subjects, languages, natural science subjects. They thus 

ex h i b i t some e du ca t i on a I I s ch o I as t i c s t r en g t h s and 

• •• . ·-·---·••W ••• --··~.:----- •- _._. ••-">• ·~---:---~ 
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According to Ryan.et al. (1986), L.D. children as a group 

have been characterized as heterogeneous. L.D. children 

d i s p I a Y q u i t e v a r i e d a cad em i c p r o f i I es i n t e r ms o f pa t t e r n s 

of strengths and weakness. The authors quote research which 

i n d i ca t es t ha t t he one c ammo n ch a r a c t e r i s t i c s ha r e d b y L . D . 

. children is the presence of a significant discrepancy 

between their expected achievement predicted by IQ and their 

actual achievement. 

Ii, the view of Mcleod (1979), to equate expected academic 

a c h i e v eme n t w i t h meas u r e d I Q I eve I i s i n v a I i d . A r es ea r c h 

study undertaken by the writers {op.cit.) showed that the 

statistical regression effect should be taken into 

consideration before making judgements about IQ 

achievement discrepancies. 

He contends that not al I children work up to their capacity 

and that it is not possible to achieve beyond capacity. 

However, the average IQ Is 100, and the average reading 

quotient, arithmetic quotient and spelling quotient are also 

100. Therefore, he argues, for the, population as a whole, 

the average difference between measured IQ on the one hand 
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weakness. This research therefore also has as one of its 

aims to determine how educators perceive the role of the' 
/ 

remedial personnel with respect to tuition across the school 

curriculum. 

According to Ryan et al. (1986), L.D. children as a group 

have been characterized as heterogeneous. L.D. children 

d i s p I a y q u i t e v a r i e d a cad em i c p r o f i l es i n t e r ms o f pa t t e r n s 

of strengths and weakness. The authors quote research which 

indicates that the one common. characteristic shared by L.D. 

ch i I d r en i s the p r es enc e o f a s i g n i f i can t ,d i s c r e pan c y 

between their expected achievement predicted by IQ and their 

actual achievement. 

In the view of Mcleod (1979), to equate expected academic 

a ch i e v eme n t w i t h meas u r e d IQ I eve l i s i n v a l i d_ A r es ea r ch 

s tu d y under taken by the w r i t er s (op . c i t . ) showed that the 

statistical regression effect should be taken into 

consideration before 
. ' making judgements· about IQ 

achievement discrepancies. 

He contends that not all children work up to their capacity 

and that it is not possible to achieve beyond capacity. 

However, the average IQ is 100, and the average reading 

quo t i en t , a r i t hme t i c quo t i en t and s p e I I i n g quo t i en t a r e a I so 

100. Therefore, he argues, for the population as a whole, 

the average difference between measured IQ on the one hand 
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and educational achievement on the other is zero i.e. 100-

100 (that is, for those working up to capacity) or positive 

i.e. 100-90 = +10 ( that is, the underachievers). In his 

opinion, therefqre, it is illogical to define L.D. as a 

discrepancy between score on a test of measured ~ntel I igence 

and the score on a test of measured educational achievement 

i n a r ea s s u c h as r ea d i n g , s p e I I i n g o r ma t h ema t i c s . 

I t sh o u I d be po i n t e d o u t t ha t L . D . mo r e o f t en t ha n not be a r 

some r e I a t i on t o p r ob I ems i n t he educ a t i on a I s i t u a t i on o f 

the learner. L.D. children. usually, have no significant 

visual, hearing· or emotional problems but, as shown by 

research, may be educationally disadvantaged (HSRC. 1981: 

Skuy and Perold, 1986; Metcalfe, 1987). 

Consistent with the above the Human Sciences Research 

Co u n c i I ( HSRC ) .. , i n t h e Rep u b I i c o f So u t h A f r i ca , r e g a r d s 

t h e t e rm ' sch o I as t i ca I I y i mp a i r e d ' t o b e mo r e a pp I i cab I e t o 

a great majority of pupi Is being schooled in the DEC - HR 

(HSRC, 1981). "The term is broader and more relevant than 

'learning disabled', since the latter suggests that the 

sch o I as t i c d i f f i cu I t y i s caused by a p r ob I em w i t h i n t he 

individual. The term 'scholastica.lly impaired on the 

other hand s i mp I y i n d i ca t es t h a t t he ind i v i du a I is 

experiencing difficulties in the school situation,· and 

places the onus on the education system and methods of 

instruction for determining the success or failure of the 
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pup; Is Within it", (Skuy and Pero Id, 1986). Metcalfe (1987) 

con cu rs w i t h t h i s v i ew i n s u g g es t i n g t ha t any a t t emp t. t o 

des c r i be , i den t i f y o r de f i n e L . D . , co g n i z an c e mus t b e t a k e n 

of both personal and environmental variables as these 

interact with each other. 

In this regard-the growing awareness of and concern for the 

large number of children in South Africa who have above 

average mental abi Ii ty but are in educational distress have 

led to a shift in emphasis in remedial education, from 

intensive work with individual pupi Is to a wider role in the 

prev.ention of academic failure. 

P r e v e n t i o n o f a cad em i c f a i I u r e b y p u p i I s o f ab o v e av e r age 

men t a I ab i I i t y i mp I i e s s p e c i a I i s e d i n s t r u c t i o n i n t h e 

mainstream i.e. the regular classroom. This has further 

imP._lications for the remedial teacher. The role of the 

remedial teacher, in South African, and in particular DEC-HR 

schools, will increasingly be one of consultant to regular 

class teachers, generally sharing expertise and resources 

with colleagues. 

Abrams and Meeker (1980), in contrast to other researchers, 

present L.D. as a construct supported by psychoeducat ional, 

socio-emotional and physiological data. They propose that a 

definition of L.D. must include the absence of specific L.D. 

and it should only indicate relationships between mental 
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abi I ities and academic performance. 

Gener a I I y , depend i n g on a e t i o I o g i ca I c r i t e r i a , pup i I s i n 

need of remedial teaching are classified as either g_IJ . ..r::U .. C:::§:J. 

remedial cases i.e. pupils whose L.D. is organic 

( i n t r i n s i c I i n he r en t ) o f n a t u r e - o r qj_d a c t i ca I - i . e . pup i I s 

whose learning difficulties are of an ecological nature. 

Two sub-categories of learning disa~ilities are accepted in 

DEC-HR schools, namely, general and specific learning 

di sab i I i t i es. A $P~C:::Lt.Lc::: .J.~.9.LIJLIJ9 ... 9.L§.9PLLLJY refers to the 

ab i I i t y o f p up i I s t o pass some s u b j e c t s b u t f a i I s o t h e r s 

e . g . he I s h e may pass a I I s u b j e c t s b u t keeps o n f a i I i n g 

ma t h ema t i cs o r he I she may be good a t ma t h ema t i cs b u t f a i I s 

other subjects that require ski I ls in reading or spel I ing. A 

9.~.D.~.L?...! ..... .L~ .. ?Ln.Lng .<::fJ .. $ .. 9P..i.J.i..JY on t he o t he r hand r e f e r s t o t he 

phenomenon wh e r e t he pup i I f i n d s a I I sch o o I wo r k d i f f i cu I t 

even t ho ugh h i s i n t e I I i gen c e i s w i t h i n t he no r ma I r an g e . 

Al though these pupi Is are often cal led 'lazy' it is not true 

since "the chi Id with a general learning disabi Ii ty 

genuinely finds learning difficult", Cosford (1982). 

2 . 2 . 1 . 1 . QJ;_NJ;B.A.b 

In research surveys undertaken by Tucker et a I . { 1983) w i th 

fully trained persons at the 'cutting edge' of L.D. 

prograrrming, L.D. was generally endorsed as a viable 
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c I ass if i cation and asserted that L. D. is i dent if i ab I e by a 

specific symptom or ~ syndrome of symptoms. There was 

cons i de rab I e var i ab i I i t y in r espqnses. at which age L. D. can 

be identified with assurance. 

This. is an indication of the diverse nature of L.D., the 

various perceptions thereof by different persons and the 

cons e q u en t d i ff i cu I t y i n p i n po i n t i n g an a cc u r a t e , p i n po i n t , 

educationally accepted definition. The field of L.D. can be 

described as being characterizeq by a lack of consensus on 

basic issues of identification and definition. This places 

res ear ch er s i n t he f i e I d of L . D . i n q u i t e a d i I errma . As a 

poss i b I e means of over com i n g th i s d i I errma , Anderson et a I . 

{1980) proposed that research to define L.D. should 

concentrate on quantitative differences rather than 

q u a I i t a t i v e d i f f e r en c es , as a means o f a r r i v i n g a t a c I ea r 
... 
definition. 

Ysseldyke (19831 is of the opinion that no matter what one's 

views are, L.D. is a relative condition. Individuals are 

considered L.D. relative to others. They C learning disabled) 

are said to have more significant deficits, disorders, 

d i s ab i I i t i es or d y sf u n c t i on s than o the rs , ( p . 22 6 ) . 

Thus various theoretical perspectives and several major 

disciplines have contributed to the different types of 

definitions of L.D. that have been developed since the 
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category was first recognized. The term was first introduced 

in 1963 when a group of boncerned parents and educators met 

in Chicago, U.S.A., to consider organizing a cohesive entity 

f r om s eve r a I s e pa r a t e and i s o I a t e d g r o ups t h a t had b e e n 

formed throughout the country, (Lerner, 1976). Samuel Kirk 

was the first writer to use it in the literature ,in 1963. 

(Gerber, 1989). It has since had a profound effect on the 

p r o v i s i on of camp ens a t o r y educ a t i on e . g . r eme d i a I educ a t i on 

and the role(s) of those persons providing such services. 

As in the case of L.D., there appears, at present, to be as 

many definitions of r eme d i a I e du ca t i o n as t h e r e a r e 

p r a c t i t i one r s . R eme d i a I e d u ca t i on has o f t e n been used w i t h 

'special education' and 'compensatory education'. The 

National Association For Remedial Education (NARE), in 

Britain, has come up with a broad-based definition which 

appears to satisfy most people 

"Remedial education is part of education 

wh i ch i s concerned w i th prevent i on , i n -

vestigation and treatment of learning 

d i ff i cu I t i es f r om whatever source they 

may emanate and which hinder the normal 

development of the student". 

( NARE , J 977 ) . 
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The above definition acknowledges the traditional elements 

of remedial work. These include, the investigation '9.nd 

treatment of L.D. The definition does not attempt to 

ca t ego r i z e ch i I d r en . ' F r om wh a t eve r sou r c e ' i n d i ca t es a 

concern with the social development .and environmental 

factors affecting the child's learning difficulties. It has 

long bee:--. r,ecognized that there is~ high correlation 

between learning failure and emo ti anal and social 

disturbance (vide. chapter 4 of this rdsearch >'. 

The DEC - HR has adopted the following criter~d for defining 

remedial education and selecting pupi Is for remedial 

teaching. The remedial pupil, put simpl'y, is not the slow 

learner. but the pupi I who is not achieving scholastically, 

but : 

- has an average. to. above average intel I igence; 

- is not physically disabled; 

- is not deaf, b I ind or part i a I I y s i'gh t ed; 

- does not have severe emotional disturbance: 
I 

- ta I ks as sens i b I y and we I I as o t her pup i I s of. 

his/her age, although his schoolwork is weak 

- finds school difficult and dislikes scholastic 

tasks but has other interests; 

- can usually hold his own in an argument or 

debate. 
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The most recent researc.h, (Visser, 1986; Oyer, 1988), 

indicate a re-fashioning of approaches to the stream of 

pup; Is once classified ·r~m~qial'. The term 'support work' 

has now come to the fore. The d·escription is applied in such 

ti ties as Support Department, Support Teacher, Learning 

Support, Curriculum Support and Special Needs Support. Oyer 

(1988) states that the term has now come to supplant the 

once current et hos of r emed i a I educa t ion. B.t:JD.E?.9L?L E?Q.l,JG?LL90 

i t i s f e I t b y NARE , i mp I i e s a I mo s t a s t a t us : a d is t i n c t 

t y p e o t e d u ca t i o n w i ·t h t h e p o s s i b i l i t y · o f i ts own · r u I es of 
' 

judgement and even curriculum. $1JppqrtJor.1t:?LOiQg, shifts 

t he syn t ax i n t o t he ·a c t i v e mode and i mp I i es i n t e r v en t i on i s t 

st rate g 1 es at the po i n t of de I i very where . teach i n g and 

learning meet, (Oyer, 1988). 

A survey of research literature shows that, to date, it 

appears that the change ·in terminology is only used in 

Britain. The fact that the term 'support for learning' 

subsumes a whole-school approach to remedial edljca ti on may 

encourage other count r i es to a I so adopt th i s a I l emb r-a c i n g 

term. 

Many r es ea r ch e r s ha v e ex am i n e d p r o j e c t s t o he I p f a i l i n g, 

sch o o l ch i I d re n , o r r eme d i a I g r o ups i n sch o o I s o r r eme d i a I 
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teaching in a chi Id guidance centre (Topping, 1977; .Sewel I, 

1 982 ; Ade I man & Tay I or , · 1 983 : L i ch t , 1 983 ; Ho r n e t a I . , 

1983; Read, 1987). 

A r e v i ew o f r es ea r ch I i t e r a t u r e con c e r n e d w i t h r eme d i a I 

educ a t i on i n d i ca t es - t ha t sh o r t t e rm i mp r o v eme n ts we r e made 

but that results failed over time, (Freyman, 1980; Sewel I, 

1982). Sewel I, 1982 believed that remedial education offered 

many children short term benefits, that a few were 'harmed', 

an d t ha t i t made " I i t t I e d i f f e r en c e i n t h e I o n g t e rm . " 

. Sewel I (op.cit.) also suggests that classroom support was 

more e f f e ct i v e th a [l w i th d r awa I supp or t : 

Read ( 1987) undertook a fol low- up study by in 1984 to see 

how 46 children who had received remedial education by the 

author between September 1979 and November 1981 were coping 

in class. The children were seen in three different 

settings: 22 at a first school, 11 at a middle school and 13 

at a guidance centre. The 33 children from schools were 

taught i n w i th d r awa I groups of four or f i v e , for two or 

three and a half hour sessions per week. 

The 13 guidance children centre children were taught on a 

one~to-one basis for one session of one hour per week. The 

tentative results obtained by the author appear to indicate 

t ha t t h e one - t o - one t r ea t me n t i n - and - o u t o f t h e s ch o o I 

en v i r o nme n t ca t e r e d mo r e success f u I I y f o r i n d i v i du a I needs . 



- 61 -

Better co-operation from.parents were also. received. which 

was not the case with 33 "schoo-1 taught chi I dren". 63 

percent ( 7 o u t of 1 1 ) of the ' cent re ' ch i I d re n were cop i n g 

at fol low-up. By contrast only 13 percent (4 out of 33) of 

the school taught children were coping. The author concedes 

that many extrinsic variables may have played a role in the 

results obtained, (Read, 1987). 

With so many variables to consider, assessing the success of 

r eme d i a I t each i n g i s no t s i mp I e . Tans I e y and Pan ck h u r s t 
(1981), cites Chazan who reviewed research in Britain up to 

the mid-60's on the effects of remedial teaching on 

reading. It was concluded that most research studies showed 

substantial short-term gains as a result of remedial 

teaching but that control led longer term studies showed 

little or no difference between those children who had 

received remedia1 treatment and those who had not 

cop.cit. : 196-197 >. 

Topping (1977) evaluated the long term effects of remedial 

teaching in a psychological service teaching unit. 'Normal' 

children showed greater gains than children with specific 

learning difficulties but the latter increased rates of 

progress on transfer back to schools. The author 

hypothesised that they did so because of increased 

neurological organization and maturity. 

Cosford's (1988) research findings confirmed findings of 

ea r I i e r s t u d i es wh i ch i n d i ca t e t ha t ea r I y i den t i f i ca t i on o f 

L.D. and appropriate intervention al I ows for more 
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efficacfdus r~mediation. 

Tansley and Panckhurst (1981:200) cite some studies done in 

the 1970's. A number of studies showed that the degree of 

i mp r o v eme n t r es u I t i n g f r om r eme d i a I t each i n g depended par t L y 

on age . The o I de r t he ch i I d t he mo r e i n g r a i n e d t he 

retardation was likely to be; in contrast, an experienced 

r eme d i a I t ea c h e r and a p s y c h o I o g i s t obs e r v e d t ha t y o u n g e r 

ch i I d r e n made be t t e r p r o g r es s t ha n o I de r ones . 

2.3. 1. SUrvf\.1A.RY 

The evidence of eff
1

icacy of remedial teaching is not 

encouraging. The search for scientifically valid results is 

further comp I icated by problems. of research methodology 

identified in 2.5 .. 

As discussed in this sectidn, there are so many variab1es to 

consider when assessing the efficacy of remed i a I teaching 

that it is difficult to conduct scientifically acceptable 

emp i r i ca I r es ea r ch i n t h i s f i e I d . 

2 . 4 . 1 . 1 .. NIAG.QPGILQ':J 

As a r es u I .t o f t h e d i v e r s e and r e I a t i v e n a t u r e o f L . D . and 

r eme d i a I educ a t i on " i t i s I i t t I e won de r , t hen , t ha t 

·.~ 

, 

\ 
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assessment activities have been so persuasive and important 

in the.field of learning disabi Ii t ies 11 <Ysseldyke, 1983). 

This state of affairs has, according to Schlieper (1982) 

r es u I t e d i n a I a ck of c I a r i t y as t o t he bas i c f r ame s of 

reference appropriate to the tasks of learning disability 

assessment. This lack of clarity inevitably leads to 

con f us i on and d i sag r e eme n t o v e r t he de t a i I s o f me t hod , 

technique and interpretation. 

11 

A§.$..~.§ ... $ffi§!.J"l.J .. L ........ _.9..i.. .. l:l..9 .. H.9..~ .. ! .. § ............... §.JJ .. 9 ........... J~ .. Y..~J .. ~ .. ~J...i. . .9..!J. ............. ma Y be seen as 

necessary st ages In he Ip i ng the chi Id w i th I ea r'n i ng 

d i f f i cu I t i es . Asses sme n t comes f i rs t . d i a g nos i s po i n t s t he 

way to a prograITTT1e of teaching and learning, and evaluation 

is a check on learning" (Tansley and Panckhurst, 1981: 204). 

2 . 4. 2 . A.$ .. $.l;,$.~.N.I.. ..... ANP ...... .P..J.8~ .. .L$ 

2. 4. 2. 1 . 't.'t!AI.. ... ..J. .. $ ... A.$.$J;.$.~NI ..... A.NQ ....... P..LA.G.N9$ . .!...$.1. 

Salvia and Ysseldyke ( 1988) defines assessment as "the 

collection of data to specify and verify problems and to aid 

In decision-making", (p. 5). Sehl leper (1982) maintains that 

a learning disability assessment comprises two quite 

distinct tasks, namely, making a diagnosis and gathering an 

information base for remedial planning. Assessment ls 

general ty defined as an attempt to determine how 
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successful I y _ an ind iv i dua I w i I I function in a given 

environment This concerns the quality of the interaction 

between the individual and the environment. The interaction 

is tested. 

2. 4. 2. 2. .Y.t.IA L .. L$.IHE PURPOSE OF ASSESSNENT AND DI AGNOS l S? ..... -........................................................................................................................... : ........................................... _, __________ ,,, •..................... , .. 

As t he v a r i o us de f i n i t i on s o f asses sme n t i n d i ca t es , i t i s 

mo r e t ha n j us t t h e co I l e c t i o n o f i n f o r ma t i on . l n f '2 r ma t i o n 

collected, such as test data, for instance, is done with a 

specific purpose in mind. 

In genera I the assessment is usually concerned with 

clarifying or verifying the existence of educational 

p r ob I ems i n t h e a r ea s o f a cad em i c p e r f o r 111a n c e , be h a v i o u r and 

social adaptation and physical development. ·Tansley and 

.. 
Panckhurst (1985), cite various writers stressing that 

asses sme n t sh o u I d I ea d t o wo r k ab I e r eme d i a I r e c orrrne n d a t i on s 

in areas mentioned above. Psychometric assessment of pupi Is 

referred to the Athlone School Clinic (DEC-HR), aims at 

ma k i n g de c i s i on s ab o u t t he p u p i I s i n t e I I e c t u a I f u n c t i o n i n g 

diagnosing the presenting problem(s) planning and 

implementing individual educational prograrrrne ( IEP). 

This appear to be underscored by Lerner (1981) who wan'ts 

asses sme n t t o l ea d t o a f i v e s t e p s ' c I i n i ca l t ea c h i n g c y c I e ' 

which is self-checking and self-renewing: 
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( i ) d i a g nos i s , ( i i ) p I an n i n g , ( i i i ) i mp I eme n t a t i o n o f 

t each i n g p I an , ( i v ) e v a I u a t i on o f s t u den t p e r f o r man c e and 

(V) modification of the diagnosis. Other researchers, Salvia 

and Ysseldyke (1988), found that the types of decisions 

which can be made in educat i ona I settings inc I ude: ( ; ) 

referral, ( i i ) screening, ( i i i ) classification, ( i v) 

instructional planning and {V) evaluation of the pupil's 

progress. 

Wa I I ace and La r se'n ( 1978) ' previously, found that, 

gene r a I I y , c h i I d r en w i t h s p e c i f i c I ea r n i n g p r ab I ems . a r e 

administered various educational assessment techniques for 2 

ma j o r p u r poses : { 1 ) . t o i den t i f y and some t i mes I ab e I f o r 

a dm i n i s t r a t i v e p u r po s e s t ho s e c h i I d r e n exp e r i en c i n g I ea r n i n g 

problems who wi I I probably require special educational help, 

and { 2 ) . t o g a t h e r add i t i on a I i n f o r ma t i o n t ha t m i g h t be 

helpful in establistiing· instructional objectives and 

remedial strategies for those children identified as 

handicapped I earners, ( p. 5) . 

In remedial education a thorough assessment of a pup; I's 
\ 

I ea r n i n g d i f f i c u I t y and s u b seq u e n t p I an o f i n s t r u c t i on { I EP ) 

i s o·f u t mos t i mp o r t an c e f o r t he e f f e c t i v e r eme d i a t i on o f t he 

prevai I ing problem. Evaluative techniques generally al low a 

t each e r t o make de c i s i on s on t he bas i s o f i n f o r ma t i on 

gathered during the assessment process. 
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I 

2 . 4 . 2 . 3 . t.\$$1;$$.M;NJ. J .. .PJ.AGNQ§J$ ... .F93 ... B.E.;M;QJ.AI..L~ 

The typical pattern of identification and referral in most 

school systems (also DEC-HR) is usually initiated by regular 

classroom teachers who ~equest help for individual studen.ts. 

F o I I ow i n g the i n i t i a I refer r a I , ( w i th background i n for ma t i on 

and s ch o I a s t i c d a t a ) , t h e ch i I d r en a r e u s u a I I y a dm i n i s t e r e d 

a battery of psychological and scholastic tests. This is to 

·assess the pup i Is' level of intellectual functioning, 

I earning ab i I i t i es, percept ua I character is t i cs, I anguage 

ski I Is and preferences, mot i vat ion, adaptive behaviour and 

poss i b I e so c i o - c u I t u r a I v a r i ab I es , ( Wa I I a c e and La r sen , 

1978). Ideally ,whenever possible, various emotional and 

e n v i r o nme n t a I f a c t o r s a r e a I s o ass es s e d , and pa r e n t a I and 

home consultations are arranged (parent interviews are 

regarded as imperative in assessment and diagnosis by DEC-HR 

c I in i c i ans) . 

Fol lowing the assessment and diagnosis, the information is 

e v a I u a t e d to de term i n e wh e t her a pup i I i s an a ppr op r i a t e 

case for remediation or not. Appropriate fol low- up steps 

a r e t a k en t o add r e s s p r ob I ems h i g h I i g h t e d b y t h e p r o c es s o f 

assessment and diagnosis. With reference to diagnosis, 

Sabatino and Miller (1980) suggest that the outmoded 

definition of L.D. has resulted in a "failure to establish 

/ 
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an adequate diagnostic base for entity", (p. 83). In their 

opinion the 8iagnostic purpose in isolating the entity known 

as L.D. may be found in the intra-individual comparisons of 

how the child interacts, perceives and works within the 

"social order and academic environment of the school", 

(op. c i t. p. 83 ) . 

Many d i f f e r en t asses sme n t meas u r es and t e ch n i q u es ( e . g . 

psychometric, perceptual) are us~d in the appraisal process, 

c e r t a i n u n de r I y i n g ass ump t i on s a r e made ( e . g . t he p e r son 

giving the test is skilled), different types of tests are 

used (e.g. formal i.e. Standardized/informal, norm­

referenced/criterion referenced), different settings (clinic 

guidance centre, school etc.). Discussion, however, of the 

above/will not be dealt wit11 here as it is not within the 

scope of this dissertation. 

2 . 4 . 3 . l;YA~JJAILQ\J 

Bloom (1956) defines evaluation as "the making of judgements 

ab o u t t he · v a I u e , f o r some p u r pose , of i de as , wo r ks , 

so I u t i on s , me t h o d s , ma t e r i a I e t c . I t i n v o I v es t h e use o f 

criteria as wel I as standards for appraising the extent to 

wh i ch pa r t i cu I a r s a r e a cc u r a t e , e f f e c t i v e , econ om i ca I , o r 

satisfying. The judgements may be quantitative or 

qualitative, and the criteria may be either those determined 

by the student or those which are given to him",(p. 185). 
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It has been the acceptable principle at the Athlone School 

Clinic (DEC-HR) t o ma k e qua n t i t a t i v e and qua I i t a t i v e 

judgements of assessment -information as part of the 

evaluative process of remediation. 

In essence, evaluation is regarded as a study of the 

interaction between the pupil and the learning situation to 

the extent to which this interaction produces changes in the 

student. These changes (educational or behavioural J are 

considered important to the c I in i c i an as i t a I I ows him to 

draw val id conclusions and make appropriate recommendations 

f o r r eme d i a t i on . 

In view of the i mp o r t an c e o f a cc u r a t e co n c I us i on s , 

esp e c i a I I y f o r p u p i I s r e q u i r i n g r eme d i a I s up po r t , i de a I I y , 

c I ass teachers and remed i a I teachers shou Id farm par L of the 

process of evaluating assessment information. Evaluation of 

pup i I s a f t e r s es s i on s o f r eme d i a I t each i n g f o r p u r poses o f . 

further programme planning should, in the view of principals 

of School Clinics, interviewed by the writer, be done in 

consultation with the clinician who did the original 

asses sme n t and d i a g nos i s . Th i s t he y f e e I ma k es f o r be t t e r 

qua n t i t a t i v e and qua I i t a t i v e j u d g eme n t o f ch an g e s b r o u g h t 

about within -the pupi I in the interact ion between the pupi I 

and the learning situation. 

' Ev a I u a t i o n mus t \ 
therefore be regarded, in the view of ONen 

and Taljaard (1988), as part of the learning situati'on. 

----, 
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Learning and evaluation are 'thus inextricably I inked in a 

continuing cycle of change . 

In assessing pupi Is certain underlying assumptions are 

inherent (Salvia and Ysseldyke, 1988). Th'e authors cite 

assumptions identified in research ~Y T.E. Newland. These 

are: 

( i) error wi I I be present; 

( i i ) b eh av i o u r s amp I i n g i s ad e qua t e ; 

(iii) the person giving the test is ski I led; 

( i v ) a c c u I t u r a t i o n i s camp a r ab I e ; 

(v) present behaviour is observed - future 

behaviour is inferred. 

Assessments may be rendered invalid to the extent 

assumptions are not met or recognized (op. cit.). The 

problem Of invalid and unreliable assessment information can 

ha v e an e f f e c t o n d i a g no s t i c i n f o r ma t i on , e v a I u a t i on and 

p I an n e d r eme d i a I t each i n g p r o g r amme s . 

Berler and Romanczyk (1980) found, in a survey on assessment 

procedures used In research Ii terature, support for an 

expected "lack o.f specificity and consistency in the use of 

assessment instruments and selection criteria." Thus, the 
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findings of the survey (op.cit.) provide support for the 

speculations that: 

(1 > consistency in assessment procedures across 

studies is minimal; 

( i i ) i n f o r ma t i o n des c r i b i n g t he pop u I a t i o n , t he 

assessment instruments and the i r c r i t er i a, is 

often vague or missing; 

(iii~ Standardized assessment of many relevant 

characteristics, such as additional deficits, 

frequently is not included. 

The authors (op.cit.~) feel that research needs to focus ·an 

the development of standardized- and currently non­

standardized tests. Normative data, in their (op. cit.) view 

i s a n e c es s a r y p r e - r e q u i s i t e t o g a t h e r i n f o r ma t i on ab o u t 

r e I i ab i I i t y and v a I i d i t y o f t h es e meas u r es , and s t and a r d i z e d 

procedures of asse~sment, diagnosis and evaluation. 

I n v i ew o f t he above men t i one d fa c t o r s wh i ch can r es u I t i n 

u n r e I i ab I e psych ome t r i c o u t comes on asses sme n t , d i a g nos i s 

and evaluation, Dickenson (1980), proposes an alternative 

form of assessment - Direct Assessment. This is based on the 

assumption that behaviour is situation specific. For the 

mos t pa r t a cc o r d i n g t o D i ck e n son asses sme n t p r o c e du r es 

assess how children differ from one another on various 

c ha r a c t e r i s t i cs w i t ho u t due r e g a r d f o r t he e n v i r o nme n t i n 

which the chi Id is expected to I earn. 

'\·'. 
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D i r e c t asses sme n t a pp ea r s t o co r r esp on d t o a I a r g e deg r e e 

with curriculum-based assessment (C.B.A.) and evaluation 

advocated by Cornwal I ( 1981), Marston et al. ( 1984), Tucker 

{1985) and Marston (1988). Curriculum-based assessment uses 

t h e ma t e r i a I t o be I ea r n e d as t h e bas i s f o r as s e s s i n g t he 

degree to which it has been I earned, thus moving away f ram 

t y p i ca I o r t r ad i t i on a I f o r ms o f asses sme n t . 

Dickenson (1980) argues that typical tests measure general 

traits or states such as intellectual abi Ii ty or inabi Ii ty, 

p e r c e p t u a I mo t o r d y s f u n c t i on , au d i t o r y o r v i s u a I p e r c e p t u a I 

i mp a i r men t on a co r r e I a t i o n a I r e I a t i on s h i p bas i s . I n 

Dickenson's view research findings do not support the 

assumption that by changing traits and states the chi Id wi I I 

I ea r n t o r ea d , w r i t e and p e r f o rm man y o t he r s k i I I s . D i r e c t 

asses sme n t , i n con t r as t , assumes t ha t t he ch i I d ' s be ha v i o u r 

is the problem and that the only data useful for remediation 

purposes are those that relate to behaviours in an 

environmental context. 

In view ·of environmental factors influencing learning, 

espec i a I I y in chi I dren receiving schoo Ii ng in DEC HR 

sch o o I s , d i r e c t asses sme n t a pp ea r s t o be a use f u I t o o I . 

However, in .spite of the obvious advantages of using data r 

that were generated under actual conditions rather than 

using a test that only .$.~1'.D.PL~ .. $ P..~.b .. ? . .Y...L9...!:J...f. and giving $.P_~.9 .. .L..f...i. .. 9 

.LIJ..f..9...f.l'.D.? .. t.L9D. w i t h wh i ch t o de v e I op r eme d i a I p r o gr amme s , 
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sch o o I p s y ch o I o g i s t s , p r i n c i pa I s and r'eme d i a I teachers 

i n t e r v i ewe d by t he w r i t e r i s o f the op i n i on t ha t a c r i t i ca I , 

in-depth assessment and evaluation of the technique must be 

undertaken before implementation in DEC-HR schools. 

Perceptual deficits theories in the conceptualization· of 

L.D., hold that school failure in some students can be 

attributed to perceptual processing deficits. Taylor (1980), 

queries whether visual perceptual tests (Which form part of 

most assessment batteries) measure the perceptual ski I ls 

related to reading achievement. Taylor states that 

"researches have failed to substantiate the predictive 

validity of visual perceptual measures". Larsen and Hammi 11 

(1975) found that there is not enough of a relationship 

between the measured visual perception ski I Is and academic 

achievement for visual perception to be a useful predictor. 

Research findings indicating a poor showing of measures of 
' 

v i s u a I p e r c e p t i on t o I a t e r s c h o o I a c h i e v eme n t and t h e 

unimpressive effects of perceptual training on reading 

achievement "may be related to a mismatch between what is 

being measured (assessed) and trained. to what is required in 

the learning-to-read process", <Taylor, 1980). 

Visual perception assessment is criticized by Taylor (ibid.) 

as be i n g s t i mu I i - spec i f i c i n s t ea d o f t ask - r e I a t e d . As 

I ea r n i n g t o r ea d , f o r ex amp I e , i n v o I v es d i f f e r en t i a t i o n o f 

t h e d i s t i n c t i v e f ea t u r es o f I e t t e r s o r wo r d s ( d i s t i n c t i v e 
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feature theory), assessments should be geared towards 

obtafning data. directly related to ~uch a ta~k. Results from 

t ask - re I a t e d asses sme n t s , as a r g u e d by Tay I o r { op . c i t . ) , . 

a r e· i rrrne d i a t e I y t r ans f e r ab I e t o i n s t r u c t i o n a I s i t u a t i on s . 

This may prove beneficial to pupi-ls in 11eed of remedial 

help. 

2.4.5. SUMv\A.RY 
·········································· 

Assessment is a complex process and assessment data are used 

·to make i ,mp o r t an t and f a r reaching decisions about 

individuals {Salvia and Ysseldyke, 1988). Much can go wrong 

in the process of assessment, diagnosis and evaluation as 

many factors must be considered. 

The different approaches, techniques, tools and 

environmental settings used during the assessment-diagnosis-

evaluation process requires different assumptions to be met 

i n o r de r t o ma k e t h e o u t comes v a I i d and r e I i ab I e . I t 

therefore means that in order for assessment to t;>e 

· mean i n g f u I , v a I i d and r e I i ab I e t he r e s ho u I d be a con t i nu o us 

sear ch f o r e f f e c t i v e means o f assess i n g L . D . ch i I d r en . Th+ s 

can "often be frustrati,ng", (Rewilak and Jansen, 1982). 

Because of the uniqueness of the L.D., few professionals 

.feel totally confident in interpreting test data to reach 

t he d i a g nos i s of 11 L . D . 11 
• ( I n t h i s r e g a r d camp a r e , d i s cuss i on 

of results of this investigation - 6.4.). 

( 
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I t is the view of Sa Iv i a and Ysse I dyke ( 1988) , that 11 ; n 

s e I e c t i n g and a dm i n i s t e r i n g t es t s , u s e r s mus t e v a I u a t e t he 

kinds of behaviour to be tested, the k1nds of interpretative_ 

data they want, and the extent to which a corrmercially 

prepared test ought to be used" , (p.36). 

Ainscow (1988) concurs with this view in that 11 there 

should be clarity of purpose of assessment". The author 

s ta t es : 11 asses sme n t i n t he spec i a I needs f i e I d sh o u I d be a 

continuous process of gathering and reviewing information in 

order to help pupi Is succeed in the classroom". 

2 . 5 . J .. $.$LJ.!;$ ___ QF . __ RESEARCH rvETHCDOLOOY 

Horn et al. (1983) point out the need for specific 

·methodologies in research with learning disabled children. A 

clear and precise description of the criteria used in 

de f i n i n g a s u b j e c t as ' I ea r n i n g d i s ab I e d ' i s c r· i t i ca I i n 

research in the field. 

I t may be t r u e t o s t a t e t ha t t he camp I ex i t y o f r es ea r ch i n 

the field of L.D. is caused by the underlying complexity of 

definition of the field. In this regard Mattis (1978) states 

that, "research findings, albeit replicatable, are 
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determined to a great extent by the hypothetical constructs 

held by investigators before st~dies are.conducted. That is, 

the working hypothesis concerning the nature of dyslexia 

determines the selection of control groups, the definition 

o f d y ~ I ex i a i t s e I f , t h e meas u r es t o be ob t a i n e d , and t h e 

o v e r a I I r es ea r ch des i g n and me t h o d o f d a t a an a I y s i s . Th e 

deg r e e t o wh i c h findings are effective in furthering our 

understanding of the nature of dyslexia is therefore largely 

a fun c t i on of the degree to wh i ch the exp I i c i t or imp I i c i t 

mode I of dys I ex i a u.nder I y i ng the research is va Ii d and of 

heuristic value" {p.45). 

Yet another researcher, Vel lutino (1978) concluded that the 

p r ob I ems assoc i a t e d w i t h res ea r ch me t hod o I o g y i n . t he f i e I d 

i s c I o s e I y r e I a t e d t o t he p r ob l ems o f de f i n i t i on s o f L . O . . 

Th e de f i n i t i on o f L . D . has de t e rm i n e d t h e s amp I i n g p r o c e du r e 

in the field. 

Berler and Romanczyk (1980) found in a survey of research 

literature a disconcerting " I ack of specif i c i t y and 

The lack of a clearly defined definition of L.D. has, 

accord Ing to Torgesen and Dice { 1980), resu I ted in a range 

of research problems which include "the inadequacies In 

..., ~-~---. ·-~-.....,.,_-·-·--..,,.....-
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select ion of subjects e.g. failure to control in tel I igence 

levels
11

• They concluded that it is clear that researchers 

need to be more circumspect about reporting adequate 

des c r i p t i v e s t a t i s t i cs f o r t h e meas u r es t ha t a r e u s e d t o 

define the samp.1 es. Tor ~es en and Dice r ecorrrnend that 

measures of central tendency and variants should be reported 

for al I defining variables - for both the L.D. children and 

children in the control group(s). 

Th e w r i t e r s ( op . c i t . ) f o u n d t h a t t h e o f s amp I e s o f L . D . 

children has been almost ignored. They report that 

researchers and practitioners acknowledge that there are 

many kinds of L.D. yet very little work is being done that 

attempts to study clearly defined and relatively 

homogeneous, subgroups of L.D. c~i ldren. 

2 . 5 . 2 . EXPEIJ.l~NTA.h: ... F..ROCE.QVR.ES 

To r g es en and D i c e ( 1 9 8 O ) , a pp ea I s f o r mo r e e f f o r t on t h e 

pa r t o f r es ea r ch e r s t o ex am i n e cons t r u c t v a I i d i t y o f t h e 

testing procedures and experimental paradigms which are 

used. The validity and the reliability of measuring 

instruments, e.g. standardized tests, have been found 

wanting in some research studies. 

The question of how to quantify data needs to be addressed 

i n o r de r t o p r o v i de mo r e v a I i d i t y and r e I i ab i I i t y t o 
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res ea r ch f i n d i n gs . Added t o t h i s , qua I i t a t i v e asses sme n t i n 

experimental procedures is not used by many research studies 

surveyed by the author. 

A brief surrmary of other factors which have been found to 

p I a y s i g n i f i can t r o I es i n r es ea r ch me t h o do I o g y esp e c i a I I y i n 

r eme d i a I educ a t i on s t u d i es , i n c I u des t he f o I I ow i n g : 

- mot i vat i on on the par t of the L . D. pup i I ; 

- ma t u r a t i on a I f a c t o r s ; 

- sex differences; 

- teacher bi as; 

s e v e r i t y o f t he d i s o r de r : i s i t c .L.LO.L9..?.J o r 

- taking within-group differences into account; , 

- differentiation of remedial methods employed; 

- the effects of subsequent educational treatment 

need to be considered; 

- some sources of error or distortion which should 

not be overlooked: 

( i) the influence of practice effects on 

post-treatment test scores; 

( i i ) t he poss i b i I i t y o f i mp r o v eme n t s be i n g 

du e t o f am i I i a r i t y w i t h t h e ma t e r i a 1. s o f 

eva I ua t ion; 

(iii) the effects of regression. 
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A survey of research studies indicate that field studies 

show that few researchers took cognizance of some of the 

factors mentioned above. 

'2.6. $.W.~Y. 

A de f i n i t i on o f L . D . t ha t p r i ma r i I y emp has i s e d de f i c i t s i n 

t h e n e u r ops y ch o I o g i ca I d oma i n have bee n f o u n d t o be t o o 

narrowly conceived to provide a comprehensive description of 

the concept. The basic nature of L.D. as discussed here, 

inditat~s th~ complexity of the· conc~pt no. one area 

rev ea I s mo r e ab o u t t he n a t u re of L . D . t ha n any o t he r a r ea . 

As I ea r n i n g i s no t a u n i t a r y s k i I I , L . D . i s no t a u n i t a r y 

disorder. 

When L . D . i s de f i n e d i n t e r ms o f r eme d i a t i on o r so I e I y on 

the basis of academic def i c i en~ i es, it seems nothing in 

reality is accomplished. The definition should therefore go 

to the heart of the problem. This would al low for accurate 

d i a g nos i s and p r o g r al'Tl11 i n g I ea d i n g t o h i g h qua I i t y r eme d i a I 

services. 

As po i n t e d o u t i n t he d i s cuss i o n , I a ck o f spec i f i c 

definitions, with regard to L .D. and remed i a I education, 

results in no one recipe that can be fol lowed for 
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assessm~nt, diagnosis and decision making. Learning 

disabi I ity assessment i s t h us no t mo no I i t h i c and can no t be 

encompassed by a single approach. A chi Id's performance may 

be r e f e r r e d t o no r ms t o es tab I i sh a d i a g nos i s bu t _ sh o u I d 

re a I I y be refer red to the be ha v i o u r,a I con text i n order to 

develop a remedial plan, (Sehl ieper, 1982). 

The cyclical and complex problem of L.D. also affects both 

service and research methodology in many ways as were 

d i s c u s s e d i n t h i s ch a p t e r . Th es e , i n c I u de , s amp I i n g , 

experimental procedure and a host of other factors as 

indicated in 2.5.3 .. 



- 80 -

f'.B.Qf;3.I,,_l;ry§ RE LAT I N.G. .. I9 ... It1E PROV I S I q.J OF RE;~PJA.k 

SEF.N I C:E;S_ IN It!!:: DEPAB..IMENI .... 9F .... l::QW.C:AIJ9N .. : 

tlQW$.~pQE. ..... B.E;P.B!;$.E;N.IAILYf;.$ 

The focus of this research is on the perceptions of 

educators in the mainstream of education of remed i a I 

services rendered to pupi Is with learning disabi Ii ties 

( L . D. ) . I t i n c I u des a v i ew of educ at i on a I supp or t s e r v i c es 

rendered to teachers and parents. 

In- this Department of Education, remedial services to pupils 

with such specific learning disabilities are provided, 

primarily, on a 'withdrawal' basis. "In the DEC-HR the 

c once p t o f r eme d i a I e du ca t i o n i s p e r c e i v e d i n t he I i g h t o f 

specialized educational techniques that are applied to 

i n d i v i du a I s o r sma I I g r o ups wh e r e a de f i c i t i n educ a t i on a I 

achievement is diagnosed at a schoo I c I in i c e.g. the pup i I 

fai Is reading but passes al I other subjects or the pupi I 

fai Is mathematics but passes al I other subjects", (Cosford, 

1988: 7). 
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I n add i t i on , some d i d a c t i ca I he I p i n t he f o rm o f a Te ache r 

Assistance Team CTAT) or Didactical Aid Group (DAG) system 

is provided after hours at some schools. Teachers, on a 

voluntary basis (exempted from other extra-mural/ -curricula 

activiti.~s) provide extra tuitiqn. to pupils who may 

experience learning difficulties. 

A p r ob I em i s t ha t c I ass t ea c h e r s , poss i b I y i g no r an t o f t he 

specific definition of remedial education , refer their weak 

or slow learner pupi Is to these groups. Then when these 

pup i Is show insignificant resu I ts, teachers report that 

·the services provided afe inadequate. In many cases .lack of 

specialized training or knowledge on the part of the 

group/team members has exacerbated rather than improved the 

problem. This was deduced from personal interviews. 

Howe v e r , i t has a I so. been found t ha t i n cases wh e r e a 

qua I i f i e d r eme d i a I t each e r a c t e d as g u i de and cons u I t an t t o 

the DAG, regular class teachers reported satisfactory 

s ch o I as t i c p r o g r es s on t he pa r t o f pup i I s who r e c e i v e d 

tuition in the group(s). According to the Head of 

Psychological Services, it is the intention of the Remedial 

Education Department to expand this system during the next 

few years. 

\, 
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Research studies (O'Hagan, 1977; Cook and Leffingwel I, 1982; 

Hegarty et al., 1982; Clunies-Ross, 1984; Abel and Burke, 

1985) have identified several domains of remedial services 

s u g g e s t e d by s p e c i a I i z e d t ea c he r s ( e . g . · r eme d i a I t ea c h e r s ) , 

regular class teachers, school principals, pupils and 

parents as being necessary elements of a quality service, 

namely: 

(a) Remedial therapy (teaching); 

(b) Evaluation, i.e., assessment and 

diagnoses; 

(c) Management of the learning environment; 

(d) Liaison, guidance and counsel I ing; 

(e) Curriculum development 

The pr ob I em of providing the above services to a I I pup i Is, 

satisfying paradigms of the educational definition of 

pupils with L.D., is cons i derab I e, when the incidence of ·······•············································· 

specific learning difficulties is taken into account. 

Cosford (1988:270) found the incidence of undifferentiated 

low achievement in specific subjects was 17%. This
1 

accord i n g to Cos ford i s s u r p r i s i n g I y c I o s e t o t he 1 9% 

obtained by researchers I ike Berger for the Inner London 

Region. It is also close to the perceived incidence of 

I ea r n i n g d i f f i cu I t i es o f 1 3 , 9% w i . t h i n t he u r b a n ' Wh i t e ' 

corrrnunity and the 21,5% within a rural 'Black' corrrnunity, in 

So u t h A f r i ca , f o u n d i n s t u d i e s b y Me t ca I f e ( 1 9 8 7 ) . I n t h i s 
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TABLE 3.1 PUPIL ENROLMENT FOR SOlITHERN AFRICA~ 1986 (Sub A to Std. 5) 

Hallonal 1111cs TBVC a111n OET reolons RSA 

Aalans I Cotoureaa I Whiles 
Sc:nool pnau Ho .•.,". Ho ._.. Ho " ~-. Ho ~~ Ho "/- Ho ., . .. 
Suo A .108 77j t5.9 J..J6 !:SS 18.7 :ll22Jt 17 J 2DCOO 8.6 100819 74 65, B.J 
Suo 8 J:!S!:5a t2.B 2rno.:s 12.9 2::!5:!57 IJ. l 19 7J9 8.5 !!9 14( 70 ec:J 7.9 
Sta I Jl6~::ll t2.J :!2 ~ 8.:l5 t2.l <:2~E09 12.~ 19 e.sJ 86 !!J 7ZS 71 E05 8.0 
Sta 2 279 198 10.9 .:c:z !.U6 10.9 195J7J 108 20 753 8.9 eo;aJ 7J8~6 8.2 

To1a1 Suo A·Sla :Z ltll3.ti~ 51.911 OJ.&J7J ·5~ 61 '?59 780 5J.7 80:!!5 J4 6 I~" "'2 61,1 l .:::a ~o5 ::!2.J 

Sta J <'.52 tJ7 10.2 189~92 10.2 199659 t 1.1 22C€2 9.5 79 162 750::!5 8.5 
510 " 216 Cl30 B• 157 7 ·" 8.5 t~:;:aa 8.5 21 61"' 9.J 75Jll 77 J92. 8.6 
Sta ~ 189 767 7" t 25 iJ..J 68 11:lJ72 7" 21 C55 9.t E9 e~s 77 JJ2 8.6 

To1.l1 Sta J 5 I 667 !l 70 2s.o I HJC10 25.51 487311 27.0 I ~ 16• 27.9 :::!. J:?9 :E,9 .z:;::i 960 25.7 

IDDL 5798Jl 

(Si...~: B:?hr 1988) 

TABLE 3. 2 TOTAL NUMBER OF PUPILS rn SCimLS FOR EArn RACE, 
1976 - 2000. (Source: Gaydon, 1987) 

------------------·--~~~----~----------·-----------·--~--------
1976#: 

'White 928 640 
: of total 16,40 

Asian 188 008 
: of total 3,30 

Coloured 655 347 
: of total 11,60 

Af-:-i::an 3 900 454 
: of total 68, 80 

~-----------------~ 
TOTAL 5 672 449 

1980~ 1984*"* 

---
967 509 978 063 

•17 I 66 12,56 

222 591 230 536 
4,06 2,96 

757 520 780 677 
13, 82 10,03 

3 532 133 5 795 711 
64,46 74,45 

(5 -059 332)* 
(72,20)* 

----
5 479 853 7 784 987 

(7 006 952)* 

2000 
(projected)'*"* 

9 

898 000 
7,89 

277 000 
2,43 

821 500 
7,22 

388 500 
8:,46 

11 385 000 

------------·---- ---------------~~------
# Figures for TBVC (Iranskei, Bophuthatswana, Venda, Ciskei} 

'independent' states were not available. 

* !otal number of African pupils in 1981, including botb the 
'independent' and non-independent homelands. 

** Homelands included. 
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regard, also compare the surrrnary charts of the incidence of 

spec i f i c - . I ea r n i n g d i f f i cu I t i es comp i I e d by Tans I e y and 

Panckhurst (1985) - appendix G (i; ii; iii.). 

As no enrollment figures in DEC-HR primary schools for 1990 

are available at the time of writing <May 1990) and as no 

permission was received by the author to pub I ish enrollment 

figures for previous years, projected figures as found in 

Tab I es 3 . 1 and 3 . 2 and t h e f o I I ow i n g p r o j e c t e d HSRC f i g u r e s 

for Coloureds for 1990 are used 

ErJmary: 583 780 Total E.nr.9J.Jment: 767 022 

(HSRC 1981 : 23). 

Using the figures in Table 3. 1 for Coloureds as criteria the 

HSRC projected figures for 1990 could be extrapolated as 

f o I I ows : 

. Tab I e 3. 3 . ................................ 

Sub.A Std. 2 enrol lment total 356 865 (61,1%) 

Std.3 Std. 3 enrol lment total 226 915 (38,9%) 

Total : 583 780 ......................... ,._,,, ....................... -........ 

Cosford's study was undertaken on the Cape Flats. This part 

of South Africa provides a fair reflection of a cross 

section of the Coloured population of the country (ranging 

from relative affluence to abject poverty). Cosford's 17% 

thus accurately depicts the level of Incidence of specific 

underachievement in DEC-HR scho,ols country-wide. The only 

possible weakness bei•ng a lack of a 'rural' corrrnunity. Due 
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consideration have been given to the aetiological criteria 

of organic factors and/ or cultural/socio-economic 

de p r i v a t i on ( i . e . en v i r o nme n t a I f a c t o r s ) . Thus , using 

Cosford's figure of 17%, an extrapolation of the totals in 

Table 3.3. would indicate that for 1990 the expected 

incidence of specific underachievement in DEC-HR schools 

could be as fa! lows: 

Sub. A to Std. 2 60 667 pup i I s 

Std. 3 to Std. 5 38 575 pup i I s 

T9.J .. ~ .... L. ...... -..... : ......... ~J:~ ....... ?..4.?. .... P..q.P. ... LL§. 

The tot a I expected incidence of specific underachievement 

for the year 2000 would be much higher than the above total 

I f no t h i n g po s i t i v e ( po I i t i ca I I y , soc i o - e co 11 um i ca I I y ) I s 

done soon. 

The DEC-HR reports (Administration, 1989a) that, presently, 

it has a complement of 80 remedia) teaching posts at Primary 

schools serving only the Junior Primary L.D. pupi Is. These 

teachers have an annual pupi I intake of 20 each. Analysis of 

the referrals to the School Cl inlc (Athlone), substantiated 

by educators' responses to the research questionnaire, 

i n d i ca t e t ha t r11a n y o f t he L . D . cases a r e f r om t he Sen i o r 

Primary group, but they are not being catered for .. 
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In May 1986, the DEC-HR appointed a Principal Subject 

Adviser; Remedial. This official's portfolio includes "the 

co - or d i n at i on of r eme d i a I s er v i c es t o sch o o I s and sch o o I 

clinics: in-service training of and guidance to principals, 

teachers and school psychologists and also guidance to 

parents: inspection of work· done by remedial teachers; 

evaluation of pupils for placement 
I 

in r emed i a I educa t ion 

prograrrrnes after testing by school psychologists and 
r 

cessation of remedial teaching; expansion of remedial 

s er v i c es by est ab I i sh i n g new r eme d i a I c I asses at sch o o I s 

where a I I de p a r t me n t a I re q u i r eme n ts are f u I f i I I ed" 

(Adm i n i st rat i on , 1 986) . 

Expansion of services has certainly occurred (from 23 in 

1985 to the current 78 posts) with a concomitant extra load 

(as per portfolio) to the ·single subject adviser. Th ls 

research. it is hoped, will help to identify and address the 

de f i c i enc i es and s t r en g t h s o f t he p r es en t r eme d i a I s e r v i c es 

provided in this Department. 

Stringent guid,el ines for the es tab I ishments of new remedial 

c I asses and c I ass room specif i cat i ans has been drawn up by 

the Department (Administration, 1987). In the 'Coloured' 

corrrnuni ties of South Africa, with the many socio-political 

problems, there exists a need to provide specialized 

remedial servi.ces to help L.D. pupi Is . The guide I ines for 

the esta.bl ishment of new remedial posts and classes are 

regarded by the education planners for the DEC-HR, as a 
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structured means of addressing these basic problems. 

The pup i Is fr om the 'Co I our ed' cornnun it I es expe r i ence 

multiproblem causes Of learning difficulties. 

Mu I t i d i s. c i p I i n a r y -he I p t o add r es s t hes e p r ob I ems i s . i n i he 

DEC-HR, only available from School Clinics of Which there 

a r e f o u r a t p r es e n t C At h I one , Mi t ch e I I ' s P I a i n , K i mb e r I e y 

and Johannesburg> attending to the e<;1uca ti ona I needs of the 

whole school population <Primary and Senior Secondary 

education inst nut ions). The establishment of new clinics 

and I o r t he · i n c r ease i n s t a f f comp I eme n t s o t e s t ab I i shed 

c I i n i cs a pp ea r , f r om i n t er v i ews w i t h o f f i c i a I s i n t he 

Department to have been I ef t in abeyance· because of 

financial constraints. 

Educational expenditure differs cons·iderably across the four 

racially segregated groups . "The way in which funds are 

al located strengthens and ensures the.prlvi leged position of 

the 'W'hi te' population", (Csapo, 1987: 11 >. Access to the 

r eme d i a I -educ a t i on s e r v i c es i s a I so o f f e r e d on an u n e qua I 

basis . This inequality is continued into other educational 

spheres, exerting negative effects on the provision of 

r eme d i a I s e r v i c es < see a I so pa r a g r a p h 3 . 3 . 2 o f t h i s 
- ;· 

dissertation). 

Under the policy of separate development the four 

educatlonal systems for the separate race gr.cups (as 

, 
/ 
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classified by the government) in South Africa,"serve to 

perpetuate the institutionalized and legalized process of 

discrimination", (Csapo, 1987). The four educational systems 

a r e s u b d i v i de d i n t o 1 8 d i f f e r en t de r;> a r t me n t s o f e du ca t i on . 

This creates a com~lex and unco-ordinated bureaucratic 

structure with inadequate consultative mechanisms. I t ; 

deliberately, provides different and unequal opportunities 

for education. 

Spec i a I i zed Educ a t i on , i n pa r t i cu I a r r eme d i a I educ a t i on , 

reflects the same disparities and inequalities. The tendency 

to separate the pupil wirh learning difficulties from the 

'average' pupi I prevai Is. It appears, therefore, that 

education authorities, schools, teachers and 'average' 

pup i I s d i s ,... r i m i n a t e and make d i spa rag i n g c orrme n t s ab o u t 

pupi Is with specific learning difficulties. This, Lowenberg 

(1984), found to be part--icularly true of the child with a 

specific language disabi I ity. She .found, that such pupils, 

"became educational dropouts despite having the potential to 

become assets to the country". 

This pattern of 'development' on the part of pupils with 

I ea r n i n g d i f f i cu I t i es seems t o h i g h I i g h t de f i c i enc .j es o f t he 

education system in South Africa. Metcalfe {1987), believes 

that the pa t tern , "accurate I y ref I e c t s the soc i o - econ om i c 

and educational inequalities of this country's society which 

have a fundamentally political and economic basis." 
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A I t h o u g h an ex t r an e o us fa c t o r s u ch as ' en v i r o nme n t a I 

disadvantage' is excluded from the general ty accepted 

definition of learning disabilities {vide 1.4.l}, the 

o v e r wh e I mi n g i n f I u enc e of e co I o g i ca I fa c t o r s on I ear n ; n g 

d i f' f. i cu I t i es i n th i s co u n try can no t . be o v ~ r I o o k e d . I n Sou th , 

Africa identification of the chi Id with learning 

d i f f i cu I t i es i s made mo r e d i f f i cu I t by the mu I t i p I e o v e r I a y 

of ecological factors. These are a direct result of socio-

e co n om i c and e du ca t i on a I i n e qua I i t i es i n h e r en t i n t he 

racial ty discriminatory apartheid system of government. 

The nature of the problem, therefore, in the provision of 

adequate or appropriate remedial services in the DEC-HR, 

(providing education to the racially segregated 'Coloured' 

P~PUlation group) appears to be one of inequitable 

d i s t r i bu t i on of f i nan c i a I r es o u r c es . I t i s c I ea r f r om t ha t 

t h e e du ca t i on and t he soc i o - e co n o·m i c sys t em d i s ab I e t h es e 

ch i I d r en . 11 I t may t h e r e f o r e be mo r e r ea I i s t i c , a t p r es en t , 

to speak of 'educa ti ona I I y' and 'soc i o-economi ca I I y' 

disabled children", (Metcalfe, 1987). 

Principals and teachers quote poor health, housing problems, 

poverty, unemployment, educational disadvantage and/or 

neg I e c t and ma I nu t r i t i on as t he ch i e f soc i o - e con om i c 

con t r I bu t I n g fa c t o r s ca us i n g ' educ at i on a I I y ' and ' soc i o - ' 

economi ca 11 y' di sab I ed chi I dren. According to Met ca If e 

(1987), this can be substantiated by careful analysis of the 

information available in the 'Coloured' corrrnunities. Rutter 

and Madge (1976) states that many invest.igatlons have shown 
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t hat · 1 ow soc i o - econ om i c s t a t us ( SES ) and I a r g e f am f I y s i z e 

tend to be associated with both low verbal intel I igence and 

poor reading attainment. 

Me t ca I f e ( 1 9 8 7 > , f o u n d i n he r s t u d y t ha t ma I nu t r i t i on , as a 

subset of socio-economic factors, plays a major role in the 

incidence of learning difficulties in children. According to 

Perkins < 1977) and Van Niekerk ( 1986) increasing evidence 

supports the finding of the negative effects of malnutrition 

on physical growth and mental development, particularly at 

the cri'tical prenatal and postnatal growth stages. Nutrition 

J s -a f f e c t e d by a b r o ad spec t r um o f i n f I u enc i n g ' fa c t o r s· -

social, cultural and economic. 

3. 3 !;_f.f..£.;G.I$ .. QF. ...... Itf.£.; ... .J:BOO.b!;M$ 
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F i g u r e 3 . 2 . , i I I us t r a t es t he p I ace of r eme d I a I s er v i c es 

within the structure of the School Psychological Services. 

The r eme d i a I sec t i on , ( Figure · 3. 1 . ) , is headed by a 

Principal Subject Adviser who is solely responsible for 

co u n t r y -w i de co - o r d i n a t I on o f r eme d i a I s e r v i c es . Due t o 

budgetary constraints, the Department is reluctant to 

a pp o i n t add i t i on a I r eme d i a I adv i s e r s and t h i s s eve r e I y 

curtails the extent of input by the Principal Adviser as 

she is, presently, 'loaded' beyond acceptable t imi ts. 
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FIGURE 3.2. STRUCTURE OF SCHOOL PSYCHOLOGICAL SERVICES - (DEC - HR). 
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In t~is tegatd the Principal Subject Adviser states in her 

annual report for 1988 (Administrasie, 1988): 
\ 

11 Aangesien di t vi r die Eerste Vakadviseur: 

Remedierende Onderwys heeltemaal onmoontl ik is om 

so dikwels nodig by al le leerkragte dwarsoor die 

Repub I i ek u i t te kom vi r indiensopleiding, 

i nspeks i e en eva I ue ring, word daar op· die 

skoolsielkundiges staat gemaak om toe te sien dat 

die remedierende onderwysdiens van 'n hoogstaande 

gehalte bly." 

The School Psychologists in DEC-HR schools have proved 

th ems e I v es to be v e r y s k i I I f u I a t ma k i n g psych ome t r i c 

assessments. They make a useful contribution towards 

creating an awareness of the remedial services to as many 

educators as possible. LHowever, most of these School 

Psychologists are not remedially trained or knowledgeable 

ab o u t r eme d i a I t ea c h i n g t e c h n i q u es , and a r e t h e r e f o r e v e r y 

seldom in a position to provide satisfactory guidance to 

r eme d i a I t ea c h e r s . I t i s r e g r e t t e d t ha t t h e author was 

ref used permission to research an objective assessment of 

t he kn ow I edge , g u i dance and e f f e c t i v en es s o f r eme d i a I -

services rendered by the DEC-HR's School Psychologists. 

Use f u I cons t r u c t i v e i n f o r ma t i o n m i g h t ha v e bee n e I i c i t e d 

which could have assisted the Department's Education 

planners in the planning of future services in the 

Psychological Services. Prof. David Donald (1980), maintains 

that "school psychologists have a key role to play in 

·--- -- - "----···· --.-··-----~...:- .... --·--·-~- -~~--------···---·-----~ ---
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g i v i n g d i r e c t i on , f o cu s and g u i dance t o t h e who I e r eme d i a I 

i n J t i a t i v e and i f t hey a r e t o f u n c t i on as mo r e t ha n n om i n a I 

' t es t e r s ' t he n t h e i r t r a i n i n g mu s t e q u i p t h em f o r s u ch a 

ro I e." 

It has been the aim of the DEC-HR, to annually establish at 

least two new remedial classes/posts in each school circuit. 

According to the Psychological Services' annual report 

{Adm i n i st r as i e , 1988: 15) th i s co u I d not be at ta i n e d I as t 

year due to the circumstances and pr ob I ems described above 

( 3 . 1 ) . 

The provision of adequate remedial services in the DEC-HR , 
• I 

a d 1 rec t out f I ow of the po I i c y of separate educ at i on systems 
.. 

for separate race groups, has been adversely affected by 

this policy.' Metcalfe (1987) ·states that "the apparent 

i n c r ea s i n g i n c i de n c e o f es t i ma t e s o f I ea r n i n g d i f f i cu I t i es 

through the standards suggests a cumulative effect of socio-

economic and educational disadvantage". I t is 

unsatisfactory, according to her, that a result of continued 

attendance for some of the minority that succeed, 11 is ever-

increasing difficulty in learning". This can be seen as a 

direct result of the socio-economic and educational system 
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of s e gr e g a t e d sch o o I i n g . Ov e r t he pas t decade , pup i I s f r om 

t he c orrmu n i t i es , o t h e r t ha n ' Wh i t e ' , p r o t e s t e d v eh eme n t I y 

against the perceived inferior educational conditions, 

{Pratt,1988). They were joined by their parents who 

protested at receiving wages/salaries designed to keep them 

and their children living in conditions of/or close to 
•' .. 

poverty. These events, apart from disrupting· schooling and 

t he assoc i a t e d mu I t i p I i ca t i v e e f f e c ts i n educ a t i on , 

p rev en t e d i t i n e ran t r eme d i a I teach e r s f r om t he sch o o I 

c I i n i cs t r ave I I i n g t o s c ho o I s t o p r o v i de r eme d i a I s e r v i c es 

and support at a ti.me when it was much ~eeded. 

One o f t he d oma i n s o f t he r eme d i a I · s e r v i c e s , i de n t i f i e d by 

r es ea r ch s t u d i es ( v i de . 3 . 1 ) i s cu r r i cu I um de v e I o pme n t . 

Howe v e r , no s e r i o us p r a c t i c e o f cu r r i cu I um de v e I o pme n t can 

proceed without an adequate grasp of the context of 

innovation. This context, set within the economic and 

political functions of education in South Africa, is also 

mentioned by Mi I lar ( 1981): "The school boyc.otts (over the 

past decade) provided an unusually frank insight into the 

political and economic functions of education in South 

Af r i ca , as p e r c e i v e d by t hose r e j e c t i n g s u ch e d u ca t i on 11 
• 

Therefore, any process of curriculum innovation- in remedial 

education, in part i cu I ar, wou Id have to take cognizance of 

and come to terms in some way with such functions. 
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The i nequa I i t y in schools is continued into other 

educa ti ona I spheres such as training and qua Ii f i cation of 

t each e r s , gene r a I I y , and r eme d i a I t each e r s , i n pa r t i cu I a r . 

The Report of the National Enquiry into Education (HSRC, 

1981) reported the dearth of properly qualified teachers and 

the high degree of school failure among the population group 

classified 'Coloured'. "Relatively few teachers have the 

minimum qua I if i cat i ans required for the formal 

spec i a I i z a t i on p r o g r anrne s o f t r a i n i n g i n r eme d i a I educ a t i on 

at universities", (Skuy and Perold, 1986). Provision of such 

training in r emed i a I edu cat ion is a I so cost I y. Taking the 
\ 

government's policy of disparity in distribution of 

financial resources among the racial groups into 

con s i de r a t i o n , t h e a c q u i s i t i o n o f r eme d i a I s k i I I s a pp ea r t o 

made de I i be r a t e I y d i f f i cu I t f o r t each e r s ' o f co I o u r ' . 

Consequent I y, the provision of such services to pup i Is with 

learning difficulties suffer. 

S i n c e the pub I i ca t i on of t he HSRC Rep or t ( 1 98 1 ) , " t here has 

been success f u I e f f o r t s made t o imp r o v e t he t r a i n i n g o f 

'Black' and 'Coloured' teachers and a greater awareness of 

the need for up-grading their qualifications", (Skuy and 

Perold, 1986). In this regard it is stated in the annual 

report of the DEC-HR's Psychological Services 

(Administrasie, 1988: 16) : 
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"Tans beskik 36 van die leerkragte in die (109) 

remedierende onderwysposte (22 in die 78 paste by 

pr i mgr e ska I e) oo r 'n spes i a I i se r i ngd i p I oma in 

remedierende onderwys, terwyl 'n verdere twee 

leerkragte met studies ter verwerwing van di.e 

d i p I oma . bes i g i s . Sewe I e erk rag t e he t i n h u I I e 

f i na I e stud i e j aa r op on de rwysko I I ege as keusevak 

met remedierende onderwys kennis gemaak." 

E f f e c t i v e r eme d i a I s e r v i c es 

s ch o a I s , b e e n de t r i me n t a I I y 

to pupi Is have also, 

affected by certain 

at many 

reported 

irregularities. According to Education circular No. 19/89 

(Administrasie, 1989a), teachers are unnecessarily withdrawn 

f r om t he r eme d i a I c I asses t o p e r f a rm r e I i e f du t i es i n a t he r 

classes, at times for several consecutive weeks. They are 

also prevented from providing an· optimal remedial service as 

they have to invigilate in regular classes during 

ex am i n a t i ans i n s t ea d a f can t i nu i n g w i t h i n t ens i v e r eme d i a l 

teaching. Remedial teachers, themselves, are reportedly 

under - u t i I i z i n g the tu i t i on t i me far r eme d i a I educ at i an . 

The resu It being that remed i a I pup i. Is are prevented f ram 

making optimal progress. 

The stringent criteria for the establishment of new classes 

appear to have, according to principals, a retarding 

i n f I u enc e on t he exp ans i on o f t he r eme d i a I s e r v i c es . 

Although a school may be in dire need of remedial services, 

bu t because i t can no t me e t a I I t he r e q u i r eme n t s t o es tab I i sh 

a class/post at the school the prpvision of services is 
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curtailed. In addition a recent.personnel circular - minute 

No. 17/1989 - (Administrasie: 1989b), state quite clearly 

that no new posts, includ·ing remedial posts, can be created 

until further notice. The establishment of new posts will 

only be considered in cases of extreme need and urgency. 

In view of this most recent development, principals may find 

i t d i f f i cu I t to adhere to t he de par t men ta I i n s t r u c t i on t ha t 

incumbents of remedial posts are appointed for the exclusive 

fun c t i on of prov i d i n g r eme d i a I educ a t i on to pup i I s and t ha t 

t h e i r s e r v i c es may no t be u t i I i z e d i n -o t h e r t ea c h i n g p o s t s . 

Nevertheless, the DEC-HR feels that principals should bear 

i n mi n d that r eme d i a I educ at i on s er v i c es at a sch o o I are 

instituted at the request of the principal to enable pupils 

with learning problems to develop to their ful I potential. 

Principals should, therefore, ensure that the remedial 

education service in their school occupies its r.ightful 

place. 

Remed i a I services in the DEC-HR, are st i I I very much in the 

embryonic stages. Research studies and interviews with 

educa.tors pinpoint constraining factors on the expansion of 

services. This can be sumnarised as factors of ideology and 

economics with their consequent social problems in the 

'Coloured' community. Maureen Archer et al., (1989), found 

that "ideolo~ical considerations have strangled special 

education services in South Africa". 

'.\ .. ·-. - ·-·---------:.i 
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Frankl in Sann, a leading education-is ts from and in the so-

called 'Coloured' community states emphatical.ly: 

Poor socio-economic con~itions are prevalent in the economic 

and sub-economic classes of the 'Coloured' communities. The 

incidence of mul t iproblem underachieNement, as found by 

Cosford (1988), is consequently relatively high. It appears, 

t he r e f o r e , t ha t a ma j o r de f i c i ency i n t he sou t h. A f r i can 

school system is the ideolog~ of apartheid. 

A recent International Labour Organization (ILOJ report 

(Seek Board, 1989:7) states that South Africans continue to 

grow poorer year by year. According to the report a leading 

academic put the cost of maintaining apartheid at R78 

bi 11 ion in lost economic growth and in the direct cost of 

implementing the system. This certainly does not augur wel I 

for education, in particular remedial education, 

already disadvantaged 'Coloured' communities. The 

in~ the 

I .L.0-. 

report states further that there is no prospect of halting 

economic dee Ii ne "without fundamenta I po Ii ti ca I and 

· s t r u c t u r a I c hang e and a camp I e t e r e v e r s a I o f po I i t i ca I and 

economic trends", (Seek Board, 1989:7). 

I n t h i s co n t e x t , s an c t i on s and d i s i n v es t me n t h ave a I so 

impacted on the growth of the South African economy. The 

t r a g i c pa r t o f t h i s , i s t he i nc r ease i n I ea r n i n g 
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difficulties as a result of inadequate provision of 

r eme d i a I s er v i c es to the pup i I s . I t i s pre d i ct e d that by the 

year 2000 between 7, 9 and 9,8 mi 11 ion peop I e, in South 

A f r i ca , co u I d , be u n emp I o ye d , a c co r d i n g t o t h e I . L . o . r e po r t 

(op cit.), and the 'communities of colour' ·will bear the 

heaviest burden. 

Current I y, the addressing. of such extraneous, ( as opposed 

to intrinsic), factors associated with pupils' learning 

difficulties has been largely left to social workers 

a t t a c h e d t o some s c: h o o I s o r s e r v i n g 2 o r 3 s c h o o I s i n a 

demarcated geographical area. It is the opinion of some 

school and school clinic principals that a system of socio­

pedagogues to attend to the socio-educational problems could 

in the long term reap greater benefits than the present 

system. Socio-pedagogues, after assessment of the situation 

can d i r e c t , d i r e c t I y , a pp r op r i a t e e du ca t i on a I p r o g r amne s t o 

pupi Is' immediate (short term) and medium term needs. This 

sys t em has be e·n f o u n d , f r om r es u I t s ob t a i n e d i n t he ' Wh i t e ' 

Transvaal Education Department, to be most effective. 

Du r i n g an i n f o r ma I con v e r s a t i o n w i t h t he 

Head of Psychological Services (DEC-HR) 

new I y appointed 

on Friday, 17th 

November 1989, the author was informed that the DEC-HR has 

approved the creation of 19 socio-pedagogue posts .. This, 

progressive and far-reaching decision, however, cannot be 

implemented, at the time of writing, due to financial cut­

backs In the DEC-HR. 
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Such ' deve I opmen t, as suggested above, wou Id require 

amendments to the structure of the DEC-HR's Psychological 

Services. In addition, and probably more significant, it 

wou Id require a substant i a I increase in the budget of the 

Department. The question is now: "Can the South African 

economy in its present (first quarter 1990) depressed state 

support such a justifiable drain on its resources?" 

Educators interviewed by the author. maintain that it can be 

done if less is spent on maintaining an iniquitous ideology, 

which sane t ions separation and segregation, condones 

discrimination and overlooks inequalities especially in 

education. South Africa d_espe rate I y needs ski I I ed manpower. 

The manpower resources are avai I able within the borders of 

t he co u n t r y and " s i mp I e c ammo n sense d i c t a t e t he need t o 

abandon separate and unequal education", (Sann, 1986:133). 

Problems related to the provision (assessment and 

intervention) of remedial education, in the DEC-HR to pupils 

with learning difficulties revolves around the .interaction 

of educa ti ona I, soc i a I, economic, po Ii ti ca I and consequent 

environmental factors. The provision of services i.e. 

t r ea t men t o f d i f f i c u I t i e s , t o a ch i I d , can no t be s e pa r a t e d 

from these factors. 

/ 
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4. 1. INTRCT)UCTIQ\J 
······························································· 

The rights of children are enshrined in the Declaration of 

the Rights of .the Chi Id (Unesco, 1959)- appendix H: "Al I 

children have a right to opportunities a_nd facilities so that 

they can develop in a normal and healthy way in freedom and 

dignity. Children handicapped in any way (e.g. educationally) 

have a right to special treatment and education". This is 

further emphasised in the De Lange Cammi ttee's Report (HSRC, 

1981} and Visser (1989). These works (op.cit.) emphasize that 

every child in South Africa has the right to be cared for and 

to receive appropriate education irrespective of sex, ,race, 

aptitude or abi Ii ties. 

This is also true of the child with special educational needs 

e.g. the child with learning disabilities (l.D.}. For the 

purposes of this study, the focus is on the chi Id with L.D., 

referred to in the Department of Education and Culture, House 

of Representatives (DEC-HR} as the chi Id in need of remedial 

assistance. 
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I 

The provision of education for children with L.O. In any 

co u n t r y can be . seen as a t es t f o r . t he e du.ca !_ i on a I sys t em ' s 

flexibi llty.The system should be sufficiently differentiated 

to meet the great variety of educat Iona I needs of al I the 

children in a specific community. In this ·regard, it may also 
I 

be true to state that parents have a right to expect.their 

- children to be provided with differentiated education that 

would enable them to acquire competence in reading and 

writing. Parents also, therefore have the right to become 

anxious when their children experience difficulties in doing 

so. 

The s I t ua t ion, in respect of accommoda t i ng the -ch I Id with 

L . D . , " ranges , among t he 18 d i f f e r en t educ a t i on de pa r t men t s 

in the Republ le of South Africa, from almost completely 

' camp u I so r y ' ma i n s t r e am educ a t I on t o a r e I a t i v e I y r e f i , ·,ad 

system of provision of specialized education", {HSRC, 1981: 

174). Most professionals In t he f i e I d a..f learning 

d i s ab i I I t I es supp o r t t he v I ew t ha t r e g u I a r c I ass r o oms < I n t he 

mainstream of education) should be flexible enough to 

accommodate and allow children with specific learning 

diff lcultles to achieve success. 

Mainstreaming means different things to different people. To 

some t he con c e p t means th a t ch I I d re n p rev I o us I y housed I n 

separate lsol.ated facilities are moved Into regular school 

bul I dings and placed In special self-contained classes 

I 
I 
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alongside classes of 'normal' children. Edward Mart in ( 1974), 

ma i n t a i n s t ha t · 11 t he e s s enc e o f ma i n s t r e am i n g i s t h e i n c r ea s e 

of po s i t i v e i n t er a c t i on s between pup i I s w i th L . D. and ' o the r ' 

I ea r n e r s 11 
• To o t he r s i t means t h e t o t a I e I i m i n a t i o n o f a n y 

s emb I an c e o f s p e c i a I i z e d g r o up i n g o n t he bas i s o f t y p e o r 

dis.ability. In this "'!BY, children are assi-gned on the basis 

of age as i s done w i t h mos t o t he r ch i I d r en , ( Reg e r , 1 9 7 4 ) . 

Reger states further that, the application of the 

ma i n s t r e am i n g co n c e p t does no t mean t ha t · a· I I ' ha n d i cap p e d ' 

children e.g. L.D. children, have to be placed in classes 

with 'non-handicapped' pupi Is. 

The HSRC (1981) maintains that mainstream education refers to 

the fundamental educational philosophy aimed at accorrmodating 

the handicapped pupi I (e.g. L.D. pupi I) as far as possible in 

t he ma i n s t r e am of r e g u I a r educ a t i on ( i . e . i n t he same sch o o I ) 

before considering transfer to special education. 

Beca'use children with special educational needs {including 

L . D. ch i I d r en ) mus t u I t i ma t e I y take the i r p I aces as ad u I t s i n 

society they should as far as possible be accorrmodated in the 

mainstream of education. Towards this end the HSRC {op. cit.) 

suggested the establishment of an infrastructure within the 

mainstream of education with a view to ef·fective 

identification, evaluation and diagnosis of, and assistance 

t o , c h i I d r e n i n ·n e e d o f s p e c i a I i z e d e d u ca t i o n a I ass i s t an c e . A 

Co-operative Education Service Centre (CESC), incorporating a 
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Section for· 5valuation and Guidance (SEG> was proposed. Such 

SEG ' s s ho u I d b e es t ab I i s he d , a c co r d i n g t h e HSRC · r e po r t i n 

each defined region or service area. 

Behr (1988} in discussing the HSRC (1981) report, suggests 

that the highly professional and comprehensive services to be 

provided by SEG's to mainstream schools would involve a 

mutidiscipl inary team, which should comprise of a school 

so'cial worker, educational specialists in orthodidactics and 

compensatory education, an educa ti on·a I psychologist, a 

med i ca I p r a c t i t i o n e r and pa r ame d i ca I s t a f f . Th e t a s k s o f t h e 

SEG wou Id inc I ude comprehensive di a!;!nos is and the designing 

of remedial educational prograrrrnes and guidance to educators. 

SEG ' s wo u I d a I so p I a y a pa r t i n t he i n - s e r v i c e t r a i n i n g o f 

person n e I . The SEG wo u I d serve a I I ch i I d re n f r om pre - sch o o I 

through secondary school, their educators and parents, 

including family-based compensatory assistance (Behr, 1988 : 

135) . 

I n a re a I e f for t t owa rd s ma i n s t re am i n g , " ch i I d re n sh o u I d no t 

be c I ass i f i ed and I abe I I ed in traditional ways", 

(Reger, 1974). Remedial pupi Is, therefore, should be 

classified· according to their specific and objectively 

de f i n e d needs , and s e r v i c es s h o u I d t h e n be des i g n e d t o me e t 

those needs. Reger (1974), I ists certain principles involved 

in mainstreaming. The fol lowing is a surrrnary thereof: 
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i. No chi Id should be categorized with a label 

reflecting a gross diagnostic category e.g. 

' h ea r i n g d i s ab I e d c h i I d ' , ' m i n i ma I b r a i n 

dysfunction chi Id'. 

ii. Chi I dren shou Id be assessed by re I evant 

instruments to determine those areas of .,... 

strength and weakness that relate directly to 

specific, objective instructional actions -

including changing inappropriate behaviour 

and providing training in occupational skills. 

iii. Many addi tionaL support services should be 

provided both directly to pupils with L.D. 

and to their support professionals, e.g. 
. . 

r eme d i a I teachers , speech the rap i st s , 

social workers, educational psychologists 

etc. 

i v . St a f f memb e r s qua I i f i e d t o t each pup i I s w i t h 

L . D. e . g r eme d i a I teacher , sh o u I d serve as 

co n s u I t an t s t o t ea c he r s , a dm i n i s t e r 

diagnostic services and implement 

instructional prograrrrnes in co-operation with 

regular classroom teachers. 

v. The leadership of the school (including school 

corrrni ttee) should work together on total 

programne implementation. Need for teacher 

In-service prograrrrnes should evolve out of the 
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per cep tJ ens and experiences of the teachers 

t h ems e I v es ( v i de . r es ear c h q u es t i on n a i r e -

Append i x A ) . 

v i . A I I ch i I d re n sh o u I d wherever poss i b I e be housed 

in the regular school bui I ding. 

vi'i.Groupings_of all children in the school should 

be based on defined heeds. In the case of L .D. 

children additional support devices should be 

provided directly to both the children and 

their teachers. 

viii .Diagnostic services. for L.D. children is not 

enough. Such services should be directly tied 

to implementation services. Wherever possible 

the same person n e I , e . g . r eme d i a I teacher , who 

provides diagnostic services should preferably 

a I so imp I eme n t the i n st r u ct i on a I pro gr arrrne , i n 

co-operation with other teachers. 

ix. Consul tat ion $ervices to teachers should have 

direct application to the instructional pro-

g r arrrne , p r o v i d i n g ma t e r i a I s t o use , t e ch n i q u es 

to try and management strategies. 

x. It is suggested that children with similar, 

severe disabi I ities should be grouped together 

for at least part of their day. Such groupings 

should be based on individual performance 

criteria, not on gross and irrelevant non-

educational diagnostic categories. 
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x i . A I I s t a f f memb e r s sh o u I d wo r k t o g e t he r on t o ta I 
'· 

mainstreaming programne implementation. Needs 

teacher (e.g. Remedial teacher) in-service 

training should evolve out of the perceptions 

and experiences of the teachers themselve~. 

Marcia Horne (1982) a school psychologist at the University 

of Oklahoma concurs with the view expressed by Mart in 

(1974), stating: 11 When it comes to mainstreaming, school 

psychologists must be concerned with the adequacy of 

classroom interactions 11
• Martin (1974), suggests that "it 

sh o u I d be at t emp t e d to have ch i I d re n w i th I earn i n g prob I ems 

in sight, in mind and in settings where they will receive the· 

f u I I es t meas u re of t he educ at i on a I sys t em' s res o u r c es 11 
• 

fn South African schools the classroom teacher, usually, is 

expected to provide special or specific assistance (in the 

con t ex t of t he c I ass i n ma i n s t re am educ a t i on ) to pup i I s who 

show a learning difficulty. These pupils therefore have 

special needs which need to be addressed. This can be 

described as "mainstreaming by default", because so few 

s e r v i c es can be made av a i I ab I e t o t h es e pup i I s . 

In the view of Tomlinson (1982), "the special needs of 

children can only be fully served if special education is 

understood as a social process, which is set within a social 

I 
' 
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and- po I i t i -ca I con t ex t " . I n t h e Sou t h Afr i can co n t ex t , t h e 

development (past, present and future) of Special· Education 

cannot be fu.l ly understood without an historical 

understanding of the social and political origins of this 

important part of the education system. 

The South African education system, is overall controlled by 

the central government, (vide.fig.4.1.). The National Policy 

for General Education Affairs Act, 1984 (Act 74 of 1984), 

provides for the determination of a national policy for 

gen e r a I e d u ca t i o n a f f a i r s t o be a dm i n i s t e r e d by t h e M i n i s t e r 

of National Education. The education system is sub-divided 

into four major, so-called O..Vn Affairs education departments 

name I y: House of Assemb I y ('White' education); House of 

Representatives ('Coloured' education); House of Delegates 

('Indian' educati_on) and an Education and Training Department 

f o r B I a ck s . Each o f t hes e Depa r t men t s has r esp on s i b i I i t y f o r 

providing services for their own racial groups. There is 

thus, at least, a quadruplication of services which of 

n e c es s i t y has a de t r i men t a I e f f e c t on t h e e q u i t ab I e 

a I I o ca t i o n o f r es o u r c es . Cons e q u e n t I y , man y d i s pa r i t i es a r e 

found among the four systems of Education. In 1967 the 

National Education Pol icy Act was promulgated. 

The significance of this Act for education in South Africa, 

is expressed by Sebidi (1983) as follows: "The Christian 

National Character of the Act reflects the pol icy_ of 

apartheid and all aspects of institutionalized, legalized 

racial discrimination which divide people into White, Indian 
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<As i an > , . Co I o u r e d and B I a ck g r'o ups , s t r i c t I y i n t ha t 

descending order of social status and Importance". T~is point 

of view is verified by examining the per capita expenditure 

on education (op.cit.). Per capita expenditure differs 

cons I de r ab I y among t he f o u r g r o ups . I t t he r e f o r e a pp ea r s , I n 

the view of Sebldi (1983), that the government responsible, 

al locating resources In accordance with Its political 

priorities has clearly made 'Coloured' and 'Black' education 

a low priority. Csapo (1987: 11), concurring with this, 

expresses the view that 11 the allotment of funds for education 

strengthens the privileged position of the White population". 

Al though the De Lange Reper t <HSRC, 1981) noted the 

overwhelming problems of apartheid education racially 

segregated mainstream education It stopped short 

reconmend Ing the abo I It ion thereof. The Report supper ted the 

findings of Murray (1969) by suggesting that those pupils 

with particular needs should be kept In regular classes in 

mainstream schools. Educational Statistics CASA, 

1985),however, show that provision of special education 

s e r v i c es has no t been de v e I oped to t he same ex t en t f o r a I I 

racial groups. 

The Report of the Conmittee of Inquiry Into the Education of 

Children with Minimal Brain Dysfunction, under the 

cha I rmanship of C.H. de C Murray (Murray, 1969) made certain 

reconmendatlons and laid down guldel Ines for the education of 

children with minimal brain dysfunction (later cal led 
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specific learning disabilities). "Group A and B pupils i.e. 

pup i I s w i t h spec i f i c I ear n i n g d i s ab i I i t i es who gene r a I I y can 

f i n d the i r way w i t h r eme d i a I ass i s tan c e we r e to r e c e i v e 

education in the regular mainstream classroom", (Behr, 1988). 

Arising from this 'White' pupils from Group A are expected, 

to be ab I e to cope scho I ast i ca 11 y after spec i a Ii zed supper t 

from staff at school clinics and with regular remedial 

support from a trained remedial teacher. Such specialized 

services from school clinics were at that time only available 

t o ' Wn i t e ' p up i I s w i t h L . D . . I t was on I y f i v e ye a r s I a t e r , i n 

1974, with the inception of the Athlone School Clinic, that 

r eme d i a I s e r v i c es on a I i mi t e d s ca I e became av a i I ab I e t o 

'Coloured' pupi Is with L.D .. 

In 'Wnite' education, the country-wide decline in numbers of 

pupi Is at mainstream schools has made it necessary to reduce 

teaching posts at many schools. Posts initially discarded are 

t hose o f a s p e c i a I i z e d n a t u r e , I n pa r t i c u I a r , · r eme d i a I 

posts. Remedial education is regarded as a 'luxury'. 

Rethinking, planning and revision of Specialized Education 

services in the department was scheduled for 1989. Very few, 

if any, new specialized education posts are being created at 

mainstream schools. 

By contrast remedial services in 

research, has been expanding since 

Principal Subject Adviser, Remedial. 

DEC-HR, focus of 

the appointment 

this 

of a 
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In 1985, ac·cording to Skuy and Perold (1986), there were 23 

posts including those at clinics and special schools. Most 

recent information (May, 1989) from DEC-HR (Administration, 

1989a) states that currently there are 78 functioning 

remedial posts at mainstream Primary schools, country-wide. 

In addition, a further 8 c I asses have been es tab Ii shed but· 

are currently without teachers. There are 23 classes at 

special schools and school clinics. Factors presently 

hampering further expansion are the financial constraints and 

I a ck of t r a i n e d p e r son n e I . A I t hough t he .numb e r o f r eme d i a l 
' 

/ 

t each i n g po s t s has r i sen , 11 t he r eme d i a l educ a t i on s e r v i c e i s 

s t i I I i n t he p r o c es s o f de v e I o pme n t , w i t h ma n y ch i I d r en 

needing help and relatively few teachers and psychologists 

available to meet their needs", (Cosford, 1988: 6). 

Remedial posts at 'Indian' and 'Coloured' schools are being 

f i I led as funds become available. According to Barker (1989), 

mos t spec i a I i s t r eme d i a I t each e r s , h owe v e r , have t o d i v i de 

t h e i r a t t en t i on among s eve r a I sch o o I s . I n ' Wh i t e ' sch o o I s t he 

r a t i o I s r o ugh I y one r eme d i a I teach e r t o eve r y two o r t h r e e 

s c ho o I s and s ome s ch o o I s have one f u I I - t i me r eme d i a I po s t . 

Educational experts see this situation in 'White' education 

as woefully inadequate, but remedial services avai fable to 

the other race groups are wel I below an acceptable level. 

In 'BI ack' educa t ion f o r i n s t an c e , t h e s y s t em i s s t i I I 

a t t emp t i n g t o ca t ch up on t he h i s t o r i ca I back I o g i n he r i t e d 
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from the 'designers of 'Bantu Education.' Barker (1989), 

quotes Department of Education and Training (0.E.T.) 

officials as stating that there are at present only 118 

'remedial advisers' ( underqual ified teachers ), serving 2, 1 

mi 11 ion pupi Is in 7500 schools country-wide. 'Black' 

educ a t i on i s t s s t a t e emp ha t i ca I I y t ha t t hey have ye t t o see 

evidence of any effective remedial teaching in their schools. 

"The Republic of South Africa faces the overwhelming task: to 

a I t e r , t o d i sma n t I e o r u n i f y f o u r pa r a I I e I s y s t ems o f 

education according to political objectives and to produce an 

egalitarian system without sacrificing little of the quality 

of the present system for 'Whites'", (Csapo, 1987 ). To some 

extent an attempt was made to start this task in 1977 with 

the establishment of a national education body representing 

al I race groups ( Behr, 1988 ) . 

The cost of expanding to the entire population by duplicating 

the present services enjoyed by 'White' pupils, is 

prohibitive. With growing internal and external pressures for 

alternatives, change is inevitable. The ideal I recorrmended in 

the Report of the Main Corrrnittee, (HSRC, 1981) that there 

should be at least one remedial teacher to every large 

primary school or group of smaller schools appears is sti I I a 

long way off in South Africa. 
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4. 4. PRQ$ .ANP. ... GQNS .. QF. f.Y.1A.I NS1J3f;.AMJNG 

A I t hough i t i s be I i e v e d t ha t i n e du ca t i on a I t e r ms t he a c t u a I 

achievement of pupi Is with L.D. wi I I prosper in the 

ma i n s t r e am s e t t i n g t he r e a r e man y p r o f es s i o n a I s who have 

differing views. 

Mainstreaming proponents are Of the opinion that 

ma i n s t r e am i n g o f ch i I d r en w i t h L . D . ca n ha v e t h e h ea I t h y 

e f f e c t o f t h e e I i m i n a t i on o f I ab e I s and s t i gma a t t a ch e d t o 

be i n g a spec i a I educ at i on pup i I . I n th i s way the pup i l w i I I 

find soc i a I , and · more important, peer acceptance. He is 

r e g a r de d a s an e qua I and w i I I t h us s t r i v e t o ma i n t a i n t h i s 

status by achieving scholastically. 

I t i s be I i eve d t ha t by be i n g ma i n s t r e ame d t he L . D . pup i I w i I I 

' 
regain his self-confidence, self-esteem and have a better 

s e I f - con c e p t - he does no t s e e h i ms e I f as a f a i I u r e o r I o s e r 

any I onge r . 

4. 4. 1. AAGUrvEl'ff$_J .. N . ..FAVOUR ... 9F. ... ~LN§IB.Ef:\M.J.N.G .. LE.8Q§J 

4.4. 1. 1. Self Concept and Self-Esteem 

Laubscher (1984), expressed the view that "self-concept is 

the· core of the personality. It determines the way the chi Id 

perceives himself and his world. A positive self-concept in 
1 

ch i I d hood i s t he bes t i n v es t men t f o r ma t u r i t y and emo t i on a I 

ad j u s t me n t i n ad u I t h o o d . " · 
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As a basic aim of education is the preparing of the chi Id for 

ad u I t hood , ( Van Vu u r en , 1 9 7 8 ) , i t i s i mp e r a t i v e t ha t s u ch 

education be provided in a mi I ieu conducive to the 

development of a positive self-concept. The mainstream 

en v i r o nme n t a pp ea r s t o be·. bes t s u i t e d f o r t h i s , mo r e so t o -
.. 

the chi Id with L.D. than the 'average' chi Id. 

A positive self concept ·according to Laubscher (1984), is 

said to be associated with self-confidence, a positive 

feeling towards oneself, a mastery oriented approach towards 

di ff i cu It i es, and an at t i t ude of :" Li f e is worth I iv i ng and 

I can truthfully say:'I li.ke myself."'. This point of view is 

confirmed by work done by Burns in 1975 (quoted in 

Burns,1985). Acceptance of self is strongly correlated with 

acceptance of others, that is, those with realistic and 

po s i ti v e s e I f - con c e p t s a r e ab I e and I i k e I y t o de v e I op warm 

supp o r t i n g r e I a t i on s w i t h. o t he r s . 

Burns ( 1985) , a I so cont ends that "pas i t i ve se If - concepts in 

teachers and teacher c.ounsel rors (e.g. Remedial teachers in 

t he p r i ma r y sch o o I ) f a c i I i t a t e no t on I y t h e i r p e r f o r ma n c e as 

confident, respected guides but also facilitate pupil 

performance". The latter will flourish in all respects when 

the pupi Is, especially those with L.D., are in relationship 

with teachers ·who project trust and belief in their own 

capacity. Such teachers can effect warm support, enhancing 

t he pup i I s ' v I ew o f t hems e I v es as p e op I e of wo r t h . 11 I t has 

been shown that expectancies from such teachers lead to 

higher pupi I self-esteem and performance", (Burns, 1985). 
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-
Self-concept, self-esteem and educational performance are 

closely linked. Burns (1982) and Skuy et al. (1985) found 

that effective development significantly correlated with 

academic performance. Concurring with this finding is 

Ric.hmond ( 1984). Children often employ academic achievement 

as an i mp o r t an t i n de x o f s e I f -wo r t h . D i f f e r enc es i n s e I f -

concept are associated with differences in academic 

achievement according to studie~ conducted by Brookover, 

Erickson and Joiner, 1967 quoted in Burns (1985). 

Research findings, i n Burns ( 1 ~85) , indicate that the 

ma i n s t r e am educ a t i on en v i r o nme n t · he I p s t he ch i I d w i t h L . D . t o 

develop positive self-concept and self-esteem. This can be 

achieved by the regular class teacher in collaboration with 

the remedial teacher playing a supportive role. Burns (1985), 

' 
enumerates the fol lowing strategies which coulu be adopted in 

mainstream teaching settings: 

Each perceived failure or success experience 

has a potential effect on a person's self 

-evaluation and self-concept. For this reason 

the creation of opportunities for children 

to experience success is essential. Teachers 

and peers in the mainstream appear to be 

reasonably perceptive to minute improvements 

and interests with the chi Id with L.D. in 

such a way that he perceives his growth as 

success experience. 
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One of the characteristics of individuals 

with negative self-concepts is that "they 
i 

make u n r ea I i s t i c h i g h demands upon t hems e I v es . " 

(Burns, 1985). Realistic evaluations play a 

c e n t r a I r o I e f or ma i n t a i n i n g a p o s i t i v e s e I f -

con c e p t . I mp r o v eme n t and I ea r n i n g ex t end t he 

possibi I ity of turning the experience of true 

failure into one which will build up the 

pupil's self-concept. 

The mainstream situation al lows the pupi I with 

L.D. to evaluate his scholastic performance, 

r ea I i s t i ca I I y , w i t h t h e g e n e r a I p e r f o r man c e o f 

his peer group. The pupil, with teacher will 

r ea I i z e t ha t any i mp r o v eme n t i s good and t ha t 

the way to greater success and adequate 

p e r f o r man c e comes i n sma I I s t e p s . 

< i i i > T9_ P.§! _____ J§i._qg_t:iJ ___ p_r_9_pJ§!fr.1_:$-9J_y_i__o_g _____ J_~~-t:i _ _n_i__g_1,,1_§!_$ ___ : ____ :_ 

Taking the chi Id's ind iv i dua I I earning into 

c.onsideration, teachers can demonstrate, in 

c I o s e p h y s i ca I and emo t i o n a I c o n t a c t , t h o s e 

problem-solving ski I Is which suit him best. His 

needs, learning speed and style are always 

unconditionally respe~ted. ·This makes him feel 

worthwhile in himself. 
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C I v > I.9.. .... J~ .. !J.~.'-1.9 .. ~ ....... .t.:U .. Jt ...... ~.P...P.._f...9...~.9..D ........ J .. 9.."!!..~.LQ.$. ........ ~ ..... J .. ~.$,K.~D-c;L._§_~ .. ~. 

r .. ~ .. ~ .. JJ_$.J ... L9. ........ 9.9. .. ~J .. $._;_: 

The pupi Is can be taught to be less concerned 

about past performance and be more concerned 

about achieving future success. Pupi Is can 

be assisted to develop a feeling of being in 

control of himself and learning situations. 

These characteristics form the basis of 

re a I i s t i c go a I - s e t t I n g v i z . t hey mus t be i n 

relation to past performance. 

Past I eve Is 

realistic and 

learning the 

of performance al tow for 

attainable goals being set. By 

process of goal-setting and the 

process of attempting to reach them the pupi Is 

with L.D. will have to adopt different 

approaches to different goals I tasks. 

( v ) I.9.. .... -~D§.~ .. .r. .. ~ ........ 9.~ .. D-~I.~1-J ... Y .... Jl .. ~.P...P..Y. ....... ~ .. X.P .. ~..r...J .. ~ .. D..9..~ .. ~-W. ... i .... t h 

.9.J .. l.'.! .. ~ .. L_ .. P...~.9 .. P...J .. ~ .. -~.:: 

To feel good about themselves children need 

many happy experiences with other people, 

particularly their parents, teachers and peers. 

The· mainstream environment creates situations 

which are conducive to the development of the 

~hi Id's social self-concept. 
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(vi·> I9. ___ ~D.9?9 .. E:!. .•.. ..i .. ..r:.L ... §~J.f .. :.r..§!.~.?.r9 ..... ~n9 ... $..~Jt: . .P.L?.i§~ for 

$.JJ..G9. .. ~.§$._; __ : 

The chi Id can be guided to engage in 

self reward for his successes. Such a chi1d 

wi I I then not be dependent on others for 

rewards - as 1 is usually the case with 

ch i I d re n w i th L . D. . He i s ab I e to mo n i tor and 

e v a I u a t e h i s p e r f o r man c e i n t e r ms o f t ha t o f . 

his peers and his own eff,arts and skills. 

Emp has i s can b e p I a c e d on t h e ch i I d ' s s e I f -

control over and responsibi Ii ty for the gradual 

de v e I o pme n t o f h i s s k i I I s . 

I n t he con t ex t o f s e I f, e n ha n c eme n t , Bu r n s 

(1985), states: "the pupi I can become his own 

evaluator and reinforcer". Part of the self 

co n c e p t i s t h e mean i n g t ha t i n d i v i d u a I p up i I s 

attach to words that are self-words. Engaging 

in internalized self-praise helps him reinforce 

his successful behaviour pattern. According to 

Burns (1985),"to.say,' I did wel I on that', not 

only reinforces what it was that was done, it 

at tac hes to ' I ' the I ab e I of· 'we I I - doer ' " . 

This aspect of self-praise has been found to 

be most important for self-concept. 
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Education;· teaching and teacher-training (see 4.5.) must 

involve the socio-emotional development of each person 

involved. The self-concept and seif~esteem are vital elements 

in accept ab I e soc i o-emot i ona I behaviour. Pup i Is' socio­

emot i ona I behaviour has been shown by research findings, 

men t i o n e d ab o v e , t o i mp r o v e o v e r a w i de r an g e o f t he i r I i v e s 

and i s c I o s e I y I i n k e d w i t h a cad em i c a t t a i nme n t and soc i a I 

development. 

4.4.1.2 Interpersonal Relationship (Social Interaction) 

Studies relating to the interpersonal relationships of the 

chi Id with L.D. seem to be rare. A possible explanation could 

be that the g r ea t d i v e r s i t y among c h i I d r e n so c I a s s i f i e d , 

makes generalizations quite unreliable.The degree to which 

children with L.D. wi 11 be accepted or rejected by their 

'average' peers may play a role in their academic achievement 

in the regular classroom. Hicks {1984), states that in her 

experience, "adequate inter per son a I soc i a I competencies such 

as se If-assertiveness is needed by chi I dren and it is needed 

even more so by the learning disabled". 

Research findings by researchers, quoted in Coben and Zigmond 

(1986), demonstrate the important function peer re I at ions 

serve in providing si~nificant contributions to a child's 

social development. Researchers (op.cit.), have shown that 

ch i I d r e n p r o v i de one an o t he r w i t h emo t i on a I supp o r t I n 

unfami I iar or threatening_circumstances. Peer interaction has 

been described as critical for normal social development. 
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This was ~lso found in a previous study Aone by Slavin St al. 

{.1984). The results of their study, which involved Team 

Assisted Ind iv i dua I i za t ion, confirmed the increase in 

sociometric status of mainstreaming academically handicapped 

students. 

According -to researchers, Turnbul I and Schultz, as quoted in 

Cob en and Zigmond ( 1986) , the basic pr inc i p I e under I y i ng 

ma i n s t r e am educ a t i on ( ' I ea s t res t r i c t i v e en v i r o nme n t ' ) i s 

that (educ at i ona I I y) handicapped students can benefit 

educ a t i on a: I I y and soc i a I I y f r om be i n g i n p r o g r arrrne s· w i t h non -

hand i capped s t u den t s . Mo r e spec i f i ca I I y , the advantages 

anticipated from the mainstream environment include:-

i . : - an increase in sens i t iv it y and pas i t i ve attitudes 

towards handicapped peers by non-handicapped 

students (Kaufmann et al., 1975 quoted in Coqen and 

Zigmond, 1986). 

ii.:- academic and social benefits for handicapped 

students from observing and interacting with non 

handicapped children (Guralnick, 1976, op.cit.). 

iii.:- enhancement of social status of handicapped 

children among their non-handicapped peers, 

( Ka u f man e t a I . , 1 9 7 5 , op . c i t . ) . S i g n i f i can t I y , 

a study conducted by Pr i 11 aman ( 1981), revealed 

significant differences in the social status of 

children wi'th L.D. and their regular class peers. 
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This was confirmed during an observation analysis 

of the social interaction of high school junior 

students with L.D. in their regular classrooms 

undertaken by Schumaker and Wi ldgen (1982). 

In this study~ Schumaker and Wi ldgen used a conti~uous 

r e co r d i n g sys t em t o obs e r v e pa i rs of s t u dent s w i t h L . D . and 

'average' students in their regular classrooms. A number of 

social behaviours and socially related characteristics were 

observed in the target students and in the teachers and peers 

with whom they interacted. Results show that adolescents 

with L.D. do not appear to be socially. isolated in the 

c I ass room as may be expected. They speak as of ten to peers 

and to as many different peers as the 'average' students. 

Rooney et al. 's (1984), study on attention by students with 

L . D . i n t he r e g u I a r c I ass r o om i n d i ca t e d 

to dn-and-off task behaviour by these 

i.n c r ea s e d a t t en t i on 

children with L.D. 

when asked to s e I f -mo n i t o r t he i r mome n t s of a t t en t i on . Th i s 

procedure held positive promise for use in mainstream 

situations. 

From the above research findings, it appears that there is a 

strong positive interrelatedness between interpersonal 

relationships and academic achievement. This was confirmed by 

a study done by Patt en ( 1983) . Pao r concen tr at ion, poor 

memory and difficulty handling problem-solving tasks are 
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conman behavioural characteristics of pupils with L.D .. These 

·according to teachers interviewed for this study, could 

result in poor Interpersonal relationships. With appropriate 

g u· i dance and supp o r t teach e r s f e e I t ha t t hey may be ab I e t o 

increase social interaction and achievement~in the classroom. 

This may be best accomplished, for some pupi Is with L.D., in 

the regular (mainstream} classroom. 

4.4. l.3 Scholastic Achievement and Intellectual 
Functioning 

Opponents of the mainstreaming concept argue that the 

grouping of pupils with L.D. together with 'average' and 

' ab o v e - ave r age ' p u p i I s I n t he same r e g u I a r c I ass g r o up co u I d 

negatively affect the scholastic achievement and intellectual 

functioning of the non-handicapped pup i Is. Consequent I y, it 

is theorized that the general academic performance and 

ab i I i t y of t tTe c I ass as a who I e w i I I d r op t o an u n a cc e p t ab I e 

I eve I. 

Based on that hypothesis, Paul Weener (1981), compared 

'average' and children with L.D., by focusing on the 

v a r i ab i I i t y o f p e r f o r man c e w i t h i n g r o ups and t h e deg r e e o f ) 

overlap between the two groups. He found that.the variability 

of performance was similar and wa~ approximately 75% of that 

of a iandomly selected national sample. 
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The average difference between the means of the 'average' 

group and the group with L.D. was less than 0.75. SD, or 

about one sixth the range of performance which existed within 

either group. On the basis of this data, it was asserted that 

ca t ego r i ca I c I a i ms ab o u t e t i o I o g y o r e du ca t i on o f ch i I d r en 

w i t h L . D . are u nwa r ran t e d and t ha t comb i n i n g t hes e ch i I d r en 

w i t h reg u I a r ( ave rage ) c I ass room g r o ups 11 has a r e I at i v e I y 

small effect on the range of ability in the classroom", 

(Weener, 1981). The range of performance on cognitive tasks 

in a combined group of pupi Is with L.D. and 'average' pupi Is 

would not be much greater than the range of performance 

within a c1ass of only 'average~ or 'above-av~rage' pupi Is. 

In a stu~y by Beck , Lindsey and Frith (1981), data relating 

t o t he e f f e c t s o f spec i a I c I ass p I a c eme n t on i n t e I I e c t u a I 

f u n c t i on i n g o f s t u den t s w i t h L . D . we re ob t a i n e d . The e f f e c t 

of one or two year special class placement on scholastic 

achievement and intellectual functioning was investigated. 

Twenty-eight students served as subjects. Their IQ's ranged 

between 82 and 114, and CA range was 8yrs 2mnths to 9yrs 

11mnths. They all satisfied the accepted criteria for being 

d i a g nosed as ha v i n g L . D . , name I y , ave rage t o above ave rage 

intel I igence; specific learning weakness; significant 

discrepancy between academic achievement and intellectual 

functioning normal visual and auditory acuity; no emotional 

disturbance. The pupi Is were divided into two groups and 

r and om I y ass i g n e d t o spec i a I c I asses f o r e du ca t i o n a I 

p r o g r a111T1 i n g . Gr o up had one ye a r o f spec i a I i z e d educ a t i on ; 

Group 2 received two or more years of specialized education. 
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The selected students varied in intellectual functioning, 

achievement and vocabulary abi Ii ty. The students were each 

assessed on Wechsler Intel I igence Scale for Children (WISC), 

the Wide Range Achievement Test {'ARAT) and the Peabody 

Picture Vocabulary Test {PPYT) before placement in the 

self-contained special classes. The· assessment battery and 

p r o c e d u_r es we r e r e pea t e d a t t he camp I e t i on o f t he one ye a r 

and two years or more in the special classes. 

The teachers of t h e I ea r n i n g d i s ab I e d p u p i I s emp I o ye d 

i n d i v i du a I , sma I I group, and large group sessions for 

instruction purposes. The instructi.on was geared towards the 

ame I i o r a t i on o f i den t i f i e d de f i c i t s e . g . a cad em i c , 

perceptual, motoric and so forth. Other auxiliary activities 

were used to maintain identified strengths, which also 

included activities such as art, physical education therapy 

and music instruction. 

The researchers, <Beck, Lindsey and Frith, 1981), measured 

t he v a r i ab I e o f ch an g e i n p e r fa r man c e ( Po s t t es t m i nus Pr e -

test) on the three assessment instruments. Results indicated 

that : 
11
Students, two or more years in special classes, had 

·significantly higher mathematical scores. The number of years 

i n s e I f - ca n t a i n e d c I as s es d i d no t s i g n i f i can t I y a f f e c t WI SC 

sear es, 'ARAT reading and spe I I· i ng sear es and PPVT sear es". 

The researchers hypothesized that a significant difference 

should have occurred In academic achievement of L.D. students 

after receiving instruction in self-contained special classes 

over a period of time. 
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The data from this study claims t.o indicate that a special 

c I ass sys t em has no t res u I t e d i n s i g n i f i can t i n c re as es i n 

f u n c t i on a I a r ea s . Beck and h i s assoc i a t es , a r g u e t ha t : 11 On 

the contrary, these classes may possibly have contributed to 

a significant lowering of IQ scores". 

Researchers, specifically Sewell (1982), found that: "special 

r eme d i a I educ a t i on , o u t s i de t he c I ass r o om, o f f e r s sh o r t t e rm 

be n e f i t s and t ha t i t made I i t t I e d i f f e r en c e i n t h e I on g 

term". He suggests that mainstream classroom support was more 

effective than 'withdrawal' support. 

A study undertaken by Wang and Baker (1986), had a twofold 

goal. These were to reveal and analyse the design features 

and e f f i ca c y o f ma i n s t r e am i n g as an e du ca t i o n a I a pp r o a c h t o 

s e r v i n g pup i I s w i t h L . D . . E I even emp i r i ca I s t u d i e s f r om a 

pool of 264 pub I ished between 1975 and 1984 were selected for 

analysis. Using the meta-analysis technique, a qualitative 

syn t hes i s was p e r f o r med o f t he f i n d i n gs f r om t he s t u d i es . A 

notable finding was that mainstreamed pupi Is with L.D. 

consistently outperformed nonmainstreamed pup i Is with 

comparable difficulties. 

The above research findings on mainstream education indicate 

a po s i t i v e i mp a c t o n i n t e I I e c t u a I f u n c t i on s a n d sch o I as t i c 

achievement of pupils with L.D .. Despite ·contradictory 

findings on mainsireaming, an essential ingredient in 

successfu I ma inst reaming appears to be remed i a I supper t for 

the pupi I with L.D .. 
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4. 4. 2 A.AGPty11;NI$ ..... AGAJN$I. ... ~J..N$.IA.~AMJ...NG ... ....< CO\JS > 

Sociometric studies conducted in the United States of America 

on children with L.D. in regular classrooms reveal: 

i. :- that there is less acceptance of chi ldr~n with L.D. 

when compared with normal peers (Baldwin, 1958; 

Bryan, 1974 as .quoted in Pr i I laman, 1981; Kistner 

and Ga t I in, 1989} . 

i i . : - Ch i I d re n w i t h L . D. , esp e c i a I I y 'Wh i t e ' f ema I es , are 

significantly less attractive and consequently 

rejected more often than 'average' 

children. (Bryan, 1974, op.cit.; Kistner and 

Ga t I i n, 1989} . 

iii.:- Children with L.D. are less popular and were not 

voted as among the smartest in the class, 

(liperstein, Bapps, Bali, '1978, quoted in 

Pr i I laman, 1981; Kistner and Gat I in, 1989}. 

i v . : - Ch i I d re n w i th L . D. cons i s ten t I y rec e i v e I owe r pee r 

acceptance ratings than children with no L.D.­

using the Pier-Harris Children Concept Scale and 

Peer Acceptance Rating Scale (Shear, 1978, quoted 

i n Pr i I I ama n , 198 1 } . 

Such faulty interpersonal social contacts for children with 

L.D. affect not only their peer relationships but interaction 

with adults e.g. teachers and parents, as well. It is thus of 

r-
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vital concern that attention be drawn to the social status of 

. t he ch i I d w i t h L . D . i n t he ma i n s t r e am en v i r o nme n t . I f t he 

social status and acceptability is in doubt, the child will 

be unlikely to perform to the expectations that the regular 

class teacher may have of him I her. 

Other research findings also. depict the chi Id with L.D. in 

t h e ma i n s t r e am as I e s s po p u I a r and I es s soc i a I I y s k i . I I e d t ha n 

'average' peers (Schumaker and Wi ldgen, 1982). Schumaker and 

Wi I d gen ' s stud i es a I so s ho wed that students w i th L . D. 

attended much less to teacher statements than non-L.D. 

students. Not only might this result in students with L.D. 

learning less, but might also result in teachers perceiving 

students with L.D. 11 as being non-motivated and uninterested", 

(op . c i t . ) . 

Another area of note concerns the student's initiation of 

instructional interact ions with their teachers. The result of 

the Schumaker and Wi I dgen ( 1982) , study showed that the 

s t u de n t s r a r e I y , i f e v e r , ask e d f o r h e I p o r f e e db a ck f r om t h e 

teacher. 

I n ma n y ca s es t h e s t i gma and I ab e I I i n g o f c h i I d r en as ha v i n g 

L.D. in a regular class only highlights their differences, 

rather than minimi.zing them. A factor often overlooked when 

p · 1 a c i n g ch i I d r e n w i t h L . D . i n t h e r e g u I a r (ma i n s t r e am ) 

c I ass room ~nv i r onmen t, is the comp at i bi I it y be tween the chi Id 

with L.D. and the regular classroom environment. The chi Id 
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with L.D. must . possess minimum scholastic competencies 

a pp r ox i ma t i n g t he s t and a r d s o f t he r e g u I a r c I as s r e g a r d i n g 

the cur r i cu I um, soc i a I ski I Is and areas of s cho I as t i c 

success. 

The curriculum of the regular class is drawn up, with the so-

ca I I e d ' ave r age ' c h i I d i n m i n d . Cons e q u en t I y , t h e c h i I d w i t h 

L. D. oft en cannot cope w i th the academic I oad, as no 

allowance is made for his different sly le and pace of 

learning. 

Teachers of regular classes frequently regard themselves as 

untrained to effectively teach both children with l.d and 

'average' children in the same class. Such teachers may feel 

inadequate to handle special needs and this can have a 

de t r i men t a I e f f e c t on t h e p r es en t a t i o n o f I ea r n i n g ma t e r i a I 

to the class as a whole. In addition, the prejudiced attitude . 
of some regular classroom teachers towards children with L.D. 

{ ' I a z y ' , ' u nmo t i v a t e d ' , ' s t u b b o r n ' , ' s I ow ' } i s no t con du c i v e 

t o c r ea t i n g a he a I t h y , I ea r n i n g a t mos p he r e f o r such pup i I s i n , 

t h e ma i n s t r e am· o f t h e educ a t i on a I s y s t em . I n add i t i o n , t he r e 

are other teachers who prefer to ignore special needs rather 

than the extra work of adapting teaching methods 

From personal interviews conducted with regular classroom 

teachers responding to the auth-0r's research questionnaire it 

was learnt that many teachers felt threatened by the 

'special 1st' {e.g. Remedial teacher) intervention. They 

feared spec I a I Is t teachers regarding them as being 
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i n cap ab I e o f p r ope r man a .g ~men t· and I o r o f e f f e c t i v e t ea c h i n g 

ability - 'another teacher has to rectify my deficiencies' 

syndrome. Such teachers would deny the fact that there are 

many ch i I d r e n w i t h L . D . i n t h e c I ass to the possible 

de t r i me n t o f t h e c h i I d w i t h L . D . . 

W i II i am c r u i ck s ha n k ( 1 9 7 7 ) ," co n t ends t ha t c h i I d r e n w i t h 

perceptual processing deficits resulting in specific learning 

difficulties have needs which the regular primary teacher 

cannot meet in the regular classroom setting. Unless, in his 

view (ibid.), "regular class teachers understand the nature 

and prob I ems of pup i I s ' pro~ es s i n g def i c i ts and kn ow how to 

ad a p t t o s i t u a t i o n s and t ea c h i n g ma t e r i a I s t o t h e ch i I d ' s 

needs, the potential for continued failure on the part of 

the child will be present. He {op. cit.) thus argues that the 

be I i e f t ha t ch i I d r en w i t h s p e c i f i c I ea r n i n g d i f f i c u I t i ·e s can . 

and o u g h t t o be , e d u ca t e d i. n t h e r e g u I a r c I ass i s u n f o u n de d . 

The author consulted a number of pupi Is with L.D. in the· 

r egu I a r c I ass about their learning problems and remedial 

lessons. These pupils were withdrawn from the regular 

classroom for remedial lessons on a regular basis (2 or 3 

I essons per week). Many reported that their c I assma tes mock 

them and they are being teased about their 'stupidness'. Some 

c h i I d r en w i t h L . D . den y t h e f a c t t ha t t h e r e i s ' some t h i n g 
' 

w r on g ' w i t h t h em and I o r t ha t t h e y ex p e r i en c e d i f f i cu I t i es . 

This appears to car respond with research findings by Rewi I ak 

and Janzen (1984), who concluded that for children with 
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. L . D . , 11 den i a I i s an imp o r tan t defence me ch an i sm a g a i n s t t he i r 

experienced difficulties in school". Some felt that they lose 

out on certain activities at which they might otherwise 

exce I, e . g . a r t and Io r s po r t , wh i ch t hey have t o f o r go t o 

a t t end r eme d i a I I es sons - t he y a r e den i e d t he opp o r t u n i ty o f 

enjoying some 'schoolwork' at which they can succeed. 

The findings of a longitudinal study of the self perception 

of ability of students in regular and special education 

classes undertaken by Battle and Blowers (1982), indicate 

that students in special classes experienced greater gains in 

percept ion of abi Ii ty scores than did students in regular 

c I asses. These findings supper t the view that pup i Is with 

L.D. may not perform wel I in the highly competitive 

environment of the regular (mainstream) classroom, (op.cit.). 

It appears therefore from research findings discussed above 

and from telepho"'nic interviews conducted with teachers of 

pup i I s w i t h L . D . i n t he r es o u r c e r o om sys t em f o I I owed i n t he 

Transvaal Education Department and the principal and t~achers 

at Tafelberg School (for remedial education) in the Cape 

Education Department, that the environment of the special 

c I ass/schoo I which is genera 11 y I ess competitive, tends to 

foster the development of self-worth. 

4.4.3. SU~Y .......................................... 

This discussion attempted to high I ight the pros and cons of 

mainstream education In so far as it affects the most 

efficient learning environment for the L.D. pupi I. The 
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various professional roles which remedial teachers are 

expected to fulfi,11 are dictated, not only by the needs of 

t he pup i I s , bu t a I so t he i r I ea r n i n g en v i r o nme n t i . e . 

mainstreaming or specialized school. 

To surrrnarize the conclusions: 

( i}. Mai nst reaming is conducive to academic pot.ent i a I 

being realized. However, children may suffer socially and 

emo t i on a I I y . 

(ii} .Specialized placement does not appear to foster the 

scho I ast i c success. However, it does engender a sense of 

self-worth and a realistic acceptance of weaknesses in 

children so placed. 

4.5. TEACHER TRAINING· STRATEGIES AND SUPPCAT SERVICES FCA . .......................................................................... y··················l. ............................................................................................................................................................... - .. - .................................................... . 
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According to Bushell (1979}, the Warnock Report _in Britain 

emp has i s e d t he need f o r a I I au t ho r i t i es t o p r o v i d e ad e q u a t e 

special education services for children diagnosed as having 

L.D .. It is strongly recorrrnended in the Report (ibid.} that 

these chi I dren be p I aced in 'remed i a I' c l·ass groups. Schoo Is 

should be obi iged to offer a curriculum which is designed to 

assist all these children with learning difficulties. 
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The pr·inciple of mait'1streaming the majority of pupils with 
I 

L.D. is now genera I I y accepted by most educa ti ona I 

au t h o r i t i es . wo r I dw i de . I t i s a I so a c c e p t e d t h a t s p e c i a t 

schools will still be needed for those children whose 

d i s ab i I i t i es p r e c I u de t he i r r ema i n i n g i n t he ma i n s t r e am 

education system. It is recognised more and more. however, 

t ha t t h e v as t ma j o r i t y o f t h e c h i I d r en w i t h s p e c i f i c I ea r n i n g 

difficulties should, by right, receive education within the 

r e g u I a r (ma i n s t r e am ) s c h o o I . 

The Bui lock Report (DES, 1975) clearly recomnends:-"Remedial 

help in learning. to read should, wherever possible, be 

closely related to the rest of the child's learning." Pupils 

with L.D. receiving mainstream schooling have shown distinct 

gains in socio-emotional, academic and general Ii fe ski I ls, 

which form part of a chi Id's learning. The DEC-HR has adopted 

the sys t em of i n t e gr at i n g pup i I s w i th . I earn i n g d i f f i cu I t i es 

in the mainstceam of education. Such pupils then receive ful I 

t i me e du ca t i o n i n a n o r d i n a r y c I ass w i t h n e c es s a r y h e I p a n d 

support to both the pupi I and teacher. Such support to the 

pupil may take the form of periqds of withdrawal (with its 

drawbacks, as mentioned earlier) to a separate class or unit 

with a resident or itinerant remedial specialist for 

i n d i v i du a I i z e d , p r o g r amne d ass i s t an c e . C I ass r o om t ea.ch e r s a r e 

a I so adv i s e d on s t r a t e g i es I t e c h n i q u es and ma t e r i a I s t o be 

ado p t e d and I o r ad a p t e d t o as s i s t t he a ch i e v eme n t o f s u c c e s s 

by p u p i I s w i t h L . D . i n t h e r e g u I a r c I ass r o om . 
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As explained· in Chapter 3, some schools in the DEC-HR are 

served by itinerant teachers a~tached to the School Clinics, 

of which there are four in the country at present. Schools in 

the Northern suburbs of the Cape Peninsula receive remedial 

s e r v i c es f r om t he p e r son n e I and r eme d i a I e du ca t i on . s t u den t s 

attached to, the Centre for Chi Id Guidance at the University 

of the Western C~pe. At present only 78 primary schools in 

t he co u n t r y , have r es i den t r eme d i a I t each e r s . I n an e f f o r t t o 

he Ip pup i Is · w i th di dac t i c I earning di ff i cu I t i es in the i r 

schools, progressive school principals and staff have started 

assistance teams which provide necessary extra tuition, 

usu a I I y a f t e r s ch o o I h o u r s . P r o f es s i on a I s f r om o u t s i de t he 

school are consulted regularly on matters of. assessment, 

diagnoses and of a social-work nature. 

111is type of support for learning appears to be underscored 

by the fol lowing provisions to assist pupi Is with L.D. in the 

regular class,-suggested by Robinson and Thomas (1988 : 51) : 

i. To support the pupi I in the (underachieving) 

subject by se~ding a teacher I helper to work 

with him I her in specific
1

lessons. 

ii. To support the class teacher by arranging for 

a s p e c i a I i s t t ea c h e r ( e . g . r eme d i a I ) t o a t t end 

specified lessons on a teacher- partnership 

' 
basis, working with the whole class. 



- 136 -

iii. To produce and adapt materials for the subject 

so t ha t t he pup J I can use t hem w i t h g re a t e r 

confidence. 

iv. To help and advise the subject teacher about 

materials, methods and practtsei that would be 

appropriate for the difficulties being 

experienced. 

v . To w i th draw ( w i th d r awa I tech n i q u e) the pup i I 

for special help on the subject for a specified 

length of time. 

According to Robinson and Thomas (1988), the above provisions 

would also enable support staff to appreciate the problems of 

the c I ass teacher. This cou Id r esu I t in he Ip that wou Id not 

only benefit the special needs of individual children, but 

m i g h t a .1 so be o f p r a c t i ca I use t o t he c I ass as a who I e . 

Teachers and lecturers whom the author interviewed state 

unequivocally that regular class teachers have a heavy work-

load (with 30 to 40 pupils in a class). Wherever possible the 

p r o f e s s i on a I exp e r t i s e o f spec i a I i s t ( e . g . r eme d i a I t each e r , 

teacher counsellor or educational psychologists) should be 

utilized to provide class teachers with support. Such 

s e r v i c es sh o u I d i n c I u de asses sme n t o f pup i I s , co u n s e I I i n g o f 

parents, curriculum development, classroom strategies and 

fol low-up of pupi Is with L.D .. 
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Educating pupi Is with special .needs in ordinary school poses 

a cha I lenge which can be and is - met in many ways. 

According to Hegarty et al. {1981), Dena's {1970), cascade 

s y s t em { v i de . f i g u r e 4 . 2 . des c r i b es some o f t h e wa y s and 

possibi Ii ties of speci~I resources within the ordinary 

{ma i n s t r e am ) s c ho o I f o r pup i I s w i t h L . D . . I t o f f e r s a mode I 

f o r camp I e t e spec i a I educ a t i on s e r v i c e t o pup i I s . The t ape r e d 

des i g n ref I e ct s the numbers of pup i I s a t the d i f f e re n t I eve I s 

( i n Arne r i ca i n t h e I a t e s i x t i es ) . I t s h o u I d a I s o be n o t e d 

that at each successive level the need for special,ized 

facilities on a long-term basis is greater. Of significance 

is the fact that this model is based on assessment of 

educational need rather than traditional categories of the 

handicapped. 

Dena's system implies a contin1 00 •m from total segregation 

(level VI I) to total integration of pupi Is with L.D. in the 

ma i n s t r e am o f e du ca t i o n { I e v e I I ) . F o r t h e p u T po s e o f t h i s 

research only levels I and I I are appropriate. The trBatment 

of individual needs of the different pre-defined categories 

o f s p e c i a I e du ca t i o n a r e t a i I o r e d b y t h i s mod e I . Le v e I s I and 

I I wo u I d ca t e r f o r pup i I s w i t h L . D . r e q u i r i n g r eme d i a I 

education. 

Merulla and Mckinnon (1982), in their critique of Dena's 

Cascade system, advocate f lexibi Ii ty at al I levels. The 

i mp I i ca t i on o f t h i s f o r t h e I e v e I s u n de r d i s cu s s i o n i n t h i s 

s t u d y i s t ha t pup i I s r e c e i v i n g r eme d i a I I es sons on t he 
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withdrawal system (level I I) should progress to a stage where 

they can cope with scholastic tasks without specialized 

supp o r t ( I e v e I I ) . Th i s i mp I i es t ha t p up i I s r e c e i v i n g 

r eme d i a I teach i n g on I eve I I I sh o u I d be co r rec t I y d i a g nosed 

and plac_ed. Diagnosing a pupi I, incorrectly, as having mi Id 

learning difficulties and being placed on lev·el II when 

h e I s h e ma y i n a c t u a I f a c t b e s e v e-r e I y I ea r n i n g d i s ab I e d 

( I eve I I V ) co u I d mean t he pup i · I be i n g ' s t u ck ' on I eve I I I . 

The type of support and teaching strategies offered at level 

11 would be totally inadequate for a level IV pupi I. This 

ob v i o u s I y ha s i mp I i ca t i o n s f o r i de n t i f i ca t i o n b y t ea c h e r s and 

instruments used for diagnoses a~d asse~sme~ts. 

4 . 5 . 2 . · STRATEGIES 

For the L.D. pupi I structured teaching strategies geared 

towards specific educational g~als have been found to produce 

better results both academically and socially. Strategies, as 

a pp I i e d t o p u p i I s w i t h L . D . , has a c orrrno n p u r p o s e , i n t ha t 

they are devised to guide the pupi I in approaching tasks at 

hand systema ti ca I I y. They a I so serve to· encourage pup i Is to 

verbalize the use of successive steps. This allows for over­

learning and re-auditorisation, which are proven remedial 

techniques. Such structured approaches would satisfy the 

three basic educational objectives as stated by Bloom (1956): 

a. cognitive domain 

b. affective domain 

c. psycho-motor domain. 
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Hewett (1967) believed that In .order to achieve educational 

objectives a hierarchichal system of educational tasks should 

be f o 11 owed. He then proposed the f o 11 owing hierarchy of 

educational tasks for the successful inculcation of learning 

material teaching strategies for the L.D. pupi I could 

include elements of these: 

a. primary task level 

b. acceptance task level 

c. order task level 

d. exploratoiy task level 

e. r~lationship task level 

f. mastery task level 

g. achievement task level. 

Hewe t t ma i n ta i n e d t ha t mos t ch I I d r en w i t h I ea r n I n g p rob I ems 

are given tasks at all levels with the exception of the 

primary and achievement levels which are not applicable In 

the_maJo·rity of cases. 

4.5.2. 1. Strategies for the pupi lwith learning 
diff icultles 

i. Peer tutoring 

The first step for successful learning is, according to 

Alderman ( 1971), 11 to persona Ii ze the env I ronment, thereby 

a cc ammo d a t I n g i n d i v i du a I d i f f e r enc es I n ( I ea r n i n g s t y I e " . 

Another researcher, Heron < 1978), suggests that one way to 

personalize the educational (learning) environment is to 

Institute a peer tutoring system. This involves using 

mainstreamed 'average' and 'above-average' pupl Is. The 

--~--·----~· ~--~--=---------------------------~ 
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selected pupi Is would be those demonstrating leadership 

abi Ii ty and who has mastered certain aspects of the learning 

material. These tutors, with guidance, then impart knowledge 

and skills to their peers {tutees) experiencing learning 

difficulties in specific subject areas. Such tutors therefore 

act as peer models. 

By uti I izing peer tu~oring strategies, as found by Haisley et 
\ 

al. {1981), coupled to individualized instruction by the 

t ea c h e r , t h e ma i n s t r e am ch i I d w i t h s c h o I as t i ca I I y r e I a t e d 

p r ob I ems can be t au g h t bas i c a cad em i c s k i I I s w i t h gr ea t 

effect. According to Haisley and his associates, crucial to 

the success of a ma i n s t r e ame d pee r t u t o r i n g p r o g r arrme a r e 

t he f o I I ow i n g ma J o r camp one n t s : 

- the §:.~.L~.9 .. tLQO of the students; 

t he tr_?..i. . .D.JD.9 .PJ.99J.?.CT.!D~ t ha t wo u I d e q u i p t he 

tutors with the ski I ls needed to do an 

efficient job; 

- t he r:D.§t<::.b.Lr:L9 o f t u t o r s w i t h s t u den t s need i n g 

tutoring in their subject areas; 

- the type of §:Y...P~JY..i.§.i..9 .. 0 and assistance afforded 

the tutors once they were placed in classrooms; 

t he §D}Q!:J..Ot ...... 9..f ........ 9..9D.!DY..D...L9..?..t.L9..D. and supp o r t g i v en 

to the regular classroom teacher. 

I mp I eme n t a t i on o f t he above camp one n t s by Ha i s I e y e t a I . 

{1981), involved the following requisites and prerequisites: 
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Selection: 
······························-····-················· The peer tutors need to have the fol lowing 

p e r so n a I qua I i t i e s : depend ab i I i t y ; r esp on s i b i I i t y ; ma t u r i t y ; 

i n d i v i du a I a cad em i c camp et enc e ; s i n c er i t y i n he I p i n g o t her s 

and high tolerance for frustration. 

Tr.9. .LD LD.9 : The training given (ten days of two 45 minute 

periods) by Haisley et al. (1981), to a group of tutors for 

their study included: behaviour management; tasks analysis; 

designing teaching; direct instructions; classroom survival 

skills; comnunication. 

Ma t ch i n g o f t u t o r w i t h ma i n s t r e am s t u de n t s t o o k 

i n t o c o n s i de r a t i o n p e r s o n a I i t i e s e . g . ha r d t o ma n a g e s t u de n t s 

were not placed with quiet-mannered tutors. 

The teachers who developed the programne, 

-supervised the programne. 

The results obtained by Haisley et al. (1981), provided 

strong support for the conclusion that the at-task behaviour 

of tutees improved significantly as a result of this 

programne. Advantages of this strategy according to the 

researchers (op.cit.) are: 

a.- students remain mainstreamed - there is no 

need to leave the class to receive help; 

b.- the tutor acts as a filter for teachers and 

provides Individualized step~by-step teaching; 
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c.- study ski I 1$ are practised as needed in the 

classroom setting; 

d.- tutees and students wl th L.d develop new self­

conf idence through completing assignments in 

regular classes; 

e.- teacher observe tutors and occasionally 

i n c o r po r a t e t h e i r ·i n s t r u c t i o n a I p r o c e s s e s and 

procedures in teaching the whole class; 

f.- the number of students receiving tutoring is 

much greater than any one teacher or aid could 

accomp I i sh; 

g . - i n t er act i on between tu tor - tu lee i s a v a I u ab I e 

social product (tutor acts as a good peer 

mode I ) . 

The i n tens i v e pro gr amne re q u i res c I o s e super v i s i on and co -

operation between teacher, tutor and tutee. To maintain 

programme qua I it y tutors w i I I need to constant I y communicate 

w i t h sup e r v i so r s and be enc o u r aged by t hem. Th i s may no t be 

so easy in the DEC-HR due to the fact that very few t e.~che rs · 

are adequately qua I if i ed to teach regu I ar · c I asses (compare 

data from respondents for this research - chapter 6) and many 

are much less qua I if i ed in teaching pup i Is with special 

educational needs. The Annual Report of the DEC-HR's 
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Psychological Services (Administrasie, 1988) states that of 

the 117 remedial posts at Primary Schools, School Clinics and 

Special Schools, only 36 teachers (30.8%) are fully 

qua I i f i e d . I t sh o u I d be po i n t e d o u t , h owe v e r , t ha t t h rough 

in-service training, staff development and workshops there 

has been a greater awareness of the need for upgrading and 

/or updating teachers' qualifications and knowledge of pupi Is 

w i th I earning di ff i cu I t i es . 

ii.Cognitive Strategy Training, 

Learning a ski I I e.g. problem soiving, is not merely a matter 

of acquiring the ability to perform a set of discrete 

responses. The essence of ski I I I earning Ii es in the 

mod i f i ca t i on and i n t e g r a t i on o f r esp on s es i n t o s y s t ema t i c 

patterns of sequences, which are largely automatically 

controlled. Anderson (1980), identified three stages of skill 

I ea r n i n g , name I y , t he ca g n i ti v e s ta ge, ass a c i a ti v e s ta ge and 

autonomous stage. During the cognitive stage discrete 

responses are learned through conscious attention to one's 

actions and through conscious perceptions of the results 

thereof. During the associative stage less at-tention is 

needed for the performance of each discrete response because 

of unconscious proprioceptive control. More attention may 

then be given to combining responses into I it tie patterns. In 

the final autonomous stage the skill becomes increasingly 

au t oma t i c as an i n t e g r a t e d who I e , I ea d i n g t o i n de p e n den t 

learning. 
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' "rhe ultimate aim of al I remedial teaching is the independent 

learning of the chi Id. Learning disabled children should be 

supplied ·With the tools of self-sufficiency so that 

spec i a I i zed r emed i a I services become redundant as speed i I y as 

possible. Towards this end, appropriate ind iv i dua I i zed 

strategies should be devised and the children trained in 

their use so that they cah be purposeful IY, applied to 

organize their learning" (Archer, 1984). 

Ryan et al. (1986), 'assert that cognitive techniques are 

be i n g w i de I y adv o ca t e d as a me a n s o f he I p i n g c h i I d r e n w i t h 

L.D. become more indepengent, organized and effective 

learners. Al though most studies concentrate on strategy based 

i n t e r v en t i on s i n . r ea d i n g and ma t h ema t i cs i t i s con t ended by 

educationists that the principles can be successfully applied 

to other aspects of academic work e.g preparing for 

ex am i n a t i o n s . It can help children with L.D. organize 

themselves and their learning as a first step towards 

becoming act i ve, independent I earners. 

A. Cognitive Behaviour Modification (CBMJ 

In general, cognitive strategy prograrrmes or cognitive 

behaviour modification (CBMJ as it is also known, has emerged 

as a technique for realizing the learning potential of 

children with L.D. in the regular classroom. "It requires 

act i ve part i c i pat ion in learning, overt verbalization, 

mode I I e d s t r a t e g i es and a go a I s t a t eme n t o f a p I an f u I , 

reflective response style",(Ryan et al., 1986}. 
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Ryan et al. (-1986) quotes r:ese_archers, Kendal I and Braswel I, 

as advocating five steps for effective cognitive strategy 

tr a i n i n g f o r ch i I d r e n w i t h L . D . , name I y , (1) problem 

de f i n i t i o n ; ( 2 ) p r ob I em a pp r o a c h ; ( 3 ) f o c u s s i n g o n a t t en t i on ; 

(4) chaos i ng an answer; and ( 5) s e I f - en for c_!=me n t I cop i n g 

statements.This approach corresponds to a large measure with 

that advocated by Shlomo Kaniel (1989). 

Pupi Is with L.D. should be taught to think, plan and apply 

problem-solving strategies by themselves. Shlomo Kaniel 

(1989), propqses the following steps in the cognitive 

process: 

a . g a t he r i n g i n f o r ma t i on t o de f i n e p r ob I ems e . g . i n 

Mathematics this would enta· I reading the 

question slowly, highlighting key words etc. 

b. defining the problem - pupil to formulate'"' 

questions in his I her own words; 

c. information gathering for prob•em as formulated 

- this stage may be skipped if teachers give 

prob I em w i t h a I I re I e van t i n for ma t i on : 

d . o r g an i z i n g i n f o r ma t i on e . g . v i s u a I i z e i t - e . g . 

in charts, pictures, graphs, according to 

problem type; 

e. determining plan - i.e. choosing proper 

formula; 

f. implementing plan - solving problem step-by­

step; 
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g. feedback - during task itself: putting data in 

t he f o r mu I a and c h e ck i n g i f r es u I t i s 

reasonable; after task; in view of teacher's 

corrments and mark al location. 

The aim is to inculcate rational problem-solving techniques. 

The f i n a I o u t come of t h i s s t rate g y w i I I be , that a f t er 

o v e r I earn i n g thereof . i t wo u I d res u I t i n au t oma t i c i t y . 

As is indicated in Chapter 1, children with L.D. often 

manifest a discrepancy between potential and performance in 

a r ea s such as r ea d i n g and ma t h ema t i cs . St u den t v e r ba I i z a t i on s 

of problems in mathematics appear to re-enforce correct 

problem-solving strategies and thereby increase accuracy 

(Ryan et al., 1986;Kaniel, 1989;Archer, 1984). 

Ryan and her associates (1986), conclude: "We believe that 

the cognitive behaviour modification approach provides an 

excellent base upon which to develop techniques for children 

w i t h L . D . t o be have a c t i v e I y and s t r a t e g i ca I I y i n a cad em i c 

sett i ngs. " 

Leon and Pepe (1983), reviewed research on Ov13 to establish a 

rationale and logic for the use of cognitive interventions 

to remediate the academic deficits of exceptional learners 

(e.g. pupils with L.D.). Their study controlled for factors, 

Ii ke task ana I yzed cur r i cu I um, precise assessment of 

procedures, student-teacher ratio, and the use of 

reinforcement procedures which have been found by researchers 

t o be c r i t i ca I t o e du ca t i on a I p r o g r arrm i n g f o r de v e I op i n g 

academic ski I Is. 
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The data generated by Leon and Pepe's (1983), research 

indicated that cognitive behaviour modification, is a viable 

a I t e r n a t i v e f o r r eme d i a t i n g de f i c i t s i ri , pa r t i c u l a r I y , t h e 

computation of arithmetic. A major conclusion based on these 

findings is that its effectiveness is due, at least in part, 

to general.ization of training effects to similar 

camp u ta t i on a I t asks . I t may be o f i n t e r es t t o no t e , t ha t t o 

t he au t ho r ' s kn ow I edge , a t I ea s t one sch o o l i n t h i s co u n t r y , 

namely, Tafelberg School in Cape Town, a special (Remedial) 

education school (Department of Education and Culture - House 

o f Ass emb I y ) has r e c en t I y ado p t e d t he CBM mode I f o r s t r a t e g y 

training for their students. 

8. Se/ f Instruction / 

The findings of Schunck and Cox (1986), from a study on 

effects of verbalization on children with L.D.'s 

ma t h ema t i ca I s k i I I s s u g g es t s t ha t con t i nu o us v e r b a I i z a t i on 

leads to more ski I lful performance and higher self-efficiency 

in children with L.D .. In summary, Ryan et al. (1986), states 

that self-instructional cognitive strategies. have been 

a pp I i · e d success f u I I y t o i mp r o v e ma t h ema t i ca I a cc u r a c y i n a 

smal I number of studies. 

Poor readers, generally, and particularly children with L.D., 

" fa i I to at tend sys t ema t i ca I I y to text st r u ct u re , tend not to 

monitor meaning while reading and do not discriminate 

effectively between useful and harmful strategies", (Ryan et 

a I . 1986). 



- 149 -

Numerous cognitive strategy.training s.tudies for poor readers 

have been under taken. More research, however, is needed on 

the ab i I i t y of ch i I d re n w i th L . D . to prof i t t r om such 

t r a i n i n g as fa r as i mp r o v eme n t i n r ea d i n g ab i I i t y i s 

concerned. Researchers appear to agree on the fol lowing five 

steps to be taught for reading comprehension: 

1. What are you studying this passage f.or ? 

2 . F i n d 
1

t h e ma i n i de as i n t h e passage an u n de r I i n e t h em . 

3. Think of a question about the main idea you 

underlined. 

4. Learn the answers to your questio~s. 

5. Always look back at your questions and answers to see 

' how each successive question and answer provides you 

with more information. 

C. Success i ve·-s 1mu I taneous Processing Mode I 

Ka u f man and Ka u f man ( 1 9 7 9 ) , s t u d i e d s t r a t e g y t r a i n i n g and 

remedial techniques applying the successive-simultaneous 

p r o c e s s i n g mode I f o r a pp I i cab i I i t y t o s t u den t s w i t h I ea r n i n g 

difficulties. The method, which proved to be efficacious, fun 

and no 'n - t h r ea t en i n g and a pp I i cab I e i n t he r e g u I a r c I ass r o om 

( ma i n s t r e am ) i n v o I v es : 

1.the child being guided in approaching the task at hand 

and encouraged to verbalize the use of successive 

strategies; 

2 . t h e u s e o f t h e me t h o d i n t h e r e g u I a r c I ass r o om w i t h 

benefit to all children as in this study average 

students improved in performance; 
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3 . us I n g t r a i n i n g ma t e r i a I t ha t i s i n t r i n s i ca I I y 

interesting. 

This method, according to Kaufman and Kaufman (1979), should 

be even mo r e s u c c es s f u I i n i mp r o v i n g a cad em i c p e r f o r man c e . 

when applied directly to the learning of contextual material 

in schoo I. 

D. Neurological Impress Method (NIM) 

Lo r en z and Vock e I I ( 1 9 7 9 ) , ex am i n e d t he n e u r o I o g i ca I i mp r es s 

me t hod . f o r r ea de r s w i t h L . D . . The r es u I t o f t h e i r s t u d y 

indicate, that there wer.e no s·ignificant differences between 

t he con t r o I gr o up and t he exp e r i men t a I g r o up i n g a i n s , i n 

word recognition or reading comprehension. This they found 

true even when interactions between IQ, sex, grade 

(standard), teacher and school were examined. They quote 

Ho I I i n gwo r th ' s s t u d y wh i ch con f i r med t he i r r es u I t s i n d i ca t i n g 

that no significant difference be tween the group receiving 

neurological impress training and those who did not. 

E. Learning Potential Assessment Device (LPADJ 

A study undertaken by Skuy, Archer and Roth (1987), 

demons t r a t e d t he use f u I n es s of t he Le a r n i n g Po t en t i a I 

Assessment Device (LPAD) for intervention in the area of 

learning problems. "The LPAD has provided insight into the 

cognitive processes that underlie a child's particular area 

of scholastic strength and weakness", (Skuy et al., 1987). 
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The LPAD is a dynamic assessment - and - inter.vent ion mode I 

de v e I oped by Fe u e r s t e i n and h i s ass o c i a t es ( 1 9 7 9 ) .' I t t es t s 

ind iv idua I chi I dren' s I earning processes, identifies the 

spec i f i c me. t hods by wh i ch t hey can be tau g h t , and p r o v i des 

for development and modification of cognitive processes. The 

LP AD mode I emp has i z es t he ab i I i t y t o I ea r n and a pp I y a 

p r i n c i p I e o r s e t o f p r i n c i p I es , p e rm i t t i n g an asses s·me n t o f 

t h e ch i I d ' s .. 9.~.P~.9...i .. ..t.Y ....... t9. ..... .J .... ~.~.T.D r a t h e r t ha n p r o v i d i n.g a meas u r e 

of what he knows. This approach may be extended to include 

any task, irrespective of the content, provided the purpose 

is to evaluate the extent to which an individual is able to 

become ·involved in a learning process. "Of particular value 

-
is the structured progression of tasks", (Feuerstein, 1979: 

99). 

The 'structured progression of tasks', inherent in the LPAD, 

i s one of t he bas i c asp e c t s of cog n i t i v e s t r a t e g i es . As a 

cog·nitive strategy especially suited to culturally deprived 

pupils with learning difficulties, the LPAD lends itself to. 

improvement of deficient functions. The first step according 

to Feuerstein (1979), "is to produce In the pupil a state of 

awareness of the existence of a problem in the tasks 

presented to him/her (definition of the problem phase)". By a 

process of questioning, the pup i I's. perception is oriented 

and he/she is. ".endowed with s.trategies for the selection of 

the relevant data", (op.cit. :110). 

Enrichment of the repertoire of mental operations is another 

out come of the LPAD. Opera t i ona I thought processes 
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established by the training of specific operatior:is, such as 

analogies and categorization, is reinforced by the repeated 

use and the application of variations of the same problem and 

exposure to di·fferent problems. 

Another significant outflow of the LPAD model is the creation 

of reflective, insightful thought processes (op. cit. :115). 

Feuerstein and his associates assert that "insightful thought 

processes associated with cognitive operations can be 

considered the major factor that provides the cognitive 

processes with the stab i Ii ty required to produce the 

generalization to other event.s", (op. cit.). Reflective 

thinking, in particular, can be induced by the pupil being 

guided by questions such as :'"What did you do first?' 

'Ne x t? ' 'Why i n th i s or d P. r? ' " ( op . c i t . : 1 17) . 

According to Skuy and his associat..es {1987), their study 

a ch i eve d i t s a i m of us i n g t he LP AD i n t he demons t r a f i on of 

'cognitive modifiabi I ity', and as a basis for remedial 

programming for a scholastically impaired chi Id. 

F. Maste·rY Learning 

Some educationists advocate mastery learning as a cognitive 

learning strategy. It is purported to provide structure and 

practical conditions which wi I I enable the majority of pupi Is 

to reach high levels of attainment {Gains, 1976). "Mastery 

learning has strong positive effects on students' cognitive 

and e f f e c t i v e ( e . g . s e I f - con c e p t ) out comes and r e du c es t he 

w i de d i f f e r enc es I n s t u den t a ch i e v eme n t , as made e v i den t by 

research", (Jantjes, 1987). The procedure fol lows three 

-------·---------------------------------~ 
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stages, namely, formative testing; fol lowed by a feedback­

c o r r e c t i v e p r o c e du r es s t age ; and f i n a I I y pa r a I I e I f o r ma t i v e 

testing to determine whether corrective procedures have been 

consolidated. 

Children who experience· learning difficulties show aversion 

to all academic material. The fact that research results on 

cog n i t i v e s t r a t e g i es i n d i ca t e t ha t ave r age s t u den t s i mp r o v e d 

i n p e r f o r man c e , s u g g es t s t ha t · t he t e c h n i q u es can be a pp I i e d 

w i t h i n t he r e g u I a r c I ass r o om and co u I d be n e f i t a I I 

children, {Guskey, 1988). 

4. 5. 2. 2 $'!.PP.9.L .. t..JH!C! .$.tr..?..tf!91.f! .. $ .. f.9.L .... ...Tf!.?.9.IJ.f!L$ 

i. Teacher Ttaining 

It Is argued by I var i e et a I. { 1984) tha't the ma inst reaming 

of pupi Is with L.D. in regular classrooms places a major part 

of the responsibility for that pupil's instructional· 

programme on a regular classroom teacher. 

11 0ne of the major complaints of regular classroom teachers 

concerning mainstreaming relates to their own feelings of 

inadequacy in teaching the chi Id with L.D .. Teacher training, 

generally, does not Include preparatipn for or knowledge 

about, children whose learning deficits are marked by rather 

specific characteristics not easily rem~diated by visual 

classroom teaching approaches", {Carberry et al., 1981) . 

.. 
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Ken Dovey and Joseph Graff am ( 1987), concur with the above 

v i ewp o i n t , s t a t i n g t ha t , 11 mos t t each e r s i n ma i n s t r e am sch o o I s 

have no training and I ittle knowledge with respect to 

teaching children With disabilities, which means that they 

have t o be p r e pa r e d t o p u t i n a I o t, mo r e ex t r a e f f o r t and 

adjust their teaching styles considerably 11
, (p.101). This is 

d i f f i cu ! t when t hey have t o s i mu I tan e o us I y t each t wen t y - f i v e 

other children (35 to 40 in DEC-HR} and maintain order in the 

classroom. 

The major impact of the Warnock Report <DES, 1978}, according 

to Raban and Post I ethwa i te ( 1988), has been to point Out the 

range and variety of need which is evident among pupils 

requiring some special educational provision. The report also 

argued that such provision is not solely the responsibi Ii ty 

o f spec i a I needs spec i a I i s t s i n ma i n s t r e am sch o o I s , bu t . t ha t 

a I I t each e r s i n ma i n s t r e am sch o o I s need t o have r e I e van t 
. 

s k i I I s and i n f o r ma t i on t o i de n t i f y and p r o v i de f o r pup i I s 

with special educational needs. 

In the South African context, the Work Corrrnittee charged with 

. . ; . 
1nvest1gat1ng the education of children with special 

educ a t i on a I needs ( HSRC , 1 98 1 ) c orrrne n t e d as f o I I ows : 11 The· 

teach e rs t hems e I v es for t he mos t pa r t pay a cc i den t a I and 

s po r ad i c a t t en t i on t o t h e sch o I as t i ca I I y i mp a i r e d ch i I d .. . 11 
• 

. The Corim'i ttee considered the training of teachers to cater 

f o r pup I I s w i t h spec i a I educ a t i on a I needs to be of ' ex t r eme 

I mp o r t an c e ' , ( op . c i t . ) . 
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·Bush e I I < 19 7 ~ ) , c 0111T1e n t i n g on t he Wa r no ck · Rep o r t , s t a t es 

that, "if the discovery procedure is to produce effective 

remedial measures, this must lead to an improved standard of 

teacher training both initially and during service, in order 

that al I teachers become aware of the signs of failure before 

s eve r e p r ob I ems o cc u r 11 
• I t I s p r op o s e d t ha t a I I t each e r s I n 

t r a i n i n g sh o u I d r e c e i v e a mod u I e o f s p· e c i a I i zed educ a t i on 

( e . g . r eme d i a I ) , ( op . c i t . ) . F r om en q u i r i es made t o t each e r 

train Ing inst i tut ions in the DEC-HR, a· r emed i a I educ at ion 

mod u ·1 e i s now i n c I u de d i n mos t of t he t h i rd and f o u r t h ye a r 

teacher tr a In i ng courses. This is an attempt to train more 

effective teachers. Effective teachinR according to Burns 

( 1987) ' "creates a different learning environment in which 

to de v e I op soc i a I I y , emo t i on a I I y , as we I I as a cad em i ca I I y 11 
• 

Burns (1987), quotes research done by Hi I I, Powel I and Fiefer 

in 1960 who found that the flexible, wel I integrated teacher 

was most effective with al I types of pupi Is . .. 

Burns ( 1987), states that, f r om a p r e v i o us r es ea r ch , 

undertaken by him, the effective teacher appears to be 

differentiated from ineffective ones by demonstrating: 

1. a wi I I ingness to be more flexible; 

2. an empathic abi I ity, sensitive to the needs of 

pup i Is; 

3. an abi I ity to personalize their teaching; 

4. an appreciative reinforcing attitude; 

5. an easy .Informal warm conversational teaching manner; 

6. emotional adjustment. 

. ~' 
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The above characteristics of an effective teacher are even 

mo r e a pp I i cab I e t o t each e r s i n v o I v e d w i t h t each i n g pup i I s i n 

DEC-HR in view o·f the unique socio-po Ii ti ca I and -economic 

conditions. The consequent educa ti ona I disadvantages 

experienced by these pup i Is, with its consequent high 

incidence of learning problems among ·Junior and Senior 

primary pupi Is (vide. Chapter 3) present a challenge to the 

·teacher corps. The effective teacher in ~his department must 

prepare his pupi Is by educating them in the widest sense. 

The main features of effective teaching e.g. personal 
"': \ 

relationships, child-centered appro.ach, self-discipline, are 
'\ 

t hose t ha t p r omo t e s e I f - a c t u a I i z a t i on o f t he s t u de n t 

(especially the student with L.D.) This can only be achieved 

t h r o ugh t he p r o v i s i o n o f a c I ass r o om e t hos t ha t enhances 

p rod u c t i v i t y , p e r son a I gr ow t h , s e I f - es t e em , con f i den c e and 

cr.itical awareness. "These are characteristics which will be 

so needed in the future South Africa", <Burns, 1987). 

Hami I ton ( 1974), feels_ that owing to the fact that the chi Id 

is entirely involved in the learning process, a deviation in 

I ea r n i n g i s a p r ob I em e n t a i I i n g a I I d i s c i p I i n es co n c e r n i n g 

t he we I fa re of t he ch i I d . A I I s t u den t s o f t hes e d i f f e r en t 

disc i p Ii nes shou Id have some know I edge of the phenomenon of 

learning disability :because in the course of their duties 

they will come up against it. Inter-disciplinary co-operation 

on training level can go a long way towards achieving this. 
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Barker (1989), found from his interviews with noted South· 

A f r i can e du ca t i on i s t s , t ha t t each e r t r a i n i n g i n mos t sec t o r s 

n f So u t h A f r i can educ a t i o n s t i I I I a y s J ... Lt.J .. L~ s t r es s on 

ch i I d r en i n need o f r eme d i a I t each i n g . Many o f t he ,P r ob I ems , 

according to Barker (1989}, stem from the apartheid system of 

.separate education d~partments for different ethn,ic groups. 

Barker quotes.Mary Metcalfe, a lecturer at the University of 

the Witwatersrand's Department of Education and irrmediate 

past chair-person of the Southern African Association fo·r 

Learning and Education Disabi Ii ty <SAALED} as stating that 

"In white education, student-teacher training is adequate 

.... I n B I a ck and ' Co I o u r e d ' educ a t i on , h owe v e r , t he sh o r t fa I I 
; 

and problems are frightening", (Barker, 1989:27}. 

It would appear, that in the interest of education in this 

country and, in particular, the education of the pupil with 

L . D . i n t he ma i n s t r e am t ha t s t u den t t each e r s o f o t he r - t ha n -

- 'Wh i t e ' pop u I a t i on groups be a I I owed t o t r a i n a t 'Wh i t e ' 

teacher training institutions. Official government policy 

seems to preclude this at this stage. However, according to 

Gay don ( 1 98 7 ) , d r . V i I j o en , a t t ha t t i me m i n i s t e r o f 

Education and Development Aid in the cabinet, publicly 

indicated a wi 11 ingness to consider the training of African 

teachers in col l.eges reserved for other races. Afrikaans 

training colleges and teachers' societies oppose integration 

of t each e r t r a i n i n g . "Howe v e r , I t a pp ea r s t ha t t he re may be 

considerable scope for efforts to achieve I imited integration 

in 'Whl te' English-medium trainin-g .colleges", (Gaydon, 1987: 

'63}. 
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Integration of student-teachers may bring to the fore another 

,interesting approach to teacher education, namely that of a 

mu I t i - c u I t u r a I a pp r o a ch , and i t s i mp I i ca t i o n s f o r t he · 

ch i I d r en w i t h L . D . i n t h e ma i n s t r e am o f educ a t i o n . G i v en t h e 

pa u c i t y o f r es ea r ch o n t each e r e du ca t i on f o r mu I t i -

cultural ism in the South African context, Van Zijl (1987), 

a t t emp t s t o h i g h I i g h t s t r a t e g i es wh i ch co u I d ass i s t t each e r s 

in coping with future change. 

The concept of multi-culturalism places stress on the 

retention of one's own cu I tu re coup I ed with recognition of 

the· contributions and enrichments that other cultures can 

offer. "It has been likened to a 'salad bowl', where the 

various ingredients not only retain their particular 

distinctive characteristics, but also contribute to the 

ultimate whole", {Van Zijl, 1987). 

Rodriques (1982), quotes the American Association for 

Co I I e g es and Te ache r Educ a t i on ( AACTE ) , as s t a t i n g 

that : 'mu I t i cu I tu r a I educ at i on i s educ at i on that v a I u es 

cu I t u r a I p I u r a I i sm Mu I t i cu t u r a I educ a t i on re q u i res 

schools/educational institutions to be oriented towards the 

cu I t u r a I en v i r o nme n t s o f a I I ch i I d r en . As educ a t i on a I 

i n s t i t u t i on s p I a y a ma j o r r o I e i n s hap i n g t he a t t i t u des and 

beliefs of the nation's youth, ·it "must 

t o cu I t u r a I p I u r a I i sm and provide 

reflect a corrrnitment 

leadership for the 

development of individual corrmitment to a social system where 

Ind iv i dua I worth and di gn i 't y are f undamen ta I tenets, " 

(op.cit.). 
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H~ving reviewed the I iterature on research into multi­

cultural e~tibation systems, notably in the United Kingdom and 

the United States of America, Van Zijl (1987), concludes that 

taking into aqcount the multi-ethnic· nature of our South 

African society, and the nature of our educational. system, 

the task for teachers and particularly ,teacher educators 

should be perfectly clear. "The iniquities of the sys.tern will 

no t be r emo v e d o v e r n i g h I: , bu t an hones ti comm i t men t t o a f u I I 

rec o g n i t i on of the mu I t i - face t e d qua I i t y of o Li r soc i e t y i s 

long overdue" (Van Zi j I, 1987). In this regard, a support 

system for teachers in the mainstream of education is 

proposed. 

(ii) Support Strategies for teachers -

In-service training and staff development: 

Perold's (1984). study of in-service training to 'para­

professionals' ·indicates the increased value that can .()e 

derived from in-service trainin~. According to her findings, 

it seems that experienced primary schoo I 

professionals in their own right, may 

teachers, who are 

become the para-

profess i ona Is of remed i a I education when they are trained in 

the approaches , ski I Is and techniques in remediation to be 

used in the mainstream learnling situation to alleviate 

scholastic difficulties. 

Regular in-service training and staff de,velopment programmes 

involving teaching strategies for pupils with L.D. have been 

found, f ram 'interviews with pr inc i pa Is responding to the 



- 160 

q u e s t i o n n a i r es f o r t h i s r es e ~ r c h , t ha t i t i n c r eases t h e 

probability that the teacher add their newly acquired skills 

to their teaching repertory. However, it was felt that such 

training should only be offered to teachers who feel that 

t he Y co u I d be n e f i t t he r e f r om. F o r c e d camp I i an c e w i I I no t 

necessarily lead to effective changes in teachers', behaviour. 

The findings of Skuy and Perold's (1986) study, demonstrate 

the potential value and cost-effectiveness of in-service 

training in "alleviating the high rate of scholastic 

impairment in the 'Coloured' population group in South 

Africa". 

An aspect which could be dealt with at such in-service 

traini~g and/or staff development sessions is curriculum 

de v e I o pme n t f o r t he r e g u I a r sch o o I ma k i n g a I I owa n c e f o r t he 

different learning styles of pupils. Prevention, with early 

intervention, according to the findings of Cosford ( 1988), 

is better than subsequent remediation. This has imp I ications 

f o r cu r r i cu I um de v e, I o pme n t - i t sh o u I d be based on co r r e c t 

identification of the needs of the children. 

The strategy of providing remedial strategies to al I regular 

classroom teachers receives support from Marleen Pugach, in 

Frankl in{ 1987 163-177), who questions the efficacy of 

d i s t i n c t t r a i n i n g , p r o g r amme s f o r t each e r s o f t h e I ea r n i n g 

disabled. According to her, prospective learning disabi I ities 

teachers establish a distinct profess'ional identity based on 

t h e i r t r a i n i n g t ha t s up po s e d I y d i f f e r s f r om t ha t o f r e g u I a r 

class teachers. This, in the opinion of Pugach (op.cit.), is 
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based on t he seem i n g need o f pup i 1-s w i t h L . D . f o r spec i a I i zed 

i n s t r u c t i o n , and " o n t h e ex i s t e n c e o f j ob r. esp o n s i b i I i t i e s 

that are different from those of regular classroom teachers". 

Puga ch (op. c i t . ) be I i eves that 11 there is I i t t I e 

justification for continued training of specialized education 

t each e r s f o r t he I ea r n i n g ·d i s ab I e d ch i I d r en 11 • She fa v o u r s 

broader training of regular classroom teachers (either as 

student-teachers or in-service training as part of staff 

de v e I o pme n t p r o gr amne s ) to en ab I e t ~em to address the needs · 

of such children in the regular classroom. 

Gains and McNicholas (1979), expressed similar sentiments. 

They believe," children can learn their three R's as 

effectively through the study of general topics as they can 

through an analysis of specific weakness and the teaching of ., ' 

these in isolation". Powers {1983·), asserts that, "while 

there is widespread agreement regarding the potential of in-

s e r v i c e t r a i n i n g , t h e r e has been I i t t I e a g r e eme n t r e g a r d i n g 

t he me a n s t o emp I o y i n t h e r ea I i s a t i on o f t ha t . po t e n t i a I 11 • I t 

is pointed out that criticswithin the literature have 

described in-service t ra.i n i ng as "impract i ca I, insensitive, 

irrelevant, lacking a conceptua I , framework, lacking 

continuity, meaningless, misguided, narrowly conceived, 

p r e t en t i o us , r eme d i a t i v e i n n a t u r e , r i g i d i n f o r ma t , u n co -

o r d i n a t e d , u n r ea I i s t i c , u n r e I a t e d , u n sequenced , u n sys t ema t i c , 

and without basis in learning theory", (op.cit.). 

\ 
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Teacher support, through In-service training and staff 

development should be conducted by the specialized (remedial) 

education teacher, who should preferably also act as 

consultant to teachers, pupl Is and parents of al I children in· 

the school,(see also Chapter 5 of this research). 

Gains (1985) suggested some guiding principles which should. 

govern In-service training courses: 

1. Personal development; 

2. Being broad-based In that they can be sensitive 

to contemporary Issues and developments; 

3. Being school-focussed and school-based with 

problem-solving activities at their core; 

4. Should encourage multldiscipl inary thinking; 

5. There should be local authority involvement (In 

DEC-HR context - regional departments); 

6 . I t mus t enc o u r age I n nova t I on . 

(pp. 53 - 54) . 

When cons i de r I n g i n - s e r v i c e t r a i n i n g p r o g r arnne s , i t i s , I n 

the view of Sparks (1988), "worth considering the development 

of self-efficacy and high expectations among teachers". 

Sp a r ks po s i t s t ha t " one way to i n c r ease s e I f - e f f i ca c y I s t o 

provide Intimate structured smal I groups sharing and problem­

solvlng sessions for teachers". This strategy Is being used 

with great suc~ess by a colleague of the author, Mr. Harold 

Holmes, with remedial education teachers In the Cape 

Peninsula Schools <House of Representat Ives). It has been 
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found that getting teachers together regularly in smal I 

' i n s t r u c t i on a I s up po r t g r o ups ' p r o v i des a s a f e en v i r o nme n t 

for teachers to discuss their concerns and victories and 

I ea r n t o g e t h e r . I t has bee n men t i o n e d by t each e r s · t ha t t h e y 

~ained the confidence to try new strategies gained from their 

support group. These teachers began to expect themselves to 

do wh a t eve r i s needed t o he I p t he i r pup i I s I ea r n and t hey 

have the con f i den c e , wh i ch i s t he essence of s e I f - e f f i ca c y , 

to try new strategies. 

(iii) Classroom Support Strategie~ : 

According to Raban and Postlethwaite, 1988, the specialist 

r eme d i a I t each e r has an i mp o r t an t r o I e t o p I a y , i n p r o v i d i n g 

back g r o u n d ·· i n f o r ma t i on on p up i I s , g i v i n g f u r t he r ad v i c e o n 

t e ch n i q u es and ma t e r i a I s f o r ma i n s t r e am s t a f f and , esp e c i a I I y 

ma k i n g d i r e c t s u pp o r t a v a i I ab I e t o pup i I s w i t h I ea r n i n g 

difficulties. They a]so quote research undertaken by Bell and 

Kerry in 1982 with regard to teachers support and strategies 

and surrrnarize the advice. given to teacher in 1 the mainstream 

with mixed abi I ity classes as fol lows: 

a . - E I i m i n a t e. ' dead ' t i me 

Teachers should think about what they are going to 

do with pupi Is who finish work sooner than others. 

Additional work should be ready for them or they 
\ 

should be invited to join slower groups. 
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b.- Set a variety o.f tasks. 

Different activities for the same teaching purposes 

should be used being designed to ma~e use of the 

different skills and abilities of the pupils. 

c.- Give instructions clearly 

This should be done by both visual and auditory 

presentation. 

d.- Revise any key points 

Pupils to be asked to reflect on it, talk about/or 

write abou.t key points in the light of their own 

experience. 

e.- Sustain interests and motivation 

Feed but do not overwhelm curiosity. Use 

competiti2n , use co-operation and 

co I I ab or at i on generous I y . A I ways g i v e p r a i s e for 

pupi Is efforts. 

f .- Encourage participation 

Te ache rs mus t make s u re t ha t pup i I s have a 

contribution to make to the lesson. 

g.- Give individual attention 

Teachers should find as many times as possible to 

do th i s ( e . g . when o t he r pup i I s are. o cc up i e d , 

intervals, after school etc.) 
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study, they believe, supports the view that their programne, 

known as the Adaptive Environment Learning Mode I (ALEM), can 

be imp I eme n t e d i n a v a r i e t y o f s e t t i n gs and t ha t student 

outcome measures coincide with high degrees of programne 

implementation. The ALEM should be designed to maximize each 

student's opportunfty to master basic academic and social 

s k i I I s . The f o cu s o f t he AL EM' s des i g n i s mod i f i ca t i on o f 

conditions in the learning environment to accomnodate the 

needs and characteristics of individual students. At. the same 

t i me , t he p r o g r amne sys t ema t i ca I I y bu i I d s upon each s t u den t s 

strengths and capabilities in order to increase the ability 

to profit from the learning environment. 

The AL EM focuses on educ a t i on i n . t he ' I ea s t r es t r i c t i v e 

e'n v i r o nme n t ' and is therefore perfectly suited as ·a 

ma i n st re am i n g pro gr amne (Wang and Bi r ch , 1 984) . Over a I I 

res u I ts f r om the Wang and Bi r ch study supp or t the hypo the s i s 

that there is a significant relationship between the extent 

to which critical dimensions of the ALEM are in place qnd the 

extent to which the desired nature and patterns of classroom 

' processes are observed. "As implementation improved, 

comn i tmen t changes in classroom processes and student 

academic attainments were observed", (op.cit.). 

Jean Garnett (1988), concludes that the principles underlying 

the practise of classroom support demand great changes within 

a school. Al I staff including Principal and head of 

departments need to be fully comni tted and involved. Perhaps 
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t he mos t i mp o r t a n t p r i n c i p I e t o g r asp i s t ha t a I I p up i I s h ave 

the right of access to their school's curriculum and 

therefore all teachers have responsibility 1 for identifying 

and responding to special needs which emerge in the classes. 

"Classroom support also has profound impl.ications for the 

very nature of the curriculum: how it is to be organized and 

delivered. and the variety of teaching ski I ls which teachers 

now need to have in their repertoire", (op.cit.). What 

Garnett (1988), have found interesting and heartwarming is 

that "when those who are truly comnitted to it and meeting 

ea ch p r ob I em a n d obs t a c I e w i t h con f i den c e and co - op e r a t i on 

a I I t he t each e r s seem t 6 g a i n i n p r o fess i on a I s t r en g t h and 

expertise." 

(iv) Teacher Assistance Team (TAT> 

Jordan (1974), maintains that the t earn approach to 

assessment, programne planning, implementation and review is 

super i or to any th i n g e 1. s e we kn ow, esp e c i a I I y when that team 

includes persons with key responsibi Ii ties for what is going 

to happen later persons such as parents, the referring 

teacher, the educational diagnostician (school psychologists, 

school clinic psychologist or private psychologist), the 

spec i a I i zed educ at i on teacher ( e . g. r eme d i a I ) and the sch o o I 

principal. It is suggested that TAT's should also have 

substantial responsibi I ity and authority and have ready 

a cc e s s t o an o t h e r s c h o o I ' s t e am o f s i m i I a r i n t e r es t s . 
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·According to Carberry (1981), .there is a great need for 

corrrnunication between regular classroom teacher, the 

specialized education teacher and the TAT (Chi Id Study Team) 

members. Raban and Postletwaite (1988), concurs with this 

finding, stating that, "if joint responsibility for special 

n e eds p up i I s i s t o be e f f e c t i v e I y d i s ch a r g e d b y ma i n s t r e am 

and specialist staff, there must be good corrrnunication 

be tween them". 

According to the annual report of the Psychological Services 

' 
of the Department of Education and Culture. House of 

Representatives. ( 1988: 18), the extension of teacher support 

teams would receive priority in the future. The Principal 

Subject Adviser, Remedial, states that "these support teams 

ha v e bee n f o u n d t o be mos t e f f e c t i v e i n t h e p r o v i s i o n o f 

didactical assistance to pupils with learning disabilities." 

It has been the purpose of this chapter to i I luminate some of 

t he i s s u e s i n v o I v e d i n t h e ' co n t r o v e r s y ' o f ma i n s t r e am 

education of the learning disabled pupi I. 

Mainstreaming, it seems, cannot be considered the 'final 

answer in the education of all children with L.D .. Diagnosis 

and remedial intervention need to be directed towards both 

ch i I d r en and t ea c h e r s . I t a pp ea r s t h a t f o r ma i n s t r e am i n g o f 

t he I ea r n i n g d i s ab I e d t o be e f f e c t i v e i n t e r a c t i on be tween 
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i mp r o v e d t each e r · t r a I n i n g ; ca r e f u I man a g eme n t o f f i nan c i a 1 

r es o u r c es , i mp r o v e d meas u r eme n t de v i c es , r eme d i a I t e ch n i q u e s , 

classroom strategies and teacher support is required. 

Since the chi Id with L.D. eventually has to make his own way 

and es tab I ish himself as an adult in the corrmuni ty_ where he 

should be as independent as possible, the aim is to keep such 

children (insofar as it is educationally justifiable) in the 

ma i n s t r e am o f e du ca t i on . I t i s gene r a I I y a c c e p t e d by 

educ a t i on i s t s t ha t t h e ma i n s t r e am s e t t i n g i s t h e mos t 

con du c i v e and human i z i n g e du ca t i on a I en v i r o nme n t f o r pup i I s 

identified as having learning difficulties. However, poor 

i n t e r p e r so n a I r e I a t i on sh i p s may n e c es s i t a t e spec i a I i z e d 

educational support as is the case 1in countries like the 

United States of America , United Kingdom and Canada. 

It seems in the final analysis, with adequate financial 

assistance, al I professionals wi 11 decide the future of 

specialized education and the assistance of the world's 

learning disabled population. Their future is in each and 

eve r y body ' s hands and t he f i r s t s t e p o f many i n t he r i g h t 

direction appears to be rvtA.INSTREAMING. 
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GHAP.I~R ..... 9. 

F.l~M;PJ.A~ ... $.~R.Y..1 .. G~.$ .. ANP .... THE ... RQ~~ .. QE THE 

REMEDIAL TEACHER ···································-·········-········--········-·····················-···· 

"Providing appropriate education for individuals must be the 

pr inc i p I e concept on which a I I educa ti ona I programs and 

services are developed". <NJCLD, 1987). In view of the 

diverse nature of learning disabi Ii ties, for children with 

L.D. to receive appropriate education a diverse range of 

services must be provided by professionals with differing 

ski I Is and expertise. 

The NJCLD (1987) posits that the types of services provided 

to L.D. children are determined by : 

{a) professionals concerned with L.D. plann·ing, 

design and implementation of remedial services, 

having a clear understanding of what learning 

disabilities are and the manner in which these 

different di sab i I i ti es modify how an L. D. ind iv i dua I 

learns; 

(b) the types of disabilities and the degrees of 

severity; 

(c) the long term nature of L.D. which necessitates 

a continuity of programmes and services. 
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In I ine with. the NJCLD reconmendat Ions, Remedial teachers, 

traditionally, especially In South Africa, provid·e services 

based on a medical model and involves individual diagnostic 

assessment, Ind iv i dua I p rogr anme design and ind iv i dua I . . 
support and motivational strategies. This is an application 

of traditional teacher training, <Green, f989). 

It Is generally accepted that children considered eligible 

f o r r eme d i a I he I p a r e a t I ea s t o f ave r age i n t e I I i gen c e and 

having been diagnosed as having either specific or general 

learning disabilities. Group teaching, liaising with 

classroom teachers offering support and consultation, 

remedial counsel I ing, workshops for pupi Is, parents and 

careworkers or teachers who are interested In deve I oping 

their own ski I Is are some of the different services provided 

by r eme d i a I teach e rs , ( op . c i t . ) . 

The extra specialized ski I Is of remedial teachers are 

uti I ized to provide services -such as helping L.D. learners 

to take responsibility for their own learning, personal 

control and building of self-esteem, self-assertiveness, 

interpersonal relationships and develop socially and 

emotionally (compare Items on questionnaire - appendix A). 

Remedial education settings may be considered unique since 

s t u den t s I earn a t d i f fer en t r a t es and , p res uma b I y , under 

d I f f e r en t I ea r n I n g con d I t I on s . Pup i I a ch I e v eme n t I s a 

critical Issue In special education classrooms, and more 
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spec i f i ca I I y r eme d i a I e du ca t i on settings. Instruction 

presented at the L.D. student's level, instruction that is 

fas t paced , con t r a r y t o gene r a I be I i e f , and camp r eh ens i v e i s 

associated with learning gains, (Englert, 1983). 

Auxi I iary services such as psychotherapy, audiometric and 

optometric services provide useful support for remedial 

services. In this regard speech therapy and/or I anguage 

development, for instance, can go a long way towards meeting 

some of the aspects of remedial education mentioned above. 

Remedial teachers in the DEC-HR schools indicated that they 

fee I competent doing assessment and diagnosis of I earning 

problems. They felt, however, less competent wit~ respect to 

the a~pp Ii cation (teaching practice) of diagnoses. This 

necessitated regular in-service trainiog to equip teachers 

with necessary ski I Is to app I y remed i a I techniques in the 

teaching situation. Research findings in the Ii tera tu re 

indicate that educational ('didactical) handicaps due to 

soc i o - econ om i c d i sad van t age usu a I I y y i e I d t o r eme d i a I 

i n t e r v en t i on mo re r ea d i I y than constitutional/inherent 
'\ 
I 

( c I in i ca I ) handicaps. In the absence of empirical data with 

r esp e c t t o t he s u c c es s r a t e o f r eme d i a I t ea c h i n g , t he ab o v e 

statement cannot be supported as far as it affects DEC-HR 

schools. 

/ 
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5.1.1. AN OVERVIEW CF THE SITUATIQ\J CF RBvEDIAL SERVICES IN ····-·····-················ .. -·-············ .. ··· .... ·-··· ................................... -....... __ , .. __ , __ , ....... --·-······-···-·····················.-"'''''-'''"'""-···········-···-·-·-.. -··--···-·········-··-··-·····---···-···-·-·-····-··-·-···· 
~J1:L ... 8f..B .. .! ... Q~ 

11.Special education must be understood as a social process, 

set within a social and political context If the· special 

needs of children are to be truly served 111
, (Tomi inson, 1982: 

182). In the South African context, the development (past, 

present and future) in Specialized Education (of ·which 

Remedial Education is a subset) cannot be fully understood 

without an historical understanding of the social and 

po I i t i ca I o r i g i n s o f t h i s i mp o r t an t pa r t o f t he educ a t i on 

system. 

A thorough exposition of the origins Is not within the scope 

of this research, sufficing to state therefore, that the 
I 

South Afr lean e.ducat ion system, al though overal I control led 

by the central government cvide. Chapter 4), is sub-divided 

into four m~J..9..f.. so-cal led own affairs education departments 

i1 ame I y : Educ a t i on f o r ' Wh I t es ' , Educ a t i on f o r ' Co I o u r eds ' , 

Educ a t i on for I n d i ans and Tr a I n I n g Depa r t men t f o r B I a ck 

Education. 

I t has been I ea r n t f r om r e I I ab I e sou r c es , by t he au t ho r , 

t ha t ( p r es en t po I I t i ca I an noun c eme n t s t a ken I n t o a cc o u n t ) 

consideration is being given to shared services, as far as 

spec i a I I zed educ a t i on I s con c e r n e d , be tween t he d I f f e re n t 

departments. 
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The general declining numbers of pupi Is at mainstream 

.. sch o o I s co u n t r y -w i de has made i t n e c es s a r y t o r educe 

teaching posts at schools. Posts usually discarded- are those 

of special education, in particular, remedial teaching 

pasts. Remed i a I teaching pasts at Schoo I CI in i cs appear to 

remain static. 

I 
As stated earlier {paragraph 4.3) rethinking, planning and 

poss i b I e r e v i s i on o f Spec i a I i zed Educ.a t i on s e r v i c es i n t h i s 

Department was scheduled for 1989. Very few, if any new 

R eme d i a I Ed u ca t i o n p o s t s a r e be i n g c r ea t e d a t ma i n s t r e am 

schools. Where possible, present services are consolidated 

o r i mp r o v e d . 

. 
5. 1 . 1 . 2. EDUCAT I Q\J FCR \ COLOUREQS I ( HQ{J$.E;:: .. OF. _REPRE~!;J':ff AI.LYJ~S) 

As a detailed account of services provided has been provided 

in Chapters 3 and 4, it wi 11 not be repeated here. The 

remedial teaching and psychometric services are being 

expanded. In order to meet the demand for such services, 

school psychologists provide psycho-clinical sessions after 

school hours at the different regional offices, (DEC-HR, 

Educ. Circular 36/89, Sept '89). New school clinics are 

p I a n n e d f o r t he ma j o r c e n t r es o f t he co u n t r y . F i nan c i a I 

constraints, as previously mentioned, appear to be a 
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hampering factor at this stage, however. Present services 

are, therefore, being consolidated with in-service training 

of personnel, on a fair scale, being undertaken. 

5 . 1 . 1 . 3 . i::..PW.GAI..L~ ... EG.B ... .LN.PJAN.?. ....... L ......... t-fl.JSE .. QF. ....... .Oi::..~~QAIE.;§l 

Present remedial services are being cons·o1 idated. An effort 

i s be i n g made t o expand psych ome t r i c s er v i c es , pres en t I y 

con c en t r a t e d i n the Na ta I are a , to t he o t her p r o v i n c es . 

Remedial services are being provided to meet the needs of 

average and above average pupi Is' having specific or general -

learning difficulties. Such remedial classes are attached to 

primary schools. In 1985 there were 85 such classes (Fiat • 

Lux , 1986 : 1 1 ) . 

5 . 1 . 1 . 4 . EQ.WGAIJg.L . .E93 . 'J?.bAGK?..'._ J.P .. ,.i::._,I.,J. 

As s t a t e d i n Ch a p t e r 4 , t he p r es en t s e r v i c es a r e woe f u I I y 

inadequate to serve the vast numbers of potentially L.D. 

learners from this population group. 

App r o aches i n t h i s de pa r t men t a r e t owa r d s ma i n s t r e am i n g o f 

spec i a I educ a t i on . As fa r as L . D . pup i I s r e q u i r i n g r eme d i a I 

teaching a re concerned, they a re accorrrnoda t ed in regu I a r 

· c1asses - mainstream education. 

There are plans afoot for the extension of the services. 52 

Teachers are to be trained annually (initial and in-service 

t r a i n i n g i n c I u s i v e ) f r om a I I pa r t s o f t h e co u ri t r y , t o t a k e 
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up remedial posts in schools. This training wi I I be done at 

the Sushuguwe Training Centre, Pretoria. 

5 . 1 . 2 . ~B.LF.F. QYF.RYJF.YY QF. PF.VJ; bQP[Yll;NT$ . LN. RF.t.01;P.LA.b _ .l;PL1G.AT I ON 

J.N, .. QIHJ;R. PF.YF.b.9E.F.P.. G.QVNIRLF.$ 

5 . 1 . 2 . 1 BR I TA I N 

The Education Act of 1981 fulfilling a recommendation of the 

War no ck Report ( 1 978) r e q u i r e s a f o r ma I document 

Statement of Spec·ial-Education Needs - to be drawn up for 

a II c h i I d r e n w i t h s p e c i a I e d u ca t i o n a I n e eds ( Web s t e r , 1 9 8 9 ) . 

The Act which contains three key definitions, namely 

special educational needs, learning difficulty and special 

educ a t i on a I p r o v i s i on , g i v e Lo ca I Educ a t i on Au t ho r i t i es 

<LEA's) much greater 

-
responsibilities for 

I 
identification, 

assessment and provision of assistance to children with 

special educational needs. 

Parents are informed by local health authorities timeously 

if it is suspected that a child has or is likely to have 

spec i a I educ at i ona I needs. Very young chi Id r en (under two 

ye a r s ) , w i t h pa r en t a I cons en t a r e e I i g i b I e f o r a St a t eme n t 

of Special Educational Needs. Many problems are experienced 

in Britain with the procedure of statementing but it raised 

the level of 'awareness of the rights of children with 

special education needs. 
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S(gniflcant progress has been made in developing remedial 

e du ca t i on t o co n t r i b u t e t o t he e f f e c t i v e u _t i I i s a t i on o f 

. curriculum content and methodology, resources and 

organisation. careers education, counsel I ing, computer-aided 

learning and in-service education of teachers. 

5 . 1 . 2 . 2 . VNJTl;P ?TATE.;$ ... QF. . AM~R_ I CA AND GANAPA 

Public Law 94-142 increased attention to planning education 

programmes· with emphasis being placed on the education 

prograrrme rather than the selection for special group 

_teaching. Great importance and value are attached to 

Individual Education Programmes (IEP's). In Canada, "even in 

t he absence of a I e g a I re q u i r eme n t t o do so ( as i n t he 

U.S.A. and Britain) the development of a written document 

along IEP lines is evident", (Webster, 1989). 

IEP's contain certain planned agreed upon objectives and 

goals, derived from assessment~ and diagnostic data, for the 

p up i I . On e o f p r i n c i p I e s ad h e r e d t o i s t ha t o f no n -

di scr imi na tory assessment. Al I assessments are to be 

mu I t i d i s c i p I i n a r y i n n a t u r e w i t h b a ck g r o u n d i n f o r ma t i o n 
I 

provided by parents. Parent participation is encouraged as 

they are regarded as partners in the decision-making process 

con c e r n i n g t he educ a t i on o f t he i r ch i I d . No ch i I d i s 

excluded from education and al I parents are made aware of 

the need to educate every child - the principle of zero 

chi Id reject and chi Id find is fol lowed. Should the school 

_and parent be unable to reach agreement on an IEP for a 
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pup i I t h e pa r en t has t h e r i g h t t o t a k e t h e ma t t e r up w i t h 
) 

the Education Authorities principle of due process. 

(Hender son, 1989) . 

5. 1.2.3. SCOTLAND 
·············-·-·························· 

"Traditionally in Scotland, the emphasis has been academic, 

based on opportunity", (Jones, 1979) . Any I ack Of 
e d u ca t i o n a I a ch i e v eme n t o n t h e pa r t o f p up i I s s ho u I d 

t h e r e f o r e b e a t t r i b u t e d t o i nab i I i t y on- t he i r pa r t r a t he r 

than to denial of opportunity. 

In Scotland remedial education deve I oped, or i g i na I I y, 

p r i ma r i I y as p r o v i s i o n o f ass i s t a n c e t o p u p i I s a t s e con d a r y 

schools who found it difficult to cope with the ordinary 

curriculum. It was viewed as a positive attempt to recognise 

the serious limitations children's ability to cope with the 

academic curriculum and to provide balanced teaching in a 

remedial class on an ad hoc basis. 

At primary school level, currently, educationists and 

educators regard the remedial provision as adequate. 

Assistance is provided in reading and number work for 

children withdrawn from their classes at different times for 

various durations. The increase in the number of remedial 

teachers and the effect of new ideas have given rise to 

d i v e r s i f i ca t i on and exp e r i men t a t i on . A I r ea d y s i n c e 1 9 7 9 , as 

reported by Jones (1979) some schools have been evolving 
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sys t ems o f he I p i n g ch i Id r en w i t h i n t he con t ex t o f m i x e d 

abl I ity classes in a whole range of subjects. 

5 . 1 . 2 . 4 . I SRAEL 
OOoHO-ooooooOHOO••O•OOO•o-0000 

"The basic tenet of the educational and rehabi I itation 

po I icy in Is r ae I is that every chi Id w i th spec i a I educa t ion . 

needs· assessed by recognized diagnostic procedures is 

entitled to benefit from a special Individualized 

rehabl I itative-educational program which wi·I I assist him/her 

in personal rehabi I I tat Ion in society and In the realization 

o f h i s I he r op t I ma I po t en t i a I . Th i s i s t he I n a I i en ab I e r i g h t 

of the exceptional child, and it Is the duty of their 

f am I I y , c orrmu n I t y and soc I e t y t o p r o v i de I t " , (Mi ch a e I , 

1989). 

Heleni Bart, In 1950, established the special education 

section at the Ministry of Education and Culture. Since then 

the Special Education system has grown to national 

proportion. This Includes the conso I Ida t ion of an 

educational-psychological base and increased differentiation 

and spec i a I I z a t i on I n t he v a r i o us t y p es of t re a t men t 

services. No specific law yet exists relating to special 

e du ca t i on ex c e p t f o r a sec t I on o f t he camp u I so r y Educ a t I on 

Act which empowers the Minister of Education to deal with 

the position of children or youth with learning 

difficulties. 
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In Israel children with special needs are mainstreamed 

within the regular education system according to their 

educ a t i on needs . Pr even ta t i v e t re a tme n t beg i n a t an ear I y 

age in order to prevent more serious problems. Assistance to 

pupi Is are provided by one or more of the fol lowing 

educational frameworks 

I n d i v i du a I t u t o r i n g ( I n c I u d i n g sma I I s e pa r a t e 

groups); 

- In-class group instruction and additional 

ind iv i du·a I tr ea tme·n t ; 

- Special individual and/or group treatment; 

- Special resource classes. 

(Mi chae I , 1989) . 

I n I s r a e I t he r e I s an on go i n g s t r u g g I e a i med a t I mp r o v i n g 

and developing the maximal services and founding new service 

and educational centres. 

' 

5 . 1 . 2 . 5 . A.W.$.I~.bJ_A. ...... A.NP. ... J:!!;.Y.t .. 4.1;.A.b.A.NQ 

Elements of the U.S.A. PL 94-142 are embodied In pol Icy and 

practice in Australia and New Zealand. (Henderson, 1989). 

School principals, themselves, determine what is possible 

and practicable In the best Interest of the individual with 

a learnl~g dlsabi I lty. 

Newer special educat Iona I programmes such as mainstreaming 

of pupils with educational needs (e.g. pupils in need of 

r eme d I a I t each I n g ) a r e I I m i t e d I n t e r ms o f av a I I ab I I 1. t y o f 
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r es o u r c es· . The ma j o r i t y o f pup i I s i n need o f spec i a I 

education receive education in special classes or schools. 

A system whereby itinerant or visiting teachers, consultants 

and supervisory staff and other special education resources 

a r e b e i n g s ha r e d i s ope r a t i v e . Th i s i s don e on a r e g i o n a I 

planning basis and the use of the State's tax base increases 

t h e p r ob ab i I i t y o f s u c c e s s i n me e t i n g t h e e du ca t i o n a I n e eds 

of students with disabilities regardless of location. 

Juul (1989), states that "t.he Nordic nations show a common 

h e r i t age o f h u man i s t i c v a I u e s t ha t ha v e f o u n d t h e i r 

expression in a high level of care for children and youth 

with special needs". Significantly, their standard of living 

and I i f e expectancy are amongst the h i g hes t i n the wo r I d , 

with wealth being distributed evenly ahd poverty vir·tually 

non-existent. 

The Nordic Counci I, formed in 1952, which co-ordinates, 

amo n gs t o t h e r s , t h e f u n c t i o n o f e du ca t i o n has be en 

pa r t i cu I a r I y i n s t r ume n t a I i n ma k i n g sch o o I s r esp on s i v e t o 

the developmental needs of al I children. In 1976 a Nordic 

States Committee was established. "One of its 

r esp on s i b i I i t i es was t o co I I e c t and d i s s em i n a t e i n f o r ma t i on 

about research being conducted in the disability fields. The 

Committee has also taken concrete steps to test and evaluate 

technological and instructional aids", (Juul, 1989). 

' 
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In Sweden the best remedial classes provide very good-

teaching by an de d i ca t e d 'J exp e r i e n c e d 
personnel, especially trained for the job. Grund in { 1979) 

• 
I n d i ca t e d · t ha t t he . Swedes have a I r ea d y as ea r 1. y as t he 

.1960's and '?O's s~own the limitations of remedial education 

through wi thdrawaf from the. classroom.· The remedial system 

was then -0ne of the least successful aspects of an otherwise 

successful educational system. 

\ 

The only alternative' to the 'withdrawal' system had to 

· i n v o- I v e i n t e g r a t i n g t he r eme d i a I s e r v i c es i n t o t h e o rd I n a r y 

classroom t~eaching. This integration of remedial services 

into the rBgular classroom learning situation recognizes the 

fa c t t ha t t he c I ass r o om teach e r may · need he I p w i t h var i o us 

kinds of problems. This lntegratlor of remedial services 

a I so made I t ea s I e r t o p r o v I de p_r_~y-~_D_tLQ.!1 r a t he r t ha n 

L~!!!.~.QJJ!.tU?..D. The chances of he Ip i ng ch 11 dren wl th .. poss I b I e 

I earn i n g d i f f I cu I t i es became much gr ea t er when r eme d i a t I, on 

$ tar t e d Q.~..f.Q.!. .. ~ such ch i I d r en we re c I ass i f i e d as fa i I u r es . 

There was thus a definite move away from the traditional 

form o f r eme d I a I educ a t I on , wh I ch , i n r ea I I t y , I s so of t en 
.I 

based on fal lure. 

There are a growl ng number of remed I a I teachers who see 

themselves as spec I al lsts In teach in~ and training and 

·" : I . -~ . ,· :; . ... 
.. ·,. ' ~. -~ 

·,.,, ·, :· .. 
.. · •'. < ·~. .. i -

·' 
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learning "with a respons)bi I lty for helping children at al 1 

I eve I s t o i mp r o v e t he i r u n de r s t and I n g o f t he sub j e c t ma t t e r · 

of the school curr I cu I um" , (Ferguson, 1985). 

Thi.s seems .t.o .highlight the roles of the remedial teacher as .· . . 

defined by O'Hagan (1977): 

(i) Guide, Counsellor and Consultant 

Cl i) Therapist I Teacher 

( I i i > Eva I ua tor 

(iv) Manager of the Learning Environment 

(V) Curriculum Dev~loper 

5 . 2 . 1 . GW..J . .Pf; .. ~ ... -.... WJ..~.$.f;.b_bQJ ....... A.NP._ .. ~.$.J:!b.I.~I 

Remedial teachers are expected to I iaise wl th support 

services, in particular the school psychological, school 

he a It h , educ a t i on a I we I far e and ca r e e r s g u i dance s e r v i c es , 

CClunies-Ross, 1984). Parent consul tat ion and counsel I ing, 

where necessary, Is encouraged. Remedial staff at the 

Athlone School Clinic <DEC-HR> regard this aspect of their 

role as imperative to bul ldlng rapport with pupi I and parent 

and creating a cl lmate conducive to co-operation from 

parents, In particular. The corTJllunity at large should 

i de a I I y a I so be s e r v e d by r eme d i a I . p r a c t i t i one r s t o make 

them more aware of the L.D. In general and the needs of L.D. 

learners In the corrrriunlty. Dembinski & Mauser (1977) found 

that parents request honest evaluatlon of their chi Id's 
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problem and that they expressed the point of view that they 

do want to confront their child's problem directly. This 

holds interesting imp I icat ions for parent counsel I ing. The 

remedial teacher must therefore be available to pupils, 

pare n ts , teachers supp or t s er v i c es and the c onrnu n i t y as a 

guide, companion and consultant. This, in O;Hagan's (1977) 

v·iew, could lead to improvements in educational attainments 

a s i mp o r t an t p r o du c t s o f goo d p e r so n a I r e I a t i o n s h i p s b e i n g 

est ab I i shed be tween teacher and pup i I . 

"Training for Remedial work has traditionally emphasised 

specialised teaching skills which help children find the key 

to learning. Perhaps more attention should be given to 

developing interpersonal ski I ls, which wi 11 help in advising 

other teachers how to cope with learning difficulties" 

(Lerner, 1976). In this regard Smith ( 1982) states that this 

may be n e c es s a r y , esp e c i a II y when i t i s e v i den t t ha t 

prob I ems I i e not so much w i th the ch i I d re n , as w i th the i r 

teachers' lack of understanding. 

The remedial education teacher consultant role requires 

specific knowledge, ski I Is in analysis, synthesis, and 

problem- solving strategies, as wel I as an aptitude for 

human re I at i on s , c orrrnu n i cat i on , and s k i I I de v e I o pme n t . 

5 . 2 . 2 . TH~.AAP. I ST j .I~AGH~R 

This should form the major task of the remedial teacher's 

role. This include 
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( i ) t each i n g of i n d i v i du a I s and g r o ups wh e r e t he n a t u r e o f 

t h e p r ob I em makes i t i mp o s s i b I e f o r i t t o be con t a i n e d 

within the normal classroom situation; 

(ii)treating children with associated difficulties and 

(iii) where appropriate to assist col leagues on a team 

teaching basis. 

The advantages of team teaching as a strategy for the 

prov i s i on of ex t r a he I p for ch i I d re n w i t h L . D . , was· assessed 

by Ferguson & Adams (1985), in questionnaire form. Class 

teachers and r eme d i a I teachers were asked to camp are the 

benefits of team teaching with tho~rn of traditional remedial 

t ea c h i n g . On I y e i g h t t ea c h e r s i n ea c h gr o up be I i e v e d t e am 

t each i n g t o be t he mo r e e f f e c t i v e s t r a t e g y w i t h r eme d i a I 

pupi Is. Twice as mP'lY remedial teachers and more than twice 

as many Class Teachers (nineteen) felt that extra help given 

o u t s i de t h e o r d i n a r y c I ass r o om wa s o f mo r e be n e f i t t o t h e 

L.D. children. They found no evidence of feelings to abandon 

the 'withdrawal strategy.' Teaching and therapy by the 

wi thd rawa I 

countries. 

system is widely used in most developed 

Therapy by remedial teachers is taken to mean the process of 

en ab I i n g ch i I d r e n t o de v e I op an d ma t u r e a n d t o come t o t e r ms 

with their own particular problems. O'Hagan (1977), suggests 

role play and art therapy as being very valuable in this 

regard. With reference to the unique situation of pupils in 
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the DEC-HR who may be both educationally and socially 

d i sad van t aged , be ha v i o u r s t r a t e g y ma y be 

r eme d i a I t each e r t o emp I o y . 

useful for the 

Both therapy and teaching, therefore, require constant 

a t t e n t i o n a s t h e y h a v e so many ob v i o us me r i t s i n t h e . f i e I d 

of r eme di a I educ at i on ( op . c i t . ) . 

5.2.3. EVALUATCR 
······-············································ 

This role of the remedial teacher includes: 

(i) Supervision and correct administration of standardised 

tests as part of a comprehensive screening procedure, 

( i i ) f o I I ow-up and diagnosis of specific learning 

I 
. ,, 

d i ff i cu I t i es i n ch i I d re n who are i dent i f i e d as .) e 1 n g at 

. kl! r IS . 

In the DEC-HR schools, point ( i), above, is regarded as the 

terrain of school psychologists, only, and not that of a 

remedial teacher an analysis of responses to the 

questionnaire (Chapter 6) will fur.ther elucidate this. 

Never the I ess, ski I I in assessment is seen by most teachers 

as an essential aspect of remedial work (O'Hagan, 1977). 

Keeping abreast of new developments in assessment and 

diagnostic techniques and tools can, however, be 

problematic. 
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Effective assessment procedures bring knowledge both of the 

i n d i v i d u a I L . D . ch i I d ' s r e q u i r eme n t s and " o f t he soc i a I 

needs of a particular locarity". {op.· cit). The teacher is 

p r o v i de d w i t h f e e db a ck o f i n f o r ma t i on use f u I f o r p I an n i n g 

and management of classroom activities. 

This wi 11 include: 

( i ) t he p r e pa r a t i on and i mp I eme n t a t i on o f i n d i v i du a I i zed 

prograrrrnes for children With particular learning 

difficulties 

{ii) appropriate grouping/setting procedures 

(iii) ideas and techniques for the range of children with 

special educational needs. 

Churcher {1985) also suggests that the remedial teacher 

should: 

{iv) co~ordinate in-service training needs; offering.advice 

and suggestions to staff; organizing visits and visitors; 

{ v ) s e t t i n g up of a res o u r c e are a where s ta f f can f i n d 

appropriate resources to match the needs of individual 

children. 

' 

"When the t ea·che r has been recognized by the pup i I as one 

who i s w i I I i n g and ab I e t o me e t h i s needs , has c r ea t e d a 

mean i n g f u I I ea r n i n g en v i r o nme n t I n wh i ch t he ch i I d can 

develop and has assessed the chi Id's educational 

attainments, the foundation to efficient management has been 

established" (O'Hagan, 1977). 
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Remedial teachers Interviewed by the writer,· re1:forted that 

this aspect of remedial work has caused tremendous problems 

for them and requires great organ i za ti ona I and t lme 

ut i I isat ion abi Ii ty. This, they stated, is especially the 

case with the drawing ~P of individualized educational 

programmes CIEP's). 

The organ.isatlon of 'withdrawal' remedial sessions appears 

to be another problem area, with no easy solution, as class 

t each e r s o f t en f e e I t ha t a I I ow i n g pup i I s t o a t t end r eme d i a I 

sessions causes a disruption to their own teaching. 

5 . 2 . 5 . CUB.8.Jg_W..b.WM ........ .R.~Y.f;bQP.f;B 

The remed i a I teacher wi 11 have the ro I e of: 

(i) preparation and implementation of school strategies In 

the basic subjects; 

Ci i) advising col leagues (including principal) of the range 

of materials and apparatus avai fable; 

<iii) remedial work 'across the curriculum', (Clunies-Ro~ss, 

1984). 

Remedial teachers attempt to look seriously at the demand In 

education circles for a curriculum which is more relevant 

and meaningful, (O'Hagan, 1977). Such a curriculum according 

to O'Hagan, should : 

(a) be concerned with the everyday heeds of pupl Is; 

.. . .. :~.~-- .. "--
, ·- '"" .... ~·- -- - . ··~·- .. , ...... ::.~~.:...~,.:;.., .. ·. 

. . .. ·. ' 
.:::..•1'•:,_,,,.,,.~ ... ~-~ ~.»'A& '"">' ·'·•;.· r -/;,.;i,.u<.;<··f· .. 'f :~.--.i-fiit.t .i; ··.<:• . .,.t.··, ".1!.AA;,~·\r ~ ... ,,;,..,., ~ -.;.'' 

·,, 
: 
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In this Chapter an attempt was made to out I ine the different 

r eme d i a I s e r v i c es p r o v i de d and t he d i f f e r en t r o I es r eme d i a I 

t each e r s mus t s e r v e i n o r de r t o ad e qua t e I y p r o v i de t hose 

s e r v i c es . To ma.n y i t may I o o k I i k e a d au n t i n g and 

challenging task but it is only through integrating the 

v a r i o us asp e c t s o f t h e r eme d i a I t each e r s ' r o I e t h a t t h e 

individual L.D. chi Id wi I I eventually be reached. 

I t . t h u s a pp ea r s f r om t h e I i t e r a t u r e s u r v eyed t ha t b e ca u s e 

different educational authorities have different perceptions 

o f r eme d i a I e du ca t i o n , · d i f f e r 'i n g emp has es a r e p I a c e d o n t h e 

distinctive roles of remedial teachers. 

O'Hagan (1977), concludes that "the real emphasis towards 

the concept of 'remedial education' must always focus on the 

I a t t e r t e rm ' educ a t i on ' - go i n g f o r war d w i t h a ch i I d u n t i I 

such time as the former term is no longer applicable.". 
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lli~ R.!;§~9:::! ...... 8.~§Vk.I§ 

In this investigation the writer set out to examine how 

groups of educ a tor s p e r c e i v e d sch o o I r eme d i a I s e r v i c es and 

how perceptions differed across components of roles/domains 

of remedial teachers in the mainstream school situation. The 

components of roles as discussed in the I iterature (Chapters 

t, 3 and 5) were identified as : 

A. Counsel I ing; Guidance; Liaison 

B. Remedial Teaching and Therapy 
-

C. Management of the Learning Environment 

D. Assessment, Diagnosis and Evaluation 

E. Curriculum Development and Reorganization 

of Services. 

To this end the School Remedia-1 Services Qu~stionnaire was 

deve I oped (appendix A). Two hundred and s I xty (260) 

questionnaires were distributed as described In Chapter t of 

this dissertation fifty two (52) to principals; fifty two 

(52) to remedial teachers and one hundred and fifty six 

(156) regular classroom teachers. Response to the survey 

Table s~t has been below the number expected by the author. 
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However, stat 1st lei ans <Asher, 1976; Di I Iman, 1978) regard 

the percentage response In this study as satisfactory. 

Al I data collected were appropriately recorded and tabulated 

for treatment and analysis. Cut-off date was 31 December 

1989. ·The sea I ed responses most read i l·y I end t hemse Ives to 

des c r I p t i v e and par ame t r i c s tat I s t i ca I an a I y s·e s · s i n c e t hey 

often can be considered to be-Interval data . 

.TA.~b.f;_ ... _.9 ... : ... J. .. _ ... L __ $.l;.b.l;G.I..L~ ...... QE_ .. §~.b.l; ...... A.NP. ...... §~1= .. l; ...... A.1;_I.V.RN§ 

Remedial Teachers Regular 
Principals Class 

Qua I if i ed Under qua I i. Teachers 

Tot. In Populat. 78 22 56 1106 

Number Sampled 52 22 30 156 

% of Total 66,6 100 53,5 14' 1 

Number of Returns 26 1 1 10 99 

% of Sample 50 50 33,3 63,4 

Underqual i. - Underqual I fled. 
Populat. - Population 
Tot. - Total 

Table 6.1 reflects that of the 52 principals sampled, 50% 

responded; 50% of the 22 qualified and 33,3% of the 

'underqual lfied' remedial teachers returned their 

q u es t I on n a i res - a 40 , 3% re t u r n r a t e of t he t o ta I r eme d i a I 

teachers sampled; the highest return of 63.4% was received 

from the regular classroom teachers sampled. 
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Because return rates on- mailed educational survey 

instruments, even with fol low-up mai I ings, are often in the 

40 - 60 % range an unbiased final return sample of 130 (50%) 

would sti I I yield 95% confidence intervals of within ~3% 
1 

for the entire population, (Asher, 1976). The survey return 

rate was 56,.15% <N = 146), a -figure that is more than 

minimally adequate to reflect accurately the perceptions of 

t h e t a r g e t e d r esp o n den t s , ( D i I I man , 1 9 7 8 ) . 

The 25 items in Section c of the questionnaire were grouped 

·as f o I I ows : 

Role A (Counsel I ing,Guidance,Liaison)-items 5,6,7, 18,22 

Role B {Remedial Teaching/Therapy) items 1,2,3,19,23. 

Role C (Management of the Learning Environment) items 

4,11.12,14,21. 

Role D <Assessment. Diagnosis and Evaluation) - items 

9 ' 1 3 ' 16 ' 1 7 ' 20 . 

. Role E <Curriculum Development and Reorganization of 

Services - items 8, 10, 15,24,25. 

The 15 items in Section D were grouped as fol lows: 

Role A (Counsel I ing,Guidance,Liaison) - items 1,4,6. 

Role B (Remedial Teaching/Therapy) - items 3,7,8. 

Role C (Management of Learning Environment)- items 10, 12, 13 

Role D <Assessment,Diagnosis,Evaluation)-items 2, 14, 15. 

Role E (Curriculum Development and Reorganization of 

Services) - i t ems 5, 9, 11 . 

6 . 2 . IR_l;A.~NI ... _A.~P. ..... ~AbY$.L$ ..... 9f._ ..... QAIA 

Al I data were screened Initially for effects of demographic 

variables: educational level, years of experience, gender, 

age group and professional,capaclty. With the exception of 
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p r o f es s i on a I cap a c i t y , o t he r demo g r a p h i c v a r i ab I es had 

negligible effects on ratings and were thus excluded from 

further analysis. 

Pearson Product .. Moment Correlation ·Was used to eva I uate the 

Ii near relationship between frequency of contact 

with remedial personnel fr om DEC-HR ( i . e . remedial 

t each e r s I r eme d i a I sub j e c t adv i s e r I C I i n i c and I o r s ch o o I 

psychologists) and the perceived helpfulness of those 

p e r son n e I i n any s ch o o I - r e I a t e d · p r ob I em r e f e r r e d t o t hem . 

The fol lowing formula was used 

where r =correlation coefficient 

X = frequency of contact scores 

Y = helpfulness of remedial personnel scores 

N = number of scores in the sample 

Pearson Product Moment Correlation was also used to 

determine whether there was any I inear relationship between 

f r e q u ency o f con t a c t w i t h r eme d i a I p e r so n n e I and t h e 

educators' perception of the efficacy of remedial teaching. 

To determine whether groups differed significantly on 

possible changes they would propose in the allocation 

Of remedial t each e r s ' t I me to the different 
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r o I es , ' pres en t ' t i me a I I o ca t i on s and ' t i me th a t sh o u I d be 

spent' data were submitted to a two related groups t-test. 

The fol lowing formula was used 

where 

{Source: Mulder,·1981). 

t = coefficient of significance between sample means 

N = number of educators in groups 

D = difference between scores {present time al located 

and tim~ that should be spent). 

degrees of freedom:- {N - 1) 

with the fol lowing underlying assumptions : 

i. the observations are independent; 

Ii. the population from which· the samples were 

drawn are normally distributed with respect 

to the variable under investigation; 

iii.the population from which the samples were 

drawn have equal variances with respect to 

the variable under investigation. 

The nul I hypothesis In each case was postulated as : 

Ho There is no difference between the means of 

the samples 
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Spearman's Rank-order correlation coefficients were 

ca I cu I a t e d f r om r an k - o r de r s o f r o I es as de p i c t e d i n Tab I e 

6.8. This was done to compare sets of ranks to determine the 

degree of inter-group equivalence of perceptions of the ~ 

roles of Remedial Teachers. The equation used was : 

6 0 2 

rs = 1 -

N{N2 -1) 

where: 

rs - rank-order correlation coefficient {rho) 

D - difference in ranks 

N - Number of roles 

lntercorrelations between the roles were determined. The 

correlations between the to~-.1 scores of the different roles 

we r e ca I cu I a t e d and camp u t e d { Tab I e 6 . 1 o ) i n o r de r t o 

determine whether educators perceived -roles of Remedial 

teachers to overlap, and, if so, which roles and to what 

extend. 

The intercorrelations (Table 6.10) prompted the author to 

h y po t hes i s e ab o u t t he poss i b I e d i me n s i o n s o f t he r o I es o f 

r eme d i a I t ea c he r s . 

The fol lowing hypothesis was then postulated: 

Remedial teachers' roles could be 

ca t ego r i z e d i n t o J.r.1.§ __ tLlJ.9..J...i. .. 9.D.?: . .L ...... A.9.t.LY.JJ ... .!...~.§. , comp r i s i n g r o I es 

8 (remedial 1eaching/therapy) and E(currlculum development); 
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t:!!!ID~JL Gr _QY.!.tb..!.P.~.~~.LC?.PID.~J}.!_ ___ §_.!}g __ fJ.~J..§ .. .tlQ.n.§..blQ_§. , comp r i s i n g r o I es 

· A C co u n s e I I I n g , g u i dance and cons u I t a t i on ) and C c man a g i n g 

the I earning environment) ; 8_qm.J.n..J._$.J_L§ . ..tJ. .. Y .. ~L .. _8_~.§.P._QJJ.$.-1...!?_LLU . .L~.§ 

comprising role D (assessment, diagnosis and evaluation). 

To test the hypothesis the author made use of the 

statistical technique of .P...r.JJJgJ . .P.~ .. .t ___ .E~~ .. t9..r. .... ___ ~n..~J..y_§.l§ t 0 

de t e rm i n e t he I o ad i n g of r o I es on each fa c t o r < d i mens i on ) . 

The resu I ts were computed in Tab I e 6. 11. In keeping with 

international convention decimal signs were omitted. The 

c orrmo n a I i t y v a I u e ( h 2 } was es t i ma t e d i n ea c h s t e p as t he 

highest numerical value in each column. 

Al I respondent principals are males. Tabulation of. data 

(Table 6.2) indicates that the majority of principals {17 -

i . e . 6 5%) who r esp on de d have a t I ea s t ma t r I cu I a t i on p I us 3 

to 4 years teachers' training qualification {category C/D). 

Five principals (19%) have matriculation plus 5 years 

{category E} and 3 principals (11%} have 6 years (category 

F} post-matriculation training. 
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Table 6.2. Education level of Educators 

Cat a b c 

Rem.Trs.Fem 2 3 4 

male 1 

Pr inc. 0 1 10 
I 

Reg.Trs.Fem145 
I I 14 25 

male I I 5 
I 

d 

9 

1 

7 

6 

2 

e f Total 

0 0 
21 

1 

5 3 26 

1 1 
99 

Remedial Teachers (female) 
Principals 

Rem.Trs.Fem. -
Pr inc. 
Reg.Trs.Fem Regular Class Teachers (female) 

Cat b d f h I Tot. ' a .c e g I 
Rem.Trs. 1 0 3 1 4 5 2 1 1 

21 
male 1 1 1 

Pr Inc. 0 0 0 1 4 7 9 5 0 26 

Reg. Trs. 5 1 1 9 6 17 15 7 1 1 
99 

male 2 2 2 1 

Age Groups:- a. 20 25 yrs. b. 26 - 30 yrs. 
c . 31 - 35 yrs. d. 36 40 yrs. 
e. 41 - 45 yrs. f. 46 - 50 yrs. 
g, 51 - 55 yrs. h. 56 - 60 yrs. 
i . 61 65 yrs. 

Table 6.4. Frequancy Of Contact with Remedial Personnel 

2 x 

. Remedlal Teachers 642 30,5 N = 21 

Principals 1260 48,4 N = 26 

Reg. Class Trs. 1389 14,0 N = 99 

-27-summated totals x mean. 

! 
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Teaching experience of principals ranges between 20 and 40 

years. Ages of principals (Table 6.3) range between 36 years 

and 60 years with a mean of 51 years. The mean frequency of 

contact <Table 6.4) with personnel providing remedial 

services is approximately 48 occasions over the two year 

period C January 1988 to December 1·989) under review. For 

remedial and regular class teachers the figures are 30 and 

14 occasions respectively. It appears from comT1ents by 

r esp on den t r e g u I a r c I ass t each e r s t ha t on I y . t hos e who have 

pup i I s r e c e i v i n g r eme d i a I t each i n g r ea I I y have co n t a c t w i t h 

r emed i a I per sonne I . There appears to be a I ack of r egu I a r 

contact on both formal and Informal bases between remedial 
. 

personnel and regular class teachers. 

Three (14%) of the 21 remedial teacher respondents are male 

(tab . .:: 6.1), which appears to be a true reflection of the 

situation in the DEC-HR which Is primarl ly staffed by female 

remedial teachers ... Fifteen remedial teachers (71%) have 3 to 

4 years post-ma tr iculat ion teacher training. Five (23%) of 

the respondents have less training (lower than category C) 

of which two teachers (9,5% of the respondents) have only 

Std. 8 plus 2 years teacher training (category A). 

Teaching experience of remedial teachers ranges between 2 

and 37 years which compares wel I with the 2 to 36 years of 

the regular class teachers. Seven (7,4%) of regular class 

teacher respondents are male. Forty five (45,5%) fall Into 

category A as far as level of education Is concerned (Std. 8 

plus 2 years teacher training); fourteen (14%) - category B; 



Tab 1 e 6. 5. Hi:-] pFu l nesc::: of Remed i a 1 Personni=-1 

- I 

N=JJ k~enied i .c11 Teachers IJ==-lb Principals 

~ 
._ 

1 -1 ~J 4 5 '-· ~ 1 '? ·3 4 5 ~-s 

1 0 0 El 2 f 1 1 1 0 •O 1 6 19 
' ------. 0 1 4 3 13 c:. -. 0 1 5 -. 18 c::. c::. 

--
3 0 1 ~I 3 8 3 0 "") 4- 5 15 ._ 

..__ --
4 0 1 4 4 12 4 0 "'") 4t E. 14 ._ 

--
2 0 E. ~c:'. 

( ....... 48 ~20 s 0 JO 4t2 76 330 
.___ '-- ~ x= 15, 6 X'= 17,6 

Key to Ratings: 1. Detrimental 

2. No help 

3. Do not know/ not applicable 

4. Slightly helpful 

5. Very helpful 

'/.-Mean 

' 

;V:-~ Reg. 

I~ 1 2 , s. 

1 0 0 

2 0 2 .. 
3 3 2 

4 3 3 

~ 5 14 
._ 

X= lE·~ (l 

Class Trs. 

3 4 

1 1 20 

37 13 

47 14 

45 17 

42[1 256 

5 

58 

47 

33 

31 

895 

N 
0 
0 

I 
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t h i r t Y ( 30 , 5%) i n ca t ego r y C ; on I y t en ( 1 0%) have· 4 ye a r s or 

more post-matriculation teacher training. The mean ages for 

regu I ar c-1 ass teachers and remed i a I teachers are 40 years 

and 4 7 ye a r s , r esp e c t i v e I y . I t a pp ea r s t he r e f o r e t ha t mo r e 

experienced teachers are involved in remedial teaching. 

F r e q u ency o f con t a c t be tween r e g u I a r c I as s t each e r s and 

r eme d i a I p e r son n e I has been ab o u t 14 o cc as i on s ( on ave rage } 

for the two year period <Table 6.4). A comment made by one 

regular class teacher as to the reason for not having used 

remedial services (item 8, Section A) was that "as 

r eme d i a I c I asses do no t ca t e r f o r sen i o r p r i ma r y c I asses , 

regular class teachers of those standards never get to make 

use of remedial services". 

6 . 3 . 2 . G.!;N.l;BAJ,,.,_,.,l;ff!;G.T I V..!;Ni;.$.$ ...... 9E_ .... .$9mb ..... .B.l;~PJ..A.b ....... .$.l;BY. .. t9.E.$ .. ___ :. 

§_f;GJJ..~ ...... t? ... ~ .. 

, An an a I y s i s of Tab I e 6 . 5 i n d i ca t es t ha t t he ma j o r i t y o f 

respondents in each group of educators appear to have found 

. r eme d I a I p e r son n e I , esp e c i a I I y r eme d i a I t each e r s and t he 

r eme d I a I sub j e c t adv i s e r , v e r y he I p f u I ( I t ems and 2 , 

column 5). The helpfulness mean scores of 16,6, 17,6 and 

16,0 for remedial teachers, principals and regular class 

t each e rs , · r esp e c t i v e I y , I n d i ca t e t ha t , gene r a I I y , r eme d i a I 

per sonne I are per ce I ved to be _§.JJ .. 9.bJ.J_y_JJ~.LPL~.J- ( mean scores 
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o f 4 wo u I d I n d I ca t e de t r i men t a I ; a - ho he I p ; 12 - do no t 

know/ not applicable; 16 - slightly helpful 20 - very 

helpful). 

The statistical evaluation of the linear relationship 

be tween t he camp one n t f re q u ency of con tac t w i t h r eme d i a I 

personnel (Sect ion A - i tern 7) and the general helpfulness 

of remedial personnel (Section B - items 1 to 4} indicated a 

high correlation <r = 0,86). The frequency of contact with 

r eme d i a I p e r so n n e I t he r e f o r e a pp ea r t o r e I a t e po s i t i v e I y t o 

the degree of helpfulness of such personnel as perceived bX 

the different groups of educators. There appears, however.to 

be very I ittle ·correlation (r = 0,03) between frequency of 

con t a c t w i t h r eme d i a I p e r son n e I and t he p e r c e i v e d e f f i ca c y 

of remed i a I teaching (Section B - I terns 5 to 9). 

The distribution of responses (of all educators} to the 

fol lowing items were as fol lows 

i . h e I p f u I n es s o f r eme d i a I t ea c he r s ( Tab I e 6 . 5 } 

de t r i me n ta I - z e r o 

no help - zero 

do not know/not appl I cable - 13,6% 

s I i g h t 1 ·y he I p f u I - 1 9 , 1 % 

very helpful - 67, 1% 
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ii. helpfulness of Remedial Subject Adviser -

detrimental zero 

no help 2.7% 

do not know - 31 ,5% 

s I i g h t I y h e I p f u I - 1 2 , 3% 

very helpful - 60,2% 

iii .helpfulnesss of School Clinic psychologists -

detrimental 2,0% 

no help 3,4% 

do not know 41% 

s I i g h t I y h e I p f u I - 1 5 , 0% 

very helpful - 38,3% 

iv. helpfulness of school psychologists 

detrimental - 2,0% 

no help 4, 1% 

do not know 36,3% 

s I i gh t I y he Ip f u I - 18, 4% 

very helpful 39% 

6.3.2.2. PERCEIVED EFFICACY OF RErvEDIAL TEACHING ·····································• ...................................................................... -.................. ·················································· 

Table 6.6. (Perceived efficacy of remed i a I teaching) 

indicates that the majority of remedial educators perceived 

a ma r k e d i mp r o v eme n t ( r a t i n g 1 ) w i t h r esp e c t t o p up i I s ' 

academic/scholastic achievement, self esteem, se If -

assertiveness, interpersonal rela-tionships, social and 
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emotional development. Many regular class teachers (score -

169) and principals {score 39) indicated .'a' slight 

i mp r o v eme n t { r a t i n g 2 ) . I t may be s i g n i f i can t t o no t e t ha t a 

large proportion of regular class teachers and principals 

a I so p e r c e i v e d I i t t I e i mp r o v eme n t { r a t i n g 3 ) i n t he ab o v e -

men t i one d cons t r u c t s o f pup i I s who r e c e i v e d r eme d i a I 

teaching for the minimum six month p~riod. 

The mean scores of 8,6 , 10,6 and 10,3 <Table 6.6) for 

r eme d i a I t ~ache r s , p r i n c i pa I s and r e g u I a r c I ass t each e r s , 

respective I y, however, show a tendency towards a perception 

o f § ... L..i....9 .. t:!J ... __ ...... .L.r:D.P.E.Q.Y.~r.r.!~D.J by pup i I s who r e c e i v e d r eme d i a I 

t ea c h i n g {mean s co r e o f 5 i n d i ca t es : - ma r k e d i fnp r o v eme n t. ; 

1 o - s I i g h t i mp r o v eme n t ; 1 5 : - I i t t I e i mp r o v eme n t and so 

forth). Educators' corrrnents (6.3.2.3) may i I luminate this 

apparent contradiction. It shoulc' also be pointed out that 

no I on g t e rm e f f i ca c y s t u d i es of r eme d i a I t each i n g has t o 

date been undertaken in DEC-HR schools. 

To the question 'What services provided by the school 

remedial services are most helpful t he· f o I I ow i n g ?' . , 

surrrnarized responses were received from respondents and 

categorized by the author : 
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B.9 .. ! ... ~ .... .lA ........ :. ....... G..9.H§.~ ... !. .. .t~JJ ... 9.n ........... g_µj ___ ~_~JJ.G .. ~ ............ ~ .... i ... ~ .. i...§ . .9.rt .......... Q.Q .. VH.§ .. ~.J.J ... Lr..1-9 

Principals:. 

Gu i dance w i t h r esp e c t t o p r ob I ems re I a t e d t o co r r e c t i v e 

teaching; expert_ advice; guidance and assistance from staff 

at At h I one Schoo I CI in i c; r e~fu I a r vis i ts by r emed i a I 

·personnel to schools. 

Remedial Teachers: 

Consultation with and advice from School Clinic , 

psycho I og i sts .. 

Regular Class Teachers: 

Ha v i n g r eme d i a I t each e r s av a i I ab I e f o r cons u I t a t i on , adv i c e 

and guidance; 

F r om t he above i t a pp ea r s t ha t t h e s e r v i c es p r o v i de d u n d e r 

this role, are highly valued by principals and regular class 

teachers. Some principals and regular class teachers 

r e g a r de d t he av a i 1. ab i I i t y o f r eme d i a I t ea c h e r s f o r 

consultation, advice and guidance as helpful. 

A.9.J..~ ....... I?. ...... : ........ A.~m~_gj_~J .... .T~-~-G..b.JJ!.9/. ...... .I!l..~ .. L~.PY 

·Principals; 

Specialized individual assistance with the teaching of 

reading, writing and arithmetic. 



Remedial Teachers! 

Spec i a I i zed individual 

positive attitudes in 
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a tt ent ion to pup i Is; 

pupi Is; guiding' pupi Is 

promoting 

to self-

actualization; language development in disadvantaged 

ch i I d r en ; mas t e r i n g r ea d i n g s k i I I s . 

Regular Class Teachers~ 

I n d i v i du a I i zed t each i n g ; de v e I o pme n t and i mp r o v eme n t o f 

l an g u age and r ea d i n g s k i I I s ; de v e I op i n g p up i I s ' s e I f - e s t e em ; 

lessons after school hours. 

P r es en t I y , t h i s a pp ea r s t o be t h e ma j o r r o I e b e i n g f u I f i I I e d 

by r eme d i a I t each e r s . Edu ca t o r s found a . w i de v a r i e t y o f 

services provided under this ro I e to be he I pfu I. None of the 

respondent principals mentioned any service of a therapeutic 

n a t u r e e . g . o r omo t i n g soc i a I and emo t i on a l de v e I o pme n t i n 

pup i Is. 

Principals: 

In-service prograrrrnes; seminars and intergroup discussions. 

Remedial Teachers: 

In-service training; seminars and group discussions. 
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Regular Clas~ Teachers: 

S em i n a r s ; i n t e r a c t i o n w i t h r eme d i a I t ea c h e r . 

68% of respondent educators found in-service training, 

seminars and.group discussions to be most helpful. About 30% 

of regular class teacher respondents regarded interaction 

v,i i t h r eme d i a I t ea c.h e r s as h e I p f u I . 

R9.J...~ ...... P ...... : ....... A$.$..~_$.$.ID~.nt, ..... .R.J.~.9.D.9.$.J.$. ... ?.r:Ht .... ~Y..~.J.!J..?.t.i...9.11 

Principals: 

Scholastic assessment of pupils; diagnosis of pupils' 

learning problems. 

Remedial Teachers: 

None. 

Regular Class Teachers~ 

Assessment, diagnosis, evaluation and follow-up; detailed 

r e po r t s o f sch o I as t i c asses sme n t o f pup i I s . 

Personal interviews with educators indicated that due to the 

I a ck o f qua I i f i e d r eme d i a I t each e r s, asses sme n t and 

evaluation are performed by Psychologists from the School 

Clinics or School Psychologists. 
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B.Q...!. .. ~ ....... ~ ........ :. ........ G..IJ.f....L.L.C::: .. IJ .. .!...Vm .... P.~ . .Y..~J .. 9.P.m.~ .. D..! 

Principals: 

None. 

Remedial Teachers! 

None. 

Regular Class Teachers: 

None. 

It appears from the above that no services of a curriculum 

development nature are perceived by educators to be 

helpful. However, upon further investigation by the author, 

it was ascertained that no such services are presently 

provided by remedial personnel. Remedial teachers on the 

o t he r hand , s t a t e d t ha t t h e i r t r a i n i n g d i d no t p r o v i de t h em 

with the necessary ski I ls to ful f i 11 this role adequately. 

To the quest i on : ' Wh a t s er v i c es , i f any , wo u I d you I i k e t he 

school remedial services to provide which are not presentty 

being offered', the fol lowing responses were received : 

R.9. .. ! .. ~ ...... A ..... : ........ G.9._f.!.§_µJ .. .t~J ... L9.D.. .•..... ~J...~..i. §9.f.!..1 ... .J~µJ~~.D..G..~ .• . ..G.9. µo..§.~J .. .L..i. . .D. g . 

Principal,> 

Guidance and advice to regular class teachers how to 

i den t i f y poss i b I e r eme d i a I cases ( pup i I s a t r i s k ) i n t he 

classroom; career guidance to Std. 4 and 5 pupi Is. 
\ 
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Remedial Teachers; 

Remedial 

education 

teachers working in 

teacher and guidance 

co-operation with 

t each e r ; r eme d i a I 

acting as consultants in senior secondary schools. 

Regular Class Teachers~ 

physical 

teachers 

C I ass v i s i t s by r eme d i a I . t each e r s and ass i s t i n g and g u i d i n g 

class teachers; help/ guidance to teachers with 

i de n t i f i ca t i o n o f pup i I s a t r i s k ; mo r e cop i n g s k i I I s t o 

parents; workshops with parents to bu i Id better 

relationships; counsel I ing to parents by remedial teachers; 

co u n s e I I i n g I g u i dance t o sen i o r p r i ma r y p up i I s . 

Principals! 

None. 

Remedial Teachers: 

Occupational therapy, speech therapy, social work services 

and other paramedic services being made available to school 

r eme d i a I s e r v i c es ; r eme d i a I t ea c he r s as s i s t i n g r e g u I a r c I ass 

teachers in the classroom - team teaching basis. 

Regular Class Teachers: 

Remedial assistance to 'slow learners' who do not qualify 

for adaptation classes; computer-assisted remedial teaching 
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to be considered, 'freeing' remedial te~chers to provide 

other necessary remedial services; assisting class teachers 

w i t h t he t each i n g of some I es sons - t e am t each i n g ; soc i a I 

work services. 

13.9 .. ! ... ~·-·-·G.··-····=···--·~r:.i.~.9.~L ..... Q_f ....... .!..ti~ .......... J,,~~.I..D .. i.D.9 ..... J:..r:.i.Y..J..LQrnt!~.r:.i t .. 

Principals~ 

Regular works.hops; greater link (interaction) between class 

t each e r s and r eme d i a I p e r so n n e I so t ha t t h e s e t ea c h e r s can 

also become more involved in remediation in their own class 

rooms. 

Remedial Teachers! 

Regular in-service training sessions, guidance and new 

teaching techniques by the P..r...J . .n.G.J:.P~ .. l....-.... $.µ_t:>...J.1?..<::: ... L .. _ .. A.9..Y.J.§.~J; we I I 

balanced teaching programmes. 

Regular Class Teachers~ 

C I o s e r co n t a c t w i t h r eme d i a I t ea c he r s and r eme d i a I e du ca t i o n 

s~bject adviser; media/ resource centre at each school. 

Rc::>..J. .. ~ .... Q .. -.... : ....... A$..$.~_$.,~r!!~ .. r:H ... 7....._QJ..~.9.D.c::>.§J .. § J ...... l;Y..~ .. Lµ_~..t..J .. c::>..!'.1. ... ~ .. 

Principals; 

None. 
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Remedial· Teachers~ 

Assessment geared towards ~etermining pupi Is' potential, 

Instead of what they know or may not know. 

Regular Class Teachers~ 

Tes t i n g and s ch o I as t i c s c r e en i n g t o · be done b y r eme d i a I 

t each e r s ; r eme d i a I t each e r s i n cons u I ta t i on w i t h c I ass 

teachers to decide on retention or phasing out of pupils 

receiving remedial teaching; diagnosis of learning problems; 

t e s t i n g and d i a g nos i s o f pup i I s a t r i s k ; mo r e u n i f o rm 

criteria/ systems of assessment and evaluation of pupils -

remedial teachers' evaluation of pupi Is are norm-based 

whereas class teachers' evaluation is curriculum-based . 

. R.1?.J .. ~ .... __ g _____ G..l'.J. . .r..r. .. L.~ .. 1::1.J ... 1::1m ... ..P~y~J .. .1?.P.r.fl~.r::i .. t __ ~11_g __ .B..~ . .9.T..9~ r:U.?.~ .. .t.i..9.ri ..... .9..f_$~LY..i. ... <::.~.~ 

Principals: 

Es tab I i sh i n g r eme d i a I c I asses a t §.L..L sch o o I s w i t h g_~-~-U .. LL~.9 

r eme d i a I t ea c h e r s ; ass i s t an c e t o pup i I s i n S t d s . 3 t o 5 ; 

provision of school-readiness tests to pre-schoolers; 

t ea c h i n g a i d s and r es o u r c es i n keep i ng w i t h t e c h n o I o g i ca I 

developments e.g. computers; teaching to cover broader 

spectrum of school curriculum. 
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Remedial Teachers~ 

Mo r e r eme d i a I c I asses and t each e r s p e r mane n t I y a t t a ch e d t o 

each sch o o I ; ma k i n g r eme d i a I t ea c h i n g av a i I ab I e t o S t d s . 3 

to 5 pupi Is as wel I; avai labi Ii ty of more aids and 

technological resources e.g. computers; establishing 

remedia_I teaching department at each school - with remedial 
\ 

teacher as Head of Department; merging qua Ii ty e I ements of 

remedial teaching with regular class teaching 

ind iv i dua I i zed e du ca t i on a I p r o g r arrrne s , based o n pup i I s ' 

needs , t o become t h e no rm . 

Regular Class Teachers: 

More remedial classes at various levels kindergarten, 

jun i or pr i mar y , sen i or pr i mar y - a I I ow i n g more pup i I s w i th 

learning difficulties access to remedial services; permanent 

remedial teacher 'at each school; tuition in 9-:.LJ.. subjects 

sh o u I d be o f f e r e d t h r o u g h -. t he s c h o o I ( r eme d i a I t each i n g 

a c r o s s t he cu r r i cu I um) ; r eme d i a I t each i n g r es o u r c e c en t r es 

centralized in a regional circuit for all teachers and 

pupils - with variety of audio-visual aids; establ-ishing a 

r eme d i a I de pa r t men t a t · s ch o o I s w i t h a r eme d i a I t ea c h e r as 

Head of Department. 

I mp I i ca t i ·on s of t he r e c orrrne n d a t i on s by educ a t o r s men t i one d 

in this section 1wi I I be discussed in Chapter 7. 

------'--'-~~- --~~------~-- ---------



- 213 -

6.3.3. RECOvfvENDEO INVOLVBvENT OF RBvEDIAL TEAQ-IERS -·-··---··-·-·······--··-······-·-··-·····-·----·--······-·-··--······-··········-·····-···-··-·-·--·····-···-··-··-······---····-··-···-··----..:.----

T.§P ... L~ ..... .9_~-7 . ..'._$_~_g__U.9.n. ....... Q ....... :. ___ $_t,J_IT.!D_~_LY.._.~_g __ f __ J0~_a.:.o_~ ..... f _ _g_r ___ ~ __ E.i __ 9-.b_fi9.. . .L~ . 

~ola..s 

"' A 

B 

c 

0 

E 

~~iRem.TrsjReg.Trsi 
~ I r 

A I 20' 6 19' 1 
I 

s I 20.4 20,5 
I 

I c 
.! 

21, 6 20' 1 

I 0 
I 

I 22,8 21I5 
I 

E 
I 

I 22.2 21 '7 I 

P . I r 1 nc. 1 
I 
I 

19. 1 I 
21'2 

20 I 1 I 

22,5 
1 

23,0 
I 

I 

Rem. Trs - Remedial Teachers 

Reg. Trs - Regular Class Teachers 

Prine. Principals 

A - E - Roles of Remedial Teachers 

Rem.Trs. Reg.Trs. Prine. 

4 
I 

I 5 5 

5 3 3 

3 4 4 

1 2 2 

2 1 1 

Key to Roles - Tables 6.7. and 6.8. 

A - Liaison/Counselling/ Guidance 
B - Remedial Therapy / Teaching 
C - Management of Learning Environment 
D - Evaluator/ Assessor/ Diagnostician 
E Curriculum Development. 
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Mean scores for each role for each group of educators (Table 

6.7) indicate a distinct correspondence of perception of the 

roles of remedial teachers. There appears to be stronger 

supper t f ram a I I. three groups of educators for ro I es o and 

E. Principals provide the strongest support for role E 

whi 1st remedial teachers provide strongest support for role 

0. 

Rank - o r de r of r o I es (Tab I e 6 . 8 ) i n d i ca t e s i m i I a r i t y o f 

importance attached to each role of Remedial teachers as 

p e r c e i v e d by r e g u I a r c I ass t each e r s and p r i n c i pa I s . .Th e 

calculated rank-order correlation coefficient (rs = 0,6) 

between the rank-order for the roles by Remedial teachers 

and the other two groups of educators indicates a moderately 

po s i t i v e co r r e I a t i on . The re i s t h us a mode r a t e deg r e e o f 

Inter-group equivalence of perceptions of the roles of 

Remed i a I teachers be tween educators. 

The distribution of educators' responses (Table 6.9.) shows 

a c I ose correspondence of r ecorrrnended r o I es of r emed i a I 

teachers by educators. Surprisingly, groups of educators 

d i f f e r e d g r ea t I y i n r esp e c t of r o I es D and E . 6 9 , 5% of 

r emed i a I teachers f e I t that r o I e I domain D is a r o I e which 

the Y § .. t.:l .. 9.9J. .. 9 ..... ~.LW~.Y-.~---·-t.>.-~ .......... LD.Y.9 .. LY.~9 w i th , camp are d to 55 , 1 % of 

regular class teachers and 58,6% of principals. Table 6.9. 

r e f I e c t s t ha t i n t h e case o f r o I e E , 6 1 % o f r eme d i a I 

t each e r s , 5 5 , 5% of reg u I a r c I ass t each e r s and 6 6 , 1 % o f 

principals regarded It as a role for remedial teachers to be 

~.J.'.!Y.~.Y .. § ....... .J..JJX:9. .. .L..Y~ .. 9 i n . 



T~BLE 6.9. - SECTION C - PERCENTAGE DISTRIBUTION OF EDUCATORS' RESPONSES. 

J:;•emE?d i a I T eacher-s P.egu 1 ar- C 1 ass T e·achers Pr inc: i.pa ls 

fl.vu 1 2 3 4 c· 

-lt 
..... 1 2 3 4 3 4 5 1 

ri .2 ._Et ~J' 8 18' (J 27'."b 4 ~.?' 6 u; '." f, s, 8 ~-., r.': 22'." 1 .::.~,;;.:.I 30,5 24,2 35,9 -=· ? _., - 6,0 
-- ---
fJ 5.7 11, 9 18' (J 28.5 4G.6 ::: '0 3' 6 2 1 , 4 2 S• , 0 4 2 '.' B 5'."7 2.4 19,CJ 29'."7 - --- ----1-----+----1-----i 
r:.: 1 • ';I (), g 15,2 24'."7 57, 1 2,8 21,7 27,9 43,fJ 3 '." ::1 ·1 ' 1 

- ..., c.· (, ..... 19'." E: 

~7-
-
1. 9 l '." 9 4,7 21 '." ~ 6Y,5 

-- ·-
E 0. (I []' 9 14,2 22.8 61, 0 

- ·-

0'."8 (]' 8 6 6 33'."0 ' 
0~8 0,8 4,9 ?'? -, '-. :- .:::_ 

15,5 25,6 55,l 1,6 2,CJ 

1 •l' 9 27' 2 ~.5; 5 1 '2 1, 0 

1 . n<:?VE·r ~;hou 1 d br? i nvc• 1 ved •I. Liaison/Counsel llmj/GuidancE:> 
~~. usrJ,:1 l 11:~ shh LI 1 d not. l::•e i r1•,10 I •v·E>•:I 
:J. so111i::·t i rues ~::hou l d bP. i n·,.·c• I ·..1pd 

B. Reme·d i a I Theraf)y/teach i ng 
C. Mar·1.:•ger- o F Le.:Jr-n i ng Env i ronnient 
U. Eva J uatc•r/H=.sr:-ssor/[I i agnos:L i c i an 
E. Cur-r i cu I u111 [levP. l opment. 

·'1. IJ=>• J.;11 l L:J shn1_1 l d be i nvo l · ... ·ed 
f.:i. .:. l 1.1~1:;1s shou Id l H? i r 1· .. ·o l · ... s=·d 

5 

3:.i, 8 

4;~, 9 

45,4 
-· -

5£3,b 

E,[,, 1 

--
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.8.9. . ..LLL~--.9.9.JB?. .. ~J ... tf! .. .t.L<?.JJ_J__~J_?.J..§ . .9...r.l. .. 1 ........ g_~J .. 9..?.D..~.~---L .... QQ..~ . .D. .. §_~.J-.ll_Q_g 

The mean scores of 19,1 <Table 6.7) for_ both principals and 

r e g u I a r c 1 ass t each er s i s s I i g h t I y be 1 ow th a t of r eme d i a I 

teachers (20,6) for role A with rank-order (Table 6.8) of 4 

for both principals and regular class teachers and 5 for 

r eme d i a I t each e r s . I t t he r e f o r e a pp ea r s t ha t r eme d i a 1 

teachers In contrast to the other educators feel that they 

_§_9..r.:D.~tLm~ .. $. .... -.. § .. b . .9..YJ_g ______ t.? __ ~ ........ ..L!lY.-9.J...Y..~ .. 9 i n t h i s r o I· e . 

Ma j o r p r op o r t i on s o f e du ca t o r s ( r eme d i a I t each e r s - 4 7 , 6%; 

principals 35 , 8%; r e g u I a r c I ass t each e rs - · 3 EL 9%) , 
~ 

however, fee I that r emed i a I teachers §.!..~.?.Y.$_ ........ -~ .. tJQY.J...9. ............. 9-~ 

J.B . .Y..9-J-'!..~ . .Q I n r o I e A, w i th very st r on g supp or t for i t ems 5 , 18 

and 22 (vi de. raw data - appendix F). In the case of i tern 5 

( t e am t each i n g ) 1 5 r eme d i a 1 t each e r s ( 7 1 , 4%) , 1 8 p r i n c i pa 1 s 

(69,2%) and 56 regular class teachers (56,5%) responded that 

remedial t each e r s _$l1.9. .. ~ ... Lc.f. ____ J~..J...W~.Y._§ ___ ·····-···Q··~----·-···..J.D . .Y. . .9..J_y_~_g . I n t h i s 

activity. This Is consonant with the corrments by educators 

w i t h r esp e c t to wh a t s e r v i c es sh o u I d be p r o v i de d i n f u t u re 

(item 11 - Section B of the questionnaire). 18 Remedial 

t each e r s ( 8 5 , 7%) f e I t t he need f o r t hem to be a I ways 

involved with family consultation and/ or counsel 1 ing (Item 

18). This is in contrast' to the response by principals, only 

9 (34,6%) and regular class teachers, only 40 (40,4%) who 

responded positively to this item. This appear to indicate 

that remedial teachers would prefer to be more involved in 

such activities as counsel I Ing of parents rather than, being 

Involved with guidance to col leagues. 



- 217 -

fiQ .. Lf:!. ....... ~.:-..... .B.i:i.rn.f:!. .. Q ... i .... c.i. ... l ........ T.!:!..;:l. .. G. .. b. ... i .. .IJ.9.l ....... I.b. .. l:!. .. L.c.i..P.Y 

Raw scores on each item (appendix FJ for role/domain B 

i n d i ca t e s t r o n g supp o r t f o r i t ems 2 , 3 and 19 by 

educators. Remedial teachers appear to relegate this role to 

a pas i t ion of I east i nvo I vemen t (.Tab l·es 6. 7 and 6. 8) . Tab I e 

6.7, however, shows that remedial teachers feel stronger 

(46,6%) than regular class teachers and principals, 42,8% 

and 42 , 9%, respect i v e I y , th a t the Y 9..Q . .9..1,!L<t ... ? . ..L.~9.Y$. .... _.b ~--··-·iD . .'1-.9..L.Y._~_q 

(rating5) in the role. 

B.9...J. .. ~ ..... G .. : ....... M?.!1?.9~DJ~..o.t . .9...f.. ..... t.b.~ .... b..~.§.LD . .L.09 . i;O.Y . .L.!. . .9..Dfl:l.~ . .r:.i..t 

For role C, items 1·1 and 14 received strongest support. The 

fact that 80,7% of the respondent principals, 76, 1% remedial 

teachers and 69,6% regular class teachers are of the opinion 

t ha t r eme d i a I t ea c h e r s ~.b . .9. . .1,!J .. 9 ........ ~ .LW§Y.~ ...... P.~ ...... .J .. .n..Y. . .9...1. .'(~_q i n · . t he 

de v e I o pme n 't o f a med i a c en t r e a t sch o o I s ( i t em 1 4 ) au g u r s 

we I I f o r t he f u t u re o f r eme d i a I s e r v i c es , esp e c i a I I y when 

this is taken in conjunction with educators' corrrnents 

related to media centres (Section B - item 11). 

Of note may be the fact that the majority of educators (50% 

principals; 57,1% remedial teachers; 39,4% regular class 

t each e r s ) a r e of t he op i n i on t ha t r eme d i a I teachers should 
·-··-········-··········-·--·· 

-~ . .9..D.J~ .. t.L!Il.~.~---·.J?JL ..... .i...!J.Y...9..J. .. .Y...~ .. <::l i n sch o o I d i s c i p I i nary prob I ems c i t em 

4) to differentiate between personal misbehaviour and 

-ecological influences. 
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I n d i s cuss i on s w i t h r eme d i a I t each e r s ab o u t t h i s asp e c t , i t 

was learnt that many support the view that the ch.i Id's 

learning difficulties stem from the influence of his 

environment on his pattern(s) of behaviour . 

.B..9. . ..LEL . .R .. _ .. _: ___ ... ~.Y.?..!. .. .LJ..~J . .9..L., ........ ~.$. .. $J~ .. $.$. . .9.T . .J ........ Q...!. .. 9..9.D.9..$. ... tLG. . .i...§.Jl. 

I n t h e case o f r o I e D i t ems 9 16 and 17 were strongly 

supported. Very significant is the fact that 71 ,4% (appendix 

FJ of remedial teachers responded that they should always·be 

involved in i tern 20 (decisions regarding retention and 

phasing out) Data from educators indicate that remedial 

teachers would rank this role first <Table 6.8) whilst both 

principals and regular class teachers would rank it second. 

B.9.J .. ~L .. .l; ... : ........ G.9LL . .L.G.q.Lqm .... P~Y.~ ... L9..P.m~.n.J 

Principals and regular class teachers rank this role as the ... 
most important for remedial teachers' involvement (Table 

6 . 8 . > . R eme d i a I t ea c h e r s , by co n t r as t , a cc o r d i n g t o t he 

data, rank this r o I e second. Tab I e 6. 7, however, indicates 

that remedial teachers (61%) feel more strongly than 

regular class teachers (55,5%) that they $.b .. 9. . .LJ. .. .L9 ... -.... §1..J..~?Y$. .......... P. .. ~ 

J .. D.Y..9._.L.Y..~ .. Q (rating 5) in this role. 

Appendix F reflects that items 10, 24 and 25 received the 

strongest support from educators. 21 Principals (80,7%) gave 

t he i r s up po r t ( a I way s sh o u I d be i n v o I v e d ) t o i t em 2 5 ; 1 8 

• 
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18 (85,7%) of remedial teachers responded po~itively to this 

item, whilst 67 (67,6%) of regular class teachers were in 

supp o r t t ha t r eme d i a I t ea c he r s sh o u I d a I ways be i n v a I v e d i n 

curriculum development. 

TABLE 6. 10. INTERCCRRELATIO\IS rvtA.TRIX OF ROLES ...... -----···--···········--··l·--·········-····-··· .. :·········-·-······ .. -···········--··············-······--·········-··········································-········-···················--·· .. -·················;···· 

A B c D E 

A -

B 

c 

D 

E 

-0,60 -

1. 00 -0,60 -

·O, 67 0, 18 0,67 -

-0, 13 0,87# -0, 13 0,64 -

Roles: A - Counsel I Ing, Guidance,Consultation 
B - Remedial Teaching/ Therapy 
C - Management of Learning Environment 
D - Assessment, Diagnosis, Evaluation 
E - Curriculum Development 

Table 6.10 shows .. a perfect correlation between roles A 

( counse I I i ng, guidance, consu I tat ion) and C (management of 

the I earning environment). These two ro I es are in a I I 

p r ob ab i I i t y ' r esp o n s i b I e ' f o r c r ea t i n g a c I i ma t e con d u c i v e 

to effective learning, hence the positive correlation. There 

is also a strong positive correlation between roles B 

(remedial teaching/ therapy) and E (curriculum development). 

This could possibly be ascribed to the close relationship 

be tween r eme d i a I teaching and aspects of curriculum 

·deve I opmen t e.g. teaching ac r ass the cur r i cu I um; deve I oping 

r es o u r c e ma t e r i a I . 

L._------~---------------------------------- ---
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There are moderately positive correlations between roles A 

and D (0,67); C and D (0,67); D and E(0,64). Moderate 

i n v e rs e co r r e I a t i on s a r e i n d i ca t e d be tween r o I es A and B 

(-0,60); 8 and C (-0,60). Inversely low correlations were 

computed .for roles A and E (-0.13); C and E (-0, 13). The 

correlation between roles Band D is very low (0. 18). 

IA.l?..b .. l; ....... 9.LJ ... .1....~ ......... b.QAQ.1-NG§ ..... QF ... J3Qb.l;.$ ...... ~ ....... ~A.Gtl ...... F.AG.IQ3 

FACTrni I I I I I I 
I 

A I 620 -085 174 

I B 230 072 -461 

c 620 -091 403 ,. 
D 905 -425 833 

-
E 678 189 196 

Table'6.11 indicates the heaviest loadings /clusters as: 

Factor 

Factor I I 

Factor I I I 

Roles D and E 

Roles A and C 

Role B 

Roles D and E (Factor I) could be categorized as 

A.9.D.'.lJ.D.L§.t..L~J ... .L.Y..~ ..... .B.~.!?..P.9.D.!?..i..P...i..J.J.J...i..~ .. !?.; .. Ro I es A and C (Fae tor I I ) 

as f:::l.~rn§.r.L ..... G.L9.~ . .tb.!'.Q§!.Y_§!J . .9P.r:D..§! . .IJ .. .t ......... ?r:Jq ......... R.~ .. 1 ... §.LL9D.§b .. .LP.§ ... ;...... Ro I e B 

(Fae tor I I I > as - J_O.$JLYGJ..i..90.§. .. L ... A.G.t..i...Y...i.t . .L.~.$.:. 

The above can thus be i I lustr.ated schemat ical.ly as in Figure 

6.1. The interaction of the three dimensions of the roles of 

Remedial teachers form an intergrated unit. Each activity of 

the roles of the Remedial teacher is thus a dynamic 

endeavour which involves al I three dimensions e.g. teaching 

an LO pupi I the number combinations of 10. This would, for 

instance, involve teaching ( lnstruct.ional}; bui I ding rapport 

(Human relationships); assessing at end of lesson whether 

pupil has mastered concepts taught (Administrative}. 



/ 

FIGURE 6.1 SCHEMATIC PRESENTATION OF DIMENSIONS AND ROLES OF REMEDIAL EDUCATION AS FOUND IN THIS STUDY 

DIMENSIONS: 

ROLES: 

INSTRUCTIONAL 
ACTIVITIES 

TEACHING/ 
THERAPY 

COUNSELLING; 
CONSULTATION; 
LIAISON; 
GUIDANCE 

REMEDIAL EDUCATION 

HUMAN GROWTH/ 
DEVELOPMENT AND 
RELATIONSHIPS 

MANAGING 
LEARNING 
ENVIRONMENT 

ADMINISTRATIVE 
RESPONSIBILITIES 

ASSESSMENT ; 
DIAGNOSIS j _ 
EVALUATION 

CURRICULUM 
DEVELOPMENT 
ANb RESOURCES 

N 
N 
~ 

1, 

.._ ________________________________ -......;-_______________ ......., ________ ~-........... - --"'-=-..------=~ ......... -.;:;..;...=-~=-'~'- --



- 222 -

t-tests for significance between sample means of each group 

of educators Indicate no significant differences between 

present time al located by remedial teachers to the different 

r o I es o f r eme d i a I s e r v i c e and des i r ab I e t i me a I I o ca t i on . 

This appears to indicate that educators are satisfied with 

t he amo u n t o f t i me r eme d i a l t each e r s p r es en t I y de v o t e t o 

each role of activity. 

The distribution of mean time allocation <Table 6.13) for 

each recorrmended role for remedial teachers by each group of 

educ a t o r s rev ea I s t ha t a I I educ a t o r s f e e I t ha t much o f 

available time should be spent on role 8. Regular class 

t each e r s , i n con t r as t t o t he o t he r two gr o ups , i n d I ca t e d 

t ha t r o I e D sh o u l d r e c e i v e mos t o f t he r eme d I a I t ea ct. ~ r s ' 

av a I I ab I e t i me . 

IA!?..L.,, __ i; ____ § ___ ~ .... L?. .. :. 8.AN.15_:_Q3P.E.;.B_ .... QE .... .I..1 .. M; ..... .$.E.r;N.I.._ .. A.N.P ____ ..IQ ..... !?..r; ____ §.EJ;N.I 

~----i;A.9.i ....... ROb.l; ....... ~Y_. __ 8._~~Q .. 1 .. A.b ...... .I.i;AQJ.i;.8.§.,_. 

Principals Rem.Teachers Reg.Class Trs 

Ro(e.5 Spent Should Spent Should Spent Should 
~ 

A 4 3 4 4 3 4 

B 1 1 1 2 2. 2 

c 5 5 5 5 5 5 

D 2 2 2 1 1 1 

E 3 4 3 3 4 3 

....__ __________________________________ _ 



Tdb 1 e 6. 13 .. ~•ect. ion [I - l i me... Ft 1 1 ocai. j .:in 

RPn1ed :i ,::, 1 T e·achers · r1 
~.eg. C 1 ass T eache:·rs 

------- --- -
Presf?nt Should Pre:=.ent. Should 

--- -- ---!L..£ 
~ - 2 ; 

'7' x { --·- --- ----

'--· 

~ - :2 -x x 
Fl -1c·El ~._· - l ::• 

.~, 9 ::130 16:09 750 17 :i 4 1019 18,8 
--- ' 

Et 518 ~·Jc 9 ~iOS --.c:- -. • :...._1' .::.:. ·=- :' .::: 1024 23:08 1270 --:i-1 5 '-..:.• ~ . 
--- --- ·-c ~~:~E: :L I 

' 
4 :

1132 14 .. E· !:168 13:0 ~· "A-:-.. . ( 1 E:' 3 
--- .._ ___ 

[I r-] .-, ··~·c: ·- 152 ·::-15 6 ._.. .::.:.. L---·', b L-·- ~ 125'3 ?g -. lf.C!? ~-,q 3 
L.- - ~ ..::: . -· a.;..... --~ - ' ----

E ·~1-::17 
.. J-.• c :L 6' 8 401 20:0 (I 681] 15:i E: 971 ~--. 5 

.:;_~ ' --- ---
A. Liaison/Counselling/Guidance 

B. Remedial Therapy/teaching 

C. Manager of Learning Environment 

D. Evaluator/Assessor/Diagnostician 

E. Curriculum Developer. 

L', - Summated Totals 

.X - Mean 

Principals 

P1-psent. Should 
-

2 -
~ 

-x x 
·-~--· i----

235 14' E. :311 19,4 

-:::is·:::i _, .._ 2:3, 8 4::15 27' l 
-

1 E.D 10,0 ·::1oq .._ - ] 3, Cl 
.._ 

245 ?""'.'.• [I 
"'-·- , :344 -, 1 C" c... ~ .... 

2~.4 15,B 2"?5 ] 7 - 1 
'---·-

I ; 

N 
N 

'w 
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Comparison of Tables 6. 12 and . 6.8 indicate some 

co r r esp on den c e and m i no r d i s c r e pan c i es . The s t u d y con f i r ms 

the 'phenomenon' that remedial teachers in DEC-HR schools 

are traditionally strong on assessment and diagnosis, but 

relatively weak on the application of diagnoses to remediate 

learning problems (remedial teaching), Remedial teachers 

interviewed, stated that t h_ey lack the ski I Is and 

consequently the confidence to draw up individual education 

programmes ( I EP' s) and to experiment with remedial 

techniques and strategies. There is a clear indication from 

educators that although remedial teachers should become more 

involved with role E (curriculum development) the present 

t i me a I I o ca t i on t o t h i s r o I e sh o u I d mo r e o r I es s r ema i n t h e 

same. 

An interestin8 observation which can be made is that 

al though only 55, 1% of regular class teachers (Table 6.9.) 

regarded ro I e D as imper tan-t, they never the I ess indicated 

t ha t a s u b s t an t i a I ma j o r i t y o f t i me be a I I o ca t e d t o t h i s 

role. The greater majority of principals (66, 1% - Table 6.9) 

r e g a r de d r o I e E as t he mos t i mp o r t an t f o r r eme d i a I t ea c h e r s ' 

involvement, bu t t he same g r o up , camp a r e d t o t he o t h e r 

g r o ups , f e e I t ha t I es s t i me s ho u I d be a I I o ca t e d t o t h i s 

r o I e . A I I t h r e e g r o ups a pp a r e n t I y f e e I t ha t t he I ea s t amo u n t 

of time should be al located to role C. 

' 
Compared to the o'ther educators, remedial teachers' 

responses indicate very low scores on items 1 and 3. Regular 

class teachers responded strongly to items 2 an~ 15 while 

principals viewed item 14 as significant. 
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6.4. SUIVMA.RY -··· .. ~·········-· ............. . 

The resul:ts of thTs lnvestigetlon poln-t to a relatively 

satlsfactdry global picture of school remedial services. 

Nev~rth~Jdsh, patterns suggSst prlnclpals and regular class 

teathers po~tray conservative views of school remedial 

services. For example, they Indicated that 

d1agnosls/~va1uat!on and report s.ctlvlt!es should 

con t I nu e t o be t he P1r I ma r y r esp on s I b I I I t I es o f r erne d I a I 

teachers'. By con t r as t r erne d I a I tea c 116 rs exp res s the des l re 

to·beco~e more lnvol~ed In roles-which offer more scope for 

development e.g. In-service/staff development prograrrmes. 

They feel this wi 11 al low them to create a greater 

_awareness amongst tile Ir col leagues of the spec I al needs of 

pup I Is wl th learning 
I 

difficulties as we 11 as the 

contribution which might be made by a remedial department at 

the s c h'o o -I . They a. I so want to be niu ch more I n v o I v e d I n 

rd e c I s I on -ma I< I n g ab o u t r e t en t I on and p has I n g o u t o f pup I I s , 

which apparently Is not the case at present. In the DEC-HR, 

assessments and evaluations for placements In- and phasing -

out of remedial teaching classes are done by school 

1- ·psychologists. 

'I.• 

Responses to open-ended questions about recorrrnended future 
/ 

practice also provide potentially valuable feedback t.o 

everyone concerned, l~cludfng teadher training Institutions. 

In excess of 40% of the samples Indicated that more remedial 
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classes and qual I fled teachers are needed; 36% of educators 

r ecomnended the int r oduc t I on of a r emed I a I educa t I on 

department at schoo!s; approxlrr~tely 62% of the samples felt 

t ha t r eme d I a I t ea c h I n g sh o u l d be p r e s e n t I y ma de a v a i ! ab I e t o 

sen i o r pr I mar y pup I I s as we I I . 

Further research wou Id be necessary to c i ar i fy the 

re I at I on sh I p be tween educ a tors ' p e r c e p t I on s of the qua l l t y 

a f s e r v ! c e and t he av a I I ab l I I t y sch o o I r erne d i a I s e r v ! c es . 

The relatively favourable result of this Investigation may 

be ascribed to the fact that only educators In the 

ma I n s t r e am p res en t I y exposed t o r eme d I a l s e r v I c es , we r e 

sampled. The wrlter Is aware that a different result may 

possibly be obtained should al! educators, lncludlng 

remedial teachers at Special and Chi !dren's Act schools !n 

the DEC-HR, be sampled. 

Analyses of responses, therefore yielded numerous and 

noteworthy findings. Although differences In perception of 

school remedial services were evident across the groups of 

educators sampled, there were no significant major 

disagreements between them. 
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7 . 1 . JJYP_~J .. GAI..LON$. .... ANP. .B.~.~NPAI.LQN$ .E.00. .... .F..V..HJ..B_I; .... 13.f;.§f::.AB.Qi 

7 • 1 • 1 • TG.:.AGH.~F.L ..... IEif.\.LNJ.NG 

7 . 1 .. 1 . 1 . B~O.V.b:.88 .... ANP. REiVED l!\~ .. _It:;A.GHF:2..R ... .IBA.J.N.J . .NG 

11
0Ning to the fact that the child is entirely Involved in 

t he I ea r n I n g p r o c es s , a de v I a t I on I n I ear n I n Q I s a pr ob I em 

en ta i i ! n g a I I d I s c I p I I n es con c e r n I n g t he we I fa re of t he 

child. All students of these different dlsclpl Ines should 

have some knowledge of the phenomenon of learning dls9bl I lty 

be ca us i:; i n t he c o u r s e o f t 11 e I r du t I es t hey w I I I come up 

.fl g 8. ! n s t I t " (Ham I ' t 0 II • 1 9 7 4 } . 

'
1 
••• the practlce of remedial education In any country Is 

r e ! a t e d t o I t s t r ~ d I t I o n a s e s t ab I I s h e d I n I t s f o r ms o f 

teacher training", {Jones 1979). lnterdisclr+il ln~HY co-

operation at tre.!nlng level could $0 a long wa~1 towards 
' 

~ c ti I e v ! n g t he op t l mum s e r v i c e $ f o r ch i I d r .~ n w I t h a I I f o r ms 

of specie! education needs. 
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The lncluslon of a module on special educational needs In 

al I teacher training courses would assist classroom teachers 
. - I '. 

to Identify learning problems In their classes. This WOIJ!d 

facilitate early Identification of pupils with L.D. and/or 

o t h e r I ea r n I n g hand I cap s . P r omp t a s s e s sme n t , d I a g nos I s and , 

remediation would forestal I entrenched difficulties with the 

resultant emotional problems. 

' One o f t he ma J o r c omp I a I n t s o f r e g u I a r c I as s r o om t ea c h e r s , 

concerning mainstreaming, related to their own feelings Of 

Inadequacy In teaching the L.D. chlld, (Carberry, 1981). 

This was also found In this study. Lack of. regular contact 

be t we en r eme d I a I p e r so n n e I a n d r e g u I a r c I ass t ea ch e r s { a ~ 

expressed by many teachers In this study) and the 

consequent lack of guidance and support from remedial 

teachers may be a contributory factor. Teacher training, 

therefore, shou Id cater for mains tr earn needs, as we f I as . 

the provision of adequate numbers of remedial personnel. In 

the view of Adelman {1986), training courses for remedial 

teachers should be based .on the fol lowing questions: 

{ I ) . Wh a t r a t I on a I e sh o u I d shape t h e f o r ma I t r a i n I n g · 

prograrrmes. 

(ii). What should be the content of tt1e pre-and·tn-

service phases respectlvely?. 

{Ill). How should this content be taught? 

(Iv). How should the nature and w6rth of such 

prograrrrnes be evaluated? 
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For remedial teacher training to make a greater Impact, 

therefore,· would mean speclflcally articulating pro·gramne 

r a t I on a I e • c on t en t and p r o c e s s es . As . t h I s s t u d y I n d I ca t es , 

remedial teachers, should be competent to set .into motion 

p r o c es s es t ·a I mp r ave q u a I I t y o f t each I n g by e . g . r u n n I n g 

regular workshops for staff and students, setting up special 

resource ce.ntres ,at schools etc .. They should be we! I versed 

In technologlcal developments In education - as the computer 

and camp u t e r - ass I s t e d I ea r n I n g I s • cu r r en .t I y ( and· f o r t he · 

forseeable future) one of the great technologJcal 

contributions, teacher training should cater for this. 

. Clamp (1983), Waker (·1984), Robinson {1985) and Anderson & 

O'Hagan (1989) found considerable evidence to suggest that. 

the ml c r o comp u t er present s a po tent l a I I y d y n am I c t a o I I n · the 

diagnostic, prescriptive and learning process of L.D. 

pup l I s . Comp u t e r s a r e p e r c e I v e d by educ a to r s as p I a y i n g a 

potentially valuab.le role In the transfer of informatlc1n 

and knowledge and rnay provide a viable way of servl_clng 

special educatlonal needs. 

Teacher t ra In Ing shou Id be geared towards a·' need to know' 

type of education. By this· Is meant, especl~t ly In the South 

African situation, that teachers should be :trained to guide 

a I I pup I I s , par t I cu I a r I y the J es s ab I e , towards c1 eve I op i n g 

a n d u s I n g c orrmu n I ca t l o n s k I I I s , b c t h v e r b a I and w r I t t e n , as · 

· we I I a s I a t e r a I t h I n k I n g s k I I I s a n d p r ob I ~m- s o I v ;i n g s k i I I s . 

These would be necessary skills required In a future South· 

Afr I ca where many more c It I zens wl I! be requ I red to s.erv.;ce. 

. ..... 



- 230 -

t he mo r e h I g h I y de v e I oped sec t o r s o f the b'US i m1SS 

environment. This would assist In stlmulatlng socio-economic 

growth, which could go a long way towards deereaslng 

env!ronmental factors contributing to L.D. and learning 

difficulties. Teachers should In their training be provided. 

wl th the sk 11 Is to he Ip and encourage pup 11 s towards free 

thinking, using their initiative and being independent In 

their learning and coping. 

Jud g i n g f r om t he, f I n d I n gs i n t h i s s t u d y , t each e r t r a i n i n g 

s ha u ! d p e r hap s p I ace g r ea t e r emp has I s on t r a J. n i n g t ea ch e r s 

t o t a k e l ea d I n g r o I es I n m.~D.99.\?.ffl.~.O.L ........ .9 . .f... ........... th.f:l .......... J ... § .. ?It::\.J.Jl.9 

.9.~V .. 9 .. L9P.tD.?.n .. t - Role E. Flemedlal Teacher training should lay 

greater emphasis on the drawing up of IEP's and appl !cation 

thereof In the practlcal teaching situation. 

A numb e r o f fa c t o r s i n f I u enc I n g r e c r u I t men t f o r t r a I n I n g as 

remedial teachers, have emerged from research. Adelman· 

(1986) cites research findings hlghllghtlng the following 
I 

t op I cs : t he p u b I I c I mag e o f s p e c I a I e d u ca t I o n . as a f I e I d o f 

end ea v o u r ; t h e c r I t e r I a u s e d f o r a dm I s s I o n I n t o t r a I n I no 

p r o g r anYne s and ! n t o p r o f e s s I on a I r o I es , a n d t h e wo r I< I n g 

cond It I ans experienced by professionals concerned w i th 

r erne d I a I t ea ch I n g . 
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Ou a I I t y o f wo r k I n g con d I t I on s , as r e po r t e d f o r t h i s s t u d y 

by the remedial teachers, Is not conducive to attracting 

qua I I t y p e r son n e I t o t he f I e I d). 0 f pa r t I c u I a r I mp o r t an c e a r e 

such matters (also verified by Adelman, 1986) as salary 

pol lcles, on-the-Job support (Including In-service or 

ongoing education. prograrrrnes) and lack of opportunities· for 

p r omo t I on and s p e c I a I s t a t u s . I n DEC-HR , f o r I n s t an c e , . 

r emed I a I teachers can advance no h I ghe r than p_Q_§J ... "._J_§.Y.~ . ..t 

.9..D.!?.. ( I n t h e r eme d I a ·1 f I e I d ) • A f a c t eme r g I n g f r om t h I s 

study Is the educators' express.ed view that the post of 

H.~.~.Q ..... QJ ..... .0.~P.~ . .r....tm.~.D.:..t:: ..... B..~m~.-q...!..J!.J. , s ho u I d be I n t r o d t:1 c e d . 

Remedial teachers an .. d other educators interviewed, stated: 

t ha t such a. de v e I o pme n t { I . e p r omo t l on a. I op P. o r t .u n i t I es ) 

might also be the Ideal way _of according recognition to 

remedial education and status to remedial teachers In DEC-HR 

schoo Is. These moves, they stated. wou Id. be kev 

Ingredients In the field's ability to attract a.nd persuade 

high quality personnel to choose careers In the field of. 

remedial education. 

7 . 1 . 2 E..WI.W.R.!'..:. ......... B..~.$.~68.Q:I 

Research to provide more clearly del lneated gu.ldel Ines as 

far as the L.D. ch! Id in the mainstream of education is 

concerned should be undertaken. "Those who Identify with the 

L.D. and remedial f lelds can only Improve the bases upon 



- 232 ..; 

w.h I ch t hey t r y t o I n f I u enc e po I I c l es and p r a c t,l s es b y ',( I ) . a 

clarification of the fleld's most fundam~ntal ·fssues and:. 

p r o I? I ems and . ( I I ) evolution Of spectflc. Ideas a:nd 

r e c orrme n d a t i on s f o r h ow t o p r o c ~ e d i n de a I I n g ~ i 1 h t he mos t 

press Ing concerns", (Ade Iman & Tay 1·or, 1986a.). 

There Is a paucity of research In these fields In South 

Africa. This may be due to: (I). our mainstream education 

crisis ( II ) . the soc Io-po 11 ti ca I and economl G er I ses '. 

(Ill). the diversity of the South African population; (Iv) .. 

the perceived needs of groups; (V).the· diverse nature of 

the L.D. problem. Galagher (1984) states that "the field of. 

L.D. has grown and expanded at a breathtaking rate In the 

two decades o f l t s ex I s t en c e . We a I I r e co g n I z e t ha t t he . 

accumulation of ambiguities and contradict lo~ and· 

remediation cannot continue." 

Concurring with this, Adelman and Taylor {1986a) state that · 

the prob I em con f r on t I n g the L . D . · f I e ! d I s no t s I mp I y one of 

definition but Involves clarlfylng the n~ture and 

I mp i I ca t I on s o f L . D . a s c on t r as t e d w I t h o t he r ! ea r n I n g 

problems. Research, therefore, needs to develop 
~ . ! 

.a" 

.class!flcatlon scheme and val Id procedures for differt,rn.tlal 

diagnosis. Tansley and Panckhurst (1985), In contrast, 

bel I eve that research should concentrate on analyzing 

characteristics Instead of categorizing them. The results of 

this study Indicate non-strong leanings towards the accurate 

analyses of non-learning characteristics, thus supporting 
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the view' of Tansley and Panckhurst. Such ;diagnoses should. 

d I s t I n g u I s·h be twee n t he p up ·1 I w I t h I n he r en t p e r c e p t u a r . 

def I cits WI th consequent l mp a I r men t , o f functlona.1-·· 

. ': 

performance and activity, and the pupll who· has a learning .. 
·I· 

disadvantage stenming ·from an Interaction with, and, 

adaptation to, the envl ronment. 

Further support for this point of view comes from Algozzlne 

and Ysseldyke ( 1986) who found that professionals want 

precise classlf ication of concepts such as 'L.D.' end 

' r eme d I a l e du ca t I on ' so that students can b~ served· 

adequately. The fundamental Issue, In their view, revolves 
1 

around·classlflcatlon. They point out that the search for. 
, 

category specific interventions supparts the educat !anal 

need to classify students. 

Further research In this regard needs to be _undertaken 'In 

South Africa. No clear support or negation therf!of was. 

evident in this study. School principals' were in fa~our of:· 

'equipping' the regular class teacher ·to deal wl~th all· 

problems encountered by al! pupils In their class~s. One., . , 

remedial teacher expressed the view that 
; 

the 
: ~ . 

~uallty 

e I eme n t s o f . r eme d I a l t each. I n g sh o u I d , I f poss I b :1 e , be 

Integrated with regular education. Such moves wourd help 

focus attention on pup! Is' needs rather than a mere 

syllabus and would contribute to a more appropriate 
I 

education . 

.,. 
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Acceptance of the Idea that l t Is not one single·· I earning 

dlsabl I lty but rather a cluster of different learning 

disabilities helps direct both research and p.ractice, 

{Keogh, 1986). In her opinion, the futurE! of remedial, could 

be served well by research providing a· systematic way of 

organizing and describing the range of Individual 

attributes which characterize L.D. lndlvlduals. 

The de Lange Corrrnlttee Report (HSRC, 

majority of L.D. pupils as either 

de p r I v e d ' ( p . 34 ) ; ' sch o ! as t I ca I I y 

1981) grouped the 

' en v I r o nme n t a I I y 

Impaired' . (p.36); 

' hand I capped ' ( p , 3 5 ) o r ' en v I r o nme n t a I I y hand I cap p e cf ' 

{p.156). The de Lange Corrmlttee Report thus appears to make 

no distinctions between the range of lndiv1dual attributes 

which characterlz~ L.D. lndlvlduals. Taking Into account the 

clear distinction drawn between Learning DISABILITIES and 

pupils experiencing learning.DIFFICULTIES In U1is study, 

de Lange appears to categorize all pupils with special 

educational needs under the title of 'learning dlfflcu!ty'. 

Adequate and appropriate educational assistance can only be 

provided If aetiological causal factors of L.D. are taken 

Into account. The slmpl 1st le view, therefore, of grouping· 

a! I pup! Is Into one general group Is unacceptable as the 

u n I q u e I n d I v I du a I needs o f such pup I I s wo u I d t hen no t be 

catered for. Research should therefore concentrate .on 

developing systematic diagnostic assessment instruments· 

sensitive enough to detect and categorize individual 

s t r en g t h s a n d weak n e s s e s o f ' en v I r o nme n t a I I y hand i ~a pp e d ' 

pup I! s. 
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Rese~rch with· regard to perceptions and attitudes about t~e. 

provlslon of remedial teaching to L.D. pup! Is, on tl1e part 

o f s u ch L . D . p u p i I s , ' no r rna I ' p u p I I's and g I f t e d c h I I dJ e n · 

co u I d b e u n de r t a ken . I t wo u I d be I n t e r es t I n g t o q e t e rm I n e 

how these groups perceive such extra ~ult ion to th~lr peers 

In the mainstream educational system. Deel and Chan~ler 

{1986) expressed the vlewpolnt 'that "at least ,some of the-. 

future research and theory and some of the interv~ntlon and 

prevention prograrrrnes should be based on an 'organismic' and 

mo t I v a t i on a I . v I ew o f t he de v e I op I n g ch I I d . 11 

There appears to be a need for emplrlcal studies in local· 

s c ho o I s w I t h r e g a r d t o t he e f f I ca c y o f r eme d ! a I t each i n g 

wl th respect to pup! Is' level of academic/scholastlc. 

a ch I e v eme n t , s e I f - es t e em. s e I f - ass e r t I v en es s • I n t e r p e r son a I ' . 

relatlonshlps, social and emotlonal development. 

' : ',, 

7 . 2 . 1 .$.~ ..... O. . .L.$.~t;NI.LNG .... Y. .. !.J~.~-QL~.I.$ .... :.A.00.W.I. ..... t,, .. : .. P ... : .. 

Mu ch r e c en t r e s e a r ch ( e . g . F r an l< I I n e t a I . 1 9 8 7 ) , r a I s e s "' . 

questions about ·the continued viabll lty of special education 

as a profess Iona I f I e ! d of work and study. None of the· 

contributors to the collect Ion of articles. de.nles the fact 

that there are children In· schools who seem to have 

dlff,lculty learning. They malntaln, however, that t11e source 
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of the problem Is not usual iy an Inherent defect In these 

ch I I d re n . I n t he I r v I ew, the reason far ch i I d re n fa I I I n g I s 

'because they are unable to meet the demands that often 

s e r v e t o ma I n t a I n c I a. s s , r a c I a I and gen de r I n e qua I i t y I n t he 

larger society', Frankl In (1987: 10). 

This Is frequently true In the South African context. At the 

r o o t of the educ a t i on d I I errma ( wh .I ch i n c I u des h I g h: fa i I u re 

r a t es ) I I es t he of f I c i a I I y - l e g I s I a t e d and I mp I eme n t e d po I l c y 

of apartheid whlch has had 11 the effect of robbing persons 

'other than white' of their sense of well-being 11 (Sann,· 

1986}. Pupils who have been thus politically disabled find 

It dlff1cult to reach the level of education expected by the 

South African system. 

Another factor which places. a quest!on mark on the future 

viability of the field of learning dlsablllties, according 

to Marleen Pucagh,(ln Franklin 1987: 163-177), Is the 

eff lcacy of specif le training programmes for teachers of the 

Learning Disabled. Learning dlsab! 11 ties teachers estabi ish 

a distinct professional Identity based on their training 

t ha t pup o r t s t o d I f f e r f r om t ha t o f r e g u I a r c I ass teach e rs . 

This Is based on the supposed need of' L.D.-pup! Is for 

specialized Instruction, and on the existence of Job 

r e s pons I b I ! I t I e s t ha t d l f f e r f r om t hose o f r e g u I a r 

c I ass room t each e r s . Puc a g h ( op . c I t . ) be I I eves t ha t t he r e I s 

I It tie Justlf lcatlon for the continued training of 

special lzed education teachers for the !earning disabled 
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ch I I d re n . She favours a broader t r a I n l n g of reg u i a r 

c I ass room teachers to enab I e them· to address the needs .of 

such ch I Id r en In the L~ .. .9.tLL? .. L ....... .9 .. L~.$.$..L9.9m. The need for 

Specialized Education, ln the future, will consequently 

decrease and eventually become unnecessary. However,· the. 

results of this study Indicate that there Is stlll a need· 

f o r spec I a I I s t p e r s on n e I t o a c c omno d a t e t h e s p e c I a I n e e d s of 

t he pup I I w I t h I ea r n I n g p r ob I ems . 

!n South Africa, the prevailing educatlonal dlspens~tlon Is. 

the outcome of an hlstorical heritage and subsequer..t 

evolution which reflects the broader social context ~n which. 

It Is located. (Pratt, 1988) .. Educationally therefor~ DEC-HR 

.has a substantlat lag to make up. There are too few remedial· 

t each e r s i n o u r sch o o I s t o ma I< e any I mp a c t on t he ex t en t o f 

the special educational needs. Findings might have been very 

d I f f e re n t had mo r e sch o o ! s be n e f ! t t e d f r om r eme d i a I 

teaching. 

Gains and McNlcholas {1979) expressed slml lar sentiments to 

those of Pucach. As discussed earl ler In this dissertation,.·· 

t he y be I l e v e ch I l d r e n ca n ! ea r n t h e I r 3R ' s a. s e f f e c t I v e I y 

through the study of general topics as they can through an 

ana.lysls of specific skl!!s and the teaching of. these In 

Isolation. Results frqm t.hls study do not provide support 

f o r t h J s v I ewp o I n t . A I t hough many educ a t o rs I n t e r v i ewe d. ~J y · 

t he au t ho r· s up po rt t he v I e w : o f a t t end I n g t o p r o c e s s l n a l I 

s u b J e c t s , nia n y r e g u I a r c I a s s t ea c h e r s f e e I t ha t s p e c I a I i z ed 

help should be specif I cal ly directed at the breas of 

d·e f I cf t . 



- 238 -

7 . 2 . 2 . RJ:.:.~P.LAb ...... $E.::.BY.LQJ;$ 

The establ lshment of remedial classes wl th a qua! lfied · 

remedial teacher giving assistance to ~µpl Is from Sub. A to 

S t d . 5 a pp ea r s t o be an u r gen t r e q u I r eme· n t , J u d g i n g f r om t h e 

many responses by al I three groups of educators. 

The r es ea r ch f I n d i n gs i n d I ca t e t ha t t he s amp I e d educ a t o r s 

perceive the function of remedial teachers, at primary 

schools, as lnclud!ng teaching and/or the provision of 

scholastic ski I ls and guidance to .$. ... L.!.. pupi Is In need of suct1 

assistance, Including Senior Primary children who are 

t r ad ! t I on a i I y ex c I u de d f r om r eme d l a I educ a t I on s e r v I c es 

because of economic considerations. 

The statistics quoted , with permission, from the annual 

reports of Athlone Schoo! Cl inlc and the Centre for Child 

Guidance at the Unlversl ty of the Western Cape (Appendix I). 

I n d I ca t e a s tea d y i n crease of refer r a I s of pup I I s f r om St d s . 

3 to 5 (26,0% - 1987 to 36, 1% In 1989). These Inst I tut ions 

cater for al I DEC-HR pupi Is on the Cape Flats. This 

corroborates statements made to that effect by educators and 

substantiates their cal I for remedial Intervention for these 

pup i Is. 
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Regular.,ln-servlce training for remedial teachers ls also 

we! I supported by t.hel .educators. The roles of ·remedial 

t e a,c h e r s . as I den t I f i e d I n t he I I t e r a t u r e and r e sea r c he d I n 
·-

th Is study, ere clearly defined as Important services to be 

provided. A number of educators. urged that remedial 

educ a t I on de pa r t men t s sh o u I d be es t ab I I shed a t a I I I a r g e · 
schools with a remedial teacher as Head of Department. In 

discussions on this aspect It was clear that educators want 

such a de v e I o pme n t t o l n c re as e t he e f f I ca c y o f r eme d I a I 

serv Ices to the w..h .. 9..Jg schoo I. Al ds and resources ut 11 i z Ing· 

up-to-date technology e.g. computer assisted remedial. 

teach I n g I s an o t he r s e r v I c e r e g a r de d as I mp o r t an t , t o be 

provided In the near future. 

The concept of team-teaching was rai·sed by a number of 

remedial and regular class teachers (compare Ferguson and 

' Adams', 1985, · d I scuss I on on team teach Ing - Chapter 5) . The 

p r o v I s l o n o f au x I I I a r y s e r v I c es , e s p e c I a I I y s o c i a ! wo r k , I n 

the schoo Is were regarded by many educators as necessary 

services. As pointed out In Chapter 3, the DEC-HR, also. 

regard this as a priority and socio-pedagogues will form ·an. 

Important addition to support services In future. 
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Algozzlne and Ysseldyke (1986) and Henderson {1989), In an 

e f f o r t t o upgrade s e r v I c es , r e c orrrne n d a me r g e r be tween 

special and regular education be made. This would ensure the 

availablll_ty of the essential qualities of speclallzed 

educat Ion to al I pupl Is In the mainstream. They argue that 

th Is wou Id make a I I educa t I on more spec I a I and cou Id 

e I Im I n a t e t he c r I t r c ! sms o f spec I a I I zed r eme d i a I s e r v I c es . 

It would no longer limit Identification of some pupils as 

_'.
1

.~.P. .. t'.!.9 . .L?.:J" , bu t '
1 r a t he r rec o g n I z e t he u n I q u en es s o f each " 

(Henderson, 1989). Only one remedial teacher In this study 

subscribed to this Idea. 

The Implementation of the concept of remedlal-educatlon-­

across-the-currlculum suggests some drastic changes. This 

could possibly see an end to "withdrawal" methods, except In 

tr1e most severe cases. Children's needs could be met In 

classrooms. Respondents supported this kind of mainstream 

support for teachers and children. 

Early ldentlf lcation and Intervention {as Indicated In 

paragraph 2.3.) al lows 

This imp I !es that a 

for more eff icacinus remediation. 

larger part of services should 

concentrate their resources at curriculum development at 

kindergarten level. Curricula should be based on the 

accurate Identification of the needs of all children and 

strive at meeting those needs In the learning situation. 



'·--- _. ____ ,._ ~ -----· -~ .. ~-···- ' .... -··- ··-. . . '-. ·- .. '-

- 241 ... 

teachers, I Ike most profess Iona Is, see.k J o.b 

satisfaction and effectiveness. In this regard the roles a.. 

prlnclpal play are particularly Important. "It Is lmpetatlv·e 

rh a t l ea r n I n g · d I s ab 1 I I t y t each e r s ( e . g , R eme d I a I t each e r s ) 
I 

'- -
understand their prlnclpal's responsibilities and provide as· --

much support as posslble 11
, (Cheek and Lindsey, 1986). The· 

principal ls the remedial professional 's pr lmary 

spokesperson. It would therefore be expected that principals 

shou1d assertively and sincerely assume this responslbl I lty~ 

They should present remedial teachers' views to th~ 

educa t I on authorities, subject adviser, parents an(J 

corrmunlty organizations. It has been found by Cheek ard.l. 

Lindsey (1986), that effective principal and learning 

d I s ab I I I t y teacher re I a t I on sh I p s w I I I pr orno t e over a i I Job 

satisfaction and positive student achievement. 

Tab I e 3 . 2 r .e f I e c t s a p r o J e c t e d t o ta I sch o o I · en r o I I men I 

f I gure of approx I mate I y 11 385 000 for the year 2000 .. I~ Is 
\ 

e n v I sage d b y t he ma J o r I t y o f sou t h A f r I cans t ha t b .Y t hat 

time (year 2000) this country would have a unitary state 
-

with a slngle education system. In view of such possl·ble 

developments and taking Into account the Incidence of L.D~. 

(ranging between 13,9% and 21,5% according research '.In s9.uth 

Africa as discussed In ChaptE,H 3), the author proposes a 
model based on findings In thls; study for Remedial 

Education Services for the future Sou:th Africa. 

'. 

. ' 

' 
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It Is the author's contention tha·t the structures of the 

unitary Education System should be reflected In the design 

-of the Remedlal Educat Ion Services. Declsio~s ·affecting., 

Remedial Services, therefore, should b~ taken at th r-ee i' 
:•·: 

I eve Is, name I y : G..~ . .D..LL~ ... L.!...Y. · ( by the Rert\ed I a I Co-ord Ina tor·•· 

and senior subject advisers) B..~ .. 9 .. .!...9.D.~.:.!.....l.'i by subject·· 
,. 

·advisers and socio-pedagogues) .b.Q.Q.~..J.J.Y. ( In schoo Is by 

Remedial teachers and assltance teams). At present In DEC-

HR, al I decision-making for the Remedial Services appears to 
,. 

be taken at central I eve I. Data from this study has ·: 
,· :· 

convinced the author that the f luld and effectl.ve·· 

administration of Remedial Education ,in the future S.outh 

Africa, couJd be enhanced by a structu~e as schematlca! ly 

presented In Figure 7.1. 

7 . 2 . 2 . 1 . A .............. .E.8.QP.Q?.1;.0 ........... _$.IR.W..GI!J,8.f; __ ............ EQ3 .......... B~~~P.J.A1=: .......... ..J;Q.~~tQ~I.J.Q~ 
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Special Education is the Ideal area of education for 

lrrmedlate integration of educatlona'1 resources. The proposed 
\ 

model Includes a " I ong term v I ew and an Interim proposal 

wh I ch wl I l be phased out over a per I od of t !me. ·The mode I is 

based on v I ews expressed by respondents, wh l ch concur wl th 

those of other Influential per.sons In the field. of 

education, during personal ~nd telephonic Interviews. 

Current hlerachlca! arrangements are to be marn·tained so 

that standards of services can be control led for equi tab Le 

distribution of resources nationwide. 

( 

. ) 



FJGUKE··7.J. ROBERTS MODEL FOR THE STRUCTURE OF R.EKEDIAL EDUU.TJON SERVJCES IN A SINGLE E.DlJCATJON SYSTEK IN SOlffH AFRICA. 

LEVEL I 

(NATIONAL) 

LEVEL II 

( R.£.G· IDNAL) 

LEVEL III 

(h.ocAt-) 

LEVEL IV · 

(kfiER.1M) 

P S Y C H 0 L 0 G J C A L S E. R V J C E S. 

1' 
CLINICAL 

PRINCIPAL PSYCHOLOGIST 

(DEPUTY PRING. PSYCHOL) 

SCHOOL CLl 11:1 CS 
CL/niccd Ps'Jc..l,0/05/ds I' 
Psycho-clinical interven·· 

TE.l\EHtR PSYCHOLOGIST 

-1 
SOCJO-PEDAGOGUES 

School /Teacher 
Social l>.'orker 

T 
TEACHING 

PRJNCIPAL REMEDIAL EDUCATION 
CO-·ORDINATOR 

(DEPUTY REH. CO-ORDJNATOR) 

SENJOR SUBJECT ADVISER IREK.) 

I Subject Advisers - Rem. ) 

PRIMARY I SPECIAL AND CHILDREN Is ACT I 1±1. 
SCHOOLS 

HEAD OF DEPARTMENT !Remedial I 

Re-rnedr'al -I e..o.."~hCL.r'S 

REMEDIAL TEACHER IUNDERQUALIFJEDI 

TAT AND DAG GROUBS. Ci1~ddk ,(e.vcl.i-) 

. ·i 

l 
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Remedls.I Educat Ion and School Cl in I cs should form a sub-

section of Psychological Services of the Department of 

Educat Ion. At the highest level, the two main components 

sh o u I d be Q.J .. Lf.1.19..§, __ .L. ...... !=l~J.Y .. LG.~.$. and .I~ .. ~ ... Gh .. LD..9.. ...... $ .. ~ . .r....Y.J .. 9. .. ~ .. $. so as to 

offer equal opportunities for p r omo t I on and I ea de r s h I p i n 

providing high quality assistance. This was strongly 

mot Iva t ed In quest lo-nnai re reponses and Interviews wh.ere · 

remedial teachers complained of the lack of professional 

advancement and their subjection to psychologists' control. 

1:.E . .V!;.k .... J ....... ; ....... ~.~.n..t.r...!3.: .. L ... .A.9m..!..n.L$.J . ..r...@.1..l...9..0 ........ Lt:l.~ .. ~ .. 9 ..... Q.f...f.....!..f .. ~J. ... ~ .. 

Remed I a I Teach l ng Is to be headed by a Pr Inc I pa I Remed I a,I 

Co-ord!nator. Such a person should be an appropriately 

qualified and an experienced remedial educator. In view of 

the requirements of remedial education (as discussed In 

th Is d I sse rt at l on) th Is Head shou Id have qua I If I cat I ans 

and experience as a psychometrlcian for the assessment and 

J de n t I f I ca t I on o f p u p I I s I n nee d o f s p e c I a I I z e d .as s I s t an c e . 

School Cl lnlcs should be headed by a Principal Psychologist, 

qua I if led and registered as an educational psychologist with 

c I In I ca I, counse I I Ing and remed la I teach Ing exper l ence. 

Such a person should have served as School Clinic prlnclpal 

and ha v e had ax t ens I v e exp e r I enc e of c I i r;i I ca I I n t e r v e n t I on . 

. ... · 
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Close co-operation between those t~o sen11or col leagues .Is -a,: 
p r e r e q u I s I t e f o r e f f I c I e n t a dm I n I s t r a t · 1 on o f th Is are a o.f ' 

Special I zed Education. 

,, 

It Is proposed that the Remedial Educat Ion Co-ordinator be~· 

assisted by a Deputy Remedial Subject Adviser to form the: 

pol Icy-making body of the Remedial Education Services. It. 

would be expected that, together, they would be responsible 

f o r c o - o r d i n a t I n g and g u I d i n g a I I as p e c, t s ( I n c I u d I n g g e n e r a 1. ·. 

administration) of Remedial Education throughout the 

country. In particular, It would be expected .that they:,. 

design In In-service training courses 1 fl::ir up gr a·d Ing·.· 
. " 

knowledge and ski I Is through workshops and seminars regular~ 

as well as newsletters with Information about new, reme.dlai 

t~chnlques and strategies (e.g. advances In computer 

assisted teaching and electronic media teaching 
. . 
e.g.: 

. ' 
television)" T_hese, It Is proposed, should be done in co;-:·,. 

operation and conjunction with regional and nat!onal Special 

Educa t ion and professional organis~tlons e.g. Sou.thern·: 

Afr I can Association tor L~arnlng and Educational 

Dlssabl 11 t les, Special lsed Educat Ion (Remedial) departments 

at universities, research Institutions e.g. Human Sclen'Ces 

Research Councl I, School Cl lnlcs and the s'oclo-pedagogues of 

the Department. 

I n t h e ca s e o f t h e P r I n c I pa I P s y c ho l o g I s t { Sch o o I -c I i n i c s ) 

assistance should be provLded at this level by approprlatel·y 

i . 

r . ; 

qualified Senior Psychologists: They would be responslbie.. · 

I. 

f 
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' ' 
( 

for the work done at School Cl lnlcs. There should be close 

I I a I son w l t h sch o o I psycho I o g i s t s a t t he o t he r I eve, l s and , -

Interaction wl th socio-pedagogues and Remedial Advisers. 

Few practical recomnendatlons emanated from interviews In 

this study. 

1J:..Y..~.k ..... J ... L.: ........ B..~_g.J..PD. .. ~.J.. 

Decentral I sat Ion would ensure 
\ 

effective service to all 

a r ea s o f t h e co u n t r y . Th I s m i g h t be o n a r e g I on a I bas I s 

(possibly on the basis of geographic or provinci'al 

bounda-r· 1 es) or on a nume r I ca I bas Is. The Remed I a I Edu cat I on 

Services of each· region could be headed by a Senior Subject 

Adv I s er ass l s t e d by Sub J e c t Adv I s er s ( the number · ·a f wh I ch 

wl 11 depend upon the size of the region and the number of 

p up I I s en r o I I e d a t p r I ma r y· s ch o o I s . 

I 

The functions of these special lsts would prlmarl ly encompass. 

remedlal work based on I lmi ted psy.chometr·lc as::;essments (in ·' 

close co-operation with school and/or school c I In I c 
. .J 

• '.I , 

psychologists); guidance and support for Remedial teachers· ··. 

(level Ill); evaluation of Remedial teachers for promqtlon 

purposes; p I acemen t, remedlal retention and r emed I a I· 

phasing-out decisions In consultation with Head o'f 

Department (Remedial} or Remedial teacher(s) and other $UCh 

duties as may be assigned to them by Level I educators. 
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I 

Jhere should be a close reciprocal working relationship and 

lnt_eract Ion _,.between Subject advisers and socio-pedagogues 1 .• 

and School Cl lnlc personnel. 

So c I o - p e d agog u e s ( a I s o r e f e· r r e d t o as Te a c h e r SQ c I a I 

Workers) should also be deployed on a regional basis. Their 
... 

f u n c t ! on s wo u I d comp I eme n t and assist Teachers. and 

Cllnlcal personnel with all soclally 1 related scholastic 
l 

problems e . g . sch o o I r e f us a I , po o r Iii ome con d i t I on s and 

e n v I r o nme n t , deprivation, po v e r t y , · · ma I nu t r i t I on an·d 

pa t ho I o g I ca I f am I I y d y n am I cs . D I f f I cu I t c ~ s es a r e . t o be '." 

referred to appropriate agencies. 

Schoo I CI In I cs would handle particular cases referred to· 

them for of psycho-cl lnical services, and interd·lscl.pl inary 

I n t e r v en t I on s no t av a I I ab I e a t sch o o I s e . g . au d I ome t r y and 

speech therapy. 

Research findings In this Investigation indicate that, 

Remedial departments at schools should be fed by a H~ad of 

Department: Such personnel are thus P'roposed for ·al I 
I 

primary, special and Children's Act schools. Remedial 

teachers at these schools would be responsible for assisting 

d I dac t I ca I remedial cases. At 'h i g h s c 11 o o I s t each e r - · 

psychologists should be responsible for vocational and 

career gu I dance of pup 11 s'. 

· .. 

·I 
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In vlew of the wide spread need and the paucity of 

resources, the unitary Department should as an ln'terlm 

I 

measure utl Ilse middle level Remedial Teachers through In-

s er v I c e t r a I n I n g to cope w i t h the I rrme d I a t e need of t he many 

pup! Is. This Is to be phased out In due course. The teachers 

wll'I be responsible for dldactlcal remedial cases and 

organising T.A.T. and D.A.G. 's. 

Roles fulfilled by Remedial teachers, In particular, should 

prov I de an e f f e c t I v e response to the numerous . prob I ems of 

the different societies In South AUlca. The particular 

expertise of Remedial teachers will become more valuable In 

the provision of funct Iona I 11 teracy, problem-serving ski I ls 

and c onmu n I ca t I. on s k I I I s as f o u n d I n t he Cos f o r d ( 1 988 ) 

study. Cosford found that there Is a. need for language 

comnunlcation and auditory sk I I Is for L.D. pup i Is'·. 

( e s p e c l a I I y b o y s ) . Th e a c q u i s I t I o n o f t h e above .;. me n t I o n e d 

ski I ls by pup I Is (Including L.D; 's) could le~d to personal 

s e I f f u I f I I I men t and e q u I p t hem w I t h ad e qua t e s k I I I s t o make 

significant contributions to the economic growth of the 

country. 
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Announcements and developments In polltlcal circles appe·ar 

to point towards ·negotiated pol itlcal settlements for the ·• 

future democratic South Africa. This has Imp! lca.tlons for 

Its future educational system. Educators lnterv!ewed=as weli 

as pronouncemenis from a variety of platfbrms suggest that 

planning should be directed towards a unitary Education 

System. Judging from recen.t public declarations it appears 

t ha t such a de v e I o pme n t I $ a l so supp o r t e d by t he St a t e -

which signals a major shift Jn Government pol Icy. 

7 . 3 . ?.W.fY.Mt.\AY. ..... ANP ............ @.Q.l.::.V.$....1..~ 

It has been the purpose of this rese~rch to Illuminate some 

of the Issues involved In the provision of appropriate 

services by the DEC-HR for ·al I 'Ch_l ldren with s.peclal 

educational needs of the Learning Dlsabl I lty type. 

Although, to date, no acceptably "P,erfect 11 definition for. 

L.D. has emerged researchers have tried to Identify 

particular criteria for c I ass i f i cat I on as L. D. . I t ! s 

generally accepted that pup I Is Included In the category are. 

capable of responding positively to remedial teaching and. 

this research has attempted to high! lght ·the most effect Ive 

strategies ~s viewed by the sampled groups. 

I• 
I . 

' . 

~~---------------------............... ~ 
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The process of early Intervention as mentioned in this study 

co u I d a I l ow t he pup I I s t o . g a I n soc I a I s k I I I s wh I ch up t o now · 

have not been ava! !able to them, In order that they might 

ma t ch t he c I r c urns t an c es f o r t he r o I es o f a 1 ma I n s t r e am• 

existence. For this reason diagnostic and remedial 

I n t er v en t I on need to be d I rec t e d toward b o th pup I I s and 

teachers. 

It appears that for mainstreaming of the L.D. to be 

effective, Interaction between Improved measurement devices, 

remedial techniques, Improved -teacher training and careful 
/ 

management of financial resources, Is required. The spending 

of money on Spec I al lsed EduGat Ion In the maln$tream would 

al low for more and better remedfal teachers who would ·make-

major contributions to solving the huge education problems. 

In South! Africa. Being removed from the control of ~he 

Psycholo9lsts would al low advancement to remedial -teaching 

in !ts own right l.e.·educatlonal assessment and teaching. 

Close links and co-operation wlth psychologists I. e 

asses sme n t and t 11 e r a p y and . a I so w I t h soc I o - p e d agog u es f o r 

ecologlca! Intervention must be maintained. 

I t co u I d · be con c I u de d f r orn r esp on den t s ' c orrrne n t s t ha t 

children with specialised educational needs e.g. L.D.-

ch I I d re n , sh o u I d be kept I n the ma i n st re am of educ at i on , 

WI th the necessary support. P r o v I s I o n s ho u I d be made i n 
( 

par a I I e I educ a t I on a I s t re ams f o r ch I I d re n w I t h ex c e p t i on a I . 
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educational needs. e.g. men ta 11 y retarded, physically 

disabled etc. The movement of students between main and ~~ .. 

par a I I e I s t r e ams sh o u l d a l ways be poss I b I e . 

\~ 

s I n c e the L . O. ch I I d event u a I I y has to f I n d h i s i he r own way · 

\ 
and establish hlm-/herself as an adult In the comnunity, 

wh e r e h e I sh e s h o u I d be I n d e p e n de n t as p o s s I b I e , t h e a I m I s 

to keep the scholar wl th L.0 .• Insofar as. It is 

e d u ca t I o n a I I y J us t l f I ab I e , · I n t he f.f.l§! ... L!J§ ... LL?. .. f.,\J.IL ... .9.L ..... _.~_tjJJ .. 9..?tLL9.D . 

with the necessary support structures. It Is hoped that the 

research results In this study will spawn a sincere desire 

and direction for change In the future South Africa by a11· 

of those conc.erned wl th educa t I on and Spec I a I i zed Educa t I on,·· 

In particular. 

'. ; 

'\ . 
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